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CHAPTER I
PURPOSE OF THE STUDY

When certain children show a deviation itrom the mean of normal child-
hood, they are classified as "problem children." If curves were drawn to
represent their mental, moral, and socisl development, some would have posi-
tive, others, negative skewness. What kind of curve would best characterize
their word knowledge? Interest in this question prompted the iriter to make
a comparative study of two vocabulary tests, administered individualiy to a
selected group of children referred to the Loyola Center for Child Guidance.

The tests compared were the vocabulary of the Revised Stanford—Binet
Intelligence Test and the Word Meaning of the Stanford Achievement, the for-
nier requiring an oral response to each word presented, the latter, a printed
multiple~choice procedure, depending upon reading ability. Three forms of
the achievement test had been administered. One hundred twenty-two had been
given the New Stanford Achievement, Forms V or W; 57, the Stanford Primary,
Form D; 14, the Stanford Advance, Form E. -

The studied group included 193 children who had been referred for
| psychological service to the Loyola Center between December, 1940, and Decem-
ber, 1943. Others tested during this interval were excluded because they
were disabled readers who had been given diagnostic tests, or they were
feeble-minded who had not been given an achievement battery. |

Chronologically, the group ranged in age from 6 years 8 months to 20
years 6 months; mentally, from 5 years 5 months to 20 years 6 months. Reasms

1




for referral to the Center cannot be specifically tabulated, becamse often
the immediate complaint involved only one factor, such as behavior, but the
analysis of the problem usually revealed a "constellation of factors.® In
general, reasons for referral were: behavior at home and at school, voca-
tional guidance, unsatisfactory school adjustment. The latter was the most
prominent complaint listed.

In order to obtain a complete picture of the group, it was necessary to
study the function of the Loyola Center, its ;ethod of integrating personal
data, and its procedure in giving psychological service to the maladjusted

individusal.

The Loyola Center for Child Guidance

Children whose bebhavior 1s erratic, peculiar, or abnormsl, whose accom-
plishment does not measuré up to capacity, or whose ability is unequal to the
tasks imposed are considered maladjusted. This group also includes those who
persist in the retention of infantile habits long after most children have«
reached more mature stages of development, and those who have developed un-
desirable attitudes which prevent them from meking worth-while contributions
and rational adjustments to society.

To help the maladjusted child solve his problems, the Loyola Center
opened its doors for service in July, 1941. The MSes of the psychologicall
service of the Center are adequately expressed in the words of the Director:

What does the Loyola Center for Child Guid-
ance mean? Help for unhappy boys and girls; cap-
sules of counsel for discouraged mothers and dads.

Childhood years should be happy, not sad. Unfor-
tunately, too many children are unhappy and don't




know where to turn. What can one do about it? -
We can try to find the roots of their trouble——

a slow process--and help the boys and girls (and
their parents, too, of course,) to remove the

causes, or to face the situation in a healthy

way. Then we can let nature, aided by God's

grace, restore the happiness that is the birth-

right of every child. (7)

How does the Center attempt "to restore the birthright?" The first step
18 the fact-finding procedure. |

Prior to the examination of the child, parents or guardians are inter-
viewed by the Director. Since the whole situation must be canvassed, at this
visit, the parents give the personal and family history of the child. This
includes heredity, developmental history, health, home conditions (both as to
the economic situation and relationships between different members of the
family), methods of training and discipline used by parents, observations as
to the child's personality and conduct, an account of his interests, and a
description of his play life and companions.

A data sheet requesting the following information is sent to the schoels
grades skipped, grades repeated, demotions, absences and reason for absences,
mental tests, latest test scores in the tool subjects, latest school marks,
specific difficulties in achievement, special abilities, difficulties in be-
havior, reactions to discipline, reactions to failure and success, social ad-
justment with children individually and as a group.

The psychologist appointed for the case, after studying and discussing
with the Director the data submitted by the parents and school, administers
the tests. During all contacts she observes the child's attitudes, habits of
industry, cooperation, and initiative. These are just as important as the

actual test scores, and must be included in the final interpretation.
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During the first meeting, the psychologist ordinarily adminigters the
Revised Stenford-Binet, the Sﬁellen test for visual acuity, and the whispered-
voice test for auditory discrimination. The child returns another day for a
battery of achievement tests. In the case of adolescents, personality and
vocational tests are often included.

The next step is "humanizing and translating the facts into a portrait
of the child." The psychologist discusses the case with the Director before
she prepares her report. During this confere;ce, they exchange 1nfprnation
and piece together the available causative clues. As a result of this dis-
cussion, not only the factors that have induced the problem, but also the
relationship of these factors becomes clearer.

In "humanizing and translating® the facts of the case, clinical pro-
cedure disregards raw scores, focusing on the interpretation of these scores.
Not the scores, but the learning processes that they symbolize are the impor-
tant feature. In her analysis of the case, the psychologist realizes that
she cannot rely on a "naked psychometric test®™ as a significant plece of ih-
formation sbout the child., Since behavior and pereommr difficulties in
children are ascribed to a multiplicity of causes, it is evident that some
of these may be relatively important in solving the problem of the child
while others‘may be non-essentisl., Aware that treatment over the whole case
i3 not effective, the psychologist adopts a scale of values; therefore, her
recommendationg emphasize those points in the case at which treatment is
possible and will produce definite results.

The sending of the report to the parents and school does not terminate
the case. Oftentimes the children need remedial measures. The Center




arranges for the tutoring of these children. Sometimes the school or the
home can meet this need, but more often the tutor has to be supplied by the
Center. All reports encouragé the parents to continue contact with the Cen-
ter as long as guidance is needed.

Rehabilitation of many maladjusted children is due to the spiritual and
temporal guidance received at the Center. As a child guiding agency, it is
doing a highly specislized job. The fact that it has succeeded in establish-
ing a norm of confidence in the lives of many‘of its clients is the ggeatest

compensation that it can receive.

The Importance of Vocabulary

The child's first words are obtained from direct association with acts,
objects, and situations. Others come from experience through the medium of
words that have already become familiar. When he enters school, a new ele-
merit, the visusl printed symbol, is added to his means of scquiring word
knowledge. ’ “

Present-day education is taking into account the importance of the dic-
tum of the Scholastics: "There is nothing in the intellect which is not
first in the senses." Sight, hearing, touch, and the other senses are
avenues to the mind. Today, more than ever, educators realize that the train-
ing of the senses serves the mind with food for thought, and that language is
inadequate when it is not accompanied by objective realities which impress
the senses.

Thus it is apparent that the child's experience is important in his edu-
cative process, and since the acquisition of vocabulary is part of this pro-

cess, experience must play an important role in the word knowledge of the




_ ;
child. In fact, all the levels of reading skill have a backgroungd of direct
personal experience that gives meaning to the word, and the attempt to build
a heavy structure of words upon & slender basis of experience leads inevita-
bly to failure of comprehension.

Somewhere during the elementary school age, reading vocabulary catches
up with spoken vocabulary and forges ahead. However, children who have not
acquired phonic equivalents to the visual symbols are often delayed in prog-
ress in reading. Marion Monroe (16) points o;t that these children fail to |
comprehend the meaning of the text. They cannot utilize context in giving
Cies to words since their vocabulary is too meager to suggest possibilities
for the unknown words. -

It is evident, then, that three factors: experience, phonic elements,
and visusl symbols are important in the building of word knowledge, and this
study considered these three aspects and their relation to each other.

