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» General
information

» Copies of
presentations,

My Background

» Interest in intelligence and instruction
» Experiences at UGA
» Test development
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Today’s Session

»Introduce yourself to your neighbors

* We will be discussing various topics today and
you need to know who your talking to

Presentation Outline

‘Comprehensive Model of EF

* Historical Perspective

e Definitions of Executive Function
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EF Lesson on Saturday Night Live

»We will begin by learning about how EF can
be taught to students, using one of the
lessons in the project I’'m working on

»The lessons teach aspects of EF and are
structured as follows:

EF Lesson on Saturday Night Live

10/4/2018



EF Lesson on Saturday Night Live

> STEP 1 — View the video
STEP 2 — Discussion of the video with

Time to Think and Talk 4
> Task: START

minutes
» Talk with your partner(s) left
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All Lessons available at:

EF IN THE
CLASSROOM

History Class: Saturday Night Live

»STEP 1 — View the video

»STEP 2 — Discussion of the video with
someone sitting next to you.
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History Class: SNL

Metacognition
The ability to think about your thinking

Phrase of the week: Are you thinking about thinking?

Watch Seinfeld History Lesson Video:
http://www.schooltube.com/video/30747e2e060f4e4efc5b/
i

. Why was the teacher frustrated in the video?

. What could the students in the video have done differently?

. Why was it so hard for the students to think about history?

. Do you think about how you're doing your work while you are actually doing it?

Wrap-Up:

This week whenever you are stuck, you must describe to the teacher what you did.
How you got to where you are?

This is an example of being aware of what you're thinking, sometimes called “self-
monitoring”. Write in your notebook how you think this could benefit you.

History Class: Student Comments

» ‘The teacher was frustrated because the
students weren’t thinking about what he
was saying’

conclusions

10/4/2018



History Class: Student Comments

» ‘The way teachers run the class stops you
from thinking because they tell you there is
only one way to do something — but it’s a

History Class: Saturday Night Live

»Teach students to think not just remember

»How to learn is just as important as what to
learn
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Meltzer (2010)

» ‘Classroom instruction generally focuses on
content (or the what to

know), rather than on the
how to do or learn...and

PROMUOTING

EXECUTIVE
FUNCTION

IN THE CLASSROOM
o F

conclusions

Why this Workshop on EF?

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

10/4/2018



Executive Function Goals

»Today we will be thinking about thinking

> | will be teaching you how to help people
learn to do the things they want to do

Presentation Outline

‘Comprehensive Model of EF

* Historical Perspective

e Definitions of Executive Function

10/4/2018



The Curious Story of Phineas Gage

John Fleischman’s book
“Phineas Gage: A Gruesome e bu TrueStory Aboo
but True Story About Brain g
Science” is an excellent source
of information about this
person, his life, and how this
event impacted our
understanding of how the
brain works; and particularly
the frontal lobes.

by JOHN FLEISCHMAN

21

The Curious Story of Phineas Gage

» September 13, 1848 26 year old Phineas Gag
was in charge of a railroad track construction
crew blasting granite bedrock near
Cavendish, Vermont

»The job Phineas has is to use
a “tamping iron” to set
explosives

»The tamping iron is a rod
about 3 % feet long weighing
13 % Ibs pointed at one end

22
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Fleishman (2002, p 70)

» From Damaiso (1994)
article in Science

* Fleishman (2002)
» The rod passed through
the left frontal lobe,

conclusions

A Bit of EF Neuroanatomy

»The case of Phineas Gage led to a better
understanding of the frontal lobes; in
particular the pre-frontal cortex.

NS D

conclusions
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More Specifically

Dorsolateral prefrontal

»The dorsolateral prefrontal (
cortex is involved with the /;
ability to plan, shift set,
organize remember and

conclusions

The Curious Story of Phineas Gage

The Skull of
Phineas
Gage is at
Harvard’s
Warren
Anatomical

The skull of Phineas Gage

The skull of Phineas Gage, along with the tamping iron which did the damage. On display at Harvard's
Warren Anatomical Museum.
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Frontal Lobes and Executive
Function(s)

Executive Functions

» In 1966 Luria , T
first wrote 20N G coxrical
and defined BRI 7E Riiitieas

the concept
of Executive

IN MAN

http://www.eIkhonongoldberg.com/

T

HE i
~ NEW
EXECUTIVE

'BRAIN
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Goldberg (2009, p. 4)

> “The frontal lobes ... are liked to

intentionality, purposefulness, and

complex decision making.”

» They make us human, and as Luria

stated, are “the organ of civilization”

» Frontal lobes are about
...”leadership, motivation, drive,
vision, self-awareness, and
awareness of others, success,
creativity, sex differences, social
maturity, cognitive development
and learning...”

THE
NEW
EXECUTIVE

2L

29

What is Executive Function(s)

There is no formal excepted definition of EF

* We typically find a vague general statement of EF (e.g.,
goal-directed action, cognitive control, top-down

inhibition, effortful processing, etc.).

* Or a listing of the constructs such as
* Inhibition,
* Working Memory,
> Planning,
> Problem-Solving,
* Goal-Directed Activity,
* Strategy Development and Execution,
* Emotional Self-Regulation,
* Self-Motivation

30
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Goldstein, Naglieri, Princiotta, &

Otero (2013)

» Executive function(s) has come to

be an umbrella term used for many
different “abilities”-- planning,

Sam Galdstein - Jack A. Naglieri
Fditors

working memory, attention,

inhibition, self-monitoring, self-
regulation and initiation -- carried
out by pre-frontal lobes.

Executive

Functioning

» We found more than 30 definitions

of EF(s)
Executive Executive
Function Functions

» EF hasis a unitary

construct (Duncan &
Miller, 2002; Duncan &
Owen, 2000).

EF is unidimensional in
early childhood not
adulthood.

Both views are supported
by some research (Miyake
et al., 2000) EF is a unitary
construct ... but with
partially different
components.

» EF has three
components: inhibitory
control, set shifting
(flexibility), and
working memory (e.g.,
Davidson, et al., 2006).

» Executive Functions is a
multidimensional
model (Friedman et al.,
2006) with
independent abilities
(Wiebe, Espy, & Charak,
2008).

32
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Executive Function(s)

» Given all these definitions of EF(s) we
wanted to address the question...

Executive Functions ... or
Executive Function?

»One way to answer the question is to
research the factor structure of EF
behaviors

» Factor structure of the Comprehensive
Executive Function Inventory (CEFI)

33

CEFI (Naglieri & Goldstein, 2012)

Compmhenlive
F Executive
runctmn
mventory Comprehensive
(5-18 Yea Executive
TEAC HER FORM Function
: ~ ‘ Inventory

ZMHSE

Technical Manual EMHS

34
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CEFI CEFI Self-
g:t'i:,: P;:‘;T: Teacher Rating Scale
(A ef 5-18) Rating Scale (Ages |2-
g (Ages 5-18) 18)

Attention

Flexibility
Inhibitory Control
Initiation
Organization
Planning
Self-Monitoring
Working Memory

e

-

3.

CEFI Full Scale (100 items)

l.
Emotion Regulation 2,

Consistency Index

Negative
Impression

Positive Impression

35

EXPLORATORY FACTOR ANALYSES

»The normative samples for parents, teacher,

and self ratings were randomly split into

two samples and EFA conducted using

a A

* the item raw scores
* nine scales’ raw scores

»The sample ...

