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FOREWORD

*National Assessment of Educational Progress (NAEP), a project of the Education Commission of
the States. is a research effort designed to gather information about the educatjonal achievements of
9-year-olds. 13-year-olds, 17-year-olds and adults (ages 26-35in 10 lcarmng areas. Different learhing
areas are assessed every year and all areas are periodically reassessed ifi order to measure educational
change. Plans for assessment efforts in the next five years arg outlined im the final chapter of this
report. ' . . -

Because of its focus on xhe collection and analysis of data, National Assessment must rely on profes-,
sional educators and orgdmzatlons to study that data and draw out implications.and meaning. The
project welcomes the serious interpretation’ of its findings and realizes that only through such follpw-
up work and dissemination can the-results have a bearing on education decisions and plans. We
therefore welcome this report —- the result of a grant from NAEP to the National Council for the
Social Studies ('\T(SS) The council organized for its task (see Chapter 1) and called on a number of

its members to participate. National Assessment and NCSS are grateful to the many professional

educators. listed on the following pages, who contributed to the study and this review.
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. CHAPTER1 .
. NATIONAL ASSESSMENT AND SOCIAL STUDIES
.=\, - EDUCATION: THE SETTING - .

. v, ' ‘ o
e ~ . | Ny .
o Jean Fair :
.o .~ - - Wayne State University
' P . .
o ' ’ ) v ' .

.

» . R} .
In- the midst of unsettling social ch%ngé‘ education .  science, mathematics, social studies, citizenship, career and
becomes -inevitably a matter of public debate and policy .,  occupational development, literature, art and music — in

making. Fhe heat, even outright turmoil, of recent years has ~ short, i much more than' the three R's. NAEP assesses
subsided, and faith in education as the road to salvation has educational achievement, not ferely school achievement.
wiven way. Stll firm is the belief that education is basic to © Obviously schools have responsibilities for education. Still

. individual and social welfare. And still widespread is the un- televisjon, magazines, libraries; newspapets, civic organiza-
easv feeling that schools are not doing what they ought to be tions (especially those for young.people), religious institu-
doing."and not even doing well what they have long bgen do- tions, personal opportunities and experiences—these and
ing_When too little money is at hand for public services, the sothers all” contribage to education. National Assessment -
debate is further sharpened. ¢ ’ ‘ ) ‘does not aim to distinguish one. source of achievement from

The pressures in policy making make plain the need for another.

L ‘. . 1 .
. tnformation. Simply stated, young'} € _go to school to Morfeovc:;ilthc }?SSCSSZICM 1s not a natlonalfcxan;:tr;flt;?nn,
' - learn something. Although the country has accumulated in- a set of hur :‘\? t :‘ 5:;’ C";JS "}USIIPZS“ over 0: C(t)t - tg
formation on scores of no-doubt useful matters, fittle—___ opportum;]y.l, B c;_t cr docs fatxopa sscssmcnha lcdi’:ri C
svstematic evidencg has been available on the crucial point -7 “Hlgasure the perlormance (t)i any onc ;;:lrson, ts(f oo insstit:l;
of*it all. actual educational attainment; : . . or ev nor 1o award praise or blame to any ‘
. . ) . - . tion. Altholigh.no ‘search can’'be made except from some
Efforts to gather evidence soon confront the basic ques- :

. frame of reference;” NAEP consistently refrains from in-
trons of the debate: what should young people be learning, . : : ; 4 E hough
w@huu‘}d they achieve and to what extent are they doing terpretive explanations of the data collected. Even t oug

2 T . ] ‘ perfectioq is never to be expected nor debate cut off,
::: I;;;’,};es?hw:(;safw a(;c!cd others: how :_o}f;n%ou} and how National Asgessment is a serious, highly prafessional under-
ext what Is found in some way usefut to . cc:s_ylon'm‘ak;- -taking. What can be learned from its eflforls deserves atten-
. ing. Information gathering is no simple task: indeed, it is a tion. : .

subject of debate in itsell. ’ . Conscq‘uéntly, the National Counci} for the Social Studies
v A major effort haf been under way by the Natior1l Asses- (NCSS) welcomed the opportunity for independent study,
sment of Educational Progress (NAEP). Of special interpretation and dissemination. of he assessments in
significance to social studies education arets recené reports - citizenship and social studies, two sides-of the coin of social
of findings in ¢fizenship and secial studies, 1969-70 and studies education. That NAEP supported this study with a
1971.72-assessments. £ X o grant of funds is a mark of its professionalism.

) Some few words of background are needed here. Formal - An_NCSS Steering Committée took over all respo 1-
discussicn of the possibilities of a national’ assessment of sibility: Jean Fair, chairperson; June Gilliard; Dana
educational attainments began some 10 years ago. Sup- Kurfman; James Shaver; and Ronald Smith. The task of
ported by the Carnegie Gorpor‘a}iori of New York, a private dissemination has been the responsibility of the Steering
foundation, -the Exploratory Committee on Assessing the Committee. Five other tasks were identified, and major in-
Progress of Education came into being in 1964 to developa vestigators were appointed to give time and, thought to ex-
concrete plan. This committee’s work became the basis of amining them: (1) the assessment model, Bob Taylor; (2)

. the present national project. In -mid-1969 the Education methods and procedures, Guy Larkin; (3) the validity of the
. . Commission”of the States (ECS), a compact presently of - exercises, Francis, Hunkins; (4) interpretation of the
. some 47 states and territories to considef and coordinate ef- - findings, Benjamin Cox; (5) consistency of the exercises
forts and problems, assumed the governance aof the project. with.NCSS Social Swudies Curriculum Guidelines, desirability
The prime purpose of the National Assessment of and realistically satisfactory performance levels, June
Educational Progress is to make information available to Chapin. Each of the investigators’ reports was reviewed by
those interested in education. Assessments are carried. on at the: Steering -Committee and, except for the first, by
recular intervals, at the present in 10 areas: reading, writing, members of task review panels. The first, a delineation of the .
- . .
, 1
] .
Qo ' . ‘
7 96014 /
[ . ; - . . . L .
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assessment model, is accompanied by two commissioned

papers speaking to” the model and prepared by Joseph .

Grannis and Michael Scriven. Those who ‘worked on this

project were not only compgte;nt but Qf varying profcsslonal )

roles in social studies education; attention was given to nden-
women ratids, minority groups and geographic areas. The
project has aimed for thoughtful honcst and open points of
view.

This volume reports orf each of the five *asks of i investiga-
thI’l, but with emphasis upon what has been Iess fully
prcscntcd elsewheré. Readers will find another emphasis in_

~ a special issue of Social Education for May 1974, on Nationaf’

< Assessment in citizenship and social studies.' The full NCSS
report. to National Asséssment is available through the
Educatlonal Resources Information Center (See inside front
cover). Since Taary . people will find the pubhcatlons of
"NAEP itself usefyl, a bibliogfaphy is included in this report
as Appendix 1), “The chapters in this regort examine the as-
sessments ‘frofn several stances. Both Taylor and Larkins
treat, the, process of arriving at objectives, methods and
procedures, but in differing contexgs. Larkins looks at the
objectives and Chapin’s panel at the exercises with NCSS
Guidelines as criteria. Hunkins's panel considered the validity
of the exercises for the objectives, while Chapin’s panel con-
sidered the worth of the exercises by the criteria of the NCSS
Guid:lines. Cox interprets findings from exercises categorized
as social studies knowledge by the method of analysis, while
Chapin’s panel judges rcahstlcally satlsfactory performance
levéls for- lndmdual exercises.

The projeet believed National Assessment, as well as
other assessment’ programs, is better served by stating
points of viewthat have both differences.and commonalities.

- The full NCSS‘rcport and this volume do attempt, however,
to consider basic qucstlons what is assessed, the extent to
which the assessments can be counted on, what can be
learned from the procedires themselves, what the firdings
mean and the extent to_ which they are useful.

So ambitious and potentially influential an undertaking
as a national assessment of educational progress must from
the outset make decisions on a host of issues. Some are
highlighted hefe and elsewhere in.this report.

A number of issues cluster around the matter of objec-
tives. Who wai;(dccidc, first of all, what was to be assessed
in citizenship
Teachers? Administrators? Those in state departments of
educatign or those at the grass roots? Experts in social
studies ¢ducation? Scholars in relevant diciplines? Textbook
authors'and publishers? Minority groups? Students? Those
who suf)port custom in education, ‘‘what everybody knows
it’s always been,” or those who support innovation, ‘“‘the
cutting,j edge?” Researchers on educational , problcms’
Educau}xnal policymakers in legislatures and school boards?

Early in the enterprise and after consultation with several

" kinds of pebpley basic criteria for objectives were set. Objeg-

tives had }o be (1) considered important by scholars, (2) ac-
cepted asian educational task by the schoo! and (3) con-
sidered dc!‘lrablc ‘by thoughtful lay citizens.””? These criteria
pointed to the kinds of people who were to decide, if not to
the particulars of the ‘process.

Then contracting agencies, in a sénse, experts in assess-
ment, searched the literature of the field out of which came a
tentative list of objectives. Panels of those competent in
social studies education or the fields of social
science/history, teachers and other school persons, and

thougntiul lay people concerned about education reviewed
. ;

nd social studies — or any other areas? -

v

a
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and revised uiitil a set of objectives was formulated.. How
many kinds of people should be heard from? Were a suf-
ficient number of persons from minority groups included?
Were thére too many professional, comparatively well-off
people, and too few who could see cducatlgn froth the van-

" tage of the poor? Were groups who needed information for

policy making underrepresented? These are matters not
readily resolved, especially within the necessary constraints

. of time and cost, nor ¢losed off to future rccqjmdcratlon At

any rate, it is noteworthy that thoght from both the profes-
sional field and several sorts of ptople mcludlng laymen con-

trlbutcd to thc formulation.

Sucha process does not make fora thcorctlcally clean and
consistent set of obicctlvcs On the one hand, it is foalish to
disregard- the contributions of scholarshlp On thc other
hand, ours is a changing society and a plurallstlc onge. Not
even scholars agree. No one official set of objectives exists,
nor even one that draws wide allegiance, and probably least
of all in the area of social studies education. Most of uxlike it

that way. It can be argucd that no single satisfactory set of ©

social studies objectives is either possible or desirable.
Against the merits of a theoretically consistept £onception of

sucial studies edycation must be balanced the need for a set

of objectives that seem legitimate to many in society.

Almoct from the start assessments in citizenship and
social studies were separated. Much can be said injavor of
two assessments rather than one foctised on an area of
critical yet controversial importance. Many will support the
idea that citizenship is the responsibility of the school as a
whole, not mcrcly programs in social studies, or eten that
citizenship is as much the rcsponnsnblhty of out-of-school in-
stitutions. But if soeial studiey education can be thought of
as emphasizing what is less likely to be learned lnformally in
the culture at large, it can hardlybe conceived as somcthmg
without integral relatiofi to individual lives and the require-
ments of society. Norcan citizenship be defensibly. con-
ceived as social participation withcut thought or knowledge.
Neither is it sensible to think of citizenship as primarily
political and social studies nonpolitical. Issaes of distinc-
tion, overlap and emphasis are difficult- to resolve.

Crucial also was the decision about what was to be assess-
ed. National Assessment.might have focused only upon
some few basic skills, the three R’s perhaps though they are
far easier to name than identify. NAEP might have focused
.its efforts on assessing knowledge and knowledge only in
-some set of disciplines, or in learning argas commonly in
school curricula. NAEP might haye attempted to assess the
outcomes of typical, or presumably “best,”” or ‘‘poorest”
school programs, or, for that matter, out-of school
educational institutions. The list of possibilities is long. The
actual decjsion-was*for assessing a broad range of fields. As
a consequence the assessment yields information about
aspects of educational attainment in the populatlon as a
whole for which data have been sparse. Moregver, the deci-
sion throws the wught of the Assessment to a broad rather
than narrow Conccptlon of educational attainment, es-
pecially important in social studizs education. What is as-
sessed exerts powerful {fifluence bn what schools see as im-
portant to teach and what studcnts sec as important to
learn.

Another set of issues is ¢fnbedded in the closely related
area of exercises, expected to furnish evidence of attainment
of the objectives, to be sure, but also to be significant in
themselves. When objectives are translated into exercises,
the chips aré down.

L3




v Citizenship and social studics are inevitably touchy areas.

To avoid what is controversial is in itself to take a position.
To the credit of NAEP, it chose not to rule out the con-
.troversial. But how much and how scnsiti\(g? Review of exer-
cises by panels of several sorts of people resulted in rewriting
-,0r even dropping a substantial propertion of exercises.’
Social studies and citizenship were, indeed, more sensitive
areas than some others. The issue here is much like that |
the matter of objectives. What kind of balante can bé had
"+ .between the need for attending to the views of many.diverse
soclal groups, and the necessity for develdpifig exercises
klcgitimatc .in the eyes of many in the country at large?

Oge more dilemma appears in, the matter of *right
answers,” especially for those® exercises about complex
« problems yielding to no simple solutiqn and/or depending
upon points of view and attitudes. Are hll positions'taken to
be cohsidered proper responses if their holders support them
with whatever reasons? Or must some positions agree with
predetermined proper responses, for example, sy port for
the rights of the First Amendmer®? Qr is some mixture ap-
propriate? Blacks, native American Indians, to name two of
a numbet of groups, experience significant differences in
their social worlds from those of.dominant groups, What
should be considered proper responses — or proper eacr-
cises — for such groups?

Althovgh National Assessment, unlike many school as-
sessment programs, has not opcratedon a shoestring, it too
must function within limits of financial support, time and
the capabilities of the general field of assessment. NAEP too
must make choices to what extemt are self-reports in exer- *
cises justifiable substitutes for actual observation of “live”
behavior? How much effort should be devdted to developing
exercises ‘Assessing more complex, higher cognitive and af-
fective behaviors? And, indeed, if such assessment requires
much time from respondents, haw much more time is feasi-
ble without throwing the baby out with the bath? Could

4

special substudies do the job?

As does every assessment program, NAEF has had hard
decisions in the construction of exercises. What they
devclopcd%Va far cry, but a heartening one, from what
many’people have learned to think of as “‘tests.” Exercises ix
social studies and citizenship frequently utilize paper and
rencil but also rely on Interviews, and even observations of
discussion tasks. If young peoplc ‘were asked to respond to
the familiar multiple-choice forms, they were also asked to
view pictures; listen to songs; use maps, graphs, cards from
a library’card catalog and indexes; interact with each other
in discussion groups; watch a film; and reply to interview
questions. *If not all, then many exercises are lively, in-
novative, readily related ta the present social world anv, ex-
émplary.

3 * A last set of issues are those of interpreting the finding.

Assessment in itself js neither evaluation_nor explanation.

As succeeding rounds of assessments in citizenship and

social studies are carried on, benchmark data will be

available. Such tomparisons can be made now in science.

*“On most exercises measuring science knowledge and skills,

°  achievement declined at all three school ages assessed -— 9,

13, and 17 years” from the first to the second assessments.

v However, benchmark data can be had now for citizenship
and social studies.

As a guide to interpretation NAEP has developed

national percentages of successful performance for each ex-

ercise (and for some groups in the population and categories

’
> '
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of exeycises). Although‘ illuminating, a few illustrations
make/it plain that these performar-e levels are not neces-

f -

sarily standards of what is ‘‘good;” “adéquate” or even, ’
“bad.” When asked in the citizenship assesiment whether -

,/é person on television or radio should be allowed to state
- *any of three generally unpopular views, “statements that
~make some people angry,” 3% at age 13, 17% at age 17 and

24% of young adults would allow %l thrcc'statcmg:nts and
gave freedoMMgf specch as the reason. Somewhat higher
proportions would allow any one staterrfent." When askéd to
identify the meaning of monopoly in the social studies as-
sessment, 51% of the 17-yeag-olds and 56% of the young
adults could do so.* When asked in the social studies assess-
ment to read a line graph identifying retail prices for eggs
€hd apples over a period of time, 89% of 13-year-olds, 96%-of
17-year-olds ‘and 91% of young adults were able to do s0.”
But whenthe element of interpretation was included in an
unreleased sacial studies exercise, fewer - 53% of those at
age 13, 74% at age 17 and 69% of the young adults - coyl
read and interpret a line graph. .

National Assessment also compiles results by groups: age,

region. sex, color, parental education: and size and type of
community. For each of these groups differences fram the
national percentages of success are available, and com-
parisons among broad groups possible. Whether these dif-
ferences are to be viewed with alarm or praise depends in
part-upon the’size of the difference and the extent to which
educational oppeortunity for all is accepted. What is more, if
the national percentage of success is judged too low, a raore
successful group performance may still be inadequate.
* The proportion who are able *“to do” an exercise depends
in part upon the difficulty of the exercise. Many standard-
ized tests have been set up io distinguish the most able,
typically able and least able, and exercises codstructed ac-
cordingly. Although it might have been, such was not the
purpose of National Assessment. Instead, it aimed to
describe-the educational achievements of the population at
four age levels. Consequently, NAEP developed exercises in
three approxsmately equal groups: for the least able,
typically able and most able. Successful performance
percentages must be read and results interpreted accor-
dingly. i '

Of course, the Assessment might have followed still
another path: hoping for mastery, claiming that everyone
should be able to perform every exercise successfully. Such a
course would have required either a set of exercises, within
the reach of all, or a set of more-demanding exercises with a,
built-in and higher “failure” raté. The former would have
failed to fap what the more able could do.The lat®r would
have loaded the dice, emphasized not what has but what has
not been attained. Much is to be said for “mastery.”
Perhaps we have all beer too tolerant of “not getting it,”’
moving or. to something else before learning is achieved.
The problem, however, comes down to agreeing on exactly
what, specifically which, tasks every young person in this
broad and’diverse land should be able to perform.

The problems in, settling on proper difficulty levels are
again much like those in agreeing upon objectives. At any
rate, performance levels over, let us say 90%, cannot simply .,
and in themselves be judged as satisfactory, nor those below
as unsatisfactory, pinpointing areas -for improving
educational endeavor.

National AsseSsment is alrhost inevitably caught between
the {rying pan and the fire. On the one hand, information
from assessments can be better interpreted and used when
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¢, when explanatory matters are related to outcomes, when sioned a study of background factors affecting school
questions posed give people a handle on the data. On the achievement with an eye toward the feasibility of including’
other hand, fears have been expressed from the outset that some of these in. Assessment studies.” Perhaps there are
the Assessment might become a national testing program other means by which NAEP can include consumers of as-
with all its consequent restraints. School districts or states sessment ﬁndmgs it some ‘ways like thosc of deciding upon
or those .engaged in some program or other — any iden- objectives.
tifiable persons or groups — could hardly be expected to en- Still some points seem clear and a few are cited here.
jov or seek the glare of exﬁmination by some outside agency; Tvpical performance on exercises in gjtizenship and social’
sometimes it is enough t8 put up with those they can call studies of school-age young pcoplc'in ?c inner city is below
their own. NAEP has intended to be neither a national the nation as a whole; typical performance of young people
testing program nor an examining agent. The thought of - in Well-off residential areas‘is above the rest of the nation.’
collecting data for identifiable institutions, programs or in- Obviously enough large proportions ofinner city young peo- + '
dividuals on a national scale staggers the mind. All that pl-= are members of minority groups. Whatever can be said
means, however, tj)at National Assessment does not furnish in support of arguments that the two assessments do not ac-
information directly to those making policy decisions for count sufficiently for the experienées ofsubcultiral groups,
particular states or school districts or classrooms or socnal it seems plain that attention must be-paid. Social studies
studies programs. . . e hﬂcatlon and tpc multitude of conditions that influence it
Moreover, a national assessment was conceived at a time have to be better. The complexity of the problcms does not
when federal eforts in education were growing and the justify sweeping them under the rug.
spotlight was on educational attainment in the country as a Social studies educators will do,well to look at the results
whole.‘By now efforts have in many respeets shifted towards = * of specific exercises. Only 41% of 17-ycar-olds can respond
states and localities. They have, in tura, their own needs for properlv to all five pasts of an exercise on using a simple bal-
evidence that a national assessment can satisfy. only in- lot. Nor do young adults pick this up once they become of
directly. Defensible assessment programs are costly, and voting age.'" Surely those in social studies education ought
shoddy or duplicate ones unjustifiable, all the more so in to take steps to see that 17-year-olds in their own schools do
times of straightened economic circumstances. A mere col- better on a matter so vital. A number of race-related exer- .
lection of unrelated assessment dat4 from some states here, cises show up a basic fund of decency.among young
some districts there could hardly allow for.coherence in the people.’* In the midst of conflict and change social studies
whole or for information gathered in one place but uséful in education ought to find ways to.capitalize“upon it. Some
others. - ..;r?)“~~—-~~3_,.n7"’.41ﬁ 13-vear-olds and 93% of 17-year-olds (and in-
In a sense, the ‘,trcngths of National Assessmént — and [~ terestingly only 67% of young adults) believe that *‘teen-age
many others at state.and local levels — have also been.its " students should help decide what;courses will be offered in
weakness. What factors are to explain the findings? What their school system.”* Such expectations-need to be ac-
produces wh-t? For which policy questions are assessment counted for in sqcial studies curriculum p}anmng.
data to be prqvided’NAEP is now addressing such’ problems What has been done and what has been.found in the
by undcrtakine, *special analysis activities requested by national assessments in citizenship and social studies is’
%SS)E 6 answer qucstxons pertinent to federal policy worth thoughtful consideration.
g_} - ] -
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tied to a school district or a sotial studies program. There, it
seems at.least, influencing conditions might be sorted out.
Better yet, résearch questions and accompanying and flexi-
ble inquiry designs might point to influencing_factors and
implications ior change. The meaning of data comes clearer

13 See Appendix I). Reference 12, p. 2.
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decisions. . .”” — for example, analysis of results for group
combinations, such as race within region and community, to
provide information on the matter of whether “‘the federal
government should devise efforts to redress resource im-
balance and for whom?’™ The project has also commis-
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CHAPTER 2

©

POTENTIAL USES OF THE NATIONAL ASSESSMENT MODEL
AT THE STATE LEVEL ,

4

o

AND- FOR ACCOUNTABILITY PURPOSES

\ c . .Bob L. Taylor » ‘ !

. {
The basic task of this paper is to describe the model used
by the National Assessment of Educational = Progress
(NAEP) gathering data and reporting on the’ citizenship:
, area and to discuss the potential-uses of the model for state

assessment, curriculum developnient and accountability

purposes. [t is not within the scope of this paper to criticize.

"the model with respecs to technical flaws; hence, the model

is described arid discussed without reference to. problcms of
- design. -

The"’. Model

.

The mode is in the continuous process of being refined
and improved; thus only its basic components are presented

in Exhibit 1.’A circular scheme is used in presenting it since, ,

in reality, its actual application may be initiated with any
- one of the components. Also, in its actual application, there

components. While theoretically the process starts with the
refinement of overall national goals into spccnﬁc subject-
matter, behavioral objectives and progresses in logical se-
quence through to the final utilization of information,.in
practice there iz much greater freedom with respect to the
~utilization of the components.

The model for the citizenship assessment is presented
here in outline form with a fairly detailéd description of its
components. As presented in Exhihit 1, there are seven basic
components identified in the.model: objectives development,

' exercise development, sampling plan, administration of ex-
ercises, scoring and analysis, reporting and dissemination
and utilization of information. W hile many of the fine points
of the model are not developed in the following outline, it is
described in sufficient detail to give the reader a good under-
standing of how the data were collected and what implica-
tions might result from thése data. The number of subtopics
in the model and their distribution indicate that the major

¢fforts of National Assessment have been with the first five .

components. The last three components have been areas’ of
controversy; therefore, they have received less attention un-
til recently. < .
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are continual interactions between and among the various -

. ™
Outline of the Assessment Modei for Citizenship

o

A}

L. Objectives Development? 4 5

« A. The task of developing objectives in the field of
citizcnship was awarded to the American In-
stitutes for Research (AIR) of Palo Alto,
Cahformg “These critecia wer# uscd in examin-
ing the objectives:

1. They were considered lmportant by scholars.

2. They were accepted as an educational task
by the school. . ‘

3. They were considered dasiratle by thought-
ful lay citizens.

Scholars'reviewed thg objectives for authcntlcnty

with respect to their subjcct fields, school people

reviewed the objectives in terms of their actual

empbhasis in theiy schools, and laymen reviewed

. them in terms of their value in life. .