There seemed to be some evidence that the children whose vocabulary was in-
adequate were handicapped in the long and labored task of building up thei;
knowledge. Such childr&n are usually labeled as academic failures.

Vocabulary also plays an important part in the social 1life of the child,
and unless he is able to use and comprehend the meaning of words expressed by
the children of his own group, he is likely to be ostracized by them. Of
course, there is no evidence that the child "who stands apart from his group
as &nti-social® is deficient in vbcabnlany. In general, however, the academ-
ic and social happiness of the child are closely allied to his command of
words, and since his vocabulary is either an asset or e 1liability to him, itse
importance should not be minimized. ‘ |




CHAPTER II
REVIEW OF RELATED LITERATURE

In reading psychological and educational) literature one is impressed by
the nature and variety of vocabulary studies. In a panoramic arrangement
they are flashed before the reader, sometimes emphasizing the vocabulary of
the child, at other times, that of the adolestent and the adult. The ee.pt.i.on;1
"From Nursery School to College™ would adequately describe these diversified
studies.

‘The importance of vocabulary studies was emphasized by Kirkpatrick, one
of the earlier investigators in the field of word knowledge, who says:

The vocabulary of a person represents in a
condensed and symbolic form all that he has ex-
perienced and imagined. The breadth of his men-
tal experience is indicated by the number of
words that have for him a meaning, while the ac-
curacy of his thinking is shown by the constancy
and exactness of meaning with which he uses words. *
The study of the vocabulary ought therefore to
be an important branch of psychological investi-~
gation. (13:157)

The numerous studies that have been undertaken seem like an answer to
the plea of this early pioneer. Since it would be impossible to investigate
all of them, the writer thought 1t best to review the literature that em-
phasized factors related to her problem. These factors are: (a) size of
vocabulary, (b) vocabulary and intelligence, (c) vocabulary of the Stanford-

Binet and Word Meaning of the Stanford Achievement Test.




Size of Vocebulary

It is the contention of many authorities that vocabulary at any age
level is difficult to determine. On the other hand, the fallacy of this is
championed by Carroll, who advances the following argiment:

The linguistic response is directly observ-
able and identifisble..... It can be studied
in terms of the stimuli with which it is asso-
clated or in terms of the rate of occurrence
under specific conditions. The iinguistic re-~
sponse gus response can thus be treated behavior-
istically. It has the particular advantage that
it can be treated readily in terms of the law of
learning. The linguistic response 1s countable.
It is thus amenable to statistical and -psycho-
metric treatment, particularly when numbers of
responses are studied. (5:102)

The sbove argument is substantiated by Skinner. He claims that although
the Stanford-Binet scale shows a rectilinear growth, the probable increase in
size of vocabulary has positive acceleration, at least during preschool and
elementary school years. After analyzing the studies of several investiga-
tors, he concludes:

The medisn vocabulary is two to four
- words at one year, twenty-two words at eighteen
months, one thousand words at three years,
twenty-five hundred words at six years, and
fifteen to eighteen thousand words for the high
school senior. (19:139)

Kirkpatrick (13) asserted that an accurate index of the size of one's
understanding vocabulary might bp obtained by a test made up of a hundred
words taken by chance from the dictionary. Studies similar to Kirkpatrick!'s,
utilizing words from the dictionary, were made by Babbit (1), Brandenburg

(7), and Terman (8).
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The latter selected the last word of every sixth column ifl a dictiomary
containing approximately 18,000 words, presumebly the 18,000 most common
words in the language. The test was based on the assumption that 100 words
selected according to some arbitrary rule will be & large enough sampling to |
afford a fairly relisble index of a child's vocsbulary. This vocabulary test
was arranged and stendardized by Childs and Termen in 1911. It was used in
the Stanford-Binet Scale, but in the 1937 Bfﬁ.&ed Stanford-Binet, the number
of words was reduced to 45.

Termaen claimed that an estimate of the size of a child's vocabulary
could be obtained by multiplying the number of words known in the test by
180. Thus, the child who defined 20 words correctly had a vocabulery of
3,600 words. According to the standards for the different years, determined
by the vocabulary reached by 60 to 65 per cent of the subjects of the various
mental levels, this child would have a vocébulaxy on the eight-year level,
regardless of his chronological age. Y

in defense of this sampling Terman states:

It may seem to the reader almost incredible
that so smsll a sampling of words would give a
relisble index of an individual's vocabulary.
That it does Bo is due to the operation of the

. ordinary laws of chance. It is analogous to
predicting the results of an election when only
a small proportion of the bsllots have been
counted. If it is known that & ballot box con~
tains 600 votes, and if when only 30 have been
counted it is found that they are divided be-
tween two candidates in the proportion of 20
and 10, it is safe to predict that a complete

count will give the two candidates approximately
400 and 200 respectively. (9:229-230)
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Attacking the inadequate resulis of these early studies, Schwesinger
(18) in her study of the social-ethical significance of vocabulary agrees
with Doran (6) that early estimates of the extent of vocabuldry at different
age levels reveal conclusions that are speculative or based on inadequaate
evidence. Schwesinger also adds that even with more systematically planned
methods, later investigations have resulted in no less widely different
conclusions.

Random sampling from a dictionary has be;n sharply criticized as an in-
adequate method of determining a person's vocabulary. However, it is prob-
able that Terman's list used in the Stanford-Binet, subjected to refined
statistical analysis, and estimating where a child stands in the distribution
of children of his own mental age, may be highly significant as an education-
al tool in determining the word knowledge of the child. Since present-day
educational methods emphasize the achievement of pupile according to intel-
lectual development, rather than according to chronolbgical age, the vocabu-
lary of the child, whether it be rated as an index of intelligence or not,“
ghould be weighed in the light of the child's mentaltage.

Vocebulary end Intelligence
Before the days of intelligence testing, there were many investigators
iho thought of the possible significance of the vocsbulary test as a measure
of intellectusl ability. Kirkpatrick (op. cit.) considered the possibility
of using a vocabulary test for admission to college. With the introduction
of intelligence tests, many attempts have been made to correlate vocabulary
with the intelligence quotient and with mental age. Brandenburg (op. cit.)
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found a coefficient of .69 between scores on a combination of severasl intel-
ligence tests (Knox-Healy, Binet-Simon, Cortis Reading, Starch Reading and
Spelling) and vocsbulary.

Terman (op. cit.) has alwsys mainteined that the vocabulary test 1s the
best single test of general intelligence. He claims that if the vocasbuley
test elone be given in the Stanford-Binet series, the resulting I.Q. will
probably be within 10 per cent of the I.Q. to‘be~obta1ned from the entire
scale. He reports a correlation of .91 between scores on the vocabulary test
and scores on the entire scale, claiming that except for those children who
come from exceptional homes, a measure of verbal ability might be used with-
out injustice to indicate level of intelligence.

