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SPE 535: Teaching Toolbox 

I. Introduction 

This is a submission to complete the requirements of the coursework for SPE 535, 

Diagnosis, and Assessment in Special Education. The contents include in order, Case Study: 

Administering Tests, evidence of the completion of all course requirements, substantiation in 

achieving personal goals for the course and a final evaluative reflection.  The evidentiary 

material is a sizeable collection of the work submitted which reflects my personal and 

professional development.  

II. Case Study: Administering Tests 

Personal statement 

 The requirements for this assignment was made possible by the timely intervention of 

Canal Winchester’s School Psychologist S. Carter, PhD. convincing the principal at Indian Trail 

Elementary School of the importance to my professional development in administering portions 

of the Woodcock-Johnson Test to one of her students.  I met with the student and observed her 

interactions with the teacher G. Huskey in her classroom on November 13, 2009. 

Although testing using the Woodcock-Johnson Tests of Achievement (WJ-III) had 

already proceeded, November 11-13, 2009, with “Calculation”, “Applied Problems” “Spelling” 

“Writing” Samples” and “Math Fluency” sections. I assisted in the administration and the 

scoring of these sections of the test under the supervision of E.Echelbarger, the special educator 

who administered the test of the “Letter-Word Identification” “Passage Comprehension” and 

“Reading Fluency” sections of the WJ-III on two consecutive morning blocks from November 

16-17, 2009.  
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 Other tests summarized in this paper, the Weschler Intelligence Scale for Children-III 

(WISC-III) the Wechsler Individual Achievement Test (WIAT) and the Devereaux Behavior 

Rating Scale administered to the student in mid-October 2009 and provided to me for this paper 

by S. Carter.  A parental permission form, signed by the parent of the student, is included in the 

appendix. Throughout this paper, the student observed and assessed is referred to as “Jane Doe” 

to maintain the child’s confidentiality. 

CANAL WINCHESTER LOCAL SCHOOL DISTRICT 

Special Education Services 

131 Franklin Street 

Canal Winchester, Ohio 43110 

EVALUATION TEAM REPORT (ETR) 

COVER PAGE 

This report summarizes and interprets the results of a multifactored evaluation completed 

as a portion of the child identification and evaluation procedures established by the Individuals 

with Disabilities Education Act (IDEA). The information contained in this report is subject to the 

rules governing confidentiality of educational records. 

Student's Name: Jane Doe Date of Birth: 8/25/01      Age: 8 

The information contained in this report was compiled or developed by the assessment 

team to address specific educational concerns, including the student's need for special education 

services. 

Part I. Student Information 

Jane Doe’s mother has requested a multifactored evaluation due to a suspected learning 

disability. Jane Doe has struggled with reading and math and, despite extra help from her mother 
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at home; Jane Doe has not made as much progress with math. An academic screening indicated 

that Jane Doe exhibits discrepancies between her performance in language arts and math. School 

records indicate that Jane Doe has struggled throughout her school career concerning reading and 

math, but at this time, her current teacher reports her greatest difficulties are with math concepts, 

retention and number relationships. 

Jane Doe resides with her mother and stepfather, and brother. Jane Doe’s mother reports 

working consistently with her at home on reading and math skills; however, she does not see 

sufficient progress in math. It is the team's determination that Jane Doe has received adequate 

reading and math instruction. In addition, she is proficient in English, and English is the primary 

language spoken in the home, Furthermore, Jane Doe’s learning difficulties are not the result of 

environmental, cultural, or economic disadvantage. 

Part II. Preliminary Student Assessment 

Summary of Observation 

Date of Observation: 11//13/09    Setting: Jane Doe’s third-grade classroom_ 

Activity: The students did a "minute math" activity. They had a worksheet for their 

multiplication facts. This was a mastery learning activity as each student was working to pass 

each level (O's, 1’s, etc). The students had 2 minutes to complete their math sheet. After this, the 

class reviewed their spelling list for the week. Her teacher, G. Huskey read one of the spelling 

words and used it in a sentence. Students then raised their hand to spell the word. 

Summarize relevant behaviors: 

1.   Describe behavior patterns: 

Jane Doe was currently working on her “2X” multiplication tables. G. Huskey shared that 

only two students have currently not mastered this level (Jane Doe and one other student). The 
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other students are working on 3's through 11 's. Jane Doe was slow to follow teacher directions 

as it took her several minutes to come up and get her math sheet. During the minute math, Jane 

Doe looked at other students' work (this was not "cheating" as none of the other students at her 

table had the same paper). During the time, the class was studying their spelling words; Jane Doe 

sat at her desk and did not raise her hand. However, G. Huskey reported that Jane Doe missed 

the previous two days of school due to illness. 

2.  Describe the frequency of problem behavior(s): 

Jane Doe did not exhibit any overt "problem behavior". She does appear quiet and to 

have a low affect.  

3.   Describe the intensity of the problem behavior(s): 

Jane Doe is quiet and may not be likely to ask for assistance when it is needed in the 

classroom from her teacher or peers. This behavior could interfere with her academic success as 

the level of independent work increases with each school year. Jane Doe should be seated with 

peers who are positive role models in completing work independently and seeking help from 

others. She should also be encouraged to seek assistance in various ways (e.g. raising her hand, 

approaching the teacher's desk, asking a peer, using classroom resources such as class schedules, 

etc). 

Part III. Assessment 

Summary of assessment(s), including results and instructional implications: 

Name of Instrument(s):    Wechsler Intelligence Scale for Children-Ill (WISC-III) 

Date of Assessment(s):     10/15/2009 

Verbal I.Q. Score - 106 Performance I.Q. Score =110 Full Scale I.Q. Score - 108 

Verbal Scale          Scaled Score                      Performance Scale      Scaled Score
Information 8 Picture Completion 12 
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Similarities 13 Coding 13
Arithmetic 9 Picture Arrangement 13
Vocabulary 10 Block Design 8 
Comprehension 15 Object Assembly 11
Digit Span  Mazes  

 

On a measure of both verbal and nonverbal intellectual ability, Jane Doe earned scores, 

which fell in the Average range. She earned a WISC-ITI Full Scale IQ score of 108, which falls 

in the range from 103 to 112. This score falls at the 70th percentile, meaning that Jane Doe scored 

as well or better than 70 percent of those individuals included in the standardization sample. The 

WISC-III consists of verbal and nonverbal (performance) scales which combine to form the Full 

Scale IQ. The verbal domain, which is highly language structured, requires verbal 

comprehension and verbal expression as a measure of intelligence.  

The performance domain measures the ability to express intelligence nonverbally by 

understanding and interpreting information demonstrated primarily through the manipulation of 

concrete materials. The difference between Jane Doe’s Verbal IQ of 106 and Performance IQ of 

110 is not statistically significant, indicating that Jane Doe is equally proficient in processing 

information in both domains. 

Summary of assessment(s), including results and instructional implications:  

Wechsler Individual Achievement Test (WIAT) 

Subtests                 Standard Scores    Percentile Rank
Basic Reading 97  
Mathematics 100

Spelling 
Reading 109

Numerical 88
Written 
Reading 101

Math Composite 94
Writing   
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Woodcock- Johnson Tests of Achievement-Ill (WJ-UI) 

Subtests                           Standard Scores    Percentile 
Letter- Word 91 27 
Passage 92 31
Calculation 83 13
Applied 104 61
Spelling 82 11
Writing 99 47
Reading 100 49
Math Fluency 90 25
 
Broad Reading 93 32
Broad Math 93 33
Math 84 15

 

Jane Doe’s academic skills evaluated using the above-listed instruments, Wechsler 

Individual Achievement Test (WIAT) and the Woodcock- Johnson Tests of Achievement-Ill 

(WJ-UI). Results indicate that Jane Doe is currently performing in the Average range concerning 

overall reading and math skills (WIAT Broad Reading standard score =101; WIAT Broad Math 

standard score = 94). Analyzing Jane Doe’s skills based upon age-based norms (that is, 

comparing Jane Doe to most other children her same age) shows that she has mastered most 

basic academic skills in the areas of reading, math and written language; although her math 

calculation skills were slightly below average for a child her age. 

Due to Jane Doe’s late August birthday, grade-based norms were calculated in order to 

view Jane Doe’s performance in relation to most other students at her same-grade level (many 

other children Jane Doe’s same grade are in second-grade, thus her performance on age-based 

measures may not be indicative of her performance in a third grade curriculum). Results of the 

WJ-IIT indicate that Jane Doe is performing in the Average range concerning Broad Reading 

(standard score = 93) and Broad Math (standard score = 93). Individual subtest results indicate 
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that Jane Doe has the most difficulty with math calculation (standard score = 83; Low Average 

range) and spelling (standard score ~ 82; Low Average range).  

Her knowledge of basic math concepts and their application to word-type problems with 

and without picture clues falls in the average range. Grade equivalents indicate that Jane Doe’s 

overall academic skills primarily fall at a late second-grade to early third-grade level. 

Areas of Assessment: Social-Emotional/Behavioral Functioning 

Summary of assessment(s), including results and instructional implications:  

Devereaux Behavior Rating Scale 

Subscales                        Standard 
Interpersonal Normal 
Inappropriate Normal
Depression Normal
Physical Normal
Total Score Normal 

 

The Devereaux Behavior Rating Scale was based on her classroom teacher, G. Huskey, 

answering questions concerning Jane Doe’s behavior. Results indicate that Jane Doe’s behavior 

is similar to that of most other girls her same age. Consequently, no adverse affect upon her 

educational performance is expected due to social and emotional factors.  

Part IV. Results and Discussion 

Regarding instructional implications, Jane Doe will have difficulty performing grade-

level tasks in the areas of math calculation and spelling independently. While she has mastered 

basic academic skills in overall reading, math and written language, she will need greater 

repetition and more opportunities for practice of basic math facts in order to be successful. Jane 

Doe will also require more help with spelling, such as more repetition and possibly "re-teaching" 

of basic sight words. Jane Doe should be encouraged to edit her work for spelling errors, using 
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the aid of a peer or an adult helper to make necessary corrections. Fluency in the areas of reading 

and math does not appear to be problematic at this time. That is, Jane Doe appears to work at an 

acceptable pace about reading, understanding and responding to simple written statements and 

completing simple math problems.  

Appendix 

 

III. Achieving Personal Goals 

Rationale and evaluation 

1.  Introduction to assessment 

A. Paper: “Learning Disabilities Assessment and Interventions” 

B. “Journal One: November 4, 2009” 
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Under this domain, there are two examples that demonstrate my ability to apply 

knowledge in assessment. In the essay assignment, relevant facets from two online journals 

demonstrate my grasp of the issues, linking effective practices to professional development. In 

the second part of the assignment, lesson plans created illustrating my knowledge of applying 

and designing effective behavior change strategies.  

The second paper “Journal One” summarizes the readings from the Overton (2009) text 

of November 4, 2009 describing the assessment process in general education and the laws and 

ethical standards governing the interpretation of tests in special education services.  

Learning Disabilities Assessment and Interventions 
Grand Canyon University 

i) Explaining a Learning Disability to Parents and Teens 

Retrieved November 1, 2009, from 

http://www.righthealth.com/topic/Disability_Learning_Testing/overview/healtholog2

0?fdid=healthology_8bac0e2187e674149ad79fd202d670df 

The article Explaining a Learning Disability to Parents and Teens is important because 

many of the students that a special educator will have in the classroom may have deficits in one 

or more of the educational areas such as reading, writing, spelling, and math. The article 

provides information in an easy-to-read, non-formal (jargon) language that anyone can easily 

access and understand.  It provides for a common-sensical definition of a learning disability is 

how language is processed in the brain and what it entails for the individual with a learning 

disability along with dispelling common myths such as a reflection of an individual’s level of 

intelligence, which is debunked in the article. 

 Examples of how a learning disability affects school and home life; emotional reaction 

describing how the problems associated with a learning disability can lead to anger or lead to 
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depression are provided.  It highlights the assessment tools used in the diagnosis of LD, and 

recommended using the Woodcock Johnson Cognitive Tests as a better indicator of how material 

is learned. The Wechsler test, commonly used to evaluate verbal performance and full-scale of 

IQ results, was deemed as being inadequate. After the diagnostic testing is complete, learning 

disability identified intervention as planned under the Individualized Educational Plan (IEP) 

implemented.  

The authors’ recommends counseling for the teen and the entire family using cognitive or 

behavioral therapy, an important part of the treatment program. It recognizes the fact that 

learning disabilities are demoralizing and the failures associated with learning disabilities can 

create a feeling of lost opportunities. In understanding the emotional impacts a learning disability 

has on a teen, a teacher can use this information in suggesting the necessary behavioral supports 

for the youngster and the family as part of the IEP process.   

