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ABSTRACT

The limited availability of culturally appropriate psychological tests for the educational and
psychological assessment of Indigenous students is a crucial issue for school psychologists in
Australia’s Northern Territory (NT). This has resulted in school psychologists and other educational
practitioners relying primarily on mainstream assessment tools when evaluating Indigenous students’
learning and psychological needs.
This study sought to culturally adapt and abbreviate the Adaptive Behavior Assessment System –
Second Edition Teacher Form (ABAS-II) for use in NT schools with children ages 5 to 14 years
(Harrison & Oakland, 2003). The cross-cultural adaptation process followed internationally
recommended practice, including forward translation, back-translation, revision by an expert
committee, and a pilot trial. This involved a multiphase mixed-method study design and included
semi-structured interviews with educators, teachers and teacher aides as respondents, school
observations, and psychometric analyses of existing and newly collected NT student data. The newly
adapted instrument was named the Adaptive Behaviour Assessment System: Indigenous Australian
Adaptation Model (ABAS: IAAM).
Teachers were trained in the use of the ABAS: IAAM and supported to assess the adaptive behaviour
of 270 students (Indigenous and non-Indigenous) in NT schools. Test data on these students and
qualitative evaluation of interviews with 56 adult informants were analysed to reach the study
findings. The new measure was found to have good internal consistency for each of the adaptive
domains and the overall composite score (Social Adaptive Domain, alpha=0.92; Conceptual Adaptive
Domain, alpha=0.94; Personal Adaptive Domain, alpha=0.78; and General Adaptive Composite,
alpha=0.94). Content and construct validity were investigated through consultations with the teachers
and other subject experts. Age standardisation and Receiver Operator Characteristic (ROC) analysis
was used to establish age specific thresholds scores for the instrument. This enabled investigation of
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concurrent validity by assessing how well the age specific ABAS: IAAM threshold scores
differentiated students with and without special education support needs.
The overall study findings confirm the cross-cultural inclusiveness of the Adaptive Behaviour
Assessment System: Indigenous Australian Adaptation Model (ABAS: IAAM) for use in NT schools.
The psychometric properties of the new instrument were found to be satisfactory for its valid and
reliable to use in assessing the adaptive behaviour of Indigenous and non-Indigenous students in the
NT schools context.
The study demonstrated that teachers and teacher aides were able to use ABAS: IAAM checklist and
utilise its findings in designing individual learning plans for their students. Education Advisors were
also able to use the ABAS: IAAM data in integrating culturally relevant information about the
adaptive behaviour of their Indigenous clients and to identify students with specific education and
social support needs, developing Education Adjustment Plans, and monitoring student progress.
School psychologists were also able to use the ABAS: IAAM test results for additional assessment
planning, diagnostic and referral purposes.

While the ABAS: IAAM was developed, trialled and evaluated for use in the NT Indigenous
schooling context, it is hoped to extend this in post-doctoral research using a larger sample more
representative of the broader Australian Indigenous population . This will be necessary to establish the
extent to which the study findings are more widely generalizable and to support the reliable and valid
use of the instrument with students in other Australian states and territories.
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CHAPTER 1: INTRODUCTION
1.1 BACKGROUND INFORMATION
The effective availability and provision of school psychology services is now widely
recognised as a critical component of the school education system to enable improved psychoeducational outcomes for students (Faulkner, 2007; Australian Psychological Society (APS), 2013;
Northern Territory (NT) Department of Education (DoE), 2014). This is of particular relevance to
recent national policy initiatives seeking to improve the literacy and numeracy and emotional
wellbeing outcomes of Australian Indigenous children (Council of Australian Governments (COAG),
2008, 2011). Improving the capacity of school psychology services to appropriately assess the sociocultural, linguistic and special learning needs of Indigenous children is a priority issue for the
education systems of Australia’s Northern Territory. Improving this capacity was one of the
recommendations of a recent independent review of the Indigenous education services of the
improvement in literacy, numeracy and maths levels, together with healthier social and emotional
wellbeing for Indigenous Australian students is a national and especially a priority of the Northern
Territory Department of Education (Wilson, 2013).

A key component of good school psychological practice is the appropriate use of
psychological methods of assessment and psychometric tests as recommended in international,
national and local guidelines (APS, 2013; International Test Commission (ITC), 2001). This is
considered critical to the detection of students who may be at risk of learning, behavioural and socialemotional difficulties, and to enable effective interventions and support.

During the student assessment process, school psychologists usually utilise standardised
psychological tests in addition to discussing parental and teacher concerns, obtaining a history of the
students’ difficulties and making direct clinical observations in schools. This type of comprehensive
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process is used by school psychologists in formulating their assessment of student needs, providing
advice to teachers and parents, and making referrals where necessary (APS, 2003; APS, 2013;
National Association of School Psychologists (NASP), 2008).

One aspect of this service delivery model in the education systems of the Northern Territory
is the lack of psychological measures specifically developed for use with Indigenous Australian
students. Responsible test use depends on the school psychologist’s integrity, ability and knowledge
to choose a suitable psychological test ensuring proficient and fair standards in testing (Bartram,
2001b; ITC, 2001; ITC, 2013). In the absence of psychological tests developed and calibrated for use
with Indigenous students, school psychologists in the NT face special challenges in assessing the
school learning and support needs of Indigenous students, especially where they need to consider
factors such as the student’s culture, language and social background, the characteristics of the local
community and its education setting and resources, and school attendance patterns. All these factors
come into play when deciding to introduce a particular psychological test.

School psychologists are required to use standardised test results to verify formal diagnosis or
specific disabilities (APS, 2012a; APS, 2013). Specific directives are available in the Diagnostic and
Statistical Manual of Mental Disorders – Fifth Edition (DSM-5), American Psychiatric Association
(APA), 2013. A psychological test needs to have reliability, validity, and good norms that are
accurately standardised or fit within similar models to comprise good characteristics (Kline, 2000).

There is currently no known standardised psychological test available with up to date
Australian norms for use with Indigenous Australian students (APS, 2012a). The use of mainstream
instruments with Indigenous people is a concern both in Australia and internationally (Silburn,
Nutton, McKenzie, and Landrigan 2011; Bainbridge, McCalman, Clifford, and Tsey, 2015). The
problem of needing to rely on the use of mainstream practice when assessing students in remote and
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very remote communities has been extensively documented and discussed for decades (Rickwood,
Dudgeon & Gridley, 2010; Klenowski, 2009; Drew, Adams & Walker, 2010).

Despite this, there remains a shortfall of appropriate, reliable and valid psychological
assessment tools for Indigenous students in Australia and many other post-colonial nations. At the
same time, there has been growing interest in cross-cultural psychological and educational studies,
which has raised further concerns about the quality and suitability of adapted and validated
instruments for use in contexts different to those in which they were developed (Hambleton, Merenda,
& Spielberger, 2005).

In seeking to address these concerns, professional bodies such as the International Test
Commissions have emphasised the value of adapting educational and psychometric instruments for
use with other cultures and, moreover, the importance of this being done in culturally and
linguistically relevant ways so as to maximise the reliability and validity when used in other contexts
(ITC, 2013).

The research for this thesis has been undertaken with the aim of enhancing the school
psychology practice of the Student Support Services of the NT Department of Education in assessing
adaptive behaviour of Indigenous Australian students. This has involved a series of formative
investigations to inform the development of a trial version of the Adaptive Behavior Assessment
System –Second Edition Teacher Form (ABAS-II TF) for use with Indigenous Australian students
aged 5 to 14 years in Australia’s Northern Territory.

1.2 AIM OF STUDY
This study aimed to develop, trial and evaluate an adaptation of the ABAS-II TF for use with
Indigenous students aged 5 to 14 years (see Chapter 2). It aimed to provide Education Advisors in NT
schools a culturally appropriate measure of adaptive behaviour functioning based on data items
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relevant to the adaptive skills of Indigenous students. The assessment of students’ overall level and
specific areas of adaptive functioning is needed to inform decisions necessary for formal diagnosis,
applications for Special Education Support Program (SESP) funding, development of Education
Adjustment Plans or to justify referrals for services not available within NT schools.

1.3 RESEARCH SETTING
The Northern Territory
The Northern Territory is one of the eight states and territory jurisdictions of the
Commonwealth of Australia. Located in the ‘Top End’ and central regions of continental Australia
(see Figure 1.1), it had an estimated resident population of 244,300 in 2014. It is the least populated of
all Australian jurisdictions (Australian Bureau of Statistics (ABS), 2014). The most recent Australian
Census found that 30% of the NT population, or 68,850 at the 2011 Census, was Indigenous.
Indigenous people in the NT are among the most disadvantaged populations in Australia, with low
median incomes and employment levels. The majority (58%) of the NT Indigenous population resides
in very remote locations. Indigenous households tend to have more occupants than non-Indigenous
households. The age distribution of the NT Indigenous population is also relatively young, with a
median age of 23 years in comparison with 34 years for the non-Indigenous population.
Figure 1‐1: Map of Australia
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Only 41% of all NT Indigenous households, and 18% of very remote Indigenous households,
are connected to the Internet. Only 29% of the NT Indigenous population attends school beyond Year
10. The Northern Territory has 641 discrete Aboriginal communities: 9 towns of 1,000 – 2,000
people; 50 communities with populations ranging from 200 – 999 people; and 570 communities with
populations of fewer than 200 people. Some 72% of the Territory’s Aboriginal population lives on
Aboriginal land outside major towns. The geographical, logistical and socio-cultural complexity of
delivering services to this diverse range of communities has been a key factor in the majority of
Aboriginal people in the NT not having good access to mainstream services (Wilson, 2013).
Indigenous Australians
Indigenous Australians are the original inhabitants of the Australian continent and nearby
islands. Indigenous Australians are believed to have migrated from Africa to Asia around 70,000
years ago before arriving in Australia around 50,000 years ago (Rasmussen, et al., 2011). The Torres
Strait Islanders are indigenous to the Torres Strait Islands, which are at the northernmost tip of
Queensland near Papua New Guinea. The term ‘Aboriginal’ is traditionally applied only to the
indigenous inhabitants of mainland Australia and Tasmania, along with some of the adjacent islands,
i.e. the ‘first people’. ‘Indigenous Australians’ is recommended as the preferred inclusive term to be
used when referring to both Aboriginal and Torres Strait Islanders people (ABS, 2014).

As it is the aim of the study to explore the functioning of the ABAS-II and put it into the
Indigenous Australian context, it is important to note the diversity of the Aboriginal and Torres Strait
Islander groups. De Souza & Rymarz, 2007; Reynolds, 2005, have described the high level of
diversity within the Aboriginal and Torres Strait Islander population and between groups, in terms of
their differing groupings, languages, kinships and tribal affiliations and ways of life. These
differences need to be acknowledged and valued in any research study involving indigenous people.

For the purpose of this thesis, the term ‘Indigenous’ is used respectfully to refer inclusively to
both Aboriginal and Torres Strait Islander people and to acknowledge the diversity of their cultures,
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languages and lifestyles. The term ‘non-Indigenous students’ is used to refer to students who are not
Aboriginal or Torres Strait Islander and who have either an Anglo-Saxon, Asian, African or Western
background (Dingwall & Cairney, 2010).

The Northern Territory Department of Education
Children turning four years of age on or before 30 June in the NT are eligible to enrol in a
regular preschool program at the commencement of each school year. Children turning four after 30
June are eligible to enrol in a preschool program after their birthday, if places are available and with
the understanding that the child will access more than 12 months of preschool.
In the NT, school is compulsory from the age of six years. Children can enter non-compulsory
Transition at the start of the school year if they turn five by 30 June that year. To enter Year 1
(compulsory) children must turn six before 30 June in the year they are enrolled. Students attend
primary school for six years (Years 1-6), including their transition year. Students move into Middle
School for Years 7-9 and Secondary School for Years 10-12. Students who successfully complete
secondary school receive a Northern Territory Certificate of Education (NTCE). They can also obtain
an Australian Tertiary Admission Rank (ATAR) for selection to universities in Australia (Northern
Territory Government Department of Education, 2016).
There are three distinct school education systems in the NT, the Northern Territory
Government, Catholic Education - and Independent schools. There are currently a total of 192 schools
in the NT situated in provincial, remote and very remote areas (Australian Schools Directory, 2015).
Of these, 80.2% are NT Government schools, 8.9% are Catholic Education schools and 10.9% are
Independent schools (Northern Territory Government Department of Education, 2016).
NT Education Regions
The participants for this study were from schools in the three “Top-End” NT Education
regions (Palmerston/Arnhem, Barkly/Central and Darwin/Katherine) and included NT Government,
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Catholic- and Independent schools (Northern Territory Government Department of Education,
2016a).
Figure 1‐2: Map of NT Government and Independent schools

Source: Northern Territory Department of Education, NT Government
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Figure 1‐3: Map of Catholic Schools

Source: Catholic Education Office, NT Government

Student Support in the Northern Territory
The Student Support division of the NT Department of Education provides a range of support
services, specialised equipment and resources and professional development opportunities for school
staff to help children with disabilities and additional learning needs (see Chapter 2).
The NT Department of Education appoints school psychologists to provide psychoeducational information to schools about their students’ needs in areas such as intellectual, academic,
adaptive functioning, and social and emotional functioning (see Chapter 2).
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1.4 FRAMEWORK OF THE THESIS
The next chapter (Chapter 2) begins with an overview of the applied services context of the
research conducted for the thesis. This describes the role of the school psychological services in
improving the psycho-educational outcomes for NT students. Given the high proportion of Indigenous
students in the NT, this description includes a particular emphasis on the role of school psychologists
in addressing the learning and other needs of this student population. It includes a discussion of the
many factors affecting their learning and social-emotional wellbeing. It also considers the literature on
the importance of responsible test use in school psychological practice. This includes discussion of the
appropriate psychological assessment methods and properly validated and reliable psychometric tests
for the early detection of students at risk. This is discussed in relation to the available literature on the
guidelines necessary for ethical and responsible adaptation and use of tests designed in other culture
and language settings.
Chapter 3 reviews the history of psychological assessment and testing with Indigenous
Australians with reference to current available psychological screeners and tests for use with this
population. This review also refers to the current need for more reliable and valid culturally
appropriate psychological tests for use with Australian Indigenous school students. It further outlines
the importance of measuring adaptive functioning and the rationale for the selection of the ABAS-II
TF as the instrument to be adapted.
Chapter 4 then describes the research design and methodologies utilised in the various
components of the study. In order to achieve the study aims and to evaluate the research questions, a
mixed methods approach was used in a pragmatic, multiphase design. It begins by clarifying the
overall aims of the study and the scope of the thesis. Next, the rationale for the research design is
discussed with reference to the literature in the use of mixed-methods approaches in school
psychology research and practice. This is followed by an account of the combined concurrent and
sequential equal status model employed over three phases of research. This includes a description of
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the research contexts of each study phase, and their associated data collection and research
methodology.
Chapter 5 begins with a description of the findings of the phase one formative studies
conducted to inform the development of the adapted ABAS-II TF measure. This phase gathered
information on school personnel’s perceptions of the education value and suitability of the ABAS-II
TF for use with Indigenous students. It also identified specific ABAS-II TF items not applicable or
likely to introduce cultural bias which could be considered for elimination in the adapted version
entitled the ABAS: IAAM for trialling in the pilot study. Next, these findings are used to further
develop the measure for its pilot implementation.
Chapter 6 describes the pilot implementation of the pilot ABAS: IAAM. It reports the results
of the translation process and the training of the respondents in how to complete the revised ABAS:
IAAM. It also explains the assessment process of a new sample of 120 Indigenous students with the
revised tool and two non-verbal intelligence tests. It further reports on follow-up interviews that were
conducted with the respondents regarding their perceptions of the contextual, linguistic and cultural
relevance of the adapted questions. It lastly outlines the concurrent and convergent validity of the
adapted ABAS: IAAM.
Chapter 7 reports on the findings of the different strands of phase three and describes the
psychometric properties of the ABAS: IAAM observed in its pilot implementation. It includes results
from the Exploratory Factor Analysis that determined the final factor structure and version of the
ABAS: IAAM.
Chapter 8 concludes the thesis with a summary of the key findings and a discussion of their
significance and implications for school psychology practice with Indigenous students. This includes
a discussion of the strengths and limitations of the study. Recommendations are also made for future
research to further refine and validate the adapted tool and to extend its use with Indigenous students
in the NT and elsewhere in Australia.
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Chapter 2: BACKGROUND
INTRODUCTION
This chapter provides an overview of the applied services context of the research conducted
for the thesis. This outlines the role of the school psychological service in Australia’s Northern
Territory (NT) in improving the psycho-educational outcomes for students. Given the high proportion
of Indigenous students in the NT, this description includes a particular emphasis on the role of school
psychologists in addressing the learning and other needs of these students. It also includes a
discussion of the many factors affecting the learning and social-emotional wellbeing of Indigenous
students.

2.1 SCHOOL PSYCHOLOGICAL SERVICE
2.1.1 The importance of effective psychological services in schools
Many school-aged children and young Australians are affected by mental health problems
(Hunter, 2007; Prior, 2009). The APS, 2012b referred to the findings of the first National Mental
Health Survey of Children and Adolescents (Sawyer et al., 2000) which estimated that one in seven
young people had clinically significant mental health issues when tested in 1998. This study also
found that a number of these young Australians had more than one mental health disorder.

The second National Child and Adolescent Mental Health Survey done in 2014, suggested
that the proportion of children and young people experiencing mental health issues stayed the same;
one in seven, but that the access of those in need of services increased significantly. The first national
survey found that only one third of children and adolescents aged 6-17 years with mental health
disorders used services in 1998 in the previous six months. The second national survey found that
over two thirds were able to access services, measured over a year (Lawrence, et al., 2015).
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Mental health disorders can overwhelm all areas of functioning for a student; academically,
socially and emotionally. For these reasons school systems across Australia now include the provision
of specialised psychological services as an integral component of school support for students, parents
and schools (APS, 2012b). These services play an important role in identifying specific needs and
providing tailored services to children and young people with mental health disorders (Lawrence, et
al., 2015).

Normally school psychologists have tertiary qualifications in both education and psychology
that enables them to provide a range of services relevant to improving the academic, adaptive and
social-emotional functioning of learners. They typically provide a comprehensive range of services
including school visits, teacher and parent consultations, classroom and playground observations,
student assessments, psychological testing and report writing, providing feedback on results and
intervention to parents and schools, student education programs, and counselling. School
psychologists are also called upon to attend critical incidents in school communities. They further
provide psycho-education to student groups, school staff, parents, colleagues and other service
providers. School psychologists thus need to engage with a wide variety of informants to secure
relevant information informing and supporting the best possible service for students in need (APS,
2012b).

2.1.2 School psychological service - Student Support Services DoE NT
The NT Department of Education’s Student Support Services employs school psychologists
in each region as part of an NT wide Behavioural and Mental Health Team (NT DoE, 2016).A critical
focus for this regionalised school psychology service is consultation and assessment in providing
psycho-educational information to schools and parents. This involves school psychologists guiding
interventions for students with significant learning needs across the three ‘Tiers of Intervention’ (see
Figure 2-1 below). This involvement may target an entire school or class, a group of students at risk
or individual students with severe learning, behavioural or social-emotional needs.
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Figure 2‐1 Three Tiers of Intervention Student Support (SS)

Source: Student Support Services Department of Education, NT Government
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School psychological assessments encompass three domains: intellectual and academic
functioning, adaptive behaviour and social and emotional functioning. NT school psychologists also
have a role in building capacity of schools personnel in relation to students’ mental health, behaviour
and a range of disabilities through their contribution to professional learning activities within schools.
They further support schools and communities in seeking to close the education achievement gap
between Indigenous and non-Indigenous students, increase school attendance and high school
completion rates, create safe and positive school environments, and encourage positive schoolcommunity partnerships (NASP, 2008; NT DoE, 2014).
The NT school psychologists deliver services across all education sectors (i.e. the NT
Government, Catholic, and Independent school sectors) and in all levels of schooling (i.e. preprimary, primary, middle and senior schools, and special schools) across widely varying geographic
settings (i.e. outer regional, remote and very remote) (APS, 2009; NT DoE, 2014).
2.1.3 Challenges school psychologists face in the NT

The Australian Psychological Society APS, 2012b recommends a psychologist-student ratio
of 1: 500 to ensure a better service and reduce risks for students. However, the service in the NT is
often required to operate on a very understaffed basis with a psychologist-student ratio of as much as
1: 5000. At the time of writing, there were eight full-time school psychologist positions across the NT
for an estimated 33,423 (government only) students enrolled in schools. Each psychologist is
responsible for service delivery in 12 to 23 schools across the different school sectors and education
and geographic settings. The regionally based psychologists have to function mostly in isolation due
to vast distances between education regions and communities. This significantly limits the
opportunities for regular face-to-face meetings, peer supervision and professional development. The
recent availability of new ‘Lync’ technology has assisted quality assurance processes but does not
support the level of team contact and coherence necessary for the optimum professional support of
practitioners.
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Many NT schools are situated in some of the most remote areas of Australia. School
psychologists need to travel great distances by car or light aeroplane to get to those areas. The
capacity for regular school visits is also limited due to time and budget constraints. School
psychologists who work in remote or very remote education settings require significant time to build
rapport and the understanding and trust of the community, school staff and students. They further
need time to consult with local health clinic staff to access relevant medical information, and to
consult with other community stakeholders, as well as allowing adequate time for conducting
behavioural observations, student assessments and formal testing. School psychologists meet with
parents and school staff for feedback on psychological assessment and test results. These demands on
time can increase the risk of under- or misdiagnosing students in need of more specialised assessment
or provision of special assistance.

According to the recommendations of APS, psychologists should not feel rushed or timepressured in their efforts to give high-quality support to students in need (APS, 2012b). However, due
to the very limited number of school psychologists in the NT, many schools and students experience
lengthy delays in the delivery of needed psychological services. This has led some schools to refer
students in need to independent service providers who do not deliver a free service.

One of the key functions of school psychologists in the NT is the role they are required to
perform in the identification and formal confirmation of students having a disability of a level which
make them eligible for Special Education Support Program (SESP) funding, special education
programs, and disability family support NT DoE, 2016). School psychologists have, over the past
decade, employed a range of psychometric instruments in making these assessments of students
referred from schools because of suspected disability. These include measures such as the Wechsler
Individual Achievement Test 2nd Edition (Wechsler, 2005), Wechsler Intelligence Scale – 4th
(Wechsler, 2003), Gilliam Autism Rating Scale – Third Edition (Gilliam, 2013), Achenbach Child
Behavior Checklist (Achenbach, 2001), and the ABAS-II (Harrison & Oakland, 2003). However, the
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reliability and validity of these instruments used with NT students have not yet been formally
established. There is clearly an urgent need to address this.

Bias in the assessment of Aboriginal youth experiencing mental health problems has long
been recognised in the literature (Davidson, 1995; Goodnow, 1988; Kearins, 1981). The basis of this
bias lies in the lack of culturally valid tests and clinical assessment processes for use with this
population (Davidson, 1995). There is almost a complete lack of relevant psychological test
instruments which have been normed and validated for use with Australian Indigenous students
(Australian Psychological Society, 2012b). Achieving culturally fair assessments of Aboriginal
students is difficult due to the absence of appropriate validated tools for these students. As a result,
some Indigenous Australian students may lack fair and equitable access to services relevant to their
specific learning and support needs.

Klenowski (2009) has critiqued current assessment practice and equity in relation to
Indigenous students in Australia. This is particularly relevant given the patterns of under-achievement
by Indigenous students reflected in national benchmark data. Klenowski (2009) highlights the
importance of teachers needing to distinguish the ‘funds of knowledge’ that Indigenous students draw
on and how teachers can adopt culturally responsive pedagogy to open up curriculum and assessment
practice to allow for different ways of knowing and being.

Dingwall, Pinkerton and Lindeman (2013) call for significant research effort to develop and
validate more appropriate assessments that are based on the skills and abilities taught and valued in
Aboriginal cultures. They mention that in the absence of appropriate, validated assessments, clinicians
rely on a range of standardised and informal assessments whilst recognising the severe limitations of
these. The reliability and validity of standardised tests or informal tasks for use with Aboriginal
people is often not known. Clinicians must therefore be very cautious in their interpretation and use
and rely on many other sources of information to inform the overall clinical picture.
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2.1.4 Factors affecting the educational achievement and social-emotional wellbeing of
Indigenous students in the NT

Historical factors
Historically, the poor education outcomes of Indigenous people are reflected in their low
economic participation over many decades (Doyle & Hill, 2007). This has been linked to the historical
exclusion of Indigenous people from the Australian education system, both formally through past
government policy and informally through the failure of schools to deliver education services that
meet the needs of Indigenous students (Doyle & Hill, 2007). Calma, 2006 suggests that in improving
Indigenous education outcomes, a range of factors need to be addressed to lessen their impacts on the
ability of Indigenous students to access and to engage successfully in education (Doyle & Hill, 2007).

On average, Indigenous Australians earn significantly less than non-Indigenous Australians;
have lower status positions; and are more likely to be unemployed or marginally employed (Gray,
Hunter, & Lohoar, 2012). This disparity in employment and income may be linked to lower levels of
education and training, lower job retention levels, and residing in low labour market areas.

Effects of early life adversity
According to the 2013 Australian Medical Association (AMA) Indigenous Health Report,
around half of all Australian Indigenous children are being brought up in communities and family
settings exposed to conditions of adversity in early childhood likely to harmfully affect their
development (AMA, 2013). This report cites evidence from recent epigenetic and neuro-development
research, which indicates that adverse environmental influences (such as poor nutrition and exposure
to chronic or traumatic stress) affect a child’s learning abilities, and adaptive behaviour functioning.
These early life factors can also affect physical and mental health, particularly through the way these
environmental influence affect gene expression in the course of early brain development (American
Academy of Pediatrics (AAP), 2011).
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Shonkoff & Gardner (2012) and the AAP Committee (as cited in AAP, 2011) have also
discussed the implication of the increasing scientific understanding of the effects of childhood toxic
stress on neuro-development, and their implications for children’s learning , behaviour, and their
longer-term physical and mental health problems (Wilson, 2013). These reviews highlight the
implications for early brain development of children’s exposure to high levels of family stress, suboptimal nutrition, and recurrent infection in infancy and early childhood. Mothers’ pre-natal
exposures to sub-optimal nutrition, toxic stress and the effects of alcohol and tobacco on the unborn
child have also been shown to increase the likelihood of later developmental vulnerability (Brewster,
2006; Wilson, 2013).

Stress is a critical risk factor for children’s poor physical, emotional and mental health.
Research conducted in the NT suggests that suicidal behaviour by younger children is often an
impulsive reaction to a stressful event that has occurred within family or school – two environments
that can present a number of stress risk factors. At school, children can be exposed to stress associated
with bullying or harassment, peer rejection, failure and disengagement. Stress within families can be
related to a range of factors including family violence, overcrowding, poverty, and alcohol and
cannabis misuse by parents and young adults within households. (Robinson, Silburn, & Leckning,
2011).

Given the multiple stressors experienced by families, there are also increasing numbers of
Indigenous children exposed to high levels of stress and isolation due to their roles as carers of parents
with a mental illness which is also likely to direct impact on their education and employment
outcomes (Robinson, et al., 2011).

Priest, et al. (2013) has identify racism as one of the key sources of stress faced by Aboriginal
people and families which may exacerbate mental health problems in a systematic review of studies
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examining the relationship between reported racism and health and wellbeing for children and young
people. They suggest that effects of racism can negate the protective effects associated with parenting
and healthy family functioning. As a cause of stress and psychological distress, racism limits the
capacity of parents to promote good child development and access the supports for raising children.
Racism is also increasingly identified as associated with poor physical and mental health and negative
social and emotional wellbeing outcomes in children, including anxiety, depression, low self-esteem,
suicide and self-harm risk/thoughts (Priest, et al., 2013).

Bodkin-Andrews & Carlson (2016), reported on the historical and contemporary role of
racism in limiting the benefits of education for Indigenous Australians. Beresford (2012) argues that
the history of educational policies, programmes, and attitudes targeting Indigenous people has been
for the most part extremely negative in its orientation and results, to the extent that this ‘history has
left a tragic legacy to the educational outcomes and opportunities of Aboriginal young
people. Generations of racist-inspired policies produced intergenerational underachievement and
alienation’.
A recent set of studies by Bodkin-Andrews and colleagues identified the negative impact of
racism of Indigenous students within the secondary education system. For example, Bodkin-Andrews,
Seaton, Nelson, Craven, & Yeung (2010b) found that perceptions of racism were negatively related to
the achievement levels of Indigenous students in standardised spelling and mathematics tests. More
specifically, it was estimated that the impact of increased student perceptions of racism put
Indigenous students at upwards of a 5% to 8% disadvantage.

Such results were not limited to achievement tests, as Bodkin-Andrews,
O’Rourke, Grant, Denson, & Craven (2010a) found that perceptions of racism were also negatively
related to teacher grades across English, Mathematics, and Science (also suggesting a 5% to 9%
disadvantage), and increased patterns of academic disengagement. Importantly, these results were also
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independent of the effects of the Indigenous students gender, home educational resources (e.g. access
to a computer at home), and also ratings of themselves as a student when compared to other students.

According to the AMA, as cited in Wilson (2013), Indigenous children in the NT have high
rates of nutritional complications such as anaemia and under- or overweight, particularly those living
in more remote areas.

In the Western Australia Government’s Child and Antenatal Nutrition Manual, it is noted that
poor nutrition is a major risk factor for many of the prevalent chronic diseases among Indigenous
people (Child and Adolescent Community Health Policy Unit, 2014), with as much as 21 per cent of
the national Indigenous burden of disease being attributed to poor diet, smoking and alcohol
consumption (Vos, Barker, Stanley, & Lopez, 2007). Specifically, among Indigenous people, issues of
concern relating to nutritional status include: under nutrition and poor growth, overweight and obesity
and iron deficiency.

Young Indigenous children in remote communities in the NT have particularly high rates of
underweight, stunting, and wasting (Li, Guthridge, D’Espaignet, & Paterson, 2007). Growth faltering
in infants is a reduction in expected growth based on weight trajectories since birth (McDonald,
Bailie, Rumhold, Morris, & Patterson, 2008). It is associated with poverty, and it tends to occur at
about six months of age during the transition to foods that may be inadequate in quality and quantity.
While this is related to issues such as food security, availability and affordability, there are other
poverty related factors that may also impact on children’s nutritional status such as malabsorption due
to the effects multiple gut infections

Anaemia is a significant problem for NT children as it associated with poor physical and
cognitive development in early childhood and development of chronic illness in adulthood (Child and
Adolescent Community Health Policy Unit, 2014).
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Aboriginal and Torres Strait Islander people have higher rates of infection than other
Australians. Childhood infections not only impact directly on the health of many children, but can
also jeopardise school attendance. Indigenous children have among the highest rates of rheumatic
fever in the world (Roberts, Brown, Maguire, Atkinson, & Carapetis, 2013). Risk factors include
poverty and overcrowding. Vaccination rates for Aboriginal and Torres Strait Islander children have
been persistently lower than those for other Australian children (Hull, McIntyre & Couzos, 2004;
Menzies, McIntyre, & Beard, 2004, Menzies, Turnour, Chiu, & McIntyre, 2008; Naidu et al., 2013).

Aboriginal and Torres Strait Islander children have substantially worse oral health than other
Australian children (Jamieson et al., 2007). This is an often overlooked health issue which can
significantly affect children’s attention and school learning. Indigenous Australians, especially
children, have much higher asthma morbidity and mortality than other Australians and this is another
health factor which may affect children’s school attendance and learning (Giarola, McCallum, Bailey,
Morris, MaClennan, & Chang, 2014).

Education
Education is a protective factor for children throughout their lives, starting with pre-school
and encouraging them to remain in school to at least year 12 level (Australian Government, 2014).
Although educational attainment is increasing, Aboriginal and Torres Strait Islander people continue
to have lower levels of education compared with non-Indigenous Australians. While there is some
evidence of a positive association between higher levels of education and better self-rated health and
wellbeing, caution needs to be exercised in the concept that education alone can close the gap in
Indigenous and non-Indigenous health outcomes (Osborne, Baum, & Brown., 2013).

Developmental readiness for school learning
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The Australian Early Development Index (AEDI) is a population measure of how children are
developing in different areas of functioning relevant to their capacity for school learning. Since 2009,
AEDI assessments have been made every three years on all Australian children enrolled in their first
year of schooling. These assessments are based on teacher ratings of child development across five
domains: physical health and wellbeing, social competence, emotional maturity, language and
cognitive skills, and communication skills and general knowledge (Silburn, McKenzie & Moss,
2010). The 2012 AEDI results showed that Indigenous Australian children in the NT have very much
higher rates of developmental vulnerability and risk of difficulties in school learning than the national
population (Wilson, 2013). Children scoring below the 10th national percentile on an AEDI domain
scale are categorised as ‘developmentally vulnerable’ for that area of functioning. Children with
vulnerabilities on one or more of the domains are described as ‘developmentally at risk’. These
children are typically not developmentally ready for school learning and are highly likely to have
difficulties in literacy and numeracy during their schooling years (Masters, 2011; Wilson, 2013).
McKenzie in Silburn et al. (2011) refers to the extent of the developmental disadvantage experienced
by Indigenous children as assessed by the AEDI. In the 2009 administration of the AEDI, 59% of
Indigenous children in the NT (compared with 22% of children nationally) were found to
developmentally vulnerable on one or more of the five AEDI domains. Children with this level of
vulnerability are likely to experience difficulty in making the transition into formal schooling.
Furthermore; 38.2% of Indigenous children in the NT (compared with 10.8% of children nationally)
were developmentally vulnerable on two or more of the five domains. These children are likely to
need special support to keep up with their classmates in urban and remote areas. Developmental
vulnerability may be the norm in very remote areas (Silburn, McKenzie & Moss, 2010).

Opportunities for pre-school learning
In a report on the NT school education system, Masters, (2011) reported that a high
proportion of NT children start their Transition year without any prior pre-school attendance. Most
young Indigenous children entering school arrive with little or no pre-writing, reading or numeracy
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skills. In 2009, the AEDI data gathered nationally on five-year-olds indicated that 22.4% of the NT
students were developmentally vulnerable and 17.4% of NT students were developmentally at risk in
the language and cognitive skills domain at the start of their schooling. These results were
significantly greater than for the country as a whole that indicated 8.9% of students developmentally
vulnerable and 14.0% of students developmentally at risk (Masters, 2011).

Cultural factors and language
Cultural safety and security, which incorporate “respectful recognition and integration of
cultural beliefs, values and practices” (Reibel & Walker, 2010, p 66), are recognised as important
factors in effective cross-cultural communication as well as important for improving access and
quality of care for Aboriginal and Torres Strait Islander peoples. Evidence suggests that culturally
safe services encourage better access to maternal health services, including antenatal care, and lead to
better health outcomes for both the mother and child.

When Indigenous students start their schooling, many students in remote and very remote
area of the NT speak their local traditional Indigenous language and have minimal or no
understanding of Standard Australian English (Klenowski, 2009; Reynolds, 2005). By contrast, the
majority of Indigenous students attending urban and remote schools speak Aboriginal English (AE) or
are bilingual in AE and standard Australian English , or standard Australian English as a first
language (Wilson, 2013). According to Reynolds, from the day Indigenous students commence school
they “encounter a change in their language, their ways of interacting and life” (Reynolds, 2005). He
suggests that this change can have a significant impact on their identity and confidence in school
learning.

The recent review of Indigenous Education in the NT (Indigenous Education Review)
acknowledged the importance of the inclusion of Indigenous students’ first languages and culture in
their school education and suggested that this addition may enhance students’ identity formation,
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feeling of wellbeing in the school environment, and their engagement into learning (De Souza &
Rymarz, 2007; Wilson, 2013). The Indigenous Education Review indicated that while some schools
have tried this approach these efforts have been challenged by educational debate, policy shifts, and
community disagreement (Wilson, 2013).

According to Klenowski (2009), teachers need to have essential knowledge of Aboriginal
English and Aboriginal culture to engage Indigenous students successfully at a desired teaching level.
She proposes that the best and brightest non-Indigenous teachers need to be encouraged to work in
remote Indigenous schools.

Lack of qualified and experienced educators/health practitioners
Another factor affecting education outcomes of Indigenous students is the appointment of
inexperienced teachers, mostly from interstate without any knowledge of Northern Territory
Indigenous issues. Moreover, they are typically from white, middle-class, urban backgrounds and
have usually had little interaction with people of other ethnicities and social class and no experience
of life in isolated rural or remote settings (Allard & Santoro, 2004). Consequently, the teacher
turnover is particularly high in remote and very remote NT communities. The schools in these
communities are rarely fully equipped to deliver the curriculum in the appropriate local cultural
context. Most new teachers to remote and very remote NT schools have initial or long term classroom
management difficulties affecting opportunities for effective teaching and learning. (A. du Plessis,
personal communication, 7 May 2013).

Some teachers have a low expectation of Indigenous students’ ability to learn and to succeed.
Research indicates that children’s progress in school is influenced by the expectations that teachers
have of them (Zhang, 2012). Because such expectations affect the child’s self-concept, it follows that
teacher expectation is among the most important classroom variables in determining a child’s
achievement (Hattie, 2003). The Fitzgerald Report (1976) that looked into poverty and education in

25
Australia, found “many Indigenous students around Australia are subject to low teacher estimation;
that is, tolerated rather than respected or admired” (p.197).

Added to this is the fact that many teachers have not had the necessary training, and lack the
background knowledge which would enable them to modify the curriculum and adapt teaching
strategies to make classroom work more meaningful for Indigenous children. Employing Indigenous
teachers and teachers’ aides in the schools can reduce this lack of congruity between home and
school. Their understanding of local traditions and customs, and their ability to relate to the students
they teach, mark them as an invaluable resource (Reynolds, 2005). There is unfortunately a lack of
qualified Indigenous teachers, an under-representation of Indigenous principals and an uneven
utilisation and employment of Indigenous assistant teachers (Reynolds, 2005; Santoro, 2007; Wilson,
2013). Calma, 2006 mentioned that every school community needs a quantum of Indigenous teachers
so that liaison between the Indigenous home and school environments is managed by a large, enabled
Indigenous workforce. Indigenous teachers and teachers’ aides also need to be well resourced and
provided with first class professional learning and development opportunities (Doyle & Hill, 2007).
In addition to the shortage of qualified Indigenous teachers available to be employed, there are
currently very few other Indigenous professionals such as psychologists, psychiatrists, psychiatric
nurses, and paediatricians (Prior, 2009).

Developing an understanding of cultural competence, and learning that others may have a
different view of the world, is a fundamental element of for all school staff working with Indigenous
peoples – both clients and other staff and professionals. Cultural competence has been defined as “the
knowledge, awareness and skills aimed at providing a service that promotes and advances cultural
diversity and recognises the uniqueness of self and others in communities” (Walker & Sonn, 2010, p
162). It is “a commitment to engage respectfully with people from other cultures”; that “encompasses
and extends elements of cultural respect, cultural awareness, cultural security and cultural safety”
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(Walker & Son, 2010, p 161).

Hearing issues
A particular health factor that is known to have a detrimental effect on child’s learning is
hearing loss (Wilson, 2013). Otitis media (OM) is an inflammation of the middle ear that many
Indigenous children experience. A recent survey of 895 young children in 25 remote NT and WA
Indigenous communities found that 90 per cent of Indigenous children had some form of OM (Leach,
Wigger, Andrews, Chatfield, Smith-Vaughan, & Morris, 2014). Adequate hearing is necessary for
normal speech and language development, but the high rates of Otitis Media and other middle ear
disorders among NT Indigenous people means that a significant proportion of students have a history
of conductive hearing loss (Wilson, 2014). Although many schools use FM audio-loop classroom
amplification and student hearing aids, there remain enormous challenges to teaching English
language skills to Indigenous children with varying degrees of hearing loss (Aithal, Yonovitz &
Aithal, 2008).

Some literature has suggested that there is an association between poor literacy and high rates
of ear infection in Indigenous children. For example, compared with non-Indigenous children,
Indigenous primary school children have significantly poorer reading and spelling skills; and the rates
of otitis media are significantly higher (Timms, Williams, Stokes, & Kane, 2014). However, Timms et
al., 2014, found no evidence to indicate that the Indigenous children with otitis media and/or hearing
loss had significantly poorer reading and spelling skills compared with Indigenous children without
otitis media and hearing loss. Therefore, a range of other factors such as parental influence, language
spoken in the home, other health conditions and access to medical devices, such as hearing aids, may
also contribute to the poorer literacy in Indigenous children.

Social and emotional wellbeing
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Indigenous students with behavioural and social-emotional difficulties are another group at
high risk of academic failure and school disengagement. Many of these students do not have the basic
adaptive skills or emotional resilience to cope at school on a daily basis (Wilson, 2013). Social and
emotional wellbeing problems cover a broad range of problems that can result from unresolved grief
and loss, trauma and abuse, domestic violence, removal from family, substance misuse, family
breakdown, cultural dislocation, racism and discrimination, and social disadvantage. (Social Health
Reference Group, 2004). According to Zubrick, et al., 2010, the four main constraints on optimal
social and emotional wellbeing in children and young people are stress that accumulates and
overwhelms, chaos, social exclusion (including racism), and social inequality.
Compared with non-Indigenous Australians, Aboriginal and Torres Strait Islander peoples
experience lower levels of social and emotional wellbeing, with almost 10 per cent of the health gap
in 2003 being attributed to mental illness (Dudgeon et al., 2014).

Community factors
McKenzie in Silburn et al., (2011) examined demographic community data on 20 remote NT
schools and 20 comparable remote schools in Queensland and Western Australia matched as ‘like’
schools on the MySchools website (Silburn et al., 2011). They found that the NT communities had
much higher rates of non-English speaking households, much lower average household weekly
income, higher levels of housing overcrowding, and substantially lower percentages of adults with
year 10 or more education. This clearly shows the greater levels of adversity experienced by
Indigenous students in the NT.

As part of the Housing Infrastructure and Child Health (HICH) study undertaken in 10
communities in the Northern Territory (Bailie, McDonald, Stevens, Guthridge, & Brewster, 2011)
assessed the impact of a building programme on factors that affect child health. These factors
included maternal mental health, overcrowding, house infrastructure and hygiene. New houses were
built and occupied in an attempt to address the overcrowding and poor standard of housing in these
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communities. Results showed no significant improvement in hygiene behaviours (e.g.
preparation/storage of food, washing, rubbish removal etc.) Although improving the housing
infrastructure has some benefit, there is little impact at the community level where a more systemic
approach may be required to facilitate change in behaviours (Bailie, Stevens, & McDonald, 2012).
Apart from a strong association between respiratory infection and poor housing conditions (Bailie,
Stevens, McDonald, Brewster, & Guthridges, 2010), overall there is only a weak association between
housing conditions (overcrowding, quality of infrastructure) and poor hygiene (Bailie et al., 2011);
and no clear causal relationship with maternal mental health (Bailie, Stevens, & McDonald, 2014).
Building initiatives should be supported by interventions to improve hygiene behaviours, irrespective
of the housing conditions (Bailie et al., 2010); and include other communitywide social and
behavioural programmes to address negative life events (e.g. community safety/violence;
incarceration) (Bailie et al., 2014).

Effects of geographic remoteness
Students’ geographic location is also a factor associated with their literacy and numeracy as
assessed the annual National Assessment Program for Literacy and Numeracy (NAPLAN). A report,
called Widening GAPS: what NAPLAN tells us about student progress, the independent think tank
the Grattan Institute, found students from low socio-economic areas started behind and made less
progress in school. This report has further found that the progress of many students in regional and
rural areas is up to two years slower than that of inner city students between year 3 and year 9 (Goss
& Sonnemann, 2016).

As described in Chapter 1, the NT has a small, highly diverse population spread over an
extremely large geographic area. This creates many logistical and financial challenges in service
delivery (Wilson, 2013). For example, education advisors from School Support Services, visiting
government paediatricians and psychiatrists are mostly only able to visit a remote or very remote
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community once per school term or even less frequently (S. Edwards, personal communication, 12
September 2012).

Enrolment and school attendance
According to Wilson (2013) Student enrolments influence the allocations for resources and
staffing in schools. This means that schools with declining student numbers also experience a decline
in their resourcing, which adds a further difficulty to the provision of excellent education. Indigenous
student enrolments in very remote schools typically increase gradually during the primary years but
then decrease as students’ transition to middle school. Indigenous student enrolments in all groups of
urban and remote education settings remain reasonably stable until the later years of schooling. This is
also true for non-Indigenous students. However, schools in very remote areas experience significant
enrolment decline in the secondary years.

Indigenous Australian students demonstrate lower school attendance and retention than nonIndigenous students across all age groups and all states and territories (Steering Committee for the
Review of Government Service (SCRGS) as cited in Doyle & Hill, 2007). Indigenous post-school
qualifications, labour force participation and employment rates are also lower than those of nonIndigenous Australians, as is their general socio-economic status, health and wellbeing (SCRGS as
cited in Doyle & Hill, 2007).

The following table indicates the numbers of Indigenous Australian students enrolled in NT
schools in 2012.
Table 2‐1: Student Enrolments (DoE, Enrolment and Attendance data, 2012)
Indigenous Status
Indigenous students

Total (Indigenous and non-

Education setting (geographic)
Provincial
Remote
Very Remote
Total
Provincial
Remote

Enrolment numbers
3 436
2 962
8 351
14 749
17 530
6 283
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Indigenous)

Very Remote
Total

9 610
33 423

Source: Wilson, 2013

As seen in Table 2-1, the majority of Indigenous students are attending schools in the very
remote locations, with the bulk of non-Indigenous students attending in provincial education settings.
According to Wilson (2013), a student needs to attend at least a minimum of 80% of the time to
achieve success and obtain a Northern Territory Certificate of Education (NTCE) or equivalent.
Currently, the attendance rate of Indigenous students in the NT is almost 83% in provincial areas,
78% in remote areas and only 58% in very remote areas. Teachers find it difficult to plan lessons, and
teach the curriculum when students are rarely at school or are attending inconsistently, especially in
the senior programs (Wilson, 2013).

Wilson (2013) compared current NT Indigenous academic achievement levels to previous
results of the education report, Learning Lessons (Northern Territory Department of Education, 1999).
Current attainment levels have not improved, as anticipated by the earlier 1999 review. Indigenous
students are now thought to be worse off in certain learning areas than 15 years ago. Those children
born in 1999 are mostly illiterate and disengaged today.

The Australian Curriculum, Assessment and Reporting Authority (ACARA) prepared data of
National Assessment Program - Literacy and Numeracy (NAPLAN) results for the IER without the
NT results. The NAPLAN is a yearly assessment for students in Years 3, 5, 7 and 9. It examines the
reading, writing, spelling, grammar and punctuation, and numeracy skills a student needs every day
(NAPLAN National Report, 2013).

Table 2‐2: 2013 NAPLAN results comparing NT with the rest of Australia
Geolocation

Indigenous
Status

Year
Level

Provincial

Indigenous

3

Reading
domain
-22

Writing
domain
-32

Spelling
domain
-26

Grammar
&
Punctuation
-21

Numeracy

-16

31

Remote

Indigenous

Very
Remote

Indigenous

Provincial

NonIndigenous

Remote

NonIndigenous

Very
Remote

NonIndigenous

5
7
9
3
5
7
9

-16
-20
-19
-28
-9
-36
-23

-23
-22
-28
-45
-18
-66
-53

-17
-24
-30
-30
-15
-30
-38

-18
-26
-34
-24
-12
-42
-42

-12
-19
-18
-20
-7
-23
-20

3
5

-63
-62

-92
-103

-80
-107

-77
-74

-47
-43

7
9
3
5
7
9
3
5
7
9
3
5
7
9

-77
-67
-16
-6
-6
2
10
10
12
13
-3
12
26
19

-124
-125
-17
-7
-5
4
-14
7
-4
2
-6
-5
-6
1

-120
-109
-11
-2
-5
-1
7
9
9
4
-5
2
13
-5

-112
-96
-17
-4
-7
-1
9
12
10
18
-1
11
22
34

-46
-47
-10
-6
-10
-1
11
9
6
12
1
12
16
30

Source: Wilson, 2013

This data enabled a comparison of results for the NT with the rest of Australia and particular
groups with similar groups in the rest of Australia. These findings indicate that the NT Indigenous
students achieved lower outcomes than similar groups in the rest of Australia in all geo-locations, age
levels and domains. No group of Indigenous students in the NT does as well as its comparable group
in the rest of Australia. NT students’ underachievement in provincial and remote education settings is
slightly less than those in very remote education settings.

An example of the achievement gap is an evaluation of writing results from NAPLAN. The
results of year 3 students in very remote NT schools are around two years behind their national
counterparts. In year 9 those students from very remote NT schools are five years behind their
national counterparts (Wilson, 2013). These NAPLAN results indicate that the non-Indigenous
students from urban areas (i.e. Darwin and Palmerston) score marginally lower than their national
counterparts, while remote and very remote non-Indigenous students are ahead of their national
counterparts.
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Silburn et al. (2009) reported that children entering NT schools with some proficiency in
English have better educational outcomes than those with little or no knowledge of English. It is clear
that home "language" is a critical variable affecting school performance as discussed earlier. Only a
minority of NT Indigenous students speak English at home. Indigenous students living in provincial
areas of the NT speak more English at home than those in remote and much more than those in very
remote areas (Silburn, et al., 2009).

The 2013 Indigenous Education Review further pointed out that there is a close relationship
between language spoken at home and NAPLAN performance. The NAPLAN results of 2012 and
2013 show that Indigenous student achievement levels on average are below or at a minimum
standard of reading and writing. These results indicate that those students who do speak English at
home have significantly higher NAPLAN scores over those who do not and that these differences
continue through schooling. There is further a substantial drop-off in achievement, especially in
writing, through the years of schooling. Similar results showed in the other NAPLAN categories
(Wilson, 2013).

Chapter Summary
This chapter has described the importance of school psychological services in supporting
psycho-educational outcomes for students with particular reference to service delivery in the Northern
Territory. It outlined the many challenges which school educators face in meeting the learning needs
of Indigenous students in the Northern Territory and discussed some factors that commonly affect
their learning and social-emotional wellbeing.

Despite the many challenges for Indigenous education, the recent Indigenous Education
Review (Wilson, 2013) concluded that these should not be allowed to stand in the way of striving for
better outcomes for Indigenous students. The overall aim should still be to improve the performance
levels of the Indigenous students to be comparable to those in the population as a whole. According to
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the Global Partnership for Education (2014) the advantage of educating children is seen not only in
the direct benefits for children, but the flow-on benefits they afford to communities and countries.
This was put eloquently by Nelson Mandela, South Africa’s former president, who said:

Education is the great engine of personal development. It is through education that the
daughter of the peasant can become a doctor, that the son of a mineworker can become the head of the
mine that the child of a farm worker can become the president of a great nation. It is what we make
out of what we have, not what we are given; that separates one person from another. (As cited in
Mariga, McConkey, & Myezwa, 2014, p.69).
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Chapter 3: PSYCHOLOGICAL ASSESSMENT
INTRODUCTION
The first part of this chapter examines the literature on the importance of responsible test use
in school psychological practice. This includes consideration of the use of appropriate psychological
assessment methods and properly validated and reliable psychometric tests for the early detection of
students at risk. This is discussed in relation to the available literature on the guidelines necessary for
ethical and responsible adaptation and use of tests designed in other culture and language settings.
The next part of the chapter reviews the history of psychological assessment and testing with
Indigenous Australians with reference to current available psychological screeners and tests for use
with this population. It discusses the critical culturally appropriate approaches to assessment in this
context and considers issues involved in the development of new measures and/or the adaptation of
established measures for use with Indigenous school students. This is considered with particular
reference to the challenges faced by school psychologists in assessing the adaptive behaviour of
Indigenous students in Northern Territory schools.
The chapter concludes with a discussion of the rationale for the selection of the Adaptive
Behavior Assessment Scale –Second Edition Teacher Form (ABAS-II TF) being selected for the
adaptation for use in this context.

3.1 PSYCHOLOGICAL ASSESSMENT AND TEST USE
Responsible test use depends on school psychologists’ integrity, ability and knowledge to
choose suitable psychological tests to ensure proficient and fair standards in testing (Bartram, 2001;
International Test Commission (ITC), 2001). Muniz & Bartram (2007) mentioned the possibility of
using tests in correct or incorrect ways and discussed some of the ethical and practical issues arising
from the increasing use of tests by psychologists in developed and less developed countries.
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Professional bodies such as the European Association of Psychological Assessment (EAPA)
and the International Test Commission (ITC) developed guidelines over the years to improve the
appropriate use of tests in psychological and educational practice worldwide. Bartram & Coyne (as
cited in Bartram, 2001b) found in an international survey that non-psychologists use educational and
work-related testing far more than psychologists. They further reported a high proportion of test users
(both non-psychologists and psychologists) have little if any specialist training in appropriate test use.
Bartram (2001b) stressed the importance of the responsibility of national psychological
associations for defining standards for psychological testing for their countries. More recently, Muniz
& Bartram (2007) suggested the following guidelines along with four appendices (see Box 3-1a
below). The appendices are not included in the thesis.
Box 3‐1a: International Test Commission guidelines
Take Responsibility for Ethical Test Use
– Act in a professional and ethical manner
– Ensure they have the competence to use tests
– Take responsibility for their use of tests
– Ensure that test materials are kept securely
– Ensure that test results are treated confidentially.
Follow Good Practice in the Use of Tests
– Evaluate the potential utility of testing in an assessment situation
– Choose technically sound tests appropriate for the situation
– Give due consideration to issues of fairness in testing
– Make necessary preparations for the testing session
– Administer the tests properly
– Score and analyse test results accurately
– Interpret results appropriately
– Communicate the results clearly and accurately to relevant others
– Review the appropriateness of the test and its use.
Appendices
– Appendix A: Guidelines for an outline policy on testing.
– Appendix B: Guidelines for developing contracts between parties involved in the testing process.
– Appendix C: Points to consider when making arrangements for testing people with disabilities or
impairments.
– Appendix D: Conditions governing the translation of the ITC Guidelines on Test Use.
Source: Muniz and Bartram, 2007

The Australian Health Practitioner Regulation Agency (AHPRA) is the National Board for
the psychology profession; every practising psychologist needs to be registered by the board. The
Australian Psychological Society (APS) is Australia’s national psychological organisation responsible
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for guidelines on tests and test use. Some psychological tests (Category C, such as cognitive tests) are
restricted for use by psychologists only.
The following ethical guidelines for psychological assessments (see Box 3-1b below) are
current for Australian psychologists. School psychologists are required to use standardised test results
to verify formal diagnosis or specific disabilities (APS, 2013; APS, 2012b). They also draw on
guidelines available in the Diagnostic Statistical Manual of Mental Disorders – Fifth Edition (DSM-5)
(APA, 2013).
Box 3‐1b: Ethical standards in Psychological assessments
B.13.1. Psychologists use established scientific procedures and observe relevant psychometric standards when
they develop and standardise psychological tests and other assessment techniques.
B.13.2. Psychologists specify the purposes and uses of their assessment techniques and clearly indicate the
limits of the assessment techniques’ applicability.
B.13.3. Psychologists ensure that they choose, administer and interpret assessment procedures appropriately
and accurately.
B.13.4. Psychologists use valid procedures and research findings when scoring and interpreting psychological
assessment data.
B.13.5. Psychologists report assessment results appropriately and accurately in language that the recipient can
understand.
B.13.6. Psychologists do not compromise the effective use of psychological assessment methods or
techniques, nor render them open to misuse, by publishing or otherwise disclosing their contents to persons
unauthorised or unqualified to receive such information.
Source: APS, 2007

School psychologists need to have knowledge of the APS guidelines in regards to
psychological testing of Indigenous people. The APS compiled the following guidelines (see Box 31c) regarding psychological testing of Indigenous people in 2012 (APS, 2012a). They raised several
concerns in regards to using mainstream tests, unfamiliar test procedures, test language or test
instructions, and most importantly the risk of misinterpreting test scores. The APS also
acknowledged that psychology practice in provincial areas differs from those in rural and remote
areas (APS, 2004).
Box 3‐1c: Guidelines for Psychological Testing of Indigenous People
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‐ Testers should have a sound understanding of the test, including limits to its use in non-indigenous
communities. Caveats in test interpretation should be noted when the reliability and validity of individual and
group test results for indigenous test takers are considered;
- they should be aware of the extent to which the test to be used has already been used with indigenous people
and of any problems arising out of its usage with those test takers. The relative benefits of the test, other
similar, available tests, and other methods of assessment should be considered prior to the test’s
administration;
- they should know specifically why the test has been requested and about the uses to which the test results
will be put;
- consequently, they should require as part of any referral and should provide as part of the information on
which the test taker’s consent to participate in testing is based a statement about the aspects of psychological
functioning that are to be tested and the uses that will be made of the test results;
- in addition, they should incorporate into the informed consent procedures an appropriately worded
explanation of the testing procedures to be used;
- they should obtain as much biographical, social and cultural information about the test taker as is possible
and appropriate under the circumstances surrounding testing;
- in order to make best use of that background information, they should have some knowledge about the
indigenous contexts of the test taker's behaviour which has led to testing;
- where they consider that they are lacking sufficient background cultural knowledge about the behaviour
under investigation or about the test performance itself, then they should take all reasonable measures to
obtain that information, being mindful of their ethical obligations to the test taker;
- they should address uncertainties regarding the appropriateness of questioning prior to testing through
consultation with indigenous health workers or psychologists with relevant, prior experience;
- they should not rely solely on test results. Particular caution should be exercised where tests have not been
extensively tried with indigenous people and where test norms for those indigenous populations are nonexistent. In all circumstances test results should be combined with other forms of psychological assessment,
and with the use of everyday-life indicators of the focal behaviour, where the latter are available, prior to the
interpretation and use of test results.
Source: APS, 1995

3.1.1 Assessment of students with special education needs
The current practice of NT schools concerned about students possibly requiring more
specialised assessment of their behavioural and learning support needs, is for an initial assessment to
be made by teachers within the school. This is done using the Special Needs Profile Index (SNPI),
which is a checklist of behavioural and learning needs which allows categorisation of a student’s
education needs in 11 different areas (curriculum, behaviour, social, safety, hygiene, communication
access, communication participation, eating, healthcare, mobility and hand motor) which yields a 1-4
rating of level of overall severity. If the school decides on the basis of the SNPI profile and other
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relevant information that more specialised assessments are required, a referral is made to the NT
Department of Education Student Support Services.
The SNPI information is then used to determine what assessment and tests may be required to
develop an Education Adjustment Plan (EAP), and/or an Individual Behavioural Plan (IBP) to cater
for students’ needs. It also determines whether additional referrals are needed for more specialised
assessments (e.g. Speech and Language, Hearing, Vision and Autism Spectrum Disorder) or
interventions provided by School Counsellors, and School Psychologists. These can include referrals
to service providers outside the school system (e.g. Paediatricians, Psychiatrists and Clinical
Psychologists). This information is also used by Student Support in their provision of statistical data
for the National Consistency Collection of Data (NCCD) (NT DoE, 2016b).
NT school psychologists need to think differently about their assessment practices with
Indigenous students. While the psychological practice of Indigenous people has progressed
significantly in recent decades (see Box 3-2); there remain substantial gaps in the types of
psychological testing which are feasible and ethically appropriate given the lack of cultural
appropriate assessment tools. For these reasons, NT school psychologists aim to work within the
following guidelines on psychological assessments for Indigenous students (NT DoE, 2014).
Box 3‐1d: Guidelines for psychological assessments
Thinking differently about assessment practices for Indigenous students:
 Flexible approach to working with students.
 Be guided by cultural advisors.
 Talking with the right person to gather information is important.
 Listen
 Use interpreters
 Gather information from a range of settings.
 Use nonverbal tests.
 Observe the student in a range of settings.
Working with students:
 Spend time getting to know the student.
 Spend time in the classroom so students are more familiar with you.
 Build rapport.
 Understand behaviour from a cultural perspective.
 Clarify the meaning of the behaviour before interpreting from a western perspective.
 Silence is shared during the testing process.
 Nonverbal communication is common and can be very subtle.
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 Students learn through demonstration and observation.
 Seat students beside you when working with them.
Source: NT Government, DoE, 2014

3.2 PSYCHOLOGICAL PRACTICE – INDIGENOUS
AUSTRALIANS
3.2.1 History of psychology and Aboriginal people
The first recorded scientific studies of the behaviour and cognitive skills of Indigenous
Australians were made at the end of the nineteenth century when the Cambridge Anthropological
Expedition explored Torres Strait Islander people as representatives of the “primitive man”. They
administered a test on a number of sensory-motor activities with individuals from the Murray Island
(Torres Strait) and a small group of English people. Minimal differences in their test results made
interpretations from a social Darwinist perspective challenging. They believed that the white
European race was more advanced than the others, but, in this case, minimal differences were
apparent (Dudgeon, Rickwood, Garvey & Gridley, 2014).

In the early 1900s, a Special School teacher named Porteus used maze tests as a measure of
learning potential among Indigenous Australian students. He suggested that "experience" rather than
biological factors influences mental ability in this measure of new learning. Porteus reached this
conclusion after comparing the maze test of Aboriginal adults in Hermannsburg, Central Australia and
their counterparts in other regions of North Western Australia (Porteus, 1917). As the adults in
Hermannsburg performed higher on all psychological tests he introduced, he concluded this was due
to their exposure to the western school culture in the Hermannsburg mission (Kearney, 1973).
The next published study, more than two decades later, was initiated by psychologists of the
University of Western Australia (Kearney, 1973). It included Aboriginal men and women on stations
in the Gascoyne region of Western Australia. Their results showed general scores on capability
measures and found that Aboriginal participants fell in the high-performance range of learning
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potential. This study further showed test score equivalence between Aboriginal and non-Aboriginal
people. Therefore, it raised the question of differential experience on test performance (Kearney,
1973). This suggested that Aboriginal people are equally able to perform on westernised tests when
they had exposure to Western culture.

This idea of a relationship between positive test performance and the degree of contact with
white Australian culture was further supported by McElwain in the late 1950s. This conclusion was
drawn from an assessment of the cognitive ability of more than 1,000 Aboriginal children and adults
with the Queensland Test (QT). The non-verbal nature of the cognitive abilities and performance tasks
which the QT was designed to measure lead to it being widely used with Indigenous people as a socalled culturally-fair test (McElwain & Kearney, 1973).

From the mid-1960s, Piagetian studies with Aboriginal children in remote communities
supported previous research results suggesting that greater exposure to Western culture, particularly
schooling, improves Aboriginal children's academic performance. These widespread results
influenced the opinion of educators on the cognitive potential of Indigenous students. The Piagetian
studies resulted in ‘deficit’ views that Aboriginal children needed to change to fit better into western
education (De Lemos, 1969).

Following the ‘intelligence-testing’ initiative of Porteus, there was an increasing use of
established psychometric tests (i.e. developed and calibrated for use with other populations) with
Indigenous Australians (Davidson, 1995). Davidson concluded that the uncritical use of these
measures with Indigenous Australians was associated with public policies in education, employment
and social affairs exploiting Indigenous Australians. In the 1950s, concerns were raised by many
academics regarding the use of mainstream tools not specifically designed for Indigenous Australians.
These concerns include the risk of cultural bias, differences in the construct of ‘intelligence’ in
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different cultural settings, and the inappropriateness of their use in various health, educational,
community and cultural contexts.
According to Kearney, de Lacey & Davidson (1973), the first Australian psychology volume
focusing on Aboriginal people was published in 1973. This was an edited volume of papers presented
at a symposium of the Australian Institute of Aboriginal Studies (Kearney & McElwain, 1976).

Kearins (1981) suggested that Aboriginal Australians have different cognitive strengths from
other Australians. In 1985, the First Australian Conference on Testing and Assessment of Ethnic
Minority Groups was held in Darwin. Australian psychologists and educators discussed Aboriginal
and other cultural group issues in education (Davidson, 1995).

Over the years, Indigenous Australian people began challenging the views of the Australian
psychology profession. Up to the late 1980s, non-Indigenous psychologists led the revision of
approaches to mental functioning and testing of Aboriginal Australians. In the 1990s, a small group of
Indigenous Australian psychologists initiated an Indigenous mental health movement to develop
culturally appropriate assessment tools and culturally relevant approaches to Indigenous Australian
mental health and psychological wellbeing (Dudgeon, Rickwood, Garvey, & Gridley, 2014).

The Australian Psychological Society became involved in the issue of psychological practice
with Aboriginal people in 1960 when a Queensland group sent formal submissions to government
regarding psychological practice in secondary education, child welfare and Aboriginal health.

Since the 1980s a range of historical events and changes in the socio-political landscape of
Australia has seen the growth of several milestones in the development of culturally relevant
psychological practice, as can be seen in the timeline shown in Box 3-1 below. These developments
point to positive ways in which psychologists can work together with Indigenous Australians to
improve their social, emotional and spiritual wellbeing.
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Box 3‐2: Timeline of the History of Psychology for Aboriginal People
Initiated Psychology Events

Outcomes for Aboriginal People
1986

‐ Ottawa Charter for Health Promotion

24th International Congress of Psychology, Sydney
Review of psychology in Australia

1988

‐ Bicentenary ‘Celebration of the Nation’

1989

‐ A National Aboriginal Health Strategy

25th Annual APS Conference, Melbourne
‘The
Psychology of Indigenous People’ Symposium

1990

26th Annual APS Conference, ‘Aboriginal Issues’
Aboriginal People and Psychology Interest Group
formed

1991

‐ Royal Commission into Aboriginal Deaths in Custody
Council for Aboriginal Reconciliation Act

1992

‐ Mabo Decision
‐ Social Justice Commissioner appointed as part of
HREOC
‐ Paul Keating Redfern speech

1993

‐ National HREOC Inquiry into Human Rights and Mental
Illness
‐ First National Aboriginal Mental Health Conference
‘Our Way’
‐ International Year of Indigenous Peoples

Representations of psychology in Aboriginal
Australia

1994

‐ International Decade for the World’s Indigenous Peoples

Guidelines for the provision of psychological services

1995

Psychology Program Workshop, Cairns
APS Working Party was established Mini‐conference
was held in Perth

30th Annual APS Conference, Perth

‐ Ways Forward Consultancy Report
‐ Rob Riley’s keynote address at the APS Conference,

1996

Perth
‐ First National Reconciliation Week
‐ Bringing Them Home Report of the National Inquiry

Racism and Prejudice: Psychological Perspectives –
APS Position Paper

1997

32nd Annual APS Conference, Cairns
Mini‐conference held in Perth

1998

into the Separation of Aboriginal and Torres Strait
Islander children from their families
‐ Aboriginal Reconciliation Convention

‐ National Statement on Ethical Conduct in Research

1999
Working with Indigenous Australians:
A Handbook for Psychologists (Dudgeon et al)
National Workshop on psychology and Indigenous
Australians, UniSA

involving Humans
‐ Decade of Reconciliation

2000
2001
2002

2003

‐ The NHMRC Road Map: A strategic framework for
improving Aboriginal and Torres Strait Islander health
through research
‐ Values and Ethics: Guidelines for Aboriginal and Torres
Strait Islander Health Research
‐ National Framework for Aboriginal and Torres Strait
Islander Social and Emotional Wellbeing
‐ National Coalition of Aboriginal and Torres Strait
Islander Social Workers Association first National
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Conference
‐ Social Justice Report

43rd Annual APS Conference
Formation of AIPA

2005
2007

National Research Roundtable on Racism towards
Indigenous Australians
27th International Congress of Applied Psychology
Development of a Reconciliation Action Plan (RAP)
with AIPA
ATSIPP celebrated its 21st anniversary

2008
2009

‐ WA Aboriginal Child Health Survey: Vol 2, SEWB
‐ UN Declaration on the Rights of Indigenous People
‐ ‘Close the Gap’ campaign launched
‐ Kevin Rudd’s Apology to the Stolen Generations
‐ Billard Blank Page Summit
‐ Boatshed Declaration against Racism initiated by AIPA,
Perth
‐ Living on the Edge, AIPA
‐ Working Together Book (First Edition)

2010
2011
2012
2013

‐ Formation of Aboriginal and Torres Strait Islander
Mental Health and Advisory Group
‐ Formation of the Aboriginal and Torres Strait Islander
Mental Health and Suicide Prevention Advisory Group

Source: Dudgeon, Milroy and Walker, 2014

3.2.2 Concerns on psychological assessment and testing of
Indigenous Australians
There is now extensive literature on the issues associated with psychological testing in
relation to Indigenous Australians both traditionally and currently (Davidson, 1995; Dingwall,
Pinkerton, & Lindeman, 2013; Goodnow, 1988; Kearins, 1988). The overwhelming weight of
evidence calls for increased accountability, standard-based assessment and ensuring that equity
considerations are properly considered (Klenowski, 2009).
Traditionally, psychology in Australia has followed the customary legacy of Western science;
a legacy in which it is becoming more likely to find assessment tools that reduce ethnocentrism and
which allow for more culturally useful information (Lonner & Sandberg, 1985). However, earlier
aspects of this legacy are evident in the questionable use of Western assessment tools (including socalled fair evaluations) to test populations in other cultural settings and those whose first language is
not English.
Dana & Allen (2008) elaborated on the issue of cultural competency with respect to
assessment administered to clients as cultural entities. They concluded that delivery of psychological
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services should be culture specific, and assessments should reflect local experience on culturally
appropriate assessment. Klenowski (2009) underlined the complexity of equity in assessments, asking
whether assessments are equally fair to all groups and if so-called culturally-fair assessments are
possible. He referred to the Australasian Curriculum, Assessment and Certification Authorities’
(ACACA’s) guidelines for assessment quality and equity and stressed that it is imperative to not
include, or exclude, anyone on the criteria of gender, socioeconomic, cultural or linguistic background
(Klenowski, 2009). Klenowski (2009) concluded that if students have not developed certain skills, or
have not had access to certain knowledge because of their background, gender or indigeneity, then
they are disadvantaged when those skills or that knowledge are valued and assessed in high-stake tests
(Klenowski, 2009).
A primary concern of testing Indigenous people is the possible misrepresenting of the testtakers’ abilities by overestimating or underestimating the ‘true’ level of their achievement (Anastasi &
Urbana, 1997). They raised the question about the appropriateness of standardised tests and the extent
to which they misrepresent the actual abilities of the person being tested.