Cognizant of the fact that a test to be a velid measure of intelligence
should try to be less representative of everydsy experience in which language
pleys an importent role, Termen made a great'effort to increase the number of
non-verbal tests. He admits that like other investigators he found it diffi-
cult to devise non-verbal tests for the upper levels which satisfy the re-
quirements of validity, reliability, end economy. He states:

e« « o At these levels the major intellectual
differences between subjects reduce largely to
differences in the ability to do conceptual
thinking, and facility in dealing with concepts
is most readily sampled by the use of verbal
test. Language essentially is the shorthand of
the higher thought processes, and the level at
which this shorthand functions is one of the
most importent determinants of the level of the
processes of themselves. (22:5)

In Vechsler'!s recent efforts to standardize an examination suitable for

adults, he expresses an appreciation of the Terman vocabulary. He writes:




« o o our experience has shown that factors of
schooling, etc., influence the effective range of
an individusl's vocabulary much less than is com-
monly expected. We have been much surprised to
find that illiterates and even individuals of
foreign birth who have acquired only a moderate
amount of English are penalized far less by a vo-
cabulary test than by many other seemingly less
linguistic. (25:301)

Further evidence of the relationship of vocabulary end intelligence 1s
furnished by Snedden (20). In an effort to establish a teckhmique of testing

>

adults, and to determine to what extent intelligence can be measured objec-
tively during the course of an interview, this investigator gave a vocabulary
test in disguised form. The words were selected from Schwesinger's (18)
social-ethical vocabulary test and presented to the subject in such a way
that the latter had no ldea that he was being tested. The following tsble
shows the correlation of the disguised intelligence~test interview with

various tests of general intelligence.

Tests r S.D.
r
Disguised Intelligence and Alpha «8243 .0302
Disguised Intelligence and Otis .8162 0314
Disguised Intelligence and Terman 8024 +0335

Although Snedden is aware that in this study vocabulary was correlated
with tests that were highly charged with elements of vocabulary difficulty,
he neverthelesas concludes:

It is the writer's guess, however, made purely
on the basis of the above date, that in & popula-
tion having a Standard Deviation of about 30 months
Mental Age, a perfectly reliable vocabulary test
would correlate with a perfectly relisble test of
general intelligence about .88. (20:34)
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In the vocabulary-intelligence relationahip, the part thateword know<

ledge plays in intelligence tests has been the subject of controversial dig._
cussion. Many authorities claim that intelligence tests that are essentia)jy
based upon word knowledge are not adequate means of testing the intelligengg
of children, Gardner (9) protests that children residing in remote districtB
and in humble circumstances, deprived of books and an opportunity to hear
language spoken extensively, might be at a decided disadvantage. He asks 3¢
F
it is sound practice to measure intelligence, that which is inherited, wity,
intelligence tests that are largely dependent upon vocabulary, which is ae_
quired .
This same idea is expressed by Dr. Ide who contends:
The size of the vocabulary, for instance, and

the amount of general information collected, de-

pend upon two factors: first, the innate mental

ability of the child; and second, bis environmen-

tal opportunities. The first is, of course, un-

changeable; the second can be and is often
changed. (12-160)

From the sbove conclusions, it is apparent that children are penalizeq
if they have not had the opportunity to come in contact with the words em-
ployed in intelligence tests. In order to substantiate this conclusion,
Gardner (op. cit.) experimented with a group of 174 children. The purpose op
the investigation was to ascertain whether the intelligence quotients of the
children would increase under conditions in which they bad an artificial ang
| abnormally favorable opportunity to learn the meaning of words previously wy,.
known, but appearing in an intelligence test subsequently taken.

The group, puplls of the fourth, fifth, and sixth grades of Feir Gardey

School, Knoxville, Tennessee, were given the National Intelligence Test,
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Scale A, Form 1. Immediaztely upon the completion of the test, eagh child
was given the vocabulary test which included 219 words taken from the Nation-
al Intelligence Test, Scale A, Form 2. When the latter test was checked, it
was returned, so that each child could see higs errors. Then an intensive and
extensive method of teaching the worde was instituted. Seven months later,
the National Intelligence Test, Scale A, Form 2, of which the words had been
taught, was given. The differences in I.Q. of the two tests ranged from a
>
loss of seven points to & gain of 49 points, with some making the same score
on both tests. Of those who lost, fifty per cent had an I.Q. of less than
75 as determined by both tests. Sixty-two per cent of the total number who
actually lost had an I.Q. under 90. Five children made no change on the
tests at all. Eighty per cent of those who did not advence hed an I.Q. of 80
and under. Of those who failed to gain and those who lost, almost 70 per
cent had an I.Q. below 90. However, many other children with low I.Q. made
nice progress. According to the investigator, the reason for this 1s umknown|
The experimenter concludes his summary with the following statement:
The generel conclusion of this study is that
added language or the knowledge of the measnings
of words affords added ability to do abstract
thinking and reflects itself in a raised I.Q.;
that pupils with superior langusge advantages
have superior opportunity to express their native
intelligence. It is not here contended that the
teaching of word meanings will put native intel-
ligence where it has not already been placed by
nature; it only makes possible greater intelli-
gence manifestation, other things being equal . . .
(9:59)
The question of the relatlionship of intelligence and vocabulary is still

open for rebuttal. Considering the fact that many educators and psychologists
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are undecided as to the real meaning of intelligence, it is not sgfprising
thet there is controversy. Since intelligence, the very topic of the argu-
ment, 1s not clearly defined, it is not strange that false conclusions result,

One of the most common definitions of intelligence is that it is the
ability to do abstract thinking. This definition is acceptable, provided
that the abstract thinking includeg concepts that are immaterial or spiritual
entities exiéting in the mind by means of which the mind grasps the innermost
reasons or essences of things and understandsfthat each essence may be
realized in an unlimited number of individuals. Now, if word meanings are
tools of abstract thinking, it naturally follows that the more tools a person
possesses, the more abstract thinking he will do. On the other hand, one has
to consider that it is not only the possession of the tools, but also more
efficient use that will finally result in better abstract thinking.

Study Comparing the Stanford-Binet Vocsbulary and the Word Meaning
of the Stanford Achievement .

Although there have been some studies which utilized the Stanford-Binet
test and the Stanford Achievement Scale, as far as the writer can ascertain,
Florence Goodenough (10) is the only one who considers the vocabularies of
the two testa. She compared the Reading Tests of the Stanford Achievement»
Scale and other varisbles, among which was the vocabulary of the Stanford-
Binet. Her data were taken from the records of 100 children who were studied
at the Minneaspolis Child Guidance Clinic between October, 1924, and April,
1925.

Chronologically, the group ranged from 6 to 17, with a mean age of 11.7
years and a Standard Deviation of 2.45, as shown on the followiné page. In
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the grade distribution (indicated on p. 16) the Standard Deviatiop is shown
in half-years becsuse of mid-term promotions. The distribution of the In-
telligence Quotient shown belcw; upon inspection, sppears to be a normal dis-
tribution.

AGE DISTRIBUTION
lge 6 7 8 9 10 1 12 13 1 15 16 17
KNo. 1 3 12 13 15 12 8 15 10 8 2 1

Total Cases 100. Mean Age 11.7 ] SD, 2.48 years
GRADE DISTRIBUTION
rade 2B 20 3B 3A 4B LA 5B 5A 6B 6A 7B TA 8 8A 9B 9A

| No. 2 5 9 8 6 7 711 7 6 6 512 6 2 1
Total Cases 100. Mean Grade 5.83 SD, 3.95 (half years)

INTELLIGENCE QUOTIENT DISTRIBUTION

Range 60-69 70-79 80-89 90-99 100-109 110-119

No. 5 m 20 18 23 13
Range 120-129  130-139  140-149
Ko. 5 1 4

Total Cases 100. Mean I.Q. 97.6 SD, 18.3

Commenting on the intercorrelations (grade placement, chronological age,
mentel age, mental age vocabulary, vocabulary of the Stanford-Binet and Word
Meaning of the Stanford Achievement Scele), Goodenough says: "It is inter-
esting to note that for the total group correlation between grade placement
and chronologlical age is higher than between grade placement and either men-
tal age or reading ability." (10:526)
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In summarizing, the investigator points out the folloiing.fagts &8 re-
vealed in the study: (1) The correlation between grade placement and chrono-
logical age was found to be higher than between grade placement and any of
the measures of sbility. (2) A high correlation was found between the read-
ing tests of the Stanford Achievement Scale and the Stanford-Binet mental
test. (3) The Stanford-Binet vocabulary test shbus a very high correlation
both with mental age and the score on the reading tests. Of the three tests
it correlates highly with the Word Meaning. (4) Children of superior mental
ability tend to make their highest score on those tests involving the larger
language units. They are likely to maeke their lowest on the word meaning
test. With backward children, the reverse tendency is noted. (5) In cases
where economy of time became necessary, the use of Test 3 (Word Meaning)
alone &s a measure of reading ability introduces e relatively small element
of error when compared with the results which would have been obtained by the

use of the total series of three tests.