Autism & Child Behavior - Ohio's Local Solution for Child - Development Screening & 

Education.  Retrieved November 1, 2009, from 

http://concernedaboutdevelo.reachlocal.com/coupon/?scid=1314253&cid=420799&tc=09110112

052535284&kw=2382455&dynamic_proxy=1&primary_serv=concernedaboutdevelo.reachlocal.

net 

 Autism Spectrum Disorder (ASD) is one of the pervasive developmental disorders that 

require thoughtful discourse on its etiology based on sound, scientific and medical research. As a 

Special Educator, the odds of a student with ASD will be in the classroom in the near future is 

high. This article is important because of its clarity of purpose in disseminating information 

about an important medical, public health, and educational issue from a reputable organization: 

The American Academy of Pediatrics.  
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 It emphasized the importance of early detection not only for the child but also for the 

family. It states, “Many developmental delays can be identified in the first year of life. But when 

doctors and parents don’t monitor their child’s development, problems can arise.”  Closer to 

home, in Ohio, November 2004, the prevalence among 8 year olds in the Ohio Public Schools in 

2003 was 1 in 290. This would indicate either that the prevalence of autism is lower than the 

national average in Ohio, or that nearly 50% of children with autism in Ohio are not being 

identified.  It defines what a developmental delay is in terms of what a youngster’s normal 

developmental milestone should be with peers at his or her age. Children reach milestones in 

playing, learning, speaking, behaving, and moving (crawling, walking, etc.). A developmental 

delay is when a child does not reach these milestones at the same time as other children the same 

age.    

The editorial describes autism as a developmental disorder that affects a child's ability to 

communicate, interact, and play with other children and adults. Children with autism have 

difficulty recognizing and responding to the feelings of others and adjusting to changes in their 

daily routine and environment. This tendency to insist on things being the same all the time can 

lead to significant anxiety not only for the individual with ASD, but also for caregivers and 

educators. Social aloofness is the core problem that separates children with autism from children 

with other developmental disorders. 

The article further states that autism is a genetically linked disorder and there is no cure 

for its symptoms, however, through early intervention and detection youngsters with ASD can 

improve the function and quality of their life.  For parents and other caregivers, the audience that 

this article is responding to, suggests that through proper nutrition, exercise, and rest are very 

important for children’s health and development. It further recommends that spending quality 
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time with the child by playing, singing, reading, and talking can make a big difference in his or 

her development.  

ii).    Learning Disabilities Assessment and Interventions 

Introduction 

According to Smith, the assessment process consumes a significant amount of time that 

could be used to teaching of students. Therefore, many schools have developed prereferral or 

teacher assistance teams (TAT) comprised of experienced general and special education teachers 

and other specialists. Team members consult with the classroom teacher on a student’s 

difficulties, observe in the classroom, gather informal data related to the problems, hypothesize 

about the origins of these problems, and suggest interventions. The goal of the TAT team is to 

act preventively to circumvent the development of academic and behavioral problems. The team 

defers a decision on whether to recommend a more in-depth assessment until the recommended 

program modifications have been implemented and their effectiveness evaluated (Smith, 2004, p. 

308). 

The following two lesson plans are designed to implement behavior change strategies for 

effective classroom management for learners with special needs and outline the steps that 

teachers and parents can take in teaching self-advocacy skills as youngsters’ transition from pre-

school to elementary school; from elementary school to middle school and from middle school to 

high school.   

Behavior Change Lesson Plan 
 

Step 1: Identify and define the behavior 
 

Respect Yourself and Others 
 

Rationale:  Expectations for interacting with others will aide in promoting a composed, 
positive learning environment. 
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This lesson plan may be implemented in a K-5 classroom. It meets or exceeds the following 
Arizona Professional Teacher Standards (APTS): 2,4,5,8,9. 
 
Objectives: 

 Decrease inappropriate language and discussions 
 Decrease verbal and/or physical aggression toward peers 
 Increase  the respect of other’s personal belongings 
 Increase age appropriate humor, behaviors and interest 
 Increase the likelihood of accepting personal responsibility for his or her actions 
 Increase the likelihood of making new friends and maintaining a healthy relationships with 

your current friends and family members 
 To be aware of what is appropriate physical content with self and others in social situations 
 To make possible to discuss personal thoughts and feelings in a positive, non-threatening 

way 
  To understand and explain another person’s point-of-view 

 
Step 2: Lesson plan objective(s) 

 
1) When asked, five randomly chosen students will recite the specific behavioral expectations 

for this rule, with 100% accuracy. 
 

2) When quizzed, the class will complete the expectations grid with 80% accuracy 
 

3) When asked, all students will recite the four school wide rules with 100% accuracy. 
 

4) When asked, all students will recite the consequences for not following classroom rules with 
100% accuracy.  

 
Step 3: Materials 

1) Behavior contracts template 
2) Chalkboard 
3) Color markers 
4) Colored chalk 
5) Craft supplies 
6) Computers with internet connection 
7) Daily point sheets 
8) Digital CD/DVD player 
9) Digital video projector 
10)  Easel 
11) Flip chart 
12) Good behavior charts 
13) Projector screen 
14) Reflection handouts 
15) Star chart 
16)  Stereo speakers 
17) Stickers 
18) Woolfolk Educational Video  
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Step 4: Teaching Strategies 

 
To implement this lesson plan the teacher may use one or more of these behavior 
modification strategies: 
 
Coaching Steps 
 

1. Pre-correction (before the behavior) 
2. Coaching “in the moment” (during the behavior) 
3. One-minute skill builder (after the behavior) 

Ongoing Coaching Strategies 
 

 Contracts 
 Daily parental contract (home notes) 
 Enable “Caught Doing Good” routines in the classroom 
 ENACT (bringing in professional support groups to model desirable behavior) 
 Have a low tolerance for any errors 
 Maintain a calm composure 
 Maintain consistency 
 Self-recording 
 Student/teacher discussions and conferences 
 Token reinforcement 
 View errors as a “teachable moment” 

 
Consequences for appropriate and inappropriate behavior 
Consequences for appropriate behavior: 

 
 Additional time for crafts and personal reading 
 Assist with and use Audio/Visual equipment 
 Choose to listen to background music 
 Class movie time 
 Design bulletin board 
 Draw/write on chalkboard (using colored chalk) 
 Extra computer time for research or teacher approved games 
 Extra time with puzzles and games 
 Extra-curricular activities (i.e. collecting recyclables from classrooms; helping in the 

cafeteria) 
 “First to pick” recess equipment 
 Get-out-of- homework pass 
 Gym passes 
 Help to arrange room (i.e. organize classroom bookshelves).  
 Ice cream socials 
 Maintain classroom calendar 
 Pat on the back 
 Photo recognition board 
 Photographs 
 Positive comments on a student’s paper 
 Positive conference that praises student’s progress 
 Praise, nods, smiles 
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 Say “Thank you for…” 
 Snacks (i.e. soft drink allowed in classroom) 
 Stickers, smiles drawn on paper that is meets or exceeds expectations 
 Treasure box (Mentoring Minds) 
 Trip to the water fountain 
 VIP Lunch  (lunch with principal in his or her office) 

 
Consequences for inappropriate behavior: 
  

 Additional homework 
 Being separated from peers during lunch 
 Call home to parent/guardian  
 Extra-curricular activities suspended 
 In school suspension 
 Meeting with teacher, principal, parents/guardian 
 No downtime activities such as computer usage, crafts, games, personal reading 
 Time-out from social activities (i.e. arts and crafts, gym, recess, class movies, ice cream 

socials, etc).  
 
The teacher begins the lesson by showing a video on classroom behavior (Woolfolk, 
Educational Video, n.d.) and will ask the students to think of four things that the teacher is 
trying to do in his or her classroom:  
 

1) What desired behavior is the teacher trying to show to her students? 
2) What desired behaviors is this instructor trying to "teach" her young students? 
3) Identify some of the consequences observed in this video. What effect do they have on 

student behaviors?   
4) Identify some positive things the teacher either said or tried to convey to the students.  What 

effect do they have on student behaviors?  
After the video is shown, the teacher will then set-up a flip chart and easel in front of the 
class. The teacher will then divide the paper in half with the following headings (using green 
marker) “Positive Teaching Examples” and (using red marker) “Negative Teaching 
Examples”.   

Positive Teaching Examples Negative Teaching Examples 
 

1) Be open to other people’s opinions. 
 

2) Follow directions the FIRST time. 
 

3) Listen while others speak. 
 

4) Respect other people’s feelings.  
 

5) Reward pro-social behavior 
immediately and often. 
 

6) Speak using kind words only. 
 

1) Arguing with teacher, refusal to comply, 
waiting until your friends comply. 
 

2) Criticizing teachers or students for their 
opinions. 
 

3) Interrupting, talking to others, looking at or 
playing with other materials. 
 

4) Saying mean or hurtful things to other 
students or teachers. 
 

5) Swearing (in an isolated manner or at 
others), name calling, inappropriate joking 
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 etc. 

 
5) Walking out of class. 

 
Step 5: Practice/Role-play with Student Activities 

 
For student role play activities the following should be considered by the teacher: 

• Role play with questions to answer “in-situ” environments 
• Writing or drawing in journals that illustrate specific feelings 
• Encourage ongoing classroom discussions related to positive interaction 

o Contracts 
o Reflection worksheet 
o Sticker reinforcement 
o Students will tell why they see someone doing the right thing and will tell why s/he 

thought it was a positive behavior 
Role-play activity:   
 
1) Teacher reads a scenario of students being disrespectful in classroom. Students raise hand 
and suggest (using positive teaching examples) how to correct the situation. 
 
2) Students act out positive behavioral expectations as teacher re-reads each scenario. 
 
Practice: 
Across several routines through the day, students will practice each of the behavioral 
expectations for respecting self and others. 
 
All demonstrations of positive behavioral expectations will result in verbal praise and will 
result in points toward a larger class incentive (CPBS Program, n.d.).  
 
The Good Behavior Game 
To be used when a teacher is striving to teach a new behavior. 
 
The teacher will write a short list of good behaviors on a flip chart and place a star each time 
the teacher observes good behavior. After the student has earned a small number of stars 
(depending on the child’s chronological age) give him or her reward.  
 
Good Marks/Bad Marks 
Best method for difficult, highly active children 
 

• The teacher, after a short period of time has elapsed (about an hour) will place a mark on a 
chart or on the student’s hand each time the teacher observes the learner performing an 
example of good behavior. For example, if the teacher witnesses a student playing quietly, 
solving a problem without fighting, picking-up toys or reading a book, the teacher would 
mark the chart. 

• After a certain number of marks are attained, give the learner a reward. 
• The teacher can also make negative marks each time a bad behavior occurs. To do this, give 

the student a reward if there are more positive marks than the negative marks.    



Teaching Toolbox 18 

 
Step 6: Assess Student Progress 

Students will recite behavioral expectations. In addition, students will be responsible for 
demonstrating behavioral expectations through role-plays and practice opportunities from 
daily routines. Then, students will complete the behavioral expectations grid. When all 
lessons are complete, students will be asked to recite what has been developed and prepared 
from the behavior lesson plan (CPBS Program, n.d.).  

Step 7: Assessment/Evaluation 
To assess this lesson plan the teacher may incorporate: 

 Informal teacher observations 
 Daily point sheets 
 Self recording sheets 
 Students’ Daily Reward Sheet 
 Parental reports/ home notes (daily, weekly, monthly) 

Follow-up evaluation of office referral forms, progress toward meeting classroom incentive 
goals. Review academic achievement for first marking period. Observation of the students in 
and out of the classroom (i.e. bus drivers, cafeteria monitors, day care centers, play ground 
monitors, peers at bus stops, letter from home, etc.) to see whether school rules are being 
followed.  

Step 8: Closure 
In closing, the learner will continue to need ongoing coaching in order to maintain 
consistency. Teachers, paraprofessionals, student aids should have a low tolerance for any 
errors and they should exhibit and maintain a calm composure. Take a positive stance and 
view errors as a teachable moment. Remember to pre-correct (before the behavior and coach 
“in the moment” (during the behavior). That one-minute skill build (after the behavior) is 
very important. 
 
Closure Steps: 
The learner will write one behavior that the students recognize they need to improve along 
with a target date to be in their “new behavior mode.” This is to be placed on a flip chart so 
that the individual student can “own it”.   