The Australian researchers, Drew, Adams, & Walker (2010), reported that there are a number
of issues to consider: the relevance of the attributes being assessed for different cultural groups; the
interpretation of the attributes by different cultural groups; the omission of potentially relevant
cultural attributes; the modalities used to access the attributes (verbal, non-verbal); cultural taboos in
the exploration of certain attributes; the intrapsychic versus public expression of attributes; the
validity of comparisons of attributes across cultural and other differentiating boundaries (including
gender, for example); the socio- historical, cultural and political climate of both the micro
(assessment) and the macro (societal) setting.

Anastasi & Urbana (1997) focused on the impact of cultural variables on test performance.
They questioned the use of psychological assessment seeking to measure the test results of the
minority cultural group against the normative standards of the dominant cultural group.
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Purdie, Dudgeon & Walker (2010) highlighted the importance of the role that culture
variables play in test results. They said that by removing these cultural variables the validity of the
test would be affected, and further the awareness of possible improvements needed for these tests. On
the other hand, Indigenous Australians need to function and achieve in education environments not
specifically tailored to them.

These authors further suggested that if tests can detect ‘deficits’ in achievement, they may be
useful. If the differences in test results are automatically linked to cultural differences, they may
support previous labelling that may cause further marginalisation, discrimination and exclusion.
Cronbach (1990) and Groth-Marnat (1997) agreed with the notion of different achievements that are
produced by diverse cultural groups.
There are many reasons suggested for the difference; some believe in environmental and
others in heredity factors (or some in the combination of the two). Groth-Marnat (1997) believed that
socio-economic factors rather than cultural variables are contributing to performance. He reported on
an example of the difference in Wechsler Intelligence Scales for Children (WISC-R) test results
between African Americans and European Americans when their results initially showed a significant
difference (the African Americans scored lower). After these groups had been matched on sociodemographic grounds, the difference in test results was substantially reduced. Similar findings have
been reported in a recent Australian study investigating the early life health, and socio-demographic
determinants of children’s performance on the Australian Development Census (AEDC) (Guthridge et
al., 2015).
Guthridge et al. (2015) study cohort included 1110 Aboriginal and 812 non-Aboriginal
children whose performance on the AEDC in their first year of full-time schooling was rated by
teachers in Northern Territory schools. The study used de-identified data-linkage to examine the
relationship between these children’s AEDC findings and information available from other
administrative datasets on their peri-natal health, and their family and socio-demographic
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circumstances; before adjustment for these factors, the crude odds ratio (OR) for children being
assessed as “developmentally vulnerable” was much greater for Aboriginal than non-Aboriginal
students (OR: 6.9. 95% CI: 5.6-8.6). After adjustment for the other variables, the likelihood of
development vulnerability was substantially reduced (OR: 1.6. 95% CI: 1.2-2.3). The influential
factors which accounted for most of the difference between the performance of Indigenous and nonIndigenous children were: English as a second language, premature birth, living in a very remote area,
and the level of the primary caregiver’s education.
Lonner (1990) questioned the familiarity of testing and assessment to people from different
cultures, and the validity of psychological constructs and concepts across cultures. He further queried
the fairness of cross-cultural comparisons, the choice of verbal or visual tests, and the avoidance of
‘deficit’ interpretation of test scores by practitioners. Davidson (1995) argued that psychological tests
favour those individuals undergoing formal education. He referred to test-takers strategic cognitive
behaviour that may have a substantial cultural loading. Davidson questioned the representativeness of
the test performance of a sample of the relevant area being tested. He also pointed out the probable
difference between ordinary knowledge and behaviour, and that being determined by the test.
Davidson further flagged the distrust that Indigenous Australians have about mental tests. He went on
by summarising some well-known psychometric concerns about psychological tests including the
standard error of measurement of a test score, the test re-test reliability of psychological tests, and the
inter-correlations between subtests. Davidson (1995) mentioned the problem ascertaining which
aspects of performance are being measured, and also the absence of appropriate norms.
Kearins (1981) has also been critical of the use of psychological tests with ‘non-Western’
groups. With particular reference to tests of cognitive ability, she explained that a lack of predictive
validity leads to results that do not reflect the abilities of those being tested. She has argued that IQ
tests assess the “knowledge of a particular kind” rather than intelligence per se. Intelligence is inferred
from performance on the knowledge questions contained in the test. If test participants have not been
exposed to the knowledge base from which the test was derived then, logically, they cannot be
expected to perform to the same level as those who have such exposure. In this case, poor test
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performance cannot be attributed to low intelligence. It may more appropriately be attributed to a lack
of familiarity with the test material (Goodnow, 1988).
Kearins (1988) proposed that just as the assessment of Western groups is based on familiar
material, assessment of non-Western groups should be based on the use of material familiar to that
group. She also described two other critical elements of the testing situation, the tester and the tested.
In Australia, the tester is most often non-Indigenous and probably from a European cultural
background. This means that they will have certain expectations about the behaviour of others.
Kearins (1988) further provided an example of a psychologist approaching Aboriginal
children in a remote location and asking for their names and ages. She did so in a typical Western way
as a friendly adult, bending to the child’s level. The children, however, did not know their numerical
age, would not have been likely to say their names, and would have been uncomfortable with him
close to them. The children did not answer the question, lowered their eyes and moved away. This
behaviour may have influenced the psychologist’s follow-up reaction (try even harder or walk away).
In either case, the consequences for any subsequent assessment may be marked. With respect to
children, Kearins (1988) found differences in Aboriginal children that could seriously affect the
efficacy of any psychological assessment. For example, Aboriginal children may be shy and feel
threatened by being singled out from the larger group.

3.2.3 Current available psychological tests
There are many psychological assessments and tests available for use in Western societies.
However, these assessment and tests need to be proved appropriate for use in other cultures, according
to Lonner (1990).
Over the past decade, there has been some progress in Australian research in the development
of culturally specific screening tools for use with Indigenous people. Examples include the following:
Indigenous Risk Impact Screen (IRIS):
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The IRIS is a cultural specific screening tool, developed by Coralie Ober, a registered nurse,
consultant and researcher. She is an Islander by birth with kinship ties in the Aboriginal communities
of Cherbourg, Palm Island, the Torres Strait Islander community of Saibai and Vanuatu in the Pacific
Islands (SEWBMH, n.d). The IRIS contains 13 items and measures the alcohol, drug and mental
health risk for Aboriginal and Torres Strait Islander people. Schlesinger, Ober, McCarthy, Watson, &
Seinen (2007) have done a study to assess the psychometric properties of the IRIS with 175
Aboriginal and Torres Strait Islander people from various regions in Queensland. They have used
several well-known instruments to validate the psychometric properties of the IRIS by introducing
factor and receivers operating characteristics (ROC) curve analyses. The results indicated that the
IRIS alcohol and drug and mental subscales showed good convergent validity with these instruments.
Both subscales of the IRIS measured high internal consistency. The ROC curve thresholds for the two
subtests with additional t-tests scores validated the use of the IRIS for determining risky levels of
drinking (Schlesinger, et al., 2007).
The Westerman Cultural Competence Questionnaire (WASC-Y):
The WASC-Y is a self-report paper-and-pencil symptom checklist measure to identify young
Aboriginal people aged 13-17 years who are at risk of anxiety, depression and suicidal behaviours. It
was developed by Dr Tracy Westerman, of the Nyamal people from the Port Hedland and Marble Bar
area in Western Australia. The WASC-Y includes 53 items in six subscales that represent the
following concepts: depression, suicidal behaviour, substance abuse, impulsivity, anxiety and cultural
resilience. The checklist provides an indication of risk and was not designed to be diagnostic
(SEWBMH, n.d). There is no published information on the psychometric properties of this screener.
Bright (as cited Centre for Child Development and Education (CCDE), Menzies School of Health
Research and KPMG, 2013) reported on a recent validation study of the adult version of this measure
(WASC-A) developed for Aboriginal adults aged 18 and above. It used confirmatory factor analysis
to demonstrate that the factor structure of sample data conformed well to the hypothesized scale
factors (i.e. Depression, Suicide, Alcohol and Drug, Impulsivity, Anxiety, and Cultural Resilience).
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The analysis also established the sub-scales to have generally good convergent item validity and
consistently high construct reliability (CCDE, Menzies School of Health Research and KPMG, 2013).
Strong Souls: development and validation of a culturally appropriate tool for assessment of social
and emotional wellbeing in Indigenous youth
Alicia Thomas, Sheree Cairney, Wendy Gunthorpe, Yin Paradies and Susan Sayers from the
NT developed a culturally appropriate tool for screening social and emotional wellbeing in Indigenous
adolescents. They measured the psychometric properties of the tool during a longitudinal Aboriginal
Birth Cohort (ABC) Study with 361 Indigenous adolescents in 2010 (SEWBMH, n.d). An
exploratory factor analysis produced a 25-item, four-factor measure accounting for 34.5% variance
(Thomas, Cairney, Gunthorpe, Paradies, & Sayers, 2010). The items with strongest loadings on each
of these factors compared well with the constructs of anxiety, resilience, depression and suicide risk.
Its psychometric properties demonstrated sufficient validity, reliability and cultural appropriateness to
be used for screening SEWB in Indigenous youth in the NT (Thomas, et al., 2010).
Kimberley Indigenous Cognitive Assessment (KICA) (NT study):
The KICA was developed by Dr Dina LoGiudice (geriatrician, National Ageing Research
Institute) and Ms Kate Smith (occupational therapist, Kimberley Aged and Community Services) in
collaboration with the University of Western Australia in 2004-2005. The KICA is the only validated
dementia tool for older Indigenous Australians living in rural and remote areas. The KICA-Cog
section has been validated with Indigenous Australians aged 45 years and above from the Kimberley
and Northern Territory. A short version (KICA-Screen) has been validated in Far North Queensland
(SEWBMH, 2010). The original KICA was validated in the Northern Territory on 52 participants and
their carers. For the NT study a goanna puzzle for visuospatial skills (worth 1 point) was added to the
KICA survey tool (will not be added to the final KICA tool as it was found not to accurately discern
dementia from non-dementia). The KICA cognition total score remains at 39; internal consistency
was measured high (0.81). The Receivers Operating Characteristic (ROC) curve analysis correctly
classified those with and without the disease was 0.95 with sensitivity of 82.3% and specificity of
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87.5%, for a cut off score of 31-32/39. These results were similar to those in the original KICA
validation study, which support the use of this tool in the NT (Marsch, Inglis, Smith, & LoGuidice,
n.d).

Patient Health Questionnaire (PHQ-9):
The PHQ-9 is a rapid assessment depression screening tool for use with Aboriginal and
Torres Strait Islander adults with ischaemic heart disease (IHD). The ‘Sadness and Heart Disease’
study was done by Danila Dilba Health Service in 2005 and 2006. Others who were involved in this
study were GP Registrar Danielle Esler, Dr Fay Johnson and Prof David Thomas (Menzies School of
Health Research) (SEWBMH, n.d). The modified PHQ-9 questionnaire was administered to a sample
of 34 Indigenous people with IHD by an Aboriginal Health Worker. These results were compared
with those from a psychiatric diagnostic interview by the medical practitioner. The results indicated
15.4% frequency of major depression. The ROC curve analysis measured 80% sensitivity and 71.4%
specificity. A 'mini' version of the modified PHQ-9 demonstrated, a 100% sensitivity and 12.5%
specificity with high internal consistency (0.8) (Esler, Johnston, Thomas, & Davis, 2008).

Negative Life Event Scale (NLES):
The NLES is a questionnaire on stressful life events and provides information on Indigenous
emotional and social wellbeing. The Australian Bureau of Statistics has used this tool to measure
chronic stress in the national Indigenous population but no psychometric analysis is available
(SEWBMH, n.d). Emma Kowal, Wendy Gunthorpe and Ross Bailie from Menzies School of Health
Research in the NT evaluated the use of the NLES in a small study in eleven diverse communities
spread over a wide geographical area in the NT; a ‘householder’ sample of 262 and a ‘carer sample’
of 373. The results of the NLES showed that most items in the scale performed well in relation to
endorsement, discriminative ability and reliability, indicating that all except for three items in the
NLES are appropriate for use in a wide spectrum of Indigenous communities (Kowal, Gunthorpe, &
Bailie, 2007).
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The Strengths and Difficulties Questionnaire (SDQ):
The SDQ is a self-report inventory behavioural screening questionnaire for children and
adolescents ages 2 through 17 years old, developed by United Kingdom child psychiatrist Robert N.
Goodman. It has been translated into more than 80 languages (Goodman, 1997). All versions ask
about 25 attributes, some positive and others negative. These 25 items are divided between 5 scales:
emotional symptoms, conduct problems, hyperactivity/Inattention, peer relationship problems and
prosocial behaviour. It is completed by parents and teachers (Goodman, 1997). Zubrick, Lawrence, de
Maio, & Biddle (2006) evaluated the psychometric properties of the SDQ with Aboriginal
Australians. It is a one-page questionnaire with a 3-point Likert scale completed by parents and
teachers (3-16 year olds) or by young people (11-16 year olds). A total sample of 3, 993 children were
involved in this study. Due to various levels of literacy and access to English, face-to-face
administration with responses recorded by the interviewer was used. The internal reliability of
Goodman’s SDQ model was tested using Confirmatory Factor Analysis (Zubrick, et al., 2006). The
overall scale reliability measured 0.93 in using 20 of the 25 items of Goodman. Although there were
some slight variations in scale reliability at the subscale level, these findings suggested that the total
SDQ is likely to be an adequate measure of mental health distress (Zubrick, et al., 2006).

Kessler’s Psychological Distress Scale-10:
The K10 scale was designed to measure non-specific psychological distress in the
depression/anxiety spectrum and consists of ten questions. A shorter, six-question subset is also
available (Kessler, et al., 2002). Cunningham & Paradies (2012) examined the prevalence and
patterning of psychological distress among 5,417 Indigenous Australian adults and compared these
with corresponding data from the 15,432 non-Indigenous population of aged 18-64 that were taken
from the National Aboriginal and Torres Strait Islander Health Survey (NATSIHS) and the National
Health Survey (NHS), two national surveys conducted in parallel by the Australian Bureau of
Statistics (ABS) in 2004-05. They introduced the modified Kessler Psychological Distress score (K5),
with socio-demographic information. Very high psychological distress (VHPD) was defined as a K5
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score ≥ 15 (possible range = 5-25). The Indigenous adults (14.5%) were three times more likely to be
classified with VHPD than the non-Indigenous adults (5.5%) (Cunningham & Paradies, 2012).
Significant differences in measuring VPHD against variety socio-demographic variables let the
authors believe that the instrument may less be valid for remote Indigenous people (Cunningham &
Paradies, 2012).
Kearins’ Visual Spatial memory test:
Kearins described 5 experiments where she used the Visual Spatial memory test to complete
visual memory tasks with 301 desert Indigenous Australian and non-Indigenous Australian students
aged 10-16 years. She found that the Indigenous students’ standard scores were significantly higher
than the standard scores of the non-Indigenous students. Kearins (1981) also mentioned that the item
type did not make a difference to the Indigenous students and the non-Indigenous students performed
better on familiar than un-familiar items. She mentioned that a possible reason might be that the
upbringing of Indigenous and non-Indigenous children are different, especially those from remote and
very remote areas. Another possible reason might be that the Indigenous students have a natural talent
in visual spatial skills (Kearins, 1981).
Improving developmental monitoring practices of remote Australian Aboriginal Health Workers: The
TRAK study:
This study included the cultural adaptation of the Ages and Stages Questionnaire (ASQ-3) for
use in the remote Aboriginal communities, the design and trailing of an early childhood development
training program, and the implementation of the culturally adapted ASQ-3 into standard health service
practice in remote Aboriginal health services (D’Aprano, 2013). She used interviews, observations
and medical records to collate data in two NT remote communities. The cross-cultural adaptation of
the ASQ-3 developmental screening tool was tested through face validity by parents, Aboriginal
Health workers (AHW’s) and Early Childhood experts, and measured as highly acceptable and
relevant to them (D’Aprano, 2013). She also made a valuable contribution in that the TRAK training
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can be undertaken effectively by AHW’s and other remote health and education staff (D’Aprano,
2013).
The ‘Bene-Anthony Family Relations Test:
According to Forester (1998), the ‘Bene-Anthony Family Relations Test’ meets the needs of
psychological testing of Indigenous people. This test involves a series of family figures selected by
the participant who can then express feelings in a non-threatening way. The Bene-Anthony Family
Relations Test was administered to 190 eleven-year-old, sixth grade children (86 boys, 104 girls) by
students under the supervision of the author. Means and standard deviations for the outgoing and
incoming, positive and negative, categories were calculated for ‘Father’, ‘Mother’, ‘Nobody’, ‘Next
Oldest Sibling’ and ‘Next Youngest Sibling’, boys and girls being treated separately. The ‘norms’ for
boys are compared with “clinic”, “delinquent” and “non-reading” groups. Some important and
statistically significant differences are noted between these groups (Frost, 1969).
Naglieri Nov-Verbal Ability Test (NNAT):
Bird (1999) found that the Naglieri non-verbal ability test is the least culturally biased test of
children’s abilities. Educational psychologist Jack A. Naglieri, Ph.D, developed the NNAT after more
than a decade of research. The Naglieri test assesses nonverbal reasoning and general problem solving
skills in children. The NNAT is considered culturally neutral as it contains minimal use of language
and directions, and does not require reading, writing, or speaking. Instead, the Naglieri test
incorporates abstract shapes and designs, which allow for unbiased scoring regardless of a child’s
primary language, education, and socioeconomic background. The use of only two colours in the
Naglieri Nonverbal Ability Test (yellow and blue) contributes to the unbiased nature of the test for
students with minimal colour vision impairment. The second edition of the Naglieri Nonverbal Ability
Test (NNAT2) contains 48 questions and takes 30 minutes to administer (Naglieri, 2003).
Wechsler Non-Verbal Achievement (WNV):
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The WNV is intended for fair assessment of culturally and linguistically diverse populations
from many countries. It was standardised in the US and Canada. The WNV is used for ages 4:0 –
21:11. It yields a full scale and subtest scores and takes 45 minutes for the full test and 20 minutes for
the brief test. Minimal adaptation is needed for use in different countries or with those from different
countries. The WNV meets the IDEA 2004 requirements for reliable and valid non-discriminatory
assessment. The WNV provides an innovative method for administration and is easy to interpret. It
has excellent reliability and strong validity evidence. The WNV has instructional implications and can
be given to a wide age range (Nagliery, 2010).
There remain noticeable gaps in appropriate and adequate psychological tests purposely
developed for use with Indigenous Australian students. Therefore, school psychologists rely routinely
on mainstream tests (with or without Australian norms) to assess, interpret the test results, and inform
schools and parents on students’ identified individual needs, Education Adjustment Plans and
education programs. This school psychology practice has potential for bias and carries a risk of
interpreting invalid or unreliable psychological test results that may lead to misinterpretation,
misdiagnosing or over-diagnosing (Ferrari, 2009: Westerman, 2002).
There remains considerable apprehension about psychological assessment and testing of
Indigenous Australian students. There is a need to improve school psychological practice by
developing appropriate and culturally safe psychological tools in order to eliminate the privileging of
particular groups over others. However, as argued, it is difficult to claim that assessments can be
completely culturally unbiased (Klenowski, 2009).

3.3. THE IMPORTANCE OF MEASURING ADAPTIVE
BEHAVIOUR
Adaptive behaviours are everyday living skills that students need to go to school, interact with
peers, to express their needs, control their behaviour in a structured setting, follow a routine and to
practise safety. They are skills that students learn in the process of adapting to their environment.
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They are also skills that will determine how students engage with school. Since adaptive behaviours
are for the most part developmental, it is possible to describe a student’s adaptive behaviour as an
age-equivalent score. An average five-year-old, for example, would be expected to have adaptive
behaviours similar to that of other five-year-olds (Harrison & Oakland, 2003; Hill, 2001).
Behaviour problems, often called maladaptive behaviours, are behaviours that interfere with
everyday activities. Significant limitations in adaptive behaviour impact a person’s daily life and
affect their ability to respond appropriately to a particular situation or to their environment. Good
adaptive behaviour and a lack of behaviour problems promote independence at home, at school and in
the community. Behaviour problems are much harder to quantify than adaptive behaviours, because
they are less developmental and because their expression varies more from day-to-day and setting-tosetting. The measurement of adaptive and maladaptive behaviour is usually either for diagnosis or
program planning. Many teachers in schools do not have the necessary information on their students’
adaptive behaviour functioning to enable them to provide the appropriate support for their students
(Harrison & Oakland, 2003; Hill, 2001).
School psychologists require information on students’ adaptive behaviour functioning to
support the diagnosis of mental health disorders. This information further determines the type and
amount of special assistance that students with disabilities may need (APA, 2013).
It is an important tool in eligibility consideration for students with learning, social and behavioural
difficulties and in the continual development of effective educational interventions. Using researchbased assessments to measure adaptive behaviour will help to ensure that only those students who
meet specific criteria will be found eligible. Parental input is an essential component of the adaptive
behaviour assessment process since there are many daily living skills that are observed primarily at
home and are not displayed in the educational setting (Brainard, 2004).
The adaptive behaviour assessment is important in a range of mental health disorders. For
example according to the DSM-5 Manual (APA, 2013), intellectual disability (intellectual
developmental disorder) is a disorder with onset during the developmental period that includes both
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intellectual and adaptive functioning deficits in the conceptual, social and practical domains. The
following three criteria must be met:
A. Deficits in intellectual functions such as reasoning, problem-solving, planning, abstract
thinking, judgment, academic learning, and learning from experience, confirmed by both
clinical assessment and individualised, standardised intelligence testing.
B. Deficits in adaptive functioning that result in failure to meet developmental and sociocultural standards for personal independence and social responsibility. Without ongoing
support, the adaptive deficits limit functioning in one or more activities of daily life, such as
communication, social participation, and independent living, across multiple environments,
such as home, school, work, and community.
C. Onset of intellectual and adaptive deficits during the developmental period. (APA, 2013).
The level of severity is defined on the basis of adaptive functioning, and not IQ scores,
because it is adaptive functioning that determines the level of support required. Moreover, IQ
measures are less valid in the lower end of the IQ range (APA, 2013).
Adaptive behaviour assessments are utilized during diagnostic assessment, treatment
planning, research, and outcome measurement. Measures of adaptive behaviour may be used in
comprehensive assessment of children who have disabilities or problems, such as intellectual
disability, learning and behavioural problems, emotional or behavioural disturbances, traumatic brain
injuries, autism, ADD/ADHD, learning disabilities, sensory impairments, physical disabilities or
injuries, multiple disabilities, or health impairments (Harrison & Oakland, 2003). There are several
well-known measures of adaptive behaviour available to clinicians and researchers working with
children and youth with an ASD, such as the Vineland Adaptive Behavior scales (VABS-II) Sparrow
et al., 2005) and the Scales of Independent Behavior-Revised (SIB-R) (Bruininks, Woodcock,
Weatherman, & Hill, 1996). While these measures offer a valid and reliable way to document
difficulty with adaptive behaviour for diagnostic purposes, they have limitations. These limitations
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include: 1) the way in which the construct of adaptive behaviour is conceptualized and
operationalized, and 2) the requirements for administration and scoring of these measures. These
measures are described in section 3.3.2.

3.3.1 Culturally-Related Diagnostic Issues
Intellectual disability occurs in all races and cultures. Cultural sensitivity and knowledge are
needed during assessment and testing. The individual’s ethnic, cultural, and linguistic background,
available experiences, and adaptive functioning within his or her community and cultural setting must
be taken into account (APA, 2013). A review of the literature indicates that the concept of adaptive
functioning has changed over time. The American Association on Intellectual and Developmental
Disabilities (AAIDD; 2002) emphasised that an individual’s strengths and limitations in adaptive
behaviour need to be considered within the context of community and cultural environments.
Several definitions of intelligence exist. Each includes environmental adaptation as an
important facet of intelligence. An early definition of intelligence comes from Freeman who defined
intelligence as "…adjustment or adaptation of the individual to his total environment, or to the limited
aspects of it" (1955, pp. 149, 150; as cited in Sattler, 2001, p. 136). Wechsler defined intelligence as
"the aggregate or global capacity of the individual to act purposefully, to think rationally and to deal
effectively with his environment" (1958, p. 7; as cited in Sattler, 2001, p.136). More recently,
Sternberg defined intelligence as "… mental activity involved in purposive adaptation to, shaping of,
and selection of real-world environments relevant to one's life" (1986, p. 33; as cited in Sattler, 2001,
p. 136). A commonality among these definitions is the nature of the nested relationship of individuals
within their environment. How a person acts within their environment is directly related to the cultural
knowledge that has developed to deal with that environment. The way in which intelligence would
manifest in a test-taking situation is thus, inherently culturally-bound.
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Every aspect of intelligence testing is impacted by culture (Sattler, 1992), including test
content, test materials, phrasing, test directions and conditions, scoring, test administrator, and test
behaviour.

3.3.2 Current assessments of Adaptive Behaviour
Several adaptive behaviour instruments are available for use in diagnosis, research, individual
programming and evaluation. These adaptive behaviour measures are normed on representative US
samples: (1) Vineland Adaptive Behavior Scales-2nd edition, VABS-II (Sparrow, Cicchetti, & Balla,
2005); (2) Scales of Independent Behavior- Revised, SIB-R (Bruininks, Woodcock, Weatherman, &
Hill, 1996); (3) Adaptive Behavior Scale-School Version, ABS-S:2 (Lambert, Nihira, & Leland,
1993); (4) Child Behavior Checklist (CBCL), (5) Diagnostic Adaptive Behavior Scale (DABS)
(AAIDD, 2002) (6) Behavior Assessment System for Children (BASC-2) (Schofield, 2012), (7)
Diagnostic Adaptive Behavior Scale (DABS) (Measure Profile, 2013); and (8) Adaptive Behavior
Assessment System-II, ABAS-II (Harrison & Oakland, 2003). Some of these (e.g., ABS & SIB-R)
have not been re-normed in 2 decades.
While these are all are useful for determining adaptive behaviour functioning in school aged
students, not all have the psychometric properties needed to accuracy describe the adaptive
functioning aspects of Intellectual Disability (ID) which practitioners/school psychologists need to
assess or use the differential diagnosis of ID. According to Streiner (2003), the accuracy of
differential diagnosis may be evaluated comparing the standard scores of assessed individuals with
and without an ID diagnosis and computing diagnostic efficiency (or validity) statistics such as
sensitivity and specificity. Sensitivity is defined as the proportion of true positives (i.e., person having
ID) that are correctly identified as having ID by the test (Altman & Bland, 1994), reflecting how good
a test is at correctly identifying people who have the condition the test is intended to measure (Loong,
2003). Specificity refers to the ability to correctly reject a diagnosis or identify true negatives, when
the person is known not to have the said diagnosis (Altman & Bland, 1994). Information regarding the
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sensitivity and specificity of an adaptive behaviour instrument is critical in establishing the validity its
use for its intended purpose.

Vineland Adaptive Behavior Scales-2nd edition (VABS-II):

The VABS-II is a questionnaire designed to assess adaptive behaviours from birth to
adulthood. It takes between 20 – 60 minutes to complete and has three separate sets of rating forms; a)
Survey Interview and Parent/Caregiver Rating Forms; b) Expanded Interview Form, and; c) Teacher
Rating Form. Behavioural ratings using these forms yields standard scores (M = 100, SD = 15) for
each adaptive behaviour domain and an overall composite standard score, as well as percentile
ranking of adaptive functioning levels. On the Survey Interview and Expanded Interview Form it only
provides V-scale scores (M=15, SD=3) and an optional Maladaptive Behavior Index (Sparrow,
Cicchetti, & Balla, 2005).

The percentages of people correctly classified in the VABS-II are reported to range from 71%
to 100% for those aged 6–18 years old (71% mild ID; 87% moderate ID; and 100% severe and
profound ID), and from 97% to 100% for individuals aged 19–86 (97% mild ID and 100% for
individuals with moderate and with severe and profound ID) (Sparrow et al., 2005),. Data regarding
the sensitivity of the VABS-II are also available by domain (i.e., communication, daily living skills,
socialization, and motor skills). However, the proportion of people correctly excluded from the
diagnosis of ID (i.e., specificity) was not reported (Sparrow et al., 2005).

The Scales of Independent Behavior-Revised (SIB-R):

The SIB-R is a comprehensive, norm-referenced assessment of adaptive and maladaptive
behaviour, designed to establish the type and amount of special assistance needed by people with
disabilities. It provides a comprehensive assessment of 14 areas of adaptive behaviour and eight areas
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of problem behaviour. There are three versions of the SIB-R; a) the Full Scale with 283 items; b) the
Early Development Form, and; c) the Brief version for young children or individuals with
developmental functioning levels below eight years of age. They are administered in a structured
interview or by way of a checklist procedure and can be used for diagnosis, program planning,
determining eligibility, and assessing outcomes. These scales were developed for individuals’ ages 3
months-80+ years. The Full Scale form takes 45 – 60 minutes to administer and the Short Form/Early
Development form takes 15 – 20 minutes (Bruininks et al., 1996).
The SIB-R has 14 subscales which are organised into 4 adaptive behaviour clusters; a) Motor
Skills; b) Personal Living Skills; c) Social Interaction and Communication Skills, and; Community
Living Skills. The problem behaviour items are grouped into eight types; Hurtful to Self; Unusual or
Repetitive Habits; Hurtful to Others; Socially Offensive Behavior; Destructive to Property;
Withdrawal or Inattentive Behavior; Disruptive Behavior; and Uncooperative Behavior (Bruininks et
al., 1996). The SIB-R includes a Support Score, a weighted measure of maladaptive and adaptive
behaviours indicating the support, supervision, and resources an individual needs. It also contains a
functional limitations index, used to define the presence and severity of adaptive behaviour
limitations.
The SIB-R Comprehensive Manual (Bruininks et al., 1996) provided a more detailed
description of sensitivity and specificity. In the manual, the authors stated that 76% of the individuals
within the standardization sample were correctly classified into their original groups (51% mild ID;
74% moderate ID; and 82% non-ID). From a decision-making perspective, the fact that the lowest
degree of accuracy (i.e., 51%) of the SIB-R is for the group with mild ID is not surprising, as this
group is the closest to the actual diagnostic cut-off score. However, if only about half of persons
diagnosed with mild ID have scores in a range that would support diagnosis, the SIB-R may not be
sufficiently sensitive to identify correctly persons with mild forms of ID. Furthermore, although the
SIB-R covers the age span (from infancy and up), sensitivity and specificity data were not provided
for separate age groups.
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The Adaptive Behavior Scale-School Version (ABS-S: 2):
The ABS-S:2 scale is a two-part, widely used checklist behavioural rating measure of
adaptive behaviour in children ages 3 to 18 years which is commonly used in the assessment of
assessed children with suspected or diagnosed in regard to Intellectual Disability and Autistic
Spectrum Disorders, and other developmental or behavioural r disorders. The ABS-S: 2 can be
completed in 15 to 30 minutes (Lambert, Nihira, & Leland, (1993). Part One assesses nine behaviour
domains and evaluates adaptive behaviours considered important to personal responsibility and
dependent living. Part two includes four behaviour domains that assess social adaptations and
maladaptive behaviour: The overall ABS-S:2 scales yield standard scores, percentiles, and age
equivalents on the following specific domains of adaptive behaviour: Independent Functioning
Physical Development, Economic Activity, Language Development, Numbers and Time,
Prevocational/Vocational Activity, Self-Direction, Responsibility, Socialization, Personal SelfSufficiency, Community Self-Sufficiency, Prevocational/Vocational Activity, Personal/Social
Responsibility, Socialization, Social Adjustment, and Personal Adjustment. .
Regarding its psychometric properties, it has separate norms (US based) for individuals with
and without intellectual disabilities and has high internal consistency reliabilities, ranging from .82 to
.99, and test-retest reliabilities ranging from .42 to .79. Content validity, as indicated by correlations
with the Wechsler Intelligence Scale for Children-Revised (WISC-R), range from .41 to .61 for the
factors.
In regards to the sensitivity and specificity of the ABS-S: 2, the authors state simply that the
‘‘mean scores for the groups with developmental disabilities are sufficiently below the average scores
of the normal group’’ (Lambert et al., 1993, p. 50). However, the actual percentages of people
correctly classified were not provided, so the precision of the ABS-S: 2 to accurately measure
significant limitations in adaptive behaviour and correctly identify someone as having an ID is not
known.

The Child Behavior Checklist (CBCL):
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The CBCL is set of dimensional measures used for assessing competencies and problem
behaviours in children and adolescents. While it does provide information regarding behavioural
symptoms associated with of mental health problems it is not a diagnostic measure (Markusic, 2011).
The CBCL system includes parent, teacher-, and self-report checklist versions which can be used
together or separately in the assessment of children and adolescents ranging in age from 1.5 to18
years.
The CBCL/6-18 parent form, the TRF teacher form, and the YSR/11-18 youth self-report
forms generate scale sore on the following behavioural domains: Anxious/depressed,
withdrawn/depressed, somatic complaints, social problems, thought problems, attention problems,
rule-breaking behaviour, aggressive behaviour, affective problems, anxiety problems, somatic
problems, attention deficit/hyperactivity problems, oppositional/defiant problems, and conduct
problems (Achenbach, 1991).

The CBCL/1.5-5 parent form and the C-TRF teacher report form for pre-school aged children
assess the following behavioural domains: Emotionally reactive, anxious/depressed, somatic
complaints, withdrawn, sleep problems (parent form only), attention problems, and aggressive
behaviour). They also produce scores for the higher order Internalizing and Externalizing scales, and
an overall Total Problems score. The authors report test-retest reliabilities of 0.68-0.92 for CBCL/1.55 and inter-rater reliabilities of 0.48-0.67 for the C-TRF: Whilst not diagnostic instruments per se,
they can also be used generate DSM-oriented scale scores for affective problems, anxiety problems,
pervasive developmental problems, attention deficit/hyperactivity problems, and oppositional defiant
problems (Achenbach, 1991). The main limitations of these CBCL measures are the possibility for
self-report bias and the time consuming nature of its completion for respondents.

With regard to the parent completed CBCL/6-18 the test authors report test-retest reliabilities
of 0.57-0.91 and inter-rater reliabilities of 0.21-0.79; and internal item-scale consistency (alphas) of
0.63-0.97. The YSR/11-18 has test-retest reliabilities of 0.67-0.91, and internal consistency (alphas)
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of 0.55-0.95; while for the TRF the author reported test-retest reliabilities of 0.60-0.96, internal
consistency (alphas) of 0.72-0.997, and inter-rater reliabilities of 0.20-0.76 (Achenbach, 1991)
Achenbach (1991)( has investigated its discriminative, concurrent, convergent, and predictive
validities with matched samples of clinic attending and non-attending (N=2,368) children aged 4 to 18
from 42 states across the USA. This found the CBCL had a 0.92 Sensitivity and 0.82 Specificity in
identifying children who were clinic attenders.
The Diagnostic Adaptive Behavior Scale (DABS):
The DABS is another standardized measure of adaptive behaviour normed on a representative
sample of American individuals from 4 to 21 years of age. It was constructed with items spanning
three domains of adaptive behaviour: Conceptual, social, and practical adaptive skills. Its scoring
guide specifies the cut- point where an individual’s score is deemed to indicate “significant
limitations” in adaptive behaviour relevant to a diagnosis of Intellectual Disability. This was
determined in a study of d of 125 individuals with and 933 without an ID-related diagnosis. This
found the DABS to have sensitivity coefficients ranging from 81% to 98%, and specificity
coefficients ranging from 89% to 91%. Receiver Operating Characteristic (ROC) analysis indicated
the DABS to have excellent diagnostic efficiency when used for this purpose.

The Behavior Assessment System for Children (BASC-2):
The BASC-2 is a 160 item parent/teacher completed checklist designed to measure a variety
of behavioral and emotional constructs relevant to identifying potential problem areas for children,
adolescents, and young adults (Reynolds & Kamphaus, 2004). Available in English, French, Chinese
and Spanish versions, it comprises 16 primary scales and 7 optional scales, along with 5 composite
scales viz. Adaptive skills, Behavioral symptoms index, Externalizing problems, Internalizing
problems, School problems (Reynolds & Kamphaus, 2004). Since some scales are not applicable to
certain age groups (i.e. the Activities of Daily Living scale does not apply to adolescents), the number
of subscales used depends upon the age of the child being assessed.
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Depending upon the individual’s behavioural circumstances, between one and seven optional
content scales can be examined at the discretion of the clinician” (Behavior Assessment System for
Children- Second Edition, 2011). Its psychometric properties were established by examination of
4,800 TRS reports, 4,800 PRS reports, and 3,400 SRP in a study sample consisting of both general
population and clinic attending individuals across the United States. The children ranged in age from
2 to 18 years. The gender and ethnic composition of the general population portion of the sample
closely resembled that of the U.S. general population. There was also a college sample of 706
American students ages 18-25 (Reynolds & Kamphaus (2004). The BASC‐2 was normed using two
populations: (1) a general population sample of American children and adolescents from various
settings: public/private schools, mental health clinics/hospitals and pre-schools/day-cares, and (2) a
clinical sample of American children and adolescents (ages 4‐18) who had been diagnosed with
emotional, behavioural, or physical problems. The children in this sample had a variety of diagnoses,
including specific learning disabilities, speech/language impairments, emotional/behavioural
disturbances, hearing impairment and ADD/ADHD. Reynolds & Kamphaus (2004) reported internal
item consistency coefficient alphas in the 0.90s for all composite scores, test-retest reliability in the
0.80s for the composite scores, and inter-rater reliabilities from 0.57 to 0.74 for the composite scores.

As this instrument is categorized by the American Psychological Association as a ‘Level C’
instrument, its use is restricted to practitioners to have a degree in psychology, education, or a related
field with relevant training and experience in assessment, or a license to practice in a health or allied
health care field (e.g. doctors, nurse practitioners, social workers, etc.) Scoring can be done manually
or electronically with the ASSIST/ASSIST Plus software (Behavior Assessment System for ChildrenSecond Edition, 2011).

The limitations of the BASC-2 include its large number of checklist items and the time
burden this places on respondents. Differences in the number of items used for different age groups
suggest that data may not be comparable across age groups (BASC-2, 2012). A study by McCledon

65
et. al. (2011) has evaluated the relative sensitivity to change of the Child Behavior Checklist/6–18
(CBCL), the Behavior Assessment System for Children-2 (BASC-2), and the Youth Outcome
Questionnaire 2.01 (Y-OQ). The findings indicated that for parent-report measures, the Y-OQ was
most change sensitive and that the BASC-2 and CBCL were not statistically different from each other
in their sensitivity in detecting behavioural changes. It also found no significant differences in change
sensitivity for youth self-report of symptoms (McCledon et. al., 2011).

Adaptive Behavior Assessment System – 2nd edition (ABAS-II):
The ABAS-II is a multi-functional tool which can be used for a variety of purposes. It
comprises five separate rating forms which were developed through an eight year program of research
by Harrison & Oakland (2003). It is widely used internationally as a diagnostic measure of adaptive
functioning skills in day care, school or home settings. The checklist items cover three domains of
adaptive behaviour and 10 specific skill areas with around 15 to 22 items per skill area. Respondent
need to have at least a 4th grade reading level and it generally takes between 20 and 60 minutes to
complete the checklist. While it is widely used in clinical and education settings elsewhere in
Australia, in the NT it is only routinely used in urban-based schools.
The standardisation samples for the ABAS-II Parent/Primary Caregiver and Teacher/Daycare
Provider Forms for children ages birth to 5 years together comprised 2,100 individuals. The
standardisation samples for the Parent, Teacher, and Adult Forms together comprised 5, 270
individuals. This enabled norm-referenced scores being published each of its specific skill areas
relevant to the criteria of the current DSM-V guidelines. Validation studies have also been undertaken
in relation to a variety of disorders and disabilities using a study sample of 1690 children from diverse
cultural background of U.S population.
Standardization samples of the school-age forms were stratified by sex, race/ethnicity, and
educational level parameters according to census data from 1999, and standardization samples of the
infant-preschool forms were stratified by the same variables according to the 2000 census data (U.S
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Bureau of the Census as cited in Harrison & Oakland, 2003). In addition, efforts were made to ensure
that the samples were representative by geographical regions (Harrison & Oakland, 2003).
Harrison & Oakland (2003) have reported data on the sensitivity and specificity of the
ABAS-II across four infant-preschool samples, five school-age samples, and one adult sample. The
results for the infant-preschool samples indicate that 58–73% of those with ID (sensitivity), and 0–5%
without ID (specificity) scored at least 2 standard deviations below the mean on the General Adaptive
Composite (GAC) score, whereas 77–86% children diagnosed with ID and 3–19% of the matched
control group scored at least 2 standard deviations below the mean on one or more adaptive domains
or the GAC. Across the five school-age samples and the adult sample 50–87% of those with ID and
0–17% of the matched control group scored at least 2 standard deviations bellow the mean on the
GAC, and 62–100% with ID and 5–19% without ID scored at least 2 standard deviations below the
mean on one or more adaptive domains or the GAC.

As the currently available published measures of adaptive behaviour have limitations, it is
important that the following issues are taken into account when choosing a measure for a defined
purpose. First, the validity of an adaptive behaviour scale depends on its intended purpose and the
way it is used. Second, its psychometric properties (i.e. reliability, validity, scope, structure, and
clinical utility) needs to be thoroughly considered. It is unlikely that any one single measure of
adaptive behaviour can adequately represent all of an individual’s adaptive behaviours. Specific
adaptive deficits of a person often coexist with strengths in other adaptive skills and other personal
competencies (DeMers et al., 2000; Queensland Department of Education and Training (DET), 2009).
It is also important that the assessment of adaptive functioning also considers competencies,
and the child’s level and fluency of those skills. It needs to consider what an individual does regularly
with age-appropriate support. The credibility of the respondent (informant) is another critical factor in
evaluating the assessment results. This needs to be an adult who is familiar with the everyday conduct
of the individual being assessed. The practitioner assessing the adaptive behaviour findings for an
individual child also needs to be able to contextualise this information with reference to other data on
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age-appropriate peers (DeMers et al., 2000; Queensland Department of Education and Training,
2009).
There are often problems associated with obtaining reliable and valid information when
assessing an individual’s behaviour. In such situations, a semi-structured interview format can allow
for the collection of both qualitative and quantitative data. By the respondent using his or her words, a
more detailed and accurate description of behaviour can be obtained. Reports from different
informants in various settings may differ e.g. a parent may report on a child’s behaviour in the home
context differently to a teacher reporting on the behaviour observed in the classroom. Further
information may be needed to determine the best estimate of an individual’s adaptive functioning and
the supports that are currently utilised for that level of functioning (DeMers et al., 2000; NT Doe,
2014; Queensland Department of Education and Training, 2009).
Direct observations, developmental data, anecdotal comments, examination of school
program records and other reports are all potential sources of information when assessing an
individual’s adaptive functioning. Such data can identify the different supports utilised in settings that
may account for different levels of competence across settings. This can inform future programming
needs (DeMers et al., 2000; Queensland Department of Education and Training (DET), 2009; NT
DoE, 2014). The American Association on Intellectual and Developmental Disabilities (AAIDD)
(2002) recommends that significant limitations or deficits can be operationally defined as
performance that is at least two standard deviations below the mean. However, a number of studies
have concluded that type of distribution-based cut-point can be problematic. These suggest it is
preferable to report results in terms of confidence intervals, percentiles and age levels of adaptive
functioning (Queensland Department of Education and Training, 2009; NT DoE, 2014).
Currently, there is no standardised adaptive behaviour measurement available for specific use
with Indigenous Australian students and especially those living in the very remote communities of the
Northern Territory. There is a clear need for an appropriate culturally safe measure that can be used
in conjunction with the recommended interviews, direct observations, reviews of developmental data

68
and examination of school records. Given the increasingly frequent inappropriate use of ‘foreign’
tests, there have been international calls for more test adaptations enabling their appropriate use in
multiple languages and across different cultures (Hambleton, et al., 2005).
Previous research and adaptation of the ABAS-II:
School psychologists in Latvia adapted the ABAS-II in 2007 by translating and culturally
adapting the ABAS-II (Teacher and Parent Form) for Latvian school children and pilot testing of the
psychometric properties of the adapted measure. This was done by firstly establishing a Latvian study
sample consisting of 168 students aged 7 to 21 from grade 1 to grade 12 in ten schools across different
Latvian regions. This was divided in 6 age subsamples corresponding to the age group proportions of
the US standardisation sample for the ABAS-II. They also ascertained a second sample consisting of
26 children with diagnosed mild mental retardation (aged 10 to 19, 38% female and 62% male). A
third sample (n-52) was drawn from the first sample and matched to the second sample (Rascevska &
Sebre, 2007).
The translation was performed in four stages: Two translators translated the test from English
to Latvian languages and modified it considering specifics of the Latvian culture. Two items in Parent
Form and three items in Teacher Form were changed fully and 17 items were changed partly with
only one or two words (in general 8% items were changed in each form).
Ten Latvian school psychologists participated in special training course about the ABAS-II
and practiced completion of both forms for some pupils. After discussion, a number of items and
details were corrected. The research group created additional 2 items for each skill area in case the
conceptually original items would not show appropriate properties in the pilot study. A LatvianEnglish bilingual psychologist performed the back translation, and after comparing the forward and
back translations of the ABAS-II, three items required further revision (Rascevska & Sebre, 2007).
The adapted Latvian instrument was then administered to a pilot study sample. From three to
six students from one class and their parents and teachers were asked to voluntarily participate in the
study. The school psychologist explained to the parents and teachers how to complete the ABAS-II
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forms. The parents and teachers were then given an envelope with the test form and asked to
complete it during the week. (Rascevska & Sebre, 2007).
The statistical analyses were performed using SPSS version 15.0 and all items in 10 skill
areas were analysed from four aspects; item difficulty (item mean), item discrimination (corrected
item-total correlation), item factor loading in one factor model of skill area, and item one-way
ANOVA by 6 age groups. For all 10 skill areas composite scores were calculated; the internal
consistency (Cronbach’s alpha), and one-way ANOVA by 6 age groups and Post Hoc tests,
confirmatory factor analysis – one and three principal component analysis with varimax rotation for
ABAS-II domain structure testing (Rascevska & Sebre, 2007).
The ANOVA showed that at least 13% items needed to have some corrections. They included
items with low item difficulty indices (i.e. items were too easy, especially in the Communication
scale). The reliability analyses found Cronbach’s alphas above .82 for all the domain and skill area
scales. These values are comparable to those for the original ABAS-II (Harrison & Oakland, 2003).
The pattern of inter-correlations of the skill area scores indicated that a stronger linear association
among them than was found in the original ABAS-II sample, especially between Self-Direction and
other skill areas (Rascevska & Sebre, 2007). Only the one-factor model of the ABAS-II (Latvian
version) skill area scores was confirmed in confirmatory factor analysis, but not the three-factor
model confirmed in the US sample with ABAS-II measure (Harrison & Oakland, 2003). The findings
also supported the discriminant clinical validity of ABAS-II Latvian version for 7 of 9 skill areas in
children with mild intellectual disability. In the US sample the clinical group showed lower level
scores in all skill areas; however this could be due to the fact that 5-6 year old children were included
in the US sample but not in the Latvian sample suggesting that further research with larger samples is
necessary (Rascevska & Sebre, 2007).

3.4 ABAS-II TEACHER FORM FOR AGES 5-21
The Adaptive Behavior Assessment System (ABAS) checklist was originally developed in the
United States by Harrison and Oakland in 2000 for the purpose of measuring adaptive behaviour
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functioning. The ABAS-II was published in 2003 by the same authors and provides a comprehensive,
norm-referenced assessment of adaptive skills for individuals aged from birth to 89 years (Harrison &
Oakland, 2003). As mentioned in 3.2.2, it has 5 different rating forms available. The ABAS-II
Teacher Form measures adaptive behaviour in three factor domains: Conceptual Reasoning, Social
Interactions, and Practical Functioning. These factor domains cover 10 different skill areas, (see
Figure 3-1below; Harrison & Oakland, 2003).
Figure 3‐1: Factor Structure ABAS‐II Teacher Form
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Source: Harrison & Oakland, 2003

3.4.1 Factor domains and skill areas
The Conceptual Domain includes the Communication, Functional Academics and SelfDirection skill areas. The Communication skill area measures speech, language and listening skills
needed for communication with other people, including vocabulary, responding to questions, and
conversation skills. The Functional Academics skill area evaluates basic reading, writing,
mathematics, and other academic skills needed for daily, independent functioning, including telling
time, measurement, and writing notes and letters. The Self-Direction skill area considers skills needed
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for independence, responsibility, and self-control, including starting and completing tasks, keeping a
schedule, following time limits, following directions, and making choices (Harrison & Oakland,
2003).
The Social Domain consists of the Social and Leisure skill areas. The Leisure skill area
evaluates skills needed for engaging in and planning leisure and recreational activities, following
rules, etc. The Social skill area measures skills needed to interact socially and get along with other
people, including having friends, showing and recognising emotions, assisting others, and using
manners (Harrison & Oakland, 2003).
The Practical Domain involves the Community Use, School Living, Health and Safety and
Self-Care skill areas. The Community Use skill area considers skills needed for functioning in the
community, including use of community resources, shopping skills, and getting around in the
community. The School Living skills area measures skills needed for basic care of a school and
classroom setting, including cleaning, property maintenance and repairs, and performing chores. The
Health and Safety skill area evaluates skills needed for protection of health and to respond to illness
and injury, including following safety rules, using medicines, and showing caution. The Self-Care
skill area assesses skills needed for personal care including eating, dressing, bathing, toileting,
grooming, and hygiene (Harrison & Oakland, 2003).
Administration
The administration of the ABAS-II TF checklist requires the respondent (teacher or/and
teacher aide) with a pencil and eraser. The respondent should complete the rating in an environment
as free from distractions as possible. Most items on the rating form require no more than sixth-grade
reading level. Respondents should read and respond to all questions and rate the extent to which the
student performs the adaptive skills when need. The respondent should select and circle one of the
four ratings for each item: 0 (Is Not Able), 1 (Never or Almost Never When Needed), 2 (Sometimes
When Needed), or 3 (Always When Needed). Respondents have the opportunity to guess answers but
need to indicate which answers were guessed (preferably no more than three guessed answers per skill
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area). When a rating is left blank, the examiner needs to encourage the respondent to provide a rating.
When the respondent still prefers not to provide an answer, the examiner (education
advisor/psychologist) should score 0 for the item (s). Although not preferred, one or two items per
skill area may be allowed (Harrison & Oakland, 2003).
Scoring
Normative scores are provided for skill areas, adaptive domains, and the General Adaptive
Composite (GAC). Scaled scores are derived from the raw scores of each of the skill areas. The scaled
scores are used to derive standard scores for the adaptive domain scores and the GAC. The GAC is
derived from the sum of scaled scores from seven, nine, or ten skill areas, depending on the age of the
individual. The Conceptual Domain score is derived from the sum of scaled scores from the
Communication, Functional Academics, and Self-Direction Skill Areas. The Social Domain score is
calculated from the sum of scaled scores from the Social and Leisure Skill Areas. The Practical
Domain score is derived from the sum of scaled scores from the School Living, Community Use,
Health and Safety, and Work Areas (if administered; Harrison & Oakland, 2003).
The ABAS II TF assesses an individual in all 10 specific adaptive skills areas specified in the
American Association on Mental Retardation (AAMR; 1992, 2002), and the Diagnostic and Statistical
Manual of Mental Disorders – Fourth Edition - Text Revision (APA, 2000). The ABAS-II TF
determines strengths and weaknesses and specifies relevant goals. The ABAS-II TF can be used to
assess individuals with learning difficulties, Attention Deficit Disorder/Attention deficit Hyperactivity
Disorder (ADD/ADHD), motor disorders, speech and language disorders, hearing disorders and
neuropsychological disorders (Harrison & Oakland, 2003).
While the ABAS-II TF test is widely used in many non-American and non-Western countries
it has not yet been standardised for use with Australian students (non-Indigenous or Indigenous). This
suggests that its adaptation for the Indigenous Australian context and community requires
modification to its administration instructions, item formats, response formats to ensure their
suitability (Malda et al., 2010).
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The ABAS-II Teacher Form (TF) was chosen for this research study for several reasons:
a) The ABAS-II TF is a multi-functional tool and can be used to identify students who may be
experiencing difficulties with the daily adaptive skills necessary for functioning at school. It
determines how well an individual responds to daily demands from the environment by evaluating
areas of function, determining strengths and weaknesses and specify intervention goals (Harrison &
Oakland, 2003):

b) The ABAS-II consists of three adaptive domains and 10 skill areas which include a comprehensive
range of items: The ABAS–II normative data enable the clinician to obtain a normative comparison
between an individual’s adaptive behaviour and the typical adaptive behaviour of same-age
individuals from a representative national sample. Optional analyses provide for the identification of
strengths and weaknesses in skill areas and comparison of scores for the adaptive domains. ABAS–II
provides: norm-referenced scaled scores for the 10 skill areas (M = 10, SD = 3); norm-referenced
standard scores for the Conceptual, Social, and Practical Adaptive Domains and for the GAC,
including standard scores (M = 100, SD = 15), 90% and 95% confidence intervals and percentile rank

c) The ABAS-II can be used together with other information to make diagnostic decisions and set
short and long term goals for students to acquire necessary skills: The three adaptive domains comply
with requirements that the DSM-5 stipulate (see box 3-3) for clarity in determining diagnoses,
specifically intellectual disability (intellectual developmental disorder).
Box: 3‐3: Three domains of the ABAS‐II TF that align with the DSM‐5
Conceptual Domain
Language
Reading
Writing
Math
Reasoning
Knowledge
Memory

Source: Harrison & Oakland, 2003

Social Domain
Empathy
Social judgement
Interpersonal communication
skills
Make and retain friends

Practical Domain
Self-Management
Personal Care
Job responsibilities
Money management
Recreation
Organising school and work
tasks
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It can also be used to evaluate individuals with learning difficulties, ADD/ADHD, motor
disorders, speech and language disorders, hearing disorders, and neuropsychological disorders
(Harrison & Oakland, 2003).

School psychologists further use the ABAS-II test results to enhance program planning and
monitoring. The ratings on specific items, and scores from skill areas, adaptive domains, and the GAC
serve as a benchmark for later evaluations. Item-level data provides a basis for developing specific
goals for their education programs. Knowledge of the level of development of conceptual, social, and
practical skills assist in program planning. Appropriate adaptive domains are used to conceptualise a
general area of strength or limitation within a student’s profile and guide program planning to meet
personal needs and environmental expectations (Harrison & Oakland, 2003). School psychologists are
able to form a hypothesis about the nature of a student’s adaptive behaviour functioning after
evaluating these data and reviewing the student’s background (Harrison & Oakland, 2003).

Although behavioural expectations are culturally related for Indigenous students and are
impacted by child rearing practices (Mead, 2002), the expectation of acquiring appropriate
conceptual, social and practical behaviour skills need to be the same for Indigenous and nonIndigenous students to fully function in a school environment. Specific strengths and weaknesses may
vary due to culture differences and their upbringing. Different child rearing practices promote
different values and skills. To promote positive social relationships and supportive learning
environment for school communities, educators need be aware of these differences and understand
where everyone is coming from (Mead, 2002). Generally accepted as universal, the construct of
adaptive behaviour differs in its manifestations across different cultures and settings (Tan, Reich,
Hart, Thuma, & Grigorenko, 2015).

The implementation of interventions to achieve desired objectives is important for all
stakeholders (school, parents and advisors of Student Support). Interventions are likely to be effective
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when the goals are clearly defined in the Education Adjustment Plan with suitable classroom
strategies implemented and sustained, and when the environment (parents, teachers and peers) awards
the student for using newly acquired skills. Regular formative evaluation methods are essential to
monitor adaptive skill development and the success of the program (Harrison & Oakland, 2003).

d) The ABAS-II TF has excellent reliability and validity of its psychometric properties:
Reliability:
Internal Consistency:
Reliability coefficients for the GAC are in the high .90s for all age groups, ranging from .97
to .99. Reliability coefficients for the adaptive domains are in the .90s, ranging from .91 to .98.
Average reliability coefficients of the skill areas across age groups are typically in the .90s, ranging
from .85 to .97 (Harrison & Oakland, 2003).
.
Test-Retest Reliability:
Test-retest reliability coefficients of the GAC are all in the .90s. The mean GAC scores of the
two testings (in a 1–2 week period) are very consistent, with the mean retest scores slightly higher. As
expected, the test-retest reliability coefficients of the 10 skill areas are slightly lower, mainly in .80s to
.90s (Harrison & Oakland, 2003).

Inter-Rater Reliability:
(Ratings by two teachers) Inter-rater reliability coefficients on the GAC scores are .91 for
students between ages 5 and 9, .87 for students between ages 10 and 21, and .89 for students of all
ages. The inter-rater reliability coefficients for the skill areas generally are in the .60s and .70s.
(Correlations corrected for variability in sample.) (Harrison & Oakland, 2003).

Cross-Form Consistency:
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The correlation between the teacher and parent rating is .70 for GAC. The mean scores differ
by approximately 1 point. The correlation coefficients for the skill areas generally are in the .60s and
.70s. Mean scores differ by less than 1 scaled score. (Correlations corrected for variability in sample.)
(Harrison & Oakland, 2003).

Validity:
The correlation between the school-age Teacher Form GAC and the Vineland Adaptive
Behavior Scales–Classroom Edition (VABS) Adaptive Behaviour Composite is .82. Furthermore, all
scores from nine ABAS skill areas and the three VABS subdomains correlate significantly (p < .01).
For example, the two scales that assess communication correlate .76. ABAS–II includes additional
validity studies with the Vineland Adaptive Behavior Scales–Interview Edition and with other
adaptive behaviour assessment instruments designed for children younger than 5 years (Harrison &
Oakland, 2003).

Evidence of Clinical Validity:
Clinical validity studies support the use of the ABAS-II with students with a variety of
problems and disorders. The mean GAC scores of the Intellectual Disability (ID) sample ranged from
55 to 73 points, which was significantly lower than the matched control groups, which ranged from 95
to 101 points. The mean scaled scores for the skills areas were similarly low and much lower than
those of the control group. Further, 50 to 82 percent of the individuals with intellectual disability
sampled scored less than two standard deviations below the mean on the GAC. Seventy-six to 100%
of the sample scored less than two standard deviations below the mean on at least two of the skills
areas. In addition, significant differences were displayed between mean GAC scores of the individuals
with mild and moderate intellectual disability sample (Harrison & Oakland, 2003).

Autism:
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The mean GAC on the school-age Teacher Form of the children with autism was 54, which
was significantly lower than the mean of 101 for the matched control group. Significant differences
were found on all nine skill areas (with Work excluded) as well as on the GAC (Harrison & Oakland,
2003).

Attention Deficit Disorder/Hyperactivity Disorder:
The mean GAC on the school-age Teacher Form of the 5–9 year old children with ADD/
ADHD was 77, which was significantly below the mean of 101 for the matched control group.
Significant differences between the ADD/ADHD group and control group were found on all skill
areas (Harrison & Oakland, 2003).

Emotional/Behavioural Disorders:
The mean GAC on the school-age Teacher Form of the children with behavioural disorders
was 77, which was significantly below the mean of 92 for the matched controls. Those with behaviour
disorders also displayed lower scores on eight of the nine skill areas.
The mean GAC on the school-age Teacher Form of the children with emotional disturbance
was 78, which was significantly lower than the mean of 99 for the matched control group. Significant
differences were found on all nine skill areas (with Work excluded) as well as on the GAC (Harrison
& Oakland, 2003).

Physical Impairment:
The mean GAC on the school-age Teacher Form of the children with physical impairments
was 62, which was significantly lower than the mean of 102 for the matched control group.
Significant differences were found on all nine skill areas (with Work excluded) as well as on the GAC
(Harrison & Oakland, 2003).

Learning Disabilities (LD):
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Children with LD, broken into four groups that comprised different age ranges, consistently
scored significantly lower than the matched controls on the school-age Parent and Teacher Forms.
The mean GAC of the LD groups were 91, 84, 87, and 88 points, which were significantly lower than
the means of 102, 99, 94, and 103 for the matched controls. The children with learning disabilities
sampled displayed significantly lower scores on six to eight of the nine skill areas (Harrison &
Oakland, 2003).

e) The ABAS-II TF is well known and used within NT and Student Support Services:
It is well known and used by most NT school psychologists, education advisors and private
practitioners. Therefore, many school teachers and teacher aides across the NT schools are
knowledgeable about the content and the importance of its use. The ABAS-II TF skill areas further
links in well with the learning areas as stipulated by the Special Needs Profile instrument (SNPI) that
NT Student Support uses to identify the specific education needs of students who require adjustments
to their learning program and helps school staff to meet their responsibilities under the Department of
Education Students with Disability Policy (DoE, 2016c). The next focus areas of the SNPI;
curriculum access, behaviour, social competence, safety, communication access and participation,
hygiene, eating and diet, health care, gross motor and mobility and fine motor (DoE, 2016c) , are very
similar to the ABAS-II skill areas; communication community use, functional academics, school
living, health and safety, leisure, self-care, and social (Harrison & Oakland, 2003).

f) Additional advantages of using the ABAS-II TF:


The ABAS–II TF provides current norms (updated in 2015 – ABAS-3)



provides norms that include a proportionate sample of Hispanics (might be insightful
regarding Indigenous students)



provides norms that include a proportionate sample by socioeconomic status
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follows AAMR recommendations for the diagnosis and treatment of mental retardation by
providing an assessment of the three domains as specified in the 2002 definition of mental
retardation



provides scores for the 10 skill areas critical to the assessment of mental retardation as
specified by the DSM– IV–TR, now the DSM-V



provides for a rapid yet comprehensive assessment of adaptive behaviours using a
questionnaire format



does not require a teacher interview



provides a guessing score to help evaluate whether or not a respondent has sufficient
information needed to complete the form



provides broader coverage of children and youth by including norms for teacher forms for
clients ages birth to 21 years



offers Scoring Assistant software that enables scoring and profiling in minutes



provides correlation studies with Wechsler Scales of Intelligence, including Wechsler
Preschool and Primary Scale of Intelligence—Third Edition, Wechsler Intelligence Scale for
Children, Third and Fourth Editions, Wechsler Adult Intelligence Scale, and the Wechsler
Abbreviated Scale of Intelligence (Harrison & Oakland, 2003).

3.5 CROSS-CULTURAL ADAPTATION IN EDUCATIONAL
AND PSYCHOLOGICAL TESTING
In the past, researchers typically used the term ‘translation' but the term ‘adaptation’ is now
more often used in referring to the modification of tests for use with different populations (Hambleton
et al., 2005; Malda et al., 2008). The adaptation task is multifaceted and requires a combination of
several practices (Hambleton, 2001). Test translation is only one step in a number of steps required in
the adaptation process. Other steps include deciding the suitability of the test’s concepts and language
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in a different cultural context, the selection of translators, and the assessment of changes necessary for
the test to be used in another language setting (Hambleton et al., 2005).

Researchers, who choose an instrument for adaptation, need to ensure that the tool is
acceptable and suitable for the target population. In order to be acceptable, the device needs to meet
the principles of validity, reliability and have group referenced norms to compare against an intended
population. In adapting a cross-cultural instrument, verification means that the adaptation is valid; the
test items share the same concepts and equivalent language and the test and test items are not biased
(Chang, 2001; Dingwall & Cairney, 2010; Fouad, 2001; Geisinger, 1994).

3.5.1 Reasons for adapting psychological and educational tests

The adaptation of Binet’s test of Intelligence in 1905 initiated a long history of translation or
adaptation of psychological and educational tests (Hambleton & Kanjee, 1995). Adapting an existing
instrument instead of developing a new one has both advantages and disadvantages. Chang (2001),
Hambleton (1993), and Hambleton & Kanjee (1995) provided three important reasons for adapting
tests. The first reason is to increase the fairness of assessment by allowing test-takers to take the test
in a language of their choice. The second is to assist comparative studies across national, Indigenous
and cultural groups both at an international as well as national level. The third reason is to reduce
costs and save time in developing new tests.

In addition to these reasons for adapting tests, there are some less important reasons that are
also relevant. Brislin (1986) notes that tests are sometimes tailored to enable the use of existing
normative data. According to Kendall & Sheldrick (2000), normative data for normative comparisons
are a procedure for evaluating the clinical significance of therapeutic interventions. These existing
norms may not be of interest to a different population of examinees, but the construction of a new test
could require the collection of additional normative data that can be expensive and time-consuming.
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Test users feel secure in using well-known and valued tests. Copyright laws could make adaptations
of tests in another language difficult. According to Brislin (1986) a researcher might still need to
undertake validation and reliability studies on well-established tests in one language, for use in
another. This point is also made in the International Test Commission Guidelines for Adapting
Educational and Psychological Tests (Hambleton, 1994).
A limitation of adaptation is the possibility of reaching a conclusion on perceptions and
beliefs that occur in one culture but may not be evident in another (Lonner & Berry, 1986).
Hambleton (1994) warned about this issue as a potential source of misleading score results. Chang
(2001) focused on the vital role culture plays in test adaptation and stressed the importance of
establishing test equivalence and minimising cultural bias when adapting a test for use with other
populations.
The next list includes steps for adapting instruments across cultures to ensure proper adaptation:

a) Objective evaluation of the reliability of the psychometric properties of the instrument in
the original culture.
b) A thorough review of the items and response formats from the viewpoint of culturalspecific and universal approaches.
c) Provision for both forward and backward translation (translators need to be experts in both
languages and work independently of each other in both stages).
d) A study of each item with regard to adaptability to the receiving culture.
e) Those items not transferable may be modified, amended or discarded and replaced before
proceeding to a pilot study in which adapted tool will be administered.
f) Comparison of structure and pattern (factor or component analysis) with original.
g) Perform necessary statistical analysis required for establishing the psychometric properties
of the culturally adapted instrument (internal consistency coefficients of items, reliability
coefficients of scores, and the norms).
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h) Conduct some construct and criterion-related validity study consistent with the purposes
for which the instrument is intended to be used in the receiving culture. (Hambleton et al.,
2005).
Gudmundsson (2009) suggests that only a psychological instrument that has been translated
and adapted in line with these steps with proper documentation available for each step, justifies
description as a translated and adapted language version of an instrument. He furthermore argues that
only then is it ethically and professionally acceptable to use it in a clinical or other applied context.
Gudmundsson (2009) went on to emphasise the importance of proper standardisations of these
instruments as a final stage of the translation and adaptation process.
Before a researcher selects a tool for a research study, it needs to be verified as appropriate
for use with the intended population (Hambleton et al., 2005). This verification includes information
on the tool’s validity, reliability, and proper norms for age- groups (standardised) for comparison with
the intended population.
Validity and reliability take on additional complexity in cross-cultural testing as does the
question of what should constitute the proper norm group. For an instrument to be truly adapted, the
test items must have conceptual and linguistic equivalence. Furthermore, the test and the test items
must be bias free. In other words, be free from artificially favouring one group over another (Chang
2001; Dingwall & Cairney, 2010; Fouad, 2001; Geisinger, 1994).
Lonner & Berry (1986) have defined four types of test equivalence: functional equivalence,
conceptual equivalence, metric equivalence, and linguistic equivalence. When a researcher adapts a
test, he or she needs to know the difference in meaning of behaviour in the relevant cultures to order
to satisfy functional equivalence. The researcher further needs to determine similarities and
differences in the sense of behaviour and concepts of the related cultures to ensure conceptual
equivalence. For metric equivalence, the researcher needs to refer to a test’s psychometric properties
and scales to ensure that the same constructs are measured in different cultures.
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The researcher also needs to ensure linguistic equality in the translation process. According to
Fouad (2001), test bias needs to be minimised in test use by ensuring that the test and the test items do
not consistently distinguish one cultural group or another. This type of test bias may happen when the
test content is better known to one culture than another culture. Test bias may also transpire when
tests operate inconsistently across groups.

3.5.2 Approaches to translating/adapting tests
Hambleton (2005) describes the translation approach as ‘simple’ when the translation of a test
is linguistically and psychologically straight forward. Such translations are literal and require no
significant changes in wording. The second approach described by Hambleton is ‘labelled’ adaptation
which involves the literal translation of some stimuli and a change of others to enhance their cultural
appropriateness in the target language or assessment context.
A third approach Hambleton terms an ‘assembly’ approach. This is required when an
instrument is poorly translatable due to either item, construct and/or method bias. Therefore, the
researcher or test author need to develop (assemble) a new instrument in the target language or
assessment context (Sireci, Patsula & Hambleton, 2005). According to Hambleton et al. (2005)
authors of adapted instruments do not always aim at cross-cultural comparisons but rather aim at an
adequate coverage of a particular construct in a cultural group. For this study, the ‘assembly’
adaptation approach was followed. An extensive account of this option is described in Chapter 6.

3.5.3 Methods of translation/adaptation

Hambleton (1993; 1994) describe the basic methods of test adaptation as forward translation
and back-translation. He described forward translation as a translation of the original test as the source
language into a targeted language. Bilinguals then compare the adapted version with the original
version. Back-translation involves the adapted checklist being re-translated into the language of
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origin. The researcher may choose to repeat this process. Once the process is complete, the final
back-translated version is compared to the original version (Hambleton, 1994).

For this study, a judgemental forward translation design was chosen (Hambleton et al., 2005).
A group of 16 educators examined the suitability and educational relevance of the tool for a crosscultural adaptation. A group of three translators independently adapted the test items and
administration instructions from the source language (American English) to the target language
(standard Australian English for the Indigenous context).