CHAPTER III
MATERIALS AND METHOD OF THE PRESENT STUDY

The Stanford-Binet Scale
The development of reliable tests whereby degrees of intelligence can be
gauged in individuals represents one of the really great achievements of
modern experimental psychology. The importante of psychological testing is
emphasized by Hormon who writes:

For most practical purposes it is not suf-
ficient merely to say that a given subject is
bright or dull, intelligent or unintelligent;
but one would like to know how bright or how
dull this perticular individual may be. I8 he,
for example, more intelligent than three-fourths
of the population at large; dull as the lowest
10 per cent of his fellows; or only as intelli-
gent as the average person? These are the ques-
tions which intelligence tesis are designed to
answer. (11:389)

As was pointed out in the previous chapter, the meaning of intelligence
is a controversial point, and psychologists are cognizant of the difficulty
of defining intelligence functionally, that is, in terms suitable for meas-
urement. Harmon questions the possibility by asking:

Granting that intelligence is the sctual
manifestation of intellect; that it is dis-
played in the processes of abstraction, concept
formation, judgment, and reasoning; and granting,
too, that intellectual activity is mingled to a
greater or less extent with much of our ordinary
behavior, how is this to help us when it comes
to measuring the extent to which intelllgence is
displayed in one's daily life? (11:389)

18
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This author points out that Binet's interpretation of intelligence as
"adaptebility to & novel situation" justified him in attempting to measure
intelligence. Without doing violence to the true concept of intellect, Binet
has been somewhat specific in indicating and describing situations in which
intelligent or unintelligent behavior may be observed. Harmon adds that by
following Binet's procedure, the psychologist 1s enabled to obtain a picture
of the intellectual efficiency of a given 1ndividual, and on this besis, to
meke certain predictions as to how that 1ndividnal will or will not react in
other situations involving similar functioms.

Meny psychologists attempting to measure intelligence have failed, not
only because of the inadequacy of standardized sceles, but also because of
confusion of distinction between sense and intellect. Recognizing these
obstacles, Binet made a valiant attempt to produce a test that would measure
intelligent adaptability to novel situations.

In 1900 an assoclation of psychologists and educators, under the direc-
tion of Binet, worked on practical school problems. In 1904 the Minister ;f
Public Instruction appointed Binet a member of a commission composed of medi-
cal men, educators, and scientlists, to make recommendations for the adminis-

tration of special classes in the public schools of France. Despite consid-
erable opposition by many of the physicians, Binet determined to put mental

tests to practical use, and along with him Simon tried them out in the
schools. The test known as the Simon-Binet Scale had thirty tests, arranged
in & series of incremsing difficﬁlty, and grouped according to age. The
tests were administered to groups of normsl and abnormsl French school chil-

dren. From these results, the authors were able to indicate roughly how far
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into the scale a child of a given age would work. Binet realized,that one of
the important objectives was the standardization of procedures.

Practice with the 1905 Scels provided Binet with the experimental data
for the next revision. In the 1908 revised scale, the tests were classified
according to the mental age ievel for which they were most appropriate. The
object of this classification was to place a given item at that age level
where it would be passed by the average child of the age in question. In
other words, this scale grouped the tests acc:rding to mental age, and to
Binet falls the honor of crystallizing this term.

In 1911, Binet rearranged some of th; age levels, introducing some new
tests and omitting a few older ones. At first he had utilized rather crude
methods, but gradually by careful experimentation he refined them, until he
finelly produced a ﬁew method for the measurement of intelligence.

The Binet Scale was introduced into America by Goddard, who stendardized
a scale suited to American children. He used the 1908 Scale as a basis.
Other revisions of the Binet Scale were made by Kuhlmann and Yerkes. The
main contribution of the former was the standardization of the tests for ages
below three.

In 1916, Terman and his co-workers made a thorough revision of the ori-
ginal Binet Scales, using the test results of the 1908 and 1911 Scales. The
placing of six tests in each age group simplified calculations for mental age
in years and months. The data for the revision, known as the Stanford-Binet,
were based upon the examination of 2,300 subjects including 1,700 normal
children, 200 mental defectives and superior children, and 400 adults.
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Termen claimed that although the Stanford-Binet afforded a satisfactarily
valid and reliasble measure over a fairly wide intermediate range, it was de-
fective at both extremes. He admitted that a number of tests of the scale
were unsatisfactory because of low validity, difficulty of scoring, suscep-
tibility to coaching, etc. He realized that one of the severest limitatlions
to the usefulness of the scale was the fact that no alternative form was
available for use in retesting or as a safeguard against coaching. Therefore,

»
in the 1937 revision, two scales, Form L and Form M, were provided, differing
almost completely in content, but mutually equivalent with respect to diffi-
culty, range, reliability, and validity. In content Form L bears greater
resemblance to the original Stanford-Binet Scale.

The Revised Stanford-Binet Scale, despite its improved standardization
end technique, is still subjected to a volley of criticism. Some psycholo-
gists claim that it is an antiquated, unreliable instrument which should give
place to more modern and scientific techniques. Others persist in regarding
it as the best psychological instrument at their disposal. Vernon, one of
its champions and defenders, writes:

The Binet test partskes of both the clin-
ical and pgychometric approaches. It has flex-
ibility and the control of the subjective situ-
ation characteristic of the clinical interview,
but at the same time sufficient objective control
to yileld a reliable measure of ability. Binet's
first scale was predominantly clinical; the
tests were chosen from children's everyday ex-
perience and were intentionnlly heterogeneous,
so a8 to supply the tester with as meny different
samples a8 possible of the testee's mentality.
But at the same time the tasks were selected
so as to discriminate between older and younger
children. To this extent the psychometric con-

ception was adopted; the number of tasks provided
an index of the testee's mental maturity. In the




Stanford revislons, especially in the most recent,
Terman appears to have compromised further with
psychometric standards, since the tests are some-
what less representative of everyday experience,
their application and scoring have been made more
definite, and there has been a more elaborate
study of the consiatency of each test with the
scale as a whole. (24-106)

The importance of the Stanford-Binet Scale as a clinical tool is em~
phasized by Loutitt who states: "In a recent survey of psychological clinics
made by the Clinical SBection of the American Psyechological Association,
(1935), it was found that the most frequently used test was the Stanford
revision of the Binet." (15:49-50)

The high reliability of the Stanford-Binet as a whole may be somewhat
indicative of the high reliability of single tests in the scale, Therefore,
the vocabulary, as a single test, could be considered a significant criterion
with which to compare other vocabularies. The fact that the vocabulary test
is used to determine whether or not the subject knows the meaning of the word,
and not whether he can give a completely logical definition, is another
reason why it can be used as a relisble standard of comparison with other
tests of ubrdpmeaning.