 

Transitioning Lesson Plan 

Transition from Pre-School to Elementary School 

A transition program into kindergarten is designed to enhance connections among 

children, families, teachers, and peers.  These can be important to supports to children and 

families during this period of change.  Activities are intended to increase familiarity with school, 

provide for consistent expectations between home and school, and make children more 

comfortable interacting with school (Amwake, 2004).   
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Family/School Connections 

• Arrange a time for parents to meet with preschool and kindergarten teachers to discuss 

the expectations of kindergarten and their children’s specific needs (Ibid.). 

• Encourage families to engage their children in literacy activities at home, such as reading 

together (Ibid.). 

• Hold a meeting early in the school year to discuss kindergarten transition (Ibid.). 

• Share school readiness information with parents (Ibid.). 

• Encourage parents to visit the school and class with their children (Ibid.). 

• Keep parents informed of the activities you provide that will help their child prepare for 

kindergarten (Ibid.). 

School/ Child Connections 

• Provide opportunities for children to interact directly with the anticipated kindergarten 

teachers by arranging visits to kindergarten classrooms during story time, center time, 

recess or a special school function  (Ibid.). 

• Familiarize children with their kindergarten teachers by reviewing tier names, showing 

their pictures, and discussing what their class will look like (Ibid.). 

• Get children ready by discussing the rules for kindergarten, such as taking turns and 

waiting in line (Ibid.). 

• Identify a current kindergartner to serve as a friend to the preschooler.  Plan visits to the 

kindergarten with the friend to read a story, demonstrate playing a game or showing the 

younger child how to use a computer (Ibid.). 

  Involving Children in the Transition Process   
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• Teachers can read books about the changes and new experiences involved in going to 

kindergarten.  Ask questions that involve children in problem solving about the situations 

presented in the books (Ibid.).  

• As the year progresses, gradually give children additional responsibilities in the 

classroom (Ibid.).  

• Encourage children to care for their personal needs.  As children become more 

responsible, they should not need verbal reminders to wash their hands before eating.  

Use visual reminders signs in the bathroom.  Have tissues readily available so children 

can wipe their own noses.  Allow children time to attempt zipping, snapping, and 

buttoning their clothes (Ibid.).  

• Gradually increase the amount of time children work or play with peers (Ibid.).  

• Engage children in interactive games that help them recognize their own names and learn 

to be responsible for their personal possessions.   Games are great for teaching concepts 

such as taking turns, working cooperatively and listening (Ibid.).  

• Arrange for a school bus to come to your program so that children can take a bus tour and 

become acquainted with the bus driver (Ibid.).  

• Share your own experiences about going off to kindergarten (Ibid.).  

• Set up cafeteria type meals or snacks.  Begin by having children carry cone item at a time 

and gradually increase (Ibid.).  

• Shorten naptime as the year progresses (Ibid.).  

• Role-play whenever you can.  Children love to act out stories and feelings (Ibid.).  

Transitioning into a new school can be difficult for children with LD, especially if they 

are not trained to do so,  It is important that all parties responsible for the children’s care and 
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education work collaboratively in transitioning the child.  Transition activities should be planned 

cooperatively and should be practiced at home and in school.  It is crucial that parents are 

involved in the process (Ibid.).  

Transitioning Into Middle School 

Transitioning into middle school can be very difficult for children with special needs and 

their parents.  However, a child getting ready for middle school probably has a good idea of what  

s/he may be faced with.  The child will be familiar with his/ her learning style and what 

accommodations work best for him.  Some of his accommodations are much like his peers.  They 

will include calculators, spell checker and extra time on tests and what strategies are suitable for 

him.  Promoting self-advocacy will help with transitioning into the middle school (Frasier, 

2007). 

Steps for Aiding In the Transition Process 

• Provide opportunities for students to make choices, teaching them that they can exert 

control and that most choices have limited options (Ibid.). 

• Promote early problem solving skills by encouraging students to think aloud as they 

address simple problems.  Teachers should model their own thinking process (Ibid.). 

• Provide feedback regarding the outcomes of their choices to begin to link choices to 

consequences (Ibid.). 

• Teach students to evaluate their work based on a standard to lay the foundation for later 

self-management skills (Ibid.). 

• Coach them in setting and committing to personal and academic goals, including 

identifying steps to achieve these goals and obtaining support to monitor progress (Ibid.). 



Teaching Toolbox 22 

 
• Encourage students to make decisions that affect their day-to-day activities, including 

academics goals, post school outcomes, schedules and others (Ibid.). 

• Create a learning community that promotes active problem solving and choice 

opportunities.  Students who learn to solve problems will do better in classrooms that 

value diversity in opinion and create a safe place for children to offer opinions (Ibid.). 

• Children exposed to real life situations by taking trips and be aware of their expectations 

in society (Ibid.). 

• Make sure a student understands his rights and responsibilities (Ibid.). 

• Provide a safety net for him or her so that s/he feels secure enough to take risks like 

trying out for sports, looking after a  neighbor’s pet or spending two months allowance on 

a toy he has been wanting (Ibid.). 

• Role-play to handle tough situations in school or feelings such inferiority (Ibid.). 

• Ensure that the child is accountable for his actions and takes responsibility, especially 

homework and commitment to friends (Ibid.). 

Transition from Middle School to High School 

 Transition into High School can be very difficult and stressful for adolescents entering 

into the school.  This is especially true for students with disabilities.  Many students entering the 

9th grade may express concerns about being “picked on” or having classes that are more 

challenging.   This is a time when they move from more supportive middle schools to high 

schools where they have to be more independent.  If high school transitions are not successful, 

this may lead to a higher dropout rate and low achievement in many academic areas.  Therefore, 

it is important that educators, teachers, and students work collaboratively to ensure success in the 

transition process (Hoffman, 2003).   
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Interventions, Approaches and Supports 

• Develop bridging activities that provide information about the high school.  These 

activities should socially support the student in planning the transition and bringing 

together middle and high school educators (Ibid.). 

• Involve parents in the process.  If parents participate in the process, there will be a lower 

rate of failure. I n addition, communicate to parents what ninth graders are expected to 

know.  Guide them in helping their children through the process (Ibid.). 

• Parents and students  invited to an annual open house for all incoming freshmen and be 

encouraged to take a tour of the building to become comfortable with it (Ibid.). 

• Teach students to direct their own learning.  Students with disabilities can learn and use 

strategies like self-instruction, self-monitoring, and self-evaluation to learn academic 

content and to improve performance in independent living skills (Ibid.). 

• Communicate high expectations and emphasize students’ strengths and talents.  A teacher 

should communicate the strengths with the students as regularly as possible to improve 

self worth (Ibid.). 

• Promote active involvement in educational planning and in decision-making. IDEA 

mandates that from 14 years old onward, transition needs, and services be addressed on a 

student’s IEP and goals related to these services be based on the student’s needs, 

interests, and preferences.  Children should be involved in planning skills such as goal 

setting, problem solving, effective communication, listening, self-advocacy, and decision 

making (Ibid.).  

• Help student so create action plans to achieve goals and stick with them (Ibid.). 
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• Use a problem solving approach process to identify a problem, gather information, list 

and consider options, consider advantages and disadvantages, choose and implement a 

solution and evaluate whether the solution is effective (Ibid.). 

Conclusion  

The pre-referral referral and the teacher assistance teams develops a process by which 

assessment can be conducted through observation of classroom behaviors for the purpose of 

developing positive behavior outcomes in the classroom. Furthermore, through teacher-parent 

collaboration, assessment can aide in the youngster’s ability to negotiate successfully the 

transition processes from pre-school through high school, making the progression crucial for 

students with disabilities on all levels. For educators, it is important to model self-determined 

behavior throughout the day and the school environment. It should always be positive and allow 

children the chance to make choices and realize that mistakes are important in the learning 

process.   
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Journal One: November 4, 2009 
Grand Canyon University 

1. What are the key points in your reading? 
 

The main ideas from the Overton text, chapters 1 and 2, we learned about the assessment 

process in general education and the laws and ethical standards governing the interpretation of 

tests in special education services.  

From chapter 1 

I. Testing 

a. A method to determine a student’s ability to complete certain tasks 

b. Demonstrate mastery of a skill 

c. Knowledge of content 

II.  Assessment  

a.  Process of gathering information 
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b. To monitor progress 

c. Make educational decisions 

d. IDEA, 1997, 2004 

e. NCLB, 2001 

III. Disproportionality 

a. Students of a specific ethnic group 

b. Risk for being overrepresented 

c. Risk for being underrepresented 

IV. Prereferral intervention strategies 

a. Teachers and others 

b. Modify student behaviors 

c. Learning environment 

d. Teaching methods 

V. Early intervening services 

a. Evidence based methods for addressing needs of students 

b. At risk for learning or behavioral disabilities 

c. Students who have exited from such services 

VI. Response to Intervention 

a. Learning and behavioral interventions  

b. Measurement of student’s response to such interventions 

VII. Three tier model of intervention 

a. Core academic subjects 

b. Teacher assistance teams 

1. Assist in designing interventions for students who are not making progress 

c. Tried to avoid the over identification of special education students 
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1. Identifying students who seem to be eligible for special education services but 

who are actually not disabled 

VIII. Contemporary model of assessment 

a. Problem solving model 

1. Finding a solution rather than determining eligibility or finding special education 

placement 

b. Assessing student progress in the classroom 

1. Informal assessment 

2. Curriculum based assessment 

3. Criterion related assessment 

4. Criterion referenced tests 

5. Performance assessments 

6. Portfolio assessments 

7. Dynamic assessments 

c. Alternative assessments 

1. Students with disabilities 

2. Determined unable to participate in statewide assessments 

d. Ecological/environmental assessment 

1. Students assessed in their natural environment 

2. Classroom 

IX. Comprehensive evaluation 

a. Norm referenced tests 

1. Student performs on tasks compared with students of the same age or grade level 

b. Standardized tests 

1. Tests developed with structured and specific instructions 
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2. Formats, scoring and interpretation procedures 

c. Educators must keep the individuals child’s cultural, ethnic, and linguistic 

background in the forefront during the evaluation process 

d. Portes question 

1. “What is it about culture and ethnicity that accounts for significant differences in 

response to the schooling process and its outcomes?” 

2. It is not the fixed characteristics of students but more likely, the learned 

behaviors and identities associated with school.  

e. Vygotsky concerning special education students development and assessment 

1. Cautioned professionals to be certain that the disability was not in the 

imagination of the investigators 

2. Qualitative aspect of assessment in determining strengths and weakness is 

important rather than the concern only for quantifiable deficits in children 

3. Reminded educators that children with disabilities should be viewed in light of 

their developmental processes in their various environments 

From chapter 2 

I. Public Law 94-142 and IDEA 

a. 1970’s substantial legal challenges for person with disabilities 

b.  Parents and professionals 

c. Federal law containing mandates to promote fair, objective assessment practices 

d. Due process 

1. The right to a hearing to settle disputes 

II. IDEA and Assessment 

a. Initial evaluation: the first evaluation of a student to determine special education 

services 
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b. Comprehensive educational evaluation: complete assessment in all areas of a 

suspected disability 

c. Informed consent: parents informed of rights in their native language and agree in 

writing to procedures for the child 

III. Nondiscriminatory assessment 

a. Fair and objective testing practices for students from all cultural and linguistic 

backgrounds 

b. Specific learning disabilities may be in more than one areas 

1. Emotional 

2. Motor skills 

IV. Special education services and related services 

a. Federal requirements recommend students educated with general education students 

b. Related services determined by the IEP Team 

1. Psychological services 

c. IEP 

1. Grade equivalents 

2. Age equivalents 

3. Standard scores 

4. Annual goals 

d. Least restrictive environment (LRE)  

1. Extent which the student can participate in statewide assessments 

2. Level of participation stated in the IEP 

e. Transition services 

1. Prepare students  16 years or older for work in postsecondary environment 

V. Section 504 of the Rehabilitation Act of 1973 
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1. Civil rights law that includes protection from discrimination and reasonable 

accommodations 

2.   Based on your experiences as an educator, how can you apply content from this reading to 
your classroom and teaching? 
 
 As a special educator, the values and our abilities, we bring into the classroom have on 

the students we are responsible for. These readings provided me with a good review of 

assessment practices and public law governing special education.  I was impressed with the 

citation on Vygotsky, and made clear to me that as a special educator, we need to be more 

concerned with what a youngster can do, rather than measure and report what s/he cannot do.  

3.    What insights did the reading provide into this week’s topic? 
 
 To be a professional in the field it is important to understand the theoretical contexts that 

define one’s profession. I think the quotation from Portes (p.34) “What is it about culture and 

ethnicity that accounts for significant differences in response to the schooling process and its 

outcomes?” In answering the question, “it is not the fixed characteristics of students but more 

likely the learned behaviors and identities associated with school.” I think this quote goes a long 

way to explain why so much of what we do as teachers is very much dependent upon the 

environment of the culture in which the school is an integral part. 