The equivalence of the three versions was then judged by another group of two translators
who worked independently. After that, the revised target-language version was assessed by two
committee members in a group session to ‘smooth out’ the wording and language usage. The draft
pilot version was discussed during a group session attended by three of the five translators. This
version was then trialled in a pilot study where 47 educators commented on the instructions and test
items of the draft version. The final version was then agreed by the review committee. A more
extensive account of this stage of the adaptation process, and its advantages and challenges is given in
Chapter 6.

3.5.4 Guidelines designed for translation and adaptation of
psychological and educational tests
Specific guidelines have been developed by an international working group under the
umbrella of the International Test Commission (ITC) (Hambleton, 2001; ITC, 2013). The ITC
guidelines, as listed in Box 3-4, are organised into four categories with 22 guidelines in total
(Hambleton, 2001).
The context category addresses concerns about construct equivalence in the language group
of interest. The test development and adaptation category addresses concerns in the process of
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adapting a test and includes guidelines for choosing translators and measurement methods. The
administration category gives guidelines for the way tests are administered including selecting and
training administrators, choosing item designs and establishing time limits. The documentation and
scoring guidelines address the validity of an adapted test and of comparisons between scores in
different cultural contexts (ITC, 2013).
Box‐3‐4: International Commission guidelines
Context
C.1 Effects of cultural differences which are not relevant or important to the main purposes of the study should be
minimized to the extent possible.
C.2 The amount of overlap in the construct measured by the test or instrument in the populations of interest should be
assessed.
Test Development and Adaptation
D.1 Test developers/publishers should insure that the adaptation process takes full account of linguistic and cultural
differences among the populations for whom adapted versions of the test or instrument are intended.
D.2 Test developers/publishers should provide evidence that the language use in the directions, rubrics, and items
themselves as well as in the handbook are appropriate for all cultural and language populations for whom the test or
instrument is intended.
D.3 Test developers/publishers should provide evidence that the choice of testing techniques, item formats, test
conventions, and procedures are familiar to all intended populations.
D.4 Test developers/publishers should provide evidence that item content and stimulus materials are familiar to all
intended populations.
D.5 Test developers/publishers should implement systematic judgemental evidence, both linguistic and psychological, to
improve the accuracy of the adaptation process and compile evidence on the equivalence of all language versions.
D.6 Test developers/publishers should ensure that the data collection design permits the use of appropriate statistical
techniques to establish item equivalence between the different language versions of the test or instrument.
D.7 Test developers/publishers should apply appropriate statistical techniques to (1) establish the equivalence of the
different versions of the test or instrument, and (2) identify problematic components or aspects of the test or instrument
which may be inadequate to one or more of the intended populations.
D.8 Test developers/publishers should provide information on the evaluation of validity in all target populations for whom
the adapted versions are intended.
D.9 Test developers/publishers should provide statistical evidence of the equivalence of questions for all intended
populations.
D.10 Non-equivalent questions between versions intended for different populations should not be used in preparing a
common scale or in comparing these populations. However, they may be useful in enhancing content validity of scores
reported for each population separately.
Administration
A.1 Test developers and administrators should try to anticipate the types of problems that can be expected, and take
appropriate actions to remedy these problems through the preparation of appropriate materials and instructions.
A.2 Test administrators should be sensitive to a number of factors related to the stimulus materials, administration
procedures, and response modes that can moderate the validity of the inferences drawn from the scores.
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A.3 Those aspects of the environment that influence the administration of a test or instrument should be made as similar as
possible across populations of interest.
A.4 Test administration instructions should be in the source and target languages to minimize the influence of unwanted
sources of variation across populations.
A.5 The test manual should specify all aspects of the administration that require scrutiny in a new cultural context.
A.6 The administrator should be unobtrusive and the administrator-examinee interaction should be minimized. Explicit
rules that are described in the manual for administration should be followed.
Documentation/Score Interpretations
I.1 When a test or instrument is adapted for use in another population, documentation of the changes should be provided,
along with evidence of the equivalence.
I.2 Score differences among samples of populations administered the test or instrument should not be taken at face value.
The researcher has the responsibility to substantiate the differences with other empirical evidence.
I.3 Comparisons across populations can only be made at the level of invariance that has been established for the scale on
which scores are reported.
I.4 The test developer should provide specific information on the ways in which the socio-cultural and ecological contexts
of the populations might affect performance, and should suggest procedures to account for these effects in the
interpretation of results.

Source: Hambleton, 2001

3.6 ORIENTATIONS TO CROSS-CULTURAL RESEARCH
Berry, Poortinga, Segall & Dasen (2011) observed that there are three different approaches to
cross-cultural studies: absolutism, universalism and relativism. These different theoretical
perspectives from cross-cultural psychology literature inform different approaches to testing
adaptation (Kagitcibasi & Poortinga, 2000; Herdman, Fox-Rushby & Badia, 1998).

The position of absolutism assumes that across cultures, all psychological phenomena are the
same. From this perspective, culture is not thought to play a part in the meaning or demonstration of
human qualities and characteristics. In terms of methodology, the implications of this are that standard
instruments can be used to measure the same construct in different cultures. This results in studies
characterised by ‘imposed ethics’, where the way in which a construct is defined and operationalized
in one culture is ‘imposed’ directly onto another culture (Berry et al., 2011).
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The Universalist orientation, on the other hand, is more open to the suggestion that culture
will have a significant impact on the way concepts are expressed. Although it also accepts that basic
processes will be species-wide, it allows that culture can have a substantial role in variations in
behaviour. It assumes that a context-free definition and measurement of concepts will be difficult or
impossible to achieve, and that analysis in a cross-cultural context will require the use of adapted
instruments (Berry et al., 2011). It too assumes that all people have basic psychological everyday
behaviours but that culture influences the development and expression of psychological
characteristics.

This approach does not assume that psychological phenomena will be the same across
cultures, and therefore assessment procedures are likely to require adaptation. While the starting point
may be the same theory or test, the approach to the use of the test needs to be informed by local
cultural knowledge (Berry et al., 2011).

In relativism, the belief is that culture plays a big role in behaviour, and, therefore, the use of
standard tests across cultures is not possible. The only tests to use are the local tests (Berry et al.,
2011). They attempt to understand human behaviour through the lens of the cultural context in which
people have developed.

3.6.1 Universalist approach to adaptation

Herdman et al. (1998) recommended that researchers adopt a Universalist approach to crosscultural research because such an approach does not make the prior assumption that constructs will be
the same across cultures. Therefore, researchers need to establish whether the construct exists and is
interpreted similarly in the two cultures and, if so, to what degree it explains the similarity.
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The Universalist approach aims to elicit those aspects of a concept that are genuinely
universal across cultures and to use only those in developing instruments for use in different cultures.
As an example (Herdman et al., 1998) examines the equivalence of source and target language
versions of health-related quality of life measures.

The model for assessing cross-cultural equivalence in Health Related Quality of Life
(HRQoL) questionnaires (see Figure 3-2 below) defines six types of equivalences:
1) Conceptual equivalence that investigates which domains are essential to the concept of the
target culture and the relationship between them.
2) Item equivalence to examine the significance of items across cultures.
3) Semantic equivalence that ensures that any translation leads to semantically equivalent
items,
4) Operational equivalence that ensures that the measurement methods are appropriate to the
relevant culture,
5) Measurement equivalence that examines the outcome of the process in terms of instrument
behaviour and
6) Functional equivalence that summarises the process and findings (Herdman et al., 1998).

Herdman et al. (1998) further stressed that the adaptation process is an iterative process. The
use of techniques such as factor analysis will reveal how well the final instrument performs in terms
of relating to the underlying concept.

According to Herdman et al. (1998) alternative methods such as item response theory can be
used with large samples. This may mean changes to items are necessary. Hambleton et al. (2005)
states that test adaptation have a conceptual and a psychometric side. A detailed account of this
study’s assessment of cross-cultural equivalence process based on this model is described in Chapter
6.
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Figure 3‐2: The model for assessing cross‐cultural equivalence in HRQoL questionnaires

Source: Herdman, Fox‐ Rushby, & Badia, 1998
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Chapter Summary
The chapter reviewed the history of psychological assessment and testing with Indigenous
Australians with reference to current available psychological screeners and tests for use with this
cohort. This review further identified the need for more reliable and valid cultural appropriate
psychological tests for use with Indigenous students.

The chapter also described the necessity to use adaptive behaviour measurements in school
psychological practice with specific mention to available adaptive behaviour measures for Australian
practitioners. This lead to the reasons for choosing the ABAS-II Teacher Form as the psychological
tool to adapt for use with Indigenous students.

The chapter concluded with a review of the literature on adapting educational and
psychological tests for cross-cultural assessment with particular reference to the Universalists
adaptation approach chosen for this study.

91

Chapter 4: Research Design
INTRODUCTION
This chapter leads with a discussion of the ethical considerations underpinning the study. It
describes the methodological approach and research design used in the study. The chapter continues
with an outline of the overall study aim, specifies the key research questions, and explains the scope
of the thesis. This is followed by a discussion of the value of mixed-methods research in informing
school psychology practice and a statement of the researcher’s philosophical orientation to the
research work undertaken for this thesis. The chapter then describes the mixed-methods design for
this study including the data collection methods, and the analysis methods of the qualitative and
quantitative study components, as well as the time-frame and sequence in which these were carried
out.

4.1 ETHICAL CONSIDERATIONS
Ethics approval was sought and obtained from Charles Darwin University Human Research
Ethics Committee (H12120), the Human Research Ethics Committee of Northern Territory
Department of Health and Families and the Menzies School of Health Research (#11-1494). Approval
to conduct the research in Northern Territory schools was granted by the (then) Department of
Education and Children’s Services of the Northern Territory, now Northern Territory Department of
Education. Permission for the adaptation of the ABAS-II for Indigenous Australian students was
granted by the publishers, Western Psychological Services Los Angeles, in February 2011. Relevant
permission (see Appendixes 4-3, 4-8, 4-9, 4-13, 4-15, 4-16, 4-18, and 4-20) was obtained from all
participating schools and stakeholders involved. The study design and implementation was guided by
the six values developed by the National Health and Medical Research Council (NHMRC) and the
Australian Institute of Aboriginal and Torres Strait Islander Studies for the ethical conduct of research
involving Aboriginal and Torres Strait Islander people (NHMRC, 2003). These values are:
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Reciprocity
The community needs to acknowledge the benefit and value the research outcome. This study
aims to provide a culturally safe psychological tool for Indigenous Australian students. Educators
were positive about the development of such a tool and its potential for use with Indigenous students.

Respect
The research participants have the right to contribute their values, norms and aspirations in a
respectful and protected research environment. All necessary arrangements regarding consent, the
use of identifiable and non-identifiable data, and the presentation of the overall research study
outcomes were discussed and agreed upon by all stakeholders (participating schools, parents/carers,
NT Education Department and Catholic Education. School psychological reports were prepared from
the results of the two non-verbal tests and the compiled draft to the participating schools and
parents/carers. These de-identified results were used to inform the adaptation of the ABAS: IAAM.
The thesis will acknowledge the contribution of all participants (organisations, schools and
individuals).
Equality
Acknowledgement of the importance of equality by involving the voice of the Aboriginal and
Torres Strait people in all phases of this study. This study was undertaken in partnership with
Aboriginal and Torres Strait Islander people.

Responsibility
Responsible research maintains harmony and balance. All participants shared the
responsibility of maintaining good working relationships. Group and individual discussions, training
and information sheets on the study’s aims were given to ensure accountability. All participants
provided written consent and were clear about their roles and responsibility regarding participation.

Survival and Protection
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This study aimed at a collaborative approach involving Aboriginal and Torres Strait Islander
people in all phases of the study as educators, respondents, students, translators, and consultants. The
approach was aimed at improving research practice in school psychology.

Spirit and Integrity
This study strived to maintain acceptable integrity by incorporating all values underpinned by
the NHMRC and the Australian Institute of Aboriginal and Torres Strait Islander Studies.

4.2 RESEARCH AIMS AND QUESTIONS
The overall aim of the study was to develop, trial and evaluate a cross-cultural adaptation of
the Adaptive Behavior Assessment System-Second Edition Teacher Form (ABAS-II TF) for use with
Indigenous Australian students’ aged 5 to 14. This was done by the collection of data from a sample
of students and educators broadly representative of school regions and type schools in Australia’s
Northern Territory (NT).
There has been a long-standing need for a culturally suitable measure for reliably informing a
range of administrative and educational decisions concerning Indigenous students in the NT. These
purposes include establishing formal diagnosis, justifying Special Education Support Program (SESP)
funding applications, preparing Education Adjustment Plans, and evaluating the need for referring
students to external service providers for more specialised assessment and interventions.
The study therefore sets out to produce a culturally relevant, reliable and valid measure of
adaptive behaviour functioning, which could be used by education advisors and student support staff
in Northern Territory schools to assist their systematic gathering and evaluation of information
relevant to the adaptive behaviour skills of Indigenous students in these educational and community
settings. The study further aims to develop a brief form measure to lessen the responding time for
teachers and teacher aides, and increase its wider applicability (Coste, Guillemin, Pouchot &
Fermanian, 1997).
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The research questions were designed to enable a determination of the educational value,
cultural suitability and measurement properties of the trial adapted measure in assessing Indigenous
students, and to enable an evaluation of its usefulness as determined by NT teachers and student
support staff.

This thesis was therefore structured into three phases that address: a) the development, b) the
trialing, and, c) an evaluation of the administration of the adapted tool ‘The Adaptive Behaviour
Assessment System: Indigenous Australian Adaptation Model (ABAS: IAAM)’.

4.3 DESIGN FRAMEWORK AND METHODOLOGY
4.3.1 Mixed-methods multiphase design
Mixed-methods research combine elements of qualitative and quantitative research
approaches. They typically utilise qualitative and quantitative viewpoints, data collection, analysis,
and inference techniques to achieve a more comprehensive understanding of the topic under
investigation (Johnson, Onwuegbuzie & Turner, 2007).

A multiphase model is a type of mixed-methods design that goes beyond the basic models to
include a series of phases which may involve the use of differing methods depending on the intended
purpose and objective of each phase, e.g. establishing the convergent, explanatory, exploratory, and
embedded understandings of the topic in question (Creswell, 2003). In a multiphase mixed-method
design the researcher, or the research team, investigates a problem or topic through repetition of
related quantitative and qualitative studies. Usually, these studies are conducted sequentially with
each new approach, building on what was learned previously.

Sandelowski (as cited in Creswell, 2003) has referred to this design as a ‘sandwich design’,
where quantitative and qualitative studies are used interchangeably to advance the overall study goal.
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Multiphase designs thus typically employed a series of studies to progressively develop the
understandings needed to achieve their overall shared goal.

Multiphase studies may also combine sequential and concurrent phases, particularly in large
funded studies where a range of complex issues need to be investigated to attain the overall study
objective (Creswell, 2003). Health science research frequently makes use of multiphase designs in
projects that involve convergent and sequential foundations, for example, one quantitative, one
qualitative and one mixed, directed over a period (Creswell, Klassen, Plano Clark & Smith, 2010).

Research design for the ABAS: IAAM
The mixed-methods multiphase design employed for this study involved three phases of
inquiry with both sequential and parallel time orientations. The three stages of study were conducted
over five years, and involved: first, conducting a needs assessment; second, adapting the ABAS-II TF
to develop the trial instrument, and; third, establishing the psychometric properties of the new adapted
instrument and obtaining teacher and student staff evaluations of its administration requirements and
utility.

Key research questions
-

Is the ABAS: IAAM a culturally appropriate instrument to measure the adaptive behaviour of
Indigenous students aged 5-14?

-

Does the ABAS: IAAM have acceptable reliability and validity for its use in the Northern
Territory school and community context?
A combination of fixed and emergent mixed method approaches was selected as being an

appropriate design to address these research questions as it would provide the flexibility needed for
introducing additional research strands should such a need arise from the study results.

Sequence of the research design
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As indicated in Figure 4-1 (below), the multiphase design allowed for each phase to address a
specific set of research questions that evolved to address the larger program objective. In this study,
each stage sought to answer to the aspects of the research questions relevant to that stage of enquiry
with the overarching aim of developing, trialling and evaluating the cross-cultural adaptation of the
ABAS-II Teacher Form.

Figure 4‐1: Flowchart of the procedures for implementing the Multiphase Design

Source: Figure based on Creswell & Plano Clark, 2007 and Morse & Niehaus, 2009 as cited in Creswell, 2003

This design provided the overall framework for conducting the adaptation of the ABAS-II
Teacher Form through a series of studies conducted over five years. The selection of this design also
made it possible to publish the results of one phase, while contributing to next phases of the study.

Creswell (2003) suggests the inclusion of strands of inquiry associated with individual
concurrent and sequential approaches within individual or subsequent phases. This study was
carefully planned and executed in the first phase before the findings informed the concurrent and
continuous strands inquiry in the second phase. The results of the second phase then informed the
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continuous strands of inquiry of the third phase. This could also, therefore, be described as an
emergent research study approach.

Through regular consultation with supervisors and colleagues (school psychologists and
advisors), careful consideration was given to the integration of the various strands of qualitative and
quantitative inquiry conducted in each phase.

A particular challenge which needed to be overcome was the limitation of the available
resources, time, and effort needed to implement the work in each phase and for this to be carried out
successfully over five years. This study was enabled through the combined human resources, funding
- and physical resources made available through Menzies School of Health Research, Charles Darwin
University, Student Support Northern Territory Education Department, Catholic Education and the
Independent School sectors.

Further, this study was also supported by the interest and advice of many Indigenous and nonIndigenous educators and supervisors. Consultation and active collaboration was sought with other
researchers and experts regarding a range of practical and theoretical issues relevant to the study. This
was particularly helpful in addressing some of the potential challenges in conducting multiphaseresearch highlighted by Creswell (2003).

Another challenge mentioned by Creswell (2003) is the translation of research findings into
practice through developing materials and programs. This was addressed by relaying the results of the
pilot study (the two non-verbal and the pilot ABAS: IAAM test results) to the teachers, parents and
Education Advisors in each of the participating pilot schools.

4.3.2 Methodology
Use of mixed methods in school education research
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The research methods used in educational (school) psychology have historically come mostly
from the fields of psychology and other social sciences, both in terms of research design and methods
of analysis.

School psychology research in recent decades has increasingly involved mixed methods
approaches which employ both quantitative and qualitative methods (Hussain, 2012). Using such a
research approach one can collect and analyse data and also incorporates the results to reach
conclusions using both methods in a single study (Bartholomew & Brown, 2012).

According to Onwuegbuzie, Slate, Leech, & Collins (2007), these methods can either be
employed concurrently or sequentially, sometimes following the data collection process to enable
interpretations being made either in a parallel, integrated or iterative manner.

Onwuegbuzie & Leech (2005) have highlighted the contextual relevance of mixed methods
approaches in school psychology research and its value in enabling the researcher to enjoy a flexible,
integrative and holistic approach. This they argue makes the approach well suited to investigating a
range of complex research questions that arise in the school education context. They may also be
considered an extension of the procedures that school psychology practitioners commonly use in their
day-to-day activities.

According to Bartholomew & Brown (2012), mixed methods research has the complementary
aim of making quantitative data intelligible in its context, and making qualitative data justifiable.
Kalil, Yoshikawa, Way & Weisner (2008) support the idea of using mixed methods in school-based
research. They consider the world and, therefore, human behaviour is not as fundamentally qualitative
or quantitative, but that both these methods are necessary to be representative in this context.
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In their daily practice, school psychologists typically use triangulation of information to gain
a better understanding of students’ strengths and difficulties. Powell, Mihalas, Onwuegbuzie, Suldo,
& Daley (2008) recommend that the school psychologist should incorporate multiple sources of data
during their student assessments, whether for program planning or intervention. These may include
the use of measurement tools such as standardized tests, rating scales, self-reports, symptom
checklists, or personality inventories to quantify individual qualities. Other information sources could
be direct observations, interviews, social and medical histories, or various informal approaches, and
qualitative techniques. School psychologists of Student Support NT integrate qualitative and
quantitative methodologies in their assessments using any given assessment battery. This is
recommended best practice by NT Government DoE (2014) and the APS (2012b).

Philosophical orientation
A researcher’s philosophical orientation is important in that it may influence his or her choice
of methods and inform decisions in the research process (Creswell, 2003). The four most commonly
agreed worldviews are constructivism, post-positivism, transformative, and pragmatism. Of these only
the transformative and pragmatism worldviews are seen to be compatible with mixed methods
research. Positivism and its successor post-positivism, are closely identified with quantitative research
and constructivism with qualitative research, making neither particularly suitable for mixed methods
research (Hall, 2012).

The philosophical foundation for the mixed methods approach employed in this study is
pragmatism which Zandvanian & Daryapoor (2013) have described as “…a beneficial and scientific
way of problem-solving” (page 528).

Tashakkori and Teddlie (2003), identified pragmatism as one of the paradigms that offers a
fundamental philosophical framework for mixed methods research given that researchers take a
pragmatic approach in their selection of methods appropriate for the particular topic and context of

100
investigation. According to the pragmatic approach, there is a single “real world” butt individuals
have their own unique interpretation of this ‘reality’. Relationships in this research approach are
determined by what the researcher deems appropriate to the particular study. The researcher matches
questions specific to the purposes of the research.’ Mixed methods can be used as the researcher
works back and forth between various approaches (Cameron, 2009).

Zandvanian & Daryapoor (2013) support this notion by saying the philosophy of pragmatism
claims that an approach or mixture of methods must be used that work the best in a real world
situation. What works is what is useful and should be used, regardless of other philosophical or
general assumptions. Pragmatists argue that the particular research question be more important than
either the method of data collection or the philosophy underlying the approach.

This study utilised a pragmatism framework as its broad foundation due to its use of multiple
strands of inquiry implemented concurrently and sequentially over three phases to address the overall
research question. By this, the study hopes to understand and interpret differences between individuals
within and across cultures.

4.4 RESEARCH CONTEXT
4.4.1 Australian Education System
Northern Territory Education

Each Australian state and territory manages its own education system and there are
differences between the education systems of each jurisdiction. There are two primary education
sectors within each jurisdiction – Government schools and non-Government schools. NonGovernment schools are either Catholic schools or Independent schools. Most Independent schools
have a religious philosophy, but others are non-denominational. All Government schools are nondenominational (Future Media Group, 2015).
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As described in Chapter 1, the study was conducted in schools in the Northern Territory. The
three main education providers in the Territory are the Government (151 schools), Catholic Education
(17) and the Independent schools sector (20). Government schools are often called Public schools.
Non-Government schools are usually called Private schools. Northern Territory students have one
(non-compulsory) Pre-school year followed by a (non-compulsory) Transition Year; six years in
Primary school (Year 1 to 6); three years in Middle School (Years 7-9) and three years in Senior
school (Years 10-12). There are a few Primary and Secondary schools in the same campus in the
Government and Private sector (combined schools), but most are separate Primary or Secondary.

The NT school curriculum has a focus on eight Key Learning Areas from Transition to Year
10. These areas are: - English, Mathematics, Design and Technology, Studies of Society and the
Environment (SOSE), Languages Other Than English (LOTE), Science, The Arts, and Health and
Physical Education. In senior schools, the Northern Territory Certificate of Education (NTCE) is
awarded to students who complete their senior secondary education (Year 12).

Students can opt to undertake Vocational Education Training (VET) courses in senior years.
VET courses include practical and hands-on experience in conjunction with study in areas such as
trades, hospitality and IT. The NTCE score can be translated to meet Tertiary Entry requirements at
universities in any State in Australia. Some VET courses can help gain a place at a university, as well
as getting an industry qualification at the same time.

There are additional streams in education in the NT. Studying one or more languages is part
of the school curriculum. Language subjects are called Languages Other Than English (LOTE). Some
schools offer facilities and courses that cater to students talented in a particular area. There is a
specialist Agriculture school in the Northern Territory. Some schools offer Accelerated Learning
programs for pupils who can learn more quickly.
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All NT schools are co-educational, catering for boys and girls, apart from one Catholic Boys
Secondary School (Future Media Group, 2015). Most Private Sector schools in the NT have a
religious affiliation, but some are secular. All NT Government schools are secular. Schools with an
alternative philosophical approach to education, such as Steiner or Montessori are all Private schools
(Future Media Group, 2015).
There are a number of Special Needs schools within the Government Sector for children with
disabilities. Some, but not all, mainstream schools also offer programs for Special Needs students on
their campuses. The NT Department of Education provides Distance Education for students in very
remote areas or those unable to attend school for illness or other reasons. Students can also do
Distance Education in subjects not offered at their school.
A number of Private Sector schools are Boarding schools for Primary and Secondary level
students. There is also an NT Government Residential College for students from remote areas in
Katherine.
As described in Chapter 1, the series of studies conducted for this thesis involved the
collection of data from Government, Catholic, and Independent schools across three education regions
of the Northern Territory. These regions were defined as follows: the Darwin and Katherine region
included schools in Darwin, Darwin Northern Suburbs, Katherine and its surrounding areas; the
Arafura region comprised schools from the Palmerston and Arnhem Land areas; the third region, the
Barkly and Central region, encompasses schools from the Alice Springs and Central Australia areas.
The schools in these regions included schools situated in outer regional (urban), remote and very
remote education settings. Schools are classified as provincial (outer regional), remote and very
remote due to their level of remoteness, based on their proximity to a town centre and/or essential
health and other human services (Wilson, 2013).

Catholic Education
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The pilot study involved the participation of 7 of the 16 Catholic schools in the NT, the
details of which are shown on Table 4-1 (below).

Table 4‐1: Demographics of NT Catholic Schools – Pilot Study
School

Location

Type

Education Region

Geographic
Classification (ABS)
Remote

Ltyentye
Apurte CEC

Santa Teresa
Community

Pre/Primary/
Middle

Barkly Central
(Alice Springs)

St Francis
Xavier

Daly River
Community

Pre/Primary/
Middle

Arafura
(Palmerston)

Very Remote

St Johns
College

Darwin

Middle/
Senior

Darwin/
Katherine

Provincial

St Joseph’s
College
OLSH
Primary
OLSH
Middle
Murrupurtiyanuwu
Xavier
CEC
OLSH
Thamarrur

Katherine

Primary
Middle/Senior
Primary

Darwin/
Katherine
Barkly/Central
(Alice Springs)
Barkly/Central
(Alice Springs)
Arafura
(Palmerston)
Arafura
(Palmerston)
Arafura
(Palmerston)

Remote

Bath Street
Alice Springs
Traeger Campus
Alice Springs
Nguiu
Bathurst Island
Nguiu
Bathurst Island
Wadeye
Port Keats

Middle
Pre/Primary
Middle/
Senior
Pre/Primary
Middle/Senior

Provincial
Remote
Very Remote
Very Remote
Very Remote

Source: NT Government, 2015
Note: Catholic Education College (CEC); Our Lady of the Sacret Heart (OLSH)

Indigenous Communities
More than 1,000 Indigenous students are enrolled in five Indigenous Catholic Community
Schools (ICCS) and three homeland centres in remote communities in the Northern Territory.
According to the Catholic Education Office (CEO), the education of Indigenous students is and has
always been a high priority since the earliest days of the Catholic Church presence in the NT.
Their history shows that there has been a continuing commitment of resources, both personal and
financial to Indigenous education. This commitment has expressed itself in many ways and in a
variety of social and political contexts.

For many years, Catholic Missions had the carriage of programs in the four remote Aboriginal
communities where the Catholic Church has long been active. The CEO assumed full responsibility
for Catholic education in these remote communities in 1989 (Catholic Education Office NT, n.d.).
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Details of the Catholic Education Schools who participated in this research are provided in Appendix
4-1.

4.5 RESEARCH METHODS
The multiphase mixed-methods design (see Figure 4-2 below) identifies the individual strands of
inquiry conducted in the three phases of the study that contribute to the evaluation of the overall
research aim. An account of the research questions, study design, sampling, data collection methods
and timelines for each study phase and their associated analysis procedures is outlined in the next
section.
Figure: 4‐2: Flowchart of implementing the Multiphase Design for ABAS: IAAM
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4.5.1 PHASE ONE
4.5.1.1 Strand One/Semi-Structured Interviews
Research question
To determine the values and beliefs of educators on the cultural and educational value and
suitability of each item of the ABAS-II Teacher Form for use with NT Indigenous students.
Design
This strand involved a qualitative design using quantified data in a consecutive time
orientation with the next strand. A series of semi-structured interviews was conducted with
community members, principals, teachers and Aboriginal liaison officers, Aboriginal teacher aides
and education advisors. The aim of these interviews was to gather data from users of the ABAS-II TF
regarding their experience and views on the instrument and its items to inform the modifications
which might be needed to adapt the ABAS-II TF to be more culturally relevant for Indigenous
Australian students’ aged 5 to 14 years. The interviews were conducted face-to-face in response to the
belief of authors such as Dearnly (2005), Rabionet (2009), and Whiting (2008) that face to face
interviews is the best approach to conduct interviews for the best results. The purpose of the
interviews was to gather the views of interviewees on the educational and cultural value of each skill
area and checklist item for Indigenous students.

The semi-structured interview questionnaire was designed with open- and close-ended
questions. Details of the interview questions are provided in Appendix 4-2a. The first half of the
questionnaire had close-ended questions, which encouraged short or single-word answers. The type of
response scale chosen was the ‘ordinal-polytomous’, where the respondent had more than two ordered
options namely yes, no or unsure. The second half was designed with open-ended questions to
encourage fuller, more meaningful answers to reflect the interviewee’s knowledge and/or feelings.
The responses to the open-ended questions were recorded verbatim and then coded into a response
scale following the interview as suggested by Harris & Brown (2010).
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Questions probed interviewee’s views and experience with all 172 of the ABAS-II checklist
items. These items covered 9 skill areas: 22 items for Communication skills, 15 for Community Use
skills, 22 for Functional Academics skills, 20 for School Living skills, 16 for Health and Safety skills,
17 for Leisure skills, 19 for Self-Care skills, 21 for Self-Direction skills and 20 for the Social skills.
The tenth skill area, ‘Work’, fell outside the study scope and was not included in the study as students
within these age range have not yet had experience of full-time work.

Information on each of these checklist items were gathered through the next questions;
- the educational and cultural relevance of the checklist item for children in this school/community
(yes, no or unsure);
- whether teaching staff would be able to make a reasonable interpretations on each checklist item
(yes, no or unsure);
- and, if not, how these items could be changed (own interpretation and thoughts); and further
- whether other competencies and behaviour skills should be included (own interpretation and
thoughts).

Sampling
Sampling of research participants is a key aspect of research involving data collection in the
social sciences, as selecting which subjects to assess can determine how much and how well the
research findings may be generalized. Random sampling is a foundation assumption of most studies
involving inferential statistics and significance testing (Garson, 2012). However, for this beginning
phase of the study, ‘judgment sampling’ was used given that the information was being sought from
individuals known to have experience in the administration of the ABAS-II TF.

This commenced with two pilot interviews conducted with school psychologists servicing
Katherine and Arnhem Land schools. These interviewees were known to have had specialist
knowledge and experience in the use of the ABAS-II TF with school students of all ages from urban,

107
rural and remote education settings. These pilot interviews provided valuable information to inform
the preferred interviewing style, the content and phrasing of the questions, and the structure of the
interview schedule.

A variety of other educators were then interviewed. They were from a range of different
cultural, language and socio-economic status backgrounds and education settings (see Appendix 42b). They were invited to participate on the grounds of being experts in Indigenous language and
education, and possible experience and knowledge of the ABAS-II TF. These interviews were
continued until saturation (accumulation of similar answers to questions) was reached with the first 12
participants. Four more interviews were completed to ensure full saturation.

Data collection method and timeline
During June and November 2011, 16 semi-structured interviews were completed. These
interviews were conducted face-to-face with interviewees at a preferred location, which was in most
cases at their workplace. Participants provided written consent (see Appendix 4-2c), and received an
information sheet (see Appendix 4-2d). The duration of the interviews was approximately two to two
and a half hours.

Analysis procedures
The semi-structured interviews were transcribed. The responses (yes, no, or unsure) were
quantified into percentages for analysis (see Appendix 5-1). Descriptive handwritten notes on
themes/patterns made coding easier. Qualitative data were obtained from open-ended questions of
interviewees on whether changes or deletion of checklist items are necessary, or whether further
competencies and behaviour skills should be added. They also increased awareness of already
identified problem items and possible adjustments; either changes of single words or phrases into
standard Australian English for the Indigenous context. In some cases the replacement of a current
item with a new item was suggested by the interviewees.
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Qualitative data can be quantified to give a complete description or interpretation of the
research matter. These quantified numbers can be presented in scores, scales, or clusters. In other
words - codes, observations, themes or words can be counted (Coolican, 2009).

This strand used quantified qualitative data to identify similar/dissimilar themes from tabling
interviewees’ commentary (see Appendix 5-1). These findings were then used to inform the next
phase of the study (see Table 5-1 in Chapter 5).

4.5.1.2 Strand Two/Observations
Research question
To determine the values and beliefs of school communities on the cultural and educational
value and suitability of each item of the ABAS-II TF for use with NT Indigenous students.

Design
This second strand of inquiry implemented a qualitative study design with a parallel time
orientation. It investigated the presence and meaning attributed to specific adaptive behaviour skills
displayed by Indigenous students through direct natural observation and informal conversation with
teachers, school support staff and community members. This was completed in a variety of education
settings across the Northern Territory.

This approach is supported by Weisner (in Kalil et al., 2008) who said that to understand and
learn about human development, the researcher needs to observe the behaviour and activities in their
natural setting. Weisner further stressed the importance of discovering the views, goals and values of
students, their caregivers, and others over time.
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The researcher observed the specific behavioural and characteristics of Indigenous students in
their natural education settings. They were not aware of the fact that their behaviour was being
observed by someone. Their behaviour was observed on the playground as well as in the class rooms
without making them conscious. This method is objective in nature and free from personal bias and
prejudice. Through this method the researcher could observe as many students as possible and could
be used anytime and anywhere (Alberto & Troutman, 2003).

Observational notes were made on all adaptive functioning demonstrated by Indigenous
students in relation to the existing set of ABAS-II TF checklist items covering all nine skill areas. The
goals of note taking were to help ensure the validity of the data collection and interpretation processes
and to check data with stakeholders. This helped in the development of an awareness of particular
adaptive skills which students might need in their natural education settings and assisted in validating
the qualitative data gathered from the semi-structured interviews.

Sampling
Non-random sampling is widely used in qualitative or for quantitative studies where random
sampling is too costly, or where it is the only feasible alternative. Non-random samples are often
‘convenience samples’ using subjects at hand (McMillan, 1996). For the purposes of this phase of the
study, convenience sampling was used. Observations and informal consultations were conducted in
and around the next 13 urban, remote and very remote schools covering two of the three education
regions. The urban schools were Bakewell Primary, Gray Primary, Woodroffe Primary and Marrara
Christian College; the remote schools were Berry Springs Primary and Taminmin College. The very
remote schools were West Arnhem College (Jabiru Area and Gunbalanya School), Gapuwiyak
School, Mamaruni School, Milikapiti School, Pularumpi School, Adelaide River Primary and
Nganmarriyanga School.

Data collection method and timeline
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Non-intrusive natural observations and informal consultations occurred in and around schools
for a 2-year period, between April 2011 and April 2013. These observations and consultations were
made in the course of the researchers normal duties in providing a school psychology service to NT
schools. Anecdotal notes were made of all adaptive skills observed as described in the ABAS-II TF
skill areas.

Analysis procedure
Descriptive handwritten notes on observations were recorded on a running record form (see
Appendix 4-3). Additional notes on casual conversations were added. Note taking was to increase
the validity of the data collection and the interpretation process. It also developed an awareness of
particular adaptive skills students might need in their natural education settings.

The results of the observations were quantified into percentages (see Appendix 5-2).
Quantified numbers can be presented in scores, scales, or clusters. In other words - codes,
observations, themes, or words can be counted (Coolican, 2009).

4.5.1.3 Strand Three/Item and Scale Analysis
Research question
To determine the performance of Indigenous and non-Indigenous students on the ABAS-II TF
by completing an item and scale analysis.

Design
Strand three introduced a quantitative design with a consecutive time orientation to the next
strand of inquiry. It involved the psychometric analysis of the existing ABAS-II TF data to investigate
which items and scales might be operating differently for Indigenous and non-Indigenous students.
This analysis was done by using descriptive statistics, factor analysis, Principal Component Analysis
(PCA), and Exploratory Factor Analysis (EFA) as well as Rasch modelling.
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Principal Component Analysis is a way of identifying patterns in data and expressing the data
in such a way as to highlight their similarities and differences (Smith, 2002). PCA is further a variable
reduction method which is used when variables are highly correlated. It reduces the number of
observed variables to a smaller number of components which account for most of the variance of the
observed variables. The total amount of variance in PCA is therefore equal to the number of observed
variables being analysed (Suhr, 2006). Reise, Waller & Comrey (2000) describe PCA as a summary
of observed variables which are best considered as the effects rather than the causes of the variable
correlations.

Exploratory factor analysis (EFA) is also a variable reduction method which identifies the
number of latent constructs and the underlying factor structure of a set of variables (Suhr, 2006;
Norris & Lecavalier, 2009). The overarching goal is to identify the underlying relationships between
measured variables (Norris & Lecavalier, 2009). It therefore estimates factors which influence
responses on observed variables. Observed variables are a linear combination of the underlying
factors which includes the estimated factor and a unique factor (Suhr, 2006). EFA is typically based
on a correlation matrix with estimated communalities on the diagonal which are the percentage of
variance a variable shares with the common factors (Reise, et al., 2000).

Rasch analysis is a statistical method for checking how well the data fits the Rasch
measurement model. It can be used to ascertain the reliability of scales and differential item
functioning of items and scales (Embretson & Reise, 2000). Rasch analysis is particularly useful in
the development of a new measure, as it is possible from the onset to conceptualize a construct and
then develop items that are likely to fit model expectations. When used to review the psychometrics of
an existing scale, items with poor model fit can be altered and retested, or deleted, or new items can
be developed in order to improve targeting of a construct and meet the requirements of the Rasch
model (Amin, 2011).
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Sampling
Convenience and quota sampling was used to accumulate ABAS-II TF data of 150 NT
students, 75 Indigenous and 75 non-Indigenous students. Convenience sampling, also called
availability sampling, occurs when the researcher selects subjects by availability (Garson, 2012).
Quota sampling is convenience sampling but with the constraint that proportionally by strata be
maintained (Garson, 2012). This was done to improve the representativeness of the initial sample.

These data initially included existing ABAS-II checklist data on 50 Indigenous and 50 nonIndigenous students retrieved in 2011 with permission of the NT Department of Education Student
Services Division on condition of their use in non-identifiable form. However, to improve the
statistical power of the study sample, they were supplemented with ABAS-II Teacher Form data
collected on a further 50 students (25 non-Indigenous and 25 Indigenous), collected in two schools, a
local Christian College and a public primary school in 2012 (see Appendixes 4-4a; 4-4b; and 4-4c).
Study information and consent forms were provided to the school and parents for the collection of
these data (see Appendix 4-4d). The Special Education teachers from both schools supervised the
training and completion of the ABAS-II forms by their teachers and teacher aides. The Special
Education teachers had sufficient expertise to provide the necessary training on the completion of the
checklist.

The complete sample of 150 ABAS-II data included students with and without identified
special needs attending Northern Territory schools, and was broadly representative in terms of gender,
age, ethnicity, geographic region, and school type (see Table 4-2 below).

Table 4‐2: Demographics – Participants/ABAS‐II Teacher Forms
Demographic

Value

Number

% of Total

113

Age

5
6
7
8
9
10
11
12
13
14
5-9
10-14

9
28
19
25
16
11
18
15
4
5
81
69

6.0
18.7
12.7
16.7
10.7
7.3
12.0
10.0
2.7
3.3
54.0
46.0

Gender

Male
Female

84
66

56.0
44.0

Ethnicity

Indigenous
Non-Indigenous

75
75

50.0
50.0

96
5
49
81
21
48
117
14
6
8
1
1
2
1

64.0
3.3
32.7
54.0
14.0
32.0
78.0
9.3
4.0
5.3
.7
.7
1.3
.7

Age-Recode

Regions
School Setting
Diagnosis

Palmerston/Arnhem
Barkly/Central
Darwin/Katherine
Urban, Outer Regional
Remote
Very Remote
None
Intellectual Disability
ADHD
PDD/ASD
Communication Disorder
Mood Disorder
Hearing Disorder
Physical Disability

Note: ADHD (Attention Deficit Hyperactivity Disorder); PDD (Pervasive Developmental Disorder); ASD (Autistic
Spectrum Disorder)

Data collection method and timeline
Analysis procedure
The initial data on the n=150 students assessed with the ABAS-II (Teacher Form) were
analysed using the Statistical Package for the Social Sciences software (SPSS, version 20).
Descriptive statistics, reliability analysis, and mean comparison analyses were firstly conducted to
investigate response differences by gender, ethnicity, age group, region, education setting and
disability. Cronbach coefficient alphas were also determined to establish the level of scale reliability
with this sample.

The next stage of analysis involved use of the data reduction methods of Principal Component
Analysis (PCA) and Exploratory Factor Analysis (EFA) to identify the ABAS-II items most useful to
retain in a shortened and culturally adapted version of the instrument. The information from these
analyses was combined with the findings of the qualitative stage of analysis to draft an initial

114
modified version termed the Adaptive Behaviour Assessment System-Indigenous Australian
Adaptation Model (ABAS: IAAM).

The psychometric performance of the initial draft of ABAS: IAAM was then investigated in
its administration in a pilot trial with school-based assessments of n=120 students. These students
were also assessed with two non-verbal ability measures to examine the concurrent validity of the new
tool. This involved an examination of the item and subscale responses by ethnicity and other
demographic characteristics, and a description of the bivariate correlation of subscales. Rasch
Unidimensional Measurement Models (RUMM 2030) software was then used to ascertain item and
scale person/response characteristics for Indigenous and non-Indigenous students. This was used to
identify items with differential response characteristics (i.e. bias) which might require elimination or
adaptation for the measure to achieve a satisfactory level of measurement equivalence for Indigenous
and non-Indigenous students.

The findings from the above stages of inquiry were then used to inform the modifications
needed for the final version of ABAS: IAAM instrument. This was done using the convergence
method recommended by Creswell (2003) in which qualitative and quantitative data have been
analysed separately on aspects of the same phenomenon. The findings from both sets of analysis were
integrated by comparing and contrasting findings using a comparison matrix. This enabled
examination of the supporting evidence for the findings and meanings of the semi-structured
interviews, observational and the quantitative psychometric data.

Finally, collaborative individual and group discussions were undertaken with school
education experts and the researcher’s supervisors to obtain their feedback on their experience of
using the ABAS: IAAM. A more detailed description of the analysis and findings is outlined in the
following chapter (Chapter 5).
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4.5.2 PHASE TWO
4.5.2.1 Strand One/Translation/Adaptation
Research question
The aim was to translate the checklist directions and items into standard Australian English
for the Indigenous context.
Design
The cross-cultural adaptation was performed according to the internationally recommended
methodology, using forward translation, back-translation, revision by an expert committee and a pilot
trial that occurred in phase 3.

Sampling
A convenience sample of seven educators was involved in the translation/adaptation process.
They were approached due to their knowledge and experience in Northern Territory Indigenous
language and education (see Appendix 4-5a). Two forward translators and two members of the expert
committee were familiar with the terminology of the area covered by the instrument.

Data collection method and timeline
Individual meetings with forward translators, back translators and expert committee took
place from May to June 2014 to explain the aim of the study, provide sufficient information (see
Appendix 4-5b) and obtain written consent (see Appendix 4-5c). Many follow up meetings, phone
conversations and emails followed in compiling the initial adapted tool. The whole
translation/adaptation process stretched over the three phases. The translation process of phase two
occurred in the second school semester of 2014.

Analysis procedure
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The translation/adaptation process was well documented. After the three forward translators
completed their individual translations, a summary was compiled before it was put forward to the
back translators to translate back to its original version. The translators agreed on the adapted version
to be reviewed by the expert committee. The expert committee evaluated the adapted version. The
findings then informed required modifications of the draft ABAS: IAAM to ensure it would be
culturally and linguistically appropriate for administrating in the Indigenous Australian context.
A full account of the translation process is described in Chapter 6. It is important to provide evidence
about the success of the adaptation and to determine the validity of the adapted test (Beaton,
Bombardier, Guillemin & Ferraz, 2000; Guillemin, Bomardier & Beaton, 1993).

4.5.2.2 Strand Two/Training/Informal Interviews
Research question
To determine the cultural appropriateness and acceptability of the instructions and items of
the pilot ABAS: IAAM.

Design
The second strand involved a qualitative study with a different concurrent and subsequent
time orientation. This study included training of respondents in administering the ABAS: IAAM and
interviewing them informally on the acceptability of the instructions and items of the draft ABAS:
IAAM. The training and informal discussions had a pre-determined format (see Appendix 4-6a).

Sampling
Convenience and expert sampling were used with a sample of 47 respondents provided by the
pilot schools. They were considered to be experts in Indigenous language and education. Most of
these informants had knowledge and practical experience in completing educational and
psychological checklists on students. They included Indigenous and non-Indigenous teachers, teacher
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aides, and tutors who were recruited for informal interviews during the training on the completion of
the new adapted tool.

Data collection method and timeline
The researcher visited each participating school during November/December 2014 to train the
respondents in the use of the pilot ABAS: IAAM and to simultaneously conduct the informal
interviews.

Analysis procedure
Informal interviews were transcribed and hand coded by the researcher. Each interview was
coded separately, and the codes were summarised across participants into similar categories thereby
creating themes and enabling the identification of possible problem items.

4.5.2.3 Strand Three/Psychological Testing
Research question
The purpose of this strand was to gather information in regards to reliability and validity of
the new tool.

Design
This involved a quantitative study design with a mixed sequential and parallel time
orientation in the administration of the two non-verbal ability measures to assist in assessing the
validity and reliability of the new tool.
The first of the non-verbal ability measures was the Naglieri Nonverbal Assessment Test
(NNAT). This test is widely used by school psychologists in NT schools and is designed to provide a
brief nonverbal measure of general cognitive ability and is administered in a one-to-one testing
environment. It is composed of figural matrix items suited to assessing the ability of a broad range of
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examinees including those from different cultural and linguistic groups, as well as those with motor or
communication difficulties. This method of measuring ability independent of the measurement of
verbal, mathematics and reading skills, coupled with minimal motor requirements allows for a
‘culture-fair’ evaluation of cognitive ability (Naglieri, 2003).
The second non-verbal ability measure was the Wechsler Nonverbal Scale of Ability (WNV).
This is an individually administered clinical instrument designed to measure general cognitive ability.
It comprises four subtests designed to eliminate or minimise verbal requirements and is considered a
useful tool for assessing individuals who are not from mainstream language, culture, educational or
socioeconomic backgrounds. It uses non-verbal and pictorial directions to communicate the subtest
requirements (Wechsler & Naglieri, 2006).

Sampling
Maximum variation sampling directed the quantitative study in phase two. Maximum
variation sampling is a variant of quota sampling in which the researcher purposely and non-randomly
tries to select a set of cases that exhibit maximal differences on variables of interest (Garson, 2012).
The resulting sample of 120 students from six NT Catholic schools was assessed with the WNV and
NNAT (see Table 4-4 below).

NT Department of Education Student Support and Inclusion Support Services staff of the NT
Catholic Education Office (CEO) were recruited to assess students from several Catholic schools
including participants of both genders (boys and girls), from ages 5-14, various education settings
(provincial, remote and very remote), different education regions (Arnhem/Palmerston,
Darwin/Katherine, and Barkly/Central), different academic performance levels (low to high
achievers) and with or without diagnosed disability. This sample of 120 students was the maximum
able to be assessed within the timeframe of the study and therefore determined the power of analysis.

Table 4‐3: Demographics of pilot students
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Age
Age
Groups

Diagnosed
Disability
Student
Students with
numbers (%) disability (%)

Gender

School Demographics

Boys (%) Girls (%) Urban (%) Remote (%) Very Remote (%)

5

8 (6.7)

0 (0)

3 (37.5)

5 (62.5)

1 (12.5)

6 (75.0)

1 (12.5)

6

9 (7.5)

1 (11.1)

3 (33.3)

6 (66.7)

1 (11.1)

6 (66.7)

2 (22.2)

7

13 (10.8)

0 (0)

8 (61.5)

5 (38.5)

1 (7.8)

4 (30.8)

8 (61.5)

8

10 (8.3)

2 (20.0)

6 (60.0)

4 (40.0)

1 (10.0)

4 (40.0

5 (50.0)

9

18 (7.5)

5 (27.8)

11 (61.1)

7 (38.9)

0 (0)

10 (55.6)

8 (44.4)

10

8 (6.7)

1 (12.5)

3 (37.5)

5 (62.5)

3 (37.5)

4 (50.0)

1 (12.5)

11

12 (10.0)

2 (16.7)

5 (41.7)

7 (58.3)

1 (8.3)

2 (16.7)

9 (81.8)

12

17 (14.2)

4 (23.5)

8 (15.4)

9 (75.0)

0 (0)

9 (52.9)

8 (47.1)

13

5 (4.2)

1 (20.0)

2 (40.0)

3 (60.0)

0 (0)

3 (60.0)

2 (40.0)

14

20 (16.7)

7 (35.0)

13 (65.0)

7 (35.0)

10 (50.0)

3 (15.0)

7 (35.0)

Total

120

23 (19.2)

62 (51.7)

58 (48.3)

18 (15)

51 (42.5)

51 (42.5)

Age
Recoded
5 to 9
57 (47.5)

7 (12.3)

30 (52.6)

27 (47.4)

4 (7.0)

31 (54.4)

22 (38.6)

10 to 14 63 (52.5)

16 (25.4)

32 (50 8)

31 (49.2)

14 (22.2)

20 (31.7)

29 (46.0)

The pilot study involved specific students: 62 (51.7%) were boys and 58 (48.3%) were girls.
Within the 5 to 9 age-group, 30 (52.6%) were boys and 27 (47.4%) were girls. Within the 10 to 14
age-group, 32 (50.8%) were boys and 31 (49.2%) were girls. Of the participating students, 19.2%
were identified with a diagnosed disability. Students from the urban education settings were in a
minority (15%) in comparison to the remote setting (42.5%) and the very remote setting (42.5%).
Although St Joseph’s Catholic School is situated in town, the school is rated as being in a remote
setting due to having a significant number of boarders attending the school.
Data collection method and timeline
The two non-verbal tests were administered by two school psychologists following the
Australian Psychological Association testing guidelines (APS, 2012a). These assessments were
completed through the 2014 school year. The necessary permission for the pilot study was obtained
from DoE NT, CEO NT, principals of participating schools, and parents/caregivers of the Indigenous
students involved.
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The participating schools received the following information; Principal Invitation Letter (see
Appendix 4-6b), Principal Letter Confirmation Fax (see Appendix 4-6c), Principal Letter Parent
Information Sheet (see Appendix 4-6d) and Principal Letter Parent Consent Form (see Appendix 46e). The Inclusion Support Coordinators of the pilot schools and the Inclusion Support Advisors from
CEO played a significant role in collating permission forms and identifying the students for
assessment.

Analysis procedure
Non-identifiable quantitative data of the NNAT and WNV were entered into the SPSS
software version 20 for analysis (t-scores and z-scores were calculated) (see Chapter 7).

4.5.3 PHASE THREE
4.5.3.1 Strand One/Pilot study
Research question
To evaluate the reliability, validity and usefulness of the ABAS: IAAM.
Design
Strand one introduced a quantitative study with a consecutive time orientation.

Sampling
Convenience and expert sampling were used with the trained 47 respondents to administer the
ABAS: IAAM checklists. Quota sampling was used to include the 120 Indigenous students in the
initial psychological testing (phase two). The same sample of students was included in this study (see
Table 4-4).

Data collection method and timeline
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Trained respondents from participating schools completed the pilot ABAS: IAAM in
November and December 2014. Each respondent completed a Consent form (see Appendix 4-7a) and
received an Information Sheet (see Appendix 4-7b).

Analysis procedure
Non-identifiable quantitative data of the ABAS: IAAM was entered into the SPSS software
version 20 for analysis (z-and t-scores were calculated and entered into SPSS) (see Chapter 7).

4.5.3.2 Strand Two/Factor and psychometric analysis
Research question
To evaluate the reliability and validity and usefulness of the ABAS: IAAM.

Design
The second strand introduced a quantitative study with a concurrent time orientation,
including a factor and psychometric analysis to determine the final factor domain structure and
number of items.

Sampling
Quota sampling was used to identify the 120 Indigenous students involved in the
psychological assessments (IQ - and adaptive behaviour test). Their data were analysed during this
strand.

Data collection method and timeline
The ABAS: IAAM data were collated in strand one of phase three; the NNAT and WNV data
were gathered during strand three of phase two.

Analysis procedure

122
The z-and t- scores of the ABAS: IAAM data were compared with those of the NNAT and
WNV results. Various statistical procedures were employed to answer the research question,
including descriptive statistics and an Exploratory Factor Analysis (see Chapter 7).

4.5.3.3 Strand Three/ROC curves
Research question
To determine whether the ABAS: IAAM would be a useful tool in identifying students with
special education needs. To determine the ROC cut-off point for referral purposes.

Design
The third strand involved a quantitative study with a sequential time orientation, using the
Receiver’s Operating Characteristics (ROC) curve analysis.

Sampling
Quota sampling was used in identifying the sample of 120 pilot Indigenous students.

Data collection method and timeline
Relevant data on the NNAT, WNV, and ABAS: IAAM of Indigenous students were collated
in phases two and three.
Analysis procedure
Relevant data entered into the SPSS software version 20 was used for the ROC curve analysis
(see Chapter 7).

Chapter Summary
This chapter has described how the three study phases were combined into multiphase mixed
methods design. Each phase involved several strands of inquiry coming together to answer the
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fundamental research question: “Would the ABAS: IAAM be a cultural appropriate measure of
adaptive behaviour for use with Indigenous Australian students ages 5 to 14, demonstrating
acceptable psychometric properties?”

Data collected in phase one initiated the adaptation process by gathering information on the
suitability of the ABAS-II Teacher Form for Indigenous Australian students. This was done by
determining the performance of Indigenous and non-Indigenous students on the ABAS-II Teacher
Form and by the educators’ assessments of cultural and educational value and suitability of each item
for use with NT Indigenous students. This included a determination of which adaptive behaviour
skills are most relevant in the NT Indigenous schools context.

Phase two involved applying information from phase one to further develop and prepare the
pilot administration of the draft adapted measure, the ABAS: IAAM. This was done by investigating
the psychometric properties of the new tool, and by assessing the cultural appropriateness and
acceptability of the administration instructions, and the questionnaire items of the draft new tool.

The third phase evaluated the psychometric properties and perceived utility and cultural acceptability
of the ABAS: IAAM. This included an assessment of the concurrent validity and reliability of the
ABAS: IAAM and deciding its usefulness in assessing the adaptive behaviour of Indigenous
Australian student
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CHAPTER 5: CROSS‐CULTURAL ADAPTATION
– ITEM REDUCTION
INTRODUCTION
This chapter describes the findings of three individual strands of investigation towards the
adaptation of the new tool.
The first strand provides a qualitative description of Northern Territory (NT) education
practitioners’ perceptions of the cultural and educational value of the ABAS-II Teacher Form for use
with Indigenous students gained through a semi-structured interview process. These findings are
discussed in terms of perceived relevance and appropriateness of the scale constructs and
questionnaire items, and the need to reduce the length of the original instrument. This includes an
account of semi-structured interviews with school educators on their views of the cultural relevance,
educational value and suitability of each item of the original instrument for use in the Australian
Indigenous context.
The second strand reports additional information gained through multiple observations of
student behaviour and informal consultations with schools’ personnel regarding the contextual
appropriateness and practical utility of the instrument.
The third strand then provides a quantitative description and analysis of the teacher ratings of
Indigenous and non-Indigenous students for each of the ABAS-II Teacher Form questionnaire items.
Systematic differences between the questionnaire ratings of Indigenous and non-Indigenous students
is then investigated using item and scale analysis, Rasch analysis and factor analysis.
This chapter concludes with an integrative summary of the relevance of the findings from the
three investigation strands to the changes needed in developing an adapted shorter form of the ABASII Teacher Form for use with NT Indigenous students.
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5.1 Strand One
5.1.1 Semi-structured Interviews
Key educators were interviewed to obtain their views to inform the adaptation of the ABAS-II
Teacher Form (TF). The original checklist items facilitated discussions on modifications necessary for
the adaptation. The responses of each interviewee were summarised in tabular form (see Appendix 51). All interviewees acknowledge the importance of students acquiring everyday living skills to
function adequately at school. They considered that adaptive behaviour skills of students were likely
to differ from culture to culture, or one education setting to another. All interviewees acknowledged
that each of the adaptive skill areas of the ABAS-II TF had cultural and educational relevance for
Indigenous students. They also identified items that did not seem applicable for use in an Indigenous
context; some which are clearly inappropriate and others needing rewording to be more relevant to the
NT schools and community contexts.
While the majority of items were considered acceptable with face validity for assessing
student’s adaptive behaviour, issues with a number of questionnaire items were identified as requiring
changes. These included spelling and wording changes from American English to Standard Australian
English, and the rephrasing of expressions to suit the Indigenous Australian context as well some
items needing to be discarded or replaced by more locally relevant examples (refer to Table 5-1).
Table 5‐1: Possible Problem Items – Interviews

Skill Areas
Communication
Community Use
Functional Academics
School Living
Health and Safety
Leisure
Self-Care
Self-Direction
Social

Items
C7, C13, C14, C15, C19, C20, C21, C22
CU5, CU14
FA16, FA19, FA20, FA21, FA22
SL11, SL12, SL18, SL19, SL20
No items
No items
SC2, SC3, SC4, SC5, SC7, SC16, SC19
SD1, SD19
S4, S20

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and Safety,
L Leisure, SC Self‐Care, SD Self‐Direction, S Social
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Common themes that surfaced from the interviews on each skill area’s identified problem items:
Communication Area:
Most interviewees felt that with C7 “Looking at others’ faces when they are talking”, is an
inappropriate item for Indigenous students due to cultural customs when it is not expected of them to
make eye contact; can be seen as being rude, disrespectful or even aggressive. C13 “Ends
conversations appropriately”, is reliant on the student being able to speak/understand standard
Australian English. The majority interviewees questioned what ‘appropriately’ means for Indigenous
students and suggested possible examples to be included. C14 ‘Takes turns talking during
conversations with people (is not too talkative or too quiet). A lot of interviewees said that it depends
on the context and language used. Students may not be able to express themselves in a language. C15
‘Says irregular plural nouns, for example, knives or mice’. The majority interviewees suggested for
the item to have relevant examples to the Indigenous culture. C19 ‘Talks about realistic future
educational or career goals’. Many mentioned that this item may not be relevant for students 14 years
and under; too young to have realistic expectations. C20 ‘States home address, including zip code.
Most interviewees believed that this item is not relevant for most Indigenous students living in remote
and very remote areas. C21’Answers complex questions that require careful thoughts and opinions,
for example, questions about politics or current events’. Many interviewees felt that students 14 years
and younger might not follow politics but the item might be relevant when referred to current school
or community events. C22 ‘Answers complex questions that require careful thoughts and opinions, for
example, questions about politics or current events’. Most interviewees thought that the information
needs to relate to an interest such as footy or teacher, etc.
Community Use:
CU5 ‘Looks both ways before crossing school driveway or school parking lot’. The majority of
interviewees said that this item is not applicable for most remote and very remote communities. CU14
‘States general address of a travel destination, for example, “On Washington Avenue, near Lake
Street.” The interviewees felt that students would only say general address for example; Casuarina
Square, Darwin, but not a specific street address. This item needs relevant examples.
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Functional Academics:
FA16 ‘Writes down assignments as a reminder’. Interviewees mentioned that teachers usually provide
handouts or write assignments on white board for students in remote and very remote settings. In
urban schools; assignments are also send via email and available on schools website. Some schools
use student diaries. FA19 ‘Takes notes during class’. Many interviewees mentioned that note taking is
not common under students; they normally copy from board. FA20 ‘Writes a list of school supplies or
assignments’. The majority felt that teachers would provide handouts or write assignments on white
board for students in remote and very remote settings. In urban schools; assignments are also send via
email and available on schools website. Some schools use student diaries. FA21 ‘Reads important
documents, for example, class registration and announcements, or school conduct policies. Most
interviewees suggested to add relevant examples, school rules or notes to parents. FA22 ‘Completes
forms for school administrators by himself/herself, for example, medical, school, or field trip
registration forms. The majority of interviewees agreed that this item is not in use. All forms are
completed by parents or carers. Students up to 14 years are minors.
School Living
SL11 ‘Brings needed books and supplies to school’ Most interviewees felt that this item is not
applicable to most students in most settings. SL12 ‘Returns borrowed books and supplies’. The
majority of interviewees agreed that this item is not applicable to most students in most setting. All
the supplies are given to the students at school and is kept at school. SL18 ‘Takes correct books and
supplies home for homework’. Many interviewees reported that Indigenous students do not get
homework and that this item is not applicable. SL19 ‘Offers to take out trashcan in the classroom’.
Trashcan vs. bin. Everyone agreed that there are cleaners in all schools unless directed by teacher as a
regular chore. SL20 ‘Performs minor repairs in the classroom, for example, to a torn book or broken
stapler’. Most interviewees agreed that this item/action is hardly observed. Students won’t take
responsibility; they will leave it up to school staff.

Self-Care
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The next items SC2 ' Has clean hair at school’; SC3 ’Has clean when arrives at school’; SC4 ‘Comes
to school with clean teeth’; SC5 ‘Blows and wipes nose with tissue or handkerchief; SC7 ‘Has
pleasant breath’; SC16 ‘Maintains clean fingernails at school’ and SC19 ‘Keeps hair neat during the
school day by brushing or combing’, were seen as cultural sensitive items by the majority of
interviewees.

Self-Direction
SD1 ‘Routinely arrives at school or class on time’. Most interviewees thought that non-attendance and
late arrivals at school is most of the time not controlled by students. It is different for some students in
urban setting getting to school by bus or house parent when in boarding school. SD19 ‘Completes
large school projects on time’. The interviewees mentioned that this skill is acquired by top academic
and driven students and also more senior students, not appropriate for students ages 14 and younger.

Social
S4 ‘. Says “Thank you” when given a gift’. Many interviewees suggested for the word ‘thank you’ to
be replaced with “showing appreciation”. S20 ‘Compliments others for good deeds or behavior, for
example, honesty or kindness’. The majority of interviewees thought that this skill is well advanced
for most 13 and 14 year old students who still may be immature. The word ‘behavior’ needs to be
changed to ‘behaviour’.

5.2 Strand Two
5.2.1 Observations
School observations by the researcher provided additional information on the appropriateness
and educational value of the initial item bank of 172 items. It supplemented the information gained
from the interviews and informed the initial changes to the ABAS-II TF. This was informed by the
researcher’s personal knowledge and experience in psychological testing and practice with Indigenous
students in the Territory. After completing the observations and informal consultations, the findings
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were summarised in tabular form (see Appendix 5-2). The majority of items were observed as
acceptable and seen as appropriate by those administering the test. However, there were items
identified within each adaptive skill area which possibly needed deletion or modification (see Table 52).
Table 5‐2: Possible Problem Items – Observations

Skill Areas
Communication
Community Use
Functional Academics
School Living
Health and Safety
Leisure
Self-Care
Self-Direction
Social

Items
C5, C6, C12, C13, C14, C15, C18, C19, C20, C21, C22
CU5, CU10, CU14, CU15
FA10, FA11, FA14, FA16, FA17, FA19, FA21, FA22
SL1, SL3, SL11, SL12, SL18, SL19, SL20
No items
No items
SC2, SC3, SC4, SC7, SC10, SC14, SC15, SC18, SC19
SD1, SD17, SD18, SD19, SD20
S4, S5, S6, S7, S10, S12, S18, S20

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health
and Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

The next table provides a summary of all items identified as possible problem items through
completed interviews, observations, and informal interviews. This information was used to inform the
selection or removal of checklist items when conducting the first exploratory factor analysis. A few
possible problem items are discussed in section below (Table 5-3).
Table 5‐3: Summary of Possible Problem Items (combined)
Skill Area
Communication
Community Use
Functional Academics

Interviews

C7, C13, C14, C15, C19,
C14, C20, C22
CU5, CU14
FA16, FA19, FA20, FA21,
FA22

School Living

SL11, SL12, SL18,
SL19, SL20

Health and Safety
Leisure
Self-Care

SC2, SC3, SC4, SC5,
SC7, SC16, SC19
SD1, SD19
S4, S20

Self-Direction
Social

Observations

Consultation

C5, C6, C12, C13, C14, C15,
C18, C19, C21, C22
CU5, CU10, CU14, CU15
FA 9, FA10, FA11, FA 12,
FA14, FA16, FA17, FA19,
FA21, FA22
SL1, SL3, SL11, SL12, SL18,
SL19, SL20

C5, C6, C7, C9, C12, C13,
C15, C19, C20, C21, C22
CU5, CU9, CU10, CU15
FA3, FA7, FA9, FA10,
FA12, FA14, FA16, FA17,
FA19, FA20, FA21, FA22
SL1, SL3, SL5, SL11,
SL12, SL13, SL18, SL19,
SL20
HS14
HS14
SC2, SC3, SC4, SC7, SC10,
SC2, SC3, SC4, SC7, SC9,
SC14, SC15, SC18, SC19
SC16, SC18, SC19
SD1, SD17, SD18, SD19, SD20 SD1, SD17, SD18, SD20
S4, S6, S7, S10, S12, S18, S20 S4, S6, S10, S20

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and Safety,
L Leisure, SC Self‐Care, SD Self‐Direction, S Social
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Communication item 7: “Looks at others’ faces when they are talking” is one example of an
item that needed to be omitted due to cultural reasons. Interviewees reported that Indigenous students
are not expected to make eye contact in certain situations. Another item, Communication 20: “States
home address, including zip code” is not relevant for most Indigenous students who live in very
remote communities. They do not have formal street or postal addresses. An example of an item that
needed a change of word to reflect standard Australian English for the Indigenous context is item
School Living 19: “Offers to take out ‘trashcan’ rather ‘bin’ in the classroom”. Problem items
identified through regular observations; Self-Care 2: ‘Has clean hair at school” – cultural sensitive
item. Self-Care 7: “Has pleasant breath” – cultural sensitive. School Living 12: “Returns borrowed
books and supplies” – not applicable to most students in various education settings. Functional
Academics 13: “States general address of a travel destination, for example, “On Washington Avenue,
near Lake Street.”- needs to change to example to fit NT.

5.3 Strand Three
5.3.1 Psychometric analysis (item- and scale analysis)
This strand reports findings from a descriptive analysis of the measurement properties of
the ABAS-II Teacher Form in its use with Indigenous and non-Indigenous students. A number
of statistical methodologies were used to describe the item and scale performance of each of the
ABAS-II TF skill areas and to investigate how these might differ in the assessment of
Indigenous and non-Indigenous students.
An initial examination was made of the distributional properties (means, standard
deviations) for the skill areas and factor domains of the ABAS-II TF, using SPSS software
version 20 (see Appendix 5-3). Indigenous –non-Indigenous comparisons were made using
independent sample two-tailed t-tests. The internal consistency of each adaptive functioning
sub-scale was described by the calculation of Cronbach’s alphas. The results from these analyses
are reported below in tables 5-4a to 5-4i below. These tables list only the items within each
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adaptive functioning domain where the t-tests indicated a significant difference between
Indigenous and non-Indigenous students (p <.05).
Table 5‐4a: Communication items with significant mean differences
Item
C1
C2
C3
C4
C6
C14
C17
C19
C22

t-Value
-2.198
-2.064
-2.474
-3.498
-3.633
-1.021
-1.378
-.797
-2.035

Probability(p)
.029
.041
.014
.001
.000
.010
.005
.034
.044

Higher Average Score
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous

Table 5‐4b: Community Use items with significant mean differences
Item

t-Value

CU 3
CU5
CU 7
CU8
CU10
CU13

-2.022
-2.546
-1.996
-2.501
-3.552
2.354

Probability(p)
.045
.012
.048
.013
.001
.020

Higher Average Score
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Indigenous

Table 5‐4c: Functional Academics items with significant mean differences
Item
FA1
FA2
FA4
FA5
FA 6
FA9
FA10
FA11
FA12
FA13
FA14
FA15

t-Value
-2.153
-2.777
-2.498
-2.383
-2.883
-2.031
-2.026
-3.045
-2.440
-2.080
-2.330
-3.240

Probability(p)
.033
.006
.014
.018
.005
.044
.045
.003
.016
.039
.021
.001

Higher Average Score
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous

Table 5‐4d: School Living items with significant mean differences
Item
SL1
SL2
SL11
SL12
SL17
SL18

t-Value
-2.338
-2.060
-3.578
-3.185
-2.881
-3.639

Probability(p)
.021
.041
.000
.002
.005
.000

Higher Average Score
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous

Table 5‐4e: Health and Safety items with significant mean differences
Item
HS3
HS8
HS10
HS13
HS14
HS15

t-Value
-2.126
-2.644
-2.330
-2.224
-3.102
-2.105

Probability(p)
.035
.009
.021
.028
.002
.037

Higher Average Score
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
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Table 5‐4f: Leisure items with significant mean differences
Item
L3
L10

t-Value
-2.652
-2.302

Probability(p)
.009
.023

Higher Average Score
Non-Indigenous
Non-Indigenous

Table 5‐4g: Self‐Care items with significant mean differences
Item
SC2
SC3
SC4
SC5
SC6
SC7
SC9
SC11
SC12
SC14
SC15
SC18
SC19

t-Value
-3.471
-3.309
-5.693
-3.095
-3.938
-4.512
-3.290
-2.096
-2.588
-2.772
-2.402
-1.895
-2.513

Probability(p)
.001
.001
.000
.002
.000
.000
.001
.038
.011
.006
.018
.060
.013

Higher Average Score
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous
Non-Indigenous

Table 5‐4h: Statistically Significance Index – Self‐Direction items
Item
SD1
SD16
SD18

t-Value
-2.573
-3.229
-2.797

Probability(p)
.011
.002
.006

Higher Average Score
Non-Indigenous
Non-Indigenous
Non-Indigenous

Table 5‐4i: Social items with significant mean differences
Item
S10

t-Value
-2.805

Probability(p)
.006

Higher Average Score
Non-Indigenous

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and
Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

Scale reliability of each skill area
Cronbach’s alpha (α) or the reliability coefficient is an indication of the internal
consistency of a test; in other words, how closely related the items are as a group. It is a
numerical index ranging from 0 to 1. A number close to 1 indicates high reliability. An alpha
value greater than .7 suggests an acceptable level of internal consistency while values above 0.8
are considered good (Anastasi & Urbina, 1997; Field, 2009).
This index was used to assess the reliability of each skill area and the three factor
domains (see Table 5-5 below). The scale reliability for each of the nine skill areas and the three
domains is reported in Table 5-5 below. For the Indigenous sample, the scale reliability is better
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or similar to the non-Indigenous sample in every skill areas except Community Use.
Table 5‐5: ABAS‐II TF scale reliability
ABAS-II TF
Skill Areas

Number of
test items

Indigenous sample
(75) (α)

Communication
Community Use
Functional Academics
School Living
Health & Safety
Leisure
Self-Care
Self-Direction
Social

22
15
22
20
16
17
19
21
20

.965
.863
.981
.916
.956
.941
.951
.951
.942

.948
.937
.976
.889
.954
.861
.735
.937
.957

172

.829

.823

3 Factor Domains

Non-Indigenous sample
(75) (α)

All 9 skill areas/scales for both Indigenous and non-Indigenous students indicated at least
adequate reliability (Self-Care α =.735) with the remaining scales reflecting excellent reliability (α
> .8). The 3 factor domains/scales for both Indigenous and non-Indigenous students reported good
reliability. The lower reliability for the combined factor domains is to be expected as the skill
areas correspond to related but distinct areas of development.