In an article defending the vocabulary test as a psychological tool,
Harriet Babcock asserts:

Terman's discovery of the relation of the
vocabulary test to developing intelligence might
not have changed the general idea that it was
dependent upon age and experience, since oppor-
tunity to know more words is of course greater
at each life age, if he had not also found out
that children who did not succeed in school knew
a smaller number of critical words than children
of the game age who did well in school; and that
the ones who did best had the largest vocabularies,

often even when they were younger and when a
foreign langusge was spoken in the home. (2:246)
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The years have only served to strengthen Terman's original qyaluation'of
the vocabulary test. Research has shown that in the hands of experienced
psychologists it is like a powerful searchlight which throws light on the

mental capacity, and in many instances predicts the mental age.

The Stanford Achievam;nt Test

Intelligence tests are designed to measure manifestations of general in-
tellectusl capacity as demonstrated in action.,and behavior. Achievement
tests attempt to measure & child's accomplishments and attainments in speci-
fic studies. These tests’provide an estimate and evaluation of a child's
level of performance. As educational tools, both are of paramount impor-
tance, As clinical tools, both are éssential in giving a complete picture of
the child.

In the Loyola Center for Child Guidance, many typee of achievement tests
are administered. The psychologist chooses the test that will "bring to the
foreground" the best achievement of the child belng tested. One of the most
frequently selected tests i1s the Stanford Achievement Test.

This test, appearing in two forms, A and B, was first published in 1923.
It was standardized and equated on the basis of scores of 1500 pupils. In
| 1925, the norms were revised on the basis of eareful sampling of 2000 cases
from elementary school pupils in twenty-four cities or districts in the
United States. A thorough revision of the tests was completed in 1929, giv-
ing the new forms U, V, W, Y, and Z. The Directlons for Administering the
New Stanford Test explain the purpose of ﬁhe revision. The following are the

most essentisl reasons:




The revision extended the Paragraph Mean- -

ing to measure ninth-grade ability. The Sen-

tence Meaning Test was discontinued, since the

other two reading tests cover the subject ade-
quately. The length of the line was shortened

in most of the tests to conform with the results

of scientific investigations of eye movements,

and to simplify the scoring. . . (21:2)

Later an advanced battery was introduced. The 1940 edition contained a
battery of tests that surveyed the fields of reading, language usage, arith-
metic, literature, soclal sclence, elementaryssclence, and spelling. Indivi-
dual subject tests were then available with alternate forms, D, E, F, G, and
H. |

Since reading challenges the child's ability to grasp not only the mean-
ing of the total context, but also his gkill in acquiring the meaning of
isolated words, a test in reading should consider both aspects. To meet this
requirement, all forms of the Stanford Reading Achievement Test are divided
into two sections, namely: Word Meaning, and Paragraph ieaning.

Meaning plays a predominant role in both phases. This is emphasized by
Skinner who writes: |

The growth of meaning of a word is essen-
tislly a growth in the number of contexts in
which it may be used and to which it may con-
tribute. It 1s not so much that a given word
has & fringe of imagery, ideas, and the like,
joined to it more or less firmly, as that it
can enter fruitfully into many language or per-
ceptual patterns. When a new ideo~verbal or
perceptual verbal pattern contains an old word,
that word's meaning has grown; when a familiar
ideational or perceptusl pattern contains s new
word, vocabulary has grown in size . . .
(19:139-140)

A similar interpretation of the growth of meaning is expressed by Moore:
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Meaning is knowledge; it is not a picture.
It is a definite act of the mind. It has its
duration. It has something akin to intellec-
tual intensity; the brightness, the brilliancy
of an intellectual insight. . . (17:330-331)

The importance of the meaning of the word in learning to recognize the
printed form was made strikingly evident in certein experiments on learning
nonsense words, in comparison with the learning of word forms which have mean-
ing or to which meanings are given in the learning situation. Psychological

F3 : .
studies, such as the Ebbinghaus experiments, show that the more clear and
vivid the meaning of a symbol--such as a printed word--the more readily an
individual is able to learn to recognize the symbol visually.

The successful mastery of langusge for the child as well as for the
adult is closely assoclated with the meaning of words. The importance of
acquiring the meaning of langusge is adequately expressed by Father Leen.

An initistion into a language implies two
things, which in practice cannot be separated.
It implies the acquisition of the power to
handle intelligently the verbal signs proper "
to that language in the exercise of reading
and writing; it brings with it as well an ac-
quaintance with the thought expressed through
verbel signs. (14:78)

An analysis of the meaning of "meaning," leads to the question: How are
we to know that the child has a clear understanding of the meaning of the
word? There has to be some standard that will determine this. This study
considers two standards, the Stanford-Binet Vocabulary Test, and the Word
Meaning of the Stanford Achievement Test. In experimental technique one

constant is common in both; but, since one requires an oral response, and the

other is a multiple-cholce procedure depending on reading ability, many
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variebles are present. The description of the procedure which follows, at-
tempis to analyze the constant in the light of the variables.

Method of Procedure

The fact that all important facts about each case were methodically ar-
ranged in the files of the Loyola_Center for bhild Guidance greatly facili-
tated the collection of data. The nature of the investigation necessitated
not only the collecting of data pertaining to,the vocabulary of the childrén,
but also an understanding of educational and psychological factors that in-
fluence word meaning.

Such questions as the following were formulated: What ia the mental
capacity of the group? What factors are preveﬁting the group from using men-
tal capacity efficiently in the learning process? What other criteria be-
sides intellectual capacity must be considered? Is achievement in line with
the ability of the group? Answers to these interrogations required the tabu-
lation of the following data: (1) chronological age, (2) mental age, (3) .
intelligence quotient, (4) present grade placement, (5) number of schools
attended, (6) number of words defined on the Stanford-Binet Vocabular& Test,
(7) number of words recognized on the Word Meaning of the Stanford Achieve-
ment Test, (8) Reading age and Reading grade indicated on the Word Meaning
Test of the Stanford Achievement Test, (9) Reading age and Reading grade
| shown on the Paragraph Meaning of the Stanford Achievement Test.

Analysis or "diagnosis," to use clinical langusge, was the next step in
the pfocedure. To facilitate the analysis, statistical methods, which are

valuable summarizing or "shorthand" devices, were employed.
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Chronological and mental age were arranged in a scatter-diagram, and the
mean, median, standard deviation, range, 10th-90th percentile range were de-
termined. Intelligence quotient, and schools attended were listed in a fre-
quency table, and measures of variability and central tendency were determined

Deviations from grade placement were computed from a Mental Age and gm;
Expectancy Table, designed by Marion Monroe and used at the Chicago Bureau of
Child Study. According to this table it is assumed that the average age for
baginning first grade is six years; the avera;e age for beginning second
grade, seven years, etc. Deviatlons for both chronological age and mental
age were determined from this chart, Thus, for examplé , one child in the
fifth grade had a chronological age of 1l years and 10 months and a mental
age of 6 years. The chart indicated chronological-age grade placement as the
ninth month of sixth grade, and mental-age grade placement as the first month
of first grade. According to his chronological-age grade expectancy, he
shows a negative deviation of one year; mental-age grade expectancy indicates
& positive deviation of four years. )

To complement the former data, grade placement and vocabulary scores of
the Stanford-Binet were correlated with mental age, chronological age, and

intelligence quotient respectively.

| The next step in the procedure was to compare the vocabulary of the
Stanford-Binet with the Word Meaning of the Stanford Achievement Test. Since
four forms of the latter had been administered, and only two were comparsble
in scores, three separate comparisons were necessary, namely: (1) the
Stanford-Binet vocabulary with the Stenford Primery, Form D, (2) the
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Stanford-Binet vocaﬁulary with the Stanford Advanced, Form E, (3), the
Stanford-Binet vocabulary with the New Stanford, Forms V and W. There were
57 cases in the first group; 14 in the second; and 122 in the third.