Rationale and evaluation 

2. Technical prerequisites of understanding assessment 

A. Paper: “Assessment Criteria” 

B. “Journal Two: November 11, 2009” 

In this section, there are two examples that developed and expanded upon my previous 

experiences and knowledge of descriptive statistics as applied to norm-referenced assessments. 

The presentation “Assessment Criteria” examines issues in assessment it highlights my ability to 
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design and develop efficient and effective multimedia presentations for teacher in-service 

presentations using MS PowerPoint software.  

The second paper “Journal Two: November 11, 2009” summarized the main ideas from 

the Overton text about standardized assessment through understanding the underlying principles 

of descriptive statistics and reliability and validity measures.   I thought it was important for 

special educators to have confidence in the assessment because not only is their livelihood at 

stake, but also so are the potential students that could be mis-identified needing or being 

rejected for special education services. In creating an IEP, for my future students, in being able 

to understand the nomenclature coming from the educational psychologists and being able to 

ask insightful questions will be a great application of what I was to glean from the content of 

this week’s readings.  

Assessment Criteria 
Grand Canyon University 

 

 

Journal Two: November 11, 2009  
Grand Canyon University 

 
 

1. What are the key points in your reading? 
 

The main ideas from the Overton text, chapters 3 and 4, we learned about standardized 

assessment through understanding the underlying principles of descriptive statistics and 

reliability and validity measures.  

From chapter 3 
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I. Measurement is important because 

a. Psychoeducational foundations are rooted in using standardized instruments 

b. Professionals have made mistakes in the diagnosis of learning disabilities 

c. Educators need a basic understanding of measurement principles to prevent 

common errors going unnoticed 

d. Teachers must understand what can and cannot be inferred from numerical 

data gathering 

II.  Numerical scales 

a.  Nominal scale 

1. Naming of variables 

b. Ordinal scale 

1. Ranking the order of objects or items and applying a numerical value 

c. Interval scale 

1. Numbers used for identification that rank greater or lesser quality or 

amount and are equidistant 

d. Ratio scale 

1. Numbers on a scale equidistant from each other and have true meaning of 

absolute zero 

III. Descriptive statistics 

a. Statistical operations that assist educators understand/describe sets of data 

b. Operations common to understanding descriptive statistics 

1. Measures of central tendency 

2. Normal distribution: the bell curve 
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3. Frequency distribution 

1. Mode: the most commonly occurring number  

2. Mean: simple average of a set of numbers 

3. Measures of dispersion: scores from a data set and described in terms 

of spread from the mean 

4. Variance: scores that are clustered are described as not having much 

variability 

c. Standard deviation and normal distribution 

1. The criterion for the diagnosis of mental retardation is an IQ score of more 

than two standard deviations below the mean 

2. The criterion of two standard deviations above the mean is often used to 

determine that a student is within the gifted range 

d. Skewed distributions 

1. Small samples of populations are tested or when a fairly restricted 

population is tested, the results may not be distributed in a normal curve 

2. Distributions may be skewed in a positive/negative direction 

e. Norm referenced tests 

1. Special educators must understand the test manual and determine the size 

of the sample used in the norming process 

IV. Type of scores 

a. Percentile ranks 

1.  Using percentile rank may not convey information that is meaningful as 

other types such as z scores 
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b. Z scores 

c. Stanines 

1. Used for group achievement test scores.  

2. Divides the scores into nine groups of scores and are reported as 1 through 

9 with a mean of 5 

d. Deciles 

1. Scores reported in ten groups ranging from a score of 10 for the lowest 

groupings to 100 for the highest group of scores 

2. Each grouping represents 10% of the obtained scores 

From chapter 4 

I. Reliability and validity in assessment 

a. Confidence in assessment methods is paramount 

b.  Students, parents, teacher impacted 

c. Confidence placed on an instrument to yield the same score for the same 

student 

d. Correlation 

2. Method of determining the degree of relationship between two variables 

3. Correlation coefficient 

1. Positive, negative and no relationship 

e. Scattergram 

1. Graphic representation of variables 

2. Single dots on a graph 

3. Correlation are perceived when the dots approximate a straight line 
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4. Negative correlation are perceived when the dots do not approximate a 

straight line 

5. No correlation exists when the dots do not approximate a line; very 

random patterns emerge 

f. Pearson’s r 

1. Correlational method used for data on an interval or ratio scale 

g. Test-retest reliability 

1. Trait being measured is stable over time 

2. Remains constant 

3. Re-administration of the instrument would result in scores very similar to 

the first scores 

h. Interrater reliability 

1. Consistency of a test to measure a skill, trait or domain across examiners 

II. Standard error of measurement 

III. Test validity 

a. The quality of a test to the degree to which the instrument measures what it 

was designed to measure 

b. Predictive validity 

1. Measure of a specific instrument’s ability to predict performance on some 

other measure or criterion at a later date 

2. SAT and GRE are common predictive tests of a student’s ability 

3. Psychoeducational assessment  conducted in schools concerns using test 

results to predict future success or failure 
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c. Construct validity 

1. The ability of an instrument to measure psychological constructs 

2. Consideration in establishing a tests construct validity 

a.) Developmental changes 

b.) Correlations with other tests 

c.) Factor analysis 

d.) Internal consistency 

e.) Convergent and discriminant validation 

f.) Experimental interventions 

d. Reliability versus validity 

1. A test may be reliable if 

a) The same degree of accuracy is achieved over certain time periods 

b) Does not guarantee that the trait is measured in a valid or accurate 

manner 

c) A test may be consistent and reliable but not valid 

d) A test has had thorough research studies in both reliability and validity 

2.   Based on your experiences as an educator, how can you apply content from this reading to 
your classroom and teaching? 
 
 As a special educator, the values and our abilities, we bring into the classroom have on 

the students we are responsible for. These readings provided me with a good background to be 

able to assess various assessment instruments to determine their validity. I thought it was 

important for the authors’ of the text to point-out that special educator need to have confidence in 

the assessment because not only is their livelihood at stake, but also so are the potential students 

that could be mis-identified needing or rejected for special education services. In designing an 
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IEP, for my future students, in being able to understand the nomenclature coming from the 

educational psychologists and being able to ask insightful questions will be a great application of 

what I was to glean from the content of this week’s readings.  

3.    What insights did the reading provide into this week’s topic? 
 
 To be a professional in the field it is important to understand the theoretical contexts that 

define one’s profession. The theoretical contexts of this week’s readings in psychoeducational 

measurements made it clear to me the value of understanding the basic terminology used in 

educational evaluation and the ability to interpret information form formal and informal 

assessments.   

Rationale and evaluation 

3. Assessing students 

A. Paper: “Assessment Analysis” 

B. Paper: “Informal Assessment” 

C. Paper: “Intelligence Presentation” 

D. Paper: “Transition Planning”  

The following four papers provide extensive examples of furthering my abilities in 

developing skills in understanding the assessment process.  

The first paper “Assessment Analysis” demonstrates my ability to collaborate effectively 

with my peers by examining four commonly used educational assessments: Kaufman Test of 

Educational Achievement, Second Edition (K-TEA-II), Wide Range Achievement Test 

(WRAT), Woodcock-Johnson III (WJ III) and Performance Assessment. The analysis examined 

each of the four instruments on reliability, validity, application, and content.  It was concluded 

from the collaborative research that educators and/or educational diagnosticians must have all the 
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information they need, such as age, current grade of the student, and the purpose for the 

assessment, (i.e. initial evaluation, re-evaluation, grade placement, disability eligibility, etc.) to 

determine which assessment instrument to choose.  Once an assessment is applied, caution used 

not to habitually apply the same instrument because it has become familiar and easy to 

administer. 

The second paper “Informal Assessment” resulted from a collaborative effort of my 

Special Education (SPED) team requiring an informal assessment instrument, using curriculum 

based reading material, to ascertain students’ knowledge of genre when it comes to the Reading 

and Social Studies portion of the Ohio Graduation Test (OGT). Because the social studies 

portion of the OGT focuses on interpreting informational text, an instrument that has the 

capabilities of assessing students’ strength in reading and understanding informational texts 

interested the SPED Team in investigating Muldaur’s Genre Assessment toolbox.  

The third paper “Intelligence Presentation” compiled the latest research on measuring 

intelligence, adaptive behavior, Gardner’s Multiple Intelligences including Emotional 

Intelligence. The multi-media presentation in PowerPoint designed to communicate these 

multifaceted topics in an approachable, amusing point-of-view.   

The fourth paper “Transition Planning” is a peer collaborative effort that summarizes the 

article “Assistive Technology and Transitional Planning” (Nurse, 2006) which describes the 

passage from childhood to adulthood as a new beginning, not only for the individual, but for 

families as well.  Although there are opportunities to pursue adult lives, there are still barriers to 

that achievement limitation in services, supports, resources, and options. One of the ways to 

surmount the barriers is through assistive technologies evaluated in terms not just for the school 

setting, but in how the individual with a disability will manage their daily lives as they leave 
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school. The Nurse article prompts considerations among stakeholders tasked in helping the 

individual with the disability in their transition plan, such as parents, special educators, and 

directors of special education programs. 

Assessment Analysis 
Grand Canyon University 

Background 

The following is a Collaborative Learning Community project that examined four 

commonly used educational assessments: Kaufman Test of Educational Achievement, Second 

Edition (K-TEA-II), Wide Range Achievement Test (WRAT), Woodcock-Johnson III (WJ III) 

and Performance Assessment. The analysis examined each of the four instruments on reliability, 

validity, application, and content.  

Instrument: Kaufman Test of Educational Achievement, Second Edition (K-TEA-II) 

Introduction 

The K-TEA-II test designed to measure school achievement of children in grades 1-12. It 

consists of two overlapping forms: Comprehensive and Brief. The Brief Form globally samples 

the areas of reading, math, and spelling. The Comprehensive Form measures specific skills in the 

area of reading decoding and comprehension, math applications and computation and spelling. 

Norm-referenced measures are included in both forms. The Comprehensive Form also provides 

criterion-referenced assessment data to analyze the students’ errors in each subtest content area. 

Additionally, all standard scores in both forms are set at a mean of 100, with the standard 

deviation of 15, to allow for comparisons with the previously obtained standard IQ scores 

(Kaufman Test of Educational Achievement, n.d.) 

Administering the assessment 
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The tests are not difficult to administer. Directions are clear and record forms are 

designed effectively. The material is set up efficiently. The Brief Form takes about 30 minutes 

and the Comprehensive Form takes about 60 to 75 minutes. As Kaufman states in his manual, it 

is important for administer to be able to have more than a cursory knowledge of tests and 

measurements is needed in order to interpret the scores on these tests in such a way that the 

receiver of the results understands the relevance of the test takers performance (Worthington, 

1987) 

Scoring 

The Comprehensive Form lets you select between computers and hand scoring. It has the 

ASSIST computer-scoring program and can convert raw scores to derived scores. The 

Comprehensive Form subtests include math/applications (60 items), reading/decoding (60 

items), spelling (50 items), reading/comprehension (50 items), and math/computation (60 items). 

Raw scores can be converted to age and grade norms (Kaufman Test of Educational 

Achievement, n.d.) 

Reliability 

The overall reliability coefficient ranged from .87 to .95 for all ages. Internal consistency 

showed strong reliability in this area. Coefficients ranged from .77 to .85 by grade level and from 

.82 to .88 by age group. Test-retest intervals ranged from 1 to 35 days. In most cases the results 

showed a .90 or better test-retest coefficient. Because there are two forms (Brief and 

Comprehensive), reliability between the two was examined. The overall results showed 

interform reliability coefficients to be in the low .90s, with a range from .87 to .96 for the 

different grade levels and .90 to .97 for the separate age groups. Interform reliability coefficients 
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in the area of reading were higher (in the .90s) for younger children and fell into the upper .70s 

for older children (Ibid). 

Validity 

Data that correlate performance on both forms of the K-TEA with other achievement 

tests are presented in the manual. The other tests included the Wide Range Achievement Test, 

the Peabody Individual Achievement Test, (PIAT), the Metropolitan Achievement Test, the 

Stanford Achievement Test and the K-ABC. The test authors present data to support relatively 

strong correlations on most of these measures (K-ABC ranged from .83 to .88; PIAT ranged 

from.75 to.86) (Ibid) 

Norms 

The revisions for the K-TEA involved only updating the norms and the additions to 

software for scoring and report writing. The standardization sample was representative with 

regard to geographic region, sex, socioeconomic status, and educational level of parents 

(Johnson, 1999). 