CEFI Scales
Attention

Emotion Regulation
Flexibility
Inhibitory Control
Initiation
Organization
Planning
Self-Monitoring
Warking Memaory

/

36
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CEFI Standardization Samples

»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, Multi-
racial by the rater

* Parent (N=1,400), Teacher (N=1,400) and Self
(N=700) ratings were obtained

37

EXPLORATORY FACTOR ANALYSES

90 Items: factor analysis Nine item groups: Attention, Emotion
c|ear|y indicted that one Regulation, Flexibility, Inhibitory
factor was the best solution Control, Initiation, Organization,

Planning, Self-Monitoring, and Working
Memory scales form one factor

60 9
50 <=Parents 8 Parents
40 Q@ «-Teachers Z «@=Teachers
A-Self 5 Self
30
4
20 3
2
10 |
0 H~a—a 0 K== N
Factor Factor Factor Factor Factor Factor | Factor 2Factor 3Factor 4Factor 5

I 2 3 4 5
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EXPLORATORY FACTOR ANALYSES

Table 8.6. Consistency of Factor Loadings Across Groups

Groupin, Coefficient of
Fac:Jorg il Congruence ‘
999
Gender 999
I 992
Race/ 996
Ethnic 999
Group 995
1999
Age 999
1995
993
994
976

Clinical/ &
Educational =

conclusions

Factor Analysis of the CEFI Adult

» Same scale structure

as CEFI
e Full Scale CmEﬂfmlmﬁﬂdHJt

Jack,

A Nagher, PhD. & S3en Gakdatein, P D,

e Attention
e Emotion Regulation

conclusions
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Adult CEFI Samples

» Self (N = 1,600), Observer (N = 1,600) results: 1 factor

Eigenvalues Items Eigenvalues 9 Scales

400 8.0
350 7.0
300 6.0
250 5.0
200 b0
- 3.0

2.0

Ist 2nd 3rd 4th 5th
3rd

Eigenvalues Items Eigenvalues

—#—Self-Report  ==@=Observer —o—Self-Report —e=Observer

Table 8.2.  Eigenvalues from the Inter-ltem 4. Eigenvalues from the CEFI Adult
Correlations Scales Correlations

Factor
2 (39| 4% | g | g | 74| gt | gt
PN <7 |2¢3) 40|20]10 08]07 08| 05|05
[ 1 |53 30 ]22)10 09]08|07 05|05
Note. Extraction method: Principal Axis Factoring. Only the first 9 Observer  [EENY |73‘ 0.2 0“‘ UD|UD‘OO‘ 0:0|-01 |-m
eigenvalues are presented. Note. Extraction method: Principal Axis Factoring.

porm Factor

| 20| 39 | gt | g | g | 70 | g | gm

YRy 217 | 65|03 01

CEFI Adult Consistency of Loadings

Consistency of Factor Loadings Across Groups

Exploratory factor analysis (EFA) was used to examine the replicability of the unidimensional factor
structure of the CEF| Adult across several demographic groups (gender, age, race/ethnicity, and clinical
status). The EFA procedure was conducted for each demographic group to determine if the factor
structure was consistent across genders (males vs. females), ages (below vs. at or above the normative
mean of 50), race/ethnicity (broken down into White vs. non-White to allow large enough sample sizes to
detect differences), and clinical status (non-clinical vs. clinical). The factor loadings of the items were
correlated across groups to compute the coefficient of congruence (Abdi, 2010); results revealed a very
high degree of consistency across all groups (see Table 8.6), indicating that the unjdimensionality of the
CEFI Adult generalized across the demographic groups.

Table 8.6. Consistency of Factor Loadings Across Groups

Coefficient Group 2

of

Congruence Level N
Self-Report Form k Male Female
Observer Form k Male Female
Self-Report Form R White Non-white
Observer Form . White Non-white
Self-Report Form K Under 50 years 50+ years
Observer Form k Under 50 years 50+ years
Self-Report Form k Non-clinical Clinical
Observer Form . Non-clinical Clinical

Grouping
Factor

Gender

Race/Ethnicity

Age

Clinical Status

21



EXPLORATORY FACTOR ANALYSES

» Conclusions

* CEFI: Parent (N=1,400), Teacher (N=1,400)
and Self (N=700),

* CEFI Adult: Self (N = 1,600) and Observer
(N =1,600) ratings

* From nationally representative samples
aged 5 to 80 years (N = 6,700) indicates ..
Executive Function best describes the
concept

43

EF and its components

» Abilities, cognitive processes, and behaviors

Executive
Function

. . N
Working Attention Emotion Inhibition
Memory y Regulation

)74 Z v 7 T Y N
Flexibility Impulse Control Self-Monitoring Organization

Z v ] N
Planning Self-Control Initiation And more?

10/4/2018
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Naglieri & Goldstein, 2012

» Executive Function is: how you do what you
decide to do.

Select a Plan

Problem
Solved

Modify if
Necessary

45

Does al3 month old have EF?

10/4/2018
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Age 19 months: Knowledge & EF

47

EF’s Learning Curves agieri & otero, 2017)
» Learning depends upon instruction and EF A

. . . . Essen{ials
» At first, EF plays a major role in learning wcAsz

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

Maximum Use | Role of EF Role of Knowledge and Skills

Minimum Use

>

Novel Task Well Learned Task

l Over time and with experience >

10/4/2018
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Executive Function Involves

» “How you decide what to do”
demands...

* Initiation to achieve a goal, planning and
organizing parts of a task, attending to details to
notice oss of the solution, keeping

conclusions

Which
Lemming
has good

10/4/2018
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EF: ability, behavior, social-
: e

conclusions

Brain, Cognition, & Behavior

> EF ability is provided by the Frontal Lobes
of the brain (an intelligence)

10/4/2018
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Presentation Outline

» Comprehensive Model of EF
* Historical Perspective
* Definitions of Executive Function
EF as Behavior
»EF as an Ability (an intelligence)
» EF as Social Emotional Skills
» Impairment and EF
» Research about EF as ability, behavior, and SE
»Think Smart! -- EF Skills in the Classroom
* More lesson plans for improving components of EF
» Conclusions

53

Comprehensive Executive

Function Inventory (CEFI)
Jack A. Naglieri & Sam Goldstein

Function
Inventory

 CEFlis a strength based EF measure <EFI E

* Items are positively worded

* Higher scores = good behaviors
related to EF

e Scores set at mean of 100 SD of 15

* Ages 5-18 years rated by a parent,
teacher, or the child/youth.

54

10/4/2018
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CEFI Normative Samples

» 1,400 ratings by Parents for children aged 5-18
years

» 1,400 ratings by Teachers for children aged 5-
18 years

»700 ratings from the self-report form for those
aged 12-18 years

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

» Stratified according to the 2009 US Census by
race/ethnicity, parental education, region, age,
and sex

55

CEFI Administration & Scoring

CEFI Administration
& Scoring Methods

Paper and Pencil Online

Administration

Hand Scoring Using
CEFI Record Form

Administration

Examiner enters
responses in MHS
Online Assessment
Center:
Automated scoring
and report

Examiner enters
responses into CEFI
Scoring Software
Program:
Automated scoring

and report

56

10/4/2018
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CEFl Forms and Scales

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

N\ | | v /
P N L<
CEFI Full Scale (100 items)

Attention . Consistency Index
Emotion Regulation 2. Negative Impression

Flexibility 3. Positive Impression
Inhibitory Control

Initiation
Organization
Planning
Self-Monitoring
Working Memory

VONOUVTAWN —

CEFI Items by Scale

Table C.4. Attention (12 items)

Parent/Teacher ltem Self-Report Iltem
During the past 4 weeks, how often did the During the past 4 weeks, how often did you...
child...

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

11. work well in a noisy environment? work well in a noisy environment?

21. work well for a long time? work well for a long time?

Table C.5. Emotion Regulation (9 items

L Parent/Teacher ltem Self-Report Item
During the past 4 weeks, how often did the During the past 4 weeks, how often did you...
child...
10 control emotions when under stress? contral 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)

Tabie C.6. Flexibility (7 items)
Parent/Teacher ltem Self-Report ltem
During the past 4 weeks, how often did the During the past 4 weeks, how often did you...
child...

come up with a new way to reach a goal?

come up with a new way to reach a goal?

41. come up with different ways to solve problems? come up with different ways to solve problems?

have many ideas about how to do things? have many ideas about how to do things?