Three methods of comparison were used: correlation, measures of central
tendency, and measures of variability. Following the advice of Broom (4) who
suggests that it is best to compute not only the mean but also the median and
to report both in any given frequency distribution, these two measures of
central tendency were determined. *

Since it is not enough to know the average measures for frequency dis-
tributions that are being compared, information alse must be given as to
their homogeneity. The standard deviation as & measure is very appropriate
for this purpose. A standard deviation of large value, then, reveals a lack
of normal consistency in the group., It indicates that the cases included in

the aggregate tend to be heterogeneous rather than homogeﬁeous.




CHAPTER IV ¢
PRESENTATION AND INTERPRETATION OF DATA

The previously described procedure yilelded results that require inter-
pretation from many angles. In order to elucidate the major problem of this
study, certain educational and psychological factors pertaining to the group
as a whole have to be considered. These will be presented first.

Table I presents the chronological and mental age,

TABLE I “

CHRONOLOGICAL AND MENTAL AGE OF'THE 193 CHILDREN
REPRESENTED IN THE PRESENT STUDY

.ggzgx;:l- | Mental Age 1 ‘ Total
Age |5 [ 6({7]8{9[10f11]12 13|14 1%16‘17 181191204
20 | 1 { 2
19 ‘ 1 1
18 1 1
17 1 1 1 2 5
16 1 1l 2] 1] 3] 2 1/1] 12 13|
15 1]1[ 3] 3 51 3] 2 2 1] 1 22

14 111 2 | 31 1| 21 2] 5 3121 6 28
13 11 L] 2] 2] 4] 2] 2] 2 20
12 |1 .2 7 4| 2] 3| 4] 2 25
11 1[/1(3(|5](1 6| 2 3|1 23
10 |1 11219 ] 312] 2 1 1] 22
9 31313 411 14
8 1 3{2|4 | 1 11
7 |1 1|3 5
6 . 2

Total (3 (2 (51815 |2 |23 (20|13 19({19 ( 5| 6| 7| 8| 2[193

29




' 30

As indicated in Table I, chronologically the group ranges frgp 6 to 20
years and mentally from 5 to 20 years. In any clinical study, mental and
chronological ages are important factors. Chronological age is considered in
the child's sociel development, but more important consideration is given to
mental age, determined by the amount of mentsl ability manifested in the
adjustment that life demands of him.

The scatter~diagram 1s one of the best ways of seeing at a glance the
individuals whose mental development shows ma;ked deviation from the normal.
For exsmple, twenty-two of the group hafe a chronological age of ten; two
represent the extremes, the one having a mentq} age of five and the other a
mentel age 6% twenty. When comparing the chronological and mental age of the
others,-'ide divergence 1s notlceable in many instences.

The following tsble gives the distribution of the intelligence quotients

of the group.
TABLE II

DISTRIBUTION OF INTELLIGENCE QUOTIENTS OF THE 193 CHILDREN
REPRESENTED IN THE PRESENT STUDY

e eien Nunber T asiace Number
190 - 199 1 110 - 119 34
180 - 189 ibo - 109 35
170 - 1719 9 - 99 23
160 - 169 80 - 89 31
150 ~ 159 0- M 17
140 - 149 5 6 - 7
130 - 139 13 50 - 59 4
120 - 129 22 40 - 49 1
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According to the Terman (1916) classification, this group would be ar-
ranged as follows: 35, very superior; 34, superior; 59, normal or average;
31, dull; 17, borderline deficiency; 12, feeble-minded. An anslysis of
Table II reveals that 6 or approximately 3% are classified as genius, and 12
or approximately 6% belong to the feeble-minded. This group is not typical
of the normal population (nor of a clinical population) since it deals only
with those who take speclal achievement tests.

Table III shows the grade placement of tﬁe group.

TABLE III

GRADE PLACEMENT OF THE 193 CHILDREN
REPRESENTED IN THE PRESENT STUDY

Grade Number

12 L] L] L] [ [ 4 . L d L - - - L . L 4 L - » L] . . l

]—l . - L] L L ] * L] * » L L] L . L] . L 3 L L * L] 1

10 ¢ c o e e e s s e s s e e e eaae. 15
e )
-
6 o o 0 o o 0 s st s s s s e s e e s e 22
3 o 6 o o o o e s s s s e s e e e e e 16
R [

Ungradﬁ.............‘.‘.g
Tot&l.ooooc-oooooiooo'.l93
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Table III reveals that 179 or 924 of the group are distribuied between
the second and tenth grades. The two cases in the 1lth and 12th grades,
respectively, were referred to the Center for vocational guidance.

One hundred eighty-four attended the verious private high schools or
the parish schools of the Archdiocese. The balance, from the Chicago public
schools, are in ungraded divisions.

The records of the Center show a larger‘proportion of first-grade chil-
dren referred for psychological éervice than is represented in this study.
Although the Stanford-Binet was administered to each, some were given Gates
Primary Reading Tests. Many who were non-readers were given the Metropolitan
Readiness Test.

A list of the number of schools attended by the studied group is given

in the following table.
TABLE IV

NUMBER OF SCHOOLS ATTENDED BY THE 193 CHILDREN
REPRESENTED IN THE PRESENT STUDY .

Number of Schools Attended Number

.l L] * -* L J L L * L] * * L] L] L4 * L4 * 10

* [ 2 L] L 4 L ] L 4 [ . » . L] L 2 . L] L 2 L * 31

L ] L 2 L ] * . - .‘. * [ 2 [] * -0 e * o L 50

8
7
6
5
A e v
3
2
1

* [ ) - L 3 L . * * * L L d L ] L - . - L 4 71
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Loutitt (op. cit.) points out that school is not merely a i:lg,ce where
the child goes to absorb & certain amount of knowledge; simulteneously with
such activity, he has to learn to adjust to his teacher, classmates, teaching
methods, and academic requirements of all sorts. Adjustment takes time; meny
children may require months, a semester, or & year. Every transfer demands
a new adjustment. As indicated in Table IV, 122 or 61% of this group at-
tended two or more schools. Many reasons for transferring were listed. The
most common were: - (1) poor adjustment, (2) r;petition of grade, and (3) in-
ability to adjust.

Table V presents chronological age in relation to grade placement.