Conclusion 

The K-TEA-II provides educators with an excellent tool to measure a student’s academic 

strengths and weaknesses. It gives a thorough and detailed assessment of the key academic skills 

in reading, math, written language, and oral language. The results will precisely analyze a 

student’s errors and help the educator to develop remediation strategies for targeting problem 

areas.  

Instrument: Wide Range Achievement Test (WRAT) 

Introduction 
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 School psychologists use assessment instruments such as the Wide Range Achievement 

Test (WRAT) to assess reading (word recognition and pronunciation), written spelling, and 

arithmetic computational skills. As a measure of achievement, the WRAT provides a grade 

equivalent standard score and percentile rank for ages five to adult. It is used for educational 

placement, identification of strength, weaknesses, and possible learning problems, and as a tool 

in planning remedial programs (Wide Range Achievement Test, n.d.).  Since its origin in 1936, 

the WRAT has undergone revisions in 1946, 1965, 1976, and 1978 (Breen & Prasse, 1982).  

 Descriptions in the use of WRAT 

  The WRAT consists of three paper-and-pencil subtests with 50-100 items each, arranged 

in order of increasing difficulty. The Reading subtest consists of recognizing and naming letters 

and pronouncing printed words. The Spelling subtest includes copying marks resembling letters, 

writing one's name, and printing words, and the Arithmetic section involves counting, reading 

number symbols, and oral and written computation. The test is normed by age rather than grade. 

Raw scores for each subtest are converted to percentile rankings, standard scores, and grade 

equivalents. The Spelling and Arithmetic sections are given either individually or in groups, but 

the Reading subtest is administered individually. Large-print editions of WRAT-R are available 

for use with visually impaired children (Wide Range Achievement Test, n.d.).  

Purpose: Designed to measure reading recognition, spelling, and arithmetic computation.  

Population: Ages 5-11, 12 and over.  

Score: Three scores: Spelling, Arithmetic, and Reading.  

Time: (20-30) minutes.  

Authors:  Joseph F. Jastak and Sarah Jastak.  

Publisher:  Jastak Associates, Inc.  
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Scoring 

 Norms provided for the 1978 edition include standard scores with a mean of 100 and a 

standard deviation of 15, percentile scores, and grade levels. The standard scores are scaled 

based on the norm group; the grade levels are arbitrarily assigned and can be interpreted only as 

rough references to achievement level. Only standard scores should be used for comparisons 

among scores (Wide Range Achievement Test, n.d.). 

Reliability 

The manual reports split-half reliabilities of .98 for Reading at levels, .94 for Arithmetic 

at levels, .96 for Spelling I, and .97 for Spelling II. During the norming study, both levels of the 

WRAT were administered to children ages nine through 14. Since there is overlap in skills tested 

between the high end of level I and the low end of level II, this provides another estimate of the 

reliability of both. On Reading and Spelling, split-half reliabilities ranged from .88 to .94 for 

different age groups; on Arithmetic, they ranged from .79 to .89. These results indicate that 

overall the reliability of the WRAT is excellent (Ibid.).  

Validity 

The test most similar to the WRAT is the Peabody Individual Achievement Test (PIAT), 

another short, individually administered test that covers comparable material. In general, the 

WRAT correlates very highly with the PIAT. The WRAT correlates moderately with various IQ 

tests, in the range of .40 to .70 for most groups and most tests (Ibid.).  

Norms 

The 1978 WRAT norms are based on 15,200 subjects for seven states. According to the 

manual, no attempt was made to make the sample representative of national characteristics. The 



Teaching Toolbox 44 

 
manual states that minorities were represented, but gives no data on their representation. The 

sample was stratified by age, sex, and approximately by ability. 

  Recommended uses for the test described in the WRAT manual “include comparing 

achievement of one person to another, determining learning ability or learning disability, 

comparing codes with comprehension in order to prescribe remedial programs, and informally 

assessing error patterns to plan instructional programs” (Ibid.).  

Criticisms in using WRAT 

According to Williamson (1979), “there is still the fundamental confusion as to what the 

WRAT is and what it actually measures. The authors call it an achievement test; however,  the 

label fits uncomfortably when claims are made that it may be used to diagnose learning 

disabilities, to objectively determine personality structure and to check school achievement for 

vocational; assessment, job placement and training” (Williamson, 1979).    

In referring to Cronbach, Breen and Prasse (1982) argue that the use of grade conversion 

is inappropriate for identifying and diagnosing the student with LD.  The fluctuation of the grade 

equivalent score, not only on the WRAT, but also with other achievement measures, renders the 

very basis of the achievement versus ability determination questionable; the variability in grade 

equivalent scores contributes to error in initial diagnosis (Breen & Prasse, 1982). 

Conclusion 

As with all individually administered standardized tests, teachers administering the 

WRAT must receive some practice instruction in order to constrain possible wide scoring 

variability. The contention of overestimation of WRAT scores is that special educational 

diagnosticians and teachers, administering tests on a one-to-one basis, may inadvertently place 

themselves in “highly supportive” roles that would create a tendency to nurture pupil response 
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patterns into an "extraction of the best possible scores." This would not be an issue with group 

testing environments where publishers' test manuals must be followed (Encyclopedia of Mental 

Disorders, n.d.).   

Instrument: Woodcock-Johnson III (WJ III) 

Introduction 

 The Woodcock-Johnson III (WJ III) is a broad-based battery of cognitive, oral language, 

and achievement tests, which includes the Woodcock-Johnson III Tests of Cognitive Abilities 

(WJ III COG), and the Diagnostic Supplement, and the Woodcock-Johnson III Tests of 

Achievement (WJ III ACH).   These tests can be used for educational or research purposes, for 

diagnosis, educational programming, guidance, and program evaluation (Woodcock, McGrew, & 

Mather, 2001). 

 The WJ III COG is divided into two batteries, the Standard Battery (tests 1-10) and the 

Extended Battery (tests 1-20).   The Diagnostic Supplement eleven tests that can be used to 

supplement the tests and clusters that are included in the WJ III COG and can be useful in the assessment 

of bilingual individuals and young children.   The WJ III COG evaluates a student on general and 

specific cognitive abilities such as comprehension-knowledge, short-term memory, auditory 

processing, visual-spatial thinking, long-term retrieval, processing speed, and fluid reasoning.  

The student will be given visual or auditory clues and will answer orally or will mark the correct 

answer depending on the test. 

 The WJ III ACH includes 22 tests for measuring a student’s current strengths and 

weaknesses in reading, mathematics, writing, oral language abilities and academic knowledge.  

The WJ III ACH can measure one or more narrow or specific defined abilities or cognitive 
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processes, which can be useful for developing instructional interventions (Wendling, Schrank, & 

Schmitt, 2007). 

 Purpose:  Designed to measure intellectual abilities and academic achievement.  

 Population: Ages 2 to 90+  

 Scales:  Reading, Oral Language, Mathematics, Written Language, Knowledge,  

 Supplemental Scores, Intra-Achievement Discrepancies, and Total Achievement  

 Time: 60-70 minutes.  

Scoring 

 Scoring is to be completed during testing to determine basal level (the minimum level at 

which at least two vocabulary levels are passed) and the ceiling level (when more difficult words 

are given until the examinee fails three of four or all four items on two successive levels).  The 

incorrect responses are recorded verbatim and the raw scores are totaled and converted into age 

and grade equivalents, percentile ranks (Woodcock, McGrew, & Mather, 2001). 

Reliability 

  The reliability scores for the WJ III meet or exceed the standards.  The reliabilities show 

strong reliabilities of .80 or higher in individual test reliabilities and .90 or higher for the median 

cluster reliabilities.  With support from other sources, the tests can be used for decision making 

purposes (Woodcock, McGrew, & Mather, 2001). 

Validity 

  There is evidence supporting the validity of scores from this test (which include that the 

earlier versions of the battery have also been shown to have validity).  Content validity is shown 

through the growth curves of cluster scores in the technical manual, it illustrates expected 

developmental progression, with steep growth from age 5 to 25, with a decline thereafter. The 
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internal correlations of the entire battery are consistent with relations between areas of 

achievement and between areas of achievement and ability clusters (Woodcock, McGrew, & 

Mather, 2001). 

Norms 

 The normative samples of pre-school, school aged, college and adult were selected to be 

representative of the US population they were based on geographic distribution, community size 

and type, occupational status, sex, and race (Woodcock, McGrew, & Mather, 2001). 

Conclusion 

 The WJ III has many areas where it can help students and teachers alike, first it tests 

students on their cognitive and academic areas.  The WJ III can help to determine the students 

own cognitive strengths and weaknesses and their personal academic achievement, this 

information in turn can be used to help determine a student’s needs on their individualized 

education plan or help to determine instructional intervention.  Other benefits of the WJ III are 

educational or research purposes, providing a record of growth, teacher guidance in determining 

academic curriculum, and program evaluation of teachers.   

 Instrument: Performance Assessment 

Introduction 

 One of the more recent developments in education is the standards based methods of 

assessment and Performance Assessment is sometimes considered the "center piece of the 

movement" (Ryan, 2006).  The basic idea of performance assessment is for the student to 

demonstrate their knowledge through a constricted answer or project (Overton, 2008).  Often 

students will perform a series of tasks, which are designed show the student’s knowledge.  This 
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is accomplished by creating at least one prompt, which the student uses for direction.  Usually 

there is a rubric for each step that can also assist the student in their work (Zane, 2009). 

Validity and Reliability of Performance Assessment 

 Performance assessment is considered one of the more complicated versions of 

assessment.  Often there is a great deal of variability in performance assessment since this form 

of assessment can range from a student explanation to how a student perceives a task and the 

material learned to a several step process that determines a student's cognitive processing ability 

and reasoning (Overton, 2008). 

 There have been studies that have shown that the use of performance assessment allows 

for improved teaching programs as well as higher student gains as opposed to classrooms, which 

did not use performance assessment.  In the 1995, Allinder study it was documented those 

students had higher educational growth in a curriculum based measurement system, which 

performance assessment is a part of (Overton, 2008).  Performance assessment has also been 

shown to allow teachers to better see and understand a student's thinking and thinking processes 

(Ryan, 2006). 

 There are problems that are associated with performance assessment as well.  

Performance assessments generally take time to create, more so than standard tests, can cost 

more money to create and implement and may not be accurate if they are not "scored according 

to sound measurement methods (Ryan, 2006).  There are a number of other problems, which can 

occur with the use of performance assessments as well.  These problems include: 

"poor quality exercises, not enough time to evaluate untrained evaluators, incorrect performance 

criteria, inappropriate scoring method selected (holistic vs. analytical), keeping the criteria and 

performance assessment process a mystery to students, not appropriate sample of exercises, 
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unclear performance criteria, not enough time spent developing the target, [and] incompetent 

record keeping" (Ryan, 2006).   

 To improve on these some changes could be implemented.  Bias of the graders needs to 

be minimized and validity needs to be maximized by ensuring that "activities are sensitive, 

varied, and applicable in all contexts" (Ryan, 2006).  Even with the problems posed by the use of 

performance assessment it is generally agreed upon that this form of assessment has value when 

used properly and could be very beneficial as an "alternative educative assessment" (Ryan, 

2006). 

Application of Performance Assessment 

 Since performance assessment is so varied, there are standard applications for this 

method of student assessment.  Generally, what a teacher would do is to decide what is to be 

assessed.  A relatively easy method is to refer to teaching standards and objectives.  Once this is 

accomplished then the teacher will need to create a task in which the students can demonstrate 

their skill and knowledge of the chosen target to be assessed.  Performance assessment works 

best when these tasks are "authentic (real-world), feasible (in time, space, and cost), fair (not 

biased based on gender, race, etc.), flexible (allow multiple outcomes), and observable" 

(Classroom Assessment, n.d.).  For assessment purposes a rubric should be created for the 

students to use and for the final assessment (Classroom Assessment, n.d.). 

Conclusion 

 Since there are many assessment tools to choose from, educational diagnosticians might 

first consider the purpose for the assessment, and second the reliability and validity of the 

assessment tool.   The Kaufman Test of Educational Achievement, Second Edition (K-TEA-II) 

measures school achievement in grades 1-12, therefore this would an adequate assessment for 



Teaching Toolbox 50 

 
measuring strengths and weaknesses in specific skills in the areas of reading, math and spelling.  