B. The AIR staff reviewed previous lists of
citizenship objectives and reduced these to one
comprehensive list of 20 objectives.

C. Outstanding local teachers familiar with each
target age level (9, 13, 17, adult), workingWwith
the AIR staff, broke down each general objective
into the most germane behaviors deemed ap-
proptiate as goals for a given age level.

D. A selected group of students and adults in each
age level was asked by the AIR staff to recall
\and describe outstanding citizens of their ac-
quaintance . and specific incidents reflecting
good and poor citizenship. These incidents and
deseriptions, about 1,000, weke used to check<
the completeness of the initial list of objectives.

E. The objectives® were stated pn three levels:
gcncral abjectives, subobjectives and behavioral
age illustrations or statements. The results were
summarized for each age level.

F. ,The revised list of abjectives, broken down inté
important behaviors, was then studied for three
days by a panel of national leaders in citizenship
education and rclatcd social sciences.

o018,
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G. A group of persons 1n varies roles from selected «
Galifornia communities reviewed the objectives

-

‘and made suggestions. These persons included
public and private school administrators,
counselors, teachers, a judge, a county planncr,
labor and business lcaders and sqcial scientists.
The obJecuves were then reviewed by panels of
Jlaynien. Eleven laytreview’ panels representing
four geographic areas of the- ~country and three
‘diffefent* cammunity sizes wefe used. Each

C panel spent two days rcvicwing” the objectives

based anrthese two questions: *‘Is-this

something important for peopleto learn today?"
and *“Is this something ] would-like'tp have my
+ children lcam,?"’ .

- -
3

Exercise Dcvclopment" e -

A. The producuon of the cxcrcxscs was initiated by

AIR in 1266. The exercises were developed to -

cover all of the major objectives.and to represent
. the selected content areas. Many: exercises re-

quired the use of interview techniqués, as well as

the usual pencil-and-paper exexcises. Self-report
and group-task exercises were, also used.

° B. Because NAEP intends to describe what peopie

,in an age level can do, the exercises-were written
to reflect three’ difficulty levels — knowlcdgc or

.+ skills common ts almogt all persons in an age
level, skills or understandings of a)typxcal :

memper of an age level, and understandings or
knowlcdgc developed by the most bk persons-
in an age level.

GC. Al exercises’ were dcvclopcd to reet these

criteria: content validity, clarity, functional ex-
ercise format,”clustering exercises based on a

. single set of stimulus materials, directionality of

response, difficulty level, gontent samplmg and
* .overlap between age levels, The exercises were

- ¥ direct measures of some pxcccs " of knowledge,

undcrstandmgs, attitudes or s!ulls that were
mentioned in one or more of the objectives.

D. The exercises were ‘reviewed by pancls of lay,

persons for c]arlty, meaningfulnéss arid invasion
of privacy.

,E. - There was a tryout of the exercises mvolvmg

rcprcscmanvcs of groups in- the actual assess-
mept — regions, communmes, races, sexes and
e levels. Following the tryouts, the AIR staff
ubject-matter specialists reviewed the
ta and made needed revisions.

F. A cohmiitee of subject-matter specialists,

measurewgent spccxahsts and NAEP staff
members rated, the exercises to be included in-
the packages according to a set of criteria; the
exercises were selected based on the ratings.

... The selected exercises were reviewed by U.S.

Gffice of Education personnel for any mfrmgc-
ment of priv 4cy.on the'part of the respondents or
possible offensiveness.

Since there were about 160 minutes of testing
time available for each age level in eack loarning
area, the exercises uscd were only a smaii vain-
ple of the potential number of exercises. The ex-
ercises were assembled into administrative units
(packages) for groups up to 12 persons.

' olds, all i3.year-olds) all 17-year-o

Samplmg Plan! 10

The sampling plan was subcomractcd to
Research Triangle Institute, Raleigh, North
Carolina. A multistage design,: which was
stratified by region, size¢ of community and )
sociveconomic status,. was used.. This
probibility sample allowed researchers to col-
lect data from a small sample ofthe populauon
and to ‘infer Trom that sample -certain
characteristics of the-entire population.

The populations for assessment were all 9-year-
and all,
young adults 26 through 35 years old in the 50i
states plus the District of Columbia. The only ’;
exceptions wére. the exclusions of in- "
stitutionalized jndividuals of these ages (those in
hospitals, pn-gns) and gahcrs who could not be
reached. .
For’ages 9 and 13, only a school sample was-
used, and for-the 26;through:35 age level only
household sample was. used. For the 17-year-
olds, both-a schoo_l anda hdusehold sample were
used. K

The entire country was divided into population

" areas as follows.\}cmcs, counties exclusive of

cities and pseudocounties — two or more coun-
ties were put together when the population of a
single countywas less than 16,000. Each pop-
ulation unit of 16,000 residents. was assxgm:d a
number. '

The country also was divided ‘into four

‘geographic regions: Northcast Southeast,
‘Central and West,

Each geographic reglon was divided into com-

- muidies of four types: large cities of above’

180,00 population; urban. fringe, middlu-sized -
cities between 25,000 to 180,000 population and
small towny/rural areas of under-25,000 popula-
tion.

“The 52 sampling units for each gcographic area

were spread across the four community types in
a fashion propgrtional to: their populauon in

relation to the ahea  population.
‘To insure comparhble represeritation from each

part of the coutpy, an equal number of samplmg
units was sele tcd from cach“gcographic region
— 52 from each of the four rdglons for a total of -,
208.

Sampling units were selected at random. This
plan dig not guarantee that-ali 50 states would
be included in the sample. This was not a survey
objectiye, but later the dcsxgn was changed so

. each state was included in the sample.

In wach sampling unit selected, all school
bujldings enrolling students of the sample ages
(public, private and parochial) were identjfied.

. The plan for schools was to select units i ap»

praximately 250 to 350 pupils for each age level
and from at least two different buildings within
each sampling unit for each age level.

Each cooperating building principal provided a
list of names of students in the building from the
specific age levels. This list was used for the final
random selection of students to take the assess-
ment exercises from that building. s]
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Information about the areas Was obtained from
U.S. Census data. I order t8 insure reliable in-
formation for lower-socioeconomic groups, these
groups werg oversampled. There was a- dis-

‘prgportienate number of schools from:lower-

socioeconomic _areas included. In the overall
results, the data from the lower-socioeconomic -
areas were mvcn the percentage value in which
they occurred in the total population. .

From each of the 208 geographical samples, 100
adults, ages 20 through 35, were randomly
selected using the following procedures. Each of
the 208 ‘geographic samples was divided into
equal secondary sampling units. Then 10 secon-
dary sarppling units were randomly selected
from theé total 208 samples. Interviewers then

personally contacted the people in the chosen—

secondary sampling units of the 26-throiigh-35
age level and out-of-schoal-17<year-olds. These
persons were asked to participate in the assess-
ment.

Individuals were classfficd as black, whltc and
other on the basis of linformation’ provndcd by
the school or by pbservation. Results were gwcn
for black and white only. The number of ig-
dividuals classified as other ‘was too small to

Y
praduce rehablé results.

. . . ’ . N
Administration of Exercises!! '? .
A.

Administration of the exercises was sub-
contracted tp Research Triangle Insfitute in the?
East and to Mecasurement Research Center of
Learning Corporation, lowa -
City, lowa; in the West. Coopcratioq of schgols
was obtained by first contacting officials at the
state and-then at school district levels. There
was above 90 percent cooperation, by schools.
Adults and out-of-school 17-year <ids were con- .
tacted by a personal d -door household
canvass., Each out-of-s (igool participant was
contacted individually. The right of each to
refuse to cooperate was respected. :
A full-time trained staff of 27 district supervisors,
managed the Tieldwork. They were assigned to
different geographical areas of “the United ,
Stafes. They contacted schools and recruited
and trained local teachers to help in the ad-
ministration of the exercises in schools; they
fecruited and trained other avhilable persons fof
the out- ol'-schooT‘admlmstratlon .
In the schools, students from a single age level
from differentyclasses were brought together ina
room for exzrmsc administration. Group size
was. at least 8, arid usually 12, studen:-.
The exercises were organized in packagcs that
contaiped exercises from two or three different
learning areas at a single age level.'No one
person took all the exercises in his age level. Age
levels were*assessed at different times of the
year. ‘
In packages adminisiered to groups, tapcd
rections and taped readings of the exercises
were used ifaddition to printed packagcs This
was done to establish consistency in timing and -
administration plus to provide for nonreaders.

-
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cheral ackagés at ages 9,713 and 17 consisted.

of exercises that were giverr by efercise ad-
ministrators to ont ipdividual at a time. The ad-
ministration of all the packagcs far the adult as-
sessment was done by interviews.

Each pag)cagc required about 50 minutes of ad-

- ministfative time. Each person took only one

package with the exceptiof of the out-of-school
17-year-oldsy wiio were asked to take four or five
packages each since they were’the most difficult
and expensive group to locate.

‘Students’ namés were confidential and did not
appear on any’ packagcs The name roster was
kept at th,,buﬂdmg‘[evcl and ‘used only in the
opqamzatwn -of the in-school sampling.

Scoring and Analysis'* 3
The scoring and analysis of the exercises were -
.subcontracted

to Measurement Research
Center of Wcstmghouse .Learning Corporation,
lowa City. lowa.

The multlple-cholcc exercises were scurcd ‘and
recorded routinely by machine. g

The open-ended exercises were scored by
trained professionals using a key of acceptable
and unacceptable achievements incterms of the
objectives. ‘

Results were reported for each’goal. Also, the
results were reported both as:(1) the'percenta
of any group of rcspondcnts making the dcsnrﬁi
responses. to an exercise and (2) the difference
between the pcrccntagc of a group making the
desired responses and the mrrcsponqu
national percentage.

In the assessment, there was a’l&ck of propor-
tionality among gharacteristics used in the com-
parison of groups, such.as color, sex, parental
education. A dideiadical procedure, balancing,
was used to correct for this problem in the com-
pasative “analysis of the data. Balancing is a
procedufe to examine the performance of droups
classified on one characteristic adjusting for the

fact that these groups differ on a specified set of.-

other charactcrxstlcs

Reporting and Djsscmlnatlon" o 1" .
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The reporging of results was directed to subject-
matter specialists, profgssional educators and
informed laymen. Multiple reports were
developed to serve these different audiences.
Approximately 40 percent of the exercises were
reported at the erid of each assessnient year. Not
all exercisgs were reported since they were to be
used over again in future asses$ments in order to
measure change.

The exercises released Tor publication_ were
selected to be representattve of all exercises ad-
ministered as well as the 5esults rccewcd on the
assessment. * .
Reporting was done by age lcvcls
some exercises were used with différent age
levels, there were often comparable data across
two or-more age levels. .

Rejorting was also done by groups within the
categories of regions. community types, sex,
sogioeconomic status and cdlor. .
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F. Repokts were printed w:th a short description of
the exercises, the national pertentage of success
+  and gréyp differences from-the national pcrccn-\
- tage of}-lcccss far each exercise and without i in-
terpretation of results. »
Both observed and balanced results for all exer-
cises were reported by groups. The effects of
- balancing an measured characteristics such as
sex and region were included in the report.
H. There were no scores reported for individuals.
. No single indiviglual took more than one twellth
» ,of thef exercises; and no individual took E
- : packazc thatssampled a single learning area
: I.  Results were reported through the medi rit-
ten word, radio, television, f'lms and pcrsonal
.0 rcporls . ’

VL Ltilization of Informationdt »~*

A. The results provided potential mformatlon Tfor
education decision making. For example, con-
sidering the somewhat lower performance ofythe

. °  Southeast region on the ‘citizenship reguits,

" school boards in that region raight decide to put
_ greater stress in their school programs on

: " citizenship skills, Bndcrstandmgs and at-
- titudes.*”

. . B. _ The gesults raised many questions that may lead
<t other investigations. For example, in making
comparisons of al! citizenship results combined,

- it was found that the extreme affluent saburbs
showed substantial median ‘advantages at_ all
ages and that the extreme rural and extreme in-
ner city showed substantil deficits at.all ages.

IR . -afhese discrepancies in performance need causal

T . . stittlies conducted from the perspectives of dif-
. ferent discipiines such as political science,
‘mciology, economics and education.’’ Com-
-2 pansons might lead to other studies: a sample of
' » 5. year-olds might bé asse ed for a basis of com-
| parison; results might ﬁ broken down by
states; or new lcarmng areas might bc in-

vestigated.

C. The results o/scvcral cycles should- providc
evidence of the khangé‘ in knowledge, skills, un-
derstandings and attitudes in the age levels as

“they relate to education objectives.

. + D. "School administrators can make comparisons -

‘ befween groups and may improve studént per-
formance: from the information gained in this
.manner. , , ' . .

. From this review of the model, it is evident that the NAEP

staff has put a great deal of effort and know-how into the
design, plus the development, of each of the components.
In'summary, it can bc&)omtcd out that the model reflects
some‘lmportant choices on the part of the NAEP staff. The
, decision was made to assess a broad range of objectives in
each of the 10 learning areas. Certainly, it would have been
much easier and cheaper to have concentrated on a ndrrow

set of objectives. Also, the effort was successfully made to in- -

clude the higher cognitive levels in the assessment exercises
and to deal with the affective domain. In learning areas like
citizenship and social studies, the usual standardized test
concehtrates on factual knowledge, which is of a less con-
. troversial nature and casier to assess. National Assessment
should be commcnded for jts bolder, more comprehensive

- . /
proaol& to the sask, which’ scarchcs

N \mds of 'data.

. Use of the Model at State Level >

more significant

Natlonal Asscssmc t s a-census-like s{udy to collect in-
» formation concerning> the educational ® attainments of
Americans. In plenning for the collection of this census-like

data, the model, which was presented in the previvus sec- *

tion, was developed. A number of states have found adapta-
tions of the model useful in conducting state assessments in
which desirable learning outcomes are identified and the
-stafus of learners with rcsprct to thcsc outcomes is deter-
-mined.
State assessment is a rapidly developing movement. At
this writing, all of the states have assessment activities either
-.ig opcration, in a, developmental process or in a-planning
stage.?? While thé statewide assessment programs have
many similarities, they break down into two Basic types’of
pragrams on the question, “Who gets to uge the results?”
Thc\émslons are those states for which d#®a-are collected
for decision making by state agencies and those states for
which data are collected for decision making by teachers
and administrators. Stafe programs for’which the emphasis
is on collecting-information for state-level drcision making
are: Arizona, California, Colorado, Conbpecticat, stj,nrt of
Columbia, Florida, Maing,

*‘Mﬂﬁzchusctts, Michigan.,
) Nevada, New Jersey, New.York rth Carolina, Rhode ,

Island, South Carolina, Tennessee and Texas. Programs for
which the emphasis is on collecting information for local-
level decision making are: Alabama, Arkansas, Delaware,
Hawaij, Idaho, lowa,. Kcntucky, ?hssxssxppx New
Hampshire, New York, North Dakota, New Mexico and
Pennsylvania,® |
- Beers and Campbell report that a n mber of
¢ charactcnsucs are appearing in these assessmefi pgograms
In about & third of the states, the programs were,mandated
by the state legislatures,*and the r,esults of the assessments
are to be reported bark to the state legislatiires. In a few of
the states, the data are to be used for Planning, Programm-
ing and Budgeting Systems (PPBS). In about half of the

state-level decisions, state and federal funds will be allocated
‘based on the results. Participation in assessment, is required
hy law in about a ﬁﬁh of the states. In many statés where the
aisessment data are_ being used to make state-level deci-
sions, samples rathek than all students are being assessed,

while at the local level, all students.in the'target populations
are being assessed. Criterion-referenced instruments are
very common with the states where the data are being used
for state-level decisions, bur the states collecting information
for local decision making are favoring norm-refegenced in-
struments. Finally, no dominant funding pattern has
evolved in either of the two groups of states.** .

-

State AdapJat:ons of the Model

Inits assessmenl of citizenship education, Mame made an
extensive dpphcauon of the NAEP model and carcfully
duplicated it to collect comparable data at the state level.
Maine’s first cycle of the 1G ‘earning areas of the Assessment
is to be completed by scheduling two of these areas each
year for five years. Citizenship and writing were the first
learning areas to be assessed.

Based on the results of a prcwous study of objectives for
education in Maine, two review committees decided to.ac-

‘00022 . ‘.

states. whére tpe assessment data are being used to make
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cept: the Natlonal Asscssment ObJCC!lVCS as bcmg closcly
related }({ the Maine pbjectives.Maine selected the 17-ycar-
-old ‘population of in-school students for its first assessment.
A sample of 2,000 17:year-old students was used to rcprc-
sent the approximately 17,000 17 year-old students in the

' state. The state was divided into fpur geographical regions.

As in National Assessment, schooll bunldlngs were randomly
selected from the geographic regions, ard students were
then rahdomly selected from the buildings. .Packages were.
developed with-exercises taken from the two'learning areas.
The available, released exercises.from NAEP.were carefully
examined to see if thcy reflectgd objectives valid for Maine
and to se¢ if some could be modified, where needed, to be
Aadministered in group sessions using the paced-tape method
while still retaining a high degree of comparability to the
National Assessment individually administered exercises.
The packagcs were made up of 23 citizenship and 7 writing
exercises, plusa 23-item student questionnaire. The exercise
format was kept virtually identical to the one used in
National. Assesssrient. Trained administrators were sent out
to administer the exercises, and the exercises were scored
according to NAEP procedures. On data reporting and
analysis,. there was tRe census-like teporting of the perfor-
thance of the Maine students,plus coraparisons of the Maine
results with appropriate National Assessment data.

 In summary, the Maine assessment duplicated NAEP
procediire as nearly as possible, With minor exceptions, the
same objectives were used for citizenship. Tht;samc sampl-

ing design: was used  with adaptatlons to~a smaller -

geographic area and population. The exercises’ were, for the
most part, taken from those released by National Assess-
ment, and they were organized into packages similar to
t!losc used by National Assessment. The administration and
scoring of the exercises were conducted in the same manner
as NAEP. Since MAine used the same private contractors as
National Assessment, the duplication was complete
wherever possible. The reporting and data analysis were
similar, and the data did provide the opportumty to.com-
pare Maine’s results with.those of Nagignal Assessment.
Here, the model was very carefyly’duplicated at the state
level. The big question that cofmes to mind after studying
the Maine citizenship report is, **Aren’t the National Asses-
sment data being treated here as spme kind of a national
against which the performarices of 17-year-old, sty-
d®ts in Maine were being compared?”’ Of course, this use
of Assessment data had béen questioned from the start of
the proposal for an assessment at the national level. Now
Maine has provided the opportunity to study the effects of
this use of the data on the cducatidn system of a state.
Another state that carefully followed the model was Con-
necticut,?® where an assessment was Jfirst conducted in
reading. To permit comparisons, the Connecticut program
used available insgruments and applicable procedures
developed by NAEP, but adaptcd to the requirements of the
local situation. Connecticut’s reading objectives were
matched to the reading oby-ctwcs of National Assessment.
Approximately 220 reading exercises from NAEP were used
in producing t .e packages used ir: the Comectieut assess-
ment, Exerciscs were selected to represent all of Connec-
ticut’s reading objectives. The age levels assessed were 9, 13
and 17. As with the Natjonal Assessment packages, tape-
recorded instructions wer'e used. The sampling dcsign was a
mnultistaged one duplicating with few exceptions the
National Assessment design. As with National Assessment,

.
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a group of administrators for the packagcs was tecruited
‘and,trained.

T’hc Connecticut assessment was another example of
carcfu{dupll ion of the NAEP model ‘-~ even usmg,thc
same objectives and exercises. Again,’National Assessment

1 :sults-were used as norms to which the state rcsults were
compared.

Thé Texas Needs Assessment used the model for the
development of their assessment in mathematics at the
sixth-grade level.”” Howeyer, while using ideas from the
model, the Texas people broke with it in a number of places,

¢ They were concerned that the assessment would yield infor-

mation that would be useful to teachers in their classroom
" instruction of students. From a pilet study, itwas decided to

use- a criterion-refeignced reading test and to work with
»grade levels instead of age levels of students. They worked
with the sixth grade, and the tests were administered by the
staff of each school that parm:lpftcd in the assessrqent. The
objectives were chosen from the major skill areas treated in
the state-adopted textbg®ks. Regional location and com-
munity size were taken info consideration in selectinig the
sdmple. Approximately l(ﬁ)\p{;ccnt of the Texas schools
teaching at the sixth-geade level administered tests, and ap-
proxnmatcly 10 percent of the pupils in the sixth grade were
included in the sample. Reports were gi/en to teachers on
the pcrformancc ofthclr individual students. Also, there was
a school report on the performance of(&hc students-for each
.school and a report on each of the classes in the school.
Comparlsons were made on the basis of sex, race: -and size o/f/
community. . - d :

The Colorado Needs Assessment, while using the model,
made an even greater break with it.2* Its objectives were
based on a state study of educdtion goals, and these goals
were restated .in terms of performance objectives. Following
the model,- objective-reférenced exercises were written. A
sampling design was used and the student responses were
analyzed. In this assessment, classroom teachers werz in-
volved in"the writing and refinement of the behadvioral objec-
tives. Olfjective-feferenced 'exercises werg written for nine
learniyg areas. The exercises were administered to a sample
Colorado students, A stratified, random-sampling
procedure was usgd to gelect a sample of sé‘nopl districts of
he state. Then schools were selected at random from the
districts chosen. Finally; classes in school buildings were
randomly chosen for testing. The samples were represen-
tative of all Colorado students in grades 3, 6, 9 and 12. A
group of proctors was hired and trained to administer the
exercises, and the exercises were scored by computcr The
data were analyzed on a statewide and district basis, and
the results were broken’ down by groups, e.g., boys, girls,
urban, rural. .

As pointed out earlier, states are rapidly moving into the
assessment ficld. Some are reproducing the NAEP model at
the state level, and others are dcvclopmg variations of the
mode:. The cruder efforts have resulted in endless pages of
raw percentages without any cxplanauon of the results:
. Based on urvey of state assessmént programs, Beers and

Campbcﬁje(;cntlﬁcd several of the problcms that are com-

mon tc these state programs.?” Naturally, a shortage of

money and staff was the most' frequently mentioned
" problem, for it-is a fact that many states have moved into_
this area without providing adequate funds for a realistic as-
sessment program. Also, teacher resistance to assessment
and negative public attitude toward outside testing were
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probilems mentioned. Test results have been misused in the
<Apast; teachers have been fired, for example, on the basis of
incorrect interpretation of test resultsmAlso, test developers
have,been guilty of violating the privacy of studen*s through

questions that transgressed the examinee’s human and legal . *

rights. A third problem area has been with the utilization
and dissemination of resaults. Some school officials do not
understand the results. In some situations, there’ has been
hostility to the resulty. Some officials have ignored results i%‘
making decisions. Finally} results have frequently inot’
reached the right people in a usable form. s

. Adaptation of the Model ; ' .