Rasch Analysis
Rasch analysis is based on the hypothesis that a given test measures a single underlying
construct. All of the information the test provides about individuals is contained in their total
score. Individuals are given a transformed score in “logits” or “location”. Test items are given a
difficulty rating called a threshold (also in logits) based on the test score of individuals who
should have a 50% chance of succeeding on that item.
The probability that a given individual passes a given test item then depends only on the
difference in their logit values. The logit scores for individuals and items are adjusted so that the
mean item score is 0.0 (Shiken, 2010; Thorpe & Favia, 2012).
Rasch Analysis assesses individuals and test items within this framework, and examines
the way individuals and test items diverge from this “ideal” model (Shiken, 2010; Wu & Adams,
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2007). Rasch analysis was used to ascertain item and scale person/response characteristics of the
ABAS: IAAM when used with Indigenous and non-Indigenous students. It identifies items having
differential response characteristics (i.e. bias) which might require elimination or adaptation to
achieve a satisfactory level of measurement equivalence (Hambleton, Swaminathan & Rogers,
1991).
The Rasch analyses of the ABAS-II Teacher Form Indigenous sample established that
there was good internal consistency for the three domains, i.e. most items in each of the domains
had a good fit with the Rasch model. This means that these domains measure a single construct at
this level of conceptual, social, and practical domains. Those items identified as having a degree
of misfit with the Rasch model are listed in Table 5-6 below.
Table 5‐6: ABAS‐II TF – Items showing poor fit with the Rasch model (Indigenous sample)
ABAS-II TF Skill Areas

Items identified as possible problem items

Communication (C)
C1, C2, C3, C4, C6, C8, C9, C10, C11, C13, C14, C15, C16, C17, C18, C19, C20, C21, C22
Community Use (CU)
CU1, CU2, CU3, CU4, CU5, CU6, CU7, CU8, CU9, CU10, CU11, CU12, CU13, CU14, CU15
Functional Academics (FA) FA1, FA2, FA3, FA4, FA5, FA6, FA7, FA8, FA9, FA10, FA11, FA12, FA13, FA14, FA15, FA17,
FA18, FA19, FA21, FA22
School Living (SL)
SL1, SL2, SL3, SL4, SL5, SL6, SL7, SL8, SL9, SL10, SL11, SL12, SL13, SL14, SL15, SL16, SL17,
SL18, SL19, SL20
Health and Safety (HS)
HS1, HS3, HS4, HS5, HS8, HS9, HS10, HS11, HS13, HS14, HS15, HS16
Leisure (L)
L1, L2, L4, L5, L10, L14, L15, L16
Self-Care (SC)
SC1, SC2, SC3, SC4, SC5, SC6, SC7, SC8, SC9, SC10, SC11, SC12, SC13, SC14, SC15, SC16, SC17,
SC18, SC19
Self-Direction (SD)
SD1, SD2, SD3, SD6, SD7, SD8, SD9, SD10, SD12, SD16, SD18, SD18, SD19, SD20, SD21
Social (S)
S1, S2, S4, S5, S7, S9, S10, S12, S13, S14, S18, S19, S20

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and
Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

Figures 5-1a-d below provides examples of the item characteristic curves (ICC) of poorly
fitting items. These chart the person-location scores against their expected values in terms of the
Rasch model (black curve). According to the Rasch model, an individual’s performance on a
given item should only depend on their overall score (location). Factors such as Indigenous status
should be irrelevant. These charts graphically illustrate the bias in these items (Silburn, et al.,
2009).
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Figure 5‐1a: Communication item 6

Figure 5‐1b: Self‐Care item 2

‘Uses sentences with a noun and a verb’.

‘Has clean hair at school’.

Comment: This item is biased against Indigenous students,
particularly those in the middle locations.

Figure 5‐1c Self‐Direction item 16
‘Returns on time when requested to be back in classroom’.

Comment: This item is biased against Indigenous students,
particularly those at the lower and higher locations.

Comment: This item is biased against Indigenous students,
particularly those in the lower locations.

Figure 5‐1d School Living item 12
‘Returns borrowed books and supplies’.

Comment: This item is biased against Indigenous students,
particularly those at the lower and higher locations.

Selection of items
The outcome of the semi-structured interviews, observations, psychometric and Rasch
analyses informed the selection of checklist items for the initial factor analysis. This selection and
reduction of items further relied on knowledge and experience in psychological testing and
practice with Indigenous students in the Northern Territory school psychological services.
As reported earlier, the original ABAS-II TF question items are scaled from least to most
difficult items. It aims to measure behaviours included on this scale range from those suitable for
young children to those appropriate for adults. Moreover, each skill area consists of fifteen to
twenty-two items to ensure representations of each skill area subject (Harrison & Oakland, 2003).
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The adaptation of the ABAS-II Teacher Form aimed at including questions that are scaled
equitably regarding its difficulty level to measure the behaviour skills of 5-year-old students to
14-year-old students. Therefore, 5 to 6 items from each skill area, scaled from least to most
difficult, were included in the initial selection of 47 items (see Table 5-7 below).
Table 5‐7: Reduced set of 47 items
ABAS-II Teacher Form Skill Areas

Test Items

Communication

C2, C3, C4, C8, C16, C18

Community Use
Functional Academics
School Living
Health and Safety
Leisure
Self-Care
Self-Direction
Social

CU1, CU6, CU8, CU13, CU14
FA3, FA4, FA8, FA13, FA18
SL2, SL8, SL10, SL16, SL17
HS1, HS3, HS8, HS12, HS16
L1, L8, L12, L13, L16
SC1, SC5, SC8, SC10, SC12, SC17
SD3, SD4, SD14, SD16, SD19
S2, S8, S9, S14, S15

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and
Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

Exploratory Factor Analysis
For this study, exploratory factor analysis was used to describe underlying latent
variables, or factors, to explain the pattern of correlations within the test items. Factor analysis is
aimed at data reduction to identify a small number of factors that explain most of the variance
observed in a much larger number of marked variables (Field, 2005; 2009). Principal Component
Analysis (PCA) was chosen as the extraction method. In PCA, the components are actual
orthogonal linear combinations that maximize the total variance and PCA is the recommended
extraction method for EFA when the intention is to reduce the number of items within the factor
structure whilst maintaining its integrity.
PCA is used when the underlying reasoning about latent factors is not the intent but rather
reducing observed data is (Field, 2005; 2009). Principal Component analysis is used to extract
maximum variance from the data set with each component thus reducing a large number of
variables into smaller number of components (Tabachnick & Fidell, 2007). The reduced set of 47
items was used in the initial factor analysis. It involved the same sample of 150 student ABAS-II
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TF results.
Firstly, the Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy was used to
determine the acceptability of the ABAS-II Teacher Form sample of 150. Hutcheson and
Sofroniou (as cited in Field, 2005) suggested a KMO of .5 is the bare minimum and that values
between .5 and .7 are mediocre, values between .7 and .8 are good, values between .8 and .9 are
great and values above .9 are superb. For these data, the value is .93; we can be confident that the
sample size was adequate for this factor analysis (Field, 2005; Furr & Bacharach, 2008).
Bartlett’s test of sphericity was used to test the null hypothesis that the original
correlation matrix is an identity matrix (i.e. that all items are uncorrelated). For these data,
Bartlett’s test was highly significant (p < .001), and indicated that the data was suitable for a
factor analysis on this criterion (Field, 2005; Furr & Bacharach, 2008). To identify the underlying
components (factors) which accounted for most of the variance observed in the much larger initial
set of components, the scree plot of the eigenvalues associated with each component was
examined as recommended by Field (2005; 2009).
Figure 5‐2: Scree Plot – Principal Component Analysis

Performing a PCA and retaining components with eigenvalues over 1 (the Kaiser
criterion, see (Field, 2005; Solanas, Manolov & Leiva, 2011) gave an eight component solution
with a cumulative percentage of explained variance of 72.1%. An oblique (promax) rotation
method was used as the domain scores were expected to be correlated (Field, 2005).
The next step of the PCA analysis was to examine the extraction commonalities to
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identify items which did not fit well with the factor solution and which could be dropped to
reduce the total number of scale items. ‘Extraction communalities’ are the proportion of the
variance in each variable (scale item) accounted for by the factors (or components) in the factor
solution (Field, 2005). Principal component analysis works on the initial assumption that all
variance is common; therefore, before extraction the communalities are all one (1).
The communalities under ‘Extraction’ therefore reflect the common variance in the data
structure (Field, 2005). The values of the proportion of variance are an indication of the strength
of influence of each of the underlying factors. After extraction, some of the extractions were
deleted resulting in some information being lost. The final step then involved examining the
amount of variance in each variable that could be explained by the retained factors i.e. the
communalities after extraction (Field, 2005).
Each principal component has an associated eigenvalue which is a measure of how much
of the data’s variance it explains. Figure 5-2 (see above) shows the scree plot of the eigenvalues
obtained from the initial factors analysis.
The pattern matrix (Table 5.8 below) shows the factor loadings of items on components
(factors) of the PCA solution. This was examined to identify items with all loading values below
0.3 (coloured blue) which could be listed for deletion. Next an examination was made of items
which had a high degree of cross-loading: these items have strong loading on more than one
component (also coloured blue) and thus do not fit well into any single component (factor).
Table 5‐8: The Pattern Matrix (PCA)
Items
1
Item C2
Item C3
Item C4
Item C8
Item C16
Item C18
Item CU1
Item CU6
Item CU8
Item CU13

2

3

-.378

.353
.711

4

Component
5

.971
.820
.991
.524
.524

6

7

-.344

.798
.390
.801

.408
.320
.322

8
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Item CU14
Item FA3
Item FA4
Item FA8
Item FA13
Item FA18
Item HS1
Item HS3
Item HS8
Item HS12
Item HS16
Item L1
Item L8
Item L12
Item L13
Item L16
Item SL2
Item SL8
Item SL10
Item SL16
Item SL17
Item SC1
Item SC8
Item SC5
Item SC10
Item SC12
Item SC17
Item SD3
Item SD4
Item SD14
Item SD16
Item SD19
Item S2
Item S8
Item S9
Item S14
Item S15

.811
.548
.542
.765
.865
.765

.342

.872
.759
.821
.530

.882

-.366
.862
.642
.489
.305

.563
.351

.620
.532
.428

.351
.334
.856
.835
.823
-.301

.612
.377

.313

.464
.511

.553
.482
.700
.717
.677
.849
.740
.537
.539

.813
.842
.771

.349
.733

.825
.551

Note. Extraction Method: Principal Component Analysis. Rotation Method: Promax with Kaiser
Normalization. a. Rotation converged in 9 iterations.
Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health
and Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

The Pattern Matrix suggested acceptable loadings (factors loadings >.4) and no serious
cross-loadings for 42 (coloured yellow) of the original 47 items. The following items were
eliminated; CU8 ‘Describes procedures for contacting community services in case of emergency’
(cross-loading); L13 ‘Tries a new activity to learn about something new’ (low loading), SL10 ‘Put
books and supplies in their proper place when finishing using them’ (cross-loading), SC5 ‘Blows
and wipes nose with tissue or handkerchief’ (cross-loading), SD16 ‘Returns on time when
requested to be back in classroom’ (cross-loading). Although SD14 ‘Works hard on assigned
tasks or chores that are not liked’ had cross-loading, it was deemed important due to its difficulty
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level and possible usefulness in the Conceptual domain. SD14 was therefore included into the
next analysis to determine its performance in the expectation that it would perform better in the
future.
Exploratory Factor Analysis (EFA)
An EFA was then performed using the remaining 42 items including SD14. The high
Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy (0.93) indicated that the sample was
very adequate for factor analysis (Field, 2009). The Bartlett’s test of sphericity was also highly
significant (p < .001) and showing the suitability for an EFA (Field, 2009).
Communalities indicated the variables, C2 (.56), C3 (.59), CU13 (.49), L1 (.59), L16
(.51), SL2 (.54), and SL17 (.54) did not fit well with the factor solution, but after careful
consideration, the seven variables were retained in the exploratory factor analysis.
The initial eigenvalues for this EFA indicated seven factors by the Kaiser criterion, with a
cumulative percentage of 71.0% of variance explained. This study used a scree plot (see Figure
5.3) to assess visually which components or factors explain most of the variability in the data
(Field, 2009).
Figure 5‐3: Scree Plot – Exploratory Factor Analysis

The scree plot indicated that there are 3 to 5 factors contributing significantly to the
variability of the data. Subsequent factors explain only a small proportion of the variability and
are likely unimportant (Field, 2009).
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Three factors (to stay close to the factor structure of the original ABAS-II TF measure)
were extracted using Principal Axis Factoring with an oblique ‘promax’ rotation method (see
Table 5-9 below). Promax involves raising the loadings to a power of four which ultimately
results in greater correlations among the factors and achieves a simple structure (Gorsuch,
1983). The rotation converged in 6 iterations.
Table 5‐9: The Pattern Matrix (EFA)
Items
1
Item C2
Item C3
Item C4
Item C8
Item C16
Item C18
Item CU1
Item CU6
Item CU13
Item CU14
Item FA3
Item FA4
Item FA8
Item FA13
Item FA18
Item HS1
Item HS3
Item HS8
Item HS12
Item HS16
Item L1
Item L8
Item L12
Item L16
Item SL2
Item SL8
Item SL16
Item SL17
Item SC1
Item SC8
Item SC10
Item SC12
Item SC17
Item SD3
Item SD4
Item SD14
Item SD19
Item S2
Item S8
Item S9
Item S14
Item S15

Factor
2

.210
-.207

3
.479
.937
.822
.357
.416

.496
.320
.714

.581
.466

.305
.657
.765
.514
.246
.736
.830
.768
.810
.686
.684
.720
.853
.810
.616
.303
.617
.559
-.312

.236
.230
.921

-.276

-.201
-.214

.517

.846
.815

.203
.376
.300
.531
.540
.719
.208
.784
.795
.871
.704
.708

.439
.530

.489
.688
.351
.659
.542
.258
.289

.783

Note. Extraction Method: Principal Axis Factoring. Rotation method:
Promax with Kaiser Normalization. A. Rotation converged in 6 iterations.
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Note. C Communication, CU Community Use, FA Functional Academics,
SL School Living, HS Health and Safety, L Leisure, SC Self‐Care, SD Self‐
Direction, S Social

The Pattern Matrix with an oblique (promax) rotation method, showed acceptable
loadings (factors >.4 and no substantial cross-loadings) for 31 of the 42 items. Items C8
‘’Follows teacher’s verbal instructions when undertaking tasks or activities, for example, a
classroom project or a new game’, C16 ‘Gives verbal instructions that involve two or more steps
or activities’, FA3 ‘Writes his/her own first and last name’, FA4 ‘Reads and obeys common
signs, for example, birthdays or holidays’, HS3 ‘Follows safety rules on the school playground
or in the gym’, L16 ‘Participates in an organized program for a sport or hobby, for example,
takes a music class or practices basketball’, SL8 ‘Places dirty trays, plates, forks, and other items
from the table when finished eating in the school lunchroom’, SD4 ‘Works on one school
activity for at least 15 minutes”, S8 ‘Keeps a stable group of friends’, and S14 ‘Places
reasonable demands on friends, for example, does not become upset when a friend plays with
another friend’ were deleted due to cross-loadings, weak loadings and to limit the difference in
item counts between factor domains. The remaining items are grouped into factor domains in
Table 5-10 below.
Table 5‐10: The reduced items – 3 domains with 31 items
Factor Domain 1

Factor Domain 2

Factor Domain 3

HS1 (.810)
HS8 (.684)
HS 12 (.720)
L1 (.853)
L 8 (.810)
L 12 (.616)
SL 2 (.617)
SD 3 (.531)
SD 14 (.719)
S 2 (.784)
S 9 (.871)
S 15 (.708)

C18 (.714)
CU13 (.657)
CU14 (.765)
FA8 (.736)
FA13 (.830)
FA 18 (.768)
SC 12 (.659)
HS 16 (.921)
SL 16 (.846)
SL 17 (.815)
SD 19 (.783)

C2 (.479)
C3 (.937)
C4 (.822)
CU1(.581)
CU 6 (.466)
SC 1 (.489)
SC 8 (.688)
SC 17 (.542)

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and
Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

The first factor domain included various items from health and safety, leisure, school living,
self-direction, and social skill areas. The majority items came from the original Social Adaptive
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domain which consists of social and leisure items. The second factor included items from the
communication, community use, functional academics, self-care, health and safety, school living
and self-direction skill areas. The majority items came from the original Conceptual Adaptive
domain which consists of communication, functional academics and self-direction items. The
third factor included items from the communication, community use, and the self-care items.
The majority items came from the original Practical Adaptive domain which includes self-care,
health and safety, school living, and community use.
The newly three factor structure shows a slight different factor loading than the original ABASII but a close enough comparison with the original tool to call them Social, Conceptual and
Practical domains respectively.
Rasch analysis of the 31 items retained for use during pilot study
Table 5-11 below indicates the Fit Res (internal consistency) of the items of the draft
ABAS: IAAM. This specifies how well each item measures or “fits” its particular underlying
construct. The Location (item hierarchy) stipulates how the items are ordered from least to most
difficult to identify any gaps and redundancies that may lessen the instrument’s accuracy and
efficiency. The scale reliability measures how well the scale can discriminate amongst students
(Hendriks, Fyfe, Styles, Skinner & Merriman, 2012).

Table 5-11: Summary Rasch Analysis (31 items)
Checklist Skill Area
items (total) Items
1
2
3
4
5
6
7
8
9
10
11
12
13

C2
C3
C4
C18
CU1
CU6
CU13
CU14
FA8
FA13
FA18
SL2
SL16

FitRes
(-2.5 – 2.5)

ChiSq(Pr)1

0.622
2.619
0.133
-0.773
-0.594
-2.037
6.038
0.422
-0.075
0.257
-1.627
-0.379
1.611

0.492
0.002
0.613
0.642
0.722
0.254
0.000
0.203
0.842
0.077
0.559
0.989
0.019

Bias towards
Mild Non-Indigenous
Mild Non-Indigenous
Non-Indigenous
Strong Non-Indigenous
None
Mild Non-Indigenous
Strong Indigenous
None
Mild Non-Indigenous
Non-Indigenous
None
None
None

Location
-1.572
-0.929
-0.850
0.989
-2.590
-0.385
0.376
1.064
0.657
0.971
1.469
-0.505
0.373

144

14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31

SL17
HS1
HS8
HS12
HS16
L1
L8
L12
SC
SC8
SC12
SC17
SD3
SD14
SD19
S2
S9
S15

4.156
0.419
-1.345
-0.820
2.377
0.497
1.526
-0.771
-0.079
-1.085
-0.596
0.316
1.686
0.664
-0.417
1.679
0.410
-0.219

0.000
0.863
0.046
0.243
0.002
0.234
0.342
0.062
0.660
0.042
0.418
0.344
0.328
0.607
0.664
0.207
0.047
0.115

Strong Non-Indigenous
Mild Non-Indigenous
Strong Non-Indigenous
None
None
None
Strong Indigenous
Strong Indigenous
None
Mild Indigenous
None
None
Mild Indigenous
Mild Indigenous
None
None
None
None

0.113
-0.481
-0.270
-0.711
0.308
-1.148
-0.150
0.670
-1.892
-1.239
-2.154
-0.978
0.179
0.908
1.460
-0.591
-0.525
-0.144

Note. A ChiSq value above 0.05 is desirable as it indicates a rejection of the hypothesis that the item fails
to match the model.
Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and
Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

Summary of findings from the Rasch analysis
The Fit Resolution (internal consistency) of items C 3, CU 13 and SL 17 measured
outside the range (-2.5 – 2.5) indicating a “bad” fit to the Rasch model. The items C 3, CU 13
and SL 16 had a Chi square (p < 0.05). Items C 2, C 3, C 4, C 18, CU 6, FA 8, FA 13, SL 17,
HS 16 and HS 8 have a bias towards Non-Indigenous students while CU13, L1, L8, L12, SC8,
SD3 and SD14 are biased towards Indigenous students.
Figure 5-4 (below) describes the distribution of item difficulty in relation to individual
student’s ABAS: IAAM scores expressed as Logits. Logit Values for the 149 students assessed
with the ABAS: IAAM is shown by the pink cross-hatched bars. This analysis found the personitem to have a logit mean of .90 and a standard deviation of 1.41 (The items are standardised to
have a mean of 0.0).
Figure 5‐4: Person‐Item Threshold Distribution
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The analysis found a separation index of 0.95, meaning that the test is good at
differentiating between individuals from this cohort. For the ABAS: IAAM, the mean logit score
was 0.9 (>0), which indicates that most students should score over 50% on the given items (in
other words, it is a relatively easy test). This is appropriate for a screening test. The items at -3
should be easy for all individuals, and the highest scoring individuals should find all items to be
fairly easy.
Table 5-12 (below) describes the performance of the three domains as subtests. This
establishes whether items in each subtest are highly correlated and represent a coherent domain
on the assumption that there is minimal bias in each item of the standalone subtests.

Table 5-12: Standalone Domain tests – performance of items
Factor Domain 1: Standalone: Performance of items
Item

FitRes

Logit

Chi2 Fit

Differential Item Response (bias towards)
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HS1
HS8
HS12
L1
L8
L12
SL2
SD3
SD14
S2
S9
S15

0.419
-1.345
-0.820
0.497
1.526
-0.771
-0.379
1.686
0.664
1.679
0.410
-0.219

-0.481
-0.270
-0.711
-1.148
-0.150
0.670
-0.505
0.179
0.908
-0.591
-0.525
-0.144

0.863
0.046
0.243
0.234
0.342
0.062
0.989
0.328
0.607
0.207
0.047
0.115

None
Mild non-Indigenous
None
Strong Indigenous
Strong Indigenous
Strong Indigenous
None
Mild Indigenous
Mild Indigenous
None
None
None

Factor Domain 2: Standalone: Performance of items
Item

FitRes

Logit

Chi2 Fit

C18
CU13
CU14
FA8
FA13
FA18
HS16
SL16
SL17
SD19

-0.773
6.038
0.422
-0.075
0.257
-1.627
2.377
1.611
4.156
-0.417

0.989
0.376
1.064
0.657
0.971
1.469
0.308
0.373
0.133
1.460

0.642
0.000
0.203
0.842
0.077
0.559
0.002
0.019
0.000
0.664

Differential Item Response (bias towards)
Strong Non-Indigenous
Strong Indigenous
None
Mild Non-Indigenous
Mild Non-Indigenous
None
None
None
Strong Non-Indigenous
None

Factor Domain 3: Standalone: Performance of items
Item
C2
C3
C4
CU1
CU6
SC1
SC8
SC12
SC17

FitRes
0.622
2.619
0.133
-0.594
-2.037
-0.079
1.661
1.686
1.679

Logit

Chi2 Fit

-1.572
-0.929
-0.850
-2.590
-0.385
-1.892
-0.344
0.179
-0.591

0.492
0.002
0.613
0.722
0.254
0.660
-0.251
0.328
0.207

Differential Item Response (bias towards)
Mild Non-Indigenous
Mild Indigenous
Mild Non-Indigenous
None
Strong Non-Indigenous
None
Mild to Strong Indigenous
Mild Indigenous
None

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and
Safety, L Leisure, SC Self‐Care, SD Self‐Direction, S Social

Reliability analysis of reduced test
Cronbach’s Alpha is a common test of scale reliability and seen as the most popular
statistic testing (Streiner, 2003). It measures the extent to which test items measure the same
underlying construct (Field, 2009). It can have value ranging between 0 and 1 with >0.7
regarded as acceptable, >0.8 good and >0.9 excellent (Field, 2009; Furr & Bacharach, 2008).
Table 5-13 below shows the values of Cronbach’s Alpha for the ABAS: IAAM total score and
each of the factor domains.
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Table 5‐13: Reliability (Cronbach’s Alpha) of items ‐ pilot ABAS: IAAM
Factor Domain

Ethnicity (data set)

All three factor domains (31 items)

Cronbach’s Alpha (α)

Combined data (150)
Indigenous (75 )
Non-Indigenous (75)
Combined data (150)
Indigenous (75)
Non-Indigenous (75)
Combined data (150)
Indigenous (75)
Non-Indigenous (75)
Combined data (150)
Indigenous (75)
Non-Indigenous (75)

Factor Domain (FD) 1 (12 items)
Factor Domain (FD) 2 (10 items)
Factor Domain (FD) 3(9 items)

.950
.951
.950
.926
.929
.939
.935
.934
.939
.881
.893
.846

The reliability of 31 items to be included for the pilot study is excellent (.95). The
reliability of Factor Domains 1 and 2 is excellent (both 0.93), with good reliability for FD 3
(.88).
Table 5-14, below provides a descriptive comparison scores for Indigenous and nonIndigenous students on each factor domain.
Table 5‐14: Raw scores on Factor Domains – pilot ABAS: IAAM
Student Ethnicity
Indigenous n=75
Mean
SD
Non-Indigenous n=75
Mean
SD

Total score FD1

Total score FD2

Total score FD3

23.2
8.4

13
9.2

21.7
5.7

24
7.8

15.5
9.2

23.8
3.8

Note. FD Factor Domain

Non-Indigenous students scored slightly higher than Indigenous students on each factor
domains. Indigenous students have a greater standard deviation (SD) in their scores except on
Factor Domain 2.

Chapter Summary
This chapter described the set of investigations performed in phase one of the crosscultural adaptation of the ABAS-II Teacher Form. Informative qualitative data were gathered
through semi-structured interviews, observations and consultations. This identified potential
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problem items and ones which might require modification, deletion or replacement. This
information was then used in conjunction with a Principal Component Analysis of the study
samples performance on original ABAS-II-TF to reduce the overall number of items to 31 in the
new adapted measure (the ABAS: IAAM), Exploratory Factor Analysis as well as Rasch
modelling was then used to describe the factors structure, internal reliability and items operating
differentially for Indigenous and non-Indigenous students.
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CHAPTER 6: TRANSLATION, TRAINING AND
TESTING
INTRODUCTION
This chapter details the findings of the second phase of the cross-cultural adaptation of the
ABAS-II Teacher Form. This stage of work comprised three components. First, it involved translating
the trial adaptation of the ABAS: IAAM questionnaire items into language and terminology
appropriate for use by teachers in the NT schools in their assessments of Indigenous students.

Second, teachers and teacher aides were recruited and trained on how to administer the
revised ABAS: IAAM. They were then supported to use this in assessing the adaptive functioning of a
new sample of 120 Aboriginal students in their schools. These students were also assessed using two
non-verbal intelligence tests routinely used by NT school psychologists with Indigenous students.
Follow-up interviews were then conducted with the teachers and teacher aides regarding their
perceptions of the contextual, linguistic and cultural relevance of the adapted questions.

The final component of this phase of the adaptation process investigated the concurrent and
convergent validity of the adapted ABAS: IAAM by examining the relationship of the students’
scores on the new measure with their scores on two measures of non-verbal ability commonly used in
NT schools (the Wechsler Test of Non-Verbal Scale of Ability (WNV) and the Naglieri Non-Verbal
Ability Test (NNAT)).

6.1 Strand one
6.1.1 The cross-cultural translation/ adaptation process
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The literature on the cross-cultural adaptation of psychometric measures is consistent in
stressing the importance of their adaptation process being well documented so that independent
evaluation can be made of the appropriateness and comparability of the adapted test (Beaton et al.,
2000; Guillemin et al., 1993). Hambleton et al., (2005) stressed the importance of there being detailed
documentation of the changes made along with the justification of why these were required and
evidence regarding the measurement equivalence of the adapted version of the test. Without
appropriate documentation of these adaptation requirements, the meaning and validity of its use in
published research is open to question with a risk of misinterpretation of scores when applied in
different population settings. Furthermore, accurate and comprehensive reporting of the adaptation
process facilitates replication.
While psychometric approaches to cross-cultural test adaptations are beginning to be reported
more frequently, some argue that too much emphasis is placed on psychometric properties of
adaptations at the expense of other aspects of test equivalence. For example Bowden & Fox-Rushby
(2003), in a review of the translation and adaptation of health-related quality of life measures, found
that very few studies reported on conceptual equivalence, item equivalence, semantic equivalence or
operational equivalence. This pre-occupation with scales rather than concepts suggests an ‘absolutist’
leaning amongst researchers in the field.
As outlined in Chapter 2, the research plan for this thesis has given particular attention to the
recommendations of Herdman et al. (1998) regarding the importance of establishing conceptual
equivalence, before investigating the measurement equivalence of the adapted instrument.
Conceptual/linguistic adaptation
The study objectives for this component were to translate and adapt the ABAS-II Teacher
Form into standard Australian English for the Indigenous context and evaluate its reliability with
Indigenous students aged 5 to 14 years. The cross-cultural adaptation was performed according to the
internationally recommended methodology, forward translation, back-translation, revision by a
committee, and trial (Beaton et al., 2000; Guillemin et al., 1993).
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Forward/Back Translation
The directions for test administration and the checklist questions were initially translated into
standard Australian English by three independent Indigenous translators (see Appendix 6-1). Two of
the translators were aware of the objectives and concepts involved in this instrument and had
experience in the NT school education context as well as the field of psychology. The other translator
performed the translation without any in-depth knowledge of its objective, as recommended in the
international literature (Beaton et al., 2000; Guillemin et al., 1993).
All three translators agreed on a consensus version. This combined version of the forward
translation into standard Australian English was back-translated into American English by two
bilingual (American/standard Australian English and Aboriginal English), native English-speaking
translators (see Appendix 6-2) (Beaton et al., 2000; Guillemin et al., 1993). These translators received
little information on the concepts and purposes of the instrument.
Review Committee
A multidisciplinary committee, composed of three bilingual (American/standard Australian
English and Aboriginal English) professionals, a Speech Therapist, a Speech and Language teacher,
and a School Psychologist reviewed and compared the final translation and the back-translations to
obtain a final version (see Appendix 6-3) (Guillemin et al., 1993; Guillemin, 1995). Wording
inconsistencies were resolved by consensus of the review committee to achieve conceptual and
semantic equivalence between the pre-final or pilot version. Changes were advised by the ITC
guidelines. The committee approved the language changes before they were incorporated into the
modified test.

Table 6‐1: Final item changes approved by review committee
Original ABAS-II TF item

CU1 Finds the restrooms at school by himself/herself.
HS1 Stays with class during field trips without wandering
away.
SC1 Uses school restroom alone.
S2 Seeks friendships with others in his/her age group.

ABAS: IAAM

Finds the toilets at school by himself/herself.
Stays with the class during excursions without
wandering away.
Uses school toilets alone.
Makes friends with others in his/her age group.
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SL2 Performs daily or weekly classroom chores.
Performs daily or weekly jobs.
C4 Tells teachers, friends, or others about his/her
Tells teachers, friends, or others about his/her
favorite activities.
favourite activities.
CU6 Runs errands to various locations in school building. Carries out jobs in all areas of the school.
HS8 Follows safety rules when on the school bus or when Follows safety rules at school or when travelling on an
travelling on a field trip.
excursion.
CU13 Relies on himself/herself for travel in the community, Relies on himself/herself for travel in the community,
for example, walks or uses public transportation, a bicycle, for example, walks or uses public transportation, or a
or a car.
bicycle.
FA13 Combines coins to produce the correct amount of
Combines coins to produce the correct amount of money, for
example, a money, for example, a quarter plus a dime
20 cent plus a 15 cent equal 35 cents.
equals 35 cents.
SD14 Works hard on assigned tasks or chores that are not Works hard on assigned tasks or jobs that are not
liked.
liked
CU14 States general address of a travel destination, for
States general address of a travel destination, for
example, “On Washington Avenue, near Lake Street.”
example “Casuarina Square on Trower Road in
Darwin”.
SL16 Uses small electrical equipment in the classroom,
Uses small electrical equipment in the classroom,
for example, a tape player or electric pencil sharpener.
for example, a DVD player or electric pencil
sharpener.
SC17 Opens a tab top can, milk carton, or screw-top
Opens a wrapper, tab top can, or screw-top bottle.
bottle.
SL17 Operates electronics, for example, a television,
Operates electronics, for example, an interactive white board,
video player, or computer in the classroom.
ipad or computer in the classroom.
C18 States his/her own telephone number.
States the password of the school computer.
FA18 Uses a dictionary or encyclopedia to find
Uses the dictionary, encyclopaedia or internet to find
information.
information.

Note. C Communication, CU Community Use, FA Functional Academics, SL School Living, HS Health and Safety,
L Leisure, SC Self‐Care, SD Self‐Direction, S Social

6.2 Strand Two
6.2.1 Training and informal interviews
For each pilot school, training was undertaken with the teachers and teacher aides recruited to
complete the adapted checklist. Follow-up semi-structured interviews were undertaken by the
researcher regarding their perceptions of the contextual, linguistic and cultural relevance of the
adapted questions in their use of the revised pilot instrument (see Appendix 4-3).
After providing written consent (see Appendix 4-17), each respondent received individual
training in using the ABAS: IAAM and follow-up interviews were conducted regarding their
perceptions of the culturally and linguistically suitability of the directions and checklist items for use
in this Indigenous Australian schools context. Specific detail of this feedback is outlined in Appendix
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6-4. Overall, the respondents responded positively with regard to the clarity of the directions and
considered that the checklist items comprehensible and appropriate to use in a NT Indigenous schools
context. They responded favourably to the reduced number (31) of checklist items and mentioned that
this was a feature which would make them more inclined to complete the checklist in the future.

6.3 Strand Three
6.3.1 Psychological assessment on two non-verbal tests

The third component of this adaptation phase involved the administration of the two nonverbal assessments to investigate the concurrent and convergent validity of the adapted ABAS:
IAAM. This was done by an analysis of how the ABAS: IAAM scores of 120 Indigenous students
were associated with their scores on the Wechsler Test of Non-Verbal Scale of Ability (WNV) and
the Naglieri Non-Verbal Ability Test (NNAT). These two cognitive ability measures are
recommended for use by the NT Department of Education due to their capacity to accommodate
students who are language or hearing impaired or who do not speak English as their first language.
Distribution of WNV and NNAT scores
The distribution of students’ full-scale scores for the WNV and NNAT are presented in
Figures 6-1 and 6-2 below. The mean and standard deviation of the standard scores portrayed the
average standard scores and distribution of scores among the participants.
Figure 6‐1: Distribution of WNV scores
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Figure 6‐2: Distribution of NNAT scores

The mean of the NNAT and the WNV scores were very similar, however the standard
deviation of the WNV scores was much more dispersed than the NNAT scores. These test results are
used to validate the psychometric properties of the ABAS: IAAM tool (see Chapter 7).

Chapter Summary
This chapter discussed the findings of the second phase of the cross-cultural adaptation of the
ABAS-II Teacher Form. The first section of the chapter described the translation/adaptation process
of the pilot ABAS: IAAM and detailed the changes made to the administration directions and
questionnaire items into language and terminology appropriate for use by teachers in NT schools in
their assessments of Indigenous students.

The second section of the chapter described the training undertaken with the teachers and
teacher aides as informants to complete the new tool with a sample of 120 Indigenous students. It also
involved follow-up interviews with these school staff to establish their comments on perceptions of
the contextual, linguistic and cultural relevance of the adapted questions in their use of the revised
pilot instrument.
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The chapter then concluded with a report of the initial stage of an investigation of the validity
of the newly adapted measure. This described the findings of the two non-verbal intelligence tests
administered con-currently with the ABAS: IAAM.
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CHAPTER 7: TRIAL AND TESTING OF THE
PSYCHOMETRIC PROPERTIES
INTRODUCTION
This chapter presents the findings of the third and final phase of the cross-cultural adaptation,
the assessment and validation of the ABAS: IAAM. This involved two strands of inquiry. Strand one
describes the findings of the new data obtained from a trial of the ABAS: IAAM assessing 120
Indigenous students. Information on the performance of the new tool is reported describing the
distributional properties on its composite (total) scores and individual items in relation to students’
age, gender and NT education settings. An Exploratory Factor Analysis (EFA) determined the factor
structure and the number of items to be retained in the final version of the ABAS: IAAM.
Strand two reports findings on the reliability of the new tool as described by Cronbach’s
coefficient alpha (internal consistency). It also reports findings of the pilot study’s investigation of
concurrent validity using correlation analysis, and discriminant validity using Receiver’s Operating
Characteristic (ROC) analysis.

7.1 Strand One
7.1.1 Trial of pilot ABAS: IAAM
As recommended by Beaton et al., (2000), the 31 item ABAS: IAAM was administered to a
sample of 120 Indigenous students in order to evaluate the equivalence of the ABAS: IAAM within
the Indigenous cultural environment, to identify potential problems in the adapted version, and to
confirm that the checklist items were comprehensible and relevant in the NT Indigenous schools
context. As already described in Chapter 6, forty-seven trained schools personnel completed the
checklists as well as two non-verbal cognitive tests. The data collected were entered into a database
(SPSS for Windows, version 20) for analysis.
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Descriptive statistics
A descriptive analysis was carried out to characterise the performance of the ABAS: IAAM
on the 120 pilot students. This described the distributional properties of the new tool’s adaptive
behaviour total scores for two age groups (5 to 9 years and 10 to 14 years), gender, and NT
geographic education settings (urban, remote and very remote).
Distribution of the ABAS: IAAM total scores
Figure 7-1: Item Total Scores.

Results: The pilot ABAS: IAAM Total Scores had a mean of 52.97, with a standard deviation
of 13.034. The distribution was positively skewed and had a maximum score of 72. With this
positively skewed distribution, the extreme scores were larger, thus the mean is larger than the median
(Field, 2009).
ABAS: IAAM Total Scores by age-group, gender, and NT education setting
Table 7-1: Results by Demographic
ABAS:IAAM Total Score
Age Recoded
Gender

5-9

Boys

5-9

Girls

10-14

Boys

10-14

Girls

Education setting

n

Mean

SD

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

2
16
12
2
15
10
6
10
16
8
10
13

36.50
48.50
42.00
33.50
46.07
42.20
61.67
61.80
56.13
68.00
66.20
54.77

3.536
11.033
10.821
.707
13.003
12.100
5.989
5.412
9.885
4.071
5.245
11.763

Note. n=number of participants in sample; SD Standard Deviation
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More students from ‘very remote’ education settings took part in the pilot study than from
other education settings, especially in the 10-14 cohorts.

More students from ‘remote’ areas

participated in the 5-9 cohorts. There is a good balance between genders. As might be expected, the
older age group (10 to 14) achieved higher mean scores than the younger age group (5 to 9). The older
students from the very remote areas had lower mean scores than their counterparts.

Exploratory Factor analysis (EFA)
After the new data were collected, using the 31 item pilot ABAS: IAAM (Appendix 4-6a),
various assessments of its psychometric adequacy were made. This began with an investigation of
whether the factor domains were reliable and valid (Malda, et al., 2008).
The Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy (.90) indicated that the
sample was very adequate for factor analysis (Field, 2009). The Bartlett’s test of sphericity was
highly significant (p < .001), confirming the validity and suitability of the responses collected (Field,
2009). The 31 item test produced 6 initial factors with eigenvalues larger than 1, together accounting
for 73.23% of the total variance. The first factor accounted for 46.2% of the variance, the second for
8.2%, then 6.6%, 4.8%, 3.8% and 3.7%.

Figure 7-2 (below) presents a scree plot of the Eigenvalues

of the factors in descending order. This was used to visually assess which factors explain most of the
variability in the data as recommended by Field (2009).
Figure 7‐2 Scree Plot
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After rotation of the 6 factors with Eigenvalues greater than 1, factors 1, 2 and 3 had six,
seven and six items (respectively) with factor loadings greater than 0.4. Factors 4, 5 and 6 had five,
four and two items (respectively) with factor loadings greater than 0.4. However the items in factors
4-6 were not easily interpretable as coherent domains. The 5 and 4 factor solutions had similar
problems.
In the 3-factor solution, five items loaded on the third factor, eleven items on the second and
eight items on the first factor. The solution converged in six iterations accounting for 61% of the total
variance (compared to 73% for the 3 factor solution). As factors 3 to 6 only accounted for a small
proportion of the variability, and do not comprise coherent domains with adequate numbers of test
items the 3 domain model was adopted.
Table 7-2a presents the rotated 3-factor solution of the 31 items and their communalities. The
9 items that loaded on Factor 1 ranged from a low of .55 (Q26-HS16) to a high of .74 (Q23-CU14),
and were interpreted as the School and Community Adaptive Domain. The 11 items that loaded on
Factor 2 ranged from a low of .38 (Q14-L8) to a high of .73 (Q7-SL2), and were interpreted as the
Social Adaptive Domain. The 5 items that loaded on Factor 3 ranged from a low of .41 (Q19-SC12) to
a high of .66 (Q4-SC1), and were interpreted as the Personal Adaptive Domain.
Table 7-2a: Reproduced factor loadings and communalities of 31 items in three factors.
Item
Q1-CU1
Q2- HS1
Q3-L1
Q4-SC1
Q5-C2
Q6-S2
Q7-SL2
Q8-SD3
Q9-C3
Q10-C4*
Q11-CU6
Q12-HS8
Q13-FA8
Q14-L8
Q15-SC8
Q16-S9

Comm
.55
.57
.58
.66
.44
.60
.73
.48
.45
.47
.67
.64
.65
.38
.54
.49

Factor 1

Factor 2

-.162
.103
-.171
-.216
-.025
-.140
-.085
.050
.229
.384
.310
.078
.753
-.084
.153
.144

.021
.714
.917
.091
.596
.796
.882
.671
.487
.382
.548
.794
.125
.610
.119
.578

Factor 3
.771
-.070
-.093
.847
.143
.126
.054
-.028
-.002
-.041
.044
-.113
-.090
.108
.572
.027

Item

Comm

Q17-HS12*
Q18-L12*
Q19-SC12
Q20-CU13*
Q21-FA13
Q22-SD14*
Q23-CU14
Q24-S15*
Q25-SL16
Q26-HS16
Q27-SC17
Q28-SL17*
Q29-C18
Q30-FA18
Q31-SD19

.57
.58
.41
.46
.69
.56
.74
.52
.64
.55
.54
.49
.72
.70
.63

Factor 1
.464
.332
-.046
.395
.897
.383
.870
.426
.649
.641
.254
.391
.993
.848
.839

Factor 2

Factor 3

.310
.529
.019
-.111
-.086
.445
-.055
.339
.149
.074
-.155
.269
-.232
.028
.014

.067
-.081
.653
.489
-.026
-.037
.062
.024
.075
.092
.676
.154
.003
-.087
-.147

Note. Extraction Method: Principal Axis Factoring. Rotation Method: Promax with Kaiser Normalization.
Rotation converged in 6 iterations. Comm=Communalities. *Item=cross loading.

160

The next table presents inter-correlations among the Factor Domains (FDs) and General
Adaptive Composite Score (GAC).
Table 7-2b: Inter- Correlations between the three FDs (31 items), and the GAC score
Factor

GAC

GAC
1
2
3

1.00
.93
.92
.87

1

2

.93
1.00
.75
.74

.92
.75
1.00
.77

3
.87
.74
.77
1.00

Note. GAC = General Adaptive Composite; Factor 1= School & Community Adaptive Scale; Factor 2 = Social
Adaptive Scale; Factor 3 = Personal Adaptive Factor

The theoretical structure of the original ABAS-II Teacher Form suggests that the skill areas
are somewhat independent of one another as they have low to moderate inter-correlations.
Importantly, each of the factor domains (skill areas) of the adapted version showed high correlations
with the other domains and correlated more strongly with the composite adaptive functioning scores
(Harrison & Oakland, 2003). Table 7-3b presents the correlations between the three adaptive domains
using factor scores.
Results: There were significant inter-correlations between the three factor domains and the
General Adaptive Scale (p<.000).
Items Q10 - C4; Q17 – HS12; Q18 – L12; Q20 – CU13; Q22 – SD14; Q24 – S15; and Q28 –
SL17 were deleted due to unacceptable cross-loading onto more than one factor domain. Subsequent
analysis is for the resulting 24 item version of the test was conducted (see Appendix 7-1).
The next table reports on the factor loadings and communalities of the remaining 24 items.
The communality for a given variable can be interpreted as the proportion of variation in that variable
explained by the three factors. Loadings < 0.5 have been omitted for clarity.
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Table 7-3a: Reproduced factor loadings and communalities (24 items)
Item

Comm

Q1-CU1
Q2- HS1
Q3-L1
Q4-SC1
Q5-C2
Q6-S2
Q7-SL2
Q8-SD3
Q9-C3
Q11-CU6
Q12-HS8
Q13-FA8

.55
.58
.57
.69
.45
.61
.72
.48
.46
.66
.64
.66

Factor 1

Factor 2

Factor 3
.78

.70
.87
.85
.63
.78
.86
.66
.56
.58
.78
.73

Item

Comm

Q14-L8
Q15-SC8
Q16-S9
Q19-SC12
Q21-FA13
Q23-CU14
Q25-SL16
Q26-HS16
Q27-SC17
Q29-C18
Q30-FA18
Q31-SD19

.38
.50
.47
.42
.71
.73
.63
.56
.54
.75
.70
.63

Factor 1

Factor 2

Factor 3

.60
.53
.58
.64
.87
.82
.62
.62
.67
.97
.82
.81

Note. Extraction Method: principal Axis Factoring. Rotation Method: promax with Kaiser Normalization. Rotation
converged in 5 iterations. Comm=Communalities.

Table 7-3b: Correlations between the three factor domains (24 items)
Factor

GAC

1

GAC
1
2
3

1.00
.91
.92
.58

.90
1.00
.69
.50

2
.92
.69
1.00
.44

3
.58
.50
.44
1.00

Note: GAC = General Adaptive Composite; Factor 1= Social Adaptive Scale; Factor 2 = School & Community Adaptive
Scale; Factor 3 = Personal Adaptive Scale

Results: There were significant inter-correlations between the three factor domains and the
General Adaptive Scale (p<.000). The correlations between the domains are lower than for the 31item test because items highly correlated with multiple domains have been removed from the test.
Internal Consistency of Scales: Reliability
Tables’ 7-4a, 7-4b, and 7-4c present the items and their means, standard deviations, and item-domain
total correlations for each domain. Each domain’s mean, standard deviation, and coefficient alpha is
listed in the corresponding table note. The internal consistency of each domain was quantified using
Cronbach’s coefficient alpha as recommended by Field (2009). Given that values > 0.70 for
Cronbach’s alpha are defined as satisfactory, the observed alphas of 0.92, 0.94, and 0.78 for each of
the factor domains indicate robust internal scale consistency. No item in any scale detracted from that
scale’s internal consistency.
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Table 7-4a Summary Item Statistics: Social Adaptive Domain
Item

M

Q2-HS1
Q3-L1
Q5-C2
Q6-S2
Q7-SL2
Q8-SD3
Q9-C3
Q11-CU6
Q12-HS8
Q14-L8
Q16-S9

Stays with class during excursions without wandering away.
Plays with toys, games, or other fun items with classmates.
Says the names of other people, for example, teachers’ or friends’ names.
Makes friends with others in his/her age group
Performs daily or weekly classroom jobs.
Completes routine classroom tasks within a reasonable amount of time.
Names 20 or more familiar objects.
Carries out jobs in all areas of the school.
Follows safety rules at school or when travelling on an excursion.
Participates with others in a game or other activity without needing encouragement.
Waits in line at school.

2.43
2.64
2.68
2.54
2.35
2.02
2.58
2.14
2.35
2.38
2.40

SD
.753
.605
.580
.634
.827
.778
.741
1.023
.795
.700
.814

Item-Total
Corr
.731
.703
.644
.723
.804
.669
.644
.745
.769
.576
.653

Note. Q Question HS Health and Safety, L Leisure, C Communication, S Social, School Living, SD Self‐Direction,
CU Community Use. Scale: n=120, Items 11, M=26.52, SD=6.26, α=.92.

Table 7-4b: Summary Item Statistics: Conceptual Adaptive Domain
Item

M

SD

Item-Total
Corr

Q13-FA8 Measures length and height
Q21-FA13 Combines coins to produce the correct amount of money, for example,
a 20 cent plus a 10 cent equal 30 cents.
Q23-CU14 States general address of a travel destination, for example, “Casuarina Square
on Trower Road in Darwin”.
Q25-SL16 Uses small electrical equipment in the classroom, for example, a DVD player or
electric pencil sharpener.
Q26-HS16 Uses electrical outlets or sockets safely in the classroom.
Q29-C18 States his/her own telephone number.
Q30-FA18 Uses a dictionary or the internet to find information.
Q31-SD19 Completes large school projects on time.

1.30
1.30

1.089 .779
1.127 .812

1.68

1.130 .820

2.16

1.012 .752

2.33
1.18
1.18
.81

1.030
1.128
1.115
.973

.710
.813
.800
.763

Note. FA Functional Academics, CU Community Use, SL School Living, HS Health and Safety, C Communication,
SD Self‐Direction. Scale: n=120, Items 8, M=11.93, SD=7.20, α=.94.

Table 7-4c: Summary Item Statistics: Practical Adaptive Domain
Item

M

Q1-CU1
Q4-SC1
Q15-SC8
Q19-SC12
Q27-SC17

Finds the toilets at school by himself/herself.
Uses school toilets alone.
Buttons his/her own clothing.
Drinks liquids without spilling.
Opens a wrapper, tab top can, or screw-top bottle.

2.98
2.97
2.83
2.91
2.83

SD
.129
.222
.491
.317
.396

Item-Total
Corr
.576
.607
.615
.631
.662

Note. CU Community Use, SC Self‐Care. Scale: n=120, Items 5, M=14.53, SD=1.22, α=.78.

Domains 1 and 3 contain relatively easy items as they all have mean values > 2.0 out of a
maximum of 3. The conceptual adaptive domain is clearly the most challenging. All items correlate
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strongly (> 0.5) with their domain score. Further details of the performance of each item are reported
in Appendix 7-2.
In summary, most items performed as expected. The younger students scored lower most of
the time than the older students, especially on the Conceptual domain that includes Functional
Academics, Self-Direction and Communication skill items. Achievement of item skills within the
Practical and Social domains appeared to be easier for all age groups.

7.2 Strand Two
7.2.1 Evaluation of the psychometric properties of the pilot ABAS:
IAAM
The statistical properties of the ABAS: IAAM reported in this chapter are important for users
to have confidence in the new instrument. The psychometric properties considered critical to the
interpretation of test scores include: reliability coefficients, standard errors of measurement,
confidence intervals, statistical significance of the differences between the scores (critical values),
frequency of score differences (base rates) (Harrison & Oakland, 2003). The content, and construct
validity of the instrument was investigated in the previous chapter.
Reliability
Reliability refers to consistency in behaviour. When behaviours are quantified as test scores,
reliability refers to the consistency or stability of such scores (Furr & Bacharach, 2008; Harrison &
Oakland, 2003).
It was only possible for the ABAS: IAAM to be administered once to each participating
student during the time-frame for the thesis component of this research. This was constrained by
participating schools agreeing to only release one respondent per student/group of students and the
limited resources available for the collection of data. However, it is hoped that resources can be
secured to assess the inter-rater reliability and test-re-test reliability if the ABAS: IAAM in a
subsequent study.
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The internal consistency, standard errors of measurement and confidence intervals of the 24
items, the Factor Domains and GAC were measured. The study results included the comparison
between variables such as age, gender, remoteness and regions (see Tables 7.4 and 7.5a-c). The
internal consistency reliability of the ABAS: IAAM was estimated using Cronbach’s coefficient alpha
(α). The next table reported on the reliability coefficients of the ABAS: IAAM, Factor Domains and
GAC (see Tables 7-5 a-c).
Table 7-5a: Internal consistency of the ABAS: IAAM, FDs and GAC
Factor Domains (FDs)/
Composite

Ages 5 – 14
n= 120

FD 1 - 11 items
(Social Adaptive Domain)
FD 2 – 8 items
(Conceptual Adaptive Domain)
FD 3 – 5 items
(Personal Adaptive Domain)
GAC – 24 items
(General Adaptive Composite)

α

SD

.92

6.26

.94

7.20

.78

1.22

.94

13.03

Note. SD=standard deviation; α= Cronbach’s coefficient alpha

Results: The three domains, Social Adaptive Domain, the Conceptual Adaptive Domain, the
Personal adaptive Domain, and the General Adaptive Composite (GAC) showed high internal
consistency with alphas of 0.92, 0.94, 0.78, and 0.94 respectively. The alphas of 0.92, 0.94, and 0.94
were deemed excellent and the alpha of 0.78 was seen as acceptable (Field, 2009).
The next table reports on the internal consistency reliability of the ABAS: IAAM in regards to
five age-groups, Table 7-5b.
Table 7-5b: Reliability Coefficients of the ABAS: IAAM – 5 age-groups
Total Items
(24)

Ages 5 – 6
n=17

Ages 7- 8
n=23

Ages 9 – 10
n=26

Ages 11 – 12
n=29

Ages 13 – 14
n=25

Average
n=120

α

SD

α

SD

α

SD

α

SD

α

SD

α

SD

.92

9.7

.89

9.9

.94

11.1

.88

6.7

.93

9.3

.94

13.03

Note. SD=standard deviation; α= Cronbach’s coefficient alpha

Results: All the age-groups showed high internal consistency with alphas of 0.92, 0.89, 0.94,
0.88 and 0.93 respectively.
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Table 7-5 (c) reports on the internal consistency reliability of the ABAS: IAAM in regards to
students with, and without special education needs.
Table 7-5c: Reliability Coefficients of Clinical Sample
Age Group
Total Items
(24)

Ages 5 – 6
n=2;n=15

Ages 7- 8
n=6; n=17

Ages 9 – 10
n=7; n=19

α

SD

α

SD

α

With SEN
-.14
Without SEN .87

2.8
7.9

.86
.87

9.2
9.0

.92
.90

Ages 11 – 12
n=9; n=20

Ages 13 – 14
n=8; n=17

SD

α

SD

α

SD

10.7
7.9

.90
.81

7.6
5.0

.91
.88

9.9
6.2

Ages 5-14
n=32; n=88
α
.94
.94

SD
12.22
13.31

Note. SD=standard deviation; α= Cronbach’s coefficient alpha; SEN=Special Education Needs

Results: With SEN, all age-groups showed high internal consistency with good to excellent
alphas, except for age-group 5-6 that consisted of an inadequate sample (n=2) for the assessment to be
reliable. Without SEN, all the age-groups showed high internal consistency with good to excellent
alphas.
Validity
Content Validity
The content validity of the ABAS: IAAM was evaluated by the translators and the review
committee throughout the cross-cultural adaptation process and through qualitative analyses of the
comments expressed by the interviewees and the respondents and considered highly suitable.
Observation analyses contributed to the quality of the content and were deemed acceptable.
Construct Validity
To deal effectively with bias, a proactive approach was used to choose item adaptation
options to address three sources of bias, namely construct, method and item bias. Sixteen education
experts provided advice on the construct equivalence of the original test. A similar approach was used
by Hui and Triandis (as cited in Hambleton et al., 2005). The ABAS-II Teacher Form data collected
on the initial study sample of 150 students was used to evaluate the context relevance of the original
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test constructs. The equivalence of the ABAS: IAAM constructs with the original ABAS-II constructs
was then evaluated following the pilot administration of the adapted measure.
In addition to construct bias, researchers need to assess method or administration bias in
cross-cultural assessment (Van de Vijver & Tanzer, 2004). For this study, the schools personnel who
administered the adapted ABAS: IAAM instrument in the pilot trial were interviewed about their
views of the clarity of the administration instructions, its ease of administration and the relevance of
the adapted items for assessing student’s adaptive behaviour. This feedback was used to minimise
administration bias such as non-standardised procedures where test administrators in one group
misunderstand the testing instructions (Sireci, Patsula & Hambleton, 2005).
In order to establish whether the adapted version (pilot ABAS: IAAM) really measured what
it was intended to measure, the construct validity was evaluated using the ‘known-groups’ validity
technique, i.e., by differentiating between students with and without identified special needs. The
expected differences between the groups should thus be reflected in their test scores and will be
discussed further in the clinical validity section.
Discriminant Validity
It is important for the ABAS: IAAM to distinguish between students with and without special
education needs. Given that the raw scores reflect the natural development of children as they grow
older there is a need to adjust these scores for them to be validly compared e.g. through t-tests. Earlier
analyses such as the Rasch analysis did not require this; they compare the performance of children at
the same level of achievement whatever their age. However to contrast the scores of children
with/without a diagnosis of special needs requires adjusting for age. Because of the small proportion
of students with special education needs and the relatively small pilot sample the age adjusted scores
were created by firstly stratified the sample into two-year age cohorts (5-6 years, 7-8 years etc.).
These student’s scores were then age standardised by transforming their raw scores so that each age
group has a mean score of 0.0 and a standard deviation of 1. [Age adjusted score = (Raw score –
M)/SD where M and SD are the mean and standard deviation of the scores for that child’s age group].
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Table 7-6: Correlation between students with and without special education needs
Group statistics – Independent samples t-test
Special Needs
AdjScore

n

M

No referral needed
83
.4041
Referral needed
37
-.9063
Levene’s Test t-test for Equality of Means
Equality of
Variances

F

Sig

AdjScore equal 5.446 .021
variance assumed

t

Df

8.543

118

SD

Std. Error of Mean

.68651
.94877

07535
.155598

Sig.
Mean
Std. Error
(2-tailed) Difference Difference
.000

1.31034

1.5339

95% Confidence
Interval of the
Difference
Lower
Upper
1.00658

1.61409

Note. n=number of participants in sample; M=Mean; SD=Standard Deviation; Df=degrees of freedom;
Sig.=significance level

Results: The group of students without special education needs (n= 83) was associated with
an Adjusted Score M = .4041 (SD =.68651). By comparison, the group of students with special
education needs (n = 37) was associated with a numerically smaller Adjusted Score M = -.9063 (SD =
.94877). To test the hypothesis that students with and without special education needs were associated
with statistically significantly different mean Adjusted Score, an independent samples t-test was
performed.
As indicated in Table 7-7, the assumption of homogeneity of variances was tested and
satisfied via Levene’s F test, F(1,118) = 5.446, p <.05. The independent samples t-test was associated
with a statistically significant effect, t(118) = 8.54, p <.001. Thus, the students who do not need a
referral were associated with statistically significantly larger mean Adjusted Scores than the students
who do need a referral. The ABAS: IAAM distinguished between students who need a referral or not
and therefore those with potential special education at a statistically significant level p<.001.
Concurrent Validity
It is important for the ABAS: IAAM to correlate with other validated measures (Furr &
Bacharach, 2008). For this study, the ABAS: IAAM scores were compared with two Intelligence
measurements commonly utilised in the field and context for which the ABAS: IAAM was designed.
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These measures were administered within six months of each other. The Assessment Battery
consisted of the 1) Naglieri Nonverbal Assessment Test (NNAT) and 2) the Wechsler Nonverbal
Scale of Ability (WNV).
The relationship between the ABAS: IAAM total z-scores and the WNV FSIQ and the NNAT
standard score respectively, were measured using Pearson product-moment correlation coefficient.
Table 7-7: The relationships between the ABAS: IAAM Total Z-Scores and WNV FSIQ
scores for 5 age-groups:
Age-Group

Result

Significance

Ages 5-6

r (118) = .78**

p < .000 (adequate positive relationship)

Ages 7-8

r (118) = .43*

p < .042 (weak positive relationship)

Ages 9-10

r (118) = .64**

p < .000 (adequate relationship)

Ages 11-12

r (118) = .59**

p < .001 (moderate positive relationship)

Ages 13-14

r (118) = .54**

p < .006 (moderate positive relationship)

Note: **. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

Table 7-8: The relationships between the ABAS: IAAM Total Z-Scores and NNAT FSIQ
scores for 5 age-groups:
Age-Group

Result

Significance

Ages 5-6

r (118) = .59*

p < .012 (moderate positive relationship)

Ages 7-8

r (118) = .09

p < .678 (significant positive relationship)

Ages 9-10

r (118) = .63**

p < .001 (moderate positive relationship)

Ages 11-12

r (118) = .48**

p < .001 (weak positive relationship)

Ages 13-14

r (118) = .54**

p < .002 (weak positive relationship)

There is not a significant positive relationship between ABAS: IAAM Total Scores
and NNAT FSIQ scores due to the one-dimensional characteristic of the NNAT that measures only
perceptual reasoning and simultaneous processing in the only subtest ‘Matrics’. Children who have
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good visual spatial skills might score higher on this test as those children who have poor visual spatial
skills.
Moderate to weak correlations with other tests is to be expected as the adaptation process has
deliberately set to minimise bias that would be probable on the other tests (Klenowski, 2009; Van de
Vijver & Tanzer 2004).
Note: **. Correlation is significant at the 0.01 level (2-tailed).

Receiver’s Operating Characteristic (ROC) curves
The ROC curve is a useful way to interpret the sensitivity and specificity levels of a
diagnostic test with a dichotomous outcome. Sensitivity is the ratio of patients with a disease who test
positive, and specificity the ratio of those without the disease who test negative. In other words,
sensitivity and specificity describe how well the test discriminates between those with and without a
disease (Florkowski, 2008; Swets, 1973).
For this study, it was important to determine whether the ABAS: IAAM is a useful test in
predicting the probability of having special education needs in students and also if the test was able to
determine the cut-off points/scores that warrant a referral to Student Support Services.
The area under the ROC curve was used to measure test performance, and by determining the
balance between sensitivity and specificity, the cut-off scores for each age level for further referral
were identified.
The sensitivity and specificity scores were seen as equally important in this study.
Table 7‐9: Descriptive variable – ABAS: IAAM Total Scores

Age
Category

n

Minimum

Maximum

M

SD

5-6
7-8
9-10
11-12
13-14

17
23
26
29
25

19
26
25
42
35

55
65
70
71
72

37.29
42.87
55.46
60.79
61.28

9.655
9.869
11.082
6.716
9.271
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Note. n=number of participants in sample; M=Mean; SD=Standard Deviation

As we did in the previous chapter, scores were adjusted to account for the natural
development of children as they grow older so that scores can be validly compared across the sample.
At first, the ABAS: IAAM Total scores (ABAS: IAAMTS) were adjusted to a mean close to 0.0 with
a standard deviation (SD) close to 1.0 using;
Adjusted Score = (Raw Score – M)/SD, where M and SD are the mean and standard deviation
for the particular age group (see Table 7-12 below).
Table 7‐10: Descriptive variable – ABAS: IAAM Adjusted Scores
Age Category

n

Minimum

Maximum

M

5-6 Adjusted Score
7-8 Adjusted Score
9-10 Adjusted Score
11-12 Adjusted Score
13-14 Adjusted Score

17
23
26
29
25

-1.90
-1.71
-2.75
-2.80
-2.83

1.83
2.24
1.31
1.52
1.16

-.0006
.0000
.0001
.0005
.0000

SD
1.00053
.99987
1.00021
.99934
1.00016

Note. n=number of participants in sample; M=Mean; SD=Standard Deviation

A ROC analysis was done with the Adjusted Score as the test variable and the WNV FSIQ as
the state variable (see Table 7-10 below).
Table 7‐11: ROC curve/WNV FSIQ – case summary
FSIQ

Valid n (listwise)

Positive
Negative

83
37

The WNV assessments indicate a total of 83 students with a positive result and 37 students
with a negative result. Those 83 students are most likely to have sufficient adaptive behaviour skills to
cope at school and not need a referral for further assessment and/or intervention. On the other hand,
those 37 students with a negative result have a high probability of having special education needs i.e.
they may need further assessment and/or intervention either through their Student Support team at
school or the services of NT Student Support Services.
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Figure 7‐3: ROC Curve

The area under the ROC curve was used to measure test performance (see Table 7-10 below).

Table 7‐12: Area under the curve
Test Result Variable(s): Adjusted Score
Area
.873

Std. Errora
.036

Asymptotic Sig.b
.000

Asymptotic 95% Confidence Interval
Lower Bound Upper Bound
.804
.943

In the area box, .873 falls in the ‘good’ range (Hanley & McNeil, 1982) and indicates a test
with useful discrimination. It also shows a good balance between the specificity and sensitivity. The
statistical value is less than .05 and therefore the ROC curve is statistically significant. The 95%
confidence interval of the area under the curve implies that for the next 100 samples of students 95%
of the samples would have an area under the curve that ranges from .804 and .943, which falls in the
‘good’ to ‘excellent’ range.
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On the coordinates table (see 7-11 below), a cut-off point that represents an appropriate
balance between sensitivity (highest point of the blue line in the top left corner) and specificity, the
lowest score under the blue line (1- the specificity score) is highlighted in yellow.

Table 7-13: Coordinates of the Curve
Test Result Variable(s): Adjusted Score

Positive if Greater Sensitivity
Than or Equal Toa
-.4089
-.3973
-.3730
-.3479
-.3042
-.2562
-.2421
-.2302
-.2057
-.1638
-.1364
-.1332

1 - Specificity

.880
.880
.867
.855
.843
.843
.843
.831
.831
.819
.807
.795

.351
.324
.324
.324
.324
.297
.270
.270
.243
.243
.216
.216

This adjusted cut-off score (AdjCutoff) of -0.2057 was selected as the best balance of
specificity (0.83) and sensitivity (0.76). This score can be back-transformed to produce thresholds
specific to each age-group using the formula Cutoff = M + (SD * AdjCutoff) where M and SD are the
mean and standard deviation of the scores for that child’s age group. The next table presents the cutoff scores derived for each age-group.
Table 7‐14: Cut‐off points/Thresholds for each age‐group
Age Groups
Ages 5-6
Ages 7-8
Ages 9-10
Ages 11-12
Ages 13-14

Cut-off/Threshold
35.3
40.8
53.2
59.4
59.4

We see, for example, that students aged 5-6 who score 35 or lower on the ABAS: IAAM may
need a referral to Student Support Services due to the likelihood of having special education needs.
There is a plateau effect with older students in the 11-12, and 13-14 age-groups.
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Tables 7-14 and 7-15 report the cross tabulation of the WNV FSIQ and ABAS: IAAM SEN
for each age-group and all ages combined. The assessments agree for 97 of the 120 completed tests.
The off-diagonal entries (where the tests disagree) appear well balanced except for the 5-6 age-groups
where the ABAS: IAAM assessed several more students as special needs.
More data from a larger sample would be required to confirm any need for an upward
adjustment of the threshold score for that group.

Table 7‐15: Wechsler Non‐Verbal Full Scale Score and Special Education Needs (SEN) cross
tabulation
SEN
Age Category

WNV FSIQ

No

Yes

Total

5-6

No referral needed
Referral needed
No referral needed
Referral needed
No referral needed
Referral needed
No referral needed
Referral needed
No referral
Referral needed

10
0
12
2
16
1
17
3
14
3

5
2
2
7
2
7
3
6
2
6

15
2
14
9
18
8
20
9
16
9

7-8
9-10
11-12
13-14

Note. SEN=Special Education Needs

Table 7‐16: WNV FSIQ and SEN cross tabulation

WNV FSIQ
No referral needed
Referral needed
Total

No

SEN
Yes

Total

69
9
78

14
28
42

83
37
120

Chapter Summary
This chapter described findings from the quantitative analysis of the psychometric
performance of the newly developed ABAS: IAAM measure in assessing NT Indigenous school
students. It reports the measurement properties observed in the pilot administration of this culturally
adapted and abbreviated measure. As expected the older age-group (10 to 14) achieved higher mean
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total scores than the younger age-group (5 to 9). An EFA determined a three factor structure with 24
items to be retained in the final version of the ABAS: IAAM. The internal consistency of each factor
domain was quantified using Cronbach’s coefficient alpha. The observed alphas of 0.92, 0.94, and
0.78 for each of the factor domains indicate robust internal scale consistency. All the age-groups
showed high internal consistency with alphas of 0.92, 0.89, 0.94, 0.88 and 0.93 respectively. For the
students with special needs, all age-groups showed high internal consistency with good to excellent
alphas, except for age-group 5-6 that consisted of a very small sample.