The Wide Range Achievement Test (WRAT) is another tool to assess reading, written spelling, 

and math skills, but also gives a grade equivalent score for ages five to adult, and could be used 

for the early childhood level.  It would be a good tool for grade placement and identifying 

learning disabilities.  The Woodcock-Johnson III (WJ III) is an array of cognitive and 

achievement tests, and is typically used as an intellectual (IQ) test.  This can be used as early as 

two years old to adult, and would be a good tool for those initial assessments for the very young 

children especially when considering placement.  Performance assessments mentioned have not 

shown to be completely reliable or valid, because there are too many variables that make the 

assessment inconsistent and perhaps sometimes biased.  It is more effectively applied to 

classroom observations on progress, but not necessarily for a formal assessment for eligibility in 

a certain disability. 
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Informal Assessment 
Grand Canyon University 

Introduction 

 The following assessment is the result of a collaborative effort of my Special Education 

(SPED) team at Canal Winchester High School prompted by Mr. Herman-Wolfe in requiring an 

informal assessment instrument, using curriculum based reading material, to ascertain students’ 

knowledge of genre when it comes to the Reading and Social Studies portion of the Ohio 

Graduation Test (OGT). Because the social studies portion of the OGT focuses on interpreting 

informational text, an instrument that has the capabilities of assessing students’ strength in 

reading and understanding informational texts interested the SPED Team in investigating 

Muldaur’s Genre Assessment toolbox. Therefore, Mr. Herman-Wolfe, with his reading and 

social studies students, will use Muldaur’s genre assessment in preparing for the OGT test in 

March 2010.  

Genre Assessments 
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 To efficiently categorize and discuss the large number of young adult books in print, 

literary genres serve as framework and an organizational scheme for classifying young adults’ 

literature. Books that have a great deal in common with each other are categorized according to 

their traits or genre (Hancock, 2004, p. 46). Lattimer (2003) reports that students must be able to 

understand various genres by knowing how to read, write, and discuss narrative, informational, 

persuasive, and analytical texts (Lattimer, 2003, p. 4).  

 Background 

 Muldaur (2004) developed a system of constructed questions to assess a fluent reader’s 

understandings of a particular form or genre of writing. Because the accuracy and fluency of 

their oral reading was high, she assumed these confident students as being good readers, in the 

sense of understanding of what they were reading.  She then proceeded to test each student by 

having them read the text again, but this time silently. The next step she took was to ask prepared 

questions to the other students.  She discovered that although these students were adept at 

reading the words, many did not understand what they read, nor did they appear to understand 

how to use and apply the features of various genres (Muldaur, 2004).  

Proficient Reader Record 

 The Proficient Reader Record (PRR) series offers teachers both summative and formative 

ways to know what their students know about eight different genres. To teach students to be 

proficient readers, teachers need to evaluate what students know and understand about text in 

many required genres. The PRR is a classroom assessment tool that informs teachers about the 

skills each student controls when reading in a particular genre and what the student needs to 

learn next to become increasingly proficient. Use of this assessment tool is not teaching to the 

test. The skills the PRR measures are lifelong literacy skills (Ibid).  
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The PRR goal is to provide: 

• Support for teachers to develop their understandings about different text forms 

• A tool for teachers to use to assess readers that informs practice 

• Ways to show growth of individual students or classes over time 

• Hints for finding time to do the assessment 

• Information to guide classroom instruction  

• A framework for teachers to choose a genre and design a similar assessment (Ibid.). 

  When readers question structure they ask, “Does that sound right?” In writing, the 

grammatical structure, or placement of words within sentences, is often dictated by the genre of 

the text. The idea of genre influencing student understanding prompted Muldaur has to create a 

series of genre assessments to use with different types of literature. With these assessments, the 

author divides the eight identified genre into three modules. Fables, fairy tales, and fantasies; 

informational, biographical, and procedural; and poetry and plays are the modules, and are 

separate books with specific assessments tailored to each category (Ibid.).  

The student recalls the story, the problem, and the ending. The teacher copies down the 

student’s overview of the story, and then asks about word-level comprehension and vocabulary. 

The questions not only attempt to discover if the student understood the vocabulary, but how 

they attempted to understand unfamiliar words. The other categories of questions ask the student 

to recall the characters and their qualities, interpret the moral of the story if they find one, and 

find if the student believes he could write in the genre and what the topic would be (Ibid.).  

According to Borek (2005) Muldaur’s PPR guide to creating these assessments helps the 

teacher to create a reality that supports student reading proficiency, and to instill the love of 



Teaching Toolbox 55 

 
reading. Furthermore, Muldaur has created a gestalt for teachers that will assist in helping their 

students understand genre (Borek, 2005).  

 Muldaur’s Genre Assessments for Informational, Biographical, and Procedural Texts 

handbook provides classroom and reading teachers with instructions for assessing students’ 

abilities to utilize non-fiction text using the Proficient Reader Record (PRR) system (Muldaur, 

2004). The PRR system consists of specific reading passages, which are included with the book, 

and a variety of assessment forms. The teacher administers the assessment to a student one on 

one, and then evaluates the assessment according to the rubrics included in the book (Ibid.).  

The assessment manual outlines in detail how to administer the tests and gives 

instructions on how to evaluate the results. Guidelines for using the data to increase the reading 

achievement of the student are provided. In addition to the reading passages supplement and the 

corresponding reproducible evaluation forms, the book includes blank evaluation forms, which 

allows the teacher to use the PRR assessment process with other text materials. Data collection 

forms, which allow the teacher to keep class composite records of test results, provided in the 

appendix (Ibid.).  Examples of the forms in assessing Instructional Genre Assessment are found 

in Appendix 1 Form 1: Reading Process, Appendix 2 Form 2: Genre, and Appendix 3 Form 3: 

Evaluation assessment 

Procedure 

• The teacher determines what genre that will be assessed, selects one of the 

provided reading passages in that genre, and makes copies of the appropriate 

forms.  

• In a one-on-one setting, the student reads a short piece reprinted from an actual 

age-appropriate publication aloud while the teacher records the reading.  
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• The student either finishes the selection silently or re-reads entire piece silently. 

• The teacher asks the student carefully worded questions to determine what he or 

she understands and uses about the reading process and the genre with its 

particular features.  

• Apart from the student, the teacher evaluates the student (Ibid.).    

Reading Strategies 

 Anticipating 

 Teacher: The title is “Mississippi Flood.” Take a look at this. (Teacher points to the text). 

What kind of writing do you think it is?  

 Student: (looks at the photograph) I guess nonfiction. 

Teacher: What do you think it might be about?  

Student: I think it’s a flood because part of a sign is under water. That must have really 

happened because it is a photograph. It is about the flood, and I guess if houses were washed 

away. This must be nonfiction. 

Proficient readers search to discover if their anticipations match the actual text. When the 

reader searches, or looks for particular information, one behavior the teacher may observe is the 

reader going back to a line or to another section of the text to reread or study graphics to clarify 

confusion (Ibid.).  For example, when reading “Mississippi Flood” the student searched both text 

and pictures to establish a connection.  

Searching for Information 

Teacher: Take a look at each of the pictures. What do they show you? (Student looked at 

the picture of the boat first.) 
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Student: The boys are in the river in their boat going fishing. (Pause) No, it’s a flood. The 

title says it’s a flood. They must be escaping the flood. The student searched for a connection, a 

link, between the content of the piece, the accompanying graphics, and the title. The proficient 

reader continually integrates prior knowledge with the information gained while reading the text 

(Ibid.).  

Attending 

When the reader is attending or paying particular attention to information, the 

information includes but is not limited to only the main text. In nonfiction text, captions that 

support graphics or photographs are print features. The reader needs to notice where the captions 

or pictures are and attend to them, use them, read them, and think about them (Ibid).  Careful 

attending helps the reader gain information, solve problems, and enrich the reading experience.  

The reader attends to the words and to the layout of text, noticing and using those 

specialized features. Attending is necessary at multiple levels for proficient comprehension 

(Ibid.).  

Teacher: (points to caption by the picture). What do we call this writing? 

Student: A caption. 

Teacher: Did you use it as you read? 

Student: Yes 

Teacher: How? 

Student: It showed me how the volunteers worked to fill the sandbags. So it helped me 

know what the picture was about.  

Checking 
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Proficient readers check words and their meaning. Readers use the visual sources of 

information in the layout as they anticipate and check those anticipations against the meaning of 

the accompanying text (Ibid.).  

Teacher: What genre of writing is “Mississippi Flood”? 

Student: What do you mean? 

Teacher: What kind of writing is “Mississippi Flood”? 

Student: I don’t know. 

Teacher: Is it fiction or nonfiction? 

Student: At first, I thought it was a story that somebody made up about some people and 

floods. But now I know it’s not. It’s nonfiction.  

Teacher: Why is it nonfiction? 

Student: Because it’s telling the truth. You know, like facts. 

Teacher: Show me one part that’s a fact. 

Student: I can see since there are real pictures. 

Teacher: Can you also show me one part in the words? 

Student: It tells you the date, 1993, and if it was fall, spring, or winter. 

Checking is ongoing. In this example, the student searched and rethought his/her original 

anticipation, discovering more than one way to support his/her thinking. The student 

demonstrated competence in gathering evidence to support the nonfiction label (Ibid.).  

Confirming 

Teacher: When you were reading, was there a part that was confusing or hard to 

understand? 
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Student:  Yes. Well, there was this long sentence that I read aloud the first time and I 

thought something might be wrong. Then when I read it, again in my head I saw it was right. 

Teacher: Show me where. 

Student:  Here where it says “overflowed.” I read it okay the first time around, but now I 

know what it means.  

When proficient readers confirm, they rethink some aspect of the reading. During the 

silent second reading of the text, the student confirmed that the word was “overflowed” and 

assigned meaning to it (Ibid.).  

Self-Correcting 

Proficient readers continue to grow their understandings of the reading process. They 

check (self-correct), consider errors, and rethink their response to the text in light of new 

information at any level of meaning.  

Teacher: Take a look at each of the pictures. What do they show you? (The student looked 

at the picture of the boat first.) 

Student: When I first looked at this before I read it, I thought they were fishing or 

something, but after I read it I realized it’s what they had to do after the flood to get around. 

They had to use a boat instead of a car because the river flooded everything. 

Before reading the text, the student anticipated the meaning of the graphic using his/her 

prior knowledge of one way boats can be used. Reading the text broadened his/her knowledge 

base. It caused the student to search for a new link between the text and the graphic. The student 

made this link by rethinking the connection and self-correcting (Ibid.).  

Using the Proficient Reader Record (PPR) 
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The following table summarizes the four approaches to teaching readers by implementing 

the PPR method.   

Reading to students Shared reading with 
students 

Guided reading with 
students 

Independent reading 
by students 

Focused learning 
objective (Ibid.).  

Focused learning 
objective (Ibid.). 

Focused learning 
objective (Ibid.). 

Students practice 
what they know, 
refine, and 
consolidate what 
they are learning and 
attempt what they 
are just discovering 
(Ibid.). 

Teacher reads text 
(Ibid.). 

Students can see 
text/print clearly 
(Ibid.). 

Students typically 
have their own copy 
of text (Ibid.). 

Students build 
“reading mileage” 
(Ibid.). 

Whole or small 
group of students 
(Ibid.). 

Whole, small 
grouping, or 
individual (Ibid.). 

Small group or 
individual (Ibid.). 

A student assumes 
responsibility for 
reading (Ibid.). 

Teacher and 
students construct 
meaning (Ibid.). 

Students follow print 
with teacher or group 
support (Ibid.). 

Students read to 
themselves (Ibid.). 

Students must be 
able to overcome 
challenges 
independently 
(Ibid.). 

Teacher is a reading 
model (Ibid.). 

Students engaged in 
reading process 
(Ibid.). 

Students discuss 
before/during/after 
reading the meaning 
they are creating 
(Ibid.). 

Vehicle for students 
to review and share 
with others what 
they have read 
(Ibid.). 

Teacher and 
students construct 
meaning (Ibid.). 

High degree of 
interaction with 
opinions and ideas 
exchanged (Ibid.). 

Teacher provides 
support to ensure 
further development 
of the readers (Ibid.). 

 

Teacher reads and 
thinks aloud, 
demonstrating and 
understanding of 
processes and 
strategies readers 
use in the service of 
meaning (Ibid.). 

Makes difficult texts 
accessible to all 
students in-group 
(Ibid.). 

Chance for teachers 
to observe students as 
they problem solve 
through instructional 
level text (Ibid.). 
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Conclusion 

 Muldaur’s Genre Assessment incorporates the PPR instrument by which the teacher 

administers the assessment to a student on a one-on-one basis and then makes an evaluation 

according to rubrics along with guidelines, included in the assessment manual, for using the data. 