-In the above discussion, it is evident that there will be as
many adaptations of the model as there are state units con-
ducting assessments. Probably there is no specific assess-
ment model tha?is the best; Rence, there is no model that
should be applied without modification in any and all situa-
tions. Nevertheless, there are principles of good assesspaentt
that should be applied in developing or adapting a modél for
state assessment purposes. Listed below are some
characteristics that should be found in a good assessment

program. | :
1. The program has clearly defined goals that apply to a
particuiar audience or audiences. -

2. The program has a realistic number of goals that are
attainable under the existing assessing onditions.

3. The program has established priorities among its
goals and places its major efforts on its major goals.

+4. The program has been designed to gather informa- ’

tion considered to be important in education.
5. The program has specific objectives, which it is striv-
ing to attain. .

6. The program has been designed to provide results at
a usable level of accuracy., N

. 7. The program-has used data-gathering instruments

that measure the objectives of the assessment. ‘

8. The program has collected data in such a manner as
to introduce a minimum of error in the results.

9. The program has scered and procé¥ed data in an ac-
curate manner.

10. The program has used analyfc techniques that
provide the data breakdowns needed by decisionmakers.

11. The program has reported results in a manner usable
by its audience. \

12. The program has provided help in the interpretation
of results and assistance in their implementatign.

13. The program has provided for the active involvement
of groups of persons from all of the major audiences for the
assessment results. - &

Implications of the Model '
for Curriculum Development

Of course, a major, potential outcome of Natlonal Assess-
ment and the model was providing new, ac:urate data with
regard to curriculum problems. Curriculitin decisionmakers

- are furnished data that have not been avatiable {o them
before this. Because of this new. information, they should
gain new insights into their problems; hopefully, innovative
approaches to the solution of these problems will result.®

implications of the Model

. The assessment model has potential for promoting cur-
riculum development. This is especially true when it is ap:
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plied to state situations in the manner used in Colorado. In
this situation, objectives were developed chat’specifically ap-
plied to the local situation. - The statement of well-written
objectives in-behavioral terms may sharpen the purposes of
instructiun. Through the experience of wfiting behavioral
objectives, the curriculum wOrkcr,ga&zt:vmuch earer
perception of his task; hepce, this practice - ave a

" beneficial impact on curriculum work. On the other hand,

(Y

the use of behavioral objectives has not always been a
positive influence. The objectives may zero in on easily
defined behaviors that lack scope and significance. They _
may produce tunnel vision and put stress on the inconse-
quential and trivial. In an effort to be specific and-to define
the exact behaviors desired, the largC( perspective may be
lost.

Again, the development of exercises from the identified
behavioral objectives may have a positive influence ofi cur-
riculum. The kind of innovative exercises that have been
developed by National Assessment may have a very positive
influence on what is being paught and how it is being taught.
Teachers, both in reviewing exercises that have been used in
National Assessment and in writing exercises for locajasses-
sments, may be influenced in their selection of both content
and methods bystheir knowledge of these assessment exer-
cises. Material not relevant to the objectives of the course
may be dropped, and methodologies promoting the kind of
skills needed in the assessment exercises may be introdyced.

On the other hard, the results may he less desirable. If in
state situations the dictates” of finances or the lack of
leadership result in the use of poorly wriitten, machine-
scored, merely multiple-choice exercises, the results may be
very negative. Teachers may feel pressured to stress rote
learning of facts in order to prepare their students for poorly
writtefrexaminations. Hence, poorly written exercises may
keep irrglevant material in the carriculum and limit cur-
riculum innovation and development. The quality of the ex-
ercises written and released will have an impaet’ on cur-
riculum development.

Sampling procedires may give insight into the status of
knowledge, understandings, skills ind attitudes of students
in a particular target population. Findings' from these

. procedures can promote curriculum improvement and in-

novation. Problem areas in the curriculum may be -iden-
tified. Results of the National Assessment in citizenship
have identified some problem areas. On an exercise dealing
with freedom of speech, a large percentage of 13 and 17-
year-olds indicated that they would not allow sample con- -
troversial statements to be. made on radio or television. ¥
This kind of response indicated a lack of understanding o)s
valuing of the Constitutional right of freedom to express
controversial or unpopular opinions. .

On the other hand, there are potential difficulties with as-

sessment data that represent national levels of performance.

Even though the data were not collected with this intention
and were reported in census-like form, the, results of
National Assessrhent are being treated like national norms.
Several states have conducted their own assessments
duplicating the NAEP model so that they can make direct
comparisons between their state results and the various
national, regional and group results.There is the potential of
great mischicf in this approach, for it may lead to unfair
comparisons between groups, states and'regions. In the as-
sessment reports of somé states, tables of percentages have

been presented without 7ny interpretation or explanation.
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Some school systems have teen presented in a very bad way
without any refererice bcing made to the kinds of varipbles
involved in the different learning situations. Such varlables
as per-pupil expenditures, educational level of parents and
motivation of pupils do have ,an x151pa<:t on the learning
situation, These and other vanablcs should not be ignored
in mtcrprctmg assessment results

It is~not 'suggested here that assessments should ngg be—"

€onducted because of the potential misuses of the: data.
Instead, it is suggested that those engaged in assessment at
national, state and
report data in prgg€r perspective and to aid those using the
data-to make correct interpretations of it. '‘We need these
kinds df information for decision making, but if the data aré

misused or misinterpreted, then the dccxslons based on thcmo

may not be good ones.

Impact on Curriculum = .

: o S c 1 3 .3 -
National Assessment is providing data on which decisions
can be,made. The reports on science anj citizenship havée

resulted in strong recommendations for curriculum changes -

in these learping areas.’’ As data are gathered at the state
level through the use of the model and its adaptations,
specificsuggestions for chang#s may be made. For example,
Texas has designed its state assessment so that there is
direct feedback at the classroom level. This may have a
strong ‘and immediate impact on these classrooms, either
good or bad depending on what interpretations and recom-
‘'mendations are made.

Still other problems should be pointed out concerning
curriculum decision making and national and state assess-
ment results. While the National Assessment process for
identifying abjectives provides for broad-based participation
in the decision-making groups, objectives still are selected
that neglect sizable, sub-cultural groups in our natjon. Even
some af the very general objectives selected may not apply to

these groups, and thusd they are not valid for some.

situations.* To illustrate the potentiat difficulty with'objec-
tives and groups, consider Objective V of social studies:
“Have a reasoned commitment to the values that sustain a
free society.” Under it is subpoint B, “Believe.in the rule of
law: and can justify their‘belief.” For blacks in the core city,

this objective may not. carry value. Their experiences may”

have been that the law is used against.them, and they con-
sstantly need to be looking for new ways to work around the
law." While this is perhaps an extreme example, it does
make the poigt that in as diverse a population as we have in
the United States, there will be many groups for whom the

broad.general objcctwcs do not carry the same mcanmg as

for other members of the nation.

There is also the question of what the components of a
general education are or should be. Selecting common ob-
jectives for a learning area such as science and writing exer-
cises for these objectives provide one definition of what stu~
dents of a certain age level are expected to know about
science. Since this establishes what comprlscs general
education in science, it has a definite limiting impact on a
student’s freedom of choice in deciding what he wants to
learn, He is being dictated to concerning what he should
take in general education. This situation always has existed
in education, but it puts the assessment movement in the
camp of the conservatives in the current controversy with
respect to free choice and unlimited electives for students.
Here the assessment movement is counter to the humaniz-

al levels have the responsibility to.
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ing”tmovement in American education.’ It is promoting a
closed rather than an open approach to cyfriculum.

The very identification of a learning area for National As-
sessment will have an impact on the fortunes of that learning
area. The *‘Chosen’ learning aréas are more likely to be sup- .
ported financially and retained in the curriculum than these
not selected by National Assessment. Those learning areas
that are not included in the * magxc” 10 may find that they
are sétondclass as far as school boards are concerned. If the
students of the district have made a poor showing cn the
state_assessment, funds may be shifted to the support of
those sutfjects where the low scores were identified. The”
learning areas that are not getting this public exposure may
find their financial support reduced. While the potential for
better education decision making is here, there is also the
potential for poorer education decision making because of
the impact of public exposure of the assessment results on
the decisionmakers. The foreign languages are not included
in the 10 learning areas assessed; hence, language depart-
ments will not be able to cite assessment data as evidence
that there is need for greater support of their programs.
They have been put into a poorer bargaining position by
this omission.

Moreover, there is potential for “shortcut assessment
schemes by publishers, aithough as far as this writer knows,
no assessment.instrument of thig type has been produced to
date. Why go to all of the work for an expensive local dssess-
ment effort when you can buy a commercial assessment
package, which is based on the relcased NAEP exercises and
which will provide the school district with results that may
be compared 'to NAEP results (norms)? The exercises may
be given and scored by the local teachers, and the results

may.be compared with the National Assessment resuits in-
cluded with the commercial assessment package. If the pro-
ject is handied ‘'right,’’ a “‘live-wire’’ superintendent can
demonstrate at a modcs? cost that his district is outscoring
the National Assessment results (norms).

The idea of a commercial assessment package based on
released NAEP exercises has: positive potential. With
honesty and careful application, this approach could be of
considerable value to school districts. First..the objectives
being assessed by the exercises-included in the instiument
need to be carefully identified. Then if the school district
finds that these ob}cctlvcs fit their own objectives ade-
quately, the exercises may be used with confidence. Second,
there is.no reason why teachers should not be able to con-
duct and score the exercises accurately. A tape-paced ad-
ministration could Be used, and the directions for scoring
could be written in such a way that teachers could follow
them with good resuits. District-collected data about the
performance of students on NAEP exercises could be
valuable data, if collected at a modest cost. There are a good
many “ifs" and pitfalls in this propbsal, but it is true that
accurate, valid data could be collected in this fashion. Un-
doubtedly, some districts will find this to be’a workable
plan.

Cost is one of the big problcms It wook a great deal of
money to deveiop National Assessment’s sophisticated
program. Currently, the data being provided by the Assess-
ment are of high quality, and the results have great promise
for promoting education improvements. Nevertheless,
hundreds of local districts are considering their own assess-
ments., and the question of how to reduce the cost is becom-
ing important. Should they develop their own assessment in-
struments, or should they use a commercial version of the
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model? For many districts, it is net possible to develop their
owrr assessment programs; hence, for many reasons, the secs
ona alternative will be used. Dver the coming vears, the
commercial assessment package will probably hecome a
reality.” The only other alternative open to poorly inanced
districts is to resist the pressure to become involved u‘ local
assessr. . :nt.

Another potential outcome of an assessment prograin is
the spin-off of research projects designed to investigate ques-
tions of causality raised by assessment resuits. It has been il-
lustrated several times in this chapter thatfurther investiga-

_tion is needed to interpret results more productively. Any °

" number of potential doctoral studies in NAEP data need to
be made before the results may be confidently uscd in cur-
riculum . work. :

A final ‘interesting prospect ;n .this entire asscssmcnt
business is the increased pace of change in our society
within recent decades. Thos~ of us who have been involved
in education decisions over the last couple of decades know
that cagching the direction of things is frequently more im-
portant than trying to make careful, data-based decisions.
By the time we have collected and analyzed our data base,
society and technology have gone off and left us. It is hard to
fault the soundness of the data-collection design of National
Assessment, but there is‘a five~year time lapse from start to
finish of a cycle. pluy the time lag of scoring. and data
analysis. The question is whether this is the best process for
education decision making in the last quarter of this cen-
tury.  Are changes in our sotiety coming so fast that long
before the data base is established the data are no longer
relevant for the decisions for which they were gathered?

_Use of the Model for
7 Accountability Purposes

Assessment is not the same thing as accountability, for ac-
countability places greater gmphasis on value judgment
_than assessment does.”” Accountability is concerned-with

the badness or goodness of somethig. Education assess- .

ment is aimed-at improving decision making by collcclmg
information conccrncd with the outcomes of education. Ac-
countablhty has varying meanings depending on who is
writing about it.

A number of approaches have been proposzd to make
'schools more accountable, such as a systemis approach,
management by objectives, education-prograrm auditing, a
planning-programming-budgeting systém, perfopmance
centracting, vouchetr plang and alternativé forms of
education.” A’ widely accepted interpretatior. is that ac-
countability is to determine whether the teacher, who is as-

signed the taskof educating a group of stud€nts, is perform- ,

ing that task.” On the other hand, a broader interpretation
of accountability’ is that it is a process for détermining
whether the program of a school, district or state is produc-
ing the student achievement expected with regard to the ob-
jectives of the program.*" The first of these interpretations
puts the responsibility for individual pupil achievement on
the teacher: The second places the responsibility for the out-
put of a program of instruétivk on the school, district or
state school system. B

The first interpfetatjon of accountabxhty has been w:dcl)
debated and hp# gained the opposition of many groups in-
cluding the teachers’ organizations. A model of this ap-
proach to accountability follows.
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I. Behavioral Objectives

II. Stated Evalfation-Criteria Related to the¢ Objectives

III.  Scheduled Materials, Learning Activitiey, Equip- °
ment, Ezc. ‘ - 3

IV. Teaching Activities

V.. Evajuation-of Student Performance- Bascd

Behavioral Ohjectives
" If the use of this model stresses the output of the teache

in terms of pupil achievement, it does not pravidg for the -

* multitude of variables that are found in any teaching situa-
tion. The primary emphasis becomes “Are the children
lcarmng what the teacher was hired to teach them?” No al-
lowances are made for the many variables such as pupxl
ability, parental education or wealth of the school district,
all of which and more may influence the success of the
teaching in a given learning situation..

Under this approach to accountability, complete data
must be collected for each individual in the gopulation. It is

« necessary to identify the pcrformancc of specific individuals
with respect to stated objectives since the responsibility for
the individual student’s performance is to be assigned to the
instructor charged with tcachmg for these objectives. Here,
it would-seem, accountability is taking us back to yearly,
mass testing with which some of us are only too familiar.
Test administration procedures, such as NAEP’s tapepaced
method, could be put to work, although, because of financial
considerations, teachers would prqbably administer these
mass tests with many of the problems in the rcsults that
have emerged in the past.

The second- interpretation of accountabxhty presented
here-also sees where students are or are not achieving, but it
is concerned with what the strengths and weaknesses of a
program are and how they retfate to student achie@ments.
The NAEP model may easily be adapted for this type of ac-
countability use. In assessment, the objectives are-identified,
the achievement level with respect to these objectives in a-
population is determined through a samphng g9sessment
procedure, and the results are reported in terms of what
percentages of the pdpulation are achieving the objectives.

The National Assessment model, as it was originally
dcmgncd did not provide usable hata for determining who
was responsible for the individual student either achieving
or not achieving the stated objectives. As designed, the
model provided information about the achievement on the
stated objectives of a population or groups of that popula--
tion; hence, it was not possible to idehtify the results ftEr in-
dividuals h these population’ groups. Neither, was it possi-
ble to establish what individual teacher was responsiblefor

the students having eithe. achieved or hot achieved y‘hc -

stated objectives. .

Now let us examine the National Assessment model for ns, "

application to the evaluation of an entire curriculum for ac-
countability purposes. The model comiponents identified in
this paper are:’ objectives.development, exercise dcvclop- 2

ment, sampling plan, administration of exercises, scoring "’

and analysis, reporting and dissemination, and utilization.
Under accountability, objectives may be developed with in-
put from a number of sources, including the patrons who are
paying the bill for education, or an already established set of
cbjectives may be used.*? Since ‘his is the evaluation of a
given curriculum, the objectives should apply to that’
program if the results are to be.valid. Who should select
these objectives is an issue in accountability. Shouldn't there
be input here from the teachers who are presenting the
program?
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While there are some problems in how objectives are to be
selected, the catponents,of the NAEP model are all func-
dongl in thik jadaptation for accountability purposes.
Mcasurcmcnf“$ccialists contend that objective-referenced

exercises written for specific learning objectives are better

“for use- in accountability evaluation than, the norm-

- drawn in such a’fashion that they represented the poppla- v tifiable material and discourage the inclusion of material
tion of 9, 13, 17 and 26%35-year-olds and groups from these 3 -that is diffftult to quantify? Daesn’taccountability promote
populations. Where the rdodel is being used to evaluate.the « * 2 closed rather than an open education system? Doesn'’t ac-
performance o) a given population, sampling procedures. - countability present obstacles to the continued development
may be used as they were developed. for the Assessment +  of freedom and autonomy for teathers? This is not an ex-
model. "The same prolessicnal care that is taken in exercise - haustive list, but these age all disturbing questions. Further-
administration of the NAEP model would be desirable in more, there is considerable evidence in the literature that
the application of the model for accountability purposes. supports the seriousness of the issues raised by these ques-
Scoring and.reporting are the same for assessment and ac- tigns 4% 40 47 . :
countability, and the same percentage kind of reporting can X . '
be used irr both situations. . Summary

Where accountability is being applied to a total organiza-

'Con such as a school, a district, or a state, the National As- Several summary statements can be made. The National
essment model may be used with little modification. It was " Assessment model is no doubt the best and most com-
designed to establish accurately the level of performance on prehensive pracedure designed for collecting data for these
a given set of objectives in a population, and it can do this purposes. The model cail has been successfully adapted
for accountability purposes as well as assessment purposes. for use at the state level; and a¥ states become more active in
Likewise, it can assess groups of the population- s¢’ that assessment, many adaptations of it will be made to fit local
specific sjrengths or weaknesses in their performance can be needs. Finally, where the ‘concern is with the evaluation of
identified. R . group performance, the model may be used for accoup-
There are many value questions related to accountability, tability purposes. With the current rapid development of
and while it is not the task of this report to discuss them, a state assessment and accountability prograiiy, it is expected
number are cited here. Will tight state accountability struc- ~ that the mode! will be widely used for these pprposes in the

tures Xcvcrc!y limit creativity and innovation in the schools? ‘coming years. “. \\ijb :

* -
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referenced  exercises: commonly used in standardized
tests."Therefore, released objective-referenced, National
Assessment exercises may be used for accountability pur-
poses where their objectives are valid for the learning situa-
tion that is being evaluated.

v In the National Assessment design, the sa s were
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In this papér I want to underscore first of all two related
meanings of the term “model,” one emphasizing”the struc-
ture of what is represented by a model, and the other stress-
ing the phenomenon of influence, Next, I would like to note
the patential interplay between these two aspects of the

¢ National Assessment of Educational Progress (NAEP)

- model, with reference particularly to possible interpreta-
tions of the data in Citizenship Reports 2 and 9. Last I shall
suggest an alternative to National Assessment, taking note
of the gains the project may have made, but at the same time
orienting stiil more directly to political and.education goals.
in this case to the fostering of citizenship.

~ The National Assessment Model
as Representation and as Influence

tion to be made here is no exception. Taylor's chapter
. (Chapter 2) describing the NAEP model and its uses itself
" points to both the representation and influence aspects of
modeling, thus my starting point is one of clarifying what he
has written.

When we speak of the “‘model” of National Assessment
we refer partly to some representation of its basic compo-
nents and their articulation. Exhibit 1 in Chapter 2
describes a succession of steps in the development, ad-
ministration and dissemination of NAEP instruments and
findings. The multiple connections drawn.in the diagram
suggest complications in this process, as the first-cycle
sampling plan was modtfied in anticipation of scoring and
analysis, exercise d'cl:velopmcnt looked forward to the utiliza-
tion of information, etc., and as these steps might be
repeated in successive cycies.

Exhibit I spells out, or differentiates, only steps of special
concern to the assessor. A different diagram might elaborate
the process between dissemination, -utilization and the

redevelopment of objectives, suggesting different channels of -

~" """ national, state and local dissemination; different uses of the
- assessment information -as a_function of-dilferent rescurces
et these 16vels; and so on. Taylor's diagram reflects the
putative neutrality of National Assessment vis-a-vis the uses
of the assessment informalion. In various passages Taylor
does suggest that this info&mation calls for research, that it

Pl
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This paper will dwell upon the obvious, and. the distinc- -

ON THE NEED FOR CRITERION-REFERENCED
RESEARCH AND DEMONSTRATION: A REACTION TO THE
MODEL OF NATIONAL ASSESSMENT IN CITIZENSHIP

Joseph C. Grannis

Teachers College, Columbia University

will be interpreted differently at state and local levels and
that it will lead to interventions in different spheres =
economic, curricular and so forth. Still, it is the basic stance
of NAEP that these things be left to others to work out.
From this standpoint Exhibit 1 represents the Assessment
“process accurately.

But a model is never neutral. Whether it has been drawn
in physics or in politics and education, a model models a
process of thought and action. In this simplistic way one can
argue that what National Assessment models is assessment, and
that complementary processes directed to changing what is
assessed will be more an indirect, than a direct, result of
National Assessment. It is not a trivial observation that the
uses of the Assessment have in fact been, as described by
Taylor, further assessment at the state and local levels.
NARBP’s powerful coordination of money and technical ex-
pertise with academic and political judgment partly ac-
counts for this imitation. Equally, however, it is the
specificity of the model with. respect to certain processes,
and its lack of specificity with regard to others, that ac-
counts for the imitation. Indeed, the Assessment itself can
be said to be an imitation of a process that has been most in-
fluential in Aumcrican education in recent decades, the
testing of individuals for purposes that are a great deal more

diffusg than the testing operations per se. The criterion .

referencing of the National Asséssment exercises might be
seen as a move beyond testing for its own sake, or beyond
the parallel purposes of grading and selection ‘associated
with norm-referenced tests. Whether this move is realized,
however, and the testing thus does not again become an end
in itself, depends on other processes that the NAEP model
does not explicate at present If assesemant is aunnnesd (5 ba
linked more closely to teachers’ accountability than it has
been in the past, there remains the risk that accountability
will be displaced upon the population tested.

Let me now repeat this argumerit a: another level of what
is madefed by National Assessment — jts representation of
what citizeriship is and how one goes about observing and
explaining its occurrence or nonoccurrence. Reasoning
simplistically again, let us first suppose that acceptable per-
formances on the citizenship exercises are the criteria of

citizenship — i.c., that we would say someone s a good

& citizen if she/he performs in acceptable ways on the test, °

17
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analogously to our saying that someone is a good driver if
she/he passes a driving test.> How does NAEP allow us to
explain the occurfence of nonoccurrence of these perfor-
mances? Age, sex, parental education, color and:iocation by
region ar size and type of community are the only variables
that are systematically brought to bear on this question.
One might surmise that age represents different degrees of
exposure to citizenship education, but identifying whether it
is expliciz or implicit, or whether it stems from school, televi-

_sion or community, defies conjecture except on a most ad

hoc, exercise-by-exercige'basis. Sex might relate to role op-
portunity, parenfal education to kinds of discourse in the
home, color te an individual’s treatment by others and loca-
tion to’ community needs and resources; but then we could
scramble all of these conhjectures too, given the lack of
specification of what the variables link with. What we are
led to, then, if only by, default, is an emphasis on the papula-

. tion characteristics themselves as explaining acceptable and -

unacceptable citizenship performances.

- -Caplan and Nelson* recently reporfed that, of 69 data- -

based, psychological research studies of blacks that were
abstracted in the first six months of the 1970 Pyychological
Abstracts, 82% were person-centered and only 18% situation-
or environment-centered in their causal attributions. By far
the largest category -of variables Caplan and Nelson in-
cluded under, the heading *‘perSon-centered” was ‘‘group
membership (e.g., black or white),” which included 48% of
all the 69 studies. Person-cenggred categories, the authors
observe, are more avaable and more easily exploited than
situational or environinental categories. Discussing a variety
of questions such as achievement motivation v. the structure

of the economy as causes of unemployment, .Caplan and.

Nelson concluded: _
Whether the social problem fo be attacked is delin-

quency, mental health, drug abuse, unemployment,
ghetto riots or whatever, the significance of the defin-
ing process is the same: the action {or inaction) taken
will depend largely on whether causes are seen as
residing within individuals or in the environment.*
Are we not dealing with a similar phenomenon? The ef-

fect of not specifying what age, sex, parental education,

color and location mean experientially is our attribution of .-

good.and bad citizenship to these qualities per se.