TABLE V

CHRONOLOGICAL AGE IN RELATION TO GRADE PLACEMENT OF THE 193 CHILDREN
REPRESENTED IN THE PRESENT STUDY

et
~— S — —

Negative Deviation from Grade Placement . . . . . 119

|

No Deviation from Grade Placement « « « « o o « » 63
Pogitive Deviation from Grade Placement . . . « « 2 *
Number in Ungraded Divisions . ¢« ¢« ¢ ¢ ¢ ¢ ¢ o« =« 9
Total o o ¢ ¢ ¢ o« ¢ o ¢ o ¢ 6 6 6 0o 6 0000 o o193

— —— — —_— —
Reterdation, indicated in the above table as negative deviation, and
acceleration, as positive deviation, were computed, as explained in Chapter
III, from a Mental Age and Grade Expectation Table. A retardation or accel-

eration of one full year was considered the minimum in reckoning deviation.
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As gleaned from this table, 63 or approximately one-third of ;bhe group,
show normal grade placement. Sixty-one of the 119 who reveal a negative
deviation were retarded one year; 43 show a two-year retardation; 9 and 5
deviate three and four years respectively. An intenaive zfeading'progran was
recommended for 84 of the group whose retardation was attributed to reading
disability. Since in genersl, promotion is in accordance with chronological
age, it is not surprising that only two are accelerated. The nine in the un-
graded divisions attend public schools where g’pecial classes are avallable.
These are listed separately, although it could be assumed that they are
academically retarded.

The following table tsbulates the mental age in relation to grade place-

ment.
TABLE VI

MENTAL AGE IN RELATION TO GRADE PLACEMENT OF THE 193 CHILDREN
REPRESENTED IN THE PRESENT STUDY

I

—— —

—— e et ———————————— o
—

1

Negative Deviation from Grade Placement « « « « « o « +» + 110 *
No Deviation from Grade Placement . . « « « ¢ ¢ o o « o« « 37
Positive Deviation from Grade Placement « « « ¢ ¢« « o « o 37
Number in Ungraded Divisions. « ¢ ¢ ¢ ¢ ¢ ¢ ¢ o ¢ o o ¢ o« 9

Tom L 4 L L L 4 . L] - L L] - L L] L L] L] L] - [ 3 L] * L 4 L d [ L L 3 L) . 193

As was previously stated, since promotion is more in accordance with
chronological age than with mental age, discrepancy In grading 1s less for
the former than for the latter. Apparently this accounts for the fact that
110, who have the ability to work beyond their present grade placement, show
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a negative deviation‘from grade placement, and 37, who have not tE? ability
to do the work of their present gfade placement, show a positive déviation.
Table VII indicates the measures of central tendency and variability of
the chronological age, mental age, intelligence quotient, and grade placement.
TABLE VII
MEASURES OF CENTRAL TENDENCY AND VARTABILITY OF THE CHRONOLOGICAL AGE,

MENTAL AGE, INTELLIGENCE QUOTIENT, AND GRADE PLACEMENT OF THE
193 CHILDREN REPRESENTED IN THE PRESENT STUDY

10th-90th
No. S.D. Mean Med. Range Percentile
Repge .
C.A. 193 2.7 12-2 12-3 6-20 8-16
M.A. 193 3,510 | 121 11-6 5-20 7-17
I.Q.. 193 | 22.30 102.30 103.61 | 46194 73-129
Grade v 193 2.68 6.5 5.8 | 1-12 | 2-=9

Table VII is, so to speak, a composite statisticael analysis of Tables I,
II, and ITI. A comparison of the measures of central tendency and variabili-
ty of the chronological and mental ages reveals no striking variance. Upo£
inspection, the mean I.Q. suggests that the group is typical of the normal.
However, the standard deviation, indicating that 68% of the group range be-
tween 80 and 124 I.Q., and the 10th-90th percentilevrange, showing that only
80% have I.Q.'s between 73 and 129, are not characteristic of a normal fre-
quency-distribution curve.

Although Tables V and VI manifest to some extent the relationship between
chronological age, mental age, and grade placement, they do not show the simi-
larity or variability of that relationship, This is indicated in Table VIII,




ghich presents the correlation between grade placement and chronological age,

gental age, and intelligence quotient respectively.

TABLE VIII

CORRELATION BETWEEN THE MENTAL AGE, CHRONOLOGICAL AGE,
AND GRADE PLACEMENT OF THE 193 CHILDREN REPRESENTED IN THE PRESENT STUDY

W ———
N_Qo r
M.A. Vs. Grade Placement 193 66T .03 ‘
C.A. Vs. Grade Placement 193 Y BT

= —
According to Table VIII, a substantlial relationship exists between men-
tal age and grade plac‘:ement. A similar relationship is indicated in the
correlation between chronological age and grade placement. The fact that 48
: or 25¢ of the group show a retardation of more than two years appears to be
a factor influencing the correlation. )
Tables I to VIII tabulate facts that are falrly representative of the
. |group. Tables IX to XII present comparative data of the vocabulary of the
Stanford-Binet Scale and the Word Meaning of the various forms of the
Stanford Achievenént Tests, administered individually to the group. Prior to
] dividing the groui) according to the form of achievement test taken, the vo-
esbulary scores of the Stanford-Binet Scale were correlated with the mental

» age. Table IX presents the relationship.
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TABLE IX

CORRELATION BETWEEN THE MENTAL AGE AND THE VOCABULARY SCORES ‘OF THE
193 CHILDREN REPRESENTED IN THE PRESENT STUDY

No. T

Mental Age Vs. Revised Stanford-Binet 193 .8 t .02
Vocabulary Scores : .

A glance at Table IX reveals a fairly high relationship between mental
age and the vocabulary scores of the Stanford+Binet. This colncides with
Terman (op. cit.) who claims that the correlation between mental age and the
vocabulary of the scale for single age groups range from .65 to .91 with an
average of .81.

Three standards are uged to compare the vocabulari of the intelligence
scale with the word meaning of the achievement test, namely: measures of cens
tral tendency, variability, and correlation. The former two are illustrated

in Table X.
TABLE X

MEASURES OF CENTRAL TENDENCY AND VARIABILITY OF THE VOCABULARY SCORES OF THE
REVISED STANFORD-BINET TEST AND THE WORD MEANING SCORES OF THE VARIOUS
FORMS OF THE STANFORD ACHIEVEMENT TEST ADMINISTERED TO THE
193 CHILDREN REPRESENTED IN THE PRESENT STUDY

- 10th-90th
Test No. Mean | Medlan S.D. Range Percentile
: Range
Stanford-Binet 57 10.07 | 9.89 3.42 3-17 5-15
Stanford Primary, 57 12.75 10.30 9.75 2-39 4=29
Form D
Stanford-Binet 1 20,21 | 20.30 5.10 13-25 9-23
Stanford Advanced, 1 26,95 | 21.00 12,60 10-47 6-45
Form E :
Stanford-Binet 122 16,75 | 16.45 5.60 5-30 9-24
New Stanford, 122 40.50 | 39.45 19.90 1-74 15-68
Forms V and W
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As indicated in this tablé', the meaus and medians of the Stenford-Binet
are similar. A comparison of the means and medians of the Stanford Achieve-
ment Tests shows the largest discrepancy in the Stanford Advenced, Form E.
In comparing the mean vocabulary of the Stenford-Binet Scale and the mean
word meaning of the various forms of the Stanford Achievement, the greatest
variability is in the New Stanford, Forms V and W. The standard deviations
of the three achievement teste are all larger than those of the intelligence
test. All three groups defined less words on *the Stenford-Binet Scale than
they did on the Stanford Achievement Test. Reasons for differences are ob-
vious, since procedures of the two tests are basically different.

In order to clarify the comparative data presented above, several fac-
tors have to be considered. For example, the children who were given the
Stanford Primary cen be classified into three distinet groups. In the first
are those who belong to the normal 'prima:ry group. The second group is com~
posed of feeble-minded children with an estimated primary grade achievement -
level, The third group compr'iaes children of average and higher mentality;
who show notable reading deficiency. '

The older children to whom the Advanced E Test was administered were re-
ferred to the clinic principally because of behavior difficulty or for voca-
tional guidance.