10/4/2018
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CEFI Adult Consistency of Loadings

Consistency of Factor Loadings Across Groups

Exploratory factor analysis (EFA) was used to examine the replicability of the unidimensional factor
structure of the CEF| Adult across several demographic groups (gender, age, race/ethnicity, and clinical
status). The EFA procedure was conducted for each demographic group to determine if the factor
structure was consistent across genders (males vs. females), ages (below vs. at or above the normative
mean of 50), race/ethnicity (broken down into White vs. non-White to allow large enough sample sizes to
detect differences), and clinical status (non-clinical vs. clinical). The factor loadings of the items were
correlated across groups to compute the coefficient of congruence (Abdi, 2010); results revealed a very
high degree of consistency across all groups (see Table 8.6), indicating that the unidimensionality of the
CEFI Adult generalized across the demographic groups.

Table 8.6. Consistency of Factor Loadings Across Groups

Coeffi;-.ient Group 1 Group 2

0l

Congruence Level N
Self-Report Form k Male Female
Observer Form K Male Female
Self-Report Form R White Non-white
Observer Form R White Non-white
Self-Report Form . Under 50 years 50+ years
Observer Form . Under 50 vears 50+ years.
Self-Report Form R Non-clinical Clinical
Observer Form k Non-clinical Clinical

Grouping
Factor

Gender

Race/Ethnicity

Age

Clinical Status

CEFI Full Scale and Treatment Scores

Figure 4.1. lllustration of Executive Function Weakness and Strengths on the CEFI (5-18 Years)
Teacher Form

s [t U bt ) P i
Artention (AT) | 95 | 6.7 Yes - —90 0 _100 37 | Average
Emotion Regulation ER) || 82 -19.7 Yes Weakness | _77 to_ 90| 12 | LowAverage
Flexibility (FX) 112 10.3 Yes Strength 103t 118 | 79 | High Average
Inhibitory Control (IC) | 99 . 27 No _ 93 o _ 108 47 | Average
Initiation (IT) 120 n 18.3 Yes Strength | _112 0 _125 91 Superior
Organization (0G) 99 27 No _ 93t 105 47 Average
Planning (PL) 101 = 07 No _ 9 w_106| 53 Average
Self-Monitoring (SM) 102 03 No 95 1o 109 55 Average
Working Memory (WM) || 105 3.3 No 9 111 63 Average

559 [
. Differences from the Child's/Youln's Average are signimcant at p < .10,

10/4/2018
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ZMHS

ASSESSMENTS

F re e U se Comprehensive Exec;:eﬂgﬂil#‘rf:ﬂign Inventory™ - CEFI®
of CEFI:

I would like to ...

Leam more sbout: (Check al that Agply) | would Tke to: (Check sl t
) Theoreticsl support for model ) Try i Griine For Free
() Howths sssessment comparssfo () Spesk wih & Consutant

[
° other assessmants. 10 Set Up Training
. ) Psyahometric Propertes ) Other (Plesse specy in Commaris)
@) Resbity and Vaicity
0 The Authors

() Spesking wih the consuitant

o.mhs.co e

Learn More () Other (Please speciy in Comments)
First Name * [P

Ifyou are interested in learning mare about the
CEFI, fill out the form to request information like:

lama__and lworkina__:*
« How this instrument compares to athers [— v

« Progress Monftaring Schodl DistriciOrgarizstion *

+ Intervention Strategies

Emai© Phans Humer -
+ View case siudies, sample reports or items
« How to use an instrument Prafened Contact Method "
Seting up pain © Pons
+ Seting up rainings
oue . © Email
« Furiher questions or camments Country *
[ -Prease Setect- v
State/Region” iy

- Plesse Seiect - v

I wouid fike to receive emsi commurictions on MHS assessmerts, discourts,
worksnops, training, dita collction opportunities, and SUvays. You oan unsubsorb al
anytime.
@ Yes

Comments/Questions

CEFI Interpretive Report

: Comprehensive
E F Execfl.tive %M/
\ Function r

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

31



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:!/Ie%::]uew Al?::x‘:?a:e AvLeur‘gge Average A::rg;;;a Superior Sl};r:?:or
Full Scale
Attention
Emotion Regulation
Flexibility
Inhibitory Control
Initiation
Organization
Planning
Self-Monitoring
Working Memory
Standard Score 50 60 70 80 20 100 10 120 130 140 150
Percentile Rank ik i 20 g 25M 50 75™ oI 9™ 9g™  ggm

63

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 Memory. 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 easiU, IEeing 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 Flexibility scale score describes how she adjusts her behavior to meet circumstances,
including coming up with different ways to solve 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 Attention scale score reflects how well she can avoid distractions, concentrate on tasks,
and sustain attenfion. Aer 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/ ltems by Scale section of this report for
additional low item scores.)

10/4/2018

32



CEFI (12-18 Years) Seli-Report Interpretive Report for Random2 Admin Date: 01/07/
Intervention Strategies for Attention

R e p o 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.
* Recognition of how attention affects daily functioning.

¢+ Recognition that the deficit can be overcome.

¢ Basic elements of the control program.

Intervention
Strategies are
provided for

* Promote success via small steps.
ea ch of t h e 9 ¢ Ensure success at school and at home.

- Allow for oral responses to tests
- Circumvent reading whenever possible.
CE F I sca Ies * 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.
- Turning in sloppy, disorganized papers

Second, teachers and parents can help the child improve his or her mofivation and persistence:

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 ing.com. Used with the of the publisher.

www.efintheclassroom.net

8 01t e b

> Start with

Awareness L ASSROOM
of thinking
about

e 01 cotoria i Tt [ oo 5, 555 e -

ME ARG B o

Ao ok sl e (v
[
E

8o s e,
oty sy s, s,

et e caben chsses at aruh
o ez s Py, Algelin 2. Enish,

e eater Lsmng Legsecion = 24 e ke

10/4/2018

33



e Each topic is
discussed for one
week

* Monday — class

Structure of the lessons
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EF Posters in the Class
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Mountain View Alternative HS

This is too
hard for me.

I'll never be
as smartas
her!

e .
| conclusions

Interventions for EF Behaviors

> CEFI Scales » Efintheclassroom.net
= Attention = Sustained Attention
= Emotion Regulation = Emotional Control

= Flexibility = Cognitive Flexibility

10/4/2018
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Time to Think and Talk 4

— @ N

> Discuss in your groups left

Presentation Outline

» Comprehensive Model of EF
* Historical Perspective
* Definitions of Executive Function

10/4/2018
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EF is a Brain-Based Ability

»EF is an ability by virtue of its relationship to
the brain

» Because there is a relationship between

conclusions

A Theory of Learning

Cognitive Assessment System: Redefining
28 Intelligence From a Neuropsychological
Perspective

Jack A. Naglieri and Tulio M. Otero

Handbook of Such tools sho ESS@I’]tIEﬂS

VEDIATRIC | SRt T
europsychology Assessment

s. By addressing
pl factors intrinsic

FROM NEUR] R
TO ASSESSN Practical advico an isablity dotermination
= Case presentations on the use of CAS2 with
diverss students

Luria’s theoref
perhaps one o

= Emphasis on practical ways to link resuits o
intervention

Andrew S. Davis
I zated by neurop-
pects of an indi-  2008). Luria ¢ = Nondissriminatory Assessment with the CAS2
| social, and motor o brain-beha -
I ) Jack A. Naglieri
used by neurop-  orders that thd Tulio M. Otero
deri\'e inferences  the brain, the f| :

— % lechnology, such  syndromes anji N ]
eTeSoTmrTes s neerre, functional MRI - and clinical m|
(FMRI), positron emission tomography, computerized  theoretical for| WILEY
tomography, and diffusion tensor imaging, has reduced  lated in works

the need for neuropsychological tests to localize and  1980) and The Working Brain (1973). Luria viewed the brain
access brain damage. Neuropsvchological tests, however, as a functional mosaic, the parts of which interact in dif-
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Brain, Cognition, & Behavior

»The brain is the seat of abilities called PASS

»These abilities comprise what has been described
as a modern view of intelligence (Naglieri &

IQ defined by BRAIN function

> PASS theory is a modern way to define
‘ability’ (AKA — intelligence)

10/4/2018
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100 Years of Intelligence and 1Q

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

Hundred Years of Intelligence 20
Testing: Moving from Traditional
1Q to Second-Generation