The National Assessment citizenship reports do speculate
at certain points about the meaning of the population
variables. The following excerpts from Citizenship Report 9 il-
lustrate the tentativeness with which this is done:

Thirteen-year-olds -in the grade school group
showed the greatest deficit of any group — 10% — on
the racial-attitude exercises. Their responses to-
several questions' describe where some of the deficits
occurred, but ddn’t explain why.... Perhaps as
higher and higher proportions of the population get a
high school education, the smaller the proportion who
do not become more distinctive in certain ways (e.g.,
less accepting of other races)."

Are black youngsters less willing to tell a nonblack
interviewer what they believe about racial dis-
crimination? Or are they really less aware of racial
discrimination than other 13-year-olds? The balariced
results on these questions show smaller deficits (by at
"sast half) than do the observed results, as we discus-
sed earlier in thig chapter (see page 51). At least one
‘of the other characteristics on which the results are
balanced is thus associated in some way with the

results reported for blacks. For example, perhaps the
disproportionate number®f blacks whose parents
have little education hear Jess discussion about acts of
racial discrimination in the world.” o
These and a dozen similarly limited speculations aside,
the main tendency in the reports is to leave the findings to
explain themselves. Piesumably research to be designed and
,conducted by othier agencies will lead to the development of -
interventions that will in turn result in changes in the assess-
ment results the next time around. What may defeat this,
however, is the “psycho-logic” of the model. The structural
“emphasis of the model on population characteristics, rather
than on the interactions "of individuals with different en-
vironments, induces thinking in these same stereotyping
terms by those who receive the assesstent reports.
The language of the gitizenship reports consistently rein-
forces stereotyping: . i
The two upper levels of parental education, par-
ticularly the beyond high school group, excelled, as
usual * ' .
The typical performance of blacks at all four ages
shows deficits of about 9% on all citizenship results
combined.”
The general picture is for performance on this goal
to follow that on all citizenship results fairly closely.
Thus the extreme. rural and extreme inner city
respondents showed the greatest deficit in relation to
* the nation as a whole, and the extreme affluent sub-
urb respondents showed the greatest advantage. .. .!" -
Of course, this is all very ironic. The reports feature a
many exceptions to the general trends as they can find, and
the avoidance of discussing the significance of the general
trends is presumably calculated not to risk offerse. But the
patterr$ in the test results that are associated with the pop-
ulation variables are clues to individuals’ interactions with
their environments:~That our thinking cannot afford to rest
with these cluesgis the thrust of the next section of this paper.

The last point to be made in this opening argument
returns to the analogy between a-citizenship test and a driv-
ing test. Simplistically again, we have to notice that
National Assessment presents what individuals .say in
response to various paper and pencil, interview and discus-
sion tasks as the basic model of what consfitutes citizenship.
Who can doubt that many more individuals know or will say
that they should vote than actually vote in any election in
this country —+ naticnal, state or local? Or that more believe
they should oppose discrimination in a park, and can say
how to do so, than are likely to put this belief and knowledge
into practice? Kohlberg'' has emphasized Hartshorn and
May’s classic failure to find differences betwoen delin-
quents’ and nondelinquents’ knowledge of ‘“‘right” and
“wrong” actions and has stressed instead the developmental
level of the individual’s justification of right and wrong.
Kohlberg thus improves his capability of associating moral
discourse with morai behavior, and, anaiogousiy, we migni
come closer in this way to associating citizenship discourse
with citizenship behavior. The developmental approach,
however, still leaves questions_unanswered. Is it possible
that those with ‘“‘higher” levels of moral discourse are more
capable of rationalizing their morality and immorality, and
thereby more readily escape being branded delinquent or
criminal? QOur increasing awareness of “‘white collar” or
corporation and political crime certainly gives credence to,
this question. Again, is it possible that different styles of
language and discourse associated with socioeconomic or
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racial/cultural differences affect the response of an in-
dividual to a verbal repres=ntation of a moral, or let us say a
civic, problem and affect equally an examiner’s interpreta-
tion of the response? Hgre the questions we are raising with,
relation to what is known or suspécted about moral judg-
ment lead into the more general area of performance in a
culturally standard verbal situation, in this case the formats
that link testing and schooling so closely with eich other.
Labov’s!? finding that the task of talking to keep a rabbit
from getting nervous elicited much more talk from children
who spoke black English than questions addressed to the
children by a sympathetic black interviewer illustrates this
concern. Could all this have any bearing on who tends to

" “‘exhibit” less “knowledge and behavior considered

desirable for citizens in our society’’? Suppose the test was
one of integrating a neighborhood, a bus or a lunch counter,
or that it was challenging a school bureaucracy, or that it in-
volved hiring or working or playing or generally living with
someone who had been in jail, as opposed to saying how one
would do any of these things? .
Part of what is at stake here is the relevance of the
knowliedge required by the assessment to the particular con-
texts in which different individuals enact their citizenship.
This question applies not only to, say, who is more likely o
be oriented to the courts as an institution for settling dis-
putes about money, but who is more likey to kave to accept
doctors and dentists.of a different color from one’s self. (Just
to-indicate that the question can cut both ways!) What 1
would emphasize here is that the Assessment is more likely
to have content validity to the extent that it includes the
enactment of citizenship in goal-related contexts. This then

connects with the other part of what is at issue, the format:

or structure of the setting in ‘which citizenship is to be
observed, whick.on linguistic grounds alone; as I have tried
to argue above, is more likely to be valid as it is oriented to a
citizeaship goal — i.e., to a citizenship goal other than ac-
ceptable performance on an exercise — not to mention how
the Assessment’s- having acceptable and unaccéptable
responses for each and every exercise contributes to the
cultural standardization of “advantages” and “deficits.”

All of the above might seem to show that I have no use for
informatioin about what individuals say, or that I think dif-
ferences would vanish if enaciment, instead of saying, was
assessed."Actually, I would like to know about botk enact-
ment and saying, or the knowledge and feeling saying repre-
sents. The National Assessment exercises do in fact include
self-reports of enactments, but, eveén accepting the reliability
of self-reports, these are still no more revealing in and of
themselves than are sheer statements of knowledge and feel-
ing. How knowledge and feeling fatilitate or inhibit enact-
ment is a question that especially concerns educators, along,
with how situational conditions facilitate or inhibit enact-
ment. Does the civics text knowledge represented by many
of the exercises contribute to effective ‘action in some
political situations and ineffective action in othors? Or, io
rephrase a different question asked in Citizenship Report 9,
what rules make most sense to different individuals par-
ticipating in a common task? :

Let us-state the basic question still more generally. It is
not who are the good citizens, but what are the conditions
that contribute to good citizenship. Because NAEP is not
designed to answer this question, howzver much it may
speculate about it ex post faclo, it does not model asking the
question. We will now proceed further into the logic and
“psychologic” of the probiem this presents.

Yy

The Meaning of Patterns in
National Assessment Findings

National Assessment reports tend to discuss the explana-
tions of specific anomolies associated with one or another
exercise, but they avoid discussing the'meaning of the larger
patterns that hit the reader full in the face. Here we shall
take note of some of the difficulties these larger patterns
-present. Our approach to ‘this will be naive. We shall first
orient ourselves to the data itself, .asking what the patterns
might be likely to suggest to the reader. Then we shad just
begin to sort out some of the factors that are confused in
these patterns, raising questions for an alternative program

- of research and demonstration.

—

Age as a Variable in Citizenship Performance

In Citizenship Report 2, straight pércentages of correct or
acceptable responses at different age levels are shown for
each exercise reported on. Thus the following results are ex-
hibited: . S

2 13 17

Report that the police do not
have the right to come inside
one’s house at.any time they
want and can give as a
reason legal guarantees, or
reasons councerning privacy
and permission”of gccupant
to enter(in own words).!?

- Adult

20% 68% 90%  83%

State that our legal system
(courts, laws) is the means

provided by government for
settling an argument over

money. ! ’ 50 70 87
Last names of the persons now .

holding these offices. . . .:

President (Nixon) N 94 97 98

Vice President (Agnew)!s - : 60 75 87

C;tﬁd\gj\we\aTTcasti;gxplana-
tion of what fighting was

about 'in country named 53 66 77
2 explanations ' 27 44 55
3 explanations 11 24 31
4 explanations 312 16
5 explanations's 1 4 7

Opportunity to read a greater
variety of viewpoints and in-
formdtion was stated as a
reason why it might be good ‘
to have newspapers in a city
written and printed by more

than one company.!’ N 37 64 88 . 92-

As these examples illustrate, the general tendency in the
data is for the percentage of acceptable responses to increase
with age, though with some reversals between age 17 and
adult. This trend is alluded to in various specific contexts in
Citizenship Report 2, for éxample in the following comment:

£/
<
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As seen above, adults consistently showed more -
knowledge about current conflicts than did the other
ages. When asked in Exercise F4 to name some ways
to avoid war, however, fewer adults than 13s and 17s
‘named at least ore way (77% of 13s, 88% of 17s and
65% of adults). Even 9-year-olds approached the
adult achievement ,level, 60% giving at least one way

. to avoid- war (E).(crcxsc F3)..One explanation is that
the adult view of the possibility of avoiding conflict is

both more sophisticated and more ‘jaundiced”; a

larger number‘of adults indicated that they felt war to

be unavoidable and a larger number at the younger

ages gave simplistic,’ but acceptable, answers (*'stop

fighting”).

The number who gave at least three ways to avoid
war demonstrates the more usual age trend of an in-
crease in achievement up to age 17 with minor dif-

- ferences between 17s and adults (5% of 9s, 12% of 13s,
2% of 17s and 25% of adults). A similar 9-to-13 age
trend is shown in Exercise F3, which supposes com-
petition between the U.S. and Russia concerning ter-
ritorial rights on Mars. Alfnost twice as many 13s as
9s (75% v. 45%) statedfthat -the U.S. and Russxa
should discuss and sepfle these matters bcforc men
land on Mars."* | .

Notice that in the discussion above, as iz the case
elsewhere in the report, it is the departure fram the “more
usual age trend” that seems to call for explanation. How
does one account for the main trend itself? Lcavmg aside for
the present a consideration of how the exercises were con-
structed in relation to age expectations, and assummg the
content or goal-referenced validity of the exercises, the con-
clusion that best fits the pattern in the results is that they

reflect maturation and/or the general accumulation of

knowledge, and experience with age. This is obvnous, is it
not?

What is less obvious is the significance of thc conclusion
for citizenship education. Many, but probably not all,
readers of this report will be aware that social studies
educators in the 1950s (I choose this date for convenienct of
discussion) had occasion to assess the significance of similar
findings arising out of a number of surveys of children’s
social concepts conducted during the Progressive Education
era: Meltzer, 1925 Lacey, 1932; Pressey, 1934; Eskridge,
1939; Ordan,1945; and Batzs, 1947 — to name those I am
most familiar with.!® All of these studies included elemen-
tary school pupils at different grades, and several of them in-
cluded secondary school pupils as well. All tested children’s
attainment of the correct or conventional mcamngs of social®
concepts at different ages, and all found progressions in cor-
rect attamn}cnt with. inéreasing age. Interestingly, only
elementary social studies educators, with the exception of
Wesley and Wronski® (Wesley. himself was author of a
“Tcst of Socxal Terms” in 19322'), paid attention to these

fadings, divectly or indircetly, to judge from 2 comparisen

of elementary and sccondary social studies methods texts of
the 1950s. At least in the decade before the impact of Sput-
nik, Bruner and the structure movement in_curriculum, it
was elementary school eéducators who were more concerned
with the development of knowledge over time or age, while
secondafy’ school educators focused on its acquisition atf a
giwen time or age. :

But which emphasis was correct? The"¢lementary school
educators str:ssed a progression of learning from concrete to
abstract, the necessity of building up manifold experiences

» [y

.

with the referents of a concept, and the importance of

teachers’ avoiding empty verbalisnis and premature~for-

malization. What precipitated out .of this, however, was

such an emphasis on accommodating to the presumed .

“natural”. ‘pace of coneept attainment reflected in thg
progrcssxona of attainment with age, that Bruner’s dcclarg-
tion than anything could be taught in some honest way a;
any age, hedged though it wasin Piagetian conditions, came
as a shock, particularly to elementary. school educators.

None of the social-concept studies cited above, nor any

others conducted in the years before 1950, tried to assess
children's capability of learning a concept at a given age by
systcmatlcally attemipting 'to teach the toncept to children.
Lacey did -intgrpret- an observed acceleration of conccpt
learning at grade 3'as being the result of a more deliberately
planned social curriculum than in grades 1 and 2. Though I
do not know them, there,may well have been many studies
carried out ‘during thcsql years that weighed the relative
merits of one method of teaching social concepts versus
another as a variety of more recent studxes have done.2?
Who, however, has set out to teach social ‘concepts to a
criterion at a given age, i.2., to teach until the. pupiis reached
the criterion, and in this way studied the methods that
resulved in different children’s learning at that age? We may
often teach with reference to a criterion; but in the regular
or tlie experimental social studies or civics classroom we
typically abandon a unit of itruction to méve on to
another unit or to discontinue an experiment, while some*
pupils, at least, still have not met what we might hold as
even 3 minimum criterion. Of course, this faises all kinds of

other questions; about the dcsnrablhty of convergent versus -

divergent 1carmngs. etc., but that is beside the point here.
What [ sense is that there are.a variety of factors, pcrhaps
especially in social studies and cwvics, that contribute to a”
criterion-referenced system devolving into a norm-
referenced system. ©One of these: factors is the very

knowledge that individuals’ differences with respect to at- .

tainment of a criterion held to be.“reasonable” for a given
age will tend to diminish as more of these mdmduals attain
the criterion past that age.

Without understanding the issue complctcly, I think there
{is an ambiguity in National Assessment’s own posmon on
this matter. On the one hand, we have been told that * ‘out-
standing local teachers familiar with ¢ach target age group
(ages 9, 13, 17, adult) worked for wceks with our staff to
break down each general objective in the most gcrmane
behaviors appropriate as goals for a gwcn age group. » On
the other hand, wc learn thai one criterion for exercise
development was that “‘some exercises cover important at-
tainments which nearly éveryone is successfully achieving,
“some which very few people are achieving and some which a
middling number achieve.”?* Does the latter aim, together
with the finding that Assessment performances did in fact
break down this way for each major citizenship goal,”" imply
that such a distribution should continue tn he nhtained in
future assessments? Perhaps the aim of NAEP is to provide
information that will encourage state and local striving

toward - full attainment of the goals for all. individuals.

Tayler, however, has observed a tendency for Assessiment
data to be treated as a national norm against which both
state and local test performances are being compared (see
Chapter 2). Given the statistical patterns within and
between the age levels that National Assessment models. |
think this is inevitable.2

National Assessment findings are likely to be taken as

\
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developmental norms unless several steps to'counter this are
taken. (1) The exetcises would have to be broken down into
their more truly developmental and nondevelopmental com-
ponents; (2) the assignment of exercises to age levels wguld
need to be done from the standpoint of what it is
theoretically possible to expect any educable individual of a
given level to achieve; and (3) experiments would have to be
conducted to demgnstrate that 100% of the educable in-
dividuais at an age level could achieve acceptable perfor-
mances for the exercises at that level

This is a rather drastic prescription, with"many problems
inherent in it..Its function in this argument is to underscore
the fact, recognized by NAEP but likely to be overshadowed
by the pseudodevelopmental patterns in its findings, that

" National Assessment so far has not tried to take cognizance .

of what has in fact been deliberately taught, specifically in
the schools, thus its findings should not be construed as sug-
gesting limits to-what individuals could be taught, or could
learn, at the different age levels of the Assessment.

But we did admit that this has its problems. One of these
is distinguishing what we called above more “truly”
developmental from nondevelopmental components of
learning. It seems to me, for example, that any 9-year-old
could learn that policemen do not have the right of un-
restricted entry to 3, home. At the same time, 9-year-olds’
reasons for such a belief would be less sophisticated than 13-

. year-olds’ reasons, focusing at the first level on, perhaps, the *

more direct consequences to the persoris involved, and at the
second on more general properties of the social system like
the rights of individuals to privacy and the effects of not

-regulating entry into homes on other spheres of the social

system. Instraction might then concentrate on all 9-year-
olds attainiug at least the first developmental level of

-justification, ard on all 13-year-olds attaining at least the se-

cond level. Of course, in addition to the questions already
raised above about the significance of different developmen-

" tal levels, further questions would now come into play about

the efficacy of direct instruction toward developmental
goals.?" Still, this would represent a considerable shift in the
validity of the developmental problem. '
Another problem stems from the question of whether a
criterien in citizenship is more validly held for individuals or

‘for the society as a whole. Consider th+ case for the latter

standard first. Almand and Verba?* have suggested that a
political system might get overheated if too many of its
citizens participated actively in the process of governance,
beyond voting, and thus that there might be optimal levels
of less than full participation for the stability of even a
democratic system of government. (Almond and Verba
were, indeed, rationalizing the levels of participation they .
found in American society.) Apart from whethe. or not one

© agrees with the value of stability in the system, this does lead
“one to distinguish betwegn citizenship goals for the nation or

for a region as a whole and goals for all the citizens of the na-

-tion or a region. Maybe only a few are needed to, for exam-

ple, come up with many ways that war could be avoided or
that discrimination in a park could be stopped. When
Citizenship_ Report 2 referred to *‘goals that only a select few
were achieving,’’?” I wondered if a part of what this implied
was that only a few: are necded to achieve these goals.
The trouble with this reasoning, however, is that the
many who do not achieve the goals in question may include
precisely those whose interests are most at stake, viz., those
most likely to be frontline soldiers in a war or most likely to
be excluded from a park. Once we allow that less than all

t

e .
need to achieve one goal or another for the health of the
body politic as-a whole, we run the risk of playing into just
those features of the system that presumably account for
some groups in the po;';hlatiorg being consistently “disad-
vantaged” no matter what the goa! in question is. Further-
more, many of the goals set by National Assessment pertain
to the rights and obligations of individuals in their everyday
relationships to one another and to the law. Anyone of a
relevant age who does not know that the courts are available
for the resolution of a dispute over money might be disad-

" vantaged in the event of such a dispute. Similarly, anyone
. who discriminates against another on the basis of his or her

group identification contributes tojthe denial of the rights of
the other to be treated as an individual.

A third problem arises from the fact that, especially if, in’
line with the posifion advocated earlier, instruction with
respect to a particular goal at a given age was pursued until
all individuals so instructed reached'the goal criterion, there
might not be time enough to reach ‘all the goals held to be
desirable for individuals at that age. ‘

. Still another problem is that it cannot be assumed that
school is the most appropriate setting in which to intervene
to try to bring individuals to a criterion. But then there is no
way of knowing from the present design of NAEP what part
the schools have played in the performances on almost any
+of the assessment exercises. Even specifying which criteria
the schools could effect would be progress from this stand- -
point. Especially for those criteria that we have
characterized as “enactments,” it might” be that school
would have to be coordinated with other agencies or institu-
tions, family, local government, citizens groups, television
and so on. National Assessment may assume that efforts of
this sort will be an outgrowth of the publication of assess-
ment results. It would be a more likely outcome if the con-
tribution of such efforts to the attainment of goals was
specified.

What all of this reasoning drives me to, then, is a different
kind of neutrality from that which is modeled by NAEP.
Instead of publishing results that encourage normative
thinking in the face of virtually no knowledge of the condi-
tions of individual citizenship learping and development, an
alternative strategy should concentrate on specifying the
conditions .that make full attainment possible for one or
another eriterion at a given age level. The freedom of state .
and local agencies or instjtutions to emphasize those goals
that mattered most to them would thys be an enabling one,
rather than the spurious freedom that sheer ignorance af-"
fords us.

Sex, Parental Education, Cblor and Location
by Size and Type of Community (STOC)
as Variables in Citizenship Performance

_ The logic with respect to these variables is essentially the
same as it has been above, though I will be repeating it in -
somewhat different terms. First, let us attend again to the
“psychologic” of the matter. The very familiarity of
National Assessment findings, especially with respect to
parental education, color and location, may ténd to give
them a normative significance, i.e., to imply that the ob-
tained patterns are what we should continue to expect. For .
me, at least, this stereotyping is reinforced by the technique
of comparing group performance ievels with national levels,
rather than with the criterion of 100%, so that there will
regularly be groups with “advantages” and groups with
“deficits,” relative to each other (shades of norm referencing?),
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even whch, say, it is 60% of one group and 50% of tﬁc ather ‘

that has reached a criterion. Be that as it _may, the
familiarity of the results that I am referring tois their com-
parability .to the findings of any number of assessments,
from the Army’ AlpHa intelligence testing program that
might be saig to have started it all, to the Coleman Report

and still more recent studies. The sheer accumulation af -

these findings has contributed to their reification in recent
years, so that jn the Jencks analysis socioeconomic status
and color appear to be almost intractable constraints on
cducatign,_ or at least on education by the schools.

Let me focus. this thinking in terms of the Coleman and
Jencks analyses, raising a few questions at a very sup%(ﬁcial
level. First, these studies base their (somewhat differing)
conclusions about the limited capacities of schooling to af-
fect achievement on achievement defined in very close rela-
tion to general cognitive skill, with all of the cultural
loadings that the phrase ‘“‘general cognitive. skill” implies.
As Jencks himself observes, the Colematt>tests of Verbal
Ability, Nonverbal Ability, Reading Comprehension,
Mathiematics Achievement and General Information inter-
correlated so highly that “‘the student whe did well on one
test and poorly on another was quite exceptional:” Assum-
ing for the pﬁ;poscs of this argundent that socioeconomic
and Cultural t&¢

mine the school’s effect on general cognitive skill, it remains .

possible that schooling can have a more independent effect
in areas of achievement that are more specific to school in-

society at large, The Iat tional Education Assessment’s
(1IEA) current red¢arch or factors alfecting achievement sug-
gests, for example), that the effectiveness of science instruc-
tion is substantially more independent of nonschool factors
than is the effectiveness of irstruction in reading, or
arithmetic.*' Pursuing the principle that might explain/his,
we first have to account for IEA’s finding that their Social
Studies/Civics Education test results beha"® mdre like
reading and arithmetic than like science!

struction and, convcrsciﬁjss genierally diffused in the

"The IEA researchers themselves attribute their findings. to
the permeation of citizenship knowledge, like the three R's,
throughout life outside the schools. It makes sense from this
standpoiqt that the citizenship results would reflegt varying
access to, l-((‘igccasion or power to use, the knowledge that
the tests ifc@rporate. But is not science also diffused
throughout life in a. modern society? Of course -this is the
case. One must reason then that'science education and the
science test exercises have been couched at a higher or more
specialized level of knowledge than is reflected in everyday
life, and that citizenship education and/or the citizenship
test exercises have not been defined at the samesrelatively
high or specialized level. Studies of the learning of higher
mathematics, as opposed to the common mathematics the
Coleman (re-analyzed by Jencks) and IEA studies were con-
cerned with, do show that differences in schooling make a
difference. What is nccdced, then, is o demonsu aic a similar

effect ip citizenship.

-

What might be meant by ‘‘higher” or “more specialized”
citizenship knowledge? One need not think of it simply as,
say, secondary school or college level information and con-
cepts, but rather as knowfedge rhat is couched at a higher or
more complex level thar/seems to be reflected in citizenship
achievement at any gifen age under conditions other than
systematic instruction. Thus one would aim tc teach at a
given age what NAEP or some other survey shows is nof

tors reflected.in the school will largely deter- -

"

“normally” achieved at that age, or perhaps not even at a
subgequent age. v :

Another, complementary way of ‘construiné what might
be meant by higher or more spectialized citizenship
knowledge stresses, instead of - official or ideblogical
doctrine, a more . skeptical, prcbing interpretation of
citizenship. Neithér NAEP nor IEA has included #nowledge
exercises of this sort, although the IEA instruments do in-
clude attitude or opinion items that question the economic
and political systems of the society. Can we say that :he’
schools should also aim to teach to individuals of a given
social background that which is not “normally” known to"
persons of that background in oar society, be they rich or
poor, and should cultivate questioning.in that social seetor
of a sort nat “normally” realized in that sector?