Those to whom the New Stanford Test was given, being a larger random
sample, are more representative of a cliricsl population. Therefore, in the
pages that follow, primary attention will be given to this group, although

material concerning the other groups is presented for a complete picture.
Table XI tabulates the correlation of the vocabulary of the Stanford-

Binet Scale and the Word Meaning of the various achievement tests.
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TABLE XI

-
CORRELATION BETWEEN THE VOCABULARY SCORES OF THE REVISED STANFORD-BINET TEST
AND THE WORD MEANING OF THE VARIOUS FORMS OF THE STANFORD
ACHIEVEMENT TEST OF THE 193 CHILDREN
REPRESENTED IN THE PRESENT STUDY

Tests . No. r

Stanford-Binet Vs. Stanford Primary, 57 S77.
Form D

Stenford-Binet Vs. Stanford Advanced, Y g6
Forn E 4

Stanford-Binet Vs. New Stanford 122 a1t .02
Forms V and W

As shown in this table, some relationship is evident between the vocabu-
lary of the Stanford-Binet and the Word Mesning of the Stanford Primary,
Form D. Although the Primary Form is primarily intended for the children of
the primary grades, as stated previously, the psychologist ordinarily gave
this form to any child, regardless of age or grade placement, who showed
serious retardation on the Gray Oral Reading Paragraphs. The resulls of the
oral reading test showed that 51 of the 57 who took the Primary Achievement
Test were reading on the first, second, or third grade level. The balance
were reading on the fourth grade level. Judging from these figures, reading
retardation probably accounts for the low correlation, although unknqun fac-
tors may also be contributing. The nature of the sample prevents the attach-
ing of too much importance to this correlation.

As indicated in Table XI, a substantial relationship exists between the
vocabulary of the Stanford-Binet Scale and the Word Meaning of the Stanford

Achievement Test, Form E. Since only 14 cases are represented in this group,

the statistical significance of the figures presented is of course negligible.
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A fairly high correlation exists between the vocabulary of the Stenford-

Binet Scale and the Word Meaning of the group who took the New Stanford
Achievement Test. This group, as will be shown in Table XII, seemed more
representative of a random sample, at least of a child clinic population.
Further comparative data about this latter group are presented in Table
XII. This table tabulates the correlation of the chronological age and mentel

age with grade placement, reading grsde of paragraph meaning, and reading

P

grade of word meaning respectively.
TABLE XII

CORRELATION BETWEEN CHRONOLOGICAL AGE, MENTAL AGE, AND GRADE PLACEMENT
CHRONOLOGICAL AGE, MENTAL AGE, AND READING AGE OF PARAGRAPH MEANING,
CHRONOLOGICAL AGE, MENTAL AGE, AND READING AGE OF WORD MEANING
OF THE 193 CHILDREN REPRESENTED IN THE PRESENT STUDY

- _
C.A. Vs. Grade Placement 122 | .57% .06
M.A. Vs. Grade Placement 122 | .58t .06
C.A. Vs. Reading Grade of Paragraph Meaning 122 | .36t .08
M.A. Vs. Reading Grade of Paragraph Meaning 122 9 t .08
C.A. V8. Reading Grade of Word Meaning 122 47 .07
M.A. Vs. Reading Grade of Word Meaning 122 J74 1 .02

Table XII presents a composite picture of the group who took the New
Stanford. Chronologically, this group ranges from 6 to 20 years and mentally,

from 7 to 20 years. Grade placement extends from 2 to 10.




CHAPTER V
SUMMARY AND CONCLUSIONS

The purpose of this investigation was to compare the vocabulary of the
Revised Stanford-Binet Intelligence Tést with the Word Meaning of the Stan-
ford Achievement Test, the former requiring an oral response to each word
presented, the latter, a printed multiple—chofbe procedure depending upon
reading ability. These tests had been administered individually to a selec-
ted group of children referred for psychological service to the Loyola
Center. -

Educational and psychological information about the group were collected
from the files of the Loyola Center for Child Guidénce. The data were ar-
raenged in tables. To show the relationship between the vocabularies, corre-

lation, measures of central tendency and measures of variability were used.

In this study no attempt has been made to generalize beyond the limits
justified by the evidence presented. The conclusions apply only to this
group.

In summarizing the results, it may be advisable to heed the warning of
Freeman (8) regarding the caution ﬂecegsary in interpreting the results of
correlation even though the most reliable statistical methods are used.
Harmon (op. ¢it.) claims that at times refined statistical analysis with
cofrelation coefficients and othef indices giving an appearance of exactness
and scientific precision may be false and misleading. Since statistics

41
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represent quantitative data, one way of counteracting misrepresensations is
to describe the relationship or nonrelationship in terms of qualitative data
related to the investigation. In this study the qualitative data were edu-
cational and psychological factors influencing the achievement of the group.

An‘ana]ysie of the reading disability of the group to whom the Stanford
Primary, Form D was administered, indicated that 53 per cent were severely
retarded, showing from three to five years dei;iciency in both silent and oral
reading. A study of the individuals in the group further revealed that many
were given special diagnostic tests, followgd by intensive remedisl work.

The educational factor of non-promotion showed further evidence about
the reasding problem. Sixty-one percent of the group repeated at least one
of the primary grades. Since reading disability 1s one of the principal
reasons why children are retained, it is highly probable that this group was
no exception to the rule.

Reading disability was further evidenced in the fact that the psycholo-
gists, recognizing the reading retardation of the children, administered ‘
primary tests in preference to intermediate or advanced reading tests.

Relying only upon the above facts, cne might conclude that reading dis-
ability probably influenced the vocsbulary scores. However, a careful
| analysis showed that the group to whom the Stanford Primary, Form D was ad-
ministered could be classified into three divisions. In the first were those
who belonged to the normal primary group. The second group was composed of
older feeble-minded and border-line children with an estimated primary grade
achievement. The third group comprised children of average and high mental-

ity who showed notable reading deficilency.
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To conclude that.because the third division showed reading deficiency
the vocabulary of the entire group was affected, would be 1llogica1.

The nature of the sample to whom the Stanford Advanced, Form E was
administered prevented the attaching of too much importence to the education-
al and psychological factors influencing the group. -

Those to whom the New Stanford Test was given, being a larger random
sample, were more representative of a clinical population. However, the wide
range of mental and chronological ages, and scholastic achievement, made it
impossible to reach any definite conclusions concerning the influence of
reading upon the vocabulary scores of the group.

Turning to the more qualitative aspécta recorded in the case histories
by the psychologists who administered the tests, it seems that certain psy-
chological factors, such as emotional strein, inhibited some of the children'é
oral response on the Binet. Retarded readers, trying to "decipher words"
on the achievement test alsé exhibited emotional stress. Naturally, the
stetisticel data of the study faill to describe the behavior of the children,
and yet these reactions form an integral part of the children's mode of re-
sponse.

The most important outcome of this study was a realization that the in-
adequacy of the collected deta is compensated by the fact that each child
when referred to the Loyola Center had received individual attention. His
assets and lisbilities were both considered by the psychologist who adminis-
tered the tests. Each child had been studied from many points of view,

Physical and mental endomment, 8s well as social, emotional, end moral capa~
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bilities were and are synthesized in every case studied at the Loypla Center
for Child Guidance. Finally, as & Catholic agency its methods of treating
and correcting conduct disorders and other maladjustments, takes into account

the true nature of the child and the importance of supernatural helps.
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