B Cordsteln Intelligence Tests
Dana Princiotta
Jack A. Naglieri

Editors Jack A. Naglieri

H a n d bo 0 k Of “Do not go where the path may lead, go instead where there is no path and leave a trail."
5 —Ralph Waldo Emerson
Intelligence

Evolutionary Theory, Historical Perspective,
and Current Concepts

Training School in Vineland, New Jersey, on May
28. The committee considered many types of
group tests and several that Arthur S. Otis devel-
7, is remembered as the day the oped when working on his doctorate under Lewis
entered World War I. On that same Terman at Stanford University. The goal was to
of psychologists held a meeting in  find tests that could efficiently evaluate a wide
ersity’s Emerson Hall to discuss the  variety of men, be easy to administer in the group
they could play with the war effort format, and be easy to score. By June 9, 1917, the
). The group agreed that psycho- materials were ready for an initial trial. Men who
logical knowledge and methods could be of had some educational background and could
importance to the military and utilized to speak English were administered the verbal and
increase the efficiency of the Army and Navy quantitative (Alpha) tests and those that could not
personnel. The group| included Robert Yerkes, read the newspaper or speak English were given
who was also the president of the American the Beta tests (today described as nonverbal). 7

@ Springer

CAS2 (Ages 5-18 yrs.
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CAS2

> CAS2 Yields PASS
and Full Scale score

but ALSO

» Executive Function

—~ Saction 1. Identifying Information
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Cognitive -
Assessment | s e darsy
System anines Tonict e, P, D,
Second Edition
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Figure 2.1. Completed pages of the Examiner Record Form for William

PASS Theory: Planning

P Planning is a neurocognitive ability that a
person uses to determine, select, and use
efficient solutions to problems

conclusions

10/4/2018
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Planned Codes 1
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Efintheclassroom.net

Planning Lesson

Phrase of the week: What is your plan?

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

1. What had to happen so that the people could dance togetherin
this video?

2. What are the parts of a good plan?

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

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

5. How do we use planning in this class?

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

Antwerp train Station (2009)

conclusions

10/4/2018
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Planning Lesson Student responses

»Q: What would you have to plan out?
* They had to learn the dance steps (knowledge)

Planning Lesson Student responses

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

10/4/2018
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Planning Lesson Student responses

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

This Planning Lesson

» This lesson brings to light the important
distinction between planning over a long

10/4/2018
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EF Instruction

»We use posters
like this one to
remind the
students of the

importance of

conclusions

Encourage Planning

» Helping Children Learn
Intervention Handouts
for Use in School and

at Home, Second

Edition

rmsy _r [ 4

Helping Children Learn

Intervention Handouts for Use
in School and at Home it

211{1, 3
edition

TN
Jack A. Naglieri
Eric B. Pickering

conclusions
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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 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 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 Gan 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.

H It is smart to have a plan for doing all schoolwork.
Th | n k 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
s .,c',%;'tﬁ dg‘fﬂ read so that you can see all the parts of the story.
/,-' ’ When you write you should also have a plan. Stu-
5 dents who are good at writing plan and organize their
Use a plan. ’ ;
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!

10/4/2018
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PASS Theory

P Attention is a neurocognitive ability that
a person uses to selectively attend to
some stimuli and ignore others

* selective attention

* focused cognitive

(]
- =
J

B

conclusions
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Attention Test Instructions:
You will see words like

o RED

Your task: say the COLOR (green) not the word (red)

YELLOW

RED BLUE

YELLOW RED

RED YELLOW YELLOW GREEN

BLUE RED BLUE

YELLOW

GREEN YELLOW

49



Expressive Attention - Italiano

Expressive Attention — Korean CAS

o The child says the color not the word

H
o
E
03

10/4/2018
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Attention

[
1. A3:15 am. Ao
B 3:30 pm.) I i’—,fd}ﬁf’ﬁ
This sheet {__
has a strong S ‘
Attention leave school

D
|2 Trent began studying at 5:00 Pu. and finished 1 hour (2. 6:*}3‘ P'm

and 22 minutes later. What time did he finish?

TN
ha.

AG22au. B 528w C610pm. (D 6226 . B

13, Maura began basketball practice at 3:00 P.Mi._e;r{ém - 12 LSQ(Q,/M,
finished 50 minutes later. What time did she finish?
A 3:50pM. B 305aM.  C 405pmM D 450 am, ¢

. Lance fished from 6:00 A to 9:45 A, How long W, 3 hanr)
did he fish? £ M,‘,’q;
A 3 hours

C 3 hours and 4

conclusions

Efintheclassroom.net
Attention Lesson

» Start by making students aware of what
attention s ...

»View Attention video from Apollo Robbins

conclusions
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Efintheclassroom.net
Attention Lesson

Sustained Attention Lesson

Phrase of the week: Where is your focus?

Video: http://www.youtube.com/watch?v=[KCT-simmBo&noredirect=1

Q1: Why do you think you were tricked by this
video?

Q2: How do you decide what to pay attention to,
and what not to, in this class?

Q3: What are you biggest distractions in class?
What will you have the hardest time ignoring?

Hand out Learning Logs:

Students go to SA section and create a list they (or the class as a whole)
will try to ignore this week.

103

OK

Attention Lesson

104

10/4/2018

52



Time to Think and Talk 4

» Task: START > inut
»Why do you think you were minutes

tricked by this video? left
» How do you decide what to pay

conclusions

EF ability and the brain

»Planning and Attention = Executive Function
» CAS2 yields an Executive Function Scale
> A low score on the CAS2 EF (or the

conclusions

10/4/2018
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SLD Definition

» "Specific learning disability" a disorder in one
or more of the basic psychological processes
which manifests as academic failure in

Discrepancy/Consistency Method

» An EF disorder can be used to identify a
Pattern of Strengths and Weaknesses PSW
using the Discrepancy/Consistency Method

< o
,«’/'
Essentials

of CAS2
Assessment

Alon 5. Koutman & Nadoan L Keviman, Seris Edtors

conclusions
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Discrepancy Consistency Method

= Discrepan
between high
and low
processing
scores

Discrepan HIGH SCORES
Simultaneous
Successive

LOW SCORES LOW SCORES
Math Calculation CAS2:
Written Language |Planning, Attention
Reading or Executive
Comprehension Function

EF as a Specific Learning Disability

»Once a student has been identified as
having a disability in EF, then interventions
that are designed to improve functioning

are needed

conclusions
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www.efintheclassroom.net

>Start with | o
Awareness ECIHTHE
of thinking

WELCOME!

Introductory Lesson: “Are you Aware”

THTRO Leggon

«Ask for volunteers . phecy:
o | (G
&

to NOT look at the
. ﬂi_Tm . mu:,‘ho»f‘\fourda\
video and report l’%l?“ o )
==

[PROMET]GUES "2 | Wha v some degizors...

l@’i‘ﬁ@_‘z" T3] whak is dee mest common.

Mo __a A
[Piice_oF e WeE) A You AWARE..

— e
T Time
ot | =57 usﬁ%ovﬂj o

,\_}\/\)\_r—;‘

WHKT (OMMENT DID YOu HERET

10/4/2018
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Introductory Lesson: “Are you Aware”

~~ Other Lessons from
www.efintheclassroom.net

EFINTHE
CLASSROOM

10/4/2018
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www.efintheclassroom.net

Planning Lesson

Phrase of the week: What is your plan?

http://www.youtube.com/watch?v=bQLCZOG202k

1. What had to happen so that the people could dance togetherin
this video?

2. What are the parts of a good plan?

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

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

5. How do we use planning in this class?

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

[
P I a n n I n g How Learning Depends on Planning Ability

The purpese of education is certainly to provide students with knowiedge and skills, but re-
searchers have found that chidren also need to leam how to leam. To achieve that goal, we must
teach students to evaluate, apply Solutions, Self-moritor, and seff-Comect—in short, to plan their
work and use plans to solve all types of problems. When we teach our students to become
sirategic, seif-ralant, reflective, and fiexible leamers, we are teaching use of a method called Cog-
nitive Strategy Instruction (Scheld, 193), and this is an effective method.