Arnoff’s*? investigation of factors related to the ability of
chifdren in second, third and feurth grade fo comprehiend
concepts of government points in the first direction sug-
gested above. Arnoff designed a five-week government cur-
riculum to include (though not exclusively) cdncepts not or-
dinarily included in instruction for.these grades — i.e., not
included in social studies textbooks a?'fgcsc grade levels. Ar-
noff’s results clearly showed the effect of instruction.
Seventy-five percent or more of sé¢ond graders, fot example,
learned 23 new concepts of [ocal, state and hational goverp-.
ment: property tax, split ticket, subpoena, judge, etc., most

sof which wére not included in second-grade social studie
textbooks. Furthermore, social class tended not to correlatg
with more or less learning of néw concepts in this experi-
ment, thouglmental age as defined by an intelligence test
did correlate with new learning.

A field trial of the American Political Behavior (AP
course developed by the High School Curriculum Center in
Government at Ihdiana University® points partly in the se-

2 cond direction indicated above. The APB course aimed to

e
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teach ‘‘facts and ideas about politics that Have not been part
of typical social studies curricula,” for example, facts
about the proportions of different income groups that vote in
American elections. Differencgs between experimental and
control groups’ .pretest/posttest knowledge gains were
clearly demonstrated in all nine communities involved in the
field trigl. On the other hand, comparable differences in
political- scignce skills achievement were demonstrated in
only four of the nine communities, and effects on students’
attitudes were demonstrated in none of these communities.
Furthermure, while there was some variation of student
background characteristics, the communities involved did
not include the rural and inner city extremes identified in
National Assessment; and almost all of the students were
white. .

“One should not suppose that systematic instruction could
eliminate the effects of population or student background
characteristics, or indeed that this adequately represénts
what is’ desirable. The effects that National Assessment
makes us principally aware of are those that stem from
restrictions on-dilferent groups’ access to and control of in-
formation; if citizenship education should aim to minimize
these effects, still this would surely entail interventions out-
side the schools, and research and demonstration would

“need to be directed this way as well. At the same time, the
schools must recognize the identities and priorities of dil-
ferent social groups; paradoxicaly, whatever equalization
the schools accomplished with respect to the distribution of
information and skills might contribute in some ways to
heightened affective differences between groups.
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A second problem in the Coleman stuvdy, one that the
Jencks analysis only partially. rectifies and that National As-

.sessment simply ignores, is the question of comparability of -
school environments, in terms other .than socioeconomic

status (SES), between and within different locations. It is

" well known that Coleman compared whole systems as to

library size pér-pupll' expenditure, level of teachers’ formal
education and so forth, whereas these conditions might well
vary between schools within a system. Jencks used Project
Talent data to make these comparisons between individual
high schools, and still obtained no effect independent of
nonschool factors. The 1EA science findings do show such an
effect, not for all the variables that might be thought to be
relevant, but for “the opportunity to learn, the student time
in hours per week and cumulative years, the curriculum
emphasis. and the additioftal years” of postsecondary
preparation of teachers.”* In none of these analyses has
classroom climate or methodology seemed to account for
differences in students’ achievement.

My own position is that one must compare not just
programs or schools or even classrdms in order to specify
the environmental conditions that affect schooling’s con-

tribition to achievement, Rather, it is necessary to examine -

different settings within classrooms, or within school-related
locations outside the classroom, in order to make headway
with the questjén of educational environments.’%, In my ap-
proach to this g;gblcm over the past few years, I have found

. it useful to distinguish between high teacher control, joint

teacher and learner control and high learner control of each
of various conditions within one or another classroom set-
ting (or subsetting) and thus to’ be able to ask how much
time the students in a given classroom spend under different
conditions of control. Task options, pa§ing, teacher-learner
and learner-learner-interaction, teacher adaptiveness and
task-performance criteria are some of the conditions of set-
tings that can be observed to vary with respect to control.
So-called *‘open classrooms,” for cxamp!c, can be seen to
vary among themselves in the prcporuons of time that stu-
denfs spend under these different condmons of control,
whether one is comparing time for’ aggrcgatcs of students
beswccn two o more classrooms or is comparing time for in-
dividual pypils within a single classroom.

This approach further distinguishes between different
types of education purposes: the transmission of knowledge,
tradition and experience to all learners in a setting alike; the
operationalization of partly common, but also partly in-
dividuated, competencies or skills ‘and concepts; and the
cultivation of individual and collabarative venture, or ex-
ploration, problem solving and- expressive composition or
construction. Intellectual, socidl,, physical and emotional
aspects of learning and dcvclopmen! are equally involved in

_each of these categories of purposes. .

I have hypothesized both that the effectiveness of an
educational setting will be partially dependerk on the inter-
nal consistency or congrutncy of its controls, ind that each
broad type of education purpose will be realized best in a
dlffcrcn&type of setting, viz., transmission in a high teacher-
control setting, opcrauonahzauon in a joint teacher- and
learner-control setting and venture in a high-learner control
setting. It is apparent, then, that I believe that what has
variously been called “classroom glimate” or “classroom
method” will someday be understogd to relate to achieve-
ment, or to type of achievement, even though the results of
research on this to date havc been very confusing.

Y

This report has emphasized education in the schools, but
it has
beyond learner or citizen population variables to the interac-
tions of individuals with their environments would entail
research and demonstration outside of the school as well.
What are the effects on individuals’ acknowledgment of
racial discrimination, of this acknowledgment’s: actually
contributing or not to ameliorating the discrimination? How
is one’s orientation to a legal system for settling an argu-

«ment over money affected by one’s having, or anticipating
having, money vnough to invoke the legul system in a dis-

" pute? Does involvement in the affairs of a responsive public
agency or institution lead te’'greater partncnpat!on in other

public or community affairs?

My paradigm for these questions, and many morc, is
Kohn’s®” research on the conditions that determine fathers’
values fo. their children. Social class, defined as oc-

cupational position and education, does relate in Kohn's

data to whether parents tend to value self- direction or con-
formity to external authority — higher social class being as-
sociated more with the first and lower sociabclass more with
the second of these value clusters. When the analysis con-
trols for the degree of self-direction or autonomy, that the
fathers experience at work however, social class. dlﬁ'erences
tend to vanish, Iower-class fathers "who  experience
autonomy in-their jobs valuing autonomy for their children
as much as middlé-class fathers who experience this
autonomy do. In,other words, while $ocial class is an ap-
proximation to the conditions that determine fathers’ values
for their children, the experience of fathers in their work
describes these conditions more exactly. Is it not possible
that research could similarly track down conditions as.
sociated with, but still independent of, sex, parental educa-
tion, color and location that would more exactly explain the
associations of citizenship achievement with these variables?
Further research could then be_directed toward changing
these conditions expenmcntally, so that, just as we might
dcmonstrate in what way achncvcmcnt other than that

which is normally associated with different age levels is”

possnblc, likewise we could show how achievement other
than that “normally”’ associated with different sex, paren:al
education, color and location statuses is possible. - ‘

An Alternative fo the National
Assessment Model

From various directions, our argument converges on the
desirability of emphasizing person-envnronmcnt interactions
and demonstrating the achievement that is possible under
varying person-cnvnronment conditions. Consider one
further vantage point that differs somewhat from ours so
far. Etzioni,®* in a discussion of organizational analysis,
criticizes that assessment of organizations that focuses on
goal attainment. “*One of the major shortcomings of the goal
model is ‘that it frequently makes the studies’ findings

starantunad as weall ae .l.n-rr e abha wandalln asecen
—-et A “o |\“-ll- vll LYy lllw‘-l 2 -Oaulll'.l'

tions.”" An-organization frtqucntly does not reach its goals
effectively and often has goals other than the ones it claims
to have. It would be more useful, Etzioni concludes, to treat
goals as cultural entities in thcmsclves and to ask how
various internal and external conditions contribute to the
realization of observed goals.

I do think NAEP’s attempt to define citizenship goals and

to descri performances that represent the ackievement of
these goalk is valuable “he fact that National Assessment
anticipat e goals and exercises to reflect

modilying
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ognized at more than one juncture that going .
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changes in priorities between assessment administrations
indicates at least some awareness of the goals as “cultural
entities.” But what is served by publishing only those state-
ments of goals that represent the “consensus” of those con-
sulted? Wquld riot the publicatipn of disagreements,over the
definition of yoals, particularly disagreements stemming
from different subcultural intetpretations of citizenship, 3dd
further to the' demythification and destereotyping of
citizenship goals? . . .

» What stands in the way of this process is, once again, the

Assessment model, its stfucture and assumptions. Let rpe’

. claiin intuitively that a hational test of citizenship simply

«cannot ‘be consistent with cultural and political pluralism.

National Assessment is first and foremost a test and as such
depends upon confermity to its goals for its authority.
An alternative to National Assessment would congduct

. research and demonstration’ in specific relation tg

citizenship goals but would recognize that these goals have

different meanings and priorities for different individuals

and groups. The alternative should. indeed, explore these
differences explicitly, as'an understanding of them would be
essential to any application of the research and demonstra-
tion. . >
-~ What I have in mind first of all' then,is a pluralism of'ﬁ-
quiries to replace the monolithic National Assessment. in-
quiries that could be drawn upon differently by different
agencies or groups or rather. since anything can be drawn
upon in this way up to a point. that encouraged different agen-
cies or groups to order their efforts according to what is most
meaningful and important te them. -+ °

An alternative to National Agsessment should be truly
criterion oriented. Its aim should be to use analysis and in-
tervgntion to bring the observation of performances as cJose
as ;\mgs'\ble to criterion, allowing that different agencies and
groups with draw differently on this research and demonstra-
tion in subsequent applications of it. _

Many separate studies would be involved, but their ifitent
would be the same. The basic paradigm would be that
which shows convergence on the achieyement of goals as the
result of reducing differences between groups, or aggregates,
of different statuses. by specifying the conditions associated-
with these statuses that originally account for the differences
in goal achievement. [s the seemingly lesser awareness of
racial discrimination on the part of blacks a result of unwil-
lingness to disMlose this awareness in a test or interview?
‘Then perhaps the difference would diminish as observations
were conducted in settings in which the rcspf)ndcms felt
more in control. ‘Are parents of lesser educational attain-
ment less involved in the pdlitics of their ch Idren’s schools
because of a feeling that school had not been responsive to

-them as children? Comparing groups on the basis of this
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feeling might reduce the difference attributable to status and
intervention through the schools to respond to alienated
parents might increase the parents’ involvement in their
children’s schools. b ! "

Probably hundreds of studies that throw light on the
specific conditions contributing to citizenship have already
heen reported. These could be indesed by goals, and again
by conditions, so as to make this knowledge available “to
policymakers at different levels. Somewhat in example of
this is a document prepared by the Social Research Group
at The (GGeorge Washington University, Research Problems and
Lisues in the Area of Socrulization, 1972, part of which analyzes
what is known about the development, thé determinants
and the changing of intergroup and intragroup attitudes
and behaviors. Of course, such an analysis points as well to
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.
what is not known. The following quotation from the Social
Research- Group's report represents a juncture that is fre-
quently arrived at in their analysis: .
The significance of some of these findings on
cooperation i$ far from clear. We still do not know
" how cooperation determines intergroup attitudes and
behaviors or its role as a factor in achieving a success-
ful ethnic and social class mix. What does scem tlear
from the research is that cooperation sometimes leads’
to better intergroup relations, although much work is
needed to, determine the conditions under which
. cooperation produces an enhancing effect.'” \
+Much work does nzed to be done. Some of it consists of
formal studies in which the investigator attempts to control
the principal variables and to predict outcomes precisely in
advance. Often, however, these studies are too rigid to be
able to deal with the unintended factors that enter into every
complex action — which may partly account for formal
studies failing to confirm their hypotheses. Action,research,
in which the action is typically guided by more evolutionary
goals and in which “real time feedback’ .continuously
regulates the participants” activity in relation to goals. com-
pensates in flexibility for What it may lose in control. A for-
midable agenda of both formal and action studies, then.
‘must be qqde’rtaken. all of it referenced with respect to goals
and conditions alike. . °
"Perhaps the case could be made that developing a
knowledge base for citizenship education in this way would

-still require a determination of national performance levels

as in NAEP. In my opinion. however, this’ would be dis-

tracting at the least. and possibly destructive. An alternative -

way of construing the “national™ significance of a study
would be that it deals with problems that are best ap-
proached with national resources. while a more local study
deais with problems for which local resources are adequate.
or, to put it differently, for which only local resources are
likely to be appropriate. Thus a study could have national
significance even if it did not have a national sample (which

“is not the same as saying it would not be carried out in a

—

variety of communities). The effects of income maintenance
on citizenship performance might be construed as a national
quesijon because only the federal government has the
money to maintain incornes. The effects on citizenship per-
formance of collaboration between schools and other,com~
munity institutions or agencies might be construed as a local
question because only local individuals or groups have the
power to bring abéut this collaboration.

Clearly a citizenship research and demonstration
program could eo on forever, insofar as our awareness of
what'we do not-know multiplies at the same rate, at least, as
does our knowledge. Then National Assessment equally
could continue Torever, since the goals it sets will probably
change in liRg manngr. Substantial human and material
resources have been i;:vcs.te'd in NAEP but this is not the
only, or even the chiel reason, to think that the project wifl
be continued. The technology of the Assessment, as of
testing more generally. peculiarly lends itself to the collusion
of academic ingenuity and political decision making. Were
the questions this paper raises foreseen? Probably some of
them ‘were, and others were not. If the present form of
National Assessment is itself the result of compromises
meant to render the project less dangerous politically, this
does not bode too well for the alternative that I propose. On
the other hand, what are the political consequences of what
National Assessment hath wrought? These too will have to
enter into the equation. :
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~ CHAPTER 4

EVALUATING SOCIAVL;STU‘DIES AND CITIZENSHIP EDUCATION:
SOME ALTERNATE APPROACHES:

Michael Scriven

University of California, Berkeley

@

There is tremendous overlap between the areas of social

studies and citizenship education — well-illustrated by the
overlap in the goals and objectives developed by the two dif-
ferent institutions, the Educational Testing Service (ETS)
and the American Institutes:for Research (AIR), that con-
tracted with th: National Assessment of Educational

.

Progress (NAEP) to develop specific statements. I shall not _

make any great effort to separatg them-here because our
goncern is with evaluation models’and only sccondarlly with
specific content — and very s:mllar problems arise in both
areas,

LLet's call the NAEP approach well-described by Bob
Taylor the first approach to evaluating social studies educa-
tion. I shall describe three other approachcs very briefly and
suggest a synthesis. Then I shall look in somewhat more
detail- at certain features of the National Asdessment ap-
proach and. Bob Taylor’s comments. I'll begin by focusihg
on the area of citizenship valucs, understanding of law and
due *process, etc., because it's more important than
geography and in worse shape.

Alternatives to Nationél Assessment

A second possibility would be a comparative approach in
which direct international comparisons, for example, were
sought. This process would require a substantial but not
complete revision of the item pool in order to make really
direct comparisons; but some direct and many indirect ones
can be made using the data we do have from the Institute of

" Int€rnational Education studies and others. These com-
parisons are extremely important — even more than they
were in the math studies, for example — in showing: what

can he done ac well ac whon ia h--nn dane, Tha mo-a-p.h-n

 /social studies areas are not so abstrusc that oné¢ can
reasonably suppose them (o7 most of them) to be beyond the
grasp 8f a substantial majority of pupils. Of course, there
are important differznces between countries that would

make it necessary to proceed with caution, in inferring from -

what has been done elsewhere to what could be done here;
but the differences are not such as to make attempts (ex-
periments) absurd which is all we could justify to start with

anyway. Of course, too, tremendous chauvinism is as- -
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‘fields mentioned. If we are intereste
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* sociated with\the citizenship/social studies area, and there

would be many who would condemn any attempt to match
the performance of other countries per se. However, the
merits of that argument seem as slight here as in, for exam-
ple, the automobile or . he psychiatric or the adult education
field. With General Motors switching to the Wankel engine,
acknowlcdgcdly copying Mercedes in styling and suspen-
sion and Ferrariin design (with thé 1975 models), one can
hardlly argue that the experts can'’t see any transfcrablllty of
foreign ideas. Similar cases are well-known in the other
in rcducmg the level
of antisocial activities and basic ignorance about con-

~ stitutional and other rights, and about human nature —

which is what citizenship/social studies is all about — then
it seems appropriate to look for possible improvements
wherever we can find them. There is plenty of evidence in
the comparative education studies to date to suggest that we
could do better, but we do need more precise comparlsons
Telling us whether we're doing as well as we could is one of
the functions of cvaluauon, and it lsnt done very well by
NAEP. s -
Another tyfie of comparison that would really be signifi
cant would involve comparisons betweemrthe performance of
pupils — still measured mostly on paper and pencil tests, as

* in National Assessment — attending schools with radically

different approaches to citizenship/social studies. The con-
trast between those with a conventional curriculum and
those using some of the alternative approaches — e.g., Pro-
ject Social Studies materials — might be illuminating, and
the discovery that there wasn’t a contrast would also be il-
luminating. Of course, the Assessment does make Some
comparisons, e.g., between performance of black and white
pupils. Its & little hiard to alicr poople’s color; it's less hard
to introduce new curricula or methods. One might put it
this way: NAEP and most state assessment programs are
pretty good photographers, but nat very good buymg )
guides. For that you need the relevant coh*parlsons, viz.,,
those between the available options.

A third possibility involves switching to a very dlﬂ‘crcnt
kind of item, albeit still a paper-and-pencil (or vocal) test.
Here we’d go to something like the SF:)cial Issues Analysis
Test, where the item might present a page-long newspaper

o | 00038 | .
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editorial or a dialogue and a series of rather searching ques-
tions on jt, of a wide range of difficulty. We might allow a lot
of time for this -— perhaps an hour. An essential selection
criterion for items would be ndvelty: typically they would be
hypathetical cases to which the *approved’* answer.has not
yet been identified by adults with whom the*pupils interact
{to rule out parroting). The reasons for shifting to this kind
of item are ({) that the few iteins like this that flave been

. released reveal the most appalling incompetence in

operating with the simplest constitutional or moral princi-
ples (e.g., freedom of speech), and it is now most urgent to .
clarify the real situation; (2) although the analysis of
responses would require formidable training and talent on
the part of the scorers (since much reading between the lines
would be necessary) there would be a corresponding in-

crease in the significance of the results. Instead of telling us-

where the pupils are at, this kind of test can tell us where
they are capable of moving to, which is our only-hope (given
the abysmal level of performance at the moment). The page
of dialogue can involve argumentation and can call for
evidence uf understanding the strc}n in the argument and
their effect on the reader (e.g., by using interspersed ques-
tlons and indelible markers, etc.). Despite the use of

‘hypothetical situations, the responses are much more likely

to be realistic here than in the present items, where the use
of stereotypes by the student can casily provide a facade of
answers that tell us notning about the probable response to
a new case. In short, bad though the present answers are,
they may well give huge overestimates of the merit of the
respondents, which leads us back to reason (1) above.

A somewhat radical extension of this approach leads to a
fourth evalyation, which would move jito the field and away -
from pencil-and-paper tests and use the best skills of the

. anthropologist and the sociologist (besides those of an ex-

tremely acute content analyst) to identify the values of
varjous age lebels and adults in our society from a'study of
their communications and decision. processes. To take an
extreme, but extremeély important, example — during the
hearings before the Ervin committee we were présented with
a very detailed picture. of the level of moral analysiscand
citizenship behavior of the White House staff. The addition

of the tapes has made this a.very complete data source for =

the kind of question I'm raisjng here. Similar analyses can
be done of the discussion at the school board and in the local
press of a proposed decriminalization order to a city police
department (and of subsequent events), or of the discussions
in an eight-grade classroom of a proposal to vest disciplinary

powers in the students (and of the subsequent events). .

These analyses are tricky; there are few analysts presently
equipped to deal with them objectively — but oh, what a
treasure trove for the evaluator is there! Here we can bypass
the problem of test invalidity; here we are dealing with real
actions and perceptions. Despite the massive media
coverage of Watergate, I never saw any analysis of the
<ignificance of the concentione revealed by Haldeman and
Ehrlichman on the stand. Most people got the feeling that
they were “sort of morally blind,” that they were abusing
their power. But consider Ehrlicﬁman's justification of the
burglary of Dr. Fielding’s office: **As we saw if, it was as il
you,learned that a map was stored in the vault of 2 D.C.
bank that showed the location of a bomb that would blow
up the whole of the district the next day; wouldn’t you think
it was justifiatle to ‘break and enter’?” [paraphrase|. There
were a dozen similar examples. I think there is more infor-
mation about the evaluation of citizenship/social studies in
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" U.S. schools and homes in those passages than in all the cor- -

responding test results from National Assessment. This was
not just one aberrant lawyer speaking. This was a line of
argument — grotesquely irrelevant though it was — that
readily persuaded almost everyone on whom it was tried by
someone coming from the White' House. We did not learn
al out Watergate from someone who had a better education
in citizenship/social studies than Ehrlichman; we learned
about it from a black nightwatchman deing his job well —
for which he was essentially blacklisted.

There is a recurrent tone-in the Watergate discussions at
every level -~ media, Congress and neighborhood — and the
same note can be detected in the discussions of any other
widely discussed moral issue of our time, such as drug law
and enforcement, *‘excess” profits by oil companies,. etc.
That tone is naiveté — and from our point of view, par-
ticularly naiveté about the psychological nature of mankind,
society and morality. We need more careful evaluation than
we have yet had to determine whether this impressionistic
reaction is ill-based or not. The third and fourth methods
described here use simple enough procedures, which we
have often applied in evaluating competency in other areas
of interest, e.g., in testing cognitive, mechanical and ad-
ministrative skills. I believe they deserve more serious ap-
plication in citizenship/social studies, where we have so far
-— with regard to our own society — alternated between
oversimplified paper-and-pencil tests and overemotional
social documentary. .

One feature of the field-study or anthropological ap-
proach, which deserves some stress, is that it does not begin
(or does not need to begin) with the massive effort involved
in developing goals. There is something slightly inap-
prop.iate about that effort for an evaluation task, it seems to
me; it is exactly the right activity for developing a new cur-
riculurh, but'that is hardly what NAEP was supposed to be
up to. (It’s perhaps not too surprising that considerable op-
positio:t to National Assessment arose from those who felt
that it was attempting to impos¢ a monolithic citizenship/
social studies curriculum on U.S. schools; the complaint
might seem stupid at first glance but on second thought
reflects some sensitivity to a significantly possibie outcome,
school politics being what they are.) It seems plausible
enough to argue that you can’t set up tests until you know
what they, are tests for, aii what taey are tests for — i.e., the
goals of citizenship/social studies education. But that’s an
error, as we'll see in the next section. Here F'll just stress the -
existence of an alternétive approach. One could have had a
team analyzing adult behavior in the citizenship area for
deficiencies by identifying the optimal feasible behavior in
the situation in question and extracting the discrepancies.
After a long search, one would then classify the discrepan-
cies and set up the assessment program to determine the ex-
tent of these deficiencies in the population. This involves no
reference o the goals of citizenship/social studies education,
though «uch could be inferred from it: it short-cirenits that
concept. '

So the three models | am/pr)osing might be called the
comparative, the simulation And the anthropological models.
They are mere sketches hefe, of course, but I believe they do
serve to open our minds fo the existence of rather different
approaches to evaluafion of citizenship/social studies
education — possibly they wilf serve as useful targets for dis-
cussion, We have become somewhat fixated on the *‘stan-
dard’ model of ass :sment, and we have invested in jt very
heavily (see annual reports of Educational Testing Service
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[ETS] Center for Statewide Assessment). 1 think we have
hecome too rigid in using this model, and I see no reason
why some diversion of resourcés could not be made to in-
clude at least some 6f the other models I have described.