The findings further obtained content validity through the views and contribution of
participants during the cross-cultural adaptation and also through the observations made at NT
schools. The construct and clinical validity was confirmed by attained differentiated results between
students with and without special needs. The concurrent validity was confirmed through correlation
analysis. Moderate to weak positive relationships were evident comparing the pilot ABAS: IAAM
results and those of the two non-verbal assessments (Wechsler Nonverbal Scale of Ability and the
Naglieri Nonverbal Assessment Test). Discriminant validity was evaluated using Receiver’s
Operating Characteristic (ROC) analysis. Cut-off points were determined for every age-group. The
ABAS: IAAM was found to make useful discriminations for those students who need a referral to
Student Support.

Taken together, these findings indicate that the ABAS: IAAM is a culturally relevant and
acceptable short-form measure having psychometric properties which justify its routine use for
school-based assessment of the adaptive behaviour of Indigenous students in urban, remote and very
remote schools in Australia’s Northern Territory.
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CHAPTER 8: DISCUSSION
8.1 INTRODUCTION
This chapter discusses the key findings of the multiphase study undertaken in the crosscultural adaptation of the ABAS-II Teacher Form for use with Indigenous Australian students. It
considers the limitations and strengths of the study and discusses the implications of the findings for
practice, policy and further research.
Prior to this study, there was no suitable adaptive behaviour measure designed for use in an
Indigenous Australian context. This study has aimed to address this important knowledge gap
through the development of a culturally appropriate adaptive behaviour assessment tool appropriate
for use in the Northern Territory Indigenous milieu.
The adaptation process adopted Herdman’s universalist’ model and it required considerable
time and resources (Herdman et al., 1998). It used a comprehensive mixed-methods design for crosscultural adaptation of the instrument in the Indigenous Australian context. The success of the
adaptation process, and subsequently the quality of the adapted tool, rested on the collaborative
approach taken. This ensured that that local knowledge and views were incorporated and that
Indigenous participation was encouraged and supported by Secretariat of National Aboriginal &
Islander Child Care Inc. (SNAICC, 2010).
This confirms previous research that identified the need for tailor-made, reliable, valid and
culturally appropriate assessment tools for Indigenous students (Ferrari, 2009; Westerman, 2002). It
further highlights the importance of locally relevant and validated measures to inform effective
service delivery, diagnosis and program planning (APA, 2013; Hill, 2001).

8.2. LIMITATIONS AND STRENGTHS OF THE STUDY
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This study has a number of possible limitations. Firstly, while under ideal circumstances it
would have been possible to undertake an assessment of the ABAS-IAAM’s test-retest and inter-rater
reliabilities, this was not logistically feasible within the study’s limited timeframe, and the scope of
work approved by the NT Department of Education. The approval for the pilot study stipulated that
participating schools could only have one staff member per age given time-release for training and
support in the completion of the ABAS: IAAM. This precluded investigation of inter-rater reliability
within the current study. Also, the highly dispersed NT Indigenous population, and the transient
nature of Northern Territory Indigenous school attendance - especially among students attending
remote and very remote schools – would have significantly increased the travel costs and time
required for follow-up assessments needed in investigating test-retest reliability. However the
investigation of the ABAS: IAAM’s test-retest and inter-rater reliability is planned as initial
components of the candidate’s proposed program of post-doctoral research.

Generalisations of the study’s findings should be made with caution. While relatively small
samples of convenience were used throughout the study, significant effort was made to make to
ensure that these samples were broadly representative with respect to age, gender, education region
and setting. It is therefore anticipated that the planned post-doctoral research will be able to include
larger, more representative samples. That said, the student samples, including those with and without
special education needs, were not entirely random. The study’s approval by the NT Department of
Education restricted access to school records regarding more in-depth background information on
individual students that could have been used to inform the sampling strategy.

Despite these limitations, the study has demonstrated that the ABAS: IAAM in its current
form has sufficient reliability and validity for use in screening the adaptive behaviour functioning of
Indigenous students ages 5 to 14 in the NT schools context. The empirical establishment of the
optimum cut-off score for identifying students’ at risk means that this can be used in deciding the
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need of a student for further investigation and intervention from special education and other
professional services. While this ‘cut-off’ score does not in itself meet the criteria of the DSM-V to
determine the severity level of an intellectual disability, it can be used in conjunction with other
information to support such clinical judgements being made. Post-doctoral follow-up research with a
substantially larger sample will be crucial to establishing standardising the ABAS-IAAM’s three
factor domain scores and the general adaptive functioning score for each age-group. The need for
identifying students with diagnosed disability is now more imperative given the Australian
Government’s current initiatives to improve support for students with disabilities, and associated
funding to schools through the National Consistent Collection of Data (NCCD) process. These
initiatives are clearly dependent on the availability of quality moderated data. Another important
new development in Australian federal funding is the National Disability Insurance Scheme (NDIS).
This is also dependent on reliable diagnostic information and data concerning the associated level of
functional impairment. These policy developments are placing further expectations on medical,
mental health and educational professionals to utilise information from reliable and validated
standardised assessment tools. This makes the availability of instruments such as the ABAS-IAAM
particularly important for assessing the disability support needs of Indigenous children.
Despite these above limitations, this study has a number of significant strengths. An
important strength of the study was the use of a mixed-methods research approach that is a natural
extension of everyday school psychology practice. School psychologists routinely use triangulation of
information to form their assessment of students’ strengths and difficulties (Powell et al., 2008). In a
similar fashion, the mixed methods approach of this study triangulated information gathered from its
qualitative and quantitative sub-studies in guiding the overall cross-cultural adaptation process.
Another advantage of the study was the relationships formed by the researcher with
the study participants, especially schools, educators and community members across all NT education
sectors in a variety of school settings and geographic regions. Respect for local educators and
translators’ expertise and knowledge underpinned the adaptation process, which engaged their active
participation throughout the three study phases. Many teachers and teacher aides were informally
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interviewed and received training in completing the new checklist. This acknowledged their value as
informants in the adaptation study, and gave them a better understanding of the importance of their
contribution to the assessment process undertaken in collaboration with the school psychologist.
Teachers and teacher-aides further gained general knowledge on the implication of everyday living
skills for their students’ educational progress and success in school.
Participating schools and parents received useful information on students’ current
level of adaptive functioning and participants of the pilot study schools were provided with additional
information on their students’ intellectual ability. Schools were provided with two individual written
reports for each participating student. These contained the test results and recommendations for useful
classroom strategies for teachers and behavioural strategies for parents. This is likely to have
improved understanding of existing adaptive behaviour skills of their students.
The study assisted in identifying students likely to benefit from classroom based
intervention strategies. Importantly, a number of students identified with special education needs were
able to receive the necessary intervention from Education Advisors of either Student Support NT
Department of Education or Inclusion Support Services Catholic Education. A number of students
were further referred to outside service providers for follow up action.
The NT Catholic Education created a software program (INSPIRE) that supports the referral
and intervention process. This program uses the Special Needs Profiling Instrument that utilises the
general areas of need, i.e. curriculum, behaviour, social, safety, communication, health and self-care
to create a student profile to identify the level of student support. This has a good alignment with the
three domains and skills assessed in the ABAS: IAAM and is enabling its information being used to
inform classroom teachers and school inclusion support teams as part of their moderation and quality
assurance practices for the NCCD and NDIS. The NT DoE is currently investigating the possibility of
introducing this software program for use in schools and Student Support Services (C. McAllister,
personal communication, May 17, 2017).
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8.3 IMPLICATIONS OF THE STUDY
8.3.1 Implications for further research
This study emphasised the importance of taking into consideration cultural and
linguistic factors when validating measures to assess adaptive behaviour skills among Indigenous
students. It further highlighted the need for more culturally fair and standardised psychological tests
for use with Indigenous students that can improve school psychological practice.

The ABAS: IAAM performed well on psychometric properties of internal consistency,
content, construct and concurrent validity. Future research should consider improving the
psychometric properties of the ABAS: IAAM. In particular it may benefit from adding items. For
example some more challenging items in the ‘Personal Adaptive Domain’ for the older students
would introduce more variance while less challenging items in the ‘Conceptual Adaptive Domain’ for
the younger students would be beneficial.
The Receiver’s Operating Characteristics (ROC) curve indicated that the ABAS: IAAM has
useful discriminative properties. The off-diagonal entries (where the tests disagree) appeared well
balanced except for the 5-6 age-groups where the ABAS: IAAM assessed several more students with
special needs. More data from a larger sample is required to confirm any need for an upward
adjustment of the threshold score for that group.
The original ABAS-II Teacher Form has 172 items for 9 skill areas. The adaptation
process for the cross-cultural development of ABAS: IAAM reduced these to 24 items covering three
skill domains. Importantly the retained or adapted items included a distribution of items from all of
the 9 skill areas of the original instrument. Exploratory factors analysis of the two measures showed
them to have a similar factor structure with three factor domains. Examination of the content of the
items within each of these domains led to them being referred to as the Social Adaptive Domain, the
Conceptual Adaptive Domain and the Personal Adaptive Domain. The main change from the factor
nomenclature of the original measure was that the ‘Practical’ Adaptive Domain was changed to
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‘Personal’ Adaptive Domain due to the fact that only Self-Care items were retained in this factors
domain. The other remaining practical items loaded onto either the ‘Conceptual’ or ‘Social’ domains.
With a larger sample it would be possible to carry out a Confirmatory Factors Analysis to further
establish the comparability of the factor structure and item loadings of the original and the culturally
adapted abbreviated version.
While the ABAS: IAAM was developed, trialled and evaluated for use in the NT Indigenous
schooling context, it is hoped to extend this in post-doctoral research using a larger sample more
representative of the broader Australian Indigenous population . This will be necessary to establish the
extent to which the study findings are more widely generalizable and to support the reliable and valid
use of the instrument with students in other Australian states and territories.

8.3.2 Recommendations for practice and policy
Given the measurement properties documented in the trial implementation of the ABAS:
IAAM, consideration should be given to promoting its use in schools where formal assessment of the
adaptive behaviour of Indigenous students aged 5-14 is required in urban, remote and very remote
areas of the Northern Territory.
To ensure consistent and reliable implementation, special education teachers, classroom
teachers and teacher aides should be trained in completing the checklist. Schools should also be
encouraged to involve at least two school staff members as informants making behavioural ratings on
the ABAS: IAAM checklist. This will ensure a more comprehensive and reliable examination of the
behavioural manifestations of the student.
NT school psychologists should include the ABAS: IAAM in their test battery when assessing
and diagnosing Indigenous students, especially when there is a requirement to confirm the presence of
an Intellectual Disability (Intellectual Developmental Disorder; APA, 2013).

181
The Senior Psychologist Student Support NT Department of Education should consider
changing the Student Support School Psychology Assessment Policy to allow the use of the ABAS:
IAAM as the recommended cross-cultural assessment tool for determining adaptive behaviour
functioning of Indigenous students.
Permission should be sought from Western Psychological Services, Los Angeles for the use
of this adapted tool in the Northern Territory.

8.4 CHAPTER SUMMARY
This concluding chapter reviewed some of the limitations and strengths of this crosscultural adaptation of the ABAS-II Teacher Form, the development of the ABAS-IAAM, and the
investigation of its measurement properties in its trial implementation in NT schools. It considers the
extent to which it succeeded in its aim of improving the range of culturally appropriate assessment
tools available to support the scientific and ethical basis of school psychology practice in the NT, and
makes recommendations for its future use in NT schools. Prior to the study, no culturally appropriate
adaptive behaviour assessment tool was available for use in the Northern Territory Indigenous milieu.
The main limitations of the study derived from the constraints of the Departmental
approval for the collection of the study data in NT schools and the high costs and logistical challenges
of data collection in the relatively small but widely geographically dispersed NT population. While
the study sample was sufficient for investigation of the ABAS-IAAM’s internal consistency, content,
construct and concurrent validity, it was not possible within the scope of the PhD study to collect the
additional data needed for investigating test-re-test and inter-rater reliability. However, it is
anticipated that this will done as part of the researcher’s intended post-doctoral work.
Another important limitation was the fact that the various components of the study
were based on relatively small, samples of convenience. However, significant efforts were made to
ensure the samples were broadly representative with respect to age, gender, education region and type
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of school setting, and that they included both referred and non-referred students. While has obvious
implications for its generalisability for use in other Australian settings, it is hoped that future research
into its use will involve larger samples more representative of the broader Australian Indigenous
population.
A key strength of the study was the emphasis which it placed on ensuring that cultural and
linguistic factors were properly taken into account in its multi-phase, mixed methods research
approach. High levels of participant involvement were achieved through the researcher’s regular
contact with the study participants (i.e. schools, educators, and community members), the training and
support of teachers and assistant teachers, and the feedback and discussion of findings with schools
parents/carers and community members.
The study’s use of both classical psychometric and Rasch analysis methods in the
development and investigation of the psychometric performance of the ABAS-IAAM proved to be of
particular value. This provided robust evidence able to be used in conjunction with the qualitative data
from local informants for the identification and retention of items having measurement equivalence in
their use with Indigenous and non-Indigenous students. Also the three factor structure of the ABASIAAM was found to have good correspondence with that of the ABAS-II.
Importantly, the study demonstrated that teachers and teacher aides were able to use
ABAS: IAAM checklist and utilise its findings in designing individual learning plans for their
students. Education Advisors were also able to use the ABAS: IAAM data in integrating culturally
relevant information about the adaptive behaviour of their Indigenous clients and to identify students
with specific education and social support needs, developing Education Adjustment Plans, and
monitoring student progress. School psychologists were also able to use the ABAS: IAAM test results
for additional assessment planning, diagnostic and referral purposes.

183

REFERENCES
ACARA. 2012. NAPLAN achievement in reading, persuasive writing, language
conventions and numeracy: National report for 2012. Sydney: Australian
Curriculum, Assessment and Reporting Authority.
http://www.nap.edu.au/verve/_resources/naplan_2012_national_report.pdf.
AECG & DET (New South Wales Aboriginal Education Consultative Group
Incorporated & New South Wales Department of Education and Training) 2004.
The report of the Review of Aboriginal Education: Yanigurra Muya:
Ganggurrinyma Yaarri Guurulaw Yirringin.gurray: freeing the spirit: dreaming
an equal future. Sydney: DET. Viewed 14 May 2014. Retrieved from
https://www.det.nsw.edu.au/medis/downloads/reviews/aboriginaledu/report/acer
2003_04.pff
Achenbach, T. M. (1991). Manual for the child behavior checklist/4 - 18 and 1991
profile. Burlington, VT: University of Vermont Department of Psychiatry.
Aithal, S., Yonovitz, A., & Aithal, V. (2008) Perceptual consequences of conducting
hearing loss: speech perception in Indigenous students learning English as a
‘school’ language. Australian and New Zeeland Journal of Audiology; 30(1), 118. doi:10.1375/audi.30.1.1
Alberto, P., & Troutman, A. (2003). Applied behavior analysis for teachers (6th ed.).
Columbus, OH, USA: Prentice-Hall-Merrill.
Allard, A., & Santoro, N. (2004). Making sense of difference? Teaching identities in
postmodern contexts. Paper presented at the Annual Conference of the
Australian Association of Research in Education, Melbourne.
Altman, D. G., & Bland, J. M. (1994). Statistics Notes: Diagnostic tests 1: sensitivity
and specificity. BMJ 1994; 308 doi: https://doi.org/10.1136/bmj.308.6943.1552
(Published 11 June 1994)
American Academy of Pediatrics (AAP; 2013). Give Indigenous kids a better start in
life. Australian Medicine, 14, 4-8. Retrieved from
https://ama.com.au/sites/default/files/documents/2525.pdf
American Association on Intellectual and Developmental Disabilities (AAIDD; 2002).
Definition of Intellectual Disability. Retrieved from
http://aaidd.org/intellectual-disability
American Association on Mental Retardation. (1992). Mental retardation: Definition,
classification, and systems of supports (9th ed.). Washington, DC: Author.

184

American Association on Mental Retardation. (2002). Mental retardation: Definition,
classification, and systems of support: Workbook. Washington, DC: Author.
American Psychiatric Association (APA; 2013). Diagnostic and statistical manual of
mental disorders (5th ed.). Arlington, VA.
Amin, L. (2011). Psychometric methods to develop and to analyze clinical measures: A
comparison and contrast of rasch analysis and classical test theory analysis of
the PedsQL 4.0 Generic Core Scales (Parent-report) in a childhood cancer
sample (Doctoral dissertation, McMaster University). Retrieved from
http://hdl.handle.net/11375/11054
Anastasi, A. & Urbana, S. (1997) Psychological testing (7th ed.). New York: Prentice
Hall.
Andrews, G., & Slade, T. (2001). Interpreting scores on the Kessler population.
Australian and New Zealand Journal of Psychiatry Psychological Distress Scale
(K10). Australianand New Zealand Journal of Public Health, 25: 494-497.
Australian Bureau of Statistics. (2014) Estimates and projections, Aboriginal and
Torres Strait Islander Retrieved from
http://www.abs.gov.au/websitedbs/D3310114.nsf/home/home
Australian Government. 2014. Risk and protective factors for early child development.
Canberra: Australian Early Development Census. Available:
http://www.aedc.gov.au/communities/aedc-userguide/understanding/whatinfluences-child-development/risk-and-protective-factors-for-early-childdevelopment [Accessed 8 December 2014].
Australian Medical Association (AMA; 2013). The healthy early years – getting the
start right. Indigenous Health Report Card. Retrieved from
https://ama.com.au/article/2012-13-ama-indigenous-health-report-card-healthyearly-years-getting-right-start-life
Australian Psychological Society. (1995). Guidelines for the provision of psychological
services for and the conduct of psychological research with Aboriginal and
Torres Strait Islander people of Australia. Retrieved from
http://depressionet.com.au/dres/aboriginal_people.pdf
Australian Psychological Society. (2003). Guidelines for the provision of psychological
services for and the conduct of psychological research with Aboriginal and
Torres Strait Islander people of Australia – revised May 2003. Melbourne:
Author.
Australian Psychological Society. (2004). Guidelines on psychological practice in rural
and remote settings. Melbourne: Author.
Australian Psychological Society. (2012a). Code of ethics. Melbourne, Vic: Author.

185

Australian Psychological Society. (2012b). Guidelines for the provision of
psychological services for and the conduct of psychological research with
Aboriginal and Torres Strait Islander people. Melbourne: Australian
Psychological Society Ltd.
Australian Psychological Society. (2013). Framework for the effective delivery of
school psychological services. Retrieved from
http://www.psychology.org.au/Assests/Files/Framework-school-psychologicalservices.pdf
Bailie, R. S., McDonald, E. L., Stevens, M., Guthridge, S. & Brewster, D. R. 2011.
Evaluation of an Australian indigenous housing programme: Community level
impact on crowding, infrastructure function and hygiene. J Epidemiol Comm
Health, 65, 432-7. Retrieved from
http://www.aihw.gov.au/uploadedFiles/ClosingTheGap/Content/Publications/20
13/ctgc-rs25.pdf
Bailie, R. S., Stevens, M. & McDonald, E. L. 2012. The impact of housing
improvement and socio-environmental factors on common childhood illnesses:
A cohort study in Indigenous Australian communities. J Epidemiol Comm
Health, 66, 821-831. doi: 10.1136/jech
Bailie, R. S., Stevens, M. & McDonald, E. L. 2014. Impact of housing improvement
and the socio-physical environment on the mental health of children's carers: A
cohort study in Australian Aboriginal communities. BMC Public Health, 14.
doi: 10.1186/1471-2458-14-472
Bainbridge R, McCalman J, Clifford A, Tsey K 2015. Cultural competency in the
delivery of health services for Indigenous people (Issues paper no. 13).
Produced for the Closing the Gap Clearinghouse. Canberra: Australian Institute
of Health and Welfare & Melbourne: Australian Institute of Family Studies.
Bartholomew, T. T., & Brown, J. R. (2012). Mixed methods, culture, and psychology:
A review of mixed methods in culture-specific psychological research.
International Perspectives in Psychology: Research, Practice, Consultation,
1(3), 177-190. doi: http://dx.doi.org/10.1037/a0029219
Bartram, D. (2001a). The development of International Guidelines on Test Use. The
International Test Commission Project International Journal of Testing, 1(2),
93-114. Retrieved from http://dx.doi.org/10.1207/S15327574IJT0102_1
Bartram, D. (2001b). Guidelines for Test Users: A review of national and international
initiatives. European Journal of Psychological Assessment, 18(3), 173–186.
doi: 10.1027//1015-5759.17.3.173
BASC-2 (Behavior Assessment System for Children, Second Edition). (2012).
Retrieved from: http://www.pearsonassessments.com/HAIWEB/Cultures/enus/Productdetail.htm?Pid=PAa30000

186

Beaton, D. E., Bombardier, C., Guillemin, F., & Ferraz, M. B. (2000). Guidelines for
the process of cross-cultural adaptation of self-report measures. Spine, 25(24),
3186-3191. doi: 10.1097/00007632-200012150-00014
Behavior Assessment System for Children- Second Edition (BASC-2). (2011).
Retrieved from: http://www.cup.ualberta.ca/wpcontent/uploads/2012/06/FINAL_BASC-2_Jan-2012.pdf
Beresford, Q. 2012. “Separate and Equal: And Outline of Aboriginal Education.”
In Reform and Resistance in Aboriginal Education, edited
by Q. Beresford, G. Partington, and G. Gower, 85–119. Western
Australia: UWA.
Berry, J. W., Poortinga, Y. H., Segall, M. H., & Dasen, P. R. (2011). Cross-cultural
psychology: Research and applications. Cambridge University Press.
Cambridge, New York, Melbourne, Madrid, Cape Town, Singapore, Sao Paulo
Bird, K. L. (1999). The Broome interviews by K. Merren. Perth WA: Curtin University
Centre for Aboriginal Studies.
Bodkin-Andrews, G. H., V. O’Rourke, R. Grant, N. Denson, and R. G. Craven.
(2010a). Validating Racism and Cultural Respect? Understanding the
Educational Impact of Perceived Discrimination and Multiculturation for
Indigenous and Non-indigenous Students. Educational Research and
Evaluation 16 (6): 471–493. doi:10.1080/13803611.2010.550497
Bodkin-Andrews, G. H., M. Seaton, G. F. Nelson, R. G. Craven, and A.
S. Yeung. (2010b). Questioning the General Self-esteem Vaccine: General Selfesteem, Racial Discrimination, and Standardised Achievement across
Indigenous and Non-indigenous Students. Australian Journal of Guidance and
Counselling 20 (1): 1–21. doi:10.1080/13803611.2010.550497
Bodkin-Andrews, G. and B. Carlson (2016). The legacy of racism and Indigenous
Australian identity with education. Race Ethnicity and Education 19(4): 787807. Retrieved from
http://www.tandfonline.com/doi/full/10.1080/13613324.2014.969224
Bowden, A. & Fox-Rushby, J. A., (2003). A systematic and critical review of the
process of translation and adaptation of generic health-related quality of life
measures in Africa,
Asia, Eastern Europe, the Middle East, South America.
Social Science and Medicine, 57(7), 1289-1306. doi: 10.1016/s02779536(02)00503-8
Brainard, S. (2004). Measuring Adaptive Behavior. Technical Assistance Paper. Paper
Number: FY 2005-3. ESE Program Development and Services. 325 West
Gaines Street, Room 614, Tallahassee, Florida.
Brewster, D. R. (2006). Critical appraisal of the management of severe malnutrition: 4.
Implications for Aboriginal child health in northern Australia. Journal of

187

Paediatrics and Child Health 42(10), 594–595. doi: 10.1111/j.14401754.2006.00934.x
Brislin, R.W. (1986). The wording and translation of research instruments. In W.J.
Lonner & J.W. Berry (Eds.), Field methods in cross-cultural research, 8, 137–
164. Cross-cultural Research and Methodology Series. Beverley Hills, CA:
Sage.
Brislin, R. W. (1986). Research instruments. Field methods in cross-cultural research:
Cross-cultural research and methodology series, 8, 137-164. Retrieved from
http://www.business.illinois.edu/shavitt/BA_531/brislin_wording.pdf
Bruininks RH, Woodcock RW, Weatherman RF, Hill BK. Scales of Independent
Behavior-Revised (SIB-R) Rolling Meadows, IL: Riverside Publishing; 1996.
Cameron, R. (2009). A sequential mixed model research design: design, analytical and
display issues. International Journal of Multiple Research Approaches, vol.
3(2). Retrieved from http://mra.e
contentmanagement.com/archives/vol/3/issue/2/
Catholic Education Office Northern Territory. (n.d.). Indigenous Communities.
Retrieved from http://www.ceont.catholic.edu.au/our-schools/indigenous
communities brwww.ceont.catholic.edu.au).
Chang, C. Y. (2001). Cross-cultural assessment: A call for test adaptation. Newsnotes.
Association for Assessment in Counselling and Education (AACE). Retrieved
from http://aac.ncat.edu/newsnotes/y99sum1.html
Child and Adolescent Community Health Policy Unit. 2014. Child and Antenatal
Nutrition (CAN) Manual. Department of Health. Retrieved from
http://www.pmh.health.wa.gov.au/health/CAN/index.htm.
Coolican, H. (2009). Research methods and statistics in psychology (5th ed.). London:
Hodder Education.
Coste, J., Guillemin, F., Pouchot, J., & Fermanian, J. (1997). Methodological
approaches to shortening composite measurement scales. Journal of Clinical
Epidemiol, 50(3), 247- 252. doi: 10.1016/S0895-4356(96)00363-0
Council of Australian Governments (COAG; 2008). COAG meeting, 2 October 2008.
Retrieved from https://www.coag.gov.au/node/290
Council of Australian Governments (COAG; 2011). COAG meeting, 19 August 2011.
Retrieved from https://www.coag.gov.au/node/76
Creswell, J. W. (2003). Research design qualitative, quantitative, and mixed methods
approaches – (2nd ed.). University of Nebraska, Lincoln: Sage Publications.

188

Creswell, J.W., Klassen, A. C., Plano Clark, V. L., & Smith, K. C. (2010). Best
practices for mixed methods research in the Health Services. Commissioned by
the Office of Behavioral and Social Sciences Research. Retrieved from
https://www2.jabsom.hawaii.edu/native/docs/tsudocs/
Cronbach, L. (1990). Essentials of psychological testing (5th ed.). New York: Harper
Collins.
Dana, R. H., & Allen, J. (2008). Cultural competency training in a global society. New
York: Springer.
Davidson, G. R. (1995). Psychology in practice: Testing and assessment cognitive
assessment of Indigenous Australians: Towards a multiaxial model. Australian
Psychologist, 30(1), 30–34. doi: 10.1080/00050069508259601
Dearnley, C. 2005. A reflection on the use of semi-structured interviews. Nurse
researcher. 13(1):19-28. Retrieved from
http://web.b.ebscohost.com.ezproxy.cdu.edu.au/
De Lemos, M. M. (1969). The development of conservation in Aboriginal children.
International Journal of Psychology, 4(4), 255-269.
doi: 10.1080/00207596908247276
De Maio, J. A., Zubrick, S. R., Silburn, S. R., Lawrence, D. M., Mitrou, F. G., Dalby,
R. B., Cox, A. (2005). The Western Australian Aboriginal Child Health Survey:
Measuring the Social and Emotional Wellbeing of Aboriginal Children and
Intergenerational Effects of Forced Separation. Perth: Curtin University of
Technology and Telethon Institute for Child Health Research.
DeMers, S. T., Turner, S., M., Andberg, M., Foote, W., Hough, L. Ivnik, R., ReyCasserly, C. M. (2000). Practice and Science Directorates American
Psychological Association. Report of the Task Force on Test User
Qualifications, APA. Retrieved from
http://www.apa.org/science/programs/testing/qualifications.pdf
De Souza, M. & Rymarz, R. (2007). The role of cultural and spiritual expressions in
affirming a sense of self, place and purpose among young urban, Indigenous
Australians. International Journal of Children’s Spirtuality, 12(3), 277 – 288.
doi:10.1080/13644360701714951
Dingwall, K. M., & Cairney, S. (2010). Psychological and cognitive assessment of
Indigenous Australians. Australian and New Zealand Journal of Psychiatry,
44(1), 20-30. doi: 10.3109/00048670903393670.
Dingwall, K., Pinkerton, J., & Lindeman, M. A. (2013). “People like numbers”: a
descriptive study of cognitive assessment methods in clinical practice for
Aboriginal Australians in the Northern Territory. BMC Psychiatry, 13(42). doi:
10.1186/1471-244X-13-42

189

Doyle, L., & Hill, R. (2007). Report on our children, our future – Achieving improved
primary and secondary education outcomes for Indigenous students. Australia:
The AMP Foundation, Effective Philanthropy and Social ventures.
Drew, N., Adams, Y., & Walker, R. (2010). Issues in mental health assessment with
Indigenous Australians. Working together: Aboriginal and Torres Strait
Islander mental health and wellbeing principles and practice, 191-210.
Dudgeon, P., Milroy, H., & Walker, R. (2014). Working together: Aboriginal and
Torres Strait Islander mental health and wellbeing principles and practice.
Canberra: Commonwealth of Australia.
Dudgeon, P., Rickwood, D., Garvey, D., & Gridley, H. (2014). A History of Indigenous
Psychology. In Dudgeon P., Milroy, M., & Walker R., editors. Working with
Indigenous Australians: A handbook for psychologists. Canberra:
Commonwealth of Australia.
Dunn, L. M., & Dunn, D. M. (2007). Peabody Picture Vocabulary Test, Fourth Edition.
Pearson Education.
Embretson, S. E., & Reise, S. (2000). Item response theory for psychologists. Mahwah,
NJ: Lawrence Erlbaum.
Esler, d., Johnston, F., Thomas, D., & Davis, B. (2008). The validity of a depression
screening tool modified for use with Aboriginal and Torres Strait Islander
people. Australian and New Zealand Public Health, 32(4):317-21.
doi:10.1111/j.1753-6405.2008.00247.x.
Faulkner, M. (2007). School psychologists or psychologists in schools? InPsych
Journal, August 2007, 1-5. Retrieved from
https://www.psychology.org.au/publications/inpsych/school/
Ferrari, J. (2009). Aboriginal students wrongly diagnosed as disabled. The Australian.
Retrieved from http://www.adelaidenow.com.au/news/aboriginal-studentswrongly-diagnosed-as-disabled/story-e6frea6u-1225762715742
Field, A. P. (2005). Discovering statistics using SPSS (2nd edition). London: Sage.
Field, A., 2009. Discovering statistics using SPSS. (3rd ed.). California: SAGE
Publications.
Fitzgerald, R. T. (1976). Poverty and education in Australia: Fifth main report (June
1976/Commission of inquiry into poverty). Retrieved from
http://trove.nla.gov.au/version/214221368
Florkowski, C. M. (2008). Sensitivity, specificity, Receiver-Operating Characteristic
(ROC) curves and likelihood ratios: Communicating the performance of
diagnostic tests. Retrieved from
http://www.ncbi.nlm.nih.gov/pmc/articles/PMC2556590/

190

Fouad, N. A. (2001). Cross-cultural vocational assessment. The Career Development
Quartely, 42(1), 4-13. doi: 10.1002/j.2161-0045.1993.tb00240.x
Frost, B. P., (1969). Family Relations Test: A Normative Study. Journal of Protective
Techniques and Personality Assessment, 33, 1969 – Issue 5
Furr, R. M., & Bacharach, V. R. (2008). Psychometrics. California: Sage Publications.
Future Media Group Pty Ltd, 2015. Australian Schools Directory. Retrieved from
http://www.australianschoolsdirectory.com.au/darwin-schools.php
Garson, G. D. (2012). Sampling. North Carolina State University School of Public and
International Affairs: Statistical Associates Publishing.
Geisinger, K. F. (1994). Cross-cultural normative assessment: Translation and
adaptation issues influencing the normative interpretation of assessment
instruments. Psychological Assessment, 6(4), 304-312. Retrieved from
http://dx.doi.org/10.1037/1040-3590.6.4.304
Giarola, B. F., McCallum, G. B., Bailey, E. J., Morris, P. S., MaClennan, C. & Chang,
A. B. 2014. Retrospective review of 200 children hospitalised with acute
asthma. Identification of intervention points: A single centre study. J Paediatr
Child Health, 50, 286-90. doi: 10.1111/jpc.12470
Gilliam, J. E. (2013). Gilliam Autism Rating Scale-Third Edition. Austin, TX: Pro-Ed.
Global Partnership for Education. 2014. Basic education at risk. (Results for Learning
Report 2014/15) Retrieved from
http://www.globalpartnership.org/sites/default/files/results_for_learning_report_
2014-15_summary.pdf
Goodnow, J. J. (1988). Issues and changes in the assessment of people from minority
groups. In G. Davidson, (Ed.), Ethnic and cognitive assessment: Australian
perspectives, 1526. Darwin, Australia: Darwin Institute of Technology.
Gorsuch, R. L. (1983). Factor analysis. Hillside: Lawrence Erlbaum Associates,
Publishers.
Gray, M., Hunter, B. & Lohoar, S. 2012. Increasing Indigenous employment rates.
Closing the Gap Clearinghouse. Issues paper no. 3. Canberra: Australian
Institute of Health and Welfare and Australian Institute of Family Studies.
Retrieved from
http://www.aihw.gov.au/uploadedFiles/ClosingTheGap/Content/Publications/20
12/ctg-ip03.pdf.
Groth-Marnat, G. (1997). Handbook of psychological assessment. New York: John
Wiley & Sons.

191

Guillemin, F., Bombardier, C., & Beaton, D. (1993). Cross-cultural adaptation of health
related quality of life measures: literature review and proposed guidelines.
Journal of Clinical Epidemiology, 46(12), 1417-1432. Retrieved from
http://www.ncbi.v/pubmed/8263569nlm.nih/go
Guilleman, F. (1995). Cross-cultural adapttion and validation of health status measures.
Scanddinavian Journal of Rheumatology, 24(2), 61-3.
doi:10.3109/03009749509099285
Gudmundsson, E., (2009). Guidelines for translating and adapting psychological
instruments. Nordic Psychology, 61(2), 29-45. doi: 10.1027/1901-2276.61.2.29
Guthridge, S., Li, L., Silburn, S., Li, S. Q., McKenzie, J., & Lynch, J. (2015). Impact
of perinatal health and socio-demographic factors on school education
outcomes: A population study of Indigenous and non-Indigenous children in the
Northern Territory. Journal of Paediatrics and Child Health, 51(8), 778-86.
doi:10.1111/jpc.12852
Hall, R. (2012). Mixed methods: In search of a paradigm. The University of New South
Wales. Retrieved from
http://www.auamii.com/proceedings_phuket_2012/hall.pdf
Hambleton, R. K. (1993). Translating achievement tests for use in cross-national
studies. European Journal of Psychological Assessment, 9(1), 57-68. Retrieved
from http://psycnet.apa.org
Hambleton, R. K. (1994). Guidelines for adapting educational and psychological tests:
A progress report. European Journal of Psychological Assessment, 10(3), 229244. Retrieved from http://psycnet.apa.org
Hambleton, R. K. (2001). The next generation of the ITC Test translation and
adaptation guidelines. European Journal of Psychological Assessment, 17(3),
164–172. Retrieved from http://dx.doi.org/10.1027//1015-5759.17.3.164
Hambleton, R. K., & Kanjee, A. (1995). Increasing the validity of cross-cultural
assessments. Use of improved methods for test adaptation. European Journal of
Psychological Assessment, 11, 147-157.
Hambleton, R. K., Merenda P. F., & Spielberger C.D. (2005). Adapting educational
and psychological tests for cross-cultural assessment. Lawrence Erlbaum
Associates, Inc. Publishers 10 Industrial Avenue Mahwah, New Jersey 07430.
Hambleton, R. K., Swaminathan, H., & Rogers, H. J. (1991). Fundamentals of item
response theory. Newbury Park, CA: Sage.
Hanley, J. A., & McNeil, B. J. (1982). The meaning and use of the area under a
receiver operating characteristic (ROC) curve. Radiology, 143(1), 29‐36.
Retrieved from
http://www.med.mcgill.ca/epidemiology/hanley/reprints/Method_of_Compari
ng_198 3.pdf

192

Harris, L. R., & Brown, G. T. L. (2010). Mixing interview and questionnaire methods:
Practical problems in aligning data. Practical Assessment, Research &
Evaluation, 15(1), 1-19. Retrieved from http://pareonline.net/pdf/v15n1.pdf
Harrison, P. L., & Oakland. T. (2003). Adaptive Behavior Assessment System Second
Edition Manual. San Antonio TX: Harcourt Assessment, Inc.
Hattie, J. (2003). Teachers make a difference. What is the research evidence?
Australian Council for Educational Research, (1-17). Australia: University of
Auckland. Retrieved from
https://www.det.nsw.edu.au/proflearn/docs/pdf/qt_hattie.pdf
Helme, S., & Lamb, S. (2011). Closing the school completion gap for Indigenous
students. Resource sheet no. 6. Produced for the Closing the Gap Clearinghouse.
AIHW cat. no. IHW 38. Canberra: Australian Institute of Health and Welfare &
Melbourne: Australian Institute of Family Studies. Viewed 13 May 2014.
Retrieved from http://www.aihw.gov.au/closingthegap/publications
Hendriks, J., Fyfe, S., Styles, I., Skinner, S. R., & Merriman, G. (2012). Scale
construction utilizing the Rasch unidimensional measurement model: A
measurement of adolescent attitudes towards abortion. Australas Medical
Journal, 5(5), 251–261. doi: 10.4066/AMJ.2012.952
Herdman, M., Fox- Rushby, J., & Badia, X. (1998). ‘Equivalence’ and the translation
and adaptation of health-related quality of life questionnaires. Quality of Life
Research, 7, 323-335. Retrieved from
http://bura.brunel.ac.uk/bitstream/2438/10007/1/Fulltext.pdf
Hill, B. (2001). Adaptive and maladaptive behavior scales. (Assessment Psychology
Online). Retrieved from
http://www.assessmentpsychology.com/adaptivebehavior.htm
Hull, B. P., McIntyre, P. B. & Couzos, S. 2004. Evaluation of immunisation coverage
for Aboriginal and Torres Strait Islander children using the Australian
Childhood Immunisation Register. Aust N Z J Public Health, 28, 47-52.
Hunter, E. (2007). Disadvantage and discontent: A review of issues relevant to the
mental health of rural and remote Indigenous Australians. Australian Journal
Rural Health (2007) 15(2), 88–93. doi: 10.1111/j.1440-1584.2007.00869.x
Hussain, T. P. (2012). History, foundation of physical education and education
psychology. New Delhi: Sports Publication.
International Test Commission. (2001). International guidelines for test use.
International Journal of testing, 1(2), 93-114. Retrieved from
https://www.intestcom.org/files/ijt_testuse_guidelines.pdf

193

International Test Commission (ITC; 2013). ITC guidelines on test use. International
Journal of testing, 1(2), 1-30. Retrieved from
https://www.intestcom.org/files/guideline_test_use.pdf
Jamieson, L. M., Armfield, J. M. & Roberts-Thompson, K. F. 2007. Oral health of
Aboriginal and Torres Strait Islander children. Dental Statistics and Research
Series. Canberra: Australian Institute of Health and Welfare. Retrieved from
http://www.aihw.gov.au/publication-detail/?id=6442468050.
Johnson, R. B., Onwuegbuzie, A. J., & Turner, L. A. (2007). Toward a definition of
mixed methods research. Journal of Mixed Methods Research, 1(2), 112-133.
doi: 10.1177/1558689806298224
Jones, R. (Ed.). (1996). Handbook for tests and measurements for black populations
(vol. 1). Hampton, VA: Cobb & Henry Publishers.
Kagitcibasi, C. & Poortinga, Y. H. (2000). Cross-cultural psychology. Journal of
Cross- Cultural Psychology, 31(1), 129-148. Retrieved from
https://alingavreliuc.files.wordpress.com/2010/10/cross-cultural-psychologyindustrial-development.pdf
Kalil, A., Yoshikawa, H., Way, N., & Weisner, T. (2008). Mixing qualitative and
quantitative research in developmental science: uses and methodological
choices. Developmental Psychology 2008, 44(2), 344-354. doi: 10.1037/00121649.44.2.344
Kearney, G. E. (1973). Early psychological studies. In: Kearney G. E., de Lacey P. R.,
Davidson G. R., eds. The psychology of Aboriginal Australians. Sydney: John
Wiley.
Kearney, G. E., de Lacey P. R., & Davidson G. R., editors. (1973). The psychology of
Aboriginal Australians. Sydney: John Wiley.
Kearney, G. & McElwain D., editors. (1976). Aboriginal cognition: retrospect and
prospect. Atlantic Highlands, NJ: Humanties Press.
Kearins, J. M. (1981). Visual spatial memory in Australian Aboriginal children of
desert regions. Cognitive Psychology, 13(3) 434-460. doi: 10.1016/00100285(81)90017-7
Kearins, J. M. (1988). Cultural elements in testing: the test, the tester and the tested. In
G. Davidson (eds), Ethnicity and cognitive assessment: Australian perspectives
(pp. 60- 70). Darwin, NT: DIT Press.
Kendall, P. C., & Sheldrick, R. C. (2000). Journal of Consulting and Clinical
Psychology, 68(5), 767-773. Retrieved from http://dx.doi.org/10.1037/0022006x.68.5.767

194

Klenowski, V. (2009). Australian Indigenous students: addressing equity issues in
assessment. Teaching Education 20(1), 77-93. doi
10.1080/10476210802681741
Kline, P. (2000). The Handbook of psychometric testing (2nd ed.). London, UK:
Routledge.
Kowal, E., Gunthorpe, W., & Bailie, R. S. (2007). Measuring emotional and social
wellbeing in Aboriginal and Torres Strait Islander populations: an analysis of a
Negative Life Events Scale. International Journal for Equity in Health 2007,
6(18). doi:10.1186/1475-9276-6-18
Lawrence D., Johnson S., Hafekost J., Boterhoven De Haan K., Sawyesr M., Ainley J.,
Zubrick S. R. (2015). The Mental Health of Children and Adolescents. Report
on second Australian Child and Adolescent Survey of Mental Health and
Wellbeing. Department of Health, Canberra.
Leach, A., Wigger, C., Andrews, R., Chatfield, M., Smith-Vaughan, H. & Morris, P.
2014. Otitis media in children vaccinated during consecutive 7-valent or 10valent pneumococcal conjugate vaccination schedules. BMC Pediatrics. doi:
10.1136/bmjopen-2014-007247
Li, S. Q., Guthridge, S., D'espaignet, E. T. & Paterson, B. 2007. From infancy to young
adulthood: Health status in the Northern Territory, 2006. Retrieved from
http://digitallibrary.health.nt.gov.au/dspace/bitstream/10137/84/1/infancy_to_y
oung_adulthood_2006.pdf
LoGiudice D, Smith K, Thomas J, Lautenschlager NT, Almeida OP, Atkinson D,
Flicker L (2006). Kimberley Indigenous Cognitive Assessment tool (KICA):
development of a cognitive assessment tool for older Indigenous Australians.
International Psychogeriatrics; 18(2): 269-280
Longhurst, B., Bagnall, G., Baldwin, E., & Smith, G. (2008). Introducing Cultural
Studies. London, Pearson/Longman.
Lonner, W. (1990). An overview of cross-cultural testing and assessment. In R, W.
Brislin (Ed.), Applied cross-cultural psychology, 14, 56-76. London, England:
Sage Publications.
Lonner, W. J. & Berry, J. W. (Eds.) (1986). Field methods in cross-cultural research.
Beverly Hills: Sage.
Lonner, W. J. & Sandberg, N. D. (1985). Assessment in cross-cultural counselling and
therapy. In P. Pedersen (Ed.), Handbook of cross-cultural counselling and
therapy. Wesport: Greenwood Press.
Loong, T. (2003). Understanding sensitivity and specificity with the right side of the
brain BMJ 2003; 327; 716-719. doi:10.1136/bmj.327.7417.716

195

Malda, M., Van de Vijver, F. J. R., Srinivasan, K., Transler, C., & Sukumar, P., & Rao,
K. (2008). Adapting a cognitive test for a different culture: An illustration of
qualitative procedures. Psychology Science Quarterly, Volume, 50 (4), 451-468.
Retrieved from http://citeseerx.ist.psu.edu/viewdoc/download?
doi:10.1.1.590.9721&rep=rep1&type=pdf
Mariga, L., McConkey, R., & Myezwa, H. (2014). Inclusive education in low-income
countries: A resource book for teacher educators, parent trainers and
community development workers. Cape Town: Atlas Alliance and Disability
Innovations Africa.
Markusic, M. (2011). Using the Child Behavior Checklist. Retrieved
from: http://www.brighthubeducation.com/parents-and-special-ed/13508-usingthe-child-behavior-checklist/
Masters, G. N. (2011). Improving educational outcomes in the Northern Territory.
Australian Council for Education Research. Darwin: Department of Education
and Training.
McClendon, D., Warren, J., Green, K., Burlingam, G., Eggett, D., & McCledon R.
(2011). Sensitivity to change of youth treatment outcome measures: A
comparison of the CBCL, BASC-2, and Y-OQ. Journal of Clinical Psychology,
67 (1), 111-125.
McDonald, E. L., Bailie, R. S., Rumbold, A. R., Morris, P. S. & Paterson, B. A. 2008.
Preventing growth faltering among Australian Indigenous children: Implications
for policy and practice. Med J Aust, 188, S84-6.
McElwain D. W., & Kearney G. E. (1973). Intellectual Development. In: Kearney, G.
E., de Lacey P. R., Davidson G.R., eds. The psychology of Aboriginal
Australians. Sydney: John Wiley; 1973.
McMillan, J. H. (1996). Educational research: Fundamentals for the consumer, (2nd
ed.). New York: Harper Collins Publishers.
Mead, A. (2002). Working with Aboriginal Worldviews. Roebourne Primary School &
Kimberley Student Services Team. Retrieved from
http://www.donpugh.com/Psych%20Interests/ABORIGINES/SIX%20DIFFER
ENCES%20BETWEEN%20ABORIGINAL%20and%20%60WESTERN'%20
WORLD%20VIEWS-,.pdf
Menzies, R., McIntyre, P. & Beard, F. 2004. Vaccine preventable diseases and
vaccination coverage in Aboriginal and Torres Strait Islander people, Australia,
1999 to 2002. Commun Dis Intell Q Rep, 28, 127-59. Retrieved from
https://www.ncbi.nlm.nih.gov/pubmed/15460950
Menzies, R., Turnour, C., Chiu, C. & McIntyre, P. 2008. Vaccine preventable diseases
and vaccination coverage in Aboriginal and Torres Strait Islander people,
Australia 2003 to 2006. Commun Dis Intell Q Rep, 32 Suppl, S2-67. Retrieved
from https://www.ncbi.nlm.nih.gov/pubmed/18711998

196

Muniz, J., & Bartram, D. (2007). Improving international tests and testing. European
Psychologist, 12(3), 206-219. Retrieved from http://dx.doi.org/10.1027/10169040.12.3.206
Naglieri, J. (2003). Naglieri nonverbal ability test individual administration manual.
San Antonio, TX; Psychological Corporation, a Harcourt Assessment Company.
Naglieri, J. (2010). The Wechsler Non-Verbal Achievement test. George Mason
University. Harcourt Assessment, Inc.
Naisu, L., Chiu, C., Habig, A., Lowbridge, C., Jayasinghe, S., Wang, H., McIntyre, P.
& Menzies, R. 2013. Vaccine preventable diseases and vaccination coverage in
Aboriginal and Torres Strait Islander people, Australia 2006-2010. Commun Dis
Intell Q Rep, 37 Suppl, S1-95. Retrieved from
https://www.ncbi.nlm.nih.gov/pubmed/24410428
National Association of School Psychologists (NASP; 2008). Ethical and professional
practices committee procedures. Retrieved from http://www. nasponline.org
National Health and Medical Research Council (NHMRC; 2003). Values and ethics:
Guidelines for ethical conduct in Aboriginal and Torres Strait Islander health
research. Canberra. Retrieved from
http://nhmrc.gov.au/health_ethics/human/conduct/guidelines/_files/e52.pdf
Norris, M., & Lecavalier, L. (2009). Evaluating the use of exploratory factor analysis in
developmental disability psychological research. Journal of Autism and
Developmental Disorders 40(1), 8–20. doi: 10.1007/s10803-009-0816-2.
Northern Territory Department of Education (1999). Learning Lessons: an independent
review of indigenous education in the Northern Territory. Darwin, N. T.: The
Department. Retrieved from http://www.education.nt.gov.au/__data/assets/
Pdf file/0005/7475/learning_lessons_review.pdf
Northern Territory Government Department of Education (2014). School Psychology
Practice Handbook. (n.d.). Retrieved from
http://www.education.nt.gov.au/parents-community/students-learning/specialeducation-disability/psychologists
Northern Territory Government (2015). Education Directory. Retrieved from
http://directory.ntschools.net/SchoolProfile.aspx
Northern Territory Government Department of Education (2016a). Primary and
secondary students. https://nt.gov.au/learning/primary-and-secondary-students
Northern Territory Department of Education (2016b). National Consistency Collection
of Data (NCCD). Retrieved from
http://ed.ntschools.net/studserv/dm/Pages/Nationally-Consistent-Collection Data.aspx

197

Northern Territory Department of Education (2016c). Student Needs Profile (SNPI).
Retrieved from
http://ed.ntschools.net/studserv/team/dm/FormsRequests/Student%20Needs%20
Profile%202017.pdf
Onwuegbuzie, A. J., & Leech, N. L. (2005). On becoming a pragmatic researcher. The
importance of combining quantitative and qualitative research methodologies.
International Journal of Research Methodology 8(5), 357-87. Retrieved from
https://www.dora.dmu.ac.uk/.../JMMR-Communitiesofpractice%5B1%5D
Onwuegbuzie, A. J., Slate, J. R., Leech, N. L., & Collins, K. M. T. (2007). Conducting
mixed analyses: A general typology. International Journal of Multiple Research
Approaches, 1(1) 4-17. doi: http://dx.doi.org/10.5172/mra.455.1.1.4
Osborne, K., Baum, F. & Brown, L. 2013. What works? A review of actions addressing
the social and economic determinants of Indigenous health. Closing the Gap
Clearinghouse. Issues paper no. 7. Canberra & Melbourne: Australian Institute
of Health and Welfare and Australian Institute of Family Studies. Retrieved
from
http://www.aihw.gov.au/uploadedFiles/ClosingTheGap/Content/Publications/2
013/ctgc-ip07.pdf.
Pearson Clinical Assessment Australia & New Zealand, 2015. Retrieved from
https://www.pearsonclinical.com.au/products
Pearson Education, Inc. BASC-2. Retrieved July 29th, 2012 from
http://www.pearsonassessments.com/HAIWEB/Cultures/enus/Productdetail.htm
?Pid=PAa30000
Porteus, S. D. (1917). Mental test with delinquents and Australian Aboriginal children.
Psychological Review. 24(1), 32-42. doi: http://dx.doi.org/10.1037/h0075546
Powell, H., Mihalas, S., Onwuegbuzie, A., Suldo, S., & Daley, C. (2008). Mixed
research in school psychology: A mixed methods investigation of trends in the
literature. Psychology in the Schools, 45(4), 291-309. doi: 10.1002/pits.20296.
Purdie, N., Dudgeon, P., & Walker, R. (2010). Working together: Aboriginal and
Torres Strait Islander Mental Health and Wellbeing principals and practice.
Canberra: Commonwealth of Australia.
Purdie, N., Tripcony, P., Boulton-Lewis, G., Fanshawe, J., & Gunstone, A. (2000).
Positive self-identity for Indigenous students and its relationship to school
outcomes. Report to the Commonwealth Department of Education, Training and
Youth Affairs. Brisbane: Queensland University of Technology. Viewed 14
May 2014. Retrieved from
http://www.aboriginalstudies.com.au/content/uploads/2012/07/2000-PurdieetalDETYA-Self-Identity-and-Outcomes.pdf

198

Priest, N, Paradies, Y, Trenerry, B, Truong, M, Karlsen, S & Kelly, Y. (2013). A
systematic review of studies examining the relationship between reported
racism and health and wellbeing for children and young people. Social science
& medicine, 95, 115-127. doi: 10.1016/j.socscimed.2012.11.031
Prior, M. (2009). Building healthy minds. Victoria: Future Leaders. Retrieved from
www.futureleaders.com.au
Queensland Department of Education and Training. (2009). Best practice
considerations for the assessment of adaptive behaviour, Retrieved from
http://www.learningplace.com.au/en/dssulc/g&c
Rabionet, S. E. (2009). How I learned to design and conduct semi-structured
interviews: An ongoing and continuous journey. The Weekly Qualitative
Report, 2 (35), 203-206. Retrieved from
http://www.nova.edu/ssss/QR/WQR/rabionet.pdf
Rascevska, M., & Sebre, S. (20017). Adaptation of Adaptvie Behavior Assessment
System (ABAS-II): Pilot Study in Latvia. iiUniversity of Latvia. PowerPoint
Presentation. Retrieved from http://www.slideserve.com/RoyLauris/adaptationof-adaptive-behavior-assessment-system-abas-.
Rasmussen, M., Guo, X., Wang, Y., Lohmueller, K. E., Rasmussen, S., Albrechtsen,
A., Willersley, E. (2011). An Aboriginal Australian genome reveals separate
human dispersals into Asia. Science, 334(6052), 94-8. doi:
10.1126/science.1211177
Reibel, T. & Walker, R. 2010. Antenatal services for Aboriginal women: The relevance
of cultural competence. Qual Prim Care, 18, 65-74. Retrieved from
http://primarycare.imedpub.com/antenatal-services-for-aboriginal-women-therelevance-of-cultural-competence.pdf
Reise, S. P., Waller, N. G., & Comrey, A. L. (2000). Factor analysis and scale revision.
Psychological Assessment, 12(3), 287-297. doi: 10.1037//1040-3590.12.3.287
Reynolds R. J. (2005). The education of Indigenous Australian students: Same story,
different hemisphere. Multicultural Perspectives, 7(2), 48–55. doi:
10.1207/s15327892mcp0702_8
Reynolds, C. R., & Kamphaus, R. W. (2004). Behavior assessment system for children
(2nd ed). Circle Pines, MN: American Guidance Service.
Rickwood, D., Dudgeon, P., & Gridley, H. (2010). A History of psychology in
Aboriginal and Torrestrait Islander mental health. In Working together:
Aboriginal and Torres Strait Islander mental health and wellbeing principles
and practice. Australian Council of Educational Research, the Kulunga
Research Network, and Telethon Institute of Child Health Research. ©
Commonwealth of Australia 2010

199

Roberts, K. V., Brown, A. D., Maguire, G. P., Atkinson, D. N. & Carapetis, J. R. 2013.
Utility of auscultatory screening for detecting rheumatic heart disease in highrisk children in Australia's Northern Territory. Med J Aust, 199, 196-9.
Retrieved from https://www.ncbi.nlm.nih.gov/pubmed/23909543
Robinson, G, Silburn, S, Leckning, B. (2011) Suicide of Children and Youth in the NT,
2006-2010: Public Release Report for the Child Deaths Review and Prevention
Committee, Darwin: Menzies Centre for Child Development and Education.
Retrieved from
http://www.childrenscommissioner.nt.gov.au/pdfs/other_reports/nt_youth_suici
de_public_release_final_with_ISBN.pdf
Santoro, N. (2007). Outsiders and others: different teachers teaching in culturally
diverse classrooms. Teachers and Teaching: theory and practice, 13(1), 81–
97. doi: 10.1080/13540600601106104
Sattler, J. M. (1992). Assessment of children (3rd ed.). San Diego, CA: Jerome Sattler,
Publishers, Inc.
Sattler, J. M. (2001). Assessment of children (4th ed.). San Diego, CA: Jerome Sattler,
Publishers, Inc.
Sawyer, M. G., Arney, F. M., Baghurst, P. A., Clark, J. J., Graetz, B. W., Kosky, R. J.,
Zubrick, S.R. (2000). Child and adolescent component of the national survey
of mental health and well-being. Canberra: Mental Health and Special
Programs Branch of the Commonwealth Department of Health and Aged Care.
Schofield, H. (2012). Methods/Measure Synopsis: BASC-2. University of British
Columbia. Retrieved from
http://hschofieldeportfolio.weebly.com/uploads/1/3/9/2/13927243/epse_585__analysis_of_basc-2.pdf
Schlesinger C. M, Ober C, McCarthy M. M, Watson J. D, Seinen A. (2007). The
development and validation of the Indigenous Risk Impact Screen (IRIS): a 13item screening instrument for alcohol and drug and mental health risk. Drug
Alcohol Rev 2007; 26:109 – 117
SCRGSP. 2014. Overcoming Indigenous disadvantage: Key indicators 2014. Canberra:
Steering Committee for the Review of Government Service Provision.
http://www.pc.gov.au/__data/assets/pdf_file/0007/179260/key-indicators-2014report.pdf.
Secretariat of National Aboriginal and Islander Child Care, (2010). Submission on the
Indigenous Education Action Plan Draft, 2010-2014. Retrieved from
https://www.google.com.au/webhp?sourceid=chromeinstant&ion=1&espv=2&ie=UTF-8#q=
(Secretariat+of+National+Aboriginal+%26+Islander+Child+Care+Inc.+
(SNAICC)%2C+2010).

200

Shiken, J. (2010). Rasch measurement and factor analysis. JALT Testing & Evaluation
SIG
Newsletter, 15(1), 15-17. Retrieved from
http://jalt.org/test/PDF/Sick6.pdf
Shonhoff, J. P., & Gardner, A. S. (2012). The lifelong effects of early childhood
adversity and toxic stress. American Academy of Pediatrics, 129(1). Retrieved
from http://pediatrics.aappublications.org/content/129/1/e232
Silburn, S., Brinkman, S., Ferguson-Hill, S., Styles, I., Walker, R., & Shepherd, C.
(2009). The Australian Early Development Index (AEDI) Indigenous
adaptation study. Perth:
Curtin University of Technology and Telethon
Institute for Child Health Research.
Silburn, S. R., McKenzie, J. W., & Moss, B. (2010). Northern Territory results for the
Australian Early Development Index 2009. Darwin: Menzies School of Health
Research & Northern Territory Department of Education and Training.
Retrieved from www.det.nt.gov.au/parents-community/early-childhoodservices/aedi
Silburn S. R., Nutton, G. D., McKenzie, J. W., & Landrigan, M. (2011). Early years
English language acquisition and instructional approaches for Aboriginal
students with home languages other than English: A systematic review of the
Australian and international literature. Darwin: The Centre for Child
Development and Education, Menzies School of Health Research. Retrieved
from http://www.det.nt.gov.au/about-us/policies/documents/schools/literacy
Sireci, S. G., Patsula, L. N., Hambleton, R. K. (2005). Statistical methods for
identifying flaws in test adaptation process. In Hambleton, R. K., Mereda, P. F.
& Spielberger, C. D. (eds). (2005). Adapting educational and psychological
tests for cross-cultural assessment. Mahwah, NJ: Lawrence Erlbaum
Associates, pp.93-115.
Smith, E. V. (2002). Detecting and evaluating the impact of multidimensionality using
item fit statistics and principal component analysis of residuals. Journal of
Applied Measurement, 3(2), 205-231.
Social and Emotional Wellbeing and Mental Health Services in Aboriginal Australia
(SEWBMH): Culturally Specific Screening Tools. (n.d.). Retrieved from
http://www.sewbmh.org.au.
Social Health Reference Group. (2004). National strategic framework for Aboriginal
and Torres Strait Islander peoples’ mental health and social and emotional
wellbeing 2004–2009. National Aboriginal and Torres Strait Islander Health
Council and National Mental Health Working Group.

201

Solanas, A., Manolov, R., & Leiva, D. (2011). Retaining principal components for
discrete variables. Anuario de Psicologia, 41(1-3), 33-50. Retrieved from
http/www.raco.cat/index.php/AnuarioPsicologia/article/viewFile/249847/33427
6Sparrow SS, Cicchetti D, Balla D. Vineland adapted behavior scales, second
edition (Vineland-II) Circle Pines, MN: American Guidance Service; 2005.
Streiner, D. L. (2003). Being inconsistent about consistency: When coefficient alpha
does and doesn’t matter. Journal of Personality Assessment, 80(3), 217-222.
Suhr, D. (2006). Exploratory or Confirmatory Factor Analysis. SAS Users Group
International Conference (pp. 1 - 17). Cary: SAS Institute, Inc.
Swets, J. A. (1973). The relative operating characteristic in psychology. Science, New
Series, 182(4116), 990-1000. Retrieved from
www.phon.ucl.ac.uk/courses/spsci/audper/ROC.pdf
Tabachnick, B. G., & Fidell, L. S. (2007). Using multivariate statistics (5th ed.).
Boston, MA: Allyn & Bacon.
Tan, M., Reich, J., Hart, L., Thuma, P. E., & Grigorenko, E. L. (2014). Examining
specific effects of context on adaptive behavior and achievement in rural Africa:
six case studies from Southern Province, Zambia. Journal of Autism
Developmental Disorders, 44(2): 271-282
Tashakkori, A., & Teddlie, C. (Eds.) (2003). Handbook of mixed methods in Social and
Behavioural Research. Thousand Oaks, CA.:Sage.
Thomas, A, Cairney, S, Gunthorpe, W, Paradies, Y, & Sayers, S. (2010). Strong Souls:
development and validation of a culturally appropriate tool for assessment of
social and emotional well-being in Indigenous youth. Australian and New
Zealand Journal of Psychiatry, 44
Thorpe, G. L., & Favia, A. (2012). Data analysis using item response theory
methodology: An introduction to selected programs and
applications. Psychology Faculty Scholarship, 20. Retrieved from
http://digitalcommons.library.umaine.edu/psy_facpub/20
Timms, L., Williams, C., Stokes, S. F. & Kane, R. 2014. Literacy skills of Australian
Indigenous school children with and without otitis media and hearing loss. Int J
Speech Lang Pathol, 16, 327-34. doi: 10.3109?17549507.2013.872296
Van de Vijver, F. & Tanzer, N. K. (2004). Bias and equivalence in cross-cultural
assessment: an overview. European Review of Applied Psychology, 54, 119135.doi:10.1016/j.erap.2003.12.004
Vos, T., Barker, B., Stanley, L. & Lopez, A. 2007. The burden of disease and injury in
Aboriginal and Torres Strait Islander peoples: Summary report. Brisbane:
University of Queensland Centre for Burden of Disease and Cost-Effectiveness.
Retrieved from http://www.lowitja.org.au/sites/default/files/docs/IndigenousBoD-Summary-Report_0.pdf

202

Walker, R. & Sonn, C. 2010. Working as a culturally competent mental health worker.
In: Purdie, N., Dudgeon, P. & Walker, R. (eds.) Working together: Aboriginal
and Torres Strait Islander mental health and wellbeing principles and
practices. Canberra: Commonwealth of Australia. Retrieved from
http://research.acer.edu.au/cgi/viewcontent.cgi?article=1024&context=indigeno
us_education
Wechsler, D. (2003). Wechsler Intelligence Scale for children – (4th ed.).
Administration and Scoring Manual. San Antonio, TX: Pearson.
Wechsler, D. (2005). Wechsler Individual Achievement Test (2nd ed.; WIAT II).
London: The Psychological Corp.
Wechsler, D. & Naglieri, J. A., (2006). Wechsler nonverbal scale of ability (WNV)
manual. Retrieved from https://www.pearsonclinical.com.au/products/view/214
Westerman, T. (2003). The Westerman Aboriginal Symptoms Checklist-Youth
(WASC-Y). A measure to identify Aboriginal youth at risk of suicidal
behaviours, depression, anxiety and the effects of culture on risk status. Perth:
Indigenous Psychological Services
Wilson, B. (2013). Review of Indigenous Education in the Northern Territory. “A share
in the future”. Darwin: Northern Territory Department of Education. Retrieved
from http://www.education.nt.gov.au/__data/assets/pdf_file/0007/37294/AShare-in-the-Future-The-Review-of-Indigenous-Education-in-the-NorthernTerritory.pdf
Westerman, T. G. (2002). Psychological Interventions with Aboriginal People. Perth:
Connect, Health Department of Western Australia.
Wettinger, M. & Westerman, T. (1998). Social policy and implications for
psychologists working with Aboriginal people and communities: part 2.
Psychologically Speaking, 3-7. Perth: Indigenous Psychological Services.
Retrieved from http://www.indigenouspsychservices.com.au/
What Works. The Work Program 2012. Success in remote schools: a research study of
eleven improving remote schools. Melbourne: National Curriculum Services.
Viewed 13 May 2014. Retrieved from
http://www.whatworks.edu.au/upload/1341805220784_file_SuccessinRemoteSc
hools2012.pdf
Whiting, L. S. (2008). Semi-structured interviews: guidance for novice researchers
Nursing Standard, 22(23), 35-40. doi.org/10.7748/ns2008.02.22.23.35.c6420
Wu, M. & Adams, R. (2007). Applying the Rasch model to psycho-social measurement:
A practical approach. Melbourne: Educational Measurement Solutions.

203

Zandvanian, A. & Daryapoor, E. (2013). Mixed methods research: A new paradigm in
education research. Journal of Educational and Management Studies 3(4), 525531. Retrieved from http://www.science-line.com
Zhang, Y. (2012). Educational expectations, school experiences, and academic
achievements: A longitudinal examination (working paper). Gansu Survey of
Children and Families Papers. Retrieved from
http://repository.upenn.edu/cgi/viewcontent.cgi?article=1021&context=gansu_p
apers
Zubrick, S., De Mao, J., Shepherd, C., Griffin, J., Dalby, R., Mitrou, F., et al. (2006).
The Western Australian Aboriginal Child Health Survey: Improving the
Educational Experiences of Aboriginal children and young people. Perth: Curtin
University of Technology and Telethon Institutes for Children Health Research.
Zubrick, S. R., Dudgeon, P., Gee, G., Glaskin, B., Kelly, K., Paradies, Y., Scrine, C.
and Walker, R., 2010, Social determinants of Aboriginal and Torres Strait
islander social and emotional wellbeing, in Working together: Aboriginal and
Torres Strait islander mental health and wellbeing principles and practice,
Commonwealth of Australia, Canberra, A. C. T., pp.75-90. Retrieved from
http://dro.deakin.edu.au/eserv/DU:30058501/paradies-socialdeterminants2010.pdf

204

APPENDICES
APPENDIX 4‐1:

INFORMATION ON CATHOLIC SCHOOLS – PILOT STUDY

Ltyentye Apurte Community Education Centre, Santa Teresa
Ltyentye Apurte Community Education Centre is a Catholic School situated in Santa Teresa, an
Aboriginal settlement of 800 people belonging to the Eastern Arrernte people. The Indigenous people
speak fluent Arrernte and use English as their second language. The community is located 80kms
southeast of Alice Springs, in the semi-desert country. Temperatures are extreme, ranging from –2 to
46 degrees, and there is a year-round access via an unsealed road.
The school also has high student attendance rates (80%) and a successful literacy program showing
significant student progress. All students learn using English as a second or additional language.
Teachers received an introduction and on-going support for teaching ESL. Religious Education is a
urgent priority for Indigenous people in Indigenous Catholic Community Schools. (APA: Ltyentye
Apurte Community Education Centre, Santa Teresa (n.d.). Retrieved from
http://www.ceont.catholic.edu.au/__files/f/3379/_br).
Murrupurtiyanuwu Catholic Primary School Wurrumiyanga, Bathurst Island
Murrupurtiyanuwu Catholic Primary School Murrupurtiyanuwu Catholic Primary School (MCPS) is
located at Wurrumiyanga, on Bathurst Island, about 70kms West of Darwin. Wurrumiyanga is an
Indigenous community of 1600 people. They are one people, the Tiwi, divided into four skin groups.
The Tiwi people are the traditional owners of the land on which the Wurrumiyanga Township is
situated. Wurrumiyanga was founded as a Catholic mission by Bishop Gsell in 1911, but the
community is now run by the Tiwi Islands Shire Council.
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The school's vision statement states that “As Tiwi and Non Tiwi teachers in the school we work
together with parents and community to provide the best environment to enable our Tiwi children to
be educated in a Tiwi Catholic way”. (Retrieved from http://www.ceont.catholic.edu.au/__files
/f/3379/_br).
The use of English as a Second Language strategy is an essential underpinning feature of all
curriculum areas. The school conducts a formal Indigenous Languages and Culture program that is
delivered by Indigenous teachers and community elders through the medium of the Tiwi language
(Retrieved from http://www.ceont.catholic.edu.au/__files/f/3379/_br).
Our Lady of the Sacred Heart Thamarrurr Catholic School Wadeye, Port
Keats OLSH
Thamarrurr Catholic School Our Lady of the Sacred Heart Thamarrurr Catholic School (OLSHTCS)
is located at Wadeye (Port Keats) about 400kms SW of Darwin. Wadeye is an Indigenous community
of 2500 people who come from 20 clan groups and consists of three broad ceremonial groups across a
broad geographical area known as the Thamarrurr region.
The use of English as a Second Language strategy is an essential underpinning feature of all
curriculum areas. The school also has a Literature Production Centre for language resource
production, and this serves as a cultural link between school and community. (Retrieved from
http://www.ceont.catholic.edu.au/__files/f/3379/_br)
St. Francis Xavier School Nauiyu, Daly River St. Francis Xavier School
St Francis Xavier School was established in 1956 by the Daughters of Our Lady of the Sacred Heart
and is located in the picturesque Daly River region of the Northern Territory, approximately 220kms
SW of Darwin. The Nauiyu Community at Daly River has nearly 500 residents from 10 different
language groups.
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The traditional primary language spoken at Daly River is Ngungi Kurunggurr, with the traditional
owners of the land being the Malak people. Although traditional languages are still used, the dominant
language spoken today is Aboriginal English.
The language of instruction throughout all year levels is English. As 95% of students attending the
school are Aboriginal and from a language background other than English, there is a strong emphasis
on the teaching and learning of English as a second language. The school follows the Northern
Territory Curriculum Framework, in addition to providing specialised education programs focussing
on Indigenous language and culture. A Youth Re-engagement program is also being implemented at
the school, which provides alternative programs for students who had previously left school and now
wished to further their education. (Retrieved from http://www.ceont.catholic.edu.au /__ files /f/3379
/_br).
Xavier Catholic College Wurrumiyanga (XCCW) Bathurst Island NT
XCCW is located in the growth town of Wurrumiyanga on Bathurst Island, 80 kilometres north of
Darwin. Murrupurtiyanuwu Catholic Primary School (MCPS) and XCCW together from the Catholic
Education Precinct and provide a Quality Catholic Tiwi Education for students from Pre-School to
Year Thirteen. Wurrumiyanga (formerly Nguiu) means ‘land of the giant cycads’ and is traditionally
owned by the Tiwi people.
In 1911, Bishop Gsell started a Catholic Mission and in 1912 MCPS (formerly St Therese’s Catholic
School) was established. Senior School students (Year Ten to Year Thirteen) study both academic and
vocational subjects to earn credits towards obtaining the Northern Territory Certificate of Education
and Training (NTCET). Programs of Interest: Year Thirteen – a open course of study for students of
any age to complete credits towards the NTCET. Japalinga Mob – a National Partnerships program
targeted at improving educational outcomes through developing student capacity in the following
areas: academia, sport, the arts, culture and leadership.
St John's Catholic College
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St John's Catholic College is nestled beside Darwin Botanical Gardens and is only a five-minute drive
from Darwin City. Secured public transport is available directly outside the front of the College. St
John's College is surrounded by beautiful lush foliage that can be appreciated while crossing the
unique bridge that connects the Middle School (Chevalier Campus) and the Senior School (Hartzer
Campus). This walkway is set above one of the Botanical Gardens gullies.
The College has a Middle School Campus (Chevalier Campus) for students in Years 7-9 and a Senior
School Campus (Hartzer Campus) for students in Years 10-12. St John's Catholic College in Darwin
provides boarding facilities for both girls and boys from years 8 to 12. (Retrieved from
http://www.ceont.catholic.edu.au/__files/f/3379/_br)
St Joseph’s Catholic College Katherine
The School was established in 1987 with; the founding principal, Sister Patricia Smith, sister of Our
Lady of the Sacred Heart, 90 students, and one wing of 4 classrooms and two portable classrooms.
Primary student numbers grew and in 1996 enquiries began about adding secondary education.
Middle School opened in 1999 with 28 Year 7 students and 17 Year 8 students. By 2001, St Joseph’s
Catholic College had students from Transition to year 10.
In 2008, the Little Joeys Early Learning Centre was established for children from 3-5 years old. After
several years of enquiries Year 11 has begun in 2013 and Year 12 in 2014 (Our History » St Joseph's
Catholic College Katherine. (n.d.). Retrieved from http://www.sjcckatherine.nt.edu.au/ourhistory_br).
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APPENDIX 4‐2a: SEMI‐STRUCTURED INTERVIEW TEMPLATE
The ABAS II is a teacher rated measure that assesses areas of children’s adaptive functioning. They are everyday living
skills that help children manage well at home, school and in their communities. This research aims to study 172 checklist
items from 9 skill areas.
I am interested in hearing your thoughts on;
A) the importance and relevance (cultural appropriate) of each of these skill areas & checklist items for children in this
school/community,
B) whether teaching staff would be able to make suitable interpretations on each of the checklist items; and,
C) if not, how these items could be changed; and also,
D) whether other competencies and behaviour skills should be included.
I.