When reading, and especiaily when obtaining meaning from tesd, the student must plan an ap-
proach to examining the information that is provided. This invalves apolying sirategies to seDaate
the important from the partof the text, the detalls, self-

self-comsct as nesded. Students who are good at wiiting organize their goals before negmrg
and reflect and revise during and following production of the text. When doing math, students
wiho are successiul evaluate the problem, choose which method to use o solve i, evaluate the
success of that method, change methads if necessary, and check the final answer carefully. This
is also sometimes referred o as metacagnition, problem solving, sirategic behavior, or a self-
reliant leaming Style. When we Use cognitive Strategy Instruction, we are teaching students to
think about what they are doing so that they can be more successiul.

Importantl, these descriptions of how to leam, and the cognitve Strategy Instruction approach in
general, are of with the cognitive processing ability callad
Pianning n this book (see the Flanning Expiained handout, p. 55). In order to help students be
more sucosssful, we must teach them to be more planful.

How to Teach Planning

The first step in teaching chidren to be-

Think smart coma s, s relant, e,

flexible learners s fo tell them what a

plan is and give them an easy way 1o re-
and use a plan! | Jriu i T

als0 appears in the PASS poster on
| figured out the CD), we provide a fast and simpie
haw ta do it message: *Think smar and use a planl”
¢ We should provide cogritive strategies
in Specific academic areas, such as de-
Use a plan. ‘coding, reading comprehension, vocabu-

lary, spelling, writing, math problem solv-
ing, science, and so forth, so that we

S ——
otz

Hafing i L st oL  Schocd vt Hore, Sacond B, by Jc . Noghr Evc . Pckaing
i e e i b
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Planning

Planning Facilitation for Math Galculation

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 (i.e., 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 ease 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 facilitation is such a
technigue.

Planning facilitation 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 facilitation 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
teacher gives each child a worksheet and says, “Here is a math worksheet for you to do. Please
try to get as many of the problems correct as you can. You will have 10 minutes.” Slight variations
on this instruction are okay, but do not give any additional information.

HAMMILL INSTITUTE
ON DISABILITIES

Journal of Learning Disabilities

s e . 44(2) 184-195
A Cognitive Strategy Instruction © il et o Disies 2011
. eprints and permission:
to Improve Math Calculation for sagepub comjournalsPermissions nav
DOI: 10.1177/0022219410391190

Children With ADHD and LD: htpdfournalofiearningdisabilites

sagepub.com

A Randomized Controlled Study ®SAGE

Jackie S. Iseman' and Jack A. NaglieriI

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 p
Johnson Tests of Achievement, Third Edition, Math Fluency and Wechsiq
Numerical Operations) were administered pre- and postintervention, aj
follow-up. Large pre—post effect sizes were found for students in the exp|
math worksheets (0.85 and 0.26), Math Fluency (1.17 and 0.09), and Nu
At | year follow-up, the experimental group continued to outperform ¢
students with ADHD evidenced greater improvement in math works
(which measured the skill of generalizing learned strategies to other si
when provided the PASS-based cognitive strategy instruction.

10/4/2018
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Design of the Study

Experimental and Comparison Groups

7 worksheets with Normal Instruction

Instructional Sessions

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

10/4/2018
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Normal Instruction and Planning
Facilitation Sessions
» Normal Instruction

* 10 minute math worksheet
* 10 - 20 of math instruction

conclusions

Planning Strategy Instruction

» Teachers facilitated discussions to help students
become more self-reflective about use of
strategies

10/4/2018
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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.”

»“l do them (the algebra) by figuring out what | can

conclusions

Worksheet Means and Effect Sizes for the
Students with ADHD

62
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WIJ Math Fluency Means and Effect Sizes for
the Students with ADHD

Math Fluency
&
-
2

conclusions

WIAT Numerical Operation Means and Effect
Sizes for Students with ADHD
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Iseman (2005)

» Baseline
Intervention o ||~ Lowp
means by —=— LowSim »
PASS fil 60 1 —4— LowAtt
proriie —— LowSuc

> Different

Baseline Mean Intervention Mean

One Year Follow-up

At 1-year follow-up, 27 of the students were retested on
the WI-III 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).
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Instructional Implications

» Planning Strategy Instruction is easily
implemented in the classroom and can be
used to improve Executive Functioning

conclusions

EF and Reading Comprehension

Journal of iomal Assessment
2003, 21, 282289

PLANNING FACILITATION AND READING

COMPREHENSION: INSTRUCTIONAL RELEVANCE
OF THE PASS THEORY

Frederick A, Haddad
Kyrene School District, Tempe, Arizona

Y. Evie Garcia
Northern Arizona University

Jack A. Naglieri
George Mason University

Michelle Grimditch, Ashley McAndrews, Jane Eubanks
Kyrene School District, Tempe, Arizona

The purpose of this study was to evaluate whether
instruction designed to facilitate planning would
have differential benefit on reading comprehen-
sion depending on the specific Planning,
Autention, Simultaneous, and Successive (PASS)
cognitive characteristics of each child. A sample of
45 fourth-grade general education children was
sorted into three groups based on each PASS scale
profile from the Cognitive Assessment System

instructional level was determined, a cognitive
strategy instruction intervention was conducted.
The children pleted a reading c

P
sion posttest at their respective instructional levels
after the intervention. Results showed that chil-
dren with a Planning weakness (n = 13) benefited
substantially (effect size of 1.52) from the instruc-

tion designed to facilitate planning. Children with
no weakness (n = 21; effect size = .52) or a

10/4/2018
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EF ability and the brain

»Planning and Attention have been included
in conceptualizations of Executive Function

PASS Theory

»Simultaneous is a neurocognitive ability
a person uses to integrate stimuli into

10/4/2018
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Progressive Matrices

3

O

L
Ol
[

1

[
Ol
]

9

PASS Theory

» Simultaneous
processing is
what Gestalt

10/4/2018
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Verbal-Spatial Relations

4 5 6

Which picture shows a boy behind a girl?

Use EF to manage low Simultaneous

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

> Teach students to USE STRATEGIES

10/4/2018
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Graphic Organizers for

U se EF Connecting and Remembering Information

Remembering and relating information is a common part of learning and daily Ife. Students are
often expected to learn large amounts of new and unfamiliar information. Learning facts requires.
the student to see how information is connected or related. Students often remember this infor-
mation 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-
ion so it is easier to understand and remember.

Ocean
creatures ic Organizers

tion is better remembered if it is connected to information the students already know.
| i i7ers are visual reprasantations of information that shows the links of new informa-
and existing information. This makes the new information easier to understand
ore, the visual nature of graphic organizers and the links they make help stu-
Dolphins Whales Sharks dents understand tNg connections between information parts. For example, a graphic organizer
might be used to teayyoung children about different animals. A child learning abeut different
kinds of animals might iy knewr what a fish is. This knowledge can be used to graphically or-
\ / ganize whales, sharks, an Iphins. 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
one way ta map this graphic:

Blowholes

Gills Another type of graphic crganizer is a Venn diagram, which
uses circles to demonstrate how concepts are related. Figure
2 shows the same information as Figurs 1, but in the form of a
| Venn diagram.
How to Teach Graphic Organizers
Fish

Graphic organizers are faify simple to create. They need not
be reserved for factual information. They can be used for ac-
tivities such as exploring creative concepts, organizing wiriting,
and developing language skills. The following four steps can
be used to create a graphic organizer:

Figure 1. One kind of graphic organizer.

Figure 1. G ki of grapeic sigarizer

1. Select information that you need to present to the child
{wihich may be from a story, a chapter, or any concept)

2. Determine the key components that are necessary for the
child to leamn.

page 1 a2

— o, Scend Esin b ek A Nagie L e 3. P
e o b et T o, Secord e, by Jack . e " 137

Venn Diagram

Graphic Organizers for and fcontinued)

Oceananlmy
@R /
(—T-—
\\Dolphins }{ Whales [ Gllls

\

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

3. 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.

4, Present the organizer to the child and discuss it to be sure he or she understands the

information and sees the connections.

10/4/2018
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Successive Processing Ability

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

139

Sentence Questions (Ages 8-17)

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?

140
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Successive

The sequence | § | éﬂ‘
of the sounds A

is emphasized ; -
in ThlS Wor'k 74(‘['!’\/8‘1’1?!“{'” (LIIP_/TTQ(L

sheet E5F
Anme e air;n/vS' g
T RS w et S

141

32 Helping Children Learn

Ben’s Problem with Successive Processing

Ben was an energetic but frustrated third-grade student who liked
his teachers, was popular with his peers, and fit in well socially at
school. However, Ben said he did not like school at all, particularly
schoolwork. Ben was good at turning in all of his work on time, and
he worked hard, but he earned poor grades. He appeared to be get-
ting more and more frustrated at school.

In general, Ben struggled to perform well because he had a lot
of trouble following directions that were not written down, his writ-
ing often did not make sense, and he did not appear to comprehend
what he read. Ben'’s teachers noticed that when directions for as-
signments and projects were given orally in class, he often only fin-
ished part of the task. Ben's teacher described an assignment in
which students had to collect insects, label them, organize them
into a collection, and then give a briel presentation about each in-
sect. Unlike any other student, Ben chose to make the labels for the insects
first and then go look for the insects. He found only a few of the insects he
had made labels for, and when he put them in the collection, they were not
in the order that had been specified. He also had trouble with the spelling of
the scientific names of the insects and made many errors in the sequence of
letters in the words.
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Ben’s Problem with Successive
processing Ability

Scores (M =100,SD = I5)

120 EF “Ability” is good but he

110 isn’t using this ability to solve
problems \

100 b N

Case of Ben

» Planning = Strength

> Successive = Weakness and it is < 85; so it
can be considered a ‘disorder in basic

Vi

Planning
Attention
Simultaneous

Successive
PASS Mean

conclusions
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Ben’s Problem with Successive
Ability
»Ben has difficulty whenever ANY task

requires sequencing
* Academic or ability tests

conclusions

Teach Children about their Abilities

» Helping Children Learn LA 4
Intervention Handouts Helping Children Learn
for Use in school and at Intervention Handouts for Use

in School and at Home of
Home, Second Edition

K A. Nag n.D., &

9’» el

~edition

%

Jack A. Naglieri

Eric B. Pickering
e ——

conclusions
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Use EF with Sequencing Tasks

How Can You Be Smarter?

You can be smarter if you PLAN before doing things. Socmetimes 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.

Thlnk Smal‘t It is smart to have a plan for doing all schoolwork.
When you read, you should have a plan. One plan is
and use a plan! to look at the questions you have to answer about
. 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

it
how to do it! 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 organize their
Usea plan. 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!

Ben’s Problem with Successive
Ability

»Teach him to use his strength in Planning

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 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 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.

10/4/2018

74



conclusions

Ben’s Problem with Successive
Ability

» 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.

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?”

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

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

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

Ben’s Problem with Successive
Ability

» Teach him to use strategies

Chunking for Reading/Decoding

Readi -
stand Segmenting Words for
guenc
casily
units f

Reading/Decoding and Spelling

Decoding a written word requires the person to make sense out of printed letters
How| to translate letter sequences into sounds. This demands understanding the soun
represent and how letters work together to make sounds. Sometimes words can
Teache into parts for easier and faster reading. The word into is a good example becausd
beren \words that a child may already know: in and to. Segmenting words can be a help
reading as well as spelling.

Plai
= How to Teach Segmenting Words

Find th
Sound

Seamentinag words is an effective strafeav to help students read and spell, Bv divi
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Take Away Messages

» CAS Planning and Attention scores tell
about Executive Function

Presentation Outline

» Comprehensive Model of EF
* Historical Perspective
* Definitions of Executive Function
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Phineas had Social Emotional deficit

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

> Phineas is

* insulting

Frontal Lobes and Emotion

> Goldberg (2011, p 116-117)

* the “emphasis in the classic
studies of frontal lobe

THE
NEW

EXECUTIVE

BRAIN

FRONTAL LOBES IN A COMPLEX WORLD

conclusions
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Feiffer & Rattan (2009)

»>Provide a collection  Emotional
of paper on the Disorders:
relationship
between EF and
Emotional Disorders

> See
Feifer@comcast.net

www.schoolneuropsychpress.com

155

Feiffer & Rattan (2009) on EF and
Frontal Lobes

TENSET EDT A1 MITEHESTTATOT AT O 175
Curtic:l dacions

1) Orbitofrontal cortex - region of the brain responsible tfor
ascribing an emotional valence or value judgment to another’s
feelings. Often triggers an automatic social skills response
(Rolls, 2004).

Has rich interconnections with the limbic system by way of
the uncinate fasciculus.

Responsible for emotional executive functioning.

Self-regulation of behavior..... highest levels of emotional

decision making dictated by this brain reg

ITENSETEDT Al I TCHTESTTATOT AT OT 01165
Curtiel Hacjiags

(2) Ventrolateral prefrontal cortex - responsible for response
inhibition and emotional regulation.

Has rich interconnections with the limbic system.

Also involved with emotional executive functioning.

Situated adjacent to orbitofrontal cortex and invelved in the
ability to take another’s perspective on an emotional event
(theory of mind).

156
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- Social Emotional Skills: From
Conceptual to Assessment to
Instruction

conclusions

www.casel.org

[ .
Goodsdencelinks Benefits of Social

Social & Emotional Learning

tothe following. / cmd Emoﬂom}l
A il Learning

+ Aggressive behav

al dist

All Invited Twitter Feed

Roger Weissberg to speak Oct. 20 in CASELorg: @BarefootBehvior Thanks for the
Gireae shout-out! We're very excited about this initiative
2 and what it means for the future of #SEL

nation-wide!
P hours, 39 mi

Collaborating

Districts Initiative
Collaborating Districts Initiative

a national initiative to tal ial and
CASELorg: @yannleroux Do you mean the

al and Emotional meta-analysis? Summary here hitp:it.co
/BK2XBEys with full ariicle download link at
bottom.

Three have already been
d by D

ming. Pul

hours, 43 mi

CASELorg: This ariicle discusses benefits
students get from afterschool activities & what
» READ NORE they mean to overall school engagement
hitp:/t coYDwidlcgl

» READ NORE
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Skills for Social and Academic Success

Research Links SEL to Higher Success

And Reduced Risks for Failure

*9% difference in problem behaviors

o ) *10% difference in emotional distress

Source: Durlak, J.A., Weissberg, R.P., Dymnicki, A.B., Taylor, R.D., and
Schellinger, K. (2011). The Impact of Enhancing Students’ Social and

Emotional Learning: A Meta-Analysis of School-Based Universal Interventid
Child Development, 82, 405-432.

CASEL and DESSA Scales

1 Self-awareness—being able to ac

and strengths; maintaining a well: Self Awa reness

2 Self-management—being able tc
control impulses, and persevere

progress toward personal and ac: Se‘f Management

3 Social awareness—being able to
others; recognizing and appreciaf

differences; recognizing and usin | SOC|aI Awa reness
4 Relationship skills—being able t
relationships based on cooperatic | H H H
preventing, managing, and resoly RelatlonSh 1 p Skl "S
needed
5 Responsible decision-making—h  _ | 1c1 H
consideration of reason, ethical . DECISIOI‘\ Maklng

for self and others, and likely con
making skills to academic and so

one’s school and community.’ |7 Goal Directed BehaVior

Social Emotional Personal Responsibility

Composite Optimistic Thinking

160
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The DESSA

for K-8t grade

»Based on resilience theory & SEL
principles described by CASEL
* social-emotional strengths and needs

[DESSA

EUX STUDENT
MENT

I
E

ST

conclusions

» Tiffany Kong studied
CogAT, DESSA, and
achievement scores for

Kong (2013): 1Q, SEL & Achievement

Socioemotional Competencies, Cognitive Ability,
and Achievement in Gifted Students
by

Tiffany Kong

A Dissertation Presented in Partial Fulfillment
of the Requirements for the Degree
Doctor of Philosophy

Approved November 2013 by the
Graduate Supervisory Committee:

Linda Caterino Kulhavy, Chair
Jack Naglieri
Dina Brulles
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Ability, Social Emotional & Skills

Series |

® Verbal IQ  ® Quantitative IQ ~ ®Nonverbal IQ  ® CogAT Tot M Social Emotional SATI0

Kong (2013): 1Q, SEL & Achievement

» DESSA Total correlated .44 and CogAT Total

correlated .36 with Total Achievement

10/4/2018
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Kong (2013) SEL Predicts Beyond 1Q, (p. 24)

) Relations between Cognitive Ability, Socioemotional Competency, and
DESSA i .
. Achievement Variables
predicted
reading, Hierarchical regression analyses were conducted to determine which scales
Ianguage and subtests predicted the most variance in the dependent achievement variables.
and math

Composite CogAT scores were not found to significantly predict composite

Scores over
|Q (COgAt) achievement, R?A =.03, F(1, 121) = 3.27, p > .05, reading, language, or math scores

scores over-and-above the DESSA Total scores (Table 11). On the other hand, the DESSA

Total scores significantly predicted composite achievement, RZ2A = .05, F(1,121) =

6.99, p <.05; language scores, R?A =.03, F(1, 121) = 4.26, p < .05; and math scores,

R?A = .05, F(1,121) = 6.09, p <.05, gver-and-above the composite CogAT scores.

The DESSA Comprehensive System

» Universal screening with an 8-item,
strength-based behavior rating scale, m
the DESSA-mini for universal screening and

ongoing progress monitoring

»72-item DESSA to find specific areas of

DEVEREUX STUDENT
STRENGTHS ASSESSMENT

conclusions
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http://www.centerforresilientchildren.org/

@evereu)( Home | About Us | Testimonials | In The News | Newsletter | Contact Us

CENTER FOR RESILIENT CHILDREN (Tube]

Overview » Infants & Toddlers » Preschool » school-Age » Adults » Q

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 S

GINTED COM RSSILITNT CHILDREN

INFORMATIONAL WEBINARS DCRC RESOURCES
\ £ DVDs

Strategies for H_ZCh rs
MusicRESILIENCE
Research' ¢
Families

167

< Apperson

168
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Take Away Messages

> Social Emotional Skills are the result of EF
and what the person has learned in all

Putting Together the Multiple

10/4/2018
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Dimensions of EF

> Executive Function is the foundational
brain-based ability that is seen in the

behavior of students, their social-emotional
competence and academic and job success.

General
Behaviors

Social-
Emotional Skills

Academic and
job skills

Neurocognitive Ability we call EF

171

Comprehensive EF Evaluation

»|F a person has frontal lobe dysfunction:
1. Low EF ability (e.g., CAS2 EF scale)
2. Low on general behavior (rating scale of EF)

3. Low on specific social-emotional behavior
rating scale (i.e., protective factors related to

resilience)

4. Low on specific academic tasks

»|F there any or all of #2-4 are low but #1 is
normal, then not EF failure...

* environmental explanation is best

172
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Presentation Outline

» Comprehensive Model of EF
* Historical Perspective
* Definitions of Executive Function
> EF as Behavior
»EF as an Ability (an intelligence)
> EF as Social Emotional Skills
Impairment and EF
» Research about EF as ability, behavior, and SE
»Think Smart! -- EF Skills in the Classroom
* More lesson plans for improving components of EF
» Conclusions

173

Rating Scale of Impairment & EF

»EF and Impairment ...

Rs RATING SCALE
OF IMPAIRMENT

. -
a7 .
O L

P e

174
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Definition of Impairment

» “Impairment is a reduced ability to meet the demands of
life because of a psychological, physical, or cognitive
condition” (Goldstein & Naglieri, 2016, p. 6).

Standardization

» RSI Normative Sample:
* 2800 ratings
+ 800 ratings for each of the RSI (5-12 Years) Parent and

10/4/2018
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RSI Forms and Scores

RATING SCALE OF IMPAIRMENT (RSI)

RSI(5-12 YEARS)

PARENT FORM

Number of Items: 41
Reading Level: 5.8

Admin Time: 10 mins.

RSl Scales
School
Social
Mobility

Domestic
Family

TOTAL SCORE

TEACHER FORM

Number of ltems: 29
Reading Level: 6.6
Admin Time: 5 mins.

RSl Scales
School
Social

Mobility

TOTAL SCORE

RSI (13-18 YEARS)

PARENT FORM

Number of [tems: 49
Reading Level: 5.9

Admin Time: 10 mins.

RSl Scales
School/Work
Social
Mobility
Domestic
Family
Self-Care

TOTAL SCORE

TEACHER FORM

Number of [tems: 29
Reading Level: 6.6
Admin Time: 5 mins.

RSI Scales
School
Social
Mobility

TOTAL SCORE

Factorial Support for RSI Scales

» Exploratory and confirmatory factor
analyses confirm the RSI structure

* 5 factors: School, Social, Mobility, Domestic, and
Family for the RSI (5—-12 Years) Parent Form

conclusions
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89



Presentation Outline

» Comprehensive Model of EF
* Historical Perspective

- Executive Function Behaviors,
Intelligence, and Achievement

10/4/2018
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EF and Achievement (vagieri & rojahn, 2004)

Journal of Educational Psychology

There are many ways in which the validity of a theory of
cognitive ability may be evaluated. Psychologists often attempt to
relate information about a child’s cognitive characteristics to that
child’s academic performance. Because cognitive ability and aca-
demic achievement share a sionificant nortion of the same con-

Copyright 2004 by the American Psychological Association. Inc

0022-066304812.00 DOL 10.1037/0022-0663.96.1.174

With Achievement

Jack A. Naglieri and Johannes Rojahn
George Mason University

The relationship among Planning, Attention, Simultaneous, and Successive (PASS) processing scores of
the Cognitive Assessment System (CAS) and the Woodcock-Johnson Revised Tests of Achievement
(WI-R) were examined with a sample of 1.559 smdents 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 WI-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 acconnted for increased with
age between 5- to 13-year-olds. The 4 PASS scale scores cuunulatively accounted for slightly more of the
'WJ-R variance than the CAS Full Scale score.

Construct Validity of the PASS Theory and CAS: Correlations

achievement. For instance. subtests like General Information are
also included on individual achievement tests (e.g., the Peabody
Individual Achievement Test—Revised: Markwardt. 1997). Siun-
ilarly. the WISC-III Vocabulary and Similarities subtests require

Innwlados nf words which is alen assacsad b vacabulan: ar ward

» Correlation between
Executive Function
(Planning +
Attention) and overall Scale Plonning _ Simahaneous

Table 3

E F an d ACh ieve me nt (Naglieri & Rojahn, 2004)

Pearson Product-Moment Corvelations Between the CAS Basic Battery and Standard Barery
Full Scale Scores and the WJ-R Subscale and Cluster Scores (N = 1,559}

CAS Standard Battery subtests

Successive  Attention
achievement (Skills WIR subtests
Letter-Word Identification A7 53 49 42
= Passage Comprehension 43 50 47 39
Calculation .50 A7 .36 43
Applied Problems .49 .60 47 A4
Dictation 50 53 49 44
Word Attack A1 A8 44 37
Reading Vocabulary 42 53 50 35
Quantitative Concepts 51 59 49 A4
Proofing 44 A8 44 40
WI-R clusters
Broad Reading A8 .55 .50 A3
Basic Reading 47 54 49 42
Reading Comprehension A4 54 .50 .39
Broad Math 54 .58 A5 A7
Basic Math 55 58 46 47
Math Reasoning 49 .60 A7 A4
Basic Writing 51 55 A8 A5
Skalls Cluster 54 .62 .53 A8

Note. CAS = Cognitive Assessment System; WI-R = Woodcock-Johnson Revised Tests of Achievement.
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EF, WISC-1V, CAS, Achievement

> Data from Sam Goldstein’s evaluation center in Salt Lake City, UT

> Children given the WISC-IV (N = 43), CAS (N = 62), and the W]JIlI
achievement (N = 58) as part of the typical test battery

Table 8.26. Demographic Characteristics of the CAS, WISC-IV, and WJ Il ACH Validity Samples

Demographic
Gender

Race/Ethnic
Group

Parental
Education Level

Diagnostic or
Educational
Group

se M (SD)

Mood Disorder.