But that’s'not the only possible way t5 chagge. There are
major changes ip the NAEP model that deserve considera-
tior and that could also produce an “aiternate form,”’ which
could be used alongside the continued use of the present
forms (desirable for obvious reasons). We'll turn to these iny
the next section.

Changes in National Aséesément

A tremendous price was pa!d for ““political” acceptability
of the’NAEP apprearh, and this may well have been the
right decision. However, there is some.point in talking about
ideal ways of evaluating, and even the feasibility question is
probably due for reconsideration. The twobig trade offs (or
sellouts, depending on how radical one feels this morning)
are: -
I. Restriction of goals to those ‘“accepted as an
educational task by the school,” or “acceptable to most
educators and considered desirable teaching goals in'most

- schools.”" A further restriction was to goals that were ‘‘con-
sidered desirable by thoughtful lay citizens."

2. Restriction of items té those that most states liked,In
some cases, it is clear, particular states would not accept
certain items in the version of the test forms used within
the’r boundaries, ahd to avoid becoming widespread, com-

- promises had to be made on other items. Of course,

citizenship/sccial studies were the areas hit hardest by this

constraint.

These are serious lii‘nitations indeed. If schools and states
can vote on the standards by which they are to be judged,
we are simply going to lose some very fundamental
criticisms. The process actually gave the veto power to each
of three groups — scholars, educators and lay people.

That’s a pretty tough obstacle race for an objective to get
through and some pretty crucial ones didn’t make it, es-
pecially — unfortunately — those that would most acutcly
test the moral sensitivity of students on controversial issues.

These restrictions might be relaxed after new consulta-
tions, or they might be bypassed using the field-study ap-
'proach described earlier. One way or another, thcy are bar-
riers to a full evaluation,

One.does not judge 'the education of !awycrs or doctors by
asking the law’ school or medical scheol for criteria: (or let-
ting them veto external lists). One judges it by a careful
analysis of thé performance of the professionals in the field,
-using the testimony of clients and coworkers who see that
work — an analysis that looks not only at deficiencies,

" which will always be with us, but also at the question of
whether these deficiencies are the kind that could have been
removed by education, prcfcrabny an education that is
fiscally and temporally realistic.

I he schools are permeated by a number of ynfortunate
ideologies in the citizenship/social studies area, Meologies
that are tremendously destructive to reasonable citizynship/
social studies education, and completely fallacious.
light of these ideologies, educators reject certain kinds of
goals for citizenship/social studies; yet these include many

goals of the greatest importance. A couple of examples may .
suffice to illustrate the point. The fact-value distinction, and -

the associated ideology of value-free science, is pervasive
among cducators (and many scholars and thoughtful lay
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people). Hence t’hcy will not accept goals that assert thc ob-

jectivity and factuality of certain moral standards, and the

falsity of others. Indeed they go further and require (i.c., did

accept) objectives like SSIIA, 17-A: “Distinguish among

definitional, value, and factual issues in a dispute.”™ This is,

of cour<e, the thin edge of the relativistic wedge: If one can’t

say that it’s a fact that Ehrlichman improperly approached

Judge Byrne, then cthics is indeed a travesty; but of course it.
15 a value claim 4nd if these are exclusive categories, it can’t

be both at once.

There are other glaring omissions in the objective lists
concerning the foundatiors of ethics, the relation of ethics to
religion, to conscience, to the law, to custom and conven-
tion, to pragmatic censiderations — the very issues on
which a person’s ethical commitment founders in the
tempest of a personal crisis. But as my second example, let
me take something less philosophical, more specific — the
understanding of Communism. Is there a more important
issue? Is there a worse-taught issue? Is there an issuc on
which we need information more desperately? Are there
searching questions aimed at discovering true. under-
standing rather than slogan memorizing? Clearly not. Here
is a case where the label on the package will pass the
educators (““teaching about Communism is an acceptable
goal), but the only sane way to do it (ase Communist docu-
ments and speakers, [live, taped or fiimed] as welt as critical
commentaries) is entirely unacceptable. The same applies
to homosexuality; adultery, prostitution, violence, abortion,
pornography, etc. — in short, to most of the topics that are
likely to produce 4 personal moral crisis for the graduate of,
or pupil in, our schools and that can be thoroughly and
helpfully discussed there. Instead, they have to bé discussed
by the walking wounded in later life, too late for primary
prophylaxis.

The second major weakness in the NAEP approach lies in
the conceptualization of the goals and objectives. Without
detracting from the very considerable merits of ETS and

“AlIR, who did the work, the goals and objectives leave a

great deal to be desired and bear the heavy signs of commit-
tee authorship. A few examples from the citizenship goals
will indicate the kind of problem that exists.

Goal A is “Show concern for the welfare and dignity of
others.”” QF course, showing concern is not what we want;
we want having concern. It’s attractive to go for the
*behavioral objective’’ formulation, but it focuses on exter-
nal signs when we want something much deeper. Someone
who does not show concern but who gets the ambulance is
better than somenne who weeps hysterically. .

Objective G-1 is “Try to inform themselves on socially

-important matters and to understand alternative view-

Yy,

points.”™ Is the goal trying? Or Is the goal succeeding? Suppose
you find that everyone in the United States K—12 system is
trying to inform themselves about something, but — e.g.,
because of incompretent teachers — failing dismally. Would
vou feel that citizenship/social studies education was suc-
ceeding? This is not a semantic issue. I suspect that, in some
feeble sense, most people “try to understand” the use of
bloody and destructive violence by political revolutionaries
in this country. I think most of them (would say they) fail. |
think that shows something about the gross inadequacies of
cm7é'ﬁsh|p/soc1al studies education, not something about
its success. They know nothing of the philosophy of
violence; they could identify none or at most one of the half-
dozen powerful reasons for the use of violence; it does not
even occur to them that their own country was feunded on




- violencé and has perpetrated=ind msntuhonahzed violence

to a massive extent. They are exampgles of the failure of”
citizenship/sacial studies educatxon, and. an evaluation
should so ldentxfy them. .
The next major failure of the Assessment’s effort lies in in-
terpretation, and it really falls under twe subheadings: in-
terpretations by staff and interpretations by consultants
whose report was published by National Assessment.
Here's an example of absurdly poor staff interpretation:
“One indication that students do weigh alternatives

rationally was seen in the group participation exercises; 67- _

79% ‘at all three scheol ages gave a rsason for-a partic-
ular point of view at least once duting the one half hour,
tasl.”

- Giving a reason may be aimed at persuading others or
ranonahzmg one’s own decision; hence it is simply
improper to take.it as an indication of rational deciding.
That error shows a very serious lack of understanding’ of
what rationality is, and that lack of understanding shows up
frequently.

What would be evidence of critical ability and of rational
decision making® A case where prior prejudice won't give
the right answer, where the answer must come by inference
from the given facts of the case, in short a new problem case.
None - oceur under Goal G *“‘Approach Civic Decisions
Rationally.”

@

-4

There’s. a pervasive overoptimistic bias i in the interpreta- -

tions. Why should “one be inclined to think that young

Americans’ critical ability is anything less than ludicrous
when a mijority of 9-year-olds and a quarter of 13-year-olds
think that a newspaper can' be wrong® Phat’s after six of
seven years of sc¢hoaling. -

Interpreting the global significance of the results was left

" to an advisory panel. I will indicate my interpretation of one

small part and you’ll see why I think the_truly horrifying
implications have not generally been recognized. Even with
the data at hand, despite the many deficiencies already in-
dicated, much more can be inferred than-either staff or ad-
vigers have recognized. The conclusions are not both precise
and highly probable. But pohcy decisions, contrary-to the
usual position, co not require these conditiorss. We operate
off probab"lmes and possibilities, when the risl of not doing

" . so is high; and in this area, that’s surely the situation.

ERIC.

Let's take the respect for freedom of speech.” It's often
mentioned that 75% or more of the 13-year-olds thought
that ne one on radio or television should be allowed to say etther that
“Russia is better than the U.S.” or that “‘Some races of peo-
ple are better .than others” or that *“It is not necessary to
believe in God.”

What isn’t so often said (though Nanonal Assessment
staff noted it) is that 94% drew the line at one or more of these

statements as'a permissible media utterance (i.c., only 6% -

thought all were uttgrable). The 17-year-olds still show
almost 80% refusing to allow all three, and the young adults.
still show 68% standing four-square against freedom of
speech in these medium-controversy examples. When asked why
they thought these statements should be allowed, only two
thirds of the most stalwart (adult) sample could think of
freedom of speech or ideas, etc., as a justiﬁcation One
should perhaps quote as the most significant statistic the
76% of the adults who failed this simple test, treated as a
simple recognition test of a well-known principle. Now how
many of the remaining 24%, if on the board of a broad-
casting station, would actually stick te their verbal endorse-
ment of this principle? The evidence (from Hartshq’;nq and

4
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May on) suggests that it will be far fewer — perhaps only
10% instead of 24%, perhaps only 2%. And are these exam-
ples extreme tests? -On the contrary. Sippose the third
quote was not “It is not necessary to believe in God" bur
“Belief in God is a sign of weak-mindedness and the source
of most war and cruclty.” Would we really haxe 20% lefy to

“count on?

Remembering that huge gap between professed morat -
* principles and actual practice, how should we feel about a
test of profcssed tolerance of other. races under very mild,
stress as in A4 — “being willing to have somieone from
another race be your dentist or:doctor, live next door to you,
represent you in an elected office, sit at the next table in a
crowded ygStaurant,,stay in the samé morcl or hotel”
when we find that 43% of all ape Ieuels draw the line at one or‘?
more of these possibilities. When it comes to the day when
the respondent’s daughter actually wants to date inter-
racially, one can have little confidence that half of that 43%
will remain with us (and I'd have to say that 10% would be a
surprise).

Is it not disastrous that less than a quarter of young adults
(22%) could give even one reason for and one seasan against
education_deferments for thc draft?

Now I would also’ say that‘most of the remammg quesnons
routine questions about

are

One can draw little joy or sorrow from thase other
responses. But on the issues tha{ test the capacity for crisis
handling in the citizenship domajn — although the tests are
weak and the inferences from tes{ performances to real per-
formance very shaky — the resulls I have quoted represent
most of the questions asked (sincg there were very few), and
surely they represént significant Tea;ures of the answers.

What did the Panel of Reviewer¥ thini¢ of these results?™
(Remember that their reactions represent the only evalffative
global synthesis effort by NAEP).

By and large, they thought the resulis were pretty en-
couraging. A black panelist (Tobe Johnson) rightly com-
plained akout the “WASP” standards built into same ques-

tions. Larry. Metcalf saw the same point, and some other - -
biases, and cautioned us not to -blame or crcdlt_the schcols :

for the results.

But no one expressed horror at the plajn ignorance and

prejudice revealed here, arndigeveral expressed gratification.
Evaluation results sometimes'tall for horror, and these ones

do. As to blaming the schools, why not? There's no reason -

to think the schools couldn’t change these results around if
they tried and there’s every reason to think they should try.
No doubt fa%{‘ es, communities and media are also to
blame and wo }d also resist the effort to change. That
doesn’t show it can’t be done, and if it can be and should be
and isn’t,. then those who don’t do it must share the blame.
Communities can_be changea by their schools; schools
aren’t petrified by communities in law though thcy Jnay b
in fact. s

S0 i'd sum up my: reactions to the Natlonal Assessment
effort as involving grave weaknesses of design and interpreta-
tion, as well as great technieal virtuosity in many dimen-
sions.

Comments on the Taylor Chapter

Much of Taylor’s excellent review is unexceptionable. |
will just mention one disagreement.

o004

routine béhavior and .
_knowledge, and the subjects performed routinely on them.
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. riculum.” I think this is 2 very serious misconception. To ex- .

©

“

‘
-

. Taylor says: “The assessment movement is counter to the
humanizing movement in American education. It is
fromating a closed rather than an open approach to cur-

pect schools to provide certain core learnings ix not to in-
hibit their room for all sorts of innovation. To expect stu-
dents to test well on understanding democracy is hardly in-
bibiting humanization! . ..+ . .

’
.
.

el

- ) Ty

~ Conclusion

+

I have tried to develop new perspectives on the evaluation .

of citizenship/social studies, partly by . describing new +
- models and partly by criticizing the preserit ones. Lhope this - -

will lead us towards more. useful ‘evaluation ant more-effective

education in this area, Nothing'in our national priorities is
‘more important. S :
: £

.

NOTES .

I. See A.ppcndix D, Reference 1. p. 3.
2. See Appendix D, Reference 14, p. 2.

3. Sce Appendix D, Reference’14, p 2

4. See Appendix D, Reference 14, p. 10.
* 5. Sec Appendix D, Reference 1, p. 9. ) .
[ ~ 7 6.See Appendix D, Reference. 1, p- 33. :

7. See Appendix D, Reference 5, p. 93.
8. See Appendix D, Reference 5,-p. 103..
-9. See Appendix D, Reference 5, pp. 34-35. :
10. See Appendix D, Reference 6. : ) S
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CHAPTERS .

CHITIQUE OF NAEP OBJECTIVES AND. PHOEEDURES
| CITIZENSHIP AND SOCIAL STUDIE

- A. Guy Larkins
University of Georgia

»

The purpose of this chapter is to help social studies are relevant to what ought to-be taught under citizenship,
educators determine the extent to which the findings of the but no discipline or group of disciplines stands in relation to
National Assessmgent of Educational Progress (NAEP) are  *  citizenship the way that mathematics stands to school math.
grounded in sound practice. The following pages deal Another problem is that more than any other Assessment
primarily with two topics — the objectives that NAEPused area, CltlZCﬂShlp. is concerned with beliefs, attitudes and ac-
as a basis for developing test items (see Appéndix A) and the .tions that require ethicgl justificatio, Scholars in a dis-
procedures used to improve the quality of those items. They cipline cannot tell ws, as a natural outgrowth of their
also contain less-detailed comments about sampling and academic training, what a student needs to know to be a
data analysis. . | good citizen in the ethical sense of the term good. Similar

Objectives : ! ’ arguments could be made for sacial studies, especially to the

extent that it includes citizenship education. -

Having cornmented on some limitations of using scholars
to judge the appropriateness of objettives, we now ask: How -
well was this criterion applied by NAEP? To what extent
were scholars from the various social sciences and history in-

. cluded in the development of social studies objectives?
were then ‘written. The quality of test items in citizenship " According to Frances S. Berdie, 4 NAEP representative:
and social studi¢s is dependent in part, theréfore, on the In the summer of 1965, 11 social scientists met for two
quality, of the objectives. That topic is discussed below: in and one-half days with members of the ETS staff to -
terms of two ‘questions: define the proper domain of an inquiry into the

1. Do the objectives meet NAEP criteria? achievements of American education in this suchct e

One of the difficult tasks facing National AsseSsment was
to decide which educational achievements ought to be as-
sessed. NAEP’s approach to this problem was to dcvclop a
“set of objectives for each of the 10 learning areas. Test items,

“which were to have content validity for those objectives,

. ‘ 2. Do they meet National Council for the Socnal area.?
Studies (NCSS) gmdclmcs’ " Apparently, howcvcr, Berdie used the term “social scien-
MAEP Cnferla . * tist” loosely. Of the 11 members of that committee, onlgl
' was explicitly identified as an active scholar in those dis-

It is reasonable 10 expect NAEP ébjectives in citizenship
and social studies to meet criteria established by NAEP.
Those criteria are:

1. Specialists in the learning area must consider . ‘

the objectives authentic from the viewpoint of

- the discipline. Scientists must agree the science

. objectives are authentic; mathematicians must

agree upon the authenticity of the mathematigs

objectives, etc. '

. School people must recognize thcm as desirable

goals . . . which schools are actlvcly striving to
achleve

- 3. Parents and others mterestcd in educatlon must

" agree the objectives are important . . . .!

ciplines that National Assessment claims are most relevant
- to social studies — history, geography, economics, political
science, anthropology, sociology and sosial psychology.’ At -
a later review conference,-only 2 out of 19 participants were
" .clearly identified with academic dlsmphncs * Although Ber-
din claimed that all 4 participants in a third review con-
- ference were social scwntlsts,f‘ they were each members of
departments-of education in various universities.s
Similar comments seem to be Justified concerning the par-
ticipation_ of academic scholars in the development of
cntnzenshlp objectives.?
- Taught in schaols. NAEP’s second criterion for objectives is
that schools must be actively striving to achieve them. it is
important to stress that this criteiion has been consistently

o

Academic  review. The first criterion may refleet a .  and repeatedly emphasized in the project’s publications.?
. time-honored assumption that school subjects should be " Therefore, it is surprising to find that the contracting agency
. based on'parent academic disciplines; but citizenship has no responsible for developing titizenship objectives explicitly
definitive parent dlSClpllnc(%umbcr of scholarly areas rejected that standard,’ and that the rejection is stated in
4
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© are not.tt . . -
__Is it also true that some social studies objectives fall out-. ;

-

.
v .

v - “
the midst of three separate claims by National Assessment

that the criterion is important.' The obvious inconsistency
is ncither acknowledged nor gxplained. Nevertheless, the

" majority  of NAEP citizcnsh‘if: objectives appears to be

among those that schools are striving to achieve, but some
side the usual domain of the schools? The answer appears to

be “no,” but only if those objectives are considered one at a
dime, If the total set of social studies objectives is taken as

approximately descriptive of school social studies curricula, -

children would receive an incredible dose of history and the
social sciences. Far more content is implied by those objec-
tives than schools can hope to teach.!? Lo

" Lay review. Compared to usual practice, National.

Assessment made an earnest effort to meet the criterion that
parents and others must agree that objectives are important.
"Despite thé assumption that American public schools are
answerable to citizens, assessments of educational achieve-
ment generally do not involve laymen in determining what
ought ta be measured. In contrast, NAEP held a series of
regional lay conferences to review objectives, and major revi-
sions ta the social studies objectives resulied from those con-
ferences.!? : ) Lo
Could NAEP have done better? Yes. Persons who at-.
tended the lay conferences were nominated by groups such
*.as the American Federationof Labor, National PTA, the
United States Chamber of Commerce and the National As-

7 sociation for the Advancement of Colored Peopie. This

selection procedure nearly guaranteed overrepresentation of
middle-class vicwpoints. .

Summary. How, well did NAEP meet its own criteria for

objectives? The\answer-is mixed: (1) Few people who are
clearly identifiable as scholars in relevant academic dis-
ciplines were listed as reviewers of social studies and
-citizenship objectives. (2) The contracting agency for the
citizenship objectives rejected the criterion that they must
be goals that schools are striving to achieve, and the social
‘studies objectives imply far more contént than schools
seriously attempt to teach. (3) The criterion of lay review
was taken seriously and achieved reasonably well, but
greater diversity of social-class representation on lay panels
may be desirable. ; : :

The following section deals with the question: How well
do NAEP objectives meet guideliries of the National Council
for the Social Studies?

NCSS Guidelines , o ,
A position paper titled Social Studies Currictilum Guidelines
.was published by the National Council for the Sogjal
Studies in the December 1971 issue of Social Education. The
structure of most of what follows is taken from the ratienale
portion of that paper. It is divided into four subsections:
Knowledge, Abilities, Valuing and Social Participation. The

. NGSS position on each of these topics is compared to the

" positions expressed in
objectives. .

Knowledge. NCSS

NAERP citizenship and social studies

guidelines and NAEP ‘social studies

objectives differ on the manner in which social studies

shoild be drawn from history and the sociai sciences. NCSS
appears to define social studies primarily as citizenship
education. NAEP social studies objectives appear to define
social studies primarily as condensed replicas of history and
the social sgiences.” NCSS explicitly rejects that defini-

-

-

" tion.'s Its position snccms to be that those portions of the cur-

riculum that are "selected’ from histofy and the social

sciences should be chosen for their relevance to the rasolu-

tion of social problems.!s. * S
National Assessment citizenship objectives are generally
consistént with “the NCSS position on the relation of -

"academic disciplines to'social studids. Judicious selection

from the disciplines, rather than an attempt to replicate

- them, seems to have been the rule. Citizenship objectives 1
"'F, 1 G, Il and V are typical™of those requiring that

- knowledge from the social sciences and history be applied to

social problems;'” but NAEP also includes several objectives
that are outside the scope’of the curriculum implied by the

NCSS guidelines. For instance, NAEP citizeniship objectives

deal with such diverse topics as health and safety,'® family
relations,""social etiquette * and vocational education.?'

Abtlities. NCSS stresses divergent thinking, data processing
and human-relations competencies.?? One National Assess-
ment social studies objective states that - children should
know that divergent thinking is useful to scientists, but it
does not point to the need to foster divergent. thinking

" among students.?* Another objective, however, is consistent

~—

with the NCSS view on data-processing skills such as
locating, = organizaing and assessing data. and source
material. 2 Of the three human relations competencies cited
by NCSS - sensitivity to others, communication skills and
ability to cope with conflict and authority — the first and.
part of the ghird are mentioned by National Assessment.

- NAEP citizenship objectives attend 1o data-processing
skills but are not as strong as social studizs objectives in that
area. Gitizenship objectives are stronger than social studies
objectives in human-relations skills,2 but divergent-creative
thinking is neglected. Furthermore, despite statements
about the importance of dissent,”” which 1mplies diversity of
opinion, the general tone of the citizenship assessment
presses for conformity in values and in the stances taken on
political-ethical issues.

Values, NCSS guidelines and both assessments agree that
values should be dealt with in the school curriculum.
Despite some ambiguity, NCSS: opposes indoctrination of
even, basic values such as those contained in the -Bill of
Rights.#NAEP social studies objectives on values include
the phrase “reasoned commitment” and, therefore, appear
to be closer to the NCSS position than do the citizenship ob-
jectives.” Although one citizenship subobjectives states that
rights are not absolutes and that they frequently conflict
with each other,* other objectives present values as un-
qlhaliﬁcd standards of proper behavior. In the majority of
objectives that focus on values or on substantive social is-
sues, the emphasis is on whetherstudents take the ‘“‘correct”
stance, rather than on whether they make a rational -
choice.*! ‘That emphasis is out of harmony with the spirit of
the NCSS guidelines. y . ’ o
Social participation. The central thirust of the NCSS position
on social participation is absent from NAEP social studies
objectives. That thrust includes: *Extensive involvement by

‘students of all ages in the activities of their community

...." Those activities range from political campaigns to
making important instructional and curriculum decisions in

- the school.?? ' .

Compared to NAEP social studies objectives, far more at-
tention is given to social participation in the citizenship as-
sessment. It is difficult to find a citizenship objective that
does not include involvement by students in social problems.