One of the drawbacks of using the PPR system is that it is very detailed and completely scripted 

and requires the user to set aside instructional time to learn how to administer and evaluate 

students using this tool. The reproducible materials contained in the manual are useful even if the 

evaluation system is not administered as scripted, therefore, it can be adapted to various 

instructional needs.   
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Appendix 1 

Form 1: Reading Process 
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Appendix 2 

Form 2: Genre 
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Appendix 3 

Form 3: Evaluation 
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Intelligence Presentation 
Grand Canyon University 

 

Transition Planning 
Grand Canyon University 

The following is a Collaborative Learning Community project that summarizes the article 

“Assistive Technology and Transitional Planning” (Nurse, 2006) which describes the passage 

from childhood to adulthood as a new beginning, not only for the individual, but for families as 

well. As youngsters with disabilities move from their teen to adult years, they and their families 

experience many growing pains in common with all families at that stage of life. Although there 

are opportunities to pursue adult lives, there are still barriers to that achievement limitation in 

services, supports, resources, and options. One of the ways to surmount the barriers is through 

assistive technologies, something as simple as a pencil grip to a touch screen computer as 
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prescribed by the individuals IEP. These technologies are evaluated in terms not just for the 

school setting, but also in how the individual with a disability will manage their daily lives once 

they leave school.    

The Nurse article prompts considerations among other stakeholders tasked in helping the 

individual with the disability in their transition plan, such as parents, special educators, and 

directors of special education programs. 

Parent 

The following is a checklist of transition activities that a parent may consider when 

preparing a transition plan for their child. Use of checklists serves three major functions: It helps 

the parents to determine if transition issues are relevant for discussion at IEP transition meetings; 

evaluate the child’s skill set and interests and to identify the stakeholders who should be 

involved in the IEP transition team.  

Four to Five Years Before the Youngster Leaves the School District  

• Identify interests and options for future living arrangements, including supports.  

• Investigate assistive technology tools that can increase community involvement and 

employment opportunities.  

• Identify and begin learning skills necessary for independent living (National Transition 

Network, 1996). 

Two to Three Years Before the Youngster Leaves the School District 

• Learn and practice appropriate interpersonal, communication, and social skills for 

different settings (employment, school, recreation, with peers, etc.).  

• Practice independent living skills, e.g., budgeting, shopping, cooking, and housekeeping  

(National Transition Network, 1996). 
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One Year Before the Young Adult Leaves the School District  

• Practice effective communication with the student in developing interview skills, asking 

for help, and identifying necessary accommodations at post secondary and work 

environments.  

• Assist the youngster to specify desired job and aid in obtaining paid employment with 

supports as needed.   

• Teach the youngster personal responsibility skills such as arriving on time to work, 

appointments, and social activities (National Transition Network, 1996). 

Special education teacher  

It is the special education teacher’s job to help prepare these students to transition into 

adult hood and into the work environment.   They need to be knowledgeable about technological 

resources that are available at the local, state, and federal levels in order to assist their students 

and their parents in the transition process.  Assistive technology offers many children and 

adolescents with disabilities the tools necessary to be more successful in school, at work, and at 

achieving independence in daily living (NASET, 2007).  As mentioned above there are many 

ways that both teachers and parents are involved in using assistive devices but for a teacher there 

are questions that need to be asked and answered prior to a student using an assistive device and 

they are 

• Does the device improve the child’s access to the general curriculum? 

• Does the child want to wear/use the device? 

• Does the device improve the child’s ability to participate in the environments of home, 

school, and community? 

• Are the parents involved in the training and use of the device? 
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• Is the student trained in the use of the device? 

• Are the teacher and service providers trained in the use of the device? (CCAT, 2001) 

 Assistive technology can be a lifeline that provides special education students with access 

to information and learning of the classroom and the world and it is the special educator’s job to 

recognize the need for the devices and to provide the support of using those devices. 

Special education student 

Often for a student with special needs, accommodations or assistive technology is the 

only way to ensure that the student is able to achieve their potential.  Students deserve the chance 

to be successful in their lives and sometimes they just need some additional help.  This is where 

assistive technology comes into play.   

The Nurse article discusses how these accommodations help older students in transition.  

One thing to remember is that a student with special needs requires these accommodations 

outside of the school setting.  If a student has difficulty in school they also need the same help at 

home or where ever they may be.  As a student, it would be beneficial to be able to move about 

without a great deal of assistance.  Some students require the use of wheelchairs, or walkers to be 

able to move about freely.  Having these options available greatly enhance the student’s lives.  

Having easy access for these students is paramount in classrooms and schools; otherwise the 

student would be unable to attend school.  Other forms of technology can help students with 

other physical disabilities.  Allowing for the use of hearing aids, or large print handouts is a 

benefit for students with difficulty hearing or seeing.   

Generally, the impact on the student is beneficial but parents and teachers should look for 

input from the student as well.  Include the older students in the decision making process and this 
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should allow for a feeling being in control of their lives.  After all, the entire idea is to allow the 

student to be as independent as possible. 

Special education director 

From the perspective of the special education director, being knowledgeable of assistive 

technology and transition planning helps to make sure that the district is meeting the needs of 

their students in special education, as well as ordering any equipment or assistive technology 

devices that are needed for the student to be successful.  Assistive technology can be provided as 

early as the early childhood grades, and may follow him/her, or even change what types of 

devices are needed as the child grows.  It is important for the director to know what has been 

tried through the student's academic years, and when it is time for transition planning, usually 

when the child is age fifteen, then information to be considered are long-term functional skills to 

help the student succeed in life.  

 For example, transition planning may involve vocational training or employment needs 

(Overton, 2009).  The director ensures that staff is following and implementing an appropriate 

transition plan.  In the article "Impact - Assistive Technology and Transition Planning," it 

indicates that starting early and having a plan by thinking ahead will set the expectations for the 

student's assistive technology needs and transition plan.  As a special education director, it is 

their responsibility to oversee this process and ensure that it happens.  It is also necessary for the 

director to keep current on IDEA's laws and/or revisions to any part of an Individual Education 

Plan. 

This summary has emphasized the importance of the use of assistive technology and how 

it can benefit a student making a successful transition from school to the world of career training 

and/or employment.  Transitional plans can help parents, professionals, and the student with a 
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disability to think strategically about the types of technology that will aid them with future 

employment and decisions that are based upon his or her interests, abilities, and potential. The 

student will learn to become more independent and recognize what they are capable of. 
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Rationale and evaluation 

4. Interpreting assessment for educational intervention 

A. Paper: “Creating IEP Goals and Objectives” 

B. “Journal Seven: December 16, 2009”  
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In this section, two papers provide examples of increasing my knowledge of the various 

facets of the role assessment have in creating effective IEP’s. The paper “Creating IEP Goals and 

Objectives” demonstrates my understanding of developing goals and objectives for a third grade 

student by using the Wechsler Individual Achievement Test (WIAT) and the Woodcock- 

Johnson Tests of Achievement-Ill (WJ-UI).  

The readings summarized in “Journal Seven concern educational assessments and most 

notably of how to interpret the test results, along with the outline is beneficial in helping to 

summarize any number of assessments discussed in the last eight weeks. Furthermore, the four 

case studies from the Overton (2009) text  provides examples of cognitive, behavioral, and 

adaptive assessments, and excellent examples of test results and interpretations useful for 

professional application in the classroom.  

Grand Canyon University 
Creating IEP Goals and Objectives 

 
Background 

 Jane Doe’s mother requesting a multifactored evaluation due to a suspected learning 

disability initially prompted this IEP. Jane Doe has struggled with reading and math and, despite 

extra help from her mother at home; Jane Doe has not made as much progress with math. An 

academic screening indicated that Jane Doe exhibits discrepancies between her performance in 

language arts and math. School records indicate that Jane Doe has struggled throughout her 

school career concerning reading and math, but at this time, her current teacher reports her 

greatest difficulties are with math concepts, retention and number relationships. 

Jane Doe resides with her mother and stepfather, and brother. Jane Doe’s mother reports 

working consistently with her at home on reading and math skills; however, she does not see 

sufficient progress in math. It is the team's determination that Jane Doe has received adequate 
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reading and math instruction. In addition, she is proficient in English, and English is the primary 

language spoken in the home, Furthermore, Jane Doe’s learning difficulties are not the result of 

environmental, cultural, or economic disadvantage. 

Jane Doe’s academic skills were evaluated using Wechsler Individual Achievement Test 

(WIAT) and the Woodcock- Johnson Tests of Achievement-Ill (WJ-UI), in mid-November 2009.  

Results indicate that Jane Doe is currently performing in the Average range concerning overall 

reading and math skills (WIAT Broad Reading standard score =101; WIAT Broad Math standard 

score = 94). Analyzing Jane Doe’s skills based upon age-based norms (that is, comparing Jane 

Doe to most other children her same age) shows that she has mastered most basic academic skills 

in the areas of reading, math and written language; although her math calculation skills were 

slightly below average for a child her age. 

Due to Jane Doe’s late August birthday, grade-based norms were calculated in order to 

view Jane Doe’s performance in relation to most other students at her same-grade level (many 

other children Jane Doe’s same grade are in second-grade, thus her performance on age-based 

measures may not be indicative of her performance in a third grade curriculum). Results of the 

WJ-IIT indicate that Jane Doe is performing in the Average range concerning Broad Reading 

(standard score = 93) and Broad Math (standard score = 93). Individual subtest results indicate 

that Jane Doe has the most difficulty with math calculation (standard score = 83; Low Average 

range) and spelling (standard score ~ 82; Low Average range).  

Her knowledge of basic math concepts and their application to word-type problems with 

and without picture clues falls in the average range. Grade equivalents indicate that Jane Doe’s 

overall academic skills primarily fall at a late second-grade to early third-grade level. Regarding 

instructional implications, Jane Doe will have difficulty performing grade-level tasks in the areas 
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of math calculation and spelling independently. While she has mastered basic academic skills in 

overall reading, math and written language, she will need greater repetition and more 

opportunities for practice of basic math facts in order to be successful.  

Jane Doe will also require more help with spelling, such as more repetition and possibly 

"re-teaching" of basic sight words. Jane Doe should be encouraged to edit her work for spelling 

errors, using the aid of a peer or an adult helper to make necessary corrections. Fluency in the 

areas of reading and math does not appear to be problematic at this time. That is, Jane Doe 

appears to work at an acceptable pace about reading, understanding and responding to simple 

written statements and completing simple math problems.  

The IEP for Jane Doe, 3rd grade student  

Step 1: Discuss future planning 

Jane Doe’s family would like her to work at grade level in the areas of math, reading, and 

spelling. In reading, Jane Doe will comprehend the text using higher thinking strategies at 

each level (Knowledge, Comprehension, Application, Analysis, Synthesis, and Evaluation). 

Jane Doe will accurately spell grade level sight words orally, and in her writing samples. 

Jane Doe will improve her ability and retain computation skills in mathematics.  

Step 2: Discuss present levels of academic and functional performance  

Jane Doe is currently performing at an average 3rd grade level in math and spelling. Jane 

Doe earns B and C letter grades on her nine-week report cards. Jane Doe is reading with 

fluency at early 3rd grade level. She has good comprehension skills.  

Step 3: Identify needs that require specially designed instruction 

Jane Doe needs to complete the 3rd grade mathematics, language arts (spelling & grammar), 

and reading curriculum. 
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• Computational skills 

• Mastery of addition, subtraction, and multiplication facts through 12 

• Regrouping 

• Retention skills 

Spelling 

• Spell grade level word lists 

• Improve spelling in writing assignments 

• Use of words in context 

Grammar 

• Use adjectives in sentences 

• Use correct punctuation/capitalization 

• Edit and evaluate own work 

• Write in complete sentences 

Grammar 

• Read with expression 

• Read with fluency 

• Read for comprehension  

Step 4: Identify measureable annual goals, including academic and functional goals 

1. Jane Doe will retain the skills needed to improve everyday math mastery. 

2. Jane Doe will improve the use of spelling in writing. 

3. Jane Doe will use basic grammar and editing skills in all writing assignments. 

4. Jane Doe will improve grade level reading skills. 
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Benchmarks or short-term objectives 

1 a. When given sets of two digit addition or subtraction problems, Jane Doe will 

add/subtract and regroup with accuracy (Grade Three, Number, Number Sense and 

Operations Standard, Computation and Estimation, Number 12, Ohio Academic Content 

Standards Mathematics, 2004). 

1b. Jane Doe will increase her ability to add, subtract, and multiply a number set using 

numbers 0-12 (Grade Three, Number, Number Sense and Operations Standard, 

Computation and Estimation, Number 13, Ohio Academic Content Standards Mathematics, 

2004). 