Communication (Speech, language and listening skills needed for communication with other people,
including vocabulary, responding to questions, conversation skills, etc.)
Checklist Items
A) Important,
B) Suitable
C) Possible
D) Other
Culturally
interpretation?
changes?
competencies/
behaviour to
appropriate?
include?
1. Shakes head or says “yes”
Yes/No/Unsure
Yes/No/Unsure
or “no” to a simple question,
for example, “Do you want
something to drink?”
2. Says the names of other
Yes/No/Unsure
Yes/No/Unsure
people, for example, teachers’
or friends’ names.
3. Names 20 or more familiar
Yes/No/Unsure
Yes/No/Unsure
objects.
4. Tells teachers, friends, or
Yes/No/Unsure
Yes/No/Unsure
others about his/her favorite
activities.
5. Says “Hello” and “GoodYes/No/Unsure
Yes/No/Unsure
bye” to others.
6. Uses sentences with a noun Yes/No/Unsure
Yes/No/Unsure
and a verb.
7. Looks at others’ faces
Yes/No/Unsure
Yes/No/Unsure
when they are talking.
8. Follows teacher’s verbal
Yes/No/Unsure
Yes/No/Unsure
instructions when undertaking
tasks or activities, for
example, a classroom project
or a new game.
9. Speaks clearly and
Yes/No/Unsure
Yes/No/Unsure
distinctly.
10. Listens closely for at least Yes/No/Unsure
Yes/No/Unsure
five minutes when the teacher
talks.
11. Pays attention during
Yes/No/Unsure
Yes/No/Unsure
classroom discussions for as
long as needed.
12. Nods or smiles to
Yes/No/Unsure
Yes/No/Unsure
encourage others when they
are talking.
13. Ends conversations
Yes/No/Unsure
Yes/No/Unsure
appropriately.
14. Takes turns talking during Yes/No/Unsure
Yes/No/Unsure
conversations with people (is
not too talkative or too quiet).
15. Says irregular plural
Yes/No/Unsure
Yes/No/Unsure
nouns, for example, knives or
mice.
16. Gives verbal instructions
Yes/No/Unsure
Yes/No/Unsure
that involve two or more steps
or activities.
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17. Start conversations on
topics of interest to others.
18. States his/her own
telephone number.
19. Talks about realistic
future educational or career
goals.
20. States home address,
including zip code.
21. Answers complex
questions that require careful
thoughts and opinions, for
example, questions about
politics or current events.
22. Uses up-to-date
information to discuss current
events.
II.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Community Use (Skills needed for functioning in the community, including use of community resources,
shopping skills, getting around in the community, etc.)

Checklist Items

A) Relevant,
Culturally
appropriate?

B) Suitable
interpretation?

1. Finds the restrooms at
school by himself/herself.
2. Shows respect for school or
public property, for example,
throws trash in cans and does
not damage playground
equipment.
3. Obeys authority of
community officials, for
example, police officers or
teachers.
4. Identifies hospital, gas
station, fire department, and
other community services
during class discussions.
5. Looks both ways before
crossing school driveway or
school parking lot.
6. Runs errands to various
locations in school building.
7. Identifies services provided
by professionals in
community during class
discussions, for example,
medical personnel or law
enforcement.
8. Describes procedures for
contacting community
services in case of emergency.
9. States which bus is taken to
school.
10. Uses the school or local
library to check out books,
use reference materials, or for
other purposes.
11. Travels with classmates
and teachers to locations more
than 50 miles from school, for
example, school or field trips.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

C) Possible
changes?

D) Other
competencies/
behaviour to
include?
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12. Carries enough money to
make small purchases, for
example, a soft drink.
13. Relies on himself/herself
for travel in the community,
for example, walks or uses
public transportation, a
bicycle, or a car.
14. States general address of a
travel destination, for
example, “On Washington
Avenue, near Lake Street.”
15. Tells others about a
store’s hours of operation, for
example, “10 a.m. to 9 p.m.”.
III.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Functional Academics (Basic reading, writing, mathematics, and other academic skills needed for daily,
independent functioning, including telling time, measurement, writing notes and letters, etc.)

Checklist Items

A) Relevant,
Culturally
appropriate?

B) Suitable
interpretation?

1. Reads his/her own written
name.
2. States the days of the week
in order.
3. Writes his/her own first and
last name.
4. Reads and obeys common
signs, for example, Do not
Enter, Exit, or Stop.
5. Locates important dates on
a calendar, for example,
birthdays or holidays.
6. Reads and follows a daily
classroom schedule.
7. Reads and follows
instructions for classroom
projects or activities.
8. Measures length and
height.
9. Uses a scale to weigh
objects.
10. Writes his/her own
address, including zip code.
11. Reads school lunch
menus.
12. Tells time correctly, using
a watch or a clock with hands.
13. Combines coins to
produce the correct amount of
money, for example, a quarter
plus a dime equals 35 cents.
14. Writes letters, notes, or emails.
15. Follows a favorite interest
or current event by reading
newspapers, books, or other
materials.
16. Writes down assignments
as a reminder.
17. Uses the index in a book
to locate desired topic.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

C) Possible
changes?

D) Other
competencies/
behaviour to
include?
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18. Uses a dictionary or
encyclopedia to find
information.
19. Takes notes during class.
20. Writes a list of school
supplies or assignments.
21. Reads important
documents, for example, class
registration and
announcements, or school
conduct policies.
22. Completes forms for
school administrators by
himself/herself, for example,
medical, school, or field trip
registration forms.

IV.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

School Living (Skills needed for basic care of a school and classroom setting, including cleaning, property
maintenance and repairs, performing chores, etc.)

Checklist Items

A) Relevant,
Culturally
appropriate?

B) Suitable
interpretation?

1. Tells teacher if repairs are
needed in the classroom, for
example, tells teacher if
something is broken.
2. Performs daily or weekly
classroom chores.
3. Wipes up his/her spills in
the classroom.
4. Shows respect for the
property and rights of other
classmates and teachers.
5. Picks up and throws away
trash or paper in the
classroom, school hallways,
and school grounds.
6. Removes tray or plate and
other items from the table
when finished eating in the
school lunchroom.
7. Makes a helpful
contribution to keeping
classroom neat and clean.
8. Places dirty trays, plates,
forks, and other items in
correct disposal bins in school
lunchroom.
9. Dusts or cleans furniture,
white board, or chalkboard in
the classroom when asked by
teacher.
10. Puts books and supplies in
their proper places when
finished using them.
11. Brings needed books and
supplies to school.
12. Returns borrowed books
and supplies.
13. Keeps school supplies and

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

C) Possible
changes?

D) Other
competencies/
behaviour to
include?

212

notebooks neat and clean.
14. Keeps books neat and
clean.
15. Cleans his/her own desk,
workspace, or locker
regularly.
16. Uses small electrical
equipment in the classroom,
for example, a tape player or
electric pencil sharpener.
17. Operates electronics, for
example, a television, video
player, or computer in the
classroom.
18. Takes correct books and
supplies home for homework.
19. Offers to take out trashcan
in the classroom.
20. Performs minor repairs in
the classroom, for example, to
a torn book or broken stapler.
V.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Health and Safety (Skills needed for protection of health and to respond to illness and injury, including
following safety rules, using medicines, showing caution, etc.)

Checklist Items

A) Relevant,
Culturally
appropriate?

B) Suitable
interpretation?

1.Stays with class during field
trips without wandering away.
2. Uses school materials
without injuring others, for
example, does not stab others
with a pencil or hit others
with a book.
3. Follows safety rules for fire
and weather alarms at school.
4. Calls for help if someone is
hurt at school.
5. Carries scissors safely.
6. Goes to another place when
too hot or too cold, for
example, finds shade if too
hot, goes indoors when too
cold.
7. Follows safety rules on the
school playground or in the
gym.
8. Follows safety rules when
on the school bus or when
travelling on a field trip.
9. Follows general safety
regulations at school.
10. Follows safety rules for
arriving to and departing from
school.
11. Carries breakable objects
safely and carefully.
12. Shows caution around hot
or dangerous items.
13. Describes general safety
standards for the community,
for example, “Do not accept
money or food from

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

C) Possible
changes?

D) Other
competencies/
behaviour to
include?
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strangers,” and “Avoid dark
places at night”.
14. Asks to see school nurse
or other school official when
ill or hurt.
15. Cares for his/her minor
injuries at school, for
example, paper cuts, knee
scrapes, or nosebleeds.
16. Uses electrical outlets or
sockets safely in the
classroom.
VI.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Leisure (Skills needed for engaging in and planning leisure and recreational activities, following rules, etc.)

Checklist Items

A) Relevant,
Culturally
appropriate?

B) Suitable
interpretation?

1. Plays with toys, games, or
other fun items with
classmates.
2. Selects free-time activities
to do alone in the classroom
without asking the teacher to
select them.
3. Looks at pictures or reads
books or magazines during
free class time.
4. Waits for his/her turn in
games and other classroom
activities.
5. Plays alone in the
classroom with toys, games,
or other fun activities.
6. Follows the rules in games
and other classroom activities.
7. Uses the free time during
the school day productively.
8. Participates with others in a
game or other activity without
needing encouragement.
9. Invites others to join
him/her in playing games and
other activities,
10. Participates in a specific
fun activity on a routine basis,
for example, listening to a
certain type of music or
playing a favorite computer
game.
11. Asks classmates what
game or activity they would
like to do during free time at
school.
12. Invites others to go first in
games, play, or other
activities.
13. Tries a new activity to
learn about something new.
14. Remembers the game or
activity a classmate likes and
offers to participate.
15. Participates in a club,
sports team, or organized
group activity, even when

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

C) Possible
changes?

D) Other
competencies/
behaviour to
include?
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arranged by a teacher or
parent.
16. Participates in an
organized program for a sport
or hobby, for example, takes a
music class or practices
basketball.
17. Organizes a game or other
activity at school for a group
of classmates without help
from others.
VII.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Self-Care (Skills needed for personal care including eating, dressing, bathing, toileting, grooming, hygiene,
etc.)

Checklist Items

A) Relevant,
Culturally
appropriate?

B) Suitable
interpretation?

1.Uses school restroom alone.
2. Has clean hair at school.
3. Is clean when arrives at
school.
4. Comes to school with clean
teeth.
5. Blows and wipes nose with
tissue or handkerchief.
6. Wears correct clothes for
cold or warm days.
7. Has pleasant breath.
8. Buttons his/her own
clothing.
9. Chews food with mouth
closed.
10. Uses a fork to eat solid
food.
11. Washes hands with soap.
12. Drinks liquids without
spilling.
13. Fastens and straightens
clothing before leaving
restroom.
14. Covers mouth when
sneezing or coughing.
15. Cleans or brushes himself/
herself off if muddy or dirty.
16. Maintains clean
fingernails at school.
17. Opens a tab top can, milk
carton, or screw-top bottle.
18. Ties his/her own shoes.
19. Keeps hair neat during the
school day by brushing or
combing.

Yes/No/Unsure
Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

VIII.

C) Possible
changes?

D) Other
competencies/
behaviour to
include?

Self-Direction (Skills needed for independence, responsibility, and self-control, including starting and
completing tasks, keeping a schedule, following time limits, following directions, making choices, etc.)

Checklist Items
1.Routinely arrives at school
or class on time.
2. Asks for help from teachers
or authority figures when

A) Relevant,
Culturally
appropriate?
Yes/No/Unsure

B) Suitable
interpretation?

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

C) Possible
changes?

D) Other
competencies/behavi
our to include?
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difficult problems come up.
3. Completes routine
classroom tasks within a
reasonable amount of time.
4. Works on one school
activity for at least 15
minutes.
5. Works independently and
asks for help only when
necessary.
6. Stops a fun activity,
without complaints, when told
that time is up.
7. Controls anger when
another person breaks the
rules in games and other fun
activities.
8. Avoids situations at school
that are likely to result in
trouble.
9. Controls temper when
disagreeing with classmates.
10. Asks for directions for
school tasks before beginning.
11. Controls disappointment
when a favorite school or
class activity is canceled.
12. Controls feelings when
not getting his/her own way.
13. Keeps working on hard
classroom assignments
without becoming
discouraged or quitting.
14. Works hard on assigned
tasks or chores that are not
liked.
15. Gathers all supplies
needed before beginning a
project at school.
16. Returns on time when
requested to be back in
classroom.
17. Checks whether his/her
schoolwork is done correctly.
18. Informs teacher in
advance, if possible, when
absence from school is
necessary.
19. Completes large school
projects on time.
20. Plans ahead to allow
enough time to complete big
assignments.
21. Asks teachers for school
assignments after being
absent from school.
IX.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Social (Skills needed to interact socially and get along with other people; including having friends, showing
and recognising emotions, assisting others, and using manners.)

Checklist Items

A) Relevant,
Culturally
appropriate?

B) Suitable
interpretation?

1.Has good relationships with

Yes/No/Unsure

Yes/No/Unsure

C) Possible
changes?

D) Other
competencies/
behaviour to
include?
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teachers and other adults.
2. Seeks friendships with
others in his/her age group.
3. Has one or more friends.
4. Says “Thank you” when
given a gift.
5. Laughs in response to
funny comments or jokes.
6. Stands a comfortable
distance from others during
conversations (not too close).
7. Says when he/she feels
happy, sad, scared, or angry.
8. Keeps a stable group of
friends.
9. Waits in line at school.
10. Says “Please” when
asking for something.
11. Offers assistance to
classmates or teachers.
12. Apologizes if he/she hurts
the feelings of others.
13. Moves out of another
person’s way without being
asked.
14. Places reasonable
demands on friends, for
example, does not become
upset when a friend plays
with another friend.
15. Shows sympathy for
others when they are sad or
upset.
16. Refrains from saying
something that might
embarrass or hurt others.
17. Shows good judgement in
selecting friends.
18. States when others seem
happy, sad, scared, or angry.
19. Congratulates others when
something good happens to
them.
20. Compliments others for
good deeds or behavior, for
example, honesty or kindness.

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure
Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure

Yes/No/Unsure
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APPENDIX 4‐2b: DEMOGRAPHICS ‐ INTERVIEWEES
Name
Interviewee 1

Current Position
EA-Psych

Interviewee 2

EA-Psych

Interviewee 3

Snr Teacher/Linguist

Interviewee 4

Teacher’s Assistant

Interviewee 5

Education Advisor Early
Childhood Intervention
Snr Education Advisor
Special Education

Interviewee 6

Interviewee 7
Interviewee 8

Interviewee 9
Interviewee 10
Interviewee 11

Aboriginal
Education
Worker
Manager
Aboriginal
Program Christian College
Darwin

Special Education Support
Worker
Teacher’s Assistant

Interviewee 12

Special Education Support
Officer
Teacher

Interviewee 13
Interviewee 14

Aboriginal Tutor
Teacher

Interviewee 15

Teacher

Interviewee 16

Special Education Teacher

Education Setting
Outer Regional, Remote and Very Remote experience in all education settings
Outer Regional, Remote and Very Remote
schools
Katherine/Darwin region – experience in all
education settings
Very Remote School Palmerston region –
experience in all education settings
Transition Very Remote School Arnhem
region
Outer
Regional
education
settings;
Darwin/Northern Suburbs
Outer Regional, Remote and Very Remote
schools Barkly/Central
Yipirinya School Council – draw children
from town camps and remote (half hour
from Alice Springs town).
Communities – Yuendumu and Papunya.
Kintore, Nyirrpi, Mt Allan, Mt Liebig, Ti
Tree and Haasts Bluff.
Outer Regional education setting School,
Palmerston.
Worked as house parent with very remote
indigenous students in outer regional
setting. 2003 – 2006. Manager Aboriginal
Program since 2007 – ongoing visits and
stayed with families of students in remote
communities. Also qualified nurse.
Outer regional School, Palmerston.

Ethnicity
Non Indigenous

Pre-school
outer
regional
School,
Palmerston.
Outer regional School, Palmerston.

Indigenous

Remote School, Palmerston – experience in
rural education setting.
Urban School, Palmerston.
Urban School, Palmerston – experience in
remote education setting (Palumpa)
Remote Palmerston region
Middle Years mixed – experience in all
education settings.
Urban School, Palmerston region.

Indigenous

Non-Indigenous

Non-Indigenous
Indigenous
Non-Indigenous
Non-Indigenous

Indigenous
Non-Indigenous

Indigenous

Indigenous

Indigenous
Indigenous
Indigenous

Non – Indigenous
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APPENDIX 4‐2c: CONSENT FORM INTERVIEWEES

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator: Santie du Plessis
Interviewee Consent Form
Respondent NAME:

School:

Respondent SURNAME:

Position:

Informed Consent:
I agree to take part in this study as a respondent.
I confirm that I received sufficient information on the aims and purpose of the study.
I received sufficient information on my role and expectation during the study.
I understand that my participation is voluntary and that I can say “NO” to participate at any time.
I have been given a copy of the INTERVIEWEE INFORMATION SHEET to keep.

Signatures:
Respondent Signature:

Date:

Primary Investigator Name:

Date:

Primary Investigator Signature:

Date:

Witness Name:

Date:

Witness Signature:

Date:

Principal Letter

Consent Form Interviewee

2011
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APPENDIX 4‐2d: INFORMATION SHEET INTERVIEWEES

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator – Santie du Plessis

INTERVIEWEES – INFORMATION SHEET FOR YOU TO KEEP
Dear respondent,
This is an invitation to participate as a respondent in the adaptation study. Please note that participation is OPTIONAL and
that you can say NO to continue at any time. If you decide not to continue, I will discard any information you have given
me and not report on it in any way.
What is Adaptive Behaviour?
Adaptive Behaviour is everyday living skills students need to go to school, interact with their peers, expressing their needs,
controlling their behaviour in a structured setting, following a routine and practicing safety. These skills students learn in
the process of adapting to their environment. Adaptive behaviours are also skills that will determine how students engage
in school work and achieve satisfactorily outcomes (Hill, 2001).
What is the Adaptive Behaviour Assessment System ‐ Teacher Form?
The ABAS II is a checklist of over 150 questions which is completed by teachers and teacher aides on the adaptive
behaviour of their students.
The three major areas of adaptive behaviour functioning assessed by this checklist include;




Conceptual functioning (Communication, Functional Academics and Self‐Direction)
Social functioning (Leisure and Social)
Practical functioning (Community Use, School Living, Health and Safety and Self‐Care).

What is the aim of the adaptation of the ABAS II (Teacher Form)?
The adaptation is aimed at providing a culturally equivalent measure of adaptive behaviour functioning level, allowing
schools, education advisors and practitioners to gather relevant information on the adaptive/maladaptive behaviour
functioning levels of Indigenous Australian students in;

Principal Letter

Information Sheet Respondents
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Supporting diagnosis of intellectual disability
Supporting the applications for Special Education Support Programs for students with identified special needs




Providing useful information when compiling or revising Education Adjustment Plans for students, and
Making relevant referrals to required services.

Who is doing this project?
The primary investigator is an Education Advisor Psychologist from Student Services Department of Education and Training
Northern Territory. This study is part of her PhD study through Menzies School of Health Research. The primary
investigator will work closely with schools, communities and Aboriginal reference group to develop and trial this
adaptation.
Why the need for this adaptation?
Despite the availability of a wide range of adaptive behaviour assessment tools used by education advisors from Student
Services in Northern Territory schools, none is standardised for Indigenous Australian students.
How will the adaptation help schools/communities?
Valuable information on students’ adaptive behaviour functioning will be available to schools and communities to monitor
and update progress in education programs.
What will happen to the results of the adapted instrument?
Individual results for each student will be shared with the school and parents/caregivers. A school psychology report
stating results on each student’s adaptive behaviour functioning with relevant classroom strategies will be given to the
school and parent. The findings of the school/community will be shared through individual school/community reports and
presentations. Non‐identifiable data will be used to test the psychometric properties of the adapted checklist.
What will be expected from me as an interviewee?
To provide information on each checklist item through the next questions;
‐ the educational and cultural relevance of the checklist item for children in this school/community ;
‐ whether teaching staff would be able to make a reasonable interpretations on each checklist item;
‐ and, if not, how these items could be changed (own interpretation and thoughts;
‐ and further; whether other competencies and behaviour skills should be included.(own interpretation and thoughts).
Who do I speak to if I have a concern or complaint about the project?
If you have any concerns or complaints before, during or after the study, you can contact the Ethics Administrator, Human
Research Ethics Committee of the NT Department of Health and Menzies School of Health Research on telephone 8922
7922 or email ethics@menzies.edu.au.
Yours sincerely,
Santie du Plessis
Education Advisor Psychologist (Primary Investigator)
PhD student (Menzies School of Health Research)

Principal Letter

Information Sheet Respondents

2011
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APPENDIX 4‐3: OBSERVATION TEMPLATE
Appendix 4-3: Observation Template:
Adaptive behaviour of Indigenous Australian students displayed in and outside the classroom is recorded to provide
information that will contribute to the qualitative analysis of semi-structured interviews and the quantitative analysis of itemand scale analysis that will inform the adaptation. Specific adaptive behaviours have been observed during normal service
delivery in various NT schools over a period of 18 months. The observations are recorded against each question item of each
skill area. The frequency of the behaviour will be recorded as FREQUENTLY, SELDOM or NOT OBSERVED.
School
Year Group
Dates
Method
I.

Note how frequently a behaviour occurred by ticking the appropriate box
Communication (Speech, language and listening skills needed for communication with other people,
including vocabulary, responding to questions, conversation skills, etc.)

Checklist Items
1. Shakes head or says “yes”
or “no” to a simple question,
for example, “Do you want
something to drink?”
2. Says the names of other
people, for example, teachers’
or friends’ names.
3. Names 20 or more familiar
objects.
4. Tells teachers, friends, or
others about his/her favorite
activities.
5. Says “Hello” and “Goodbye” to others.
6. Uses sentences with a noun
and a verb.
7. Looks at others’ faces
when they are talking.
8. Follows teacher’s verbal
instructions when undertaking
tasks or activities, for
example, a classroom project
or a new game.
9. Speaks clearly and
distinctly.
10. Listens closely for at least
five minutes when the teacher
talks.
11. Pays attention during
classroom discussions for as
long as needed.
12. Nods or smiles to
encourage others when they
are talking.

Frequently

Seldom

Not observed
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13. Ends conversations
appropriately.
14. Takes turns talking during
conversations with people (is
not too talkative or too quiet).
15. Says irregular plural
nouns, for example, knives or
mice.
16. Gives verbal instructions
that involve two or more steps
or activities.
17. Start conversations on
topics of interest to others.
18. States his/her own
telephone number.
19. Talks about realistic
future educational or career
goals.
20. States home address,
including zip code.
21. Answers complex
questions that require careful
thoughts and opinions, for
example, questions about
politics or current events.
22. Uses up-to-date
information to discuss current
events.

II.

Community Use (Skills needed for functioning in the community, including use of community resources,
shopping skills, getting around in the community, etc.)

Checklist Items
1. Finds the restrooms at
school by himself/herself.
2. Shows respect for school or
public property, for example,
throws trash in cans and does
not damage playground
equipment.
3. Obeys authority of
community officials, for
example, police officers or
teachers.
4. Identifies hospital, gas
station, fire department, and
other community services
during class discussions.
5. Looks both ways before
crossing school driveway or
school parking lot.
6. Runs errands to various
locations in school building.

Frequently

Seldom

Not observed
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7. Identifies services provided
by professionals in
community during class
discussions, for example,
medical personnel or law
enforcement.
8. Describes procedures for
contacting community
services in case of emergency.
9. States which bus is taken to
school.
10. Uses the school or local
library to check out books,
use reference materials, or for
other purposes.
11. Travels with classmates
and teachers to locations more
than 50 miles from school, for
example, school or field trips.
12. Carries enough money to
make small purchases, for
example, a soft drink.
13. Relies on himself/herself
for travel in the community,
for example, walks or uses
public transportation, a
bicycle, or a car.
14. States general address of a
travel destination, for
example, “On Washington
Avenue, near Lake Street.”
15. Tells others about a
store’s hours of operation, for
example, “10 a.m. to 9 p.m.”.

III.

Functional Academics (Basic reading, writing, mathematics, and other academic skills needed for daily,
independent functioning, including telling time, measurement, writing notes and letters, etc.)

Checklist Items
1. Reads his/her own written
name.
2. States the days of the week
in order.
3. Writes his/her own first and
last name.
4. Reads and obeys common
signs, for example, Do not
Enter, Exit, or Stop.
5. Locates important dates on
a calendar, for example,
birthdays or holidays.
6. Reads and follows a daily
classroom schedule.
7. Reads and follows
instructions for classroom

Frequently

Seldom

Not observed
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projects or activities.
8. Measures length and
height.
9. Uses a scale to weigh
objects.
10. Writes his/her own
address, including zip code.
11. Reads school lunch
menus.
12. Tells time correctly, using
a watch or a clock with hands.
13. Combines coins to
produce the correct amount of
money, for example, a quarter
plus a dime equals 35 cents.
14. Writes letters, notes, or emails.
15. Follows a favorite interest
or current event by reading
newspapers, books, or other
materials.
16. Writes down assignments
as a reminder.
17. Uses the index in a book
to locate desired topic.
18. Uses a dictionary or
encyclopedia to find
information.
19. Takes notes during class.
20. Writes a list of school
supplies or assignments.
21. Reads important
documents, for example, class
registration and
announcements, or school
conduct policies.
22. Completes forms for
school administrators by
himself/herself, for example,
medical, school, or field trip
registration forms.

IV.

School Living (Skills needed for basic care of a school and classroom setting, including cleaning, property
maintenance and repairs, performing chores, etc.)

Checklist Items
1. Tells teacher if repairs are
needed in the classroom, for
example, tells teacher if
something is broken.
2. Performs daily or weekly
classroom chores.
3. Wipes up his/her spills in
the classroom.

Frequently

Seldom

Not observed
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4. Shows respect for the
property and rights of other
classmates and teachers.
5. Picks up and throws away
trash or paper in the
classroom, school hallways,
and school grounds.
6. Removes tray or plate and
other items from the table
when finished eating in the
school lunchroom.
7. Makes a helpful
contribution to keeping
classroom neat and clean.
8. Places dirty trays, plates,
forks, and other items in
correct disposal bins in school
lunchroom.
9. Dusts or cleans furniture,
white board, or chalkboard in
the classroom when asked by
teacher.
10. Puts books and supplies in
their proper places when
finished using them.
11. Brings needed books and
supplies to school.
12. Returns borrowed books
and supplies.
13. Keeps school supplies and
notebooks neat and clean.
14. Keeps books neat and
clean.
15. Cleans his/her own desk,
workspace, or locker
regularly.
16. Uses small electrical
equipment in the classroom,
for example, a tape player or
electric pencil sharpener.
17. Operates electronics, for
example, a television, video
player, or computer in the
classroom.
18. Takes correct books and
supplies home for homework.
19. Offers to take out trashcan
in the classroom.
20. Performs minor repairs in
the classroom, for example, to
a torn book or broken stapler.

V.

Health and Safety (Skills needed for protection of health and to respond to illness and injury, including
following safety rules, using medicines, showing caution, etc.)

226

Checklist Items

Frequently

Seldom

Not observed

1.Stays with class during field
trips without wandering away.
2. Uses school materials
without injuring others, for
example, does not stab others
with a pencil or hit others
with a book.
3. Follows safety rules for fire
and weather alarms at school.
4. Calls for help if someone is
hurt at school.
5. Carries scissors safely.
6. Goes to another place when
too hot or too cold, for
example, finds shade if too
hot, goes indoors when too
cold.
7. Follows safety rules on the
school playground or in the
gym.
8. Follows safety rules when
on the school bus or when
travelling on a field trip.
9. Follows general safety
regulations at school.
10. Follows safety rules for
arriving to and departing from
school.
11. Carries breakable objects
safely and carefully.
12. Shows caution around hot
or dangerous items.
13. Describes general safety
standards for the community,
for example, “Do not accept
money or food from
strangers,” and “Avoid dark
places at night”.
14. Asks to see school nurse
or other school official when
ill or hurt.
15. Cares for his/her minor
injuries at school, for
example, paper cuts, knee
scrapes, or nosebleeds.
16. Uses electrical outlets or
sockets safely in the
classroom.

VI.

Leisure (Skills needed for engaging in and planning leisure and recreational activities, following rules, etc.)

Checklist Items

Frequently

Seldom

Not observed
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1. Plays with toys, games, or
other fun items with
classmates.
2. Selects free-time activities
to do alone in the classroom
without asking the teacher to
select them.
3. Looks at pictures or reads
books or magazines during
free class time.
4. Waits for his/her turn in
games and other classroom
activities.
5. Plays alone in the
classroom with toys, games,
or other fun activities.
6. Follows the rules in games
and other classroom activities.
7. Uses the free time during
the school day productively.
8. Participates with others in a
game or other activity without
needing encouragement.
9. Invites others to join
him/her in playing games and
other activities,
10. Participates in a specific
fun activity on a routine basis,
for example, listening to a
certain type of music or
playing a favorite computer
game.
11. Asks classmates what
game or activity they would
like to do during free time at
school.
12. Invites others to go first in
games, play, or other
activities.
13. Tries a new activity to
learn about something new.
14. Remembers the game or
activity a classmate likes and
offers to participate.
15. Participates in a club,
sports team, or organized
group activity, even when
arranged by a teacher or
parent.
16. Participates in an
organized program for a sport
or hobby, for example, takes a
music class or practices
basketball.
17. Organizes a game or other
activity at school for a group
of classmates without help
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from others.

VII.

Self-Care (Skills needed for personal care including eating, dressing, bathing, toileting, grooming, hygiene,
etc.)

Checklist Items

Frequently

Seldom

Not observed

1.Uses school restroom alone.
2. Has clean hair at school.
3. Is clean when arrives at
school.
4. Comes to school with clean
teeth.
5. Blows and wipes nose with
tissue or handkerchief.
6. Wears correct clothes for
cold or warm days.
7. Has pleasant breath.
8. Buttons his/her own
clothing.
9. Chews food with mouth
closed.
10. Uses a fork to eat solid
food.
11. Washes hands with soap.
12. Drinks liquids without
spilling.
13. Fastens and straightens
clothing before leaving
restroom.
14. Covers mouth when
sneezing or coughing.
15. Cleans or brushes himself/
herself off if muddy or dirty.
16. Maintains clean
fingernails at school.
17. Opens a tab top can, milk
carton, or screw-top bottle.
18. Ties his/her own shoes.
19. Keeps hair neat during the
school day by brushing or
combing.

VIII.

Self-Direction (Skills needed for independence, responsibility, and self-control, including starting and
completing tasks, keeping a schedule, following time limits, following directions, making choices, etc.)

Checklist Items
1.Routinely arrives at school
or class on time.

Frequently

Seldom

Not observed
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2. Asks for help from teachers
or authority figures when
difficult problems come up.
3. Completes routine
classroom tasks within a
reasonable amount of time.
4. Works on one school
activity for at least 15
minutes.
5. Works independently and
asks for help only when
necessary.
6. Stops a fun activity,
without complaints, when told
that time is up.
7. Controls anger when
another person breaks the
rules in games and other fun
activities.
8. Avoids situations at school
that are likely to result in
trouble.
9. Controls temper when
disagreeing with classmates.
10. Asks for directions for
school tasks before beginning.
11. Controls disappointment
when a favorite school or
class activity is canceled.
12. Controls feelings when
not getting his/her own way.
13. Keeps working on hard
classroom assignments
without becoming
discouraged or quitting.
14. Works hard on assigned
tasks or chores that are not
liked.
15. Gathers all supplies
needed before beginning a
project at school.
16. Returns on time when
requested to be back in
classroom.
17. Checks whether his/her
schoolwork is done correctly.
18. Informs teacher in
advance, if possible, when
absence from school is
necessary.
19. Completes large school
projects on time.
20. Plans ahead to allow
enough time to complete big
assignments.
21. Asks teachers for school
assignments after being
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absent from school.

IX.

Social (Skills needed to interact socially and get along with other people; including having friends, showing
and recognising emotions, assisting others, and using manners.)

Checklist Items
1.Has good relationships with
teachers and other adults.
2. Seeks friendships with
others in his/her age group.
3. Has one or more friends.
4. Says “Thank you” when
given a gift.
5. Laughs in response to
funny comments or jokes.
6. Stands a comfortable
distance from others during
conversations (not too close).
7. Says when he/she feels
happy, sad, scared, or angry.
8. Keeps a stable group of
friends.
9. Waits in line at school.
10. Says “Please” when
asking for something.
11. Offers assistance to
classmates or teachers.
12. Apologizes if he/she hurts
the feelings of others.
13. Moves out of another
person’s way without being
asked.
14. Places reasonable
demands on friends, for
example, does not become
upset when a friend plays
with another friend.
15. Shows sympathy for
others when they are sad or
upset.
16. Refrains from saying
something that might
embarrass or hurt others.
17. Shows good judgement in
selecting friends.
18. States when others seem
happy, sad, scared, or angry.
19. Congratulates others when
something good happens to
them.
20. Compliments others for
good deeds or behavior, for
example, honesty or kindness.

Frequently

Seldom

Not observed
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Observations (2011-2012)
Material from the ABAS-II copyright © 2000, 2003 by Western Psychological Services. Format adaptation by S. du Plessis,
Menzies School of Health Research, for specific, limited research use under license of the publisher, WPS, 12031 Wilshire
Boulevard, Los Angeles, California 90025, U.S.A. (rights@wpspublish.com). No additional reproduction, in whole or in
part, by any medium or for any purpose, may be made without prior, written authorization of WPS. All rights reserved.
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APPENDIX 4‐4a: PRINCIPAL LETTER ‐ INVITATION LETTER

9 May 2011

Dear Principal
Re: Adaptive Behaviour Assessment System – Indigenous Australian Adaptation Model
(Primary Investigator, Santie du Plessis)
This is an invitation for your school to participate in this adaptation study. Please note that
participation for your school is OPTIONAL and that you can say NO for your school to participate.
Adaptive behaviours are everyday living skills students need to go to school, interact with peers,
expressing their needs, controlling their behaviour in a structured setting, following a routine and
practicing safety. They are skills that students learn in the process of adapting to their environment.
Adaptive behaviours are also skills that will determine how students engage in school work and
achieve satisfactorily outcomes (Hill, 2001).
The use of the current ABAS II (Teacher Form) as a mainstream instrument for Indigenous Australian
students creates compelling concerns by users about the cultural differences between Indigenous and
non-Indigenous students. Despite the availability of a wide range of adaptive behaviour assessment
tools used by Education Advisors from School Support Services in Northern Territory schools, none
is standardised for Indigenous Australian students. In seeking to address this issue, the primary
investigator is undertaking an Indigenous Australian adaptation and validation study.
Your school has been selected to participate in the adaptation and validation study. Respondents of
your school will be asked to complete the Adaptive Behavior Assessment System-Second Edition
Teacher Form (ABAS-II) on several students. They will receive assistance from the Special Education
Teacher in completing this checklist. Through the completion of this checklist, your school will
receive valuable information on the adaptive functioning of the students in promoting more
satisfactorily learning outcomes and social-emotional wellbeing.
Please find attached:
1. A sample parental consent letter. For the purposes of this study, I suggest schools seek passive
consent from parents. Passive consent requires that all parents receive information regarding the
study. It is assumed that consent is given, unless the school is informed otherwise.
Principal Letter

Invitation Letter

9 May 2011

Page 1
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2. An Information Sheet to parents/caregivers regarding the study.
3. A copy of the ethics approval for this study and an approval letter from the Education Department
supporting the study.
4. A fax-back form to confirm your school’s participation in the study would be appreciated. Please
complete the fax-back form and return it to the primary investigator at the following fax number:
(08) 8920 5666.

Yours sincerely
Santie du Plessis
School Psychologist (Primary Investigator)
PhD student (Menzies School of Health Research)

Principal Letter

Invitation Letter

9 May 2011
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APPENDIX 4‐4b: PRINCIPAL LETTER – CONFIRMATION FAX

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator – Santie du Plessis

School’s Participation – Confirmation Fax
Principal Name:

School:

School Team Representative Name:

Region:

Confirmation:
I confirm the school’s participation in this study.

I received information on the proposed assessment.

I received a sample parental/caregiver consent letter.

I received an Information Sheet to parents/caregivers.

Principal Letter

Confirmation Fax

May 2011
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Signatures:

I received a copy of the ethics approval for this study and an approval letter from the Northern
Territory Education Department.

I understand that more information on the process required by the respondents will be forwarded to
the school in due course.

Principal Signature:

Date:

School Representative Signature:

Date:

Primary Investigator Name:

Date:

Primary Investigator Signature:

Date:

Principal Letter

Confirmation Fax

May 2011
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APPENDIX 4‐4c: PRINCIPAL LETTER – CONSENT FORM (Parents/Carers)

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator: Santie du Plessis
Parent/Caregiver Consent Form
Student GIVEN NAME:

Date of birth:

Student SURNAME:

Age:

School:

Gender:

School year level:

Parent/Caregiver NAME :

Home address:

Home phone:

Informed Consent:
The school team has discussed with me the educational benefits for my child participating in this
study.
I consent to the school sharing relevant personal information about my child with the primary
investigator.
I agree that any information collected about my child will be assessed and collated as confidential
information and placed on file at the school and Menzies School of Health Research.
I consent to the use of the collected information about my child for the purpose of compiling a
report on his/her adaptive behaviour with relevant classroom strategies to improve learning
outcomes and social/emotional wellbeing.
I consent to the use of non-identifiable data for the purpose of developing an adapted checklist.
I understand that I can say NO for my child to participate in this study.
Signatures:
Parent/Caregiver Signature:

Date:
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School team representative Name:

Date:

School team representative Signature:

Date:

Primary Investigator Name:

Date:

Primary Investigator Signature:

Date:

Principal Letter

Consent Form Parents/Caregivers

May 2011
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APPENDIX 4‐4d: PRINCIPAL LETTER – INFORMATION SHEET (Parents/Carers)

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator – Santie du Plessis
PARENTS/CAREGIVERS - INFORMATION SHEET FOR YOU TO KEEP
Dear parent/caregiver,
This is an invitation for your child to participate in an adaptation study. Please note that participation
for your child is OPTIONAL and that you can say NO for your child to continue at any time. If you
decide for your child not to go on with the study, I will discard any information I have of your child
and not report on it in any way.
What is expected of me?
Each parent or caregiver will be asked to give consent for their child’s adaptive behaviour to be
observed and reported on by their teacher and teacher’s aide during school time.
What is Adaptive Behaviour?
Adaptive behaviour is everyday living skills children need to go to school, learn in the classroom and
play with their friends.
What is the Adaptive Behaviour Assessment System - Teacher Form?
The ABAS II (Teacher Form) is a behavior checklist of over 150 questions which assess these skills.
The checklist is completed by teachers and teacher aides who know their students well.
What is the aim of the adaptation of the ABAS II (Teacher Form)?
The adaptation is aimed at providing a culturally comparable measure of adaptive behaviour allowing
schools and education advisors to sufficiently cater for their students’ educational and
emotional/social needs.

Principal Letter

Information Sheet Parents/Caregivers

March 2011
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Why the need for this adaptation?
Despite the availability of a wide range of adaptive behaviour assessment tools used by education
advisors from Student Services in Northern Territory schools, none is standardised for Indigenous
Australian students.
How will the adaptation help schools/communities?
Valuable information on students’ adaptive behaviour functioning will be available to schools and
communities to promote better learning outcomes and social-emotional wellbeing.
Who is doing this project?
The primary investigator is an Education Advisor Psychologist from Student Services Department of
Education and Training Northern Territory. This study is part of her PhD study through Menzies
School of Health Research. The primary investigator will work closely with schools, communities and
an Aboriginal reference group to complete this adaptation study.
What will happen to the results of each completed adapted checklist?
Each school and parent/caregiver will receive an individual report with relevant classroom strategies
for each their student/child. Findings of each pilot school/community will be shared through
individual school/community reports and presentations. Non-identifiable data will be used to test the
psychometric properties of the adapted checklist.
Who do I speak to if I have a concern or complaint about the study?
If you have any concerns or complaints before, during or after the study, you can contact the Ethics
Administrator, Human Research Ethics Committee of the NT Department of Health and Menzies
School of Health Research on telephone 8922 7922 or email ethics@menzies.edu.au.
Yours sincerely,

Santie du Plessis
Education Advisor Psychologist (Primary Investigator)
PhD student (Menzies School of Health Research)

Principal Letter
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APPENDIX 4‐5a: DEMOGRAPHICS OF TRANSLATORS
Name
Translator 1

Current Position
Senior Attendance and
Truancy Officer

Education Setting
Outer Regional, Remote and Very
Remote - experience in all education
settings

Ethnicity
Indigenous

Translator 2

Teacher

Outer Regional. Experience in all
education settings

Indigenous

Translator 3

Principal/Linguist

Very Remote School Palmerston
region – experience in all education
settings

Non-Indigenous

Translator 4

Child and Family Leader
DoE

Remote Area Palmerston. Experience
in all education settings.

Indigenous

Translator 5

Psychologist

Mental Health – Darwin. Experience
in all education settings.

Indigenous

Translator 6

Speech Pathologist

Work and has experience in all
education settings.

Non-Indigenous

Translator 7

Speech and
Teacher

Work and has experience in all
education settings.

Non-Indigenous

Language
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APPENDIX 4‐5b: INFORMATION SHEET ‐ TRANSLATORS
Consultation – Translators/Expert Committee
Individual Work Session One
1. Aim:
Introduction to;


The adaptation/translation of the directions of the ABAS: IAAM



The adaptation/translation of the ABAS: IAAM checklist items into standard English for the
Indigenous Australian context



Renaming of the 3 Factor Domains (mixed items)



Set a date for Group Session to summarise

1. 1. Directions:
1.1.1. ABAS-II (Teacher Form):
The directions of the ABAS-III (Teacher Form) can be found on page 2 and 3.
1.1.2. ABAS: IAAM:
The ABAS: IAAM (Adaptive Behaviour Assessment System: Indigenous Australian Adaptation Model) is
aimed at measuring a range of everyday living skills for Indigenous students aged 5 to 14 years. The checklist
items are scaled from fairly easy to more difficult behaviour skills. Every student may score differently
according to their age and skill level.
The respondents should:
1.

Consist of at least two educators (preferably the classroom teacher, teacher’s assistant, special
education support assistant or aboriginal liaison officer).

2.

Have plenty knowledge and direct observation of the student’s behaviour.

3.

Respond to every item by thinking about how often the student does the specific behaviour, without
any support, when the specific behaviour skill is needed.

4.

Read carefully and answer each item by circling ONE of the following answers that best suits the
student’s behaviour;
0

Is Not Able

1

Never or Almost Never When Needed

2

Sometimes When Needed

3

Always or Almost Always When Needed

Score 0 (Is not able) when the student;
-

cannot do the behaviour

-

is too young to have tried the behaviour; or
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-

has a physical condition that prevents the behaviour.

Score 1 (Never or Almost Never When needed) when the student;
Has the ability to perform the behaviour, but
-

never or almost never does it when needed; or

-

never or almost never does it on his/her own without being reminded.

Score 2 (Sometimes When Needed) when the student;
Has the ability to perform the behaviour, and
-

only does it sometimes when needed;

-

sometimes does it without help, but sometimes needs help; or

-

sometimes does it on his/her own, but sometimes needs to be reminded.

Score 3 (Always or Almost Always When Needed) when the student;
Has the ability to perform the behaviour, and
-

displays the behaviour most or all of the time without being reminded; or

-

displayed the behaviour at a younger age, but has now outgrown it.

1.2. ABAS-II (original) vs. ABAS: IAAM (adapted) items:
ABAS-II Teacher Form
(Adaptive Behavior Assessment System – Second
Edition ages 5-21)
Original Items

ABAS: IAAM
(Adaptive Behaviour Assessment System:
Indigenous Australian Adaptation Model ages 5-14)
Adapted version

Community Use 1:
Finds the restrooms at school by himself/herself.
Health and Safety 1:
Stays with class during field trips without wandering
away.
Leisure 1:
Plays with toys, games, or other fun items with
classmates.
Self-Care 1:
Uses school restroom alone.
Communication 2:
Says the names of other people, for example,
teachers’ or friends’ names.
Social 2:
Seeks friendships with others in his/her age group.
School Living 2:
Performs daily or weekly classroom chores.
Self-Direction 3:
Completes

routine

classroom

tasks

within

a
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reasonable amount of time.
Communication 3:
Names 20 or more familiar objects.
Communication 4:
Tells teachers, friends, or others about his/her
favorite activities.
Community Use 6:
Runs errands to various locations in school building.
Health and Safety 8:
Follows safety rules when on the school bus or when
travelling on a field trip.
Functional Academics 8:
Measures length and height.
Leisure 8:
Participates with others in a game or other activity
without needing encouragement.
Self-Care 8:
Buttons his/her own clothing.
Social 9:
Waits in line at school.
Health and Safety 12:
Shows caution around hot or dangerous items.
Leisure 12:
Invites others to go first in games, play, or other
activities.
Self-Care 12:
Drinks liquids without spilling.
Community Use 13:
Relies

on

himself/herself

for

travel

in

the

community, for example, walks or uses public
transportation, a bicycle, or a car.
Functional Academics 13:
Combines coins to produce the correct amount of
money, for example, a quarter plus a dime equals 35
cents.
Self-Direction 14:
Works hard on assigned tasks or chores that are not
liked.
Community Use 14:
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States general address of a travel destination, for
example, “On Washington Avenue, near Lake
Street.”
Social 15:
Shows sympathy for others when they are sad or
upset.
School Living 16:
Uses small electrical equipment in the classroom, for
example, a tape player or electric pencil sharpener.
Health and Safety 16:
Uses electrical outlets or sockets safely in the
classroom.
Self-Care 17:
Opens a tab top can, milk carton, or screw-top
bottle.
School Living 17:
Operates electronics, for example, a television,
video player, or computer in the classroom.
Communication 18:
States his/her own telephone number.
Functional Academics 18:
Uses

a

dictionary

or

encyclopedia

to

find

information.
Self-Direction 19:
Completes large school projects on time.

1.3. Renaming of 3 Factor Domains:
1.3.1. The factor structure of the ABAS-II (attached)
The original factor structure contains three Adaptive Domains with 2 to 5 Skill Areas in each. The ABAS:
IAAM included 9 skill area items (excluded the Work Skill Area).
1.3.2. ABAS-II Teacher Form checklist (attached)
The 9 skill areas of the ABAS-II consist of 172 items.
1.3.3. The factor structure of the ABAS: IAAM (attached)
Introduction
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The ABAS: IAAM consists of 31 items. Each factor domain has 9 to 12 items.
Aim: The three factor domains need to be renamed due to the change in content.
1.3.4. 3 Factor Domains; 31 items

FD 1

FD2

FD3

Social (3), Leisure (3), Practical (4),

Functional Academics (3),

Communication (3), Self-Care

, Self-Direction (2)

Communication (1) & Self-

(4), Practical (2)

Direction & Practical (5)
HS 1 (0.81)
Stays with class during field trips
without wandering away.

C18 (0.71)
States his/her
number.

C2 (0.48)
own

telephone

Says the names of other people,
for example, teachers’ or friends’
names.

HS8 (0.68)
Follows safety rules on the school
bus or when travelling on a field trip.

CU13 (0.66)
Relies on himself/herself for
travel in the community, for
example, walks or uses public

C3 (0.94)
Names 20 or more familiar
objects.

transportation, a bicycle, or a car.

HS12 (0.72)

CU14 (0.77)

C4 (082)

Shows caution around hot or

States general address of a travel

Tells teachers, friends, or others

destination, for example, “On

about his/her favorite activities.

dangerous items.

Washington Avenue, near Lake
Street.”
L1 (0.85)

FA8 (0.74)

Plays with toys, games, or other fun

Measures length and height.

other activity without needing
encouragement.

Finds the restrooms at school by
himself/herself.

items with classmates.
L8 (0.81)
Participates with others in a game or

CU1 (0.58)

FA13 (0.83)

CU6 (0.47)

Combines coins to produce the

Runs errands to various locations

correct amount of money, for

in school building.

example, a quarter plus a dime
equals 35 cents.
L12 (0.62)

FA18 (0.77)

SC1 (0.49)

Invites others to go first in games,

Uses a dictionary or encyclopedia

Uses school restroom alone.

play, or other activities.

to find information
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SL2 (0.62)

HS16 (0.92)

SC8 (0.69)

Performs daily or weekly classroom

Uses electrical outlets or sockets

Buttons his/her own clothing.

chores.

safely in the classroom.

SD3 (0.53)
Completes routine classroom tasks
within a reasonable amount of time.

SL16 (0.85)
Uses small electrical equipment in

SC12 (0.66)
Drinks liquids without spilling.

the classroom, for example, a tape
player or electric pencil sharpener

SD14 (0.72)

SL17 (0.82)

SC17 (0.54)

Works hard on assigned tasks or

Operates electronics, for example,

Opens a tab top can, milk carton,

chores that are not liked.

a television, video player, or

or screw-top bottle.

computer in the classroom
S2 (0.78)

SD19 (0.78)

Seeks friendships with others in

Completes large school projects

his/her age group.

on time.

S9 (0.87)
Waits in line at school.
S15 (0.71)
Shows sympathy for others when
they are sad or upset.
12

10

9

2. Adapting Educational and Psychological tests for cross-cultural assessment:
Introduction
The checklist adaptation and cultural validation process aimed to be informed by the International Test
Commission’s (ITCs) guidelines for the adaptation of psychometric measures for use with different cultural and
linguistic groups (Coyne and Bartram, 2006).
2.1. International Test Commission’s (ITCs) guidelines:
Introduction
ITC Guidelines for Test Adaptation are organized into four sections:


Context



Test development and Adaptation



Administration



Documentation/Score Interpretations
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Context
C.1 Effects of cultural differences which are not relevant or important to the main purposes of the study should
be minimized to the extent possible.
C.2 The amount of overlap in the construct measured by the test or instrument in the populations of interest
should be assessed.
Test Development and Adaptation
D.1 Test developers/publishers should insure that the adaptation process takes full account of linguistic and
cultural differences among the populations for whom adapted versions of the test or instrument are intended.
D.2 Test developers/publishers should provide evidence that the language use in the directions, rubrics, and
items themselves as well as in the handbook are appropriate for all cultural and language populations for whom
the test or instrument is intended.
D.3 Test developers/publishers should provide evidence that the choice of testing techniques, item formats, test
conventions, and procedures are familiar to all intended populations.
D.4 Test developers/publishers should provide evidence that item content and stimulus materials are familiar to
all intended populations.
D.5 Test developers/publishers should implement systematic judgemental evidence, both linguistic and
psychological, to improve the accuracy of the adaptation process and compile evidence on the equivalence of all
language versions.
D.6 Test developers/publishers should ensure that the data collection design permits the use of appropriate
statistical techniques to establish item equivalence between the different language versions of the test or
instrument.
D.7 Test developers/publishers should apply appropriate statistical techniques to (1) establish the equivalence of
the different versions of the test or instrument, and (2) identify problematic components or aspects of the test or
instrument which may be inadequate to one or more of the intended populations.
D.8 Test developers/publishers should provide information on the evaluation of validity in all target populations
for whom the adapted versions are intended.
D.9 Test developers/publishers should provide statistical evidence of the equivalence of questions for all
intended populations.
D.10 Non-equivalent questions between versions intended for different populations should not be used in
preparing a common scale or in comparing these populations. However, they may be useful in enhancing
content validity of scores reported for each population separately.
Administration
A.1 Test developers and administrators should try to anticipate the types of problems that can be expected, and
take appropriate actions to remedy these problems through the preparation of appropriate materials and
instructions.
A.2 Test administrators should be sensitive to a number of factors related to the stimulus materials,
administration procedures, and response modes that can moderate the validity of the inferences drawn from the
scores.
A.3 Those aspects of the environment that influence the administration of a test or instrument should be made as
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similar as possible across populations of interest.
A.4 Test administration instructions should be in the source and target languages to minimize the influence of
unwanted sources of variation across populations.
A.5 The test manual should specify all aspects of the administration that require scrutiny in a new cultural
context.
A.6 The administrator should be unobtrusive and the administrator-examinee interaction should be minimized.
Explicit rules that are described in the manual for administration should be followed.
Documentation/Score Interpretations
I.1 When a test or instrument is adapted for use in another population, documentation of the changes should be
provided, along with evidence of the equivalence.
I.2 Score differences among samples of populations administered the test or instrument should not be taken at
face value. The researcher has the responsibility to substantiate the differences with other empirical evidence.
I.3 Comparisons across populations can only be made at the level of invariance that has been established for the
scale on which scores are reported.
I.4 The test developer should provide specific information on the ways in which the socio-cultural and
ecological contexts of the populations might affect performance, and should suggest procedures to account for
these effects in the interpretation of results.
Source: Hambleton, 2005
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APPENDIX 4‐5c: CONSENT FORM – TRANSLATORS

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator: Santie du Plessis
Consent Form - Translator
Member NAME:

Organisation:

Member SURNAME:

Position:

Informed Consent:
I agree to take part in this study as a member of the translation/adaptation team.
I confirm that I received sufficient information on the aims and purpose of the study.
I received sufficient information on my role and expectation during the study.
I understand that my participation is voluntary and that I can say “NO” to participate at any time.
I have been given a copy of the Adaptation Information Booklet to keep.

Signatures:
Member Signature:

Date:

Primary Investigator Signature:

Date:

Witness Signature:

Date:

Translator

2014

Page 1
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APPENDIX 4‐6a: PILOT ABAS: IAAM
ABAS: IAAM

Respondent Form Ages 5-14

Adaptive Behaviour Assessment System:
Indigenous Australian Adaptation Model
Student Information:
Student Name:

Chronological Age:

School:

Gender:

Region:

Diagnosed Disability:

Year Group:

Ethnicity:

Date of Birth:

Language other than
standard English:
School Attendance:

Assessment Date:

Respondent Information:
Respondent 1

Respondent 2

Name
Relationship to student
How well do you know
student?
General School Concerns:

Material from the ABAS-II copyright © 2000, 2003 by Western Psychological Services. Format adaptation by
S. du Plessis, Menzies School of Health Research, for specific, limited research use under license of the
publisher, WPS, 12031 Wilshire Boulevard, Los Angeles, California 90025, U.S.A. (rights@wpspublish.com).
No additional reproduction, in whole or in part, by any medium or for any purpose, may be made without prior,
written authorization of WPS. All rights reserved.
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Directions:
The Adaptive Behaviour Assessment System: Indigenous Australian Adaptation Model (ABAS: IAAM) is
designed to measure important behaviours Indigenous Australian students display at school, and other settings.
The behaviours included on this scale range from those suitable for young students to those suitable for older
students. Some items may seem too difficult for younger students while others may seem too easy for older
students. Therefore, the student you are rating is likely to display some but not all behaviours included on this
scale.
Please read and answer ALL items
Rate the student according to how often he or she correctly performs a behaviour, without help, when the
behaviour needs to be displayed. The rating you choose should reflect the frequency with which your student
performs the behaviour without help, when it is needed. Record your response for each item by circling one of
the following:
4

Is Not Able

5

Never or Almost Never When Needed

6

Sometimes When Needed

7

Always or Almost Always When Needed

Note: Your answer needs to be based on observation or direct knowledge.
The following example shows how to complete the Respondent Form:
Checklist Items
1.

Finds the toilets at school
by himself/herself.

2.

Stays with class during
excursions without

Is Not
Able

Never
when
needed

0

1

2

3

0

1

2

3

0

1

2

3

Sometimes
when
needed

Always
when
needed

Additional
Comments

wandering away.
3.

Plays with toys, games, or
other fun items with



classmates.
In the example above, the student being rated Always (or Almost Always) finds the toilets at school by
himself/herself; Sometimes stays with class during excursions without wandering away; and Is Not Able to
play with toys, games, or fun items with classmates.
A respondent wrote a comment on Item 3.
Material from the ABAS-II copyright © 2000, 2003 by Western Psychological Services. Format adaptation by
S. du Plessis, Menzies School of Health Research, for specific, limited research use under license of the
publisher, WPS, 12031 Wilshire Boulevard, Los Angeles, California 90025, U.S.A. (rights@wpspublish.com).
No additional reproduction, in whole or in part, by any medium or for any purpose, may be made without prior,
written authorization of WPS. All rights reserved.
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The following table is provided to further assist you in filling out this form.
Score 0 (Is not able) when the student;
-

cannot do the behaviour

-

is too young to have tried the behaviour; or

-

has a physical condition that prevents the behaviour.

Score 1 (Never or Almost Never When needed) when the student;
Has the ability to perform the behaviour, but
-

never or almost never does it when needed; or

-

never or almost never does it on his/her own without being reminded.

Score 2 (Sometimes When Needed) when the student;
Has the ability to perform the behaviour, and
-

only does it sometimes when needed;

-

sometimes does it without help, but sometimes needs help; or

-

sometimes does it on his/her own, but sometimes needs to be reminded.

Score 3 (Always or Almost Always When Needed) when the student;
Has the ability to perform the behaviour, and
-

displays the behaviour most or all of the time without being reminded; or

-

displayed the behaviour at a younger age, but has now outgrown it.

Is Not
Able

Never
when
needed

0

1

2

3

2. Stays with class during excursions
without wandering away.

0

1

2

3

3. Plays with toys, games, or other fun
items with classmates.

0

1

2

3

4. Uses school toilets alone.

0

1

2

3

5. Says the names of other people, for
example, teachers’ or friends’
names.

0

1

2

3

6. Makes friends with others in his/her
age group.

0

1

2

3

7. Performs daily or weekly classroom
jobs.

0

1

2

3

8. Completes routine classroom tasks
within a reasonable amount of time.

0

1

2

3

Checklist Items
1. Finds the
himself/herself.

toilets

at

school

by

Sometime
s when
needed

Always
when
needed

Additional
Comment
s
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9. Names 20 or more familiar objects.
10. Tells teachers, friends, or others
about his/her favourite activities.
11. Carries out jobs in all areas of the
school.
12. Follows safety rules at school or
when travelling on an excursion.
13. Measures length and height.
14. Participates with others in a game or
other activity without needing
encouragement.
15. Buttons his/her own clothing.

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

16. Waits in line at school.
17. Shows care around hot or dangerous
items.
18. Invites others to go first in games,
play, or other activities.
19. Drinks liquids without spilling.
20. Relies on himself/herself for travel in
the community, for example, walks
or uses public transportation, or a
bicycle.
21. Combines coins to produce the
correct amount of money, for
example, a 20 cent plus a 10 cent
equal 30 cents.
22. Works hard on assigned tasks or jobs
that are not liked.
23. States general address of a travel
destination, for example, “Casuarina
Square or Darwin Airport”.
24. Shows sympathy for others when
they are sad or upset.
25. Uses small electrical equipment in
the classroom, for example, a DVD
player or electric pencil sharpener.
26. Uses electrical outlets or sockets
safely in the classroom.
27. Opens a wrapper, tab top can, or
screw-top bottle.
28. Operates electronics, for example, an
interactive white board, ipad or
computer in the classroom.
29. States the password of the school
computer.
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30. Uses a dictionary, encyclopaedia or
internet to find information.
31. Completes large school projects on
time.

0

1

2

3

0

1

2

3

Results:
Composite

Sum of Scaled
Score

Percentile Rank

Factor Domain 1
Factor Domain 2
Factor Domain 3
GAC
(General
Adaptive
Composite)

90/95% Confidence
Interval
-

Descriptor

Material from the ABAS-II copyright © 2000, 2003 by Western Psychological Services. Format adaptation by
S. du Plessis, Menzies School of Health Research, for specific, limited research use under license of the
publisher, WPS, 12031 Wilshire Boulevard, Los Angeles, California 90025, U.S.A. (rights@wpspublish.com).
No additional reproduction, in whole or in part, by any medium or for any purpose, may be made without prior,
written authorization of WPS. All rights reserved.
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APPENDIX 4‐6b: PRINCIPAL LETTER – INVITATION LETTER (Pilot Study)

14 June 2014
Dear Principal
Re: Adaptive Behaviour Assessment System – Indigenous Australian Adaptation Model
(Primary Investigator, Santie du Plessis)
This is an invitation for your school to participate in this adaptation study. Please note that participation for your
school is OPTIONAL and that you can say NO for your school to participate.
Adaptive behaviours are everyday living skills students need to go to school, interact with peers, expressing
their needs, controlling their behaviour in a structured setting, following a routine and practicing safety. They
are skills that students learn in the process of adapting to their environment. Adaptive behaviours are also skills
that will determine how students engage in school work and achieve satisfactorily outcomes (Hill, 2001).
The use of the current ABAS II (Teacher Form) as a mainstream instrument for Indigenous Australian students
creates compelling concerns by users about the cultural differences between Indigenous and non-Indigenous
students. Despite the availability of a wide range of adaptive behaviour assessment tools used by Education
Advisors from School Support Services in Northern Territory schools, none is standardised for Indigenous
Australian students. In seeking to address this issue, the primary investigator is undertaking an Indigenous
Australian adaptation and validation study.
Two schools from each region in the Northern Territory have been selected through systematic sampling, to
participate in the trialling and evaluating of an adaptation of the ABAS II (Teacher Form) for Indigenous
Australian students aged 5 to 14 years. Your school has been selected as one of the six pilot schools.
The primary investigator will introduce two nonverbal cognitive assessments on each participating student to
support the students’ learner profile and to use assessment results to measure the psychometric properties of the
ABAS: IAAM. In due course, schools will be asked to complete the adapted checklist after adequate training by
the primary investigator.
This adaptation will provide your school with valuable information in promoting more satisfactorily learning
outcomes and social-emotional wellbeing.
Please find attached:
5. Additional information on the ABAS II and the Nonverbal assessments.
6. A sample parental consent letter. For the purposes of this study. I suggest schools seek passive consent from
parents. Passive consent requires that all parents receive information regarding the study. It is assumed that
consent is given, unless the school is informed otherwise.
7. An Information Sheet to parents/caregivers regarding the study.
8. A copy of the ethics approval for this study and an approval letter from the Education Department
supporting the study.
9. A fax-back form to confirm your school’s participation in the study would be appreciated. Please complete
the fax-back form and return it to the primary investigator at the following fax number: (08) 8920 5666.
Principal Letter

Invitation Letter

2014

Page 1
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Yours sincerely
Santie du Plessis
School Psychologist (Primary Investigator)
PhD student (Menzies School of Health Research)

Principal Letter

Invitation Letter

2014

Page 2
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APPENDIX 4‐6c: PRINCIPAL LETTER – CONFIRMATION FAX (Pilot Study)

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator – Santie du Plessis
School’s Participation – Confirmation Fax
Principal Name:

School:

School Team Representative Name:

Region:

Confirmation:
I confirm the school’s participation in this study.

I received information on the proposed assessments.

I received a sample parental/caregiver consent letter.

I received an Information Sheet to parents/caregivers.

I received a copy of the ethics approval for this study and an approval letter from the Northern Territory
Education Department.

I understand that more information on the process required by the respondents will be forwarded to the school
in due course.

Signatures:
Principal Signature:

Date:
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School Representative Signature:

Date:

Primary Investigator Name:

Date:

Primary Investigator Signature:

Date:

Principal Letter

Confirmation Fax

2014

Page 1
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APPENDIX 4‐6d: PRINCIPAL LETTER – INFORMATION SHEET
(Parents/Caregivers) (Pilot Study)

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator – Santie du Plessis
PARENTS/CAREGIVERS - INFORMATION SHEET FOR YOU TO KEEP
Dear parent/caregiver,
This is an invitation for your child to participate in an adaptation study. Please note that participation for your
child is OPTIONAL and that you can say NO for your child to continue at any time. If you decide for your
child not to go on with the study, I will discard any information I have of your child and not report on it in any
way.
What is expected of me?
Each parent or caregiver will be asked to give consent for their child’s learning ability to be assessed together
with their adaptive behaviour to be observed and reported on by their teacher and teacher’s aide during school
time.
What is Adaptive Behaviour?
Adaptive behaviour is everyday living skills children need to go to school, learn in the classroom and play with
their friends.
What is the Adaptive Behaviour Assessment System - Teacher Form?
The ABAS II (Teacher Form) is a behavior checklist of over 150 questions which assess these skills. The
checklist is completed by teachers and teacher aides who know their students well.
What is the aim of the adaptation of the ABAS II (Teacher Form)?
The adaptation is aimed at providing a culturally comparable measure of adaptive behaviour allowing schools
and education advisors to sufficiently cater for their students’ educational and emotional/social needs.
What is the aim of the nonverbal cognitive assessments?
The adaptation is aimed at providing a culturally comparable measure of adaptive behaviour allowing schools
and education advisors to sufficiently cater for their students’ educational and emotional/social needs.

Principal Letter

Information Sheet Parents/Caregivers

March 2011
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Why the need for this adaptation?
Despite the availability of a wide range of adaptive behaviour assessment tools used by education advisors from
Student Services in Northern Territory schools, none is standardised for Indigenous Australian students.
How will the adaptation help schools/communities?
Valuable information on students’ adaptive behaviour functioning will be available to schools and communities
to promote better learning outcomes and social-emotional wellbeing.
Who is doing this project?
The primary investigator is an Education Advisor Psychologist from Student Services Department of Education
and Training Northern Territory. This study is part of her PhD study through Menzies School of Health
Research. The primary investigator will work closely with schools, communities and an Aboriginal reference
group to complete this adaptation study.
What will happen to the results of each completed adapted checklist?
Each school and parent/caregiver will receive an individual report with relevant classroom strategies for each
their student/child. Findings of each pilot school/community will be shared through individual
school/community reports and presentations. Non-identifiable data will be used to test the psychometric
properties of the adapted checklist.
Who do I speak to if I have a concern or complaint about the study?
If you have any concerns or complaints before, during or after the study, you can contact the Ethics
Administrator, Human Research Ethics Committee of the NT Department of Health and Menzies School of
Health Research on telephone 8922 7922 or email ethics@menzies.edu.au.
Yours sincerely,

Santie du Plessis
Education Advisor Psychologist (Primary Investigator)
PhD student (Menzies School of Health Research)

Principal Letter

Information Sheet Parents/Caregivers

March 2011
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APPENDIX 4‐6e: PRINCIPAL LETTER – CONSENT FORM (Parents/Caregivers)
(Pilot Study)

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator: Santie du Plessis
Parent/Caregiver Consent Form
Student GIVEN NAME

Date of birth:

Student SURNAME:

Age:

School:

Gender:

School year level:

Parent/Caregiver NAME :

Home address:

Home phone:

Informed Consent:
The school team has discussed with me the educational benefits for my child participating in this study.
I consent to the school sharing relevant personal information about my child with the primary investigator.