CAS WISC-IV WJIIACH

N % N % N %
38 613 29 674 36 62.1
24 387 14 326 2 37.9
1 16 1 23 1 17
2 32 2 47 2 34
Whife 55 587 38 854 52 897
Other 4 6.5 2 47 3 52
High school diploma or less 1 16 [ 0.0 1 17
Some college ar associate’s degree 21 339 12 279 18 310

Note. ADHD = Attention-Deficit/Hyperactivity Disorder; Anxiety = Anxiety Disorder; ASD = Autism Spectrum Disorder; LD = Learning Disorder; Mood =

183
EF Behaviors (CEFI) & CAS
CAS
FS Plan Sim Att Suc
CEFI
Full Scale .45 .49 .43 .37 .32
WISC-IV
FS VvC PR WM PS
CEFI
Full Scale .39 44 27 .30 .34
WI-1Il Achievement Tests
Broad
Broad Broad Written
CEFI Scales Total Reading Math  Language Median
Full Scale .51 .48 .49 47 .49
184
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Take Away Messages

» EF behaviors are significantly correlated
with scores from a nationally normed test of

Sex Differences in

10/4/2018
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CEFI Sex Differences: Parent Raters

» Girls are Smarter than Boys

Parents N Mn SD N Mn SD ES
Ages 5-18 700 98.1 149 699 101.8 15.0 -0.25
Ages 5-11 350 98.2 14.3 349 101.6 15.6 -0.22
Ages12-18 350 979 154 350 102.0 14.4 -0.28

103
102
101
100
99
98
97
96
95

—

e

Ages 5-18  Ages5-11 Ages12-18
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CEFI Sex Differences: Teacher Raters

» Girls are Smarter than Boys

Teachers N Mn SD N Mn SD ES

Ages 5-18 700 96.7 14.4 700 103.2 15.0 -0.44
Ages 5-11 350 96.4 145 350 103.5 14.9 -0.49
Ages 12-18 350 97.0 14.4 350 102.9 15.0 -0.40

106
104 B ——
102
100 =¢=Males
98
- e <B-Females

96 = i
94
92

Ages 5-18 Ages 5-11 Ages 12-18
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Sex Differences: Ability

Journal of Educational Psychelogy Copyright 2001 by the American Psychological Association, Tnc.
2001, Vol. 93 No. 2, 430-437 0022-0663/01/35.00 DOL: 10.1037/0022-0663.93.2.4%)

Gender Differences in Planning, Attention, Simultaneous, and Successive
(PASS) Cognitive Processes and Achievement

Jack A. Naglieri Johannes Rojahn

George Mason Universit Ohio State Universit
g Y y

Gender differences in ability and achievement have been studied for some time and have been
conceptualized along verbal, quantitative, and visual-spatial dimensions. Researchers recently have
called for a theory-based approach to studying these differences. This study examined 1,100 boys
and 1,100 girls who matched the U.S. population using the Planning, Attention, Simultaneous, Succes-
sive (PASS) cognitive-processing theory, built on the neuropsychological work of A. R. Luria (1973).
Girls outperformed boys on the Planning and Attention scales of the Cognitive Assessment System by
about 5 points (d = .30 and .35, respectively). Gender differences were also found for a subsample
of 1,266 children on the Woodcock-Johnson Revised Tests of Achievement Proofing (4 = 33),
Letter-Word Identification (d = .22), and Dictation (d = 22). The results illustrate that the PASS theory
offers a useful way to examine gender differences in cognitive performance.

Sex Differences: Ability

Executive Function

190
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Sex Differences: Social Emotional

Means, SDs, N5, and d-ratios for

DESSA T-Scores by Gender

Male

Female
DEVEREUX STUDENT T

STRENGTHS ASSESSMENT EACHER RN

K-8TH GRADE Personal Respensibility 4823 998 631 042 5228 930 611
Optimistic Thinking 4897 1014 427 .0.30 5188 9.47 12
A MEASURE OF Goal-Directed Bohavier 48.60 1005 631 .33 5180 9.38 611
Social-Awareness 48.58 1013 630 .31 5Le6 9.64 612
SOCIAL-EMOTIONAL Dacision Making 48.44 1008 631 037 5205 932 812
Rolationship Skills 4836 1004 630 -0.41 5233 930 612
COMPETENCIES Self-Awareness 49.05 1028 431 022 5L17 936 611
OF CHILDREN IN oy aRpeLY
-0.38 902 609

KINDERGARTEN
THROUGH EIGHTH GRADE

Paul A. LeBuffe, Valerie B. Shapiro, & Jack A. Naglieri

FEEEEEEEE
EERBLEEES

PRESS

Sex Differences: Social Emotional

53

Parent &
Teacher
Raters
Females

52

51

50

Parent &
Teacher
Raters
Males
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Sex Differences

193

Developmental Differences in
Executive Function

194
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Developmental Changes in EF

Contents lists available at ScienceDirect

Learning and Individual Differences

journal homepage: www.elsevier.com/locate/lindif

Relations between executive function and academic achievement from ages 5 to 17
in a large, representative national sample

John R. Best **, Patricia H. Miller ", Jack A. Naglieri ©

* Department of Psychology, University of Georgia, Athens, GA, 30602-3013, USA
© Department of Psychology, San Francisco State University, San Francisco, CA, 94132, USA
© Department of Psychology, George Masan University, Fairfax, VA, 22030, USA

ARTICLE INFO ABSTRACT

Artidle history: This study examined age-related changes in complex executive function (EF} in a large, representative sample
Received 25 May 2010 (N=2036) aged 5 to 17 using the Cognitive Assessment System (CAS; Naglieri & Das, 1997a). Relations.
hcccived ;‘If:;d form 20 Januzry 2011 between complex EF and academic achievement were examined on a sub-sample (N=1395) given the
AnﬂI;ble oniine x;:x Wood:ock—]ohnso!'l Tests of Achievement-Revised (Woodcock & Johnson, 1989). Performance on the three

complex EF tasks improved until at least age 15, although improvement slowed with increasing age and

e rds: varied some across tasks. Moreover, the different developmental patterns in the correlations between

Executive function completion time and accuracy provide clues to d processes. Ex. ion of individual
Academic achievement achievement subtests clarified the specific aspects of academic performance most related to complex EF.
Childhood Finally, the correlation between complex EF and academic achievement varied across ages, but the
Adolescence developmental pattemn of the strength of these correlations was remarkably similar for overall math and

reading achievement, suggesting a domain-general relation between complex EF and academic achievement.
© 2011 Elsevier Inc. All rights reserved.

Developmental Changes in EF

»Best, et al (2011) reported means score
differences between adjacent age groups of
a large (N = 2, 036) nationally representative
sample (CAS normative group)

conclusions
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Developmental Changes in EF

HITTE

5to 6 6to7 7t08&9 8&9to I10&Ilto 14&15¢to
10 & 11 12& 13 16 & 17

197

Developmental Changes in EF

» These developmental data suggest that
instruction in EF Skills should be stressed
when growth is most rapid, that is, during
early elementary and middle school years

»Students need to be TOLD what EF is and
how it can be used to help them learn,
especially during the early years when
growth in ABILITY is ....so that growth in
BEHAVIOR and EMOTION follow

198
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Presentation Outline

» Comprehensive Model of EF
* Historical Perspective
* Definitions of Executive Function
> EF as Behavior
»EF as an Ability (an intelligence)
> EF as Social Emotional Skills
» Research about EF as ability, behavior, and SE
» Think Smart! -- EF Skills in the Classroom
* More lesson plans for improving components of EF
Conclusions

199

Conclusions

»The teacher’s role is to give the student
knowledge of facts and to encourage the
use of Executive Function

»When we give students the responsibility to
figure out how to do things we teach them
to THINK SMART! and use EF

»This is the gift of smarter thinking
»This is a gift of optimism

»This is a gift for life success

»EF is about LIFE not just school

200

10/4/2018

100