1c. After a math assignment is given, Jane Doe will use basic computation skills (+,-, x) to 

solve both standard form problems and simple word problems (Grade Three, Number, 

Number Sense and Operations Standard, Meaning of Operations, Number 8a, Ohio 

Academic Content Standards Mathematics, 2004). 

2a. Jane Doe will accurately use grade level spelling words in daily writing assignments 

(Grade Three, Writing Conventions, Spelling, Number 6, Ohio Academic Content Standards 

English Language Arts, 2004). 

2b. Jane Doe will orally spell and write a list of 13-grade level spelling words with 90% 

accuracy (Grade Three, Writing Conventions, Spelling, Number 2,3,4,5,6, Ohio Academic 

Content Standards English Language Arts, 2004). 

3a. Jane Doe will write 3-6 complete sentences using correct beginning and ending 

punctuation (Grade Three, Writing Conventions, Punctuation and Capitalization, Number 

8, Ohio Academic Content Standards English Language Arts, 2004). 

3b. Jane Doe will identify and use basic parts of speech to extend the length and quality of 
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her written work (Grade Three, Writing Conventions, Grammar and Usage, Number 

11,12,13,14,15,16,17, Ohio Academic Content Standards English Language Arts, 2004). 

4a. Jane Doe will answer 5 comprehension questions after reading a passage aloud or 

silently (Grade Three, Reading Process: Concepts of Print, Comprehension Strategies and 

Self-Monitoring Strategies, Comprehension Strategies, Number 7,  Ohio Academic Content 

Standards English Language Arts, 2004). 

4b. Jane Doe will identify the correct genre (fables, biography & informational text, 

realistic & historical fiction) of the reading passage (Grade Three, Reading Process: 

Concepts of Print, Comprehension Strategies and Self-Monitoring Strategies, Independent 

Reading, Number 9, Ohio Academic Content Standards English Language Arts, 2004). 

4c. When reading a story, Jane Doe will acknowledge punctuation cues, and read with 

expression (Grade Three, Reading Process: Concepts of Print, Comprehension Strategies 

and Self-Monitoring Strategies, Comprehension Strategies, Number 1, Self-Monitoring 

Strategies, Number 8, Ohio Academic Content Standards English Language Arts, 2004). 

Student Progress 

Procedure:  1a. Daily assignments with 85% accuracy. 

                      1b. Daily assignments with 85% accuracy. 

Who:  Resource Room Teacher 

Reporting:  Each grading period (9 weeks) with progress notes, grade cards and through 

communication log. 

Step 5: Identify services 

Service: Specially designed Instruction 

Frequency: daily 
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Accommodations/Modifications/Supplementary Aids 

No time limits for tests 

Step 6: Determine least restrictive environment 

Based on present levels, Jane Doe’s performance indicates a need for small class size that 

provides limited distractions and repeated structured instruction. Specialized instruction in 

mathematics will occur in the special education classroom where there is a ratio of no more 

than 1:8 students. Monitor mathematics progression in regular classroom.  

Student Progress 

Procedure: 2a. Daily assignments (tests, work samples) with 90% accuracy 

                    2b. Tests and work samples with 90% accuracy 

Who:  Resource Room Teacher, Regular Classroom Teacher 

Reporting: Each grading period (9 weeks) with progress notes, grade cards and through 

communication log. 

Step 5: Identify services 

Service: Specially designed Instruction 

Frequency: daily 

Accommodations/Modifications/Supplementary Aids 

Jane Doe will require extra time to complete modified assignments (reduced number of 

essay questions on classroom tests). Jane Doe will have a reader as needed for tests and a 

quiet area to work with fewer distractions. 

Step 6: Determine least restrictive environment 

Based on present levels, Jane Doe’s performance indicates a need for small class size that 

provides limited distractions and repeated structured instruction. Specialized instruction in 
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spelling will occur in the special education classroom where there is a ratio of no more than 

1:8 students.   

Student Progress 

Procedure: 3a. Daily assignments with work samples at 85% accuracy 

                    3b. Daily assignments with work samples at 90% accuracy 

Who:  Resource Room Teacher, Regular Classroom Teacher 

Reporting: Each grading period (9 weeks) with progress notes, grade cards and through 

communication log. 

Step 5: Identify services 

Service: Specially designed Instruction 

Frequency: daily 

Accommodations/Modifications/Supplementary Aids 

Jane Doe will require extra time to complete modified assignments (reduced number of 

essay questions on classroom tests). Jane Doe will have a reader as needed for tests and a 

quiet area to work with fewer distractions.  

Step 6: Determine least restrictive environment 

Based on present levels, Jane Doe’s performance indicates a need for small class size that 

provides limited distractions and repeated structured instruction. Specialized instruction in 

grammar will occur in the special education classroom where there is a ratio of no more 

than 1:8 students.   

Student Progress 

Procedure: 4a. Observation 90% accuracy 

                    4b. Observation at 90% accuracy 
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                    4c. Observation at 90% accuracy 

Who:  Resource Room Teacher, Regular Classroom Teacher 

Reporting: Each grading period (9 weeks) with progress notes, grade cards and through 

communication log. 

Step 5: Identify services 

Service: Specially designed Instruction 

Frequency: daily 

Accommodations/Modifications/Supplementary Aids 

Jane Doe will require extra time to complete modified assignments, will have a reader as 

needed for tests and a quiet area to work with fewer distractions. 

Step 6: Determine least restrictive environment 

Based on present levels, Jane Doe’s performance indicates a need for small class size that 

provides limited distractions and repeated structured instruction. Specialized instruction in 

reading will occur in the special education classroom where there is a ratio of no more than 

1:8 students.   

 
Journal Seven: December 16, 2009 

Grand Canyon University 

1. What are the key points in your reading? 
 

The main ideas from the Overton text, chapter 11 we learned about interpreting 

assessments for educational planning purposes. 

From chapter 11 

I. Test results 

a. Effective when  
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1. Interpreted and presented in a clearly written format 

b. Tharinger & Lambert guidelines for assessment/interpretative process 

1. Child is dependent on the environment to fulfill basic physiological and 

psychological needs 

2. Child and the family are active participants in shaping his/her 

environment 

3. Child strives to adapt to his/her environment 

4. Child’s motivations may not be conscious 

5. Child’s attachment, separations, and losses are significant to their 

psychological development 

6. Child development necessitates conflicts, tensions and associated 

problems; assessment is on how the child and others respond to these 

conflicts 

7. Child thoughts become atypical, it is important to consider under what 

circumstances and what developmental level this thought pattern makes 

sense 

8. Child’s immediate environment (school and home) needs to be assessed 

II. Interpreting test results 

e.  Interindividual interpretation 

1. Comparing a student to a peer norm group 

f. Intra-individual interpretation 

1. Comparing a student with his or her own performance 

g. Evaluating and interpreting a student’s test results require 
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1. Parental permission 

2. Screening for sensory impairments or physical problems 

3. Parent interview 

4. Intellectual and academic assessment 

5. Behavioral assessment 

6. Test interpretation 

1) Requires several elements to be evaluated such as sensory problems, 

home conflicts, emotional/behavioral problems, etc 

h. Cross-battery assessment 

1. Comparing a student’s performance in specific areas of processing or 

skills across more than one instrument 

III. Writing test results 

f. Outline of a psychoeducational report 

I. Identifying Data 

II. Background and Referral Information 

A. Background 

B. Referral 

C. Classroom Observation 

D. Parent Information 

III. Test Results 

IV. Test Interpretations 

V. Summary and Conclusions 

2.   Based on your experiences as an educator, how can you apply content from this reading to 
your classroom and teaching? 
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 As a special educator, the values and our abilities, we bring into the classroom have an 

impact on the students we are responsible for. To be a professional in the field it is important to 

understand the theoretical contexts that define one’s profession. The discussion concerning 

educational assessments and most notably of how to interpret the test results, which according to 

the authors is an “art” (p.457) requires the classroom teacher to be cognizant of these methods as 

an effective member of his or her student’s IEP team.     

3.    What insights did the reading provide into this week’s topic? 
 
 To be a professional in the field it is important to understand the theoretical contexts that 

define one’s profession. The discussion on p. 464 “writing test results” along with the outline 

provided on p.465 may be beneficial in helping to summarize any number of assessments 

discussed in the last eight weeks. Furthermore, the four case studies (examples of cognitive, 

behavioral, and adaptive assessments, p. 467-489) provide excellent examples of test results and 

interpretations useful for professional application in the classroom.  

iii) Reflective Evaluation 

As a special educator, the values and our abilities, we bring into the classroom have an 

impact on the students we are responsible for. During the past eight weeks, the readings from 

Overton (2009) provided me with insight on assessment strategies.   

The main ideas from the Overton text early on in the course, discussed the assessment 

process in general education and the laws and ethical standards governing the interpretation of 

tests in special education services. Testing is a method to determine a student’s ability to 

complete certain tasks, demonstrate mastery of a skill and knowledge of content. 

For example, achievement tests measure academic progress, what the student has retained 

in curriculum while screening tests sample a few items across skills or domains while aptitude 
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tests designed to measure strength, talent, or ability in a particular area or domain. Assessment 

on the other hand, is a process of gathering information, to monitor progress and to make 

educational decisions.  

There are legal precedents associated with assessment practices. Public Law 94-142 and 

IDEA reflected substantial legal challenges for person with disabilities. Federal law mandates 

fair and, objective assessment practices. IDEA requires an initial evaluation, which is the first 

evaluation of a student to determine special education services followed by a comprehensive 

educational evaluation in all areas of a suspected disability.  

Integral to this process requires informed consent, parents, from all cultural and linguistic 

backgrounds having their rights written in their native language and agree in writing to 

procedures outlined for their child insuring fair and objective testing practices.   

Measurement concepts are essential to the classroom teacher because of 

psychoeducational foundations are rooted in using standardized instruments.  Mistakes have been 

made in the diagnosis of learning disabilities and educators need a basic understanding of 

measurement principles to prevent common errors going unnoticed. Teachers need an 

understanding of what is possible from numerical data gathering.   

Descriptive statistics are numerical functions that assist educators to understand and 

describe sets of data. Operations common to descriptive statistics are measures of central 

tendency, normal distribution, the bell curve, and frequency distribution.  

Norm referenced assessment compares a student with age or grade level expectations. 

Based on a standard method used in placement and classification decisions, it is the amount of 

deviance from expected norm, a determining factor if a student meets eligibility requirements to 

receive special education services.  
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  For special educators, designing effective alternate assessments that measure the 

student’s progress along the continuum of general education expectations are an important goal. 

These assessments may be curriculum based, which uses content to assess student progress.   

Behavior assessment measures academic engaged time: the length of time when the 

student is actively involved in the learning process. The functional behavioral assessment is a 

multi-component measurement to determine the purpose of target behaviors, while the functional 

behavioral analysis, is an analysis of the exploration of behaviors that occur. Techniques for 

assessing behavior include checklists, questionnaires, interviews, sociograms, and ecological 

assessment.  

The final important topic in the last eight weeks of this course concerned what constitutes 

intelligence measurement and adaptive behavior scales for special education placement. The 

measurement of intelligence is an assessment of cognitive ability mandated by IDEA, while 

assessment of adaptive behavior is for the diagnosis of mental retardation. The use of 

intelligence testing, as we learned from the class is a controversial issue. For many researchers, 

the IQ does not reflect a global summation of the brain’s capabilities: moreover, hundred years 

of debate have failed to lead to a consensus definition of what intelligence is.  

 Commonly used intelligence tests include the Wechsler intelligence scale for children, 

the Kaufman assessment battery for children, second edition, the Stanford-Binet, fifth edition, 

and the Woodcock-Johnson III Tests of Cognitive Abilities, which includes assessments in 

reading, math, and written language.   

Assessing adaptive behavior describe a student’s self-efficacy and the scales used 

differentiate among various classification schemes such as normal, mentally retarded, slow 

learner, learning disabled, and emotionally disturbed. Skills enhanced through placement in 
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settings that focuses on training adaptive behavior. Types of adaptive behavior scales include the 

Vineland Adaptive Behavior Scales, 2nd edition and the AAMR Adaptive Behavior Scale-

School, 2nd edition.  

Finally, my experiences as a para-professional (2007-2010) along with concluding my 

class work at Grand Canyon University in special education have provided a ready path for me to 

follow.  In my pursuits to apply with what I have learned and expect to learn first in my student 

teaching in January 2010, and then applying for my provisional teaching license soon after that.  

  

   

 

 

 