I agree that any information collected about my child will be assessed and collated as confidential
information and placed on file at the school and Menzies School of Health Research.
I consent to the use of the collected information about my child for the purpose of compiling a report on
his/her learning ability and adaptive behaviour with relevant classroom strategies to improve learning
outcomes and social/emotional wellbeing.

I consent to the use of non-identifiable data for the purpose of testing the psychometric properties of the
adapted checklist.

I understand that I can say NO for my child to participate in this study.
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Principal Letter

Consent Form Parents/Caregivers

2014

Page 1

Signatures:
Parent/Caregiver Signature:

Date:

School team representative Name:

Date:

School team representative Signature:

Date:

Primary Investigator Name:

Date:

Principal Letter

Consent Form Parents/Caregivers

2014

Page 2

263

APPENDIX 4‐7a: PRINCIPAL LETTER – CONSENT FORM RESPONDENTS (Pilot
Study)

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator: Santie du Plessis

Respondent Consent Form
Respondent NAME:

School:

Respondent SURNAME:

Position:

Informed Consent:
I agree to take part in this study as a respondent.
I confirm that I received sufficient information on the aims and purpose of the study.
I received sufficient information on my role and expectation during the study.
I received sufficient training on the completion of the adapted checklist.
I understand that my participation is voluntary and that I can say “NO” to participate at any time.
I have been given a copy of the RESPONDENT INFORMATION SHEET to keep.
Signatures:
Respondent Signature:

Date:

Primary Investigator Name:

Date:

Primary Investigator Signature:

Date:

Witness Name:

Date:

Witness Signature:

Date:
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APPENDIX 4‐7b: PRINCIPAL LETTER – INFORMATION SHEET RESPONDENTS
(Pilot Study)

Adaptive Behaviour Assessment System
Indigenous Australian Adaptation Model
Primary Investigator – Santie du Plessis
RESPONDENTS – INFORMATION SHEET FOR YOU TO KEEP
Dear respondent,
This is an invitation to participate as a respondent in the adaptation study. Please note that participation is
OPTIONAL and that you can say NO to continue at any time. If you decide not to continue, I will discard any
information you have given me and not report on it in any way.
What is Adaptive Behaviour?
Adaptive Behaviour is everyday living skills students need to go to school, interact with their peers, expressing
their needs, controlling their behaviour in a structured setting, following a routine and practicing safety. These
skills students learn in the process of adapting to their environment. Adaptive behaviours are also skills that will
determine how students engage in school work and achieve satisfactorily outcomes (Hill, 2001).
What is the Adaptive Behaviour Assessment System - Teacher Form?
The ABAS II is a checklist of over 150 questions which is completed by teachers and teacher aides on the
adaptive behaviour of their students.
The three major areas of adaptive behaviour functioning assessed by this checklist include;
 Conceptual functioning (Communication, Functional Academics and Self-Direction)
 Social functioning (Leisure and Social)
 Practical functioning (Community Use, School Living, Health and Safety and Self-Care).
What is the aim of the adaptation of the ABAS II (Teacher Form)?
The adaptation is aimed at providing a culturally equivalent measure of adaptive behaviour functioning level,
allowing schools, education advisors and practitioners to gather relevant information on the
adaptive/maladaptive behaviour functioning levels of Indigenous Australian students in;



Supporting diagnosis of intellectual disability
Supporting the applications for Special Education Support Programs for students with identified special
needs
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Providing useful information when compiling or revising Education Adjustment Plans for students, and
Making relevant referrals to required services.

Who is doing this project?
The primary investigator is an Education Advisor Psychologist from Student Services Department of Education
and Training Northern Territory. This study is part of her PhD study through Menzies School of Health
Research. The primary investigator will work closely with schools, communities and Aboriginal reference group
to develop and trial this adaptation.
Why the need for this adaptation?
Despite the availability of a wide range of adaptive behaviour assessment tools used by education advisors from
Student Services in Northern Territory schools, none is standardised for Indigenous Australian students.
How will the adaptation help schools/communities?
Valuable information on students’ adaptive behaviour functioning will be available to schools and communities
to monitor and update progress in education programs.
What will happen to the results of the adapted instrument?
Individual results for each student will be shared with the school and parents/caregivers. A school psychology
report stating results on each student’s adaptive behaviour functioning with relevant classroom strategies will be
given to the school and parent. The findings of the school/community will be shared through individual
school/community reports and presentations. Non-identifiable data will be used to test the psychometric
properties of the adapted checklist.
What will be expected from me as a respondent?
Two respondents from each school will be asked to complete the adapted checklist for 20 of their students aged
5 to 14 years.
What training will I get on the adapted instrument?
Regular consultations with respondents will take place to discuss the purpose of the adapted assessment, reason
for administering, expectations for respondents and explaining of the instructions. The investigator will be
available to answer any question from any respondent that may arise while completing the adapted assessment.
The primary investigator will also ensure that chosen respondents will have sufficient knowledge about the daily
adaptive skills of the students, and have had comprehensive and regular opportunities to observe the students’
skills and responses to the relevant environmental context.
Who do I speak to if I have a concern or complaint about the project?
If you have any concerns or complaints before, during or after the study, you can contact the Ethics
Administrator, Human Research Ethics Committee of the NT Department of Health and Menzies School of
Health Research on telephone 8922 7922 or email ethics@menzies.edu.au.
Yours sincerely,

Santie du Plessis
Education Advisor Psychologist (Primary Investigator)
PhD student (Menzies School of Health Research)
Principal Letter
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APPENDIX 5‐1: SUMMARY TABLE INTERVIEWS
Checklist Item:
Communication Skill
Area:

Suitable
interpretation:

% Yes
counts

Possible Changes:

93.8

None

Students need ample opportunities to
learn English/Teacher’s example
important.

None

Cultural issues – sorry business (not
allowed saying name of family
member) and family connections can
indicate “poison” family members.

93.8

None

Aboriginal language needs to be
accepted.

93.8

Australian spelling

Similar to “show and tell” time.
Importance of building relationship
with teacher first.

87.5

None

Importance
custom/context.

81.3

None

Importance
of
exposure/development.

56.3

Rephrase: Australian
language/Indigenous
context

Cultural issue – expect not to make
eye contact in certain situations.

93.8

None

Explicit teacher’s instruction taking
language skills in to account.

Yes/No/Unsure

1. Shakes head or says
“yes” or “no” to a simple
question, for example,
“Do you want something
to drink?”

Yes (15)

? (1)

6.3

2. Says the names of
other
people,
for
example, teachers’ or
friends’ names.

Yes (15)

93.8

3. Names 20 or more
familiar objects.

Yes (15)

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

No (0)

No (1)

Identified Theme:

6.3

? (0)

No (1)
? (0)

4. Tells teachers, friends,
or others about his/her
favorite activities.

Yes (15)
No (1)
? (0)

5. Says “Hello” and
“Good-bye” to others.

Yes (14)
No (1)

of

cultural

? (1)
6. Uses sentences with a
noun and a verb.

Yes (13)

language

No (1)
? (2)
7. Looks at others’ faces
when they are talking.

Yes (9)
No (5)
? (2)

8. Follows teacher’s
verbal instructions when
undertaking tasks or
activities, for example, a
classroom project or a

Yes (15)
No (1)
? (0)
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new game.
9. Speaks clearly and
distinctly.

Yes (13)

81.3

-Rephrase: Australian
language/Indigenous
context

Clarify what it means for Indigenous
students.

100.0

None

“Listens
“to
teacher
vs.”
comprehends” what teacher says.

100.0

None

Developmental
skill,
younger
students may find it difficult.
Depends on learning material.

62.5

Rephrase: Australian
language/context

Question
the
l
cultural
appropriateness of behaviour. “Eye
contact”, when talking is not
important in Indigenous culture.

43.8

Rephrase: Australian
Indigenous context

Is reliant on the student being able to
speak/understand English. Needs
discussion on what is appropriate is
for Indigenous students. Item needs
examples.

68.8

Rephrase: Australian
Indigenous context

Depends on context and language.

56.3

Rephrase: Australian
Indigenous context

Needs
relevant
Indigenous culture.

100.0

None

Respondent needs to be competent
in Aboriginal and standard English.

87.5

None

Concerns raised
competency.

75.0

Replace: New Item

Not applicable for all Indigenous
students; perhaps the older students
attending urban settings.

No (2)
? (1)
10. Listens closely for at
least five minutes when
the teacher talks.

Yes (16)
No (0)
? (0)

11. Pays attention during
classroom discussions for
as long as needed.

Yes (16)
No (0)
? (0)

12. Nods or smiles to
encourage others when
they are talking.

Yes (10)
No (4)
? (2)

13. Ends conversations
appropriately.

Yes (7)
No (8)
? (1)

14. Takes turns talking
during conversations with
people (is not too
talkative or too quiet).

Yes (11)

15. Says irregular plural
nouns, for example,
knives or mice.

Yes (9)

No (5)
? (0)
examples

to

No (7)
? (0)

16.
Gives
verbal
instructions that involve
two or more steps or
activities.

Yes (16)

17. Start conversations on
topics of interest to
others.

Yes (14)

No (0)
? (0)
on

language

No (2)
? (0

18. States his/her own
telephone number.

Yes (12)
No (4)
? (0)
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19. Talks about realistic
future educational or
career goals.

Yes (9)

56.3

Replace: New Item

May be relevant for students over 14
years old?

56.3

Replace: New Item

Not relevant for most Indigenous
students – not having formal street
or postal addresses.

56.3

Rephrase: Australian
Indigenous context

Item to be relevant to current school
or community events.

68.8

None

Information needs to relate to an
interest such as footy or teacher etc.

% Yes
counts

Possible Changes:

Identified Theme:

No (7)
? (0)

20. States home address,
including zip code.

Yes (9)
No (6)
? (1)

21. Answers complex
questions that require
careful thoughts and
opinions, for example,
questions about politics
or current events.

Yes (9)

22.
Uses
up-to-date
information to discuss
current events.

Yes (11)

No (7)
? (0)

No (5)
? (0)

Checklist Item:
Community Use Skill
Area:

1. Finds the restrooms at
school by himself/herself.

Suitable
interpretation:

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

Yes/No/Unsure

Yes (14)

93.8

Rephrase: Australian
language/Indigenous
context

Restroom vs. toilet

81.3

Rephrase: Australian
language/Indigenous
context

Trash vs. rubbish

No (1)
? (0)
2. Shows respect for
school or public property,
for example, throws trash
in cans and does not
damage
playground
equipment.

Yes (13)

3. Obeys authority of
community officials, for
example, police officers
or teachers.

Yes (14)

4. Identifies hospital, gas
station, fire department,
and other community
services during class
discussions.

Yes (16)

No (3)
? (0)

Cans vs. bins
School expectation/rules.

87.5

None

Depends on school rules and their
upbringing.

100.0

Rephrase: Australian
language/Indigenous
context

Gas station vs. service station; add
explicit examples for remote and
very remote areas.

No (0)
? (2)

No (0)
? (0)
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5. Looks both ways
before crossing school
driveway or school
parking lot.

Yes (11)

6. Runs errands to
various locations in
school building.

Yes (16)

68.8

Rephrase: Australian
language/Indigenous
context

Not applicable for most remote and
very remote communities.

100.0

None

Instruction needs to be very explicit.

93.8

None

Professionals need to be introduced
to students at first.

87.5

None

Procedures might be different for
urban, remote and very remote areas.
Each school should have their own
emergency plan.

87.5

Rephrase: Australian
language/Indigenous
context

Add other transport means relevant
to all communities; urban, rural and
remote.

81.3

Rephrase: Australian
language/Indigenous
context

Remote schools have just school
libraries for reference. Rural and
urban students have local/town
libraries to go to. Students use the
internet more than library nowadays.

100.0

Rephrase: Australian
language/Indigenous
context

Urban, remote and very remote
students travel short and long
distances with school during school
excursions.

100.0

None

Agreed with item.

100.0

None

Agreed with item.

68.8

Rephrase: Australian
language/Indigenous

Students would only say general
address for example; Casuarina

No (5)
? (0)

No (0)
? (0)

7. Identifies services
provided by professionals
in community during
class discussions, for
example, medical
personnel or law
enforcement.

Yes (15)

8. Describes procedures
for contacting community
services in case of
emergency.

Yes (14)

9. States which bus is
taken to school.

Yes (14)

No (0)
? (1

No (1)
? (1)

No (2)
? (0)
10. Uses the school or
local library to check out
books, use reference
materials, or for other
purposes.

Yes (13)

11. Travels with
classmates and teachers
to locations more than 50
miles from school, for
example, school or field
trips.

Yes (16)

12. Carries enough
money to make small
purchases, for example, a
soft drink.

Yes (16)

13. Relies on
himself/herself for travel
in the community, for
example, walks or uses
public transportation, a
bicycle, or a car.

Yes (16)

14. States general address
of a travel destination, for

Yes (11)

No (2)
? (1)

No (0)
? (0)

No (0)
? (0)

No (0)
? (0)
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example, “On
Washington Avenue, near
Lake Street.”

No (5)

15. Tells others about a
store’s hours of
operation, for example,
“10 a.m. to 9 p.m.”.

Yes (14)

Checklist Item:

Suitable
interpretation:

Functional Academics
Skill Area:

1. Reads his/her own
written name.

context

Square, Darwin, but not a specific
street address.

87.5

Rephrase: Australian
language/Indigenous
context

Store vs. shop. Interviewees
mentioned students would roughly
know but through observations no
student s were able to provide this
information.

% Yes
counts

Possible Changes:

Identified Theme:

? (0)

No (2)
? (0)

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

Yes/No/Unsure

Yes (16)

100.0

None

Learned skill.

87.5

None

Learned skill, days and time not
important for most of the students.

100.0

None

Learned skill.

93.8

None

Learned skill.

81.3

None

Learned skill; many students may
not know when their birthdays are.
They only know when teaching staff
are highlighting the event.

87.5

Rephrase: Australian
language/Indigenous
context

Normally a timetable is presented by
the class teacher every morning. The
teacher will refer to it during the
day.

87.5

None

Learned skill. Most students need
teacher to repeat instructions
verbally and not able or willing to
read the instructions. Need to be

No (0)
? (0
2. States the days of the
week in order.

Yes (14)
No (2)
? (0)

3. Writes his/her own
first and last name.

Yes (16)
No (0)
? (0)

4. Reads and obeys
common signs, for
example, Do not Enter,
Exit, or Stop.

Yes (15)

5. Locates important
dates on a calendar, for
example, birthdays or
holidays.

Yes (13)

6. Reads and follows a
daily classroom schedule.

Yes (14)

No (0)
? (1)

No (3)
? (0)

No (1)
? (1)
7. Reads and follows
instructions for classroom
projects or activities.

Yes (14)
No (2)
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? (0)

8. Measures length and
height.

Yes (16)

simple and sometimes a visual
prompt.
100.0

None

Learned skill.

100.0

None

Learned skill.

81.3

Rephrase: Australian
language/Indigenous
context

Zip code vs. post code. Most
students don’t know their street or
postal address. Would be able to
copy from board.

87.5

Rephrase: Australian
language/Indigenous
context

Applicable for urban and some
remote setting. Schools provide
school lunches; no choice for
students.

81.3

None

Learned skill; student are not
conscious of time. They will act on
school bell or teacher directing them
when to leave classroom. Students
with mobile do have the time readily
handy when needed; not many
students wear watches.

93.8

Rephrase: Australian
language/Indigenous
context

Australian
skills.

81.3

Rephrase: Australian
language/Indigenous
context

As per curriculum; might add social
networking – texting and face book
postings.

93.8

Australian spelling.

Favorite vs. favourite. Add latest
technology; social media online.

No (0)
? (0)

9. Uses a scale to weigh
objects.

Yes (16)
No (0)
? (0)

10. Writes his/her own
address, including zip
code.

Yes (13)
No (2)
? (1)

11. Reads school lunch
menus.

Yes (14)
No (2)
? (0)

12. Tells time correctly,
using a watch or a clock
with hands.

Yes (13)
No (3)
? (0)

13. Combines coins to
produce the correct
amount of money, for
example, a quarter plus a
dime equals 35 cents.

Yes (15)

14. Writes letters, notes,
or e-mails.

Yes (13)

No (0)

money.

Mathematical

? (1)

No (3)
? (0)

15. Follows a favorite
interest or current event
by reading newspapers,
books, or other materials.

Yes (15)

16. Writes down
assignments as a
reminder.

Yes (8)

Rephrase: Australian
language/Indigenous
context

No (1)
? (0)

No (7)
? (1)

50.0

Replace: New Item

Teachers usually provide hand outs
or write assignments on white board
for students in remote and very
remote settings. In urban schools;
assignments are also send via email
and available on schools website.
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Some schools use student diaries.
17. Uses the index in a
book to locate desired
topic.

Yes (12)

75.0

Rephrase: Australian
language/Indigenous
context

No (4)
? (0)

18. Uses a dictionary or
encyclopedia to find
information.

Yes (13)

81.3

Yes (8)

Australian spelling.
Rephrase: Australian
language/Indigenous
context

No (3)
? (0)

19. Takes notes during
class.

Australian spelling.

Add new technology; are students
accessing books or resources on
line?

Encyclopedia vs. encyclopaedia.
Add new technology. Students
hardly ever access dictionary or
encyclopaedias any more.

50.0

Replace: New Item

Students normally copy from board.

50.0

Replace: New Item

Similar to item 16.

50.0

Rephrase: Australian
language/Indigenous
context

Add relevant examples, school rules
or notes to parents.

37.5

Replace: New Item

Never in use. All forms are
completed by parents or carers.
Students up to 14 years are minors.

% Yes
counts

Possible Changes:

Identified Theme:

No (7)
? (1)
20. Writes a list of school
supplies or assignments.

Yes (8)
No (8)
? (0)

21. Reads important
documents, for example,
class registration and
announcements, or school
conduct policies.

Yes (8)

22. Completes forms for
school administrators by
himself/herself, for
example, medical, school,
or field trip registration
forms.

Yes (6)

Checklist Item:

Suitable
interpretation:

School Living Skill
Area:

No (7)
? (1

No (9)
? (1)

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

Yes/No/Unsure

1. Tells teacher if repairs
are needed in the
classroom, for example,
tells teacher if something
is broken.

Yes (13)

2. Performs daily or

Yes (16)

81.3

None

Some students might be observant
enough to bring it under the attention
of the teacher. Some might feel they
will get the blame and keep quiet.

100.0

None

Learned skill; class routine.

No (1)
? (2)
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weekly classroom chores.

No (0)
? (0)

3. Wipes up his/her spills
in the classroom.

Yes (15)

93.8

None

Most students will need to be
directed by teacher to perform this
task.

87.5

None

Meaning of respect needs to be
taught explicitly.

75.0

Rephrase: Australian
language/Indigenous
context

Trash vs. rubbish; school hallways
vs. school verandas. Students need
to be clearly directed by teachers.

81.3

Rephrase: Australian
language/Indigenous
context

This item differs from one school/
education setting to another.
Students are gathering around table
settings on school grounds, other
take seat on verandas in front or in
class. Others have eating settings on
verandas where lunches are served.
Most urban and remote students
bring pre-packed food from home or
buy something at the canteen. Some
remote and most very remote
students are provided with lunch at
school.

93.8

None

Learned behaviour; direction from
teacher.

87.5

Rephrase: Australian
language/Indigenous
context

Differs from school setting
another; similar to item 6.

93.8

Rephrase: Australian
language/Indigenous
context

Only white board in use. Item
similar to item 2 and 7.

87.5

Rephrase: Australian
language/Indigenous
context

Supplies vs. material.

No (0)
? (1)
4. Shows respect for the
property and rights of
other classmates and
teachers.

Yes (14)

5. Picks up and throws
away trash or paper in the
classroom, school
hallways, and school
grounds.

Yes (12)

6. Removes tray or plate
and other items from the
table when finished
eating in the school
lunchroom.

Yes (13)

7. Makes a helpful
contribution to keeping
classroom neat and clean.

Yes (15)

No (2)
? (0)

No (3)
? (1)

No (3)
? (0)

No (1)
? (0)

8. Places dirty trays,
plates, forks, and other
items in correct disposal
bins in school lunchroom.

Yes (14)

9. Dusts or cleans
furniture, white board, or
chalkboard in the
classroom when asked by
teacher.

Yes (15)

10. Puts books and
supplies in their proper
places when finished
using them.

Yes (14)

No (1)

to

? (1)

No (1)
? (0)

No (2)
? (0)
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11. Brings needed books
and supplies to school.

Yes (11)

68.8

Rephrase: Australian
language/Indigenous
context

Supplies
vs.
materials.
Not
applicable to most students in most
settings.

62.5

Rephrase: Australian
language/Indigenous
context

Supplies
vs.
materials.
Not
applicable to most students in most
settings.

75.0

Rephrase: Australian
language/Indigenous
context

Supplies vs. materials. Notebook vs.
work book. Not applicable to most
students in most settings.

75.0

Replace: New Item

Very similar to previous item, 13.

75.0

Rephrase: Australian
language/Indigenous
context

Not all students have “lockers”.
Most students have “trays’ in
classrooms.

93.8

Rephrase: Australian
language/Indigenous
context

Replace ‘tape player” with “DVD
player”.

100.0

Rephrase: Australian
language/Indigenous
context

Add interactive/smart board, replace
“video player” with “DVD player”.
Also very similar to previous item.

68.8

Replace: New Item

Not applicable

68.8

Rephrase: Australian
language/Indigenous
context

Trashcan vs. bin. There are cleaners
in all schools unless directed by
teacher as a regular chore.

68.8

Replace: New Item

Hardly observed. Students won’t
take responsibility; they will leave it
up to school staff.

% Yes

Possible Changes:

Identified Theme:

No (5)
? (0)
12. Returns borrowed
books and supplies.

Yes (10)
No (4)
? (2)

13. Keeps school supplies
and notebooks neat and
clean.

Yes (12)
No (2)
? (2

14. Keeps books neat and
clean.

Yes (12)
No (2)
? (2)

15. Cleans his/her own
desk, workspace, or
locker regularly.

Yes (12)
No (2)
? (2

16. Uses small electrical
equipment in the
classroom, for example, a
tape player or electric
pencil sharpener.

Yes (15)

17. Operates electronics,
for example, a television,
video player, or computer
in the classroom.

Yes (16)

18. Takes correct books
and supplies home for
homework.

Yes (11)

No (1)
? (0)

No (0)
? (0)

No (5)
? (0)

19. Offers to take out
trashcan in the classroom.

Yes (11)
No (5)
? (0)

20. Performs minor
repairs in the classroom,
for example, to a torn
book or broken stapler.

Yes (11)

Checklist Item:

Suitable

No (5)
? (0)
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Health and Safety Skill
Area:

interpretation:

counts

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

93.8

Rephrase: Australian
language/Indigenous
context

Field trips vs. School excursions

100.0

None

Acceptable item

100.0

Rephrase: Australian
language/Indigenous
context

Might add cyclone watch for Top
end students?

100.0

None

Agreed

93.8

None

Learned behaviour.

100.0

None

Agreed

93.8

Rephrase: Australian
language/Indigenous
context

Replace gym with play equipment

100.0

Rephrase: Australian
language/Indigenous
context

Field trip vs. school excursion.

100.0

Rephrase: Australian
language/Indigenous
context

Replace “regulations” with “’rules”.

Yes/No/Unsure

1. Stays with class during
field trips without
wandering away.

Yes (15)
No (1)
? (0)

2. Uses school materials
without injuring others,
for example, does not
stab others with a pencil
or hit others with a book.

Yes (16)

3. Follows safety rules
for fire and weather
alarms at school.

Yes (16)

No (0)
? (0)

No (0)
? (0)

4. Calls for help if
someone is hurt at school.

Yes (16)
No (0)
? (0)

5. Carries scissors safely.

Yes (15)
No (1)
? (0)

6. Goes to another place
when too hot or too cold,
for example, finds shade
if too hot, goes indoors
when too cold.

Yes (16)

7. Follows safety rules on
the school playground or
in the gym.

Yes (15)

No (0)
? (0)

No (1)
? (0)

8. Follows safety rules
when on the school bus
or when travelling on a
field trip.

Yes (16)

9. Follows general safety
regulations at school.

Yes (16)

No (0)
? (0)

No (0)
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? (0)
10. Follows safety rules
for arriving to and
departing from school.

Yes (15)

93.8

None

Similar to previous item, can be
combined.

100.0

None

Agreed

100.0

None

Agreed

87.5

Rephrase: Australian
language/Indigenous
context

Might add specific examples for
different education settings.

93.8

Rephrase: Australian
language/Indigenous
context

Rephrase – clinic nurse or teacher.

87.5

None

Some students will wait for teacher
intervention.

100.0

None

Older but not young students.

% Yes
counts

Possible Changes:

Identified Theme:

100.0

None

No (1)
? (0)

11. Carries breakable
objects safely and
carefully.

Yes (16)
No (0)
? (0)

12. Shows caution around
hot or dangerous items.

Yes (16)
No (0)
? (0)

13. Describes general
safety standards for the
community, for example,
“Do not accept money or
food from strangers,” and
“Avoid dark places at
night”.

Yes (14)

14. Asks to see school
nurse or other school
official when ill or hurt.

Yes (15)

No (1)
? (1)

No (1)
? (0)

15. Cares for his/her
minor injuries at school,
for example, paper cuts,
knee scrapes, or
nosebleeds.

Yes (14)

16. Uses electrical outlets
or sockets safely in the
classroom.

Yes (16)

No (1)
? (1)

No (0)
? (0)

Checklist Item:
Leisure Skill Area:

Suitable
interpretation:
Yes/No/Unsure

1. Plays with toys, games,
or other fun items with
classmates.

Yes (16)
No (0)

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

Agreed
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? (0)
2. Selects free-time
activities to do alone in
the classroom without
asking the teacher to
select them.

Yes (16)

3. Looks at pictures or
reads books or magazines
during free class time.

Yes (16)

100.0

None

Agreed

100.0

None

Agreed

93.8

None

Agreed

100.0

None

Agreed

100.0

None

Agreed

93.8

None

Agreed

100.0

None

Agreed

100.0

None

Agreed

100.0

Australian spelling

Favorite vs. Favourite

100.0

None

Agreed

No (0)
? (0)

No (0)
? (0)

4. Waits for his/her turn
in games and other
classroom activities.

Yes (15)
No (0)
? (1)

5. Plays alone in the
classroom with toys,
games, or other fun
activities.

Yes (16)

6. Follows the rules in
games and other
classroom activities.

Yes (16)

No (0)
? (0)

No (0)
? (0)

7. Uses the free time
during the school day
productively.

Yes (15)
No (1)
? (0)

8. Participates with others
in a game or other
activity without needing
encouragement.

Yes (16)

9. Invites others to join
him/her in playing games
and other activities,

Yes (16)

No (0)
? (0

No (0)
? (0)

10. Participates in a
specific fun activity on a
routine basis, for
example, listening to a
certain type of music or
playing a favorite
computer game.

Yes (16)

11. Asks classmates what
game or activity they
would like to do during

Yes (16)

No (0)
? (0)
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free time at school.

No (0)
? (0)

12. Invites others to go
first in games, play, or
other activities.

Yes (16)

100.0

None

Agreed, similar to previous item.

100.0

None

Agreed

100.0

None

Agreed

100.0

None

Agreed

93.8

None

Agreed, similar to previous item.

100.0

None

Agreed

% Yes
counts

Possible Changes:

Identified Theme:

No (0)
? (0)

13. Tries a new activity
to learn about something
new.

Yes (16)
No (0)
? (0)

14. Remembers the game
or activity a classmate
likes and offers to
participate.

Yes (16)

15. Participates in a club,
sports team, or organized
group activity, even when
arranged by a teacher or
parent.

Yes (16)

16. Participates in an
organized program for a
sport or hobby, for
example, takes a music
class or practices
basketball.

Yes (15)

17. Organizes a game or
other activity at school
for a group of classmates
without help from others.

Yes (16)

Checklist Item:

Suitable
interpretation:

No (0)
? (0)

No (0)
? (0)

No (1)
? (0)

No (0)
? (0

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

Self-Care Area:
Yes/No/Unsure

1.Uses school restroom
alone.

Yes (16)

100.0

Rephrase: Australian
language/Indigenous
context

Restroom vs. Toilet

68.8

Replace: New Item

Cultural sensitive

No (0)
? (0)
2. Has clean hair at
school.

Yes (11)
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No (3)
? (2)
3. Is clean when arrives
at school.

Yes (11)

68.8

Replace: New Item

Cultural sensitive

56.3

Replace: New Item

Cultural sensitive

62.5

Rephrase: Australian
language/Indigenous
context

Remove handkerchief. Learned skill,
teacher directed.

87.5

Replace: New Item

Cultural sensitive

56.3

Replace: New Item

Cultural sensitive

93.8

None

Agreed

75.0

Rephrase: Australian
language/Indigenous
context

Culturally imposed. If not explicitly
modelled and taught, students won’t
be able to learn skill.

93.8

Rephrase: Australian
language/Indigenous
context

Add spoon; sometimes fork not
available for observation.

87.5

Rephrase: Australian
language/Indigenous
context

Not always soap available; rather
replace with “vigorous rubbing
hands”.

93.8

Rephrase: Australian
language/Indigenous
context

Replace liquids and spilling with
fluids and “making a mess”.

No (3)
? (2)
4. Comes to school with
clean teeth.

Yes (9)
No (5)
? (2)

5. Blows and wipes nose
with tissue or
handkerchief.

Yes (10)
No (5)
? (1)

6. Wears correct clothes
for cold or warm days.

Yes (14)
No (1)
? (1)

7. Has pleasant breath.

Yes (9)
No (4)
? (3)

8. Buttons his/her own
clothing.

Yes (15)
No (1)
? (0)

9. Chews food with
mouth closed.

Yes (12)
No (3)
? (1)

10. Uses a fork to eat
solid food.

Yes (15)
No (1)
? (0)

11. Washes hands with
soap.

Yes (14)
No (2)
? (0)

12. Drinks liquids
without spilling.

Yes (15)
No (1)
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? (0)
13. Fastens and
straightens clothing
before leaving restroom.

Yes (13)

81.3

Rephrase: Australian
language/Indigenous
context

Replace restroom with toilet.

75.0

Replace: New Item

Culturally imposed. If not explicitly
modelled and taught, students won’t
be able to learn skill.

87.5

Rephrase: Australian
language/Indigenous
context

Might add “paint” to muddy or dirty
as examples. .

43.8

Replace: New Item

Cultural sensitive

93.8

Rephrase: Australian
language/Indigenous
context

Replace milk carton with juice box.
Remove screw top bottle.

81.3

Replace: New Item

Most students in remote or very
remote schools don’t wear shoes to
school.

62.5

Replace: New Item

Cultural sensitive

% Yes
counts

Possible Changes:

Identified Theme:

No (3)
? (0)

14. Covers mouth when
sneezing or coughing.

Yes (12)
No (4)
? (0)

15. Cleans or brushes
himself/ herself off if
muddy or dirty.

Yes (14)
No (2)
? (0)

16. Maintains clean
fingernails at school.

Yes (7)
No (8)
? (1)

17. Opens a tab top can,
milk carton, or screw-top
bottle.

Yes (15)
No (1)
? (0)

18. Ties his/her own
shoes.

Yes (13)
No (3)
? (0)

19. Keeps hair neat
during the school day by
brushing or combing.

Yes (10)
No (6)
? (0)

Checklist Item:

Suitable
interpretation:

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

Self-Direction Area:
Yes/No/Unsure

1. Routinely arrives at
school or class on time.

Yes (11)
No (3)
? (2

68.8

Rephrase: Australian
language/Indigenous
context

Non-attendance and late arrivals at
school is most of the time not
controlled by students. It is different
for some students in urban setting
getting to school by bus or house
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parent when in boarding school.
2. Asks for help from
teachers or authority
figures when difficult
problems come up.

Yes (14)

3. Completes routine
classroom tasks within a
reasonable amount of
time.

Yes (13)

4. Works on one school
activity for at least 15
minutes.

Yes (16)

87.5

None

When confident enough, they will
ask help. Otherwise, they will just sit
and do nothing.

81.3

None

Learned skill;
direction.

100.0

None

Agreed

81.3

None

When confident enough, they will
ask help. Otherwise, they will just sit
and do nothing. Similar to item 3.

87.5

None

Agreed

93.8

None

Agreed

87.5

None

Agreed

81.3

None

Agreed

81.3

Replace: New Item

Similar to previous items, 2 and 5.

87.5

Australian spelling

Favorite vs. favourite; cancelled vs.
Cancelled

No (2)
? (0)

needs

teacher

No (3)
? (0)

No (0)
? (0)

5. Works independently
and asks for help only
when necessary.

Yes (13)
No (1)
? (2)

6. Stops a fun activity,
without complaints, when
told that time is up.

Yes (14)
No (1)
? (1)

7. Controls anger when
another person breaks the
rules in games and other
fun activities.

Yes (15)

8. Avoids situations at
school that are likely to
result in trouble.

Yes (14)

No (0)
? (1)

No (0)
? (2)

9. Controls temper when
disagreeing with
classmates.

Yes (13)
No (1)
? (2)

10. Asks for directions
for school tasks before
beginning.

Yes (13)
No (1)
? (2)

11. Controls
disappointment when a
favorite school or class
activity is canceled.

Yes (14)
No (0)
? (2)
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12. Controls feelings
when not getting his/her
own way.

Yes (14)

87.5

Replace: New Item

Similar to previous items.

87.5

None

Agreed

93.8

None

Agreed

87.5

Rephrase: Australian
language/Indigenous
context

Replace ‘supplies” with “material”.

87.5

None

Agreed

75.0

None

Learned
needed.

75.0

None

Agreed that this behaviour is hardly
ever observed. Sometimes parents
will let school know but this is not
done generally. Huge attendance
issues in the NT schools.

87.5

None

Skill acquired by top academic and
driven students; more senior
students.

68.8

None

Skill acquired by top academic and
driven students; more senior
students.

56.3

None

Skill acquired by top academic and
driven students; more senior
students.

% Yes

Possible Changes:

Identified Theme:

No (1)
? (1)

13. Keeps working on
hard classroom
assignments without
becoming discouraged or
quitting.

Yes (14)

14. Works hard on
assigned tasks or chores
that are not liked.

Yes (15)

No (2)
? (0)

No (0)
? (1)

15. Gathers all supplies
needed before beginning
a project at school.

Yes (14)
No (1)
? (1)

16. Returns on time when
requested to be back in
classroom.

Yes (14)
No (2)
? (0)

17. Checks whether
his/her schoolwork is
done correctly.

Yes (12)
No (4)

skill;

teacher

direction

? (0)
18. Informs teacher in
advance, if possible,
when absence from
school is necessary.

Yes (12)

19. Completes large
school projects on time.

Yes (14)

No (4)
? (0)

No (2)
? (0)

20. Plans ahead to allow
enough time to complete
big assignments.

Yes (12)
No (4)
? (0)

21. Asks teachers for
school assignments after
being absent from school.

Yes (10)
No (6)
? (0)

Checklist Item:

Suitable
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Social Area:

interpretation:

counts

-Australian spelling
-Rephrase:
Australian
language/Indigenous
context
-Replace: New Item
-None

100.0

None

Agreed

100.0

None

Agreed

100.0

None

Agreed

75.0

Rephrase: Australian
language/Indigenous
context

Replace – “Thank you” with “shows
appreciation”.

87.5

None

Agreed

75.0

Rephrase: Australian
language/Indigenous
context

Should be aware of what’s going on
in student’s life. Can be cultural
sensitive item.

81.3

Rephrase: Australian
language/Indigenous
context

Add “show” with “says” - will act
out “show” feelings if not be able to
say it verbally.

100.0

None

Agreed

100.0

None

Agreed

Yes/No/Unsure

1. Has good relationships
with teachers and other
adults.

Yes (16)
No (0)
? (0)

2. Seeks friendships with
others in his/her age
group.

Yes (16)
No (0)
? (0)

3. Has one or more
friends.

Yes (16)
No (0)
? (0)

4. Says “Thank you”
when given a gift.

Yes (11)
No (4)
? (1)

5. Laughs in response to
funny comments or jokes.

Yes (14)
No (2)
? (0)

6. Stands a comfortable
distance from others
during conversations (not
too close).

Yes (12)

7. Says when he/she feels
happy, sad, scared, or
angry.

Yes (13)

No (3)
? (1)

No (3)
? (0)

8. Keeps a stable group
of friends.

Yes (16)
No (0)
? (0)

9. Waits in line at school.

Yes (16)
No (0)
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? (0)
10. Says “Please” when
asking for something.

Yes (12)

75.0

Rephrase: Australian
language/Indigenous
context

Learned skill; not always expected
of students. May be rephrase with
“being polite”.

93.8

None

Agreed

81.3

Australian spelling

Apologize vs. Apologise

75.0

Rephrase: Australian
language/Indigenous
context

Can be a potential cultural sensitive
item in regards to male student going
through the ceremony to become a
man. Will act differently afterwards.

87.5

None

Agreed

93.8

None

Agreed

75.0

None

Agreed

81.3

None

Agreed

93.8

None

Agreed

No (2)
? (2)
11. Offers assistance to
classmates or teachers.

Yes (15)
No (1)
? (0)

12. Apologizes if he/she
hurts the feelings of
others.

Yes (13)
No (1)
? (2)

13. Moves out of another
person’s way without
being asked.

Yes (12)
No (2)
? (2)

14. Places reasonable
demands on friends, for
example, does not
become upset when a
friend plays with another
friend.

Yes (14)

15. Shows sympathy for
others when they are sad
or upset.

Yes (15)

No (1)
? (1)

No (0)
? (1)

16. Refrains from saying
something that might
embarrass or hurt others.

Yes (12)
No (3)
? (1)

17. Shows good
judgement in selecting
friends.

Yes (13)
No (2)
? (1)

18. States when others
seem happy, sad, scared,
or angry.

Yes (15)
No (1)
? (0)
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APPENDIX 5‐2: SUMMARY TABLE OBSERVATIONS
Checklist Item:

Frequently

Seldom

Not Observed

Summary of observation and
general comments

Communication Skill
Area:
1. Shakes head or says
“yes” or “no” to a simple
question, for example,
“Do you want something
to drink?”

32 (100)

0

0

Commonly mastered by all ages.
Head shakes more used by young
students and “yes” or “no” by all.

2. Says the names of
other
people,
for
example, teachers’ or
friends’ names.

32 (100)

0

0

Widely observed.

3. Names 20 or more
familiar objects.

32 (100)

0

0

Possible to measure from young age.

4. Tells teachers, friends,
or others about his/her
favorite activities.

32 (100)

0

0

Encouraged to share/tell news by
teachers/teacher aides.

5. Says “Hello” and
“Good-bye” to others.

0

23 (71.9)

7 (21.9)

Children don’t tend to say a formal
“hello” or “good-bye” to others.
They will just start to talk when
joining a group and will sometimes
say see-ya when leave.

6. Uses sentences with a
noun and a verb.

16 (50)

10 (31.3)

6 (18.8)

This skill was more used where
students were more exposed to
English at home (Importance of
language exposure/development).

7. Looks at others’ faces
when they are talking.

25 (78.1)

6 (18.8)

1(3.1)

Depends on relationship and
familiarity. Classmates are easily
making
eye
contact.
When
teacher/teacher aides are known to
students; no problem. Cultural issue
– expect not to make eye contact in
certain situations.

8. Follows teacher’s
verbal instructions when
undertaking tasks or
activities, for example, a
classroom project or a
new game.

32 (100)

0

0

Possible to measure. Explicit
teacher’s instruction taking language
skills in to account.

9. Speaks clearly and
distinctly.

23 (71.9)

8 (25)

1 (3.1)

Students are sometimes “shy” or
“reluctant” to speak up. When
relationship is build, their speech is
perceived as more understandable
and “clear” (Depends also on what is
seen as clearly and distinctly for
Indigenous students). It further
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depends on what dialect is spoken;
“AE” or standard English. Might be
difficult to assess the same by
different respondents.
10. Listens closely for at
least five minutes when
the teacher talks.

26 (81.3)

4 (12.5)

2 (6.3)

Younger students find it more
challenging to listen attentively for 5
minutes. It is easier for the older
students.

11. Pays attention during
classroom discussions for
as long as needed.

21 (65.6)

9 (28.1)

2 (6.3)

Developmental
skill,
younger
students get distracted easily but it
depends on learning material/
teacher
presentation.
Attention
difficulties are quite common among
children.

12. Nods or smiles to
encourage others when
they are talking.

1 (6.3)

3 (9.4)

28 (87.5)

Silly and teasing behaviour was
often observed when one student is
talking in a group, for eg. Social
groups. Question the cultural
appropriateness of behaviour. “Eye
contact”, when talking is not
important in Indigenous culture.

13. Ends conversations
appropriately.

5 (15.6)

11 (34.4)

16 (50)

Is reliant on the student being able to
speak/understand English. Needs
discussion on what is appropriate is
for Indigenous students. Item needs
examples. Observed that students
walk off without letting other know
where they are going; independence
shown?

14. Takes turns talking
during conversations with
people (is not too
talkative or too quiet).

9 (28.1)

10 (31.3)

13 (40.6)

Students talk over each other but
seem to follow their conversations.
“Taking turns” depend on context
and language and if in controlled
setting.

15. Says irregular plural
nouns, for example,
knives or mice.

3 (9.4)

9 (28.1)

20 (62.5)

Depends on learning material and if
they were exposed to irregular plural
nouns. May be taught but won’t
remember due to their own way of
talk. Item needs relevant examples to
Indigenous culture.

16.
Gives
verbal
instructions that involve
two or more steps or
activities.

25 (78.1)

5 (15.6)

2 (6.3)

Language at hand needs to be
accepted (Respondent needs to be
competent in Aboriginal and
standard English).

17. Start conversations on
topics of interest to
others.

31 (96.9)

1 (3.1)

0

Most students talk to each other and
share their interests all the time.

18. States his/her own
telephone number.

9 (28.1)

16 (50)

7 (21.9)

Older students have phones but do
not always know their numbers
(saved in mobiles). Not applicable
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for all Indigenous students; perhaps
the older students attending urban
settings.
19. Talks about realistic
future educational or
career goals.

8 (25)

7 (21.9)

17 (53.1)

Most students think about today
only. When the topic is current, they
may think about it, especially when
transition from school teams is
involved with older students. May be
more relevant for students over 14
years old?

20. States home address,
including zip code.

9 (28.1)

6 (18.8)

17 (53.1)

Not relevant for most Indigenous
students – not having formal street
or postal addresses. Urban students
are able to describe or name their
addresses/place of residence.

21. Answers complex
questions that require
careful thoughts and
opinions, for example,
questions about politics
or current events.

4 (12.5)

13 (40.6)

15 (46.9)

Depends
on
the
learning
material/topic introduced at school.
Item to be relevant to current school
or community events.

22.
Uses
up-to-date
information to discuss
current events.

11 (34.4)

8 (25)

13 (40.6)

Information needs to relate to an
interest such as footy/event at school
etc.

Frequently

Seldom

Not Observed

1. Finds the restrooms at
school by himself/herself.

32 (100)

0

0

2. Shows respect for
school or public property,
for example, throws trash
in cans and does not
damage
playground
equipment.

27 (84.4)

4 (12.5)

1 (3.1)

Schoolexpectation/rules;
supervision. Violent outburst of
student observed.

3. Obeys authority of
community officials, for
example, police officers
or teachers.

25 (15.6)

7 (21.9)

0

Depends on school rules and their
upbringing. Relief teachers may not
have immediate respect of students.
May
not
have
classroom
management settled.

4. Identifies hospital, gas
station, fire department,
and other community
services during class
discussions.

32 (100)

0

0

Gas station vs. service station; add
explicit examples for remote and
very remote areas. All services in
community known by students.

5. Looks both ways
before crossing school
driveway or school

13 (40.6)

3 (9.4)

16 (50)

Not applicable for most remote and
very remote communities.

Checklist Item:
Community Use Skill
Area:

Summary of observation and
general comments

Restroom vs. Toilet
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parking lot.

Seen at urban school at crossing; few
crossed without looking properly.

6. Runs errands to
various locations in
school building.

32 (100)

0

0

Instruction needs to be very explicit.

7. Identifies services
provided by professionals
in community during
class discussions, for
example, medical
personnel or law
enforcement.

28 (87.5)

4 (12.5)

0

Professional services need to be
introduced to students at first. Most
students know their local service
providers.

8. Describes procedures
for contacting community
services in case of
emergency.

25 (78.1)

3 (9.4)

4 (12.5)

Procedures might be different for
urban, remote and very remote areas.
Each school should have their own
emergency plan. Some students had
not a clue what to do in practice run.

9. States which bus is
taken to school.

23 (71.9)

7 (21.9)

2 (6.3)

Add other transport means relevant
to all communities; urban, rural and
remote. Students taking the bus to
and from school know exactly where
to wait for it, knows their number
bus etc. Not many students take a
specific bus to remote/very remote
schools.

10. Uses the school or
local library to check out
books, use reference
materials, or for other
purposes.

10 (31.3)

7 (21.9)

15 (46.9)

Remote schools have just school
libraries for reference. Rural and
urban students have local/town
libraries to go to. Students use the
internet/computers for research more
than library nowadays.

11. Travels with
classmates and teachers
to locations more than 50
miles from school, for
example, school or field
trips.

32 (100)

0

0

Urban, remote and very remote
students travel short and long
distances with school during school
excursions.

12. Carries enough
money to make small
purchases, for example, a
soft drink.

29 (90.6)

3 (9.4)

0

Students buy either at their school
canteen or at the local shop in the
afternoons. Some students tried to
buy but did not have enough money
and did not know the concept of
enough.

13. Relies on
himself/herself for travel
in the community, for
example, walks or uses
public transportation, a
bicycle, or a car.

27 (84.4)

3 (9.4)

2 (6.3)

Agreed with item (appropriate).
Every student has some form of
travel after school. Some small
students need to be picked up by
older siblings or parents.

Students are send all the time to get
lunches from the school canteen.
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14. States general address
of a travel destination, for
example, “On
Washington Avenue, near
Lake Street.”

15. Tells others about a
store’s hours of
operation, for example,
“10 a.m. to 9 p.m.”.
Checklist Item:

11 (34.4)

6 (18.8)

15 (46.9)

Students would only say general
address for example; Casuarina
Square, Darwin, but not a specific
street address. Very foreign concept
for those who have not been out of
their community. Most students rely
on adults to know where they’re
going. For older students living in an
urban area, it is different.

0

5 (15.6)

27 (84.4)

Through observations no students
were
able to
provide this
information.

Frequently

Seldom

Not Observed

Functional Academics
Skill Area:

Summary of observation and
general comments

1. Reads his/her own
written name.

32 (100)

0

0

Learned skill.

2. States the days of the
week in order.

22 (68.8)

7 (21.9)

3 (9.4)

Learned skill, days and time not
important for most of the students.

3. Writes his/her own
first and last name.

20 (62.5)

12 (37.5)

0

Learned skill. Most students are able
to write only their first name.

4. Reads and obeys
common signs, for
example, Do not Enter,
Exit, or Stop.

29 (90.6)

3 (9.4)

0

Learned skill.

5. Locates important
dates on a calendar, for
example, birthdays or
holidays.

21 (65.6)

6 (18.8)

5 (15.6)

Learned skill; many students may
not know when their birthdays are.
They only know when teaching staff
are highlighting the event. They are
able to locate dates when it is
supported with visuals.

6. Reads and follows a
daily classroom schedule.

28 (87.5)

2 (6.3)

2 (6.3)

Normally a timetable is presented by
the class teacher every morning. The
teacher will refer to it during the
day. Needs to be clear as a visual,
explained and part of a daily routine.
There are still teachers not using
this.

7. Reads and follows
instructions for classroom
projects or activities.

23 (71.9)

9 (28.1)

0

Learned skill. Most students need
teacher to repeat instructions
verbally and not able or willing to
read the instructions. Need to be
simple and sometimes a visual
prompt. Appropriate skill for
students who can read.

8. Measures length and

28 (87.5)

4 (12.5)

0

Learned skill. This skill is measured
in so many ways and in different
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height.

subject matters. Can be informally
introduced, say in steps, ruler
lengths, hops, or skips etc.

9. Uses a scale to weigh
objects.

2 (6.3)

7 (21.9)

22 (68.8)

Learned skill. Seldom observed,
only while cooking and science
classes.

10. Writes his/her own
address, including zip
code.

0

0

32 (100)

Zip code vs. post code. Most
students don’t know their street or
postal address. Would be able to
copy from board.

11. Reads school lunch
menus.

8 (25)

7 (21.9)

17 (53.1)

Applicable for urban and some
remote setting. Observed students
ask for products and do not read the
menus per say. Schools provide
school lunches; no choice for
students.

12. Tells time correctly,
using a watch or a clock
with hands.

16 (50)

12 (37,5)

4 (12.5)

Learned skill; student are not
conscious of time. They will act on
school bell or teacher directing them
when to leave classroom. Students
with mobile do have the time readily
handy when needed; not many
students wear watches.

13. Combines coins to
produce the correct
amount of money, for
example, a quarter plus a
dime equals 35 cents.

32 (100)

0

0

14. Writes letters, notes,
or e-mails.

8 (25)

12 (37.5)

12 (37.5)

As per curriculum; might add social
networking – texting and face book
postings.

15. Follows a favorite
interest or current event
by reading newspapers,
books, or other materials.

32 (100)

0

0

Favorite vs. favourite. Add latest
technology; social media online.

16. Writes down
assignments as a
reminder.

5 (15.6)

7 (21.9)

20 (62.5)

Teachers usually provide hand outs
or write assignments on white board
for students in remote and very
remote settings. In urban schools;
assignments are also send via email
and available on schools website.
Some schools use student diaries.

17. Uses the index in a
book to locate desired
topic.

12 (37.5)

4 (12.5)

16 (50)

Add new technology; are students
accessing books or resources on
line? When introduced and modelled
by teacher during class/library time.

18. Uses a dictionary or
encyclopedia to find

23 (71.9)

6 (18.8)

3 (9.4)

Encyclopedia vs. encyclopaedia.
Add new technology. Students
hardly ever access dictionary or

Australian
skills.

money.

Mathematical
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information.

encyclopaedias any more.

19. Takes notes during
class.

13 (40.6)

13 (40.6)

6 (18.8)

Students normally copy from board.
Older students in urban schools take
notes.

20. Writes a list of school
supplies or assignments.

17 (53.1)

14 (43.8)

1 (3.1)

Students copy from the white board;
will write a list only if it is a learning
task.

21. Reads important
documents, for example,
class registration and
announcements, or school
conduct policies.

15 (46.9)

13 (40.6)

4 (12.5)

Add relevant examples, school rules
or notes to parents. Observations
included posters pinned up at school.

22. Completes forms for
school administrators by
himself/herself, for
example, medical, school,
or field trip registration
forms.

4 (12.5)

10 (31.3)

18 (56.3)

Never in use. All forms are
completed by parents or carers.
Students up to 14 years are minors.

Checklist Item:

Only Middle school students would
help
complete
forms.
Their
parents/caregivers still need to sign.
Frequently

Seldom

Not Observed

Summary of observation and
general comments

School Living Skill
Area:
1. Tells teacher if repairs
are needed in the
classroom, for example,
tells teacher if something
is broken.

2 (6.3)

22 (68.8)

8 (25)

Some students might be observant
enough to bring it under the attention
of the teacher. Some might feel they
will get the blame and keep quiet.

2. Performs daily or
weekly classroom chores.

22 (68.8)

10 (31.3)

0

3. Wipes up his/her spills
in the classroom.

14 (43.8)

16 (50)

2 (6.3)

Most students will need to be
directed by teacher to perform this
task.

4. Shows respect for the
property and rights of
other classmates and
teachers.

29 (90.6)

2 (6.3)

1 (3.1)

Meaning of respect needs to be
taught explicitly.

5. Picks up and throws
away trash or paper in the
classroom, school
hallways, and school
grounds.

18 (56.3)

9 (28.1)

7 (21.9)

Trash vs. rubbish; school hallways
vs. school verandas. Students need
to be clearly directed by teachers.

6. Removes tray or plate
and other items from the
table when finished
eating in the school
lunchroom.

30 (93.8)

2 (6.3)

0

This item differs from one school/
education setting to another.
Students are gathering around table
settings on school grounds, other
take seat on verandas in front or in
class. Others have eating settings on

Learned skill; class routine.
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verandas where lunches are served.
Most urban and remote students
bring pre-packed food from home or
buy something at the canteen. Some
remote and most very remote
students are provided with lunch at
school.
7. Makes a helpful
contribution to keeping
classroom neat and clean.

27 (84.4)

3 (9.4)

2 (6.3)

Learned behaviour; direction from
teacher.

8. Places dirty trays,
plates, forks, and other
items in correct disposal
bins in school lunchroom.

30 (93.8)

2 (6.3)

0

9. Dusts or cleans
furniture, white board, or
chalkboard in the
classroom when asked by
teacher.

18 (56.3)

12 (37.5)

2 (6.3)

Only white board in use. Item
similar to item 2 and 7. Students
may clean their tables at times.

10. Puts books and
supplies in their proper
places when finished
using them.

32 (100)

0

0

Students put books away as directed
byt heir teacher.

11. Brings needed books
and supplies to school.

9 (28.1)

10 (31.3)

13 (40.6)

Only students from urban and some
remote schools. Not applicable to
most students in very remote and
remote settings.

12. Returns borrowed
books and supplies.

10 (31.3)

13 (40.6)

10 (31.3)

Not applicable to most students in
most settings.

13. Keeps school supplies
and notebooks neat and
clean.

19 (59.4)

10 (31.3)

3 (9.4)

Teacher expectations.

14. Keeps books neat and
clean.

19 (59.4)

10 (31.3)

3 (9.4)

Teacher expectations.

15. Cleans his/her own
desk, workspace, or
locker regularly.

21 (65.5

8 (25)

3 (9.4)

Teacher expectations.

16. Uses small electrical
equipment in the
classroom, for example, a
tape player or electric
pencil sharpener.

26 (81.3)

4 (12.5)

2 (6.3)

Teachers need to allow students to
sharpen their pencils or any electric
equipment (smart board or DVD
players).

17. Operates electronics,
for example, a television,
video player, or computer
in the classroom.

32 (100)

0

0

Add interactive/smart board, replace
“video player” with “DVD player”.
Also very similar to previous item.

Differs from school setting
another; similar to item 6.

to
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18. Takes correct books
and supplies home for
homework.

12 (37.5)

4 (12.5)

16 (50)

Only urban students get homework.

19. Offers to take out
trashcan in the classroom.

3 (9.4)

5 (15.6)

24 (75)

Trashcan vs. bin. There are cleaners
in all schools unless directed by
teacher as a regular chore.

20. Performs minor
repairs in the classroom,
for example, to a torn
book or broken stapler.

2 (6.3)

7 (21.9)

23 (71.0)

Hardly observed. Students won’t
take responsibility; they will leave it
up to school staff.

Checklist Item:

Frequently

Seldom

Not Observed

Health and Safety Skill
Area:

Summary of observation and
general comments

1. Stays with class during
field trips without
wandering away.

32 (100)

0

0

Observed frequently. Teacher rules
and boundaries.

2. Uses school materials
without injuring others,
for example, does not
stab others with a pencil
or hit others with a book.

32 (100)

0

0

Acceptable item

3. Follows safety rules
for fire and weather
alarms at school.

32 (100)

0

0

Might add cyclone watch for Top
end
students?
Every
school/classroom has safety rules.

4. Calls for help if
someone is hurt at school.

32 (100)

0

0

Agreed

5. Carries scissors safely.

32 (100)

0

0

Learned behaviour.

6. Goes to another place
when too hot or too cold,
for example, finds shade
if too hot, goes indoors
when too cold.

32 (100)

0

0

Agreed

7. Follows safety rules on
the school playground or
in the gym.

32 (100)

0

0

Acceptable item

8. Follows safety rules
when on the school bus
or when travelling on a
field trip.

32 (100)

0

0

Acceptable item

9. Follows general safety
regulations at school.

32 (100)

0

0

Acceptable item

10. Follows safety rules
for arriving to and
departing from school.

32 (100)

0

0

Acceptable item
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11. Carries breakable
objects safely and
carefully.

29 (90.6)

3 (9.4)

0

Acceptable item

12. Shows caution around
hot or dangerous items.

32 (100)

0

0

Acceptable item

13. Describes general
safety standards for the
community, for example,
“Do not accept money or
food from strangers,” and
“Avoid dark places at
night”.

28 (87.5)

4 (12.5)

0

Might add specific examples for
different education settings. Regular
safety
talks
as
part
of
curriculum/protective behaviours.

14. Asks to see school
nurse or other school
official when ill or hurt.

15 (46.9)

10 (31.3)

7 (21.9)

Rephrase – clinic nurse or teacher.

15. Cares for his/her
minor injuries at school,
for example, paper cuts,
knee scrapes, or
nosebleeds.

25 (78.1)

3 (9.4)

4 (12.5)

Some students will wait for teacher
intervention.

16. Uses electrical outlets
or sockets safely in the
classroom.

26 (81.3)

4 (12.5)

2 (6.3)

Older students are used to move
their laptops around and charge
them; not so much younger students.

Frequently

Seldom

Not Observed

1. Plays with toys, games,
or other fun items with
classmates.

32 (100)

0

0

Observed frequently. Appropriate
item.

2. Selects free-time
activities to do alone in
the classroom without
asking the teacher to
select them.

32 (100)

0

0

Observed frequently. Appropriate
item.

3. Looks at pictures or
reads books or magazines
during free class time.

32 (100)

0

0

Observed frequently. Appropriate
item.

4. Waits for his/her turn
in games and other
classroom activities.

32 (100)

0

0

Observed frequently. Appropriate
item.

5. Plays alone in the
classroom with toys,
games, or other fun
activities.

32 (100)

0

0

Observed frequently. Appropriate
item.

6. Follows the rules in
games and other

32 (100)

0

0

Observed frequently. Appropriate
item.

Checklist Item:

Summary of observation and
general comments

Leisure Skill Area:
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classroom activities.
7. Uses the free time
during the school day
productively.

32 (100)

0

0

Observed frequently. Appropriate
item.

8. Participates with others
in a game or other
activity without needing
encouragement.

32 (100)

0

0

Observed frequently. Appropriate
item.

9. Invites others to join
him/her in playing games
and other activities,

22 (68.8)

7 (21.9)

3 (9.4)

Observed frequently. Appropriate
item.

10. Participates in a
specific fun activity on a
routine basis, for
example, listening to a
certain type of music or
playing a favorite
computer game.

32 (100)

0

0

Observed frequently. Appropriate
item.

11. Asks classmates what
game or activity they
would like to do during
free time at school.

32 (100)

0

0

Observed frequently. Appropriate
item.

12. Invites others to go
first in games, play, or
other activities.

24 (75)

8 (25)

0

Observed frequently. Appropriate
item.

13. Tries a new activity
to learn about something
new.

26 (81.3)

5 (15.6)

1 (3.1)

Observed frequently. Appropriate
item.

14. Remembers the game
or activity a classmate
likes and offers to
participate.

22 (68.8)

7 (21.9)

3 (9.4)

Observed frequently. Appropriate
item.

15. Participates in a club,
sports team, or organized
group activity, even when
arranged by a teacher or
parent.

30 (93.8)

2 (6.3)

0

Appropriate
item.
Observed
frequently. Appropriate item.

16. Participates in an
organized program for a
sport or hobby, for
example, takes a music
class or practices
basketball.

30 (93.8)

2 (6.3)

0

Appropriate item. Observed
frequently. Appropriate item.

17. Organizes a game or
other activity at school
for a group of classmates
without help from others.

28 (87.5)

4 (12.5)

0

Observed frequently. Appropriate
item.
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Checklist Item:

Frequently

Seldom

Not Observed

Summary of observation and
general comments

32 (100)

0

0

0

9 (28.1)

23 (71.9)

Cultural sensitive. Needs to be
discussed. Minor conversations
happened around someone hair.

3. Is clean when arrives
at school.

7 (21.9)

12 (37.5)

13 (40.6)

Cultural sensitive. Depends on the
particular school’s rules and capacity
to shower students when necessary.
Not an issue for most remote and
very remote schools.

4. Comes to school with
clean teeth.

15 (46.9)

7 (21.9)

10 (31.3)

Cultural sensitive. Some remote and
very remote schools let students
brush their teeth as part of their
morning breakfast program.

5. Blows and wipes nose
with tissue or
handkerchief.

25 (78.1)

5 (15.6)

2 (6.3)

Remove handkerchief. Learned skill,
teacher directed. Students are
encouraged by their teachers to use
tissues/toilet paper to wipe their
noses.

6. Wears correct clothes
for cold or warm days.

19 (59.4)

8 (25)

5 (15.6)

Cultural sensitive. Students are
provided with jumpers when they
are in need. The Northern Territory
climate often does not apply for this
question item.

7. Has pleasant breath.

7 (21.9)

19 (59.4)

6 (18.8)

Cultural sensitive. Would be easy to
test but is it an appropriate question
item for a checklist? A student’s bad
breath is only discussed when a
rotten tooth is suspected and a
referral needs to be made to the
dentist..

8. Buttons his/her own
clothing.

32 (100)

0

0

Observed frequently. Appropriate
item.

9. Chews food with
mouth closed.

17 (53.1)

15 (46.9)

0

Culturally imposed. If not explicitly
modelled and taught, students won’t
be able to learn skill. Is this expected
of students? Not observed to be
modelled during school visits.

10. Uses a fork to eat
solid food.

13 (40.6)

0

20 (62.5)

Add spoon; sometimes fork not
available for observation.

11. Washes hands with
soap.

18 (56.3)

12 (37.5)

2 (6.3)

Not always soap available; rather
replace with “vigorous rubbing
hands”.

Self-Care Area:
1.Uses school restroom
alone.
2. Has clean hair at
school.

Observed frequently. Appropriate
item.
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12. Drinks liquids
without spilling.

32 (100)

0

0

Observed frequently. Appropriate
item.

13. Fastens and
straightens clothing
before leaving restroom.

32 (100)

0

0

Appropriate item.

14. Covers mouth when
sneezing or coughing.

11 (34.4)

8 (25)

13 (40.6)

Culturally imposed. If not explicitly
modelled and taught, students won’t
be able to learn skill.

15. Cleans or brushes
himself/ herself off if
muddy or dirty.

13 (40.6)

8 (25)

11 (34.4)

Appropriate item.

16. Maintains clean
fingernails at school.

18 (56.3)

14 (43.8)

0

Cultural sensitive. Observable skill.

17. Opens a tab top can,
milk carton, or screw-top
bottle.

32 (100)

0

0

Observed frequently. Appropriate
item.

18. Ties his/her own
shoes.

12 (37.5)

11 (34.4)

9 (28.1)

Most students in remote or very
remote schools do not wear shoes to
school.

3 (9.4)

6 (18.8)

23 (71.9)

Cultural sensitive. Remote and very
remote students do not brush or
comb their hair during the day.
Students in urban areas are more
aware of hair styles/gels.

Frequently

Seldom

Not Observed

1. Routinely arrives at
school or class on time.

10 (31.3)

11 (34.4)

11 (34.4)

2. Asks for help from
teachers or authority
figures when difficult
problems come up.

21 (65.5)

9 (28.1)

2 (6.3)

3. Completes routine
classroom tasks within a
reasonable amount of
time.

32 (100)

0

0

Observed frequently. Appropriate
item.

4. Works on one school
activity for at least 15
minutes.

32 (100)

0

0

Observed frequently. Appropriate
item.

5. Works independently
and asks for help only

32 (100)

0

0

Observed frequently. Appropriate
item.

19. Keeps hair neat
during the school day by
brushing or combing.

Checklist Item:
Self-Direction Area:

Summary of observation and
general comments
Non-attendance and late arrivals at
school is most of the time not
controlled by students. It is different
for some students in urban setting
getting to school by bus or house
parent when in boarding school.
Appropriate item.
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when necessary.
6. Stops a fun activity,
without complaints, when
told that time is up.

32 (100)

0

0

Observed frequently. Appropriate
item.

7. Controls anger when
another person breaks the
rules in games and other
fun activities.

27 (84.4)

4 (12.5)

1 (3.1)

Often observed. Appropriate itme.

8. Avoids situations at
school that are likely to
result in trouble.

26 (81.3)

5 (15.6)

1 (3.1)

Appropriate item.

9. Controls temper when
disagreeing with
classmates.

27 (84.4)

5 (15.6)

0

Appropriate item.

10. Asks for directions
for school tasks before
beginning.

24 (75)

5 (15.6)

3 (9.4)

Appropriate item.

11. Controls
disappointment when a
favorite school or class
activity is canceled.

26 (81.3)

6 (18.8)

0

Appropriate item.

12. Controls feelings
when not getting his/her
own way.

27 (84.4)

5 (15.6)

0

Appropriate item.

13. Keeps working on
hard classroom
assignments without
becoming discouraged or
quitting.

26 (81.3)

6 (18,8)

0

Appropriate item.

14. Works hard on
assigned tasks or chores
that are not liked.

27 (84.4)

5 (15.6)

0

Appropriate item.

15. Gathers all supplies
needed before beginning
a project at school.

24 (75)

8 (25)

0

Appropriate item.

16. Returns on time when
requested to be back in
classroom.

30 (93.8)

2 (6.3)

0

Appropriate item.

17. Checks whether
his/her schoolwork is
done correctly.

12 (37.5)

10 (31.3)

10 (31.3)

Appropriate item.

18. Informs teacher in
advance, if possible,
when absence from
school is necessary.

5 (15.6)

6 (18.8)

21 (65.5)

Agreed that this behaviour is hardly
ever observed. Sometimes parents
will let school know but this is not
done generally. Huge attendance
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issues in the NT schools.
19. Completes large
school projects on time.

10 (31.3)

18 (56.3)

4 (12.5)

Skill more seldom observed than
frequently. Appropriate item though.

20. Plans ahead to allow
enough time to complete
big assignments.

3 (9.4)

20 (62.5)

9 (28.1)

Skill more seldom observed than
frequently. Top academic students
acquired this skill. Appropriate item
though

21. Asks teachers for
school assignments after
being absent from school.

1 (3.1)

18 (56.3)

13 (40.6)

Skill acquired by top academic and
driven students; more senior
students.

Frequently

Seldom

Not Observed

1. Has good relationships
with teachers and other
adults.

32 (100)

0

0

Appropriate item.

2. Seeks friendships with
others in his/her age
group.

32 (100)

0

0

Appropriate item.

3. Has one or more
friends.

32 (100)

0

0

Appropriate item.

4. Says “Thank you”
when given a gift.

7 (21.9)

13 (40.6)

12 (37.5)

Teacher expectation. Most students
do not say thank you out of their
own.

5. Laughs in response to
funny comments or jokes.

18 (56.3)

7 (21.9)

7 (21.9)

Silly behaviour and teasing are
common.

6. Stands a comfortable
distance from others
during conversations (not
too close).

15 (46.9)

11 (34.4)

6 (18.8)

What is an acceptable comfortable
distance? Can be cultural sensitive
item.

7. Says when he/she feels
happy, sad, scared, or
angry.

8 (25)

17 (53.1)

7 (21.9)

Most students are able to show their
feelings rather than saying how they
feel.

8. Keeps a stable group
of friends.

24 (75)

6 (18.8)

2 (6.3)

Appropriate item.

9. Waits in line at school.

32 (100)

0

0

Appropriate item.

10. Says “Please” when
asking for something.

8 (25)

20 (62.5)

4 (12.5)

11. Offers assistance to
classmates or teachers.

14 (43.8)

10 (31.3)

8 (25)

12. Apologizes if he/she
hurts the feelings of
others.

11 (34.4)

8 (25)

13 (40.6)

Checklist Item:
Social Area:

Summary of observation and
general comments

Learned skill; not always expected
of students. Not much observed..
Appropriate item.

Teacher expectation.
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13. Moves out of another
person’s way without
being asked.

26 (81.3)

5 (15.6)

1 (3.1)

Can be a potential cultural sensitive
item in regards to male student going
through the ceremony to become a
man. Will act differently afterwards.

14. Places reasonable
demands on friends, for
example, does not
become upset when a
friend plays with another
friend.

27 (84.4)

3 (9.4)

2 (6.3)

Appropriate items.

15. Shows sympathy for
others when they are sad
or upset.

19 (59.4)

10 (31.3)

3 (9.4)

Appropriate item.

16. Refrains from saying
something that might
embarrass or hurt others.

18 (56.3)

11 (34.4)

3 (9.4)

Appropriate item

17. Shows good
judgement in selecting
friends.

27 (84.4)

3 (9.4)

2 (6.3)

Appropriate item

18. States when others
seem happy, sad, scared,
or angry.

15 (46.9)

10 (31.3)

7 (21.9)

Appropriate item

19. Congratulates others
when something good
happens to them.

21 (65.6)

9 (28.1)

2 (6.3)

Skill needs high order thinking.
Most 13 and 14 year old students
may be still immature.