.
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They are based, however, on the assumption that correct - - Exercises which show national-heroes in an un-
social participation can be identified and ought to be ex- - complimentary fashion though factually accurate
pected.™ In contrast, the NCSS position is more consistent are offensive. . A .

with assessing the reasoning behind the positions taken by :
students, rather than assessing whether those positioris fit .
majority expectations. - : S

- Postscript to Objectives

* Exercises which might be interpreted as putting
the police or other authorities in an-unfavorable
light are offensive.® ! '

_ The above examples were chosen because they seem to

The first half of this chapter has éxamined the question: have more potential than, others for reducing content
How well. do NAEP objectives meet NAEP criteria and validity. Examples could glso have been selected that might
NCSS gyidelines® Again the answer is mixed. Some NAEP ~ - improve validity. For instance, the lay panels objected to
“criteria were. met better than others, and some objectifes ©  questions that violated the privacy of families and that ex-

met NCSS guidelines better than others. In the final .pressed ethnocentric views.3 ' C
analysis, however, the critical question is: How well™da - It is impossible to judge the extent to which the lay
NAEP objectives fit your assumptions about the propercon- - reviews affected content validity. But the potential impact
tent for social studies? It is this writer’s opiniof: that those- ‘was considerable. According to Finley and Berdie,
objectives will completély satisfy few people. But neitherare - “Citizenship exercises were reviewes and revised and re-
- the NCSS guidelinies likely to completely satisfy most’ reviewed so often that no figure [on the number revised as a
members of our profession. However, teachers who read and result of the lay conferences] is méaningful . . . . Each of

" compate those objectives and guidelines will find many im- the five lay ¢onferences examined citizenship exercides, and *
; . portant statements with which they agree and many others thres of the five examined social studies. Only literature
that will stimulate them to clarify their opinions concerning came close to receiving as much attention as the two areas

apprapriaté goals for social studies. most relevant to social studies educators. Our profession,
L ’ - o therefore, should be particularly interested in the possible
Exercise Development : - impact of the lay panels on content validity. '

. ‘ 210D . oo

Other reviews that were.relevanto the criterion cf offen-

I8

i o . A siveness include: (1) a lay conference that focused on -
Introduction - : C . whether exercises were trivial; (2) a review by the NAEP 2

- Perhaps the most crucial task facing National Assessment Technical Advisory Committce and (3) a review by USOE.
was the development of valid measures of achievement. The Results of the USOE review illustrate:that the criterion of
criteria_and procedures uséd by the project to develop . offensiveness can have special impact on our area of the cur-
citizenship and social studies exercises are examined in the Jriculum. Three of 4 exer cises that were fiE‘OPPCfi_, and all-11
-present section of this chapter. Whether those exercises are -exercises that were modified, were in citizenship. _

valid is discussed elsewhere in this report. Amongsthe
criteria used by NAEP to judge the quality of their assess-

.

Subleét—Matrer Reviews

ment instruments were those having to’do with offen- Following the lay reviews, exercises were sent to subject-
siveness, content validity, clarity and difficulty level. Among’ matter specialists nominated by professional organizations
the procedures used‘To'improve exercises were: (1) reviews such as the National Council for the Social Studies. -
by laymen, subject‘matter specialists, technical advidgrs - Althgugh this. mailed review proved helpful in identifying
and the United States Office of Education (USOE), and '(2) problems with content validity, as few as two reviewers were
various field trials, ‘ - - used for each learning area It was impossible for reviewers

‘ td determine whether the larger content of an assessed

Lay Reviews \'

. : - . learning area was properly sampled hecause each reviewer

One of the innovative features of National Assessment is received only those objectives upon which the exercises ke

that laymen were asked to review exercises to help insure . critiqued were based. Therefore, National. Assessment

that theassessment instruments would be acceptable to the decided to hold a series of subject-matter review con-
general public. Although this is a useful and important way ferences.>? i \ '

to-invelve-laymen, it may have serious consequences for the " At least four subject-matter conferences were held to

T content validity of exerciseés. For instance, it might not be ‘ review exercises for the social studies or citizenship assess-
possible to test some parts of a legitimate social studies or nients. Conferences were also held to produce additional ex-
citizenship topic without ‘getting into controversial ercises for 13-year-olds and for young people from minority

» problems. In those cases, the offensiveness reviews might = groups. L : . )

‘ cause exercises td be so modified that a decrease in offen- An impression left by this series of conferences is that
siveness is accompanied by a decrease in validity. The . NAEP was dctc-:rmi_ncdb to produc‘c g;ccc[)-tablc, appropriate
potential danger to the validity of citizenship and.social and valid exercises. When the mailed rcv_lc?vs were not ade-
studies exercises is illustrated by the following selection of a . quate, conferences were held to allow reviewers to meet face .
few of the topics which the lay panels found offensive: to face. When early conferences indicated a need for greater

attention 'to assessing the achievement of minority group

. References to specific minority groups should be students, additional writing and review conferences were -

N . H J . - ! "

' ' chTmatcd wh;,;ncvcr possible-. .. held.. After each review, questionable exercises were
Any reference to . . . the FBI, the President, Com- returned. to the contractars for modification. In some casts,
munism aud specifi organizations such as the Ku new -exercises were produced, which were also reviewed by
Klux Klan and labor unions might make an exer- subject-matter” specialists. In terms of sheer number of

. . cise offcnsiv9 unless extreme care was used in the reviews and revisions, it is diffitult to imagine how the pro-
wording . ... . ‘ ject could have given greater attention to face validity
5
. . N ) ’ '
", . » 3{5 P _ : J .
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without violating their budget and production sc}_tcdulc. )
However, National Assessment may have been able to.

improve the reviews by using a more systematic and
thorough within;conference, proccdurc such as that
deseribed by Huz:.';ms.40 :

FIeId Studies

Th
primarily through the subject-matter reviews described
‘above. chc'}%%d studies, however, focused on criteria
that are relevant i@ the quality of test items, such as clarity
and difficulty level.

The Agsessment specified that cach exercise, must be writ-
ten to meet one of three difficulty levels — very easy,

moderately difficult or very difficult. An easy item is one -

that can be correctly answered by approximately 90 percent
of the students.“ One study attempted to determine
whether * casy ttcms met_the 90 percent criterion. The
answer was ‘‘no.’
wide margin.®2 Therefore, NAEP took special pains to

produce additional easy exercises. Success in meeting the -

other difficulty levels was not deterthined.

Because high difficulty resulting from lack of clarity i in
any item was not desirable, three feasibility studies used in-
terviews to spot problems in understanding test instructions,
format, Yocabulary and vague or ambiguous terrhs.*’ The
lmport_ancc of determining whether students understand

- test questions is dramatized by one of the results of a study

that used Iow-achlcvmg children: “At the-9-year-old level,
the three students wefe such poor readers that each exercise

~had to be:read aloud before they were ‘able to answer.”’

Two studies that focused in part on whether changes in
format affect the difficulty of cxcrcnscs were characterized by
high internal validity.*> The major conclusnons of these
studiés were: open-ended questions tend to be more difficult
than multiple-choice; the difficulty of multiple-choice exer-
cises can be manipulated by changing the distractors;-and
including *1-den’t know”’ tends to redtice the number q(‘ cor-
rect response$ to multiple-choice, items. Since NAEP uses
both multiplc-choicc and open-ended exercises, these results
mean that caution should be-used when comparing the
resul® to different exercises. What may appear to be a dif-
feremce in knowlcdgc may simply be a dlffcrcncc in the dif-

ficulty of the item formats. s

~ After exercises had been cxtcnswcly revised as a result of
the lay reviews, subject-matter reviews and initial field
studies, final tryouts were held prior to the selection of items
for inclusioni in the actual assessment.** Exercises that were
to be individually administered were tried out by i mtcrvncw-
ing six persons per item. Exercises that were to be group-
administered were tried out by testing cIassrodm-%uzc scts of
students.

AThe use’ of interviews in thc tryout of individually ad-

ministered exercises allowed for direct assessment of the -

clarity and difficulty of test items, but an indirect approach

. was used with the group-admimstcrcd exercises. The class-

room teacher and a representative of the contracting

. agency responsible for the tryouts each completed an obser-

Wation forrh, which contained categories for such inap-
propriate -student behaviors as apparent inattention or
boredom. 'The interview procedure seems to be superior for

‘ detcctmg problems that are relevant to the valldlty of exer-
- cises. _ _ . .

y

content validity of exercises was determined .

> Exercise writers missed the mark by a -

A

-
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Summary

This author is lmprcsscd mNatlonal Assessment’s

emphasis on producing exercises that students can under-

“stand. The number of reviews, revisions, field studies
and additional revisions indicates that this criterion was
taken seriously: Nevertheless, NAEP seems to be oper-
ating on two questionable assumptions about how to im-
prove exercise clarity,

The first assumption is that items that are clear to low-
achieving students will alse be clear to more able ones.”
The oppesite may be true, for instance, in cases where
bright students are aware of the multiplc meaffings of am-
biguous terms. -

A second questionable assumptlon is that cxpcrts can,
make adequate judgments about whether an exercise will be
understandable to children. The existence of field trials does
. not negate this assumption, Although National Assessment
conductcd several studies that were relevant to clarity, no
field trial contained all of the following features: (1) inter-
views to uncover communication diffi cultlcs, (2) inclusions
of all exercises tha¢"might be used in the final assessment
“-and (3) adequate samples of rcspondcnts of varlous agcs,
abilities and backgrounds. -

. Despite the above criticisms, clarity is an. lmportant
_ triterion, which NAEP tried dlllgcntly to meet. ¢

In this writer’s opinion, the criterion of thrcc)cvcls of dif- -
ficulty is not as.important as clarity. Even so, the criterion is
a good-one, which helped the Assessment avoid the narrow
vision of assessing only a mid-range of achievegnents. The
concern. for difficulty levels also had an ufianticipated
benefit: failure to meet the 90 percent cutcrlon forced a
closer examination of the clarity of exercises.

Reliability

An unusual feature of NAEP exercises is that standard es-
timates of rcllabllrty are inappropriate. Readers who are ac-
““cuftomed to seeing reliability reported as coeflicients, such
s .84 or .91, may be puzzled by the lack of such statemients
in Asscssmcnt reports. Types of reliability, however, that
yield coeffi cients cannot be computed for single-item tests.
_ An alternative is to report standard errors. Although this
approach may be unfamiliar to many readers, they can de-
pend on NAEP reports to be cautious in the narfative
descrlptlons of findings, The language used to discuss
- findings-is carefully chosen to reflect the amount of trust
that can be placed on their reliability. -

Sampling and Data Analysus

In educational'research, samplcs are frequently composed

of local volunteers_such as a few social studies classes in’ -

schools that are willing to cooperate. In contrast, National
Assessment uses careful and thorough procedures that com-
bine randomization with multistage cluster sampling,
- Readers of NAEP reports cin be reasonably certain that the
sample selected for each group in the assessment, such as 9-,

year-olds, is simifar to the national population for that .

group.
Readers can . also be’ reasonably certain that the
. procedures used to -analyze Asgessment data are ap-
propriate. The technical competence of the NAEP staff and
advisory committees is impressive. The cautious language
used to report the technical aspects of the Assessment

- leaves the impression that they are aware of the proper ap- *

.
-
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phcatlons and hmltatlons of the procedures uscd to analyzc ,

asseSsmcnt data.

Conclusion

Despite the several criticisms in this article, ‘it is the

overall impression of this writer that NAEP used reasonable - -

.
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procedurcs The technigal aspects of the pro;ect appear to
be sound. Most of the innovations, such as using laymen-to
review exercises, appear to be useful. Although a project as
massive as National Assessment is bound to run into dif-
ficulties, even some failures, there are few research etTorts in
cducatxon of thls scopc and quality. S
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CHAPTER 6

Ll

AY

. VALIDITY OF SOCIAL STUDIES AND
. CITIZENSHIP EXERCISES

Francis P. Hunkins L

.
3
~

The prime purpose of Task 3 was to determine the com

+ tent validity of the social studies and citizenship exercises
developed by the - National Assessment of Educational
Progress (NAEP). A secondary purpose of the investigation
was to indicate if the exercises as developed cquld be utilized
as models by teachers in developing their own evaluation in-
struments. Related aspects were considered as well by this

investigator: the cognitive and affective levels of the exer-

* cises, the format of the exercises, the manner in which the
- exercises were administered and the age. levels to which the
. exercises were geared. . ' .

Content validity is the most crucial criterion of any test
exercise, for it appraises whether the exercise assesses what
it is assumed.to be measuring. Content validity centers on
the representativeness or sampling adequacy of the content
of the items, Such validity is basically concerned with the
* question, “Is the substance or content of the item depictive
of the content or the universe of content being measured?"
Specifically, the question relating to the NAEP exercises is
“Are these exercises representative of the objectives as
developed by the National Assessment of Educational
Progress?” Are the exercises doing what they are purported
to do in relation to the objectives?” =~ - - -

Social Studies, Citizenship —
Goals and. Objectives of
- National Assessment

Since content validity is judged in relation to goals and -
objectives delineated, the. reader is provided with an ab-
breviated listing of the objectiveg in order to interpret this -
chapter more completely as well as to formulate some judg- -

ments relating to the value of the overall thrust of assess-
ment in this area. _ . )

Social Studies Objectives

U .

Social studies is that area of the school curriculum
that seeks to qommunicate about man in society. It is
a shorthand term for such subjects as history,
geography, ecoromics, political sciences,
anthropology, sociology-and social psychology.

L. - ° - Have curiosity about human af-
fairs, i

Univcrsitjr of Washington
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IL - Use analytic-scientific procedures -
- effectively. .

nL’ Are sensitive to creative-intuitive

.+ methods of explaining the human

-condition. = . | . '

Have knowledge relevant ‘to the

major ideas and concerns of social

: scientists. v

V. " Have a reasoned commitment to -

the values that sustain a free

society.? : :

Each of the above objectives had several subdivisions with
descriptions as to what knowledge and/or behaviors should
be possessed or evidenced by individuals at various age
levels. Some of these objectives had lengthy discussions of
subundérstandings or subbehaviors. In ‘determining the
content validity for each item, the invastizator and three

- judges scrutinized these dcscriptions under the major objec-

tives, ' o
Citizenship Obfec_ﬂ\,v’os , -
The National Assessment of Educational Progress did not

cpeate a precise definition of citizenship; however, its in-
terpretations of citizenship are evident through the stated

objectives.
I. -~ Show concern for the welfare and
‘ dignity of others. - o
L Support the rights and freedoms of ;
all individuals. 4
1L Help maintain law and order.
1v. .~ Know the main structure- and
- functions of our government.
A Seek community improvement
‘ through active, démocratic par-
ticipation. -~
VL . Understand problems of inter-
L national relations.
VIL Support rationality in communica-
tion, thought and action on social
. problems. S
VIIL " Take_responsibility for own per-
sonal development' and obliga-
t‘ﬂons. .

»




. ‘Help and respect their own-
.~ 7 families (ages 9, 13, 17). .
X Nurture the develgpment of their
children as futurq&cmzcns (adults),

Specific. Nature of the ‘Task ‘

As previously indicated, the Task 3 investigator was to

‘review independently the NAEP social studies and

citizenship exercises.in order to inform NAEP, school per-
sonnel and the general pubuc as to the extent to which they

‘can place confidence in the exercises." Basically, the in- * .
vestigator analyzed exercises-having one of four possible for- -

mats: completion, wntmg, multlplc-chmcc and combina-

- tion. The completion exercises required the student to fill in -

. ‘a blank or blanks or to provide a short answer following

. Cognitive-affective. levels:4

some stimulus or to arrange alternatives in correct locations.
The writing responses required.a student to write a
sentence(s) or paragraph(s) or list responses, The multiple-

_ choice exercises asked the individua] to selcct from twb or

mbre alternatives, and the c0mb|nat|on question requested

the individual to select from one. or more alternatives and - -
“then to respond by complctlon or wrltmg

Procedure for Processmg the Exerc:ses

The |nvcsngator was assisted by three panel members in
pror essing the exercises to estimate whether they measured
the objectives intended and to record descriptor information
on each exercise dealing with age level, format, manner ad?

_ministered and the:like. Data were rccordcd ona. format

sheet identical to the followmg one:

Format for Recording Exercise Data

Learning area:

Item:

Item format: :

Individual or group admxmstered
Age: .

Objective:

Content validity:

Context validity:

Madel for teacher:

Age appropnateness
Other: L

> 4

The sequcnti‘al instructions followed by the .investigator

“and his assistants for proccssiﬁg both the socnal studies and

sltlzcnshlp exercises were identical:

1 Read each exercise and record descriptor information.
.- Make judgments as to whether the exercises had con-
tent validity, context valldlty, exemplary qualltlcs for
teacher use and age appropriateness.

3. Read appended responses to each exercise if prcscnt

4. As a safeguard against misjudgment reconsider the
content-validity question with regard to how in-
dividuals actually responded.

Judges, responding independently to all exercises, in-

" itially agreed on .the content validity and exemplary

Q
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qualities of a surprising 95% of the exercises. Then judges
and the major. |nvest|gator as a group dlscussed thurjudg-
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mehts of the content validity and exemplary qualities as well
as context validity, cognmvc/aﬂ'ectlvc levels and age ap-
propriateness. In cases of disagreement on content validity
and exemplary qualities reasons for differences were con-

templated. The group ha hag/little difficulty in reaching com- -

plete agreement on~Content validity. and exeinplary
qualities. The investigator put aside fer additional delibera-
tion those exetcises where consensus was not achieved on
other categories of secondary intérest to this report and later
made the final judgments on such matters.

The Results

1 .
< Results are reported for released and unreleased social.
‘studies exercises and for released and unreleased citizenship
exercises. (Readers may be interested to know that the
panel found the unreleaseéd, exercises in both social studies
and cnlzcnshlp(_’mmxlar to the reledsed exercises.)

Social Studies Exercises:
Released and Unreleased

Table 1 summarizes the data relatmg to all socig) studies
exercises, both released ‘and unreleased. The table records

. information relating to the total number of items_for each

major objective as well as the number of exercises for each
subobjective. Since this chapter lists only the major objec-
tives, individuals. wishing information, about the ‘specific
subobjectives should refer to Appendix A, =

Perhaps the most significant point is that of the 194 exer- .
. cises prepared for social studies, 85 percent (164) of them
“were considered valid by the investigator and the panel

members. This should enable us to have some degree of faith
in the exercises as truthful in measuring what they state they
are measuring./

Just Iookmg at the overall percentage of exercises can be
misleading. ‘Not all objectives are represented by equal
numbers of exercises, and also-the exercises emphasize dlf-
ferent. cognitive and affective levels,

Objectives I and IV had significantly more exercises.
prepared — 51 and 83 exercises, respectively. Whether this
suggests a hlcrarchy of importance regarding the objectives
_remains to be seen. Perhaps this loading is du¢ to the objec-

tives themselves: Objective I relates to whether individuals

use analytic-scientific* procedures. With the emphasis on
precess today, perhaps this distribution of exercises reflects
cutrent curriculum status. However, this inference is

soméwhat suspect, for if process were the cmphaus the ex-

ercises would not cluster at the lower cognitive levels.

+ Perhaps the number of exercises is related to the number of -

subdivisions in the objectives; for example, Objective IV has
six subdivisions. Or pcrhaps the number of exercises reflects
simply the technical difficulties of creating feasible exercises
for some subobjectives. . Moreover, all exercises were
reviewed by panels of lay persons, subject-matter specialists

"and the United States Office.of Educaiton (USOE). Since

social studies - and citizenship — are often controversial,.
some exercises were likely to be ruled out in this review

- process. But if NAEP has stated that social studies learning ‘

should be related to five major objectives, then all dimen-
sions of these objectives should be presented adequately by
exercises.. That no exercises exist for Objectives 1IB,, IIF,
ITIC and VD) and that only one exercise exists for Objectives
IIIA and IVA makes it impossible to assess whether in-

- dividuals are demonstrating behaviors couched in thesg ob-

jectives. National Assessment needs either to eliminate these
suboljjectives or to create exercises for them.

]
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‘terpretation of - citizenship. Moreover,

Citizenship Exercises:
Released and Unreléeased

Table 2 reports a summary of data relating to all of the

* citizenship exercises. Skimming the table allows one to see

which objccuvcs were ‘stresséd, - which were ignored
regarding exercise representation and the content vahdnty of
these exercises. As is true with the social studies exercises,
the cmzcnshlp exercises, both released and unreleased,

welfare and dignity of others,” had a total of 22 exercises
while Objective IV had 46 exercises. The cmphaszs on Ob-
Jecuvc 1V, which deals with the main structure’and function

of éur governmcm, mlght suggest that citizenship as con-,

ceived by the exercise developers, is primarily polmcal
However, the overall objectives do suggest ' broader in-

scvcral citizenship
subobjectives have no exercises at all,

It would be important to know whether the number of ex-
ercises per objective represgats a consciaus plan or is the
result of just how the exercises happened to fall as developed
and approvcd This disproportionate weighting of some ob-
jectives is a pmblcm that needs attention.

Not only did the i mvesugator and the panel merbers find
these gaps in exercise existence, but they judged cnly 93 (or
6 percent) of the total 152 exercises developed as having
content validity. One needs to exercise extreme caution in
assessing the level of citizenship functioning of individuals

when 39 percent of the exercises are not valid. Even fewer

were considered exemplary — only 55 percent.

e

o - NOTES

. favor certain objectives. Objecuve 1, **Show concern for’ thc )

a

Final Cor_nménts

As a whole, the panel concurred with the investigator that
the social S!udlcS exergises as a total group, both. released
and unreleased, were superior to the citizenship exercises,
both released and unreleased; a greater percentage (85
percent) of social studies exercises possessed content validity
as opposed to only 61 percent of the citiz€nship exercises.
Also, a greater number of social studies cxcrcnscs were
deerned. exemplary.

Interpreting the results of National Asgessment is ucd up
with whether one favors or opposes any national assessment.
However, if we assume that the reader is in favor of national
assessment, and if we assume that the majority of the exer-
cises are valid, it is still difficult fo determine precisely
whether the schools are to be praised or blamed for the cur-
rent levels of understanding and functioning of individuals
in the area of social_studies and cmzenshlp Certainly, the
schools are not the only institutions in society that educate.
Therefore, National Assessment can tell.us what the levels of
understanding, skills, attitudes and so on are<of various

groups in our population, but it cannot tell us that these”
levels are entirely the results of good,or poor schooling: But-

schools do need feedback even if of a general nature. The

Task 3 investigation points up some needed adjustments in.

certain exercises and objectives to afford educators €ven
more reliable input for their decision making about what

schools themselvés need to do to enable individuals to ~

become truly effective persons, citizens for the present and
future.

~

. Kerlinger, Foundations of Behavxoral Research (New York: Holt, Rinehart and Winston, 1965), p. 446.

Fred
2. See pendlx D, Reference 14, pp. 9-27.
3..See Appendix D, Reference 1, pp. 7-39.

4. Cognitive and affective levels were defined in two sources. Benjamin S. Bloom, 4 Taxonomy gf Educational Objec-
tives: The Cognitive Domain (New York: David McKay, 1956), and David Krathwol, A Taxonomy of Educational Objec-
tives: The 4jfedxxe Domain (New York: David McKay, 1956).
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SOCIAL STUDIES EXERCISES

“BY SOCIAL STUDIES EDUCATORS

College of Notre Dame -

When it comes to interpreting the findings of assessments
in citizenship and social studies, thoughtful people must ask
whether actual performance levels are adequate. The

National Assessment of Educational Progress (NAEP) aims_

to report; it does not aim to congratulatc ar deplore. judgo
ments are left to Othiers.

One task of the National Coucil for the Social Studies
(NCSS) review, then, was tackling the hard question of
satisfactory performance levels on social studies exercises.
(Unlfortunately, neither time nor- resources were available

for asking like questions about citizenship exercises.) The’

results, when all was said and done, came from exercises.
Although social studies exercises were, indeed, related to
objectives, every exercise was also cxpcctcd to have some
sngmfcancc of its own, to stand on its own. Consequently,
some examination of the worth of the exercises thernselves
seemed needed. Moreover; since the exercises were written,
'NCSS had published its Social Studies Curriculum Guidefines.) Tt
seemed sensible to ask whether the eéxercises were in line
* with these guidelines.

A panel of#ine social studies cducators was accordingly
selected. (Their names along with members of other panels
appear, elsewhere in this report.) In addition, the author of
this chapter was designated chairperson with responsibility
for designing rating sheets and processing data. Members of
the panel came from different geographic arcas. They were
comparatively young — seven were under 45 and three un-
der 30 years of age. The male-female ratio was about-equal.
About a third were members of minotity groups, important
. in the light of questions about the suitability of exercises for
such groups: Professional backgrounds were varied, but
social studies consultants and higher-education faculty were
dccndcdly better rcprcscntcd than classroom teachers.

A training session was iield using the NCSS gundclmcs
. and rating forms for each major matter to be examined.

Members of the panel practiced on exercises from the.

citizenship assessment for independent ratings and for
group diseussion to clarify criteria. Alter the training session
- each rater proceeded independently. Exercises were iden-
tified only by code number, not by objective. Panel members
agreed more often than not, but at times spread their
responses across all the available categories. When disagree-
ments in ratings did occur, they were reported out, not

.
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buried. Differences in ratings came frém ambiguity in the
NCSS curriculum guidclincs, varying interpretations of the
meaning of the exercises and outright dlﬂ'crcnccs in the
judgments of the raters.

Since each pancl member made literally over 1000'

ratings — mariy exercises had subparts — the ratmgs were

_processed by computer. Almost 3,000 pages were turned

out. Although the full NCES report includes complete dasa,
space limitation} require that summaries only dnd some teo
few illustrations of ratlngs of “rcahstlcally satnsfactory per-
formance be included in this report. .

Compatibmty with NCSS CurrlCulum
. Guidelines

National Assessment states: ‘“‘Social Studies is that.area of

the school curriculum that seeks to communicate about man
in society. It is a shorthand term for such subjects as history,

geography, economics, political science, arthropology,.

sociclogy and social psychology. . . .”"% At this point readers

may want to refer to the social studies objectives listed ir
Appendix A. NAEP obj ctives, at least, appear to define the

social studies as mainly a miniature version of- the social

sciences. .
‘The NCSS Social Studies Curriculum Guidelinés offer a

. somewhat different perspective. The guidelines* see the
social studies as essentially citizenship education —

although their definition differs' some from that of NAEP’s
citizenship objectives — and emphasizes social problems.
The guidelines identify-four, integrally related components
of social studies education: (1) knowledge; (2) abilities in
thinking, human relations and of)talmng information; (3)
valuing; and (4) social participation. These guidelines are to
be viewed as both a stimulus and z guide to evaluate existing
social studies curriculum and to work for improvement.
They may be thought of more in terms of what ought to be,
accordmg to’ the professional organization, than what ac-

ually exists in schools. The curriculum guidelines may
reﬂect more of the spirit of the times and more of the cutting
edge. Nonetheless, considerable overlap appears bctwccn
them and Assessment objectives.

One task of the panel was to point out more precisely the
relationship between social studies exercises and the NCSS
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guidelines. The panel worked with tke following questions
* Into which of the main companents of the NCSS guidelines do you
think this exercise best fits? (1) knotwledge, (2) abilities, (3) valuing,
¢4) social participation? v
The panel allatted (1) 46% of the exercises to knowledge,

(2) 31% to abilities, (3) 19% to valuing and (4) 2% to social '

parumpauon (and 2% to *“‘no response’).

Stnkmg is thc very small percentage placed in the ‘‘social
participation” category, NAEP has separated assessment of
citizenship arid social studies. Had the panel rated the
citizenship exercises, this category may well have increased.

An examination of released citizenship exercises appears to .

support this claim.} However, the panel’s ratings do give

some indication of National Assessment’s view of the social

studies; social participation IS not stressed
Accordmg to the panel’s rating, “abilities”
*“valuing” came to about half of the social studies exercises,

and “knowledge” the other half. Many may be pleased that

NAEP social studles exercises, in the_]udgment of the panel,
give one fifth of their total to ¢ valumg. An.lmportant ques-
tion is \v{mther the “kmowledge” category is too high. Still,
in practife, the testing programs of most schools probably
devote ac‘}n

“knqwledge.” Many teachers and much of the pubhc may
be satisfied with: \the degree of attention given to the
“knowledge category in the exercises.

Desirability of the Exercises

NAEP exercises might be balanced among the four com-
ponents discussed above and still be considered of little
value or hardly in keeping with guidelines recommenda-
tions. It seemed important that the panel give a formal and
careful estimate of the general worth of each exercise on its
own. As another task, ‘then, the panel members rated by,

. these-directions: “Usmg the NCSS guidelines as criteria, estimate

the general desirability of the exercise: () little, (2)- some, (3)
maderate, (4} high or (5) very greai.”
. The panel rated the exex"cnses as shown in Table 3.
he}

.
.

- TABLE 3 Summa
Exercises Classifie

of NAEP Social Studies
by General Desirability

Deg - Percentage of - Number of
Desir- ity “Exercises Observations
Very great 26 % 879 .
High .- 40 1,356
Moderate ' 21 722
Some . 6 194
Little 3 ’ ., 97
No response . 4. 118

: Total 100% 3,366
b : .

If “desirability" is defined as including the first three
categories, ‘‘very great,” “hlgh" and “moderate,” then ap-
proximately 87% of th¢ exercises, by the panel’s criteria of
NCSS guidelines, are degirable. If the first two categories,
“very great”” and ‘‘high,” are used, the panel judged two
thirds desirable. Fewer than 10% of the social studies exer-
cises were rated as of “some” or “little” worth, but NAEP
might do well to look carefully at these exercises. (Readers
may. find-it helpful to compare these ratings with' those of

.~ -
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plus

uch higher percentage of test items to -
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Francis Hunkins’ "I’ask 11 panel in Chaprer 6 of this report.
That panel judged validity for NAEP objectives without
" reference to NCSS guidelines,) .

Reahsncally Satisfactory Rerformance
Schools have long used standard%ﬁesm Ordmarlly

such tests were constructed to sort o most able from
the Jeast able students — that is, the midscore was o be
roughly “half correct™ to allow the most and least able to
spread themselves uff and down the distribution scale. Since
some benchmarks by which to interpret were needed, mean
or median scores were obtained. Lack of better benchmarks
than these meant that -adequate -performance was -in-
terpreted as the average of the population on whom the test
was normed: it was good’ to lte above the norm and **bad”
to be below.

National Assessmert, however, dld not aim+to distinguish
the most or least able individuals but to find out what
proportion-of young people could or could not do i |mportant
tasks. NAEP, therefore, moved away*from norm-referenced
tests and over to performance tests. Although NAEP has
presented “national percent#ges of success” as a way of
summarizing findings, these are not norms in the older
sense. (The temptation to regard them so ‘will be s strong. )
\Ioreover. 50% success can not necessarlly be considered

**adequate,” nor 75% ‘‘good.”

For example. 17-year-olds were offered the followmg

exercise.

Below is a discussion that was held i in 1966. As you
read it, try to decide what the two speakers
prlmarxly disagree about.

Speaker I: The United States should ﬁght a.
limited war in Vietnam while seeking
a negotiated settlement. Winning of
" the war’in itself won’t do any good.
The Upnited States must aim instead at
seeing that the South Vietnamese have
improved education, democratic
government, security of life, an¢l then
. deal with poterty and thé lack of
medical care. Financia! aid, advice’
. and ttechnological know:how are what
~ are really needed, but . . ..
Speaker II: Impréving living conditions is a goed
. widea, but our primary job is fighting.
The United States can’t permit itself ‘
" to be pushed out of an area whert it is
* committed. If we withdraw, we would
be telling that pdrt of the world
theeatened by Communist aggressmn
that we either cannot or will not rhain-
tain our position. All that really mat-
ters is our power posmon in inter-
: national affairs. < F
What do the two speakers primarily disagree
about?
0 What power and poverty méan in international
affairs. .
0 Whether the United States is actually capable
© . of controlling South Vietnam by force.
O The extent to which the United: States shoald
be involved in Vietnam and the motives for its
involvement.

ovos5 .
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£3 Whether Communist aggression in Vietnam is
worse than a lowered standard of Ilvmg in the
United Seates.

3 I den’t know.

Seventy-five p»rcem of the 17-year-olds were successful.4
¥s this “goad” performance? (The panel thought “yes” and
gua‘ic’ed that 61-80% should be able to pcrform successfully.)
Thirteen-year-olds were asked:

A. Do you think teenage students should help
decide what courses will be oﬂ‘crcd in’ their
celiool system?
m_¥'es . __Na/".__.Undccidcd
B. Please give' a reason for any answer you
selected.

NAEP reports that 64% of the 13-ycar—olds gave accep-
table reasons for their choice in part A Is this “‘good” per-
formance? (The panel though} “yes” and judged that 61-
80°% sheuld be able to perfor successfully) L

Moreover, National Assessment exercises were written at
very raughly Tirccﬂlﬂbulty levels; on some exercises 90%
were expected to respond correctly, on others 50% and on
athers only 10%, While considerable discussion could be
given here to the issues inherent i in writing cxcrms’wnth ex-
pectations’of 160% success, or “mastery,” suffice it to say
here that NAEP, for good reason, decided against exercises
viritten with such expectations.

The problems of giving meaning to performance lcvcls'

and of clarifying 1%(::13 about what is sigrificant to assess
seem clearer when httempts are made to say what satisfac-
tory performance levels are. The panel’s judgments are
,lmplv those of nine people, although competent people.
“Their ratings, However, may give some guidance. -

‘The NCSS panel was asked this question: “Realistically

Realutlcally Satisfactory Percent of

Although a summary of ratingg pcrhaps obscures more
than it clanrca, a summary is made in Table 4.

TABLE 4. Summary of NAKP Social Studies
> Exercises Classified by National Level of
Reahstxcally Satisfactory Performance

Number of
Performance Levels Exercises - Observations
Lessthan20% 2% 79
Between 20 and 40% 3 186
Between41and 60% - 13 673.
Betweéen 61 and 80% 34 1,858z;
- Greater than 80% 48 - 2,611
T Total 100% 5,407 .

4

On the great bulk of social studies exercises the panel was

“‘realistically satisfied” with» proper ‘résponses from no
less than 60% of the population. In almost half of the exer-
cises the ‘panel wanted propcr responses from 80% of the_
population. : . e

Summary

The data presented here are summary data;.they hldc
and gloss over many fine points. For example, on some
single. exercise the panel may have judged the exercise of
high value in terms of desirability but was realistic enough
to be satisfied with a fairly low perceiit.of proper responses.
Best mtcrgretatloummadc from examizing the panel’s

what level of performance nationally for the age level being—ati rating 3 of each exercise. Such examination fits with NAEP’s

considered would satisfy you for this exercise? (1) fess than

2% correct, (3) 2040%, (3) 41-60%, (4) 61-80% or (5) more

RIC -

__ -than 80%2” Notice that the panel’s purpose was not to guess
er predict an actual leve] of performance but to consider
what a satisfactory level should be. Notice also that the

panel aimed to be *“realistic.” It is easy to hope that

evervone will be able to do “everything.”-In present educa-
tion and social conditions and with all thc varlatlons among
voung people, defining “satlsfactoty cvcryonc should
do it” is to dodge the problem.

o

point of view that each exercise should be examined by
itself. ,

Wxth suitable limitations in mind, it appears from panel
ratings that National Assessment exercises are closely -
related to the NCSS Social Studies Curriculum Guidelines (with
the exception of the component, social participation) and
possess some cbvious degree of desirability according to -
““panel judgments from the'guidelines. Professionals would be
realistically satisfied if 61% or more of the population gave
correct responses on most social studies exercises.

NOTES ®
Surtal Studies Curntculum (‘urddxrvs {Washington, D.C.: .National Council for the Socxal Studies, 1971).

2 See Appendix 1), Reference 14,
3. See ppendix D, Reference 5.7

I

. i‘}

-4. See Appendix ), Reference 8, p. 14 (Exercise RS118). Released exercises will be published in full in succeedmg

NAEP reports.

5. See Appendix D, Relerence 8, p- 52 (Exercise RABO2).
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Al\i.ANALYSIS OF A SELECTED SET OF SOCIAL STUDIES

@ \

C. Benjamin Cox
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Introductionl

One of the major tasks identified for the overall assess-
ment of tne national assessment of social studies by. a
researcher group from the National Council for the Social
Studies (NCSS) was an interpretation of the data generated
in the citizenship assessment of 1969-70 and the social
studies assessment of 1971-72. The expedfation was that ways
could be found to compare the findings from the.two assess-
ments since they shared areas of interest. Perhaps a confir-
mation of citizenship findings or even some indication of
growth between the two assessments would somehow fall
out of the comparisons. - _ :

It was further expected that a number of different group-
ings of the data would allow some useful embellishments in
our interpretations. In general, these groupings require the
selection of items from the total assessment to be treated
together. The going idioms at the National Assessment. of
Educatiortal Progress (NAEP) for such a group of items are
“color scheme” and *‘théme.” The computer is asked to put
the_items together i otder to compute all manner - of
statistical results, which -presumably say more to. the
researcher about the population he is working with than if
he had results only from individual items. The options in the
NAEP model are individual item data and data from

-

. Clusters of items or *“‘color schemes.” -

The intention in the NCSS assessment was to use a
propitious combination of these two options. A variety of
" color schemes was envisioned — e.g., fictual items, value
items, skill items, historical items, sociology “items,
economics items, etc.; items grouped according to the NCSs
guidelines; items -grouped by NAEP objectives in social
studies; items grouped by a variety of content themes other
than. the mother disciplines, e.g., racial concerns, moral
questions, - civil rights; etc.; ‘and items assessing critical
thinking, logic, judgment-and decision making, reasoning,
ete. ) o .
There was also the intention of casting explanatory
hypotheses in an effert to account for good and bad perfor-
mances. There was no expectation that such hypotheses
could be tested, of course, since National Assessment data

o

are purely descriptive. This intention would be greatly -

enhanced by the data breakdown built into the NAEP treat-

i

EXERCISES: KNOWLEDGE OF INSTITUTIONS

University of Illinois

. ment. The treAtment involves the breakdown of data by ages

9,.13, 17 and adult; Northeast, Southeast, Central and West

-regions of the U.S.; two sexes; two races; four levels of
parental education; and seven size and type of community
(STOC) categories. Thus, the seeker of explanations is
guided to ask, *“Why do blacks perform worse than whites
on this item about the Supreme Court?*’ When a cluster of
items in a color scheme is under consideration, he may ask,
“Why do persons in the upper socioeconomic areas of the
cities know more about their democratic rights and duties
than persons who live in rural areas?” '

A further intention within this interpretive task was to
draw implications for public policy. For example, one is
tempted to infer from the consistently poor performances of
blacks in this assessment that something is awry in the con-
duct of %chools, in curriculpas, in teaching strategies, in the
society, in the assessment procedures, in ‘the assessment

content or possibly in the black population itself. Some of .
" these, at least, would be subject to alteration by changes in

public policy. .

A final intention was to translate findings and data into -

forms more useful to an'assortment of users. While the pro-
ject’s treatment of data is not at the-sophisticated statistical
level of much of education research, it is several cuts above
simple - addition and subtraction. Multivariant analysis,
regression formulas, correlation coefficients and chi squares

are absent here; but there are sufficient NAEP idioms, such -

a raw p, delta p, cut-off,/hinge and ecighth as well as stan-
dard terms in the némenclature, such as category, variable,
standard error, median and mean, to boggle the mind. The
“craft of the interpreter, one would suppose, is to say obtuse
things in ways that are meaningful to readers.

Some Limitations — Fortuitous and Otherwise

*-We have suggested some of the limitations of this in-
terpretation. Chief among these is the impossibility of
finding correlations between-a performance in one situation

" and a performance.elsewhere. Educators are fond of dis-

49
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coveting such relationships — e.g., between 1.Q: and
reading or ‘belief in x and belief in.y. The reason for this
limitation is the sampling and testing schemes employed by
National Assessment. As more elaborately explained in




.
t

Larkins’ chapter, NAEP has constructcd sample, popula-
tions of some 27,000 persons in each age fevel of 9 13 and
"17, and 9,000 adults. However, out of defcrcnce for the

number of items being used to assess a learning area is
divided into 10 to 14 sets or packages so that each package

- contains only 1/10 or 1/14 of the items. An individual or
group selected for testing as a part of an age sample would
-recejve only one package containing, say, 20 items out of a
tatal of 200 to 300 ip a learning area, Thus, the items con-
tained in a given package would be answered by only 2,000

packages would be possible since these items would have
been answered by THe same persons. While NAEP has ex-
perimente? with this further treatment of assessment data,
the data g resented here are not dealt with in this way. Cor-
relations between items in different packages are not
. statisucally permissible, however, because the two sets of
items would have been answered by two dlchrcnt groups of
pecples
Statisticians substantlatc that when approprlatc samplmg
methods are used, clusters of items, as in a color scheme,
L. mriay be treated as, if they represent the performance of a
total age level population. Thus, answers to a cluster of 10
items, while possnbly the acthal‘performances of 10 groups
_ of 2,500 persons,’ each group having answered one item in
fhc cluster, may legitimatgly represent the performance of
the entire sample. An assumptlon of group ‘equivalency is
made in this regard, of course.

events that range temporally over a year and a half,
geographically from Washington, D.C., to San Francisco,
_and ethically from principal to cxpcdicncy.‘ The upshot of
the dificulties is that severed budgets, delayed computers
.and contract deadlines have restricted this interpretation to

2. fewer than 50 items out of some-200 in the social studies as-

-

““dozen or st We anticipate that in the future this interpreta-
tion will be completed with all social studies items included
and  with whatever adaltlonal color schcmes are on- the
NAEP compusier tape.

We hope to correct another limitation in that future ex-
pansion of this interpretation. This document contains only

assessment. An unfortunate deterrent to any comparison of

§ A second serious limitation relates to a series of fortuitous.

_Sessment and to two color schemes out of a planned half*

limited ra\fsrcnccs to the earlier findings in the cmzcnshlp ’

physncal and. mental comfort of these persons, the total |

.10 2,500 persons or so. Correlations between items within

P

. the results of the two assessments is thc fixing of summary

rubrics. A prcsumpnon is made, howcvcr, that some g
the two areas are so similar that compatisons are fossible
and that spme jtems in the two’agsessnients ca
that appear. to ask similar things.’

ltems ~ inclided. This interpretation
consideration of the items displayed in Appendix C, where®

" they are grouped into two color schemes.. The two schemes,

originally requested for this NCSS assessment in the

_ categories of “Knowledge -of Rights'and Dutics” and

“Knowledge of Institutional Structutes,” largely parallel the
social studies items used in NAEP’s recent publication’
Political Knowledge and Attitudes 1971-72.

‘ Reporting the Data o

- of persons from a dcsngn;ltcd population who marked the
item correctly or successfully, as judged by NAEP.. This.
statistic is called raw p in NAEP: jargon; we use raw p,.
percentage and percentage of Success as equivalent ‘terms.

All data, all'statistical treatments of data and all in-
terpretations of statistics contain inherent distortions and
inaccuracies. The fact is that statistics, statisticians and in«
terpreters of statistics impose their own peculiar frames on
data. The danger occurs in the pretense of purity, which is
not and cannot be. That pretense is not made about the data
and interpretations réparted here. .

For the most part, percentage of success is the basnc statistic
used in the Asséssment.. That means simply the percentage

Another .National Assessment convention derived from

two percentages of success is also used in this report. One of. -

thegse values is the national percentage of success on a givent
exercise. This value always refers to the performance of all

- the persons in an age level — i.e., 9, 13, 17 or adult — who

responded to an exercise, usually about 2,500 persons, give

_ or take 200 to 250. There is never a combination of ages in
, this or any statistic in reporting NAEP data. The other

percentage of success used refers to the perfgriance of a
group within the exercise population, e.g., males, females;
blacks, whites; pcrsons living within the Northeast,
Southeast, Central or West region. The difference between

the national perecentage of success {(raw p) and the group’s
_ percentage of success (raw p) is reported as delta p.

_ The values referred to thus far are illustrated in Table 5
The data are presented as representing the performance of
13-year-olds on exercise number 406011.

. R
TABLE 5. Sample Exercise Data — lB-ycar-bld Respondents
National . . Region : Sex
s ~Southeast West Central- Northeast Male Female
Raw‘p ' 73.7% 69:9% 74.2% 74.1% 76.3% 74.4% 73.0%
Deltap ¢ ——— -38 0.5 0.4 - 26 0.7 -0.7
N-count 2,687 706 660 674 647 1,381 1,306

L
.

Thus, 73.7% of ‘the 2,687 13-year-old rcspondents who
marked this exercise, answered it corrcctly Of the 706 13-
ycar«»old respondents who lived in the Southeast region,
1 69.9% answered the exercise corrcctly The Southeastern
13-year-olds’ percentage of success is 3.8 percentage points
below the national pcrct:},ga'ge of success, and so on. Delta p-
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vajues wnll be used in several displays in this report when
referring to individual exercises.,

Another statistical arrangement is used when dealing
with summary data, -i.e., groups of exercises:r color

schemies. In this case, all the exercises in the color scheme’

are ordered from highest to lowest delta p-values of a group

-
o
i
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withinan age level. The median value in this list of delta p’s
is taken as the typical performance of the group on.that set
of exercises. Thus;-exercises in the list whose delta p-values

- are at or riear this median value are said to be typical of this

group’s performance in the domain of the cofor scheme. A
complex statistical operation is employed to determine, on

“the basjs of such information ag the standard error and the

difficulty of each exercise for the group, which of the exer-
cises fn the color scheme were answered atypically by the
group. Another set of statistical: functions is performed to
determine whether a given delta.p-value is large enough to
be called significantly or reliably. different than the national
raw p. Thus, when dealing with color schemes, the com-"

. puter program gives to the interpreter a list of exercises.

ordered by the delta p-values for which a median has been

‘-\\‘.’

determined, and in which pc}fbr-manCcs atypical of the
“group effect” have been demarcated and performances

statistically significantly different thap the national percen:
tages have been flagged. These eleménts are boons to the in-
terpreter since they give him something extra to say about
the group’s performance on the set of exercises, i.e., that is
performed comparatively better. or worse than expected
(atypically) on'the demarcated exercises relative to its per-
formances on the other exercises and that it performed
significantly better or worse than the whole age sample on
the flagged excrcises. Our use of the typical and significant
nomenclature will remain consistent throughout the report,
€.g., significant will always mean statistically significant.
An example of such.a display of a color scheme is shown

in Table 6.

‘TABLE 6. Color-Scheme Disf;lay‘ of Exercises and Performances

"~ Age: 9 - Size and Type of Communit)";: Rural - = .
Color Scheme: Knowledge of Institutions (Structures and Rights and Duties)

Delta ! National Exercises: Short Text
P-Values Percentages of ' S
_ Success (Raw P) ’ L ’
4.20* 88.93% Unreleased text /Q
3.03- 35.92 Which Job Health Dept. - Inspect. Ré&taurant -
. 033 83.18 Urdreleased text
(median: 0.220) ° ,

) 011 ) 73.82 Who Responsible Fair Trial/Judge
—4.83 57.54 Who Head Town Government/Mayor
—8.49* . 46.85 * Unreleased (ext -

S L :

“typically at a

- In this short color scheme, rural 9-year-olds performed

?cvcl very near the national raw p. The perfor-
mances on the two. exercises nearest the hypothetical me-
dian (medians must be computed in even-numhered lists in

“jorder to make a 50-50 split) are only .11 and .33 above the

«national raw p. A group’s typical performances do not have

. to be clos€ to the national raw p’s, of course. The reference
. point for the judgmeént of typicality is the group’s own me-

dian, the “most typical” performance in the color scheme.
Typical performances are contained within calculated limits
on either side of the.group’s median. It is possible for all ¢f a

group’s performances to lie within the limits of typicality;

ordinarily, however, at least a few extreme scores in a
group’s dispersion on a color scheme are judged. to bé,

_atypical. The best performances in the example, in which

the rurai 9-year-olds ‘are 4.20 and 3.03 percentage points
above the national raw p’s, are better than their typical per-
formances. Likewise, their worst performances, 8.49 and
4.83 percentage points below the national raw p’s, are worse

“than their typical performances.

Furthermore, the