20. Compliments others
for good deeds or
behavior, for example,
honesty or kindness.

9 (28.1)

17 (53.1)

6 (18.8)

Skill needs high order thinking.
Most 13 and 14 year old students
may be still immature.
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APPENDIX 5‐3: PSYCHOMETRIC ANALYSIS – ABAS‐11 TEACHER FORM (N=150)
Item Communication

Mean (SD)
Indigenous

1. Shakes head or says
“yes” or “no” to a simple
question, for example,
“Do you want something
to drink?”
2. Says the names of other
people, for example,
teachers’ or friends’
names.
3. Names 20 or more
familiar objects.
4. Tells teachers, friends,
or others about his/her
favorite activities.
5. Says “Hello” and
“Good-bye” to others.
6. Uses sentences with a
noun and a verb.
7. Looks at others’ faces
when they are talking.
8. Follows teacher’s
verbal instructions when
undertaking tasks or
activities, for example, a
classroom project or a
new game.
9. Speaks clearly and
distinctly.
10. Listens closely for at
least five minutes when
the teacher talks.
11. Pays attention during
classroom discussions for
as long as needed.
12. Nods or smiles to
encourage others when
they are talking.
13. Ends conversations
appropriately.
14. Takes turns talking
during conversations with
people (is not too
talkative or too quiet).
15. Says irregular plural
nouns, for example,
knives or mice.
16. Gives verbal
instructions that involve

t (df=148)

Sig. (2-tailed)

Non-Indigenous

2.5733 (.57359)

2.7600 (.46032)

-2.198

.029

2.4533 (.79344)

2.6800 (.52402)

-2.064

2.3333 (1.03105)

2.6800 (.64010)

-2.474

.014

2.0533 (1.02527)

2.5467 (.66360)

-3.498

.001

2.3600 (.78224)

2.4533 (.62154)

-.809

.420

1.9600 (.99240)

2.4933 (.79480)

-3.633

.000

2.0533 (.83655)

2. 2000 (.73521)

-1.140

.256

1.9333 (82746)

1.9867 (.79684)

-.402

.688

1.8933 (1.02104)

2.2000 (.86992)

-1.980

.050

1.8133 (.94000)

1.9067 (.85698)

-.635

.526

1.5733 (.93250)

1.6400 (.83245)

-.462

.645

1.5733 (.90305)

1.6267 (.89704)

-.363

.206

1.7067 (1.02368)

1.9067 (.90305)

-1.269

.309

1.7333 (.93481)

1.8800 (82134)

-1.021

.010

1.3867 (1.14954)

1.8533 (1.03576)

-2.612

.186

1.5467 (1.14246)

1.7867 (1.06914)

-1.328

.170

.041
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two or more steps or
activities.
17. Start conversations on
topics of interest to
others.
18. States his/her own
telephone number.
19. Talks about realistic
future educational or
career goals.
20. States home address,
including zip code.
21. Answers complex
questions that require
careful thoughts and
opinions, for example,
questions about politics or
current events.
22. Uses up-to-date
information to discuss
current events.

1.4800 (1.05728)

1.7067 (.95540)

-1.378

.005

.9200 (1.21655)

1.4933 (1.22335)

-2.878

.427

.9200 (1.08752)

1.0533 (.95710)

-.797

.034

.9867 (1.17971)

1.4000 (1.18550)

-2.140

.170

.7200 (.99404)

.9867 (1.03314)

-1.611

.109

.7733 (1.06000)

1.1200 (.02614)

-2.035

.044

Item Community Use

Mean (SD)
Indigenous

1. Finds the restrooms
at school by
himself/herself.
2. Shows respect for
school or public
property, for example,
throws trash in cans and
does not damage
playground equipment.
3. Obeys authority of
community officials, for
example, police officers
or teachers.
4. Identifies hospital,
gas station, fire
department, and other
community services
during class
discussions.
5. Looks both ways
before crossing school
driveway or school
parking lot.
6. Runs errands to
various locations in
school building.
7. Identifies services
provided by
professionals in
community during class

t (df=148)

Sig. (2-tailed)

Non-Indigenous

2.8400 (.52091)

2.8933 (.38811)

-.711

.478

2.1333 (.81096)

2.3600 (.72857)

-1.801

.074

2.1333 (.77692)

2.3733 (.67330)

-2.022

.045

2.1600 (.94497)

2.3733 (.78454)

-1.504

.135

1.7200 (1.03402)

2.1200 (.88470)

-2.546

.012

2.2933 (3.74806)

2.3200 (.84085)

-.060

.952

1.8133 (1.04872)

2.1467 (.99585)

-1.996

.048
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discussions, for
example, medical
personnel or law
enforcement.
8. Describes procedures
for contacting
community services in
case of emergency.
9. States which bus is
taken to school.
10. Uses the school or
local library to check
out books, use reference
materials, or for other
purposes.
11. Travels with
classmates and teachers
to locations more than
50 miles from school,
for example, school or
field trips.
12. Carries enough
money to make small
purchases, for example,
a soft drink.
13. Relies on
himself/herself for
travel in the
community, for
example, walks or uses
public transportation, a
bicycle, or a car.
14. States general
address of a travel
destination, for
example, “On
Washington Avenue,
near Lake Street.”
15. Tells others about a
store’s hours of
operation, for example,
“10 a.m. to 9 p.m.”.

1.2400 (1.17220)

1.7067 (1.11226)

-2.501

.013

1.1867 (1.28077)

1.5733 (1.26463)

-1.860

.065

1.4000 (1.17404)

2.0533 (1.07670)

-3.552

.001

1.4267 (1.24307)

1.6800 (1.30653)

-1.217

.226

1.8933 (1.03419)

1.8800 (1.07753)

.077

.938

1.8800 (1.20763)

1.4133 (1.22025)

2.354

.020

1.2000 (1.15079)

1.3200 (1.16433)

-.635

.527

1.0533 (1.14954)

1.2000 (1.19684)

-.765

.445

Item Functional
Academics

Mean (SD)
Indigenous

t (df=148)

Sig. (2-tailed)

Non-Indigenous

1. Reads his/her own
written name.

2.4933 (.92083)

2.7733 (.64877)

-2.153

.033

2. States the days of the
week in order.

1.693 (1.1965)

2.213 (1.0941)

-2.777

.006

3. Writes his/her own
first and last name.

1.8667 (1.23391)

2.2267(1.06000)

-1.917

.057

4. Reads and obeys
common signs, for
example, Do not Enter,

1.4933 (1.24524)

1.9600 (1.03245)

-2.498

.014
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Exit, or Stop.
5. Locates important
dates on a calendar, for
example, birthdays or
holidays.
6. Reads and follows a
daily classroom
schedule.
7. Reads and follows
instructions for
classroom projects or
activities.
8. Measures length and
height.
9. Uses a scale to weigh
objects.
10. Writes his/her own
address, including zip
code.
11. Reads school lunch
menus.
12. Tells time correctly,
using a watch or a clock
with hands.
13. Combines coins to
produce the correct
amount of money, for
example, a quarter plus
a dime equals 35 cents.
14. Writes letters, notes,
or e-mails.
15. Follows a favorite
interest or current event
by reading newspapers,
books, or other
materials.
16. Writes down
assignments as a
reminder.
17. Uses the index in a
book to locate desired
topic.
18. Uses a dictionary or
encyclopedia to find
information.
19. Takes notes during
class.
20. Writes a list of
school supplies or
assignments.
21. Reads important
documents, for
example, class
registration and
announcements, or

1.2133 (1.22246)

1.6800 (1.17588)

-2.383

.018

1.4133 (1.19790)

1.9467 (1.06407)

-2.883

.005

1.1467 (1.15891)

1.4533 (1.03053)

-1.713

.089

1.3333 (1.17787)

1.6667 (1.14294)

-1.759

.081

1.2400 (1.17220)

1.6133 (1.07670)

-2.031

.044

.9067 (1.17604)

1.3067 (1.24089)

-2.026

.045

.9067 (1.25389)

1.5333 (1.26633)

-3.045

.003

1.0133 (1.10885)

1.4667 (1.16634)

-2.440

.016

1.0933 (1.19880)

1.5067 (1.23434)

-2.080

.039

1.0267(1.20778)

1.4933 (1.24524)

-2.330

.021

.7733(.98053)

1.3333 (1.13105)

-3.240

.001

.5600 (.91887)

.7733 (.90901)

-1.429

.155

.7067 (1.03680)

1.0267 (1.05232)

-1.876

.063

.8667 (1.15470)

1.1733 (1.11952)

-1.651

.101

.6267(.92668)

.8000 (.88532)

-1.171

.243

.5467 (.93423)

.7067 (.86639)

-1.088

.279

.6533 (1.01998)

.7867 (.99040)

-.812

.418
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school conduct policies.
22. Completes forms for
school administrators
by himself/herself, for
example, medical,
school, or field trip
registration forms.

.5200 (.84406)

Item School Living

.7333 (.99095)

Mean (SD)
Indigenous

1. Tells teacher if
repairs are needed in
the classroom, for
example, tells teacher if
something is broken.
2. Performs daily or
weekly classroom
chores.
3. Wipes up his/her
spills in the classroom.
4. Shows respect for the
property and rights of
other classmates and
teachers.
5. Picks up and throws
away trash or paper in
the classroom, school
hallways, and school
grounds.
6. Removes tray or
plate and other items
from the table when
finished eating in the
school lunchroom.
7. Makes a helpful
contribution to keeping
classroom neat and
clean.
8. Places dirty trays,
plates, forks, and other
items in correct
disposal bins in school
lunchroom.
9. Dusts or cleans
furniture, white board,
or chalkboard in the
classroom when asked
by teacher.
10. Puts books and
supplies in their proper
places when finished
using them.
11. Brings needed
books and supplies to

-1.419

t (df=148)

.158

Sig. (2-tailed)

Non-Indigenous

1.8533 (.99585)

2.1867 (.72956)

-2.338

1.8933 (.95257)

2.1867 (.78316)

-2.060

.041

1.8667 (.96329)

2.0133 (.81362)

-1.007

.315

1.8400 (.97315)

2.1200 (.86930)

-1.858

.065

1.7733 (.79820)

2.0267 (.80494)

-1.935

.055

1.7733 (1.13392)

2.0000 (.98639)

-1.306

.194

1.8800 (.86930)

1.9867 (.81362)

-.776

.439

1.7867 (1.11856)

1.9333 (.99095)

-.850

2.1067 (1.22555)

2.2800 (.84725)

-1.008

.315

1.8667 (.87508)

2.5067 (3.65163)

-1.476

.142

1.2400 (1.12514)

1.8533 (.96833)

-3.578

.000

.021

.397
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school.
12. Returns borrowed
books and supplies.
13. Keeps school
supplies and notebooks
neat and clean.
14. Keeps books neat
and clean.
15. Cleans his/her own
desk, workspace, or
locker regularly.
16. Uses small
electrical equipment in
the classroom, for
example, a tape player
or electric pencil
sharpener.
17. Operates
electronics, for
example, a television,
video player, or
computer in the
classroom.
18. Takes correct books
and supplies home for
homework.
19. Offers to take out
trashcan in the
classroom.
20. Performs minor
repairs in the
classroom, for example,
to a torn book or
broken stapler.

1.5067 (1.09512)

2.0400 (.95068)

-3.185

.002

1.6933 (.99964)

1.8667 (.93481)

-1.097

.275

1.6267 (.98328)

1.8267 (.97777)

-1.249

.214

2.0533 (3.74127)

1.7067 (.95540)

.778

.438

1.5867 (1.10397)

1.8400 (1.04027)

-1.446

.150

1.6133 (1.19564)

2.1200 (.94383)

-2.881

.005

1.0667 (1.09462)

1.6933 (1.01307)

-3.639

.000

1.2800 (1.03402)

1.3200 (1.01555)

-.239

.811

.8933 (1.02104)

1.1867 (1.00933)

-1.769

.079

Item Health and Safety

Mean (SD)

t (df=148)
Sig. (2-tailed)

Indigenous
1. Stays with class during
field trips without
wandering away.
2. Uses school materials
without injuring others,
for example, does not stab
others with a pencil or hit
others with a book.
3. Follows safety rules for
fire and weather alarms at
school.
4. Calls for help if
someone is hurt at school.
5. Carries scissors safely.

Non-Indigenous

2.0267 (.99964)

2.2400 (.91297)

-1.365

.174

2.2667 (.85950)

2.2933 (.76712)

-.200

.841

2.0400(1.07099)

2.3733 (.83461)

-2.126

.035

2.0267 (.99964)

2.2267 (.87878)

-1.301

.195

2.0667 (.96329)

2.2400 (.83569)

-1.177

.241
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6. Goes to another place
when too hot or too cold,
for example, finds shade
if too hot, goes indoors
when too cold.
7. Follows safety rules on
the school playground or
in the gym.
8. Follows safety rules
when on the school bus or
when travelling on a field
trip.
9. Follows general safety
regulations at school.
10. Follows safety rules
for arriving to and
departing from school.
11. Carries breakable
objects safely and
carefully.
12. Shows caution around
hot or dangerous items.
13. Describes general
safety standards for the
community, for example,
“Do not accept money or
food from strangers,” and
“Avoid dark places at
night”.
14. Asks to see school
nurse or other school
official when ill or hurt.
15. Cares for his/her
minor injuries at school,
for example, paper cuts,
knee scrapes, or
nosebleeds.
16. Uses electrical outlets
or sockets safely in the
classroom.

2.4000 (.82199)

2.1867 (.94000)

1.480

.141

2.1733 (.82811)

2.1733 (.77761)

.000

1.000

1.8533(1.08669)

2.2800 (.87857)

-2.644

.009

2.1067 (.90901)

2.2533 (.80695)

-1.045

.298

2.0533 (.97111)

2.3867 (.76923)

-2.330

.021

2.0667 (.92024)

2.2800 (.74544)

-1.560

.121

2.2133 (.93423)

2.2533 (.87137)

-.271

.787

1.6133(1.14954)

2.0000 (.97260)

-2.224

.028

1.8533(1.11129)

2.3467 (.81362)

-3.102

.002

1.7467(1.09166)

2.0933 (.91789)

-2.105

.037

1.5200(1.22320)

1.7867(1.24437)

-1.324

.188

Item Leisure

Mean (SD)
Indigenous

1. Plays with toys, games,
or other fun items with
classmates.
2. Selects free-time
activities to do alone in
the classroom without
asking the teacher to
select them.
3. Looks at pictures or
reads books or magazines
during free class time.

t (df=148)

Sig. (2-tailed)

Non-Indigenous

2.4933 (.72360)

2.2533 (.82353)

1.896

.060

2.4267 (.77413)

2.3200 (.87240)

.792

.430

2.3733 (.63189)

2.0667 (.77692)

2.652

.009
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4. Waits for his/her turn in
games and other
classroom activities.
5. Plays alone in the
classroom with toys,
games, or other fun
activities.
6. Follows the rules in
games and other
classroom activities.
7. Uses the free time
during the school day
productively.
8. Participates with others
in a game or other activity
without needing
encouragement.
9. Invites others to join
him/her in playing games
and other activities.
10. Participates in a
specific fun activity on a
routine basis, for
example, listening to a
certain type of music or
playing a favorite
computer game.
11. Asks classmates what
game or activity they
would like to do during
free time at school.
12. Invites others to go
first in games, play, or
other activities.
13. Tries a new activity to
learn about something
new.
14. Remembers the game
or activity a classmate
likes and offers to
participate.
15. Participates in a club,
sports team, or organized
group activity, even when
arranged by a teacher or
parent.
16. Participates in an
organized program for a
sport or hobby, for
example, takes a music
class or practices
basketball.
17. Organizes a game or
other activity at school for
a group of classmates
without help from others.

2.0933 (.82484)

2.5200(3.65898)

-.985

.326

2.2667 (.64375)

2.4133 (.61717)

-1.424

.156

2.0000 (.85424)

2.0400 (.82920)

-.291

.771

2.0533 (.89885)

1.8267 (.89100)

1.551

.123

2.0000 (.92998)

1.8667 (.85950)

.912

.363

1.9067 (.93250)

1.8667 (.85950)

.273

.785

2.1200 (.88470)

2.4133 (.65951)

-2.302

.023

1.5333(1.05694)

1.5867 (.95992)

-.323

.747

1.6133 (.95710)

1.4400 (.93346)

1.123

.263

1.6267 (.86639)

1.6133 (.86826)

.094

.925

1.4400 (.96198)

1.4667 (.85950)

-.179

.858

1.5200 (1.15501)

1.8133 (1.02263)

-1.647

.102

1.4133 (1.17512)

1.5467(1.10641)

-.715

.475

1.0133 (1.05898)

1.2267 (.96665)

-1.289

.200
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Item Self-Care

Mean (SD)
Indigenous

1. Uses school restroom
alone.

t (df=148)

Sig. (2-tailed)

Non-Indigenous

2.7600 (.65430)

2.8000 (.59275)

-.392

.695

2.4533 (.64291)

2.7867 (.52744)

-3.471

.001

3. Is clean when arrives at
school.

2.4000 (.82199)

2.7600 (.46032)

-3.309

.001

4. Comes to school with
clean teeth.

2.1867 (.88062)

2.8267 (.41503)

-5.693

.000

5. Blows and wipes nose
with tissue or handkerchief.

2.2133 (.81029)

2.5867 (.65951)

-3.095

.002

6. Wears correct clothes for
cold or warm days.

2.3600 (.87980)

2.8000 (.40269)

-3.938

.000

2.2800 (.81473)

2.7600 (.42996)

-4.512

.000

8. Buttons his/her own
clothing.

2.4533 (.82680)

2.5333 (.79412)

-.604

.547

9. Chews food with mouth
closed.

2.1600 (.80606)

2.5467 (.62154)

-3.290

.001

10. Uses a fork to eat solid
food.

2.5067 (.74204)

2.6933 (.49247)

-1.815

.072

11. Washes hands with
soap.

2.3600 (.79932)

2.6133 (.67570)

-2.096

.038

12. Drinks liquids without
spilling.

2.5733 (.70084)

2.8133 (.39227)

-2.588

.011

2.4800 (.84406)

3.0933 (3.55715)

-1.453

.148

1.8400 (.90105)

2.2133 (.74059)

-2.772

.006

2.0933 (.93250)

2.4133 (.67969)

-2.402

.018

1.7467 (1.05386)

2.6400 (3.67107)

-2.026

.045

2.3200 (.94669)

2.5067 (.68524)

-1.383

.169

1.7200 (1.26875)

2.0933 (1.14104)

-1.895

.060

1.6400 (1.11064)

2.0667 (.96329)

-2.513

.013

2. Has clean hair at school.

7. Has pleasant breath.

13. Fastens and straightens
clothing before leaving
restroom.
14. Covers mouth when
sneezing or coughing.
15. Cleans or brushes
himself/ herself off if
muddy or dirty.
16. Maintains clean
fingernails at school.
17. Opens a tab top can,
milk carton, or screw-top
bottle.
18. Ties his/her own shoes.
19. Keeps hair neat during
the school day by brushing
or combing.

Item Self-Direction

Mean (SD)
Indigenous

Non-Indigenous

t (df=148)

Sig. (2-tailed)
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1. Routinely arrives at
school or class on time.

1.9733 (.92959)

2.3333 (.77692)

-2.573

.011

2.0135 (.89891)

1.9600 (.84534)

.374

.709

1.7600 (.98420)

1.7333 (.93481)

.170

.865

1.8267 (.94973)

1.8933 (1.00772)

-.417

.677

1.5733(1.09265)

1.6133 (.99856)

-.234

.815

6. Stops a fun activity,
without complaints, when
told that time is up.

1.8933 (.93828)

1.8933 (.95257)

.000

1.000

7. Controls anger when
another person breaks the
rules in games and other
fun activities.

1.8667 (.96329)

1.8133 (.99585)

.333

.739

8. Avoids situations at
school that are likely to
result in trouble.

1.8933 (.93828)

1.7467 (.97389)

.939

.349

9. Controls temper when
disagreeing with
classmates.

1.8400(1.02720)

1.7867 (.99040)

.324

.747

10. Asks for directions for
school tasks before
beginning.

1.6000(1.06543)

1.9600 (2.55449)

-1.126

.262

11. Controls
disappointment when a
favorite school or class
activity is canceled.

1.8800 (1.06492)

1.8267 (1.00503)

.315

.753

12. Controls feelings when
not getting his/her own
way.

1.7733 (.95257)

1.7200 (.99404)

.335

.738

13. Keeps working on hard
classroom assignments
without becoming
discouraged or quitting.

1.4533 (.94859)

1.3867 (.95710)

.428

.669

14. Works hard on assigned
tasks or chores that are not
liked.

1.3867 (.94287)

1.4000 (.90045)

-.089

.930

15. Gathers all supplies
needed before beginning a
project at school.

1.5200(1.08254)

1.5333 (.97722)

-.079

.937

2. Asks for help from
teachers or authority
figures when difficult
problems come up.
3. Completes routine
classroom tasks within a
reasonable amount of time.
4. Works on one school
activity for at least 15
minutes.
5. Works independently
and asks for help only
when necessary.
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16. Returns on time when
requested to be back in
classroom.

1.7067 (.99693)

2.2000 (.86992)

-3.229

.002

17. Checks whether his/her
schoolwork is done
correctly.

1.3467(1.07167)

1.4933(1.00503)

-.865

.389

18. Informs teacher in
advance, if possible, when
absence from school is
necessary.

.9733 (1.02632)

1.4667(1.13105)

-2.797

.006

19. Completes large school
projects on time.

.9600 (1.01927)

1.1867(1.07419)

-1.326

.187

20. Plans ahead to allow
enough time to complete
big assignments.

.7467 (1.01467)

.8933 (.95257)

-.913

.363

21. Asks teachers for
school assignments after
being absent from school.

.6667 (.89039)

.7333 (.84363)

-.471

.639

Item Social

Mean (SD)
Indigenous

t (df=148)

Sig. (2-tailed)

Non-Indigenous

1. Has good relationships
with teachers and other
adults.

2.2533 (.71836)

2.2933 (.67330)

-.352

.725

2. Seeks friendships with
others in his/her age group.

2.1067 (.84747)

2.1067 (.89402)

.000

1.000

2.2667 (.82746)

1.9867 (.95143)

1.923

.056

4. Says “Thank you” when
given a gift.

2.1067 (.90901)

2.3467 (.74423)

-1.769

.079

5. Laughs in response to
funny comments or jokes.

2.2267 (.92376)

2.2933 (.80158)

-.472

.638

6. Stands a comfortable
distance from others during
conversations (not too
close).

2.0933 (.96104)

2.1200 (.88470)

-.177

.860

7. Says when he/she feels
happy, sad, scared, or
angry.

1.8000 (1.03975)

2.0400 (.89201)

-1.517

.131

8. Keeps a stable group of
friends.

1.9467 (.99856)

1.6933(1.02632)

1.532

.128

2.0133 (.93712)

2.2267 (.83137)

-1.475

.142

3. Has one or more friends.

9. Waits in line at school.
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10. Says “Please” when
asking for something.

1.9200 (.94096)

2.3067 (.73472)

-2.805

.006

11. Offers assistance to
classmates or teachers.

1.7867(1.01733)

1.8667 (.99095)

-.488

.626

12. Apologizes if he/she
hurts the feelings of others.

1.6667 (.96329)

1.7467 (.87137)

-.533

.595

13. Moves out of another
person’s way without being
asked.

1.8400 (.95917)

1.8133 (.92551)

.173

.863

14. Places reasonable
demands on friends, for
example, does not become
upset when a friend plays
with another friend.

1.9067 (.96104)

1.6133 (.99856)

1.833

.069

15. Shows sympathy for
others when they are sad or
upset.

1.8933 (.95257)

1.9467 (.91376)

-.350

.727

16. Refrains from saying
something that might
embarrass or hurt others.

1.6267(1.03680)

1.4800 (.93520)

.910

.364

17. Shows good judgement
in selecting friends.

2.0267(2.50930)

1.6533(1.00664)

1.196

.234

18. States when others
seem happy, sad, scared, or
angry.

1.6933(1.02632)

1.9867 (.89281)

-1.867

.064

19. Congratulates others
when something good
happens to them.

1.4400(1.02983)

1.7467 (1.37638)

-1.545

.124

20. Compliments others for
good deeds or behavior, for
example, honesty or
kindness

1.3467(1.00664)

1.5333 (.89039)

-1.203

.231
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APPENDIX 6‐1: FORWARD TRANSLATION
Forward translation/adaptation outcome
a) Directions for test administration
The next changes listed in Table 6-1 below were made to the original version, and agreed upon by all
three translators after their initial independent translations (Guillemin et al., 1993; Beaton, et al.,
2000). A brief summary of the changes follows.
Table 6‐1: Directions‐ forward translation
English U.S

Standard Australian English

The Adaptive Behavior Assessment System –Second
Edition is designed to measure important behaviours an
individual displays at school, and other settings. The
behaviors included on this scale range from those
suitable for young students to those suitable for older
students. Some items may seem too difficult for
younger students while others may seem too easy for
older students. Therefore, the student you are rating is
likely to display some but not all behaviors included on
this scale.

The Adaptive Behaviour Assessment System: Indigenous
Australian Adaptation Model is designed to measure
important behaviours Indigenous Australian students’
display at school, and other settings. The behaviours
included on this scale range from those suitable for young
students to those suitable for older students. Some items
may seem too difficult for younger students while others
may seem too easy for older students. Therefore, the student
you are rating is likely to display some but not all
behaviours included on this scale

b) Summary of changes to the paragraph under ‘Directions’
Line 1, 2, 3 and 8/9:
The words ‘behavior’ and ‘behaviors’ on lines 1, 2, 3, and 8/9 were modified into standard
Australian English and changed to ‘behaviour’ and ‘behaviours’. On line 1, the name of the original
checklist of ‘Adaptive Behavior Assessment System - Second Edition’ was replaced with
‘Adaptive Behaviour Assessment System: Indigenous Australian Adaptation Model’.
‘Indigenous Australian students’ replaced ‘individual’ on line 2.
The next table includes the next section of directions (see Table 6-2 below).
Table 6‐2: Please read and answer ALL items
English U.S

Standard Australian English

314

Rate the student according to how often he or she
correctly performs a behavior, without help, when the
behavior needs to be displayed. The rating you choose
should reflect the frequency with which your student
performs the behavior without help, when it is needed.
Record your response for each item by circling one of the
following:

Rate the student according to how often he or she
correctly performs a behaviour, without help, when the
behaviour needs to be displayed. The rating you choose
should reflect the frequency with which your student
performs the behaviour without help, when it is needed.
Record your response for each item by circling one of the
following:

c) Summary of changes in paragraph under the heading: ‘Please read and answer ALL
items’
The word ‘behavior’ was modified into standard Australian English and changed to ‘behaviour’.
Table 6-3 below describes several ‘examples’ to the directions on how to complete the checklist.
Table 6‐3: Examples to show how to complete the Rating/Respondent form
English U.S

Standard Australian English

The following example shows how to complete the
Rating Form:

The following example shows how to complete the
Respondent Form:

ABAS-II Teacher Form
Tell teachers, friends, or others about his/her favourite
activities.
Say “Hello” and “Good-bye” to others.
Uses sentences with a noun and a verb.

Pilot ABAS: IAAM
Finds the toilets at school by himself/herself.
Stays with class during excursions without wandering
away.
Plays with toys, games, or other fun items with
classmates.

d) Summary of changes to the heading and Example Table
The ‘Rating’ Form was replaced with the ‘Respondent’ Form in the caption sentence of the example.
Three new example items substituted the examples of the original form. The existing example items
were not retained in the new version. The new tool does not allow for respondents to ‘guess’ answers.
The new checklist recommends that two or more respondents work together to complete the form to
ensure a true and valid rating.
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The next table explains the changes made to the response rating categories (see Table 6-4 below).
Table 6‐4: Wording changes for response rating categories
English U.S
cannot do the behavior
is too young to have tried the behavior; or
has a physical condition that prevents the
behavior.
has the ability to perform the behavior, but
never or almost never does it when needed; or
never or almost never does it on his/her own
without being reminded.
has the ability to perform the behavior, and
only does it sometimes when needed;
sometimes does it without help, but sometimes
needs help; or
sometimes does it on his/her own, but
sometimes needs to be reminded.
has the ability to perform the behaviour, and
displays the behavior most or all of the time
without being reminded; or
displayed the behavior at a younger age, but
has now outgrown it.

Standard Australian English
cannot do the behaviour
is too young to have tried the behaviour; or
has a physical condition that prevents the
behaviour.
has the ability to perform the behaviour, but
never or almost never does it when needed; or
never or almost never does it on his/her own
without being reminded.
has the ability to perform the behaviour, and
only does it sometimes when needed;
sometimes does it without help, but sometimes
needs help; or
sometimes does it on his/her own, but sometimes
needs to be reminded.
has the ability to perform the behaviour, and
displays the behaviour most or all of the time
without being reminded; or
displayed the behaviour at a younger age, but has
now outgrown it.

e) Summary of changes for the table above
The word ‘behavior’ was substituted with ‘behaviour’ to accommodate the standard Australian
English version.
The following changes were made to the checklist items (see Table 6-5 below).
Table 6‐5: Changes to the checklist items – forward translation
ABAS-II Teacher Form
(Adaptive Behavior Assessment System – Second
Edition ages 5-21)
English U.S
Original Items
Item 1: (Community Use 1)
Finds the restrooms at school by himself/herself.
Item 2 (Health and Safety 1)
Stays with class during field trips without wandering
away.
Item 4: (Self-Care 1)
Uses school restroom alone.
Item 6: (Social 2)
Seeks friendships with others in his/her age group.
Item 7: (School Living 2)
Performs daily or weekly classroom chores.
Item 10: (Communication 4)
Tells teachers, friends, or others about his/her favorite
activities.
Item 11: (Community Use 6)
Runs errands to various locations in school building.
Item 12: (Health and Safety 8)
Follows safety rules when on the school bus or when

ABAS: IAAM
(Adaptive Behaviour Assessment System: Indigenous
Australian Adaptation Model ages 5-14)
Standard Australian English
Adapted version
Finds the toilets at school by himself/herself.
Stays with class during excursions without wandering
away.
Uses school toilet by his/her own.
Makes friends with others in his/her age group.
Performs daily or weekly classroom jobs.
Tells teachers, friends, or others about his/her favourite
activities.
Carries out jobs in all areas of the school.
Follows safety rules at school or when travelling on an
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travelling on a field trip.
Item 20: (Community Use 13)
Relies on himself/herself for travel in the community, for
example, walks or uses public transportation, a bicycle,
or a car.
Item 21: (Functional Academics 13)
Combines coins to produce the correct amount of money,
for example, a quarter plus a dime equals 35 cents.
Item 22: (Self-Direction 14)
Works hard on assigned tasks or chores that are not liked.

excursion.
Relies on himself/herself for travel in the community, for
example, walks or uses public transportation, or a bicycle.
Combines coins to produce the correct amount of money,
for example, a 20-, and a 10 cent coin to equal 30 cents.
Works hard on assigned tasks or everyday jobs that are not
liked

Item 23: (Community Use 14)
States general address of a travel destination, for
example, “On Washington Avenue, near Lake Street.”
Item 25: (School Living 16)
Uses small electrical equipment in the classroom, for
example, a tape player or electric pencil sharpener.
Item 27: (Self-Care 17)
Opens a tab top can, milk carton, or screw-top bottle.

Opens a wrapper, tab top can, or screw-top bottle.

Item 28:
(School Living 17)
Operates electronics, for example, a television, video
player, or computer in the classroom.

Operates electronics, for example, a smart board or
computer in the classroom.

Item 30:
(Functional Academics 18)
Uses a dictionary or encyclopedia to find information.

States general address of a travel destination, for example,
“Casuarina Square on Trower Road in Darwin”.
Uses small electrical equipment in the classroom, for
example, a DVD player or electric pencil sharpener.

Uses a dictionary, encyclopaedia or internet to find
information.

f) Summary results of forward translations
Initial changes were made to the 15 of the 31 items; 1, 2, 3, 4, 6, 7, 10, 11, 12, 20, 21, 23, 25, 27, 28
and 30.
Item 1 (Community Use 1)
The term ‘restrooms’ was replaced with the term ‘toilets’. The term toilet is commonly in use in
Northern Territory schools and was decided as proper for the Indigenous context.
Item 2 (Health and Safety 1)
The word ‘field trips’ was substituted with the word ‘excursions’. The term excursion is generally
used in Northern Territory schools, including Indigenous community schools.
Item 4 (Self-Care 1)
The term ‘restroom’ was replaced with the term ‘toilet’. The term is commonly used in Northern
Territory schools and in particular in the Indigenous communities.
Item 6 (Social 2)
The phrase ‘Seeks friendships’ was replaced with ‘Makes friends’. The translators preferred the
phrase ‘makes friends’ for the Indigenous context.
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Item 7 (School Living 2)
The word ‘chores’ was substituted with the word ‘jobs’. The word ‘jobs’ is more commonly used in
the Northern Territory schools.
Item 10 (Communication 4)
The word ‘favorite’ was replaced with the word ‘favourite’. ‘Favourite’ is the spelling for standard
Australian English.
Item 11 (Community Use 6)
The next sentence ‘Runs errands to various locations in school building’ was replaced with
‘Carries out jobs in all areas of the school’. The respondents agreed upon the change as suitable for the
Indigenous context.
Item 12 (Health and Safety 8)
The phrase ‘on the school bus’ was changed to ‘at school’ because not many students travel to
school by bus, especially those students attending schools in remote and very remote education
settings. All students have the opportunity to show the skill at school. Further to this item, the word
‘field trip’ was replaced with ‘excursion’. This term is commonly used in the Northern Territory.
Item 20 (Community Use 13)
The phrase ‘or a car’ was deleted from the question. Students aged 5 to 14 years are not permitted to
drive cars to school.
Item 21 (Functional Academics 13)
The phrase ‘quarter’ plus a ‘dime’ equals 35 cents were changed to ‘20-, 10-, and 5 cent coins to’
equal 35 cents to display the Australian currency.
Item 22 (Self-Direction 1)
The word ‘chores’ was replaced with the term ‘everyday jobs’. The word, ‘jobs’ is known in the
Northern Territory Indigenous context.
Item 23 (Community Use 14)
The example in this item of ‘On Washington Avenue, near Lake Street’ was substituted with the
next Northern Territory own example “Casuarina Square on Trower Road in Darwin”.
Item 25 (School Living 16)
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The word ‘tape’ was replaced with ‘DVD’ player. Many schools are still using DVD players but the
tape players have been phased out.
Item 27 (Self-Care 17)
The object ‘wrapper’ was added. Wrappers are frequently unwrapped everyday by many students
and can be easily observed. The word ‘milk carton’ was deleted from the question due to the fact that
milk cartons are not available in school canteens.
Item 28 (School Living 17)
The objects ‘television’ and ‘video player’ are replaced with “
‘smart board’ which is frequently used in Northern Territory schools, including Indigenous
communities.
Item 30 (Functional Academics 18)
The term, ‘internet’ was added to this question item. This technology accommodates students using
the internet as well as accessing the encyclopaedia for information. The spelling of ‘encyclopedia’
was corrected to ‘encyclopaedia’ as standard Australian English.
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APPENDIX 6‐2: BACK TRANSLATION
Back translation/adaptation outcome
a) Directions for test administration
The next changes were made to the translated version, and forwarded to the expert committee after
two independent back translations (Guillemin et al., 1993; Beaton, et al., 2000). The changes reported
in Table 6-6 below. A brief summary of the changes follows thereafter.
Table 6‐6: Directions‐ back translation
Forward translation – Standard Australian English

Back translation – Source Language (English U.S)

appropriate for the Indigenous context
The Adaptive Behaviour Assessment System:

The Adaptive Behavior Assessment System –Second Edition

Indigenous Australian Adaptation Model is designed to
measure important behaviours Indigenous Australian
students display at school, and other settings. The
behaviours included on this scale range from those
suitable for young students to those suitable for older
students. Some items may seem too difficult for younger
students while others may seem too easy for older
students. Therefore, the student you are rating is likely to
display some but not all behaviours included on this

is designed to measure important behaviours American
students displays at school, and other settings. The behaviors
included on this scale range from those suitable for young
students to those suitable for older students. Some items may
seem too difficult for younger students while others may
seem too easy for older students. Therefore, the student you
are rating is likely to display some but not all behaviors
included on this scale.

scale.

b) Summary of changes to the paragraph under ‘Directions’
Line 1, 2, 3 and 8/9:
The words ‘behaviour’ and ‘behaviours’ on lines one, two, three, and eight/nine were changed to
American English and written as ‘behavior’ and ‘behaviors’. On line one, the name of the adapted
checklist of ‘Adaptive Behaviour Assessment System: Indigenous Australian Adaptation Model’ was
rewritten to ‘Adaptive Behavior Assessment System - Second Edition’. ‘Indigenous Australian
students’ were rewritten to ‘individuals/students/pupils’on line two.
Table 6-7 below includes the next section of directions.
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Table 6‐7: Please read and answer ALL items
Standard Australian English

Back translation – Source Language (English U.S)

Rate the student according to how often he or she
correctly performs a behaviour, without help, when the
behaviour needs to be displayed. The rating you choose
should reflect the frequency with which your student
performs the behaviour without help, when it is needed.
Record your response for each item by circling one of the
following:

Rate the student according to how often he or she correctly
performs a behavior, without help, when the behavior
needs to be displayed. The rating you choose should reflect
the frequency with which your student performs the
behavior without help, when it is needed. Record your
response for each item by circling one of the following:

c) Summary of changes in paragraph under the heading: ‘Please read and answer ALL
items’
The word ‘behaviour’ was rewritten into the American spelling version, ‘behavior’.
Table 6-8 below, reports on the ‘examples’ of the directions.
Table 6‐8: Examples to show how to complete the Rating/Respondent form – back
translation
Standard Australian English

Back translation – Source Language (English U.S)

The following example shows how to complete the
Respondent Form:

The following example shows how to complete the
Respondent Form:

The original examples included in the ABAS-II Teacher Form were not retained in the pilot ABAS:
IAAM. Three new example items are included in the example table as part of the ‘Directions’.
Standard Australian English

Back translation – Source Language (English U.S)

Finds the toilets at school by himself/herself.

Finds the restrooms/washrooms
himself/herself.

Stays with class during excursions without wandering
away.
Plays with toys, games, or other fun items with
classmates.

at

school

by

Stays with class during field trips/school trips without
wandering away.

Plays with toys, games, or other fun items with
classmates.
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d) Summary of changes to the heading and Example Table
The term ‘Respondent’ Form was acceptable for the back translators. Three new example items
substituted the examples items of the original form. The existing example items were not retained in
the new version.
The new tool does not allow for respondents to respond to questions as ‘guessed’ answers. It strives to
accumulate accurate and usable information on a student’s adaptive functioning. Therefore, the new
checklist recommends that two or more respondents work together to complete the form to ensure a
reliable and valid rating.
Table 6-9 below explains the changes made to the response rating categories.
Table 6‐9: Wording changes for response rating categories
Standard Australian English
cannot do the behaviour
is too young to have tried the behaviour; or
has a physical condition that prevents the
behaviour.
has the ability to perform the behaviour, but
never or almost never does it when needed; or
never or almost never does it on his/her own
without being reminded.
has the ability to perform the behaviour, and
only does it sometimes when needed;
sometimes does it without help, but sometimes
needs help; or
sometimes does it on his/her own, but
sometimes needs to be reminded.
has the ability to perform the behaviour, and
displays the behaviour most or all of the time
without being reminded; or
displayed the behaviour at a younger age, but
has now outgrown it.

English U.S.
cannot do the behavior
is too young to have tried the behavior; or
has a physical condition that prevents the
behavior.
has the ability to perform the behavior, but
never or almost never does it when needed; or
never or almost never does it on his/her own
without being reminded.
has the ability to perform the behavior, and
only does it sometimes when needed;
sometimes does it without help, but sometimes
needs help; or
sometimes does it on his/her own, but sometimes
needs to be reminded.
has the ability to perform the behaviour, and
displays the behavior most or all of the time
without being reminded; or
displayed the behavior at a younger age, but has
now outgrown it.

e) Summary of changes for the table above
The word ‘behaviour’ was re-written in American English substituted with ‘behavior’.
The next changes were made to the checklist items, see Table 6.10 below.
Table 6‐10: Changes to the checklist items – back translation
ABAS: IAAM

ABAS-II Teacher Form
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(Adaptive Behaviour Assessment System: Indigenous
Australian Adaptation Model ages 5-14)

(Adaptive Behavior Assessment System – Second
Edition ages 5-21)

Adapted version

Original Items

Item 1: (Community Use 1)
Finds the toilets at school by himself/herself.
Item 2: (Health and Safety 1)
Stays with class during excursions without wandering
away.
Item 4: (Self-Care 1)
Uses school toilet alone.
Item 6: (Social 2)
Seeks friendships with others in his/her age group.
Item 7: (School Living 2)
Performs daily or weekly classroom jobs.
Item 10: (Communication 4)
Tells teachers, friends, or others about his/her favourite
activities.
Item 11: (Community Use 6)
Carries out jobs in all areas of the school.
Item 12: (Health and Safety 8)
Follows safety rules when on the school bus or when
travelling on an excursion.
Item 20: (Community Use 13)
Relies on himself/herself for travel in the community, for
example, walks or uses public transportation, a bicycle,
or a car.
Item 21: (Functional Academics 13)
Combines coins to produce the correct amount of money,
for example, a 20-, 10-, and 5 cent coins to equal 35
cents.
Item 22: (Self-Direction 14)
Works hard on assigned tasks or everyday jobs that are
not liked.
Item 23: (Community Use 14)
States general address of a travel destination, for
example, “Casuarina Square on Trower Road in
Darwin”.
Item 25: (School Living 16)
Uses small electrical equipment in the classroom, for
example, a DVD player or electric pencil sharpener.
Item 27: (Self-Care 17)
Opens a wrapper, tab top can, or screw-top bottle.
Item 28: (School Living 17)
Operates electronics, for example, a smart board, or
computer in the classroom.
Item 30: (Functional Academics 18)
Uses a dictionary, encyclopaedia, or the internet to find
information.

Finds the restrooms/washrooms
himself/herself.

at

school

by

Stays with class during field trips/school trips without
wandering away.
Uses school restroom/washroom by his/her own.
Seeks friendships with others in his/her age group.
Performs daily or weekly classroom errands/chores.
Tells teachers, friends, or others about his/her favorite
activities.
Runs errands/Carries out chores in all areas of the
school.
Follows safety rules when on the school bus/at school or
when travelling on a school or field trips.
Relies on himself/herself for travel in the community, for
example, walks or uses public transportation, or a bicycle.
Combines coins to produce the correct amount of money,
for example, ‘any coins that add up to 35 cents’.

Works hard on assigned tasks or chores that are not liked
States general address of a travel destination, for example,
“Any example referring to a well-known American
location”.
Uses small electrical equipment in the classroom, for
example, a tape player or electric pencil sharpener.
Opens a wrapper, tab top can, or screw-top bottle.
Operates electronics, for example, a black or chalk board
or computer in the classroom.
Uses a dictionary, encyclopedia or the internet to find
information.

f) Summary results of back translations
Item 1 (Community Use 1)
The term ‘toilets’ was replaced with the term ‘washrooms or restrooms’.
Item 2 (Health and Safety)
The word ‘excursions’ was substituted with the word ‘school trips or field trips’.
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Item 4 (Self-Care 1)
The term ‘toilet’ was replaced with the term ‘restroom or washroom’.
Item 6 (Social 2)
The phrase ‘Seeks friendships’ stayed as, ‘Seeks friendships’.
Item 7 (School Living 2)
The word ‘jobs’ was substituted with either word ‘errands or chores’.
Item 10 (Communication 4)
The spelling ‘favourite’ changed to ‘favourite’.
Item 11 (Community Use 6)
The sentence ‘Carries out jobs in all areas of the school’ was replaced with ‘Runs errands in all
areas of the school’ or “Carries out chores in all areas of the school’.
Item 12 (Health and Safety 8)
The phrase ‘on the school bus’, remained ‘on the school bus or at school’. Further to this item, the
word ‘excursion’ was replaced with ‘school or field trip’.
Item 20 (Community Use 13)
The sentence stayed the same.
Item 21 (Functional Academics 13)
The phrase ‘20-, 10-, and 5 cent coins to equal 35 cents’ was suggested to use any coins which add
up to 35 cents.
Item 22 (Self-Direction 14)
The word ‘everyday jobs’ was changed to ‘tasks/jobs/chores’. Everyday jobs could refer to many
alternative words in American English.
Item 23 (Community Use 14)
The example; ‘Casuarina Square on Trower Road in Darwin’ was to be replaced with an
American bound example.
Item 25 (School Living 16)
The word ‘DVD’ was replaced with ‘video’ player.
Item 27 (Self Care 17)
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The sentence remained unchanged.
Item 28 (School Living 17)
The word ‘smart board’ was replaced with ‘black or chalk board’.
Item 30 (Functional Academics 18)
The spelling of ‘encyclopaedia’ was changed to ‘encyclopedia’.
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APPENDIX 6‐3: REVIEW COMMITTEE
Review Committee/adaptation outcome
a) Comments on the ‘Directions’ for test administration
The review committee agreed that guidelines, D.2, D.3, D.4, and D.5 of the ITC were followed during
the translation/adaptation of the ‘Directions’ of the new tool. No additional changes to the
‘Directions’ were suggested.
b) Comments on checklist items
The review committee approved the majority of the translations/adaptations made by the translators.
ITC guideline/s D1 to D6 were used. Their recommendations are listed in Table 6-11 below.
Table 6‐11: Changes recommended by Review Committee
Checklist Items

1. Finds the toilets at school by himself/herself.
2. Stays with class during excursions without wandering
away.
3. Plays with toys, games, or other fun items with
classmates.
4.

Uses school toilets alone.

5.

Says the names of other people, for example,
teachers’ or friends’ names.

6.

Makes friends with others in his/her age group.

7.

Performs daily or weekly classroom jobs.

8.

Completes routine classroom tasks within a
reasonable amount of time.

9.

Names 20 or more familiar objects.

10. Tells teachers, friends, or others about his/her
favourite activities.
11. Carries out jobs in all areas of the school.
12. Follows safety rules at school or when travelling on
an excursion.
13. Measures length and height.
14. Participates with others in a game or other activity
without needing encouragement.

Test Development and Adaptation

Agreed to translation/adaptation.
Agreed to translation/adaptation.
Agreed to status quo.
Agreed to translation/adaptation.
Agreed to status quo.
Agreed to translation/adaptation.
Agreed to translation/adaptation.
Agreed to status quo.
Agreed to status quo.
Agreed to translation/adaptation.
Agreed to translation/adaptation.
Agreed to translation/adaptation.
Agreed to status quo.

326

Agreed to status quo.
15. Buttons his/her own clothing.
16. Waits in line at school.
17. Shows caution around hot or dangerous items.
18. Invites others to go first in games, play, or other
activities.
19. Drinks liquids without spilling.
20. Relies on himself/herself for travel in the community,
for example, walks or uses public transportation, or a
bicycle.

Agreed to status quo.
Agreed to status quo.
Agreed to status quo.
Agreed to status quo.
Agreed to status quo.
Agreed to translation/adaptation.
Suggestion:

21. Combines coins to produce the correct amount of
money, for example, 20-, 10-, and 5 cent coins to
equal 35 cents.

Combines coins to produce the correct amount of money,
for example, 20-, and 10 cents to equal 30 cents.
Agreed to translation/adaptation.

22. Works hard on assigned tasks or jobs that are not
liked.
23. States general address of a travel destination, for
example, “Casuarina Square on Trower Road in
Darwin”.

Suggestion:
“Casuarina Square or Darwin Airport”

24. Shows sympathy for others when they are sad or
upset.

Agreed to status quo.

25. Uses small electrical equipment in the classroom, for
example, a DVD player or electric pencil sharpener.

Agreed to translation/adaptation.

26. Uses electrical outlets or sockets safely in the
classroom.
Agreed to status quo.
Agreed to translation/adaptation.
27. Opens a wrapper, tab top can, or screw-top bottle.

28. Operates electronics, for example, a smart board or
computer in the classroom.

29. States his/her own telephone number.

Suggestion:
Operates electronics, for example, an interactive white
board, ipad or computer in the classroom.
Suggestion:
States the password of the school computer.

30. Uses the dictionary, encyclopaedia or internet to find
information.
31. Completes large school projects on time.

Agreed to translation/adaptation.
Agreed to status quo.

c) Summary on suggestions of Review Committee
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Item 21 (Functional Academics 13)
The committee suggested having only two numbers (20 - and 10 cents), instead of three (20 -, 10 -,
and 5 cents). By having only two numbers, the item is seen as equivalent to the original construct.
Item 23(Community Use 1)
The committee suggested replacing “Casuarina Square on Trower Road in Darwin” with “Casuarina
Square or Darwin Airport”.
Item 28 (School Living 17)
The committee advised to use ‘interactive white board’ instead of ‘smart board’, and added ‘ipad’.

Item 29(Communication 18)
The committee suggested using “States the password of the school computer”.
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APPENDIX 6‐4: SEMI‐STRUCTURED INTERVIEWS
Findings of semi-structured interviews
a) Introduction (ABAS: IAAM booklet page 3; Appendix 4-6a)
All respondents easily understood the directions of the ABAS: IAAM Respondent Form. One of the
respondents referred to the directions as “easy to read and understand”, another respondent mentioned
that they are “clear and concise”. Another respondent said that the “Instruction page is conveniently
close to refer to when necessary”. One more respondent reported that the directions are lot of
information at first, but that it is easy to go back to and confirm when unsure”.
b) Checklist items (ABAS: IAAM booklet pages 4 and 5)
The respondents agreed on 30 of the 31 items. Item 29 ‘States his/her own telephone number”
prompted several comments. Fourteen respondents reported that the item is not applicable to
Indigenous students. They felt that many households do not have phones and many students do not
have mobile phones. If they do have a mobile phone they do not know their personal numbers due to
the use of contact lists. Another 15 respondents mentioned that students might only remember an
average of four or five numbers in sequence depending on their age.

Suggestion and outcome

Many respondents suggested that the word ‘telephone number’ needs to be replaced with a similar
idea, for example, ‘computer password’. This way the item is functional for all students of all ages.
Item 29 were referred back to the Expert Committee and the item was replaced with the following;
‘Knows the password of the school computer’.

c) Additional comments
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One respondent expected more items relating to school work, personal abilities regarding health,
hygiene, strengths, weaknesses and speech. Another respondent felt some items are still
‘mainstreamed based’ but acknowledged that these skills would be an expectation for Indigenous
students to acquire at school. Someone asked for the inclusion of more questions in relation to social
skills. One respondent suggested adding an item that reads: “is able to interact well at an age
appropriate level”. Another respondent said it would be useful to add a question or two about
attention/concentration/focus.

d) Summary of respondents’ perspective
Overall the respondents responded positively on the changes made to the original checklist. The
directions and checklist items were seen as comprehensible and appropriate to use in a NT Indigenous
context. The respondents are pleased with the reduced checklist and mentioned that they would be
more inclined to complete the checklist in the future.
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APPENDIX 7‐1: ABAS: IAAM (24 items)
ABAS: IAAM

Respondent Form Ages 5-14
Adaptive Behaviour Assessment System:
Indigenous Australian Adaptation Model

Student Information:
Student Name:

Chronological Age:

School:

Gender:

Region:

Diagnosed Disability:

Year Group:

Ethnicity:

Date of Birth:

Language other than
standard English:
School Attendance:

Assessment Date:

Respondent Information:
Respondent 1
Name
Relationship to student
How well do you know
student?
General School Concerns:

Respondent 2
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Directions:
The Adaptive Behaviour Assessment System: Indigenous Australian Adaptation Model (ABAS: IAAM) is
designed to measure important behaviours Indigenous Australian students display at school, and other settings.
The behaviours included on this scale range from those suitable for young students to those suitable for older
students. Some items may seem too difficult for younger students while others may seem too easy for older
students. Therefore, the student you are rating is likely to display some but not all behaviours included on this
scale.
Please read and answer ALL items
Rate the student according to how often he or she correctly performs a behaviour, without help, when the
behaviour needs to be displayed. The rating you choose should reflect the frequency with which your student
performs the behaviour without help, when it is needed. Record your response for each item by circling one of
the following:
8

Is Not Able

9

Never or Almost Never When Needed

10

Sometimes When Needed

11

Always or Almost Always When Needed

Note: Your answer needs to be based on observation or direct knowledge.
The following example shows how to complete the Respondent Form:
Checklist Items
23. Finds the toilets at school
by himself/herself.
24. Stays with class during
excursions without

Is Not
Able

Never
when
needed

0

1

2

3

0

1

2

3

0

1

2

3

Sometimes
when
needed

Always
when
needed

Additional
Comments

wandering away.
25. Plays with toys, games, or
other fun items with
classmates.
In the example above, the student being rated Always (or Almost Always) finds the toilets at school by
himself/herself; Sometimes stays with class during excursions without wandering away; and Is Not Able to
play with toys, games, or fun items with classmates. A respondent wrote a comment on Item 3.
The following table is provided to further assist you in filling out this form.
Score 0 (Is not able) when the student;
-

cannot do the behaviour

-

is too young to have tried the behaviour; or

-

has a physical condition that prevents the behaviour.
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Score 1 (Never or Almost Never When needed) when the student;
Has the ability to perform the behaviour, but
-

never or almost never does it when needed; or

-

never or almost never does it on his/her own without being reminded.

Score 2 (Sometimes When Needed) when the student;
Has the ability to perform the behaviour, and
-

only does it sometimes when needed;

-

sometimes does it without help, but sometimes needs help; or

-

sometimes does it on his/her own, but sometimes needs to be reminded.

Score 3 (Always or Almost Always When Needed) when the student;
Has the ability to perform the behaviour, and
-

displays the behaviour most or all of the time without being reminded; or

-

displayed the behaviour at a younger age, but has now outgrown it.

Is Not
Able

Never
when
needed

0

1

2

3

2. Stays with class during excursions
without wandering away.

0

1

2

3

3. Plays with toys, games, or other fun
items with classmates.

0

1

2

3

4. Uses school toilets alone.

0

1

2

3

5. Says the names of other people, for
example, teachers’ or friends’
names.

0

1

2

3

6. Makes friends with others in his/her
age group.

0

1

2

3

7. Performs daily or weekly classroom
jobs.

0

1

2

3

8. Completes routine classroom tasks
within a reasonable amount of time.

0

1

2

3

9. Names 20 or more familiar objects.

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

Checklist Items
1. Finds the
himself/herself.

toilets

at

school

10. Carries out jobs in all areas of the
school.
11. Follows safety rules at school or
when travelling on an excursion.
12. Measures length and height.
13. Participates with others in a game or

by

Sometime
s when
needed

Always
when
needed

Additional
Comment
s
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other activity without needing
encouragement.
14. Buttons his/her own clothing.

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

0

1

2

3

15. Waits in line at school.
16. Drinks liquids without spilling.
17. Combines coins to produce the
correct amount of money, for
example, a 20 cent plus a 10 cent
equal 30 cents.
18. States general address of a travel
destination, for example, “Casuarina
Square or Darwin Airport”.
19. Uses small electrical equipment in
the classroom, for example, a DVD
player or electric pencil sharpener.
20. Uses electrical outlets or sockets
safely in the classroom.
21. Opens a wrapper, tab top can, or
screw-top bottle.
22. States the password of the school
computer.
23. Uses a dictionary, books or internet
to find information.
24. Completes large school projects on
time.

Results:
Composite
Factor Domain 1
Factor Domain 2
Factor Domain 3
GAC
(General
Adaptive
Composite)

Sum of Scaled
Score

Percentile Rank

90/95% Confidence
Interval
-

Descriptor
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APPENDIX 7‐2: PSYCHOMETRIC ANALYSIS – ABAS‐II TF ITEMS (AGE‐GROUPS)
Table 7.5a - Item1 (CU 1):
Finds the toilets at school by himself/herself.
Age Recoded
Gender
Education setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban
Remote
Very Remote
10-14
Girl
Urban
Remote
Very Remote
Note: CU=Community Use

N
2
16
12
2
15
10
6
10
16
8
10
13

Mean
3.00
3.00
3.00
3.00
2.87
3.00
3.00
3.00
3.00
3.00
3.00
3.00

Std. Deviation
.000
.000
.000
.000
.352
.000
.000
.000
.000
.000
.000
.000

Results The 5-9 remote girls age-group performed slightly lower on this item with a mean of 2.87 and a std.
deviation of .352. This is an easy item.
Table 7.5b – Item 2 (HS 1):
Stays with class during excursions without wandering away.
Age Recoded
Gender
Education
setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban
Remote
Very Remote
10-14
Girl
Urban
Remote
Very Remote
Note: HS=Health and Safety

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

2.50
2.50
2.00
1.50
2.07
1.90
2.50
2.90
2.38
3.00
3.00
2.62

.707
.894
.739
.707
.799
.738
.548
.316
.885
.000
.000
.506

Results The 5-9 urban and remote girls age-group performed lower on this item than the boys. Only two urban
girls participated in this study.

Table 7.5c Item 3 (L1):
Plays with toys, games, or other fun items with classmates.
Age Recoded
Gender
Education
setting

N

Mean

Std. Deviation
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5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

2
16
12
2
15
10
6
10
16
8
10
13

3.00
2.69
2.17
2.50
2.47
2.50
2.83
2.90
2.69
2.88
3.00
2.54

.000
.602
.718
.707
.640
.527
.408
.316
.704
.354
.000
.776

Note: L=Leisure
Results Girls and boys from different education settings performed similar on this item.
Table 7.5d - Item 4 (SC 1):
Uses school toilets alone.
Age Recoded
Gender

Education

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

3.00
2.94
3.00
3.00
2.80
3.00
3.00
3.00
3.00
3.00
3.00
3.00

.000
.250
.000
.000
.561
.000
.000
.000
.000
.000
.000
.000

setting
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

Note: SC=Self-Care
Results Girls and boys from different education settings performed similar on this item. This item might be
challenging for younger students.

Table 7.5e - Item 5 (C 2):

Says the names of other people, for example, teachers’ or friends’ names.
Age Recoded
Gender
Education
N
setting
5-9
Boy
Urban
2
Remote
16
Very Remote
12
5-9
Girl
Urban
2
Remote
15
Very Remote
10
10-14
Boy
Urban
6
Remote
10
Very Remote
16
10-14
Girl
Urban
8

Mean

Std. Deviation

2.50
2.44
2.50
2.50
2.67
2.50
3.00
2.90
2.81
2.88

.707
.727
.674
.707
.488
.707
.000
.316
.544
.354
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Remote
Very Remote

10
13

3.00
2.54

.000
.776

Note: C=Communication
Results Girls and boys from the age-group 10-14 performed slightly higher on this item, except for the very
remote girls’ group. Results are very similar across education settings.
Table 7.5f - Item 6 (S 2):
Makes friends with others in his/her age group.
Age Recoded
Gender
Education

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

2.50
2.56
1.92
2.00
2.47
2.40
2.50
2.70
2.75
2.88
2.90
2.54

.707
.629
.900
.000
.640
.516
.548
.483
.447
.354
.316
.776

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

3.00
2.44
1.83
1.50
1.93
2.00
2.50
2.60
2.63
2.75
2.80
2.31

.000
.814
.937
.707
1.033
.943
.548
.699
.719
.463
.422
.751

setting
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

Note: S=Social
Results The age-group 5 – 9 very remote boys scored the lowest on this item.
Table 7.5g - Item 7 (SL 2):
Performs daily or weekly classroom jobs.
Age Recoded
Gender
Education
setting
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

Note: SL=School Living
Results The 5-9 urban and remote boys’ age-group performed higher on this item than the very remote boys.
For the 5-9 urban and remote girls ‘age-group, performed lower than the very remote group. The 10-14 very
remote girls performed lowest for their age group, comparing boys and girls.
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Table 7.5h - Item 8 (SD 3):
Completes routine classroom tasks within a reasonable amount of time.
Age Recoded
Gender
Education
N
setting
5-9
Boy
Urban
2
Remote
16
Very Remote
12
5-9
Girl
Urban
2
Remote
15
Very Remote
10
10-14
Boy
Urban
6
Remote
10
Very Remote
16
10-14
Girl
Urban
8
Remote
10
Very Remote
13
Note: SD=Self-Direction

Mean

Std. Deviation

1.50
1.88
1.83
1.00
1.80
1.60
2.00
2.10
2.13
2.63
2.70
2.08

.707
.885
.577
.000
.775
.843
.632
.738
.806
.518
.483
.760

Results The age-groups, 5-9 and 10-14 very remote girls performed lower on this item in comparison with
others in different education settings.
Table 7.5i - Item 9 (C 3):
Names 20 or more familiar objects.
Age Recoded
Gender
Education
setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban
Remote
Very Remote
10-14
Girl
Urban
Remote
Very Remote
Note: C=Communication

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

3.00
2.44
2.33
1.50
2.53
1.70
3.00
2.90
2.69
2.88
3.00
2.69

.000
.727
.778
.707
.640
.949
.000
.316
.793
.354
.000
.855

Results The age-group 5-9 urban and very remote girls performed lower than the boys on this item.
Table 7.5j - Item 11 (CU 6):
Carries out jobs in all areas of the school.
Age Recoded
Gender
Education
setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban

N

Mean

Std. Deviation

2
16
12
2
15
10
6

2.00
2.06
1.75
2.00
1.93
1.30
2.50

.000
1.124
1.138
.000
1.163
1.059
.548
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10-14

Girl

Remote
Very Remote
Urban
Remote
Very Remote

10
16
8
10
13

2.30
2.31
3.00
2.80
2.00

.675
.946
.000
.422
1.291

Note: CU=Community Use
Results The age-group 5-9 very remote boys and urban and very remote girls performed lower on this item than
those in other education settings.

Table 7.5k - Item 12 (HS 8):
Follows safety rules at school or when travelling on an excursion.
Age Recoded
Gender
Education
N
setting
5-9
Boy
Urban
2
Remote
16
Very Remote
12
5-9
Girl
Urban
2
Remote
15
Very Remote
10
10-14
Boy
Urban
6
Remote
10
Very Remote
16
10-14
Girl
Urban
8
Remote
10
Very Remote
13
Note: HS=Health and Safety

Mean

Std. Deviation

2.50
2.50
1.58
2.00
2.13
1.90
2.33
2.60
2.38
3.00
2.90
2.46

.707
.816
.900
.000
.743
.994
.516
.516
.885
.000
.316
.660

Results The age-groups 5-9 very remote boys and girls performed lower than those from other education
settings.

Table 7.5l - Item 13 (FA 8):
Measures length and height.
Age Recoded
Gender
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Education
setting
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

1.00
.94
.83
.00
.80
.50
1.83
2.20
1.38
2.38
2.10
1.31

.000
.929
.718
.000
1.146
.972
.983
.422
.885
.518
1.197
1.251

Note: FA=Functional Academics
Results This is a challenging item for all age groups. The very remote students scored lower than the remote and
urban students. The two girls from the age-group 5-9 urban girls are performing low due to their numbers, and
having special education needs.
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Table 7.5m - Item 14 (L 8):
Participates with others in a game or other activity without needing encouragement.
Age Recoded
Gender
Education
N
Mean
setting
5-9
Boy
Urban
2
3.00
Remote
16
2.31
Very Remote
12
1.92
5-9
Girl
Urban
2
1.50
Remote
15
2.27
Very Remote
10
2.30
10-14
Boy
Urban
6
2.17
Remote
10
2.70
Very Remote
16
2.38
10-14
Girl
Urban
8
2.88
Remote
10
2.80
Very Remote
13
2.38
Note: L=Leisure

Std. Deviation
.000
.793
.669
.707
.799
.675
.753
.483
.500
.354
.422
.870

Results The age-groups, 5-9 very remote boys, 5-9 urban girls, and the 10-14 very remote boys and girls
performed lower than those in different education settings.

Table 7.5n - Item 15 (SC 8):
Buttons his/her own clothing.
Age Recoded
Gender
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Education
setting
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

2.50
2.69
2.50
1.50
2.80
2.90
3.00
3.00
3.00
3.00
3.00
2.92

.707
.602
.905
.707
.561
.316
.000
.000
.000
.000
.000
.277

Note: SC=Self-Care
Results Students from different education settings produced very similar results. The sample of the age-group 59 urban girls is small and difficult to interpret.

Table 7.5o – Item 16 (S 9):
Waits in line at school.
Age Recoded
Gender
5-9

Boy

Education
setting
Urban
Remote

N

Mean

Std. Deviation

2
16

1.00
2.37

1.414
.619
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5-9

Girl

10-14

Boy

10-14

Girl

Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

12
2
15
10
6
10
16
8
10
13

1.83
1.00
2.13
2.00
2.17
2.90
2.62
3.00
2.90
2.69

.937
.000
.743
1.054
.753
.316
.885
.000
.316
.480

Note: S=Social
Results The age-group 5-9 urban boys and girls sored the lowest; both groups have small numbers.
Table 7.5p - Item 19 (SC 12):
Drinks liquids without spilling.
Age Recoded
Gender
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Education
setting
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

2.50
2.88
2.83
2.50
2.73
3.00
3.00
3.00
3.00
3.00
3.00
2.92

.707
.342
.389
.707
.594
.000
.000
.000
.000
.000
.000
.277

Note: SC=Self-Care
Results The younger boys and girls performed slightly lower on this item than the older age-group. The 10-14
girls’ age-group performed a bit below than their counterparts.
Table 7.5q - Item 21 (FA 13):
Combines coins to produce the correct amount of money, for example, a 20 cent plus a 10 cent equal 30 cents.
Age Recoded
Gender
Education
N
Mean
Std. Deviation
setting
5-9
Boy
Urban
2
.50
.707
Remote
16
.56
.892
Very Remote
12
.58
.669
5-9
Girl
Urban
2
.00
.000
Remote
15
.73
1.163
Very Remote
10
.50
.972
10-14
Boy
Urban
6
2.17
.753
Remote
10
2.20
.789
Very Remote
16
1.69
.704
10-14
Girl
Urban
8
2.38
.518
Remote
10
2.30
1.059
Very Remote
13
1.46
1.050
Note: FA=Functional Academics
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Results The younger students from all education settings found this item difficult. The 10-14 very remote boys
and girls performed lower than the urban and remote students.

Table 7.5r - Item 23 (CU 14):
States general address of a travel destination, for example, “Casuarina Square or Darwin Airport”.
Age Recoded
Gender
Education
N
Mean
Std. Deviation
setting
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

2
16
12
2
15
10
6
10
16
8
10
13

1.00
1.25
1.08
.00
1.33
.90
2.50
2.30
1.75
2.87
2.60
1.77

.000
1.183
1.165
.000
1.397
.994
.837
.675
.856
.354
.516
.832

Note: CU=Community Use
Results This is a more challenging item for the younger students than the older students. The very remote
students scored lower than the urban and remote students.
Table 7.5s - Item 25 (SL 16):
Uses small electrical equipment in the classroom, for example, a DVD player or electric pencil sharpener.
Age Recoded
Gender
Education
N
Mean
Std. Deviation
setting
5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

2
16
12
2
15
10
6
10
16
8
10
13

1.00
1.63
1.75
1.00
1.60
1.40
2.83
2.90
2.56
2.87
3.00
2.31

.000
.806
1.288
1.414
.986
1.265
.408
.316
.727
.354
.000
.855

Note: SL=School Living
Results The older students performed higher on this item than the younger students.

Table 7.5t - Item 26 (HS 16):
Uses electrical outlets or sockets safely in the classroom.
Age Recoded
Gender
Education
setting

N

Mean

Std. Deviation

342

5-9

Boy

5-9

Girl

10-14

Boy

10-14

Girl

Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote
Urban
Remote
Very Remote

2
16
12
2
15
10
6
10
16
8
10
13

1.00
2.13
1.50
1.50
2.00
1.20
3.00
2.90
2.69
3.00
3.00
2.77

1.414
1.147
1.243
.707
1.069
1.229
.000
.316
.704
.000
.000
.439

Note: HS= Health and Safety
Results The very remote students of both age-groups scored lower on this item. The younger students performed
lower than the older students on this item.

Table 7.5u - Item 27 (SC 17):
Opens a wrapper, tab top can, or screw-top bottle.
Age Recoded
Gender
Education
setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban
Remote
Very Remote
10-14
Girl
Urban
Remote
Very Remote
Note: SC=Self-Care

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

2.50
2.63
2.58
2.00
2.73
2.90
3.00
3.00
3.00
3.00
3.00
2.92

.707
.500
.515
.000
.594
.316
.000
.000
.000
.000
.000
.277

Results This is an easy item for older age-groups, although the age-group 10-14 very remote girls performed
lower than their counterparts.

Table 7.5v - Item 29 (C 18):
Knows the code for the school computer.
Age Recoded
Gender
Education
setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban
Remote
Very Remote
10-14
Girl
Urban

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8

.50
.63
.33
.00
.67
.30
2.50
2.00
.94
2.63

.707
.885
.492
.000
1.047
.675
.837
.816
.680
.518

343

Remote
Very Remote

10
13

2.50
1.31

.707
1.032

Note: C=Communication
Results This item is challenging for younger students and for older students from the very remote education
setting.
Table 7.5w - Item 30 (FA 18):
Uses a dictionary, books or internet to find information.
Age Recoded
Gender
Education
setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban
Remote
Very Remote
10-14
Girl
Urban
Remote
Very Remote
Note: FA=Functional Academics

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

1.00
.63
.25
.00
.40
.20
2.83
1.80
1.50
2.75
2.30
1.15

.000
.957
.452
.000
.828
.632
.408
.632
.730
.463
.675
.899

Results The young students and the older very remote students scored lower on this item.

Table 7.5x - Item 31 (SD 19):
Completes large school projects on time.
Age Recoded
Gender
Education
setting
5-9
Boy
Urban
Remote
Very Remote
5-9
Girl
Urban
Remote
Very Remote
10-14
Boy
Urban
Remote
Very Remote
10-14
Girl
Urban
Remote
Very Remote
Note: SD=Self-Direction

N

Mean

Std. Deviation

2
16
12
2
15
10
6
10
16
8
10
13

.50
.44
.08
.00
.20
.30
1.50
1.00
.87
2.38
1.60
1.08

.707
.814
.289
.000
.561
.949
.548
1.155
.619
.518
.966
.954

Results This item is challenging for younger students. The very remote 10-14 age-groups performed lower than
students from remote and urban areas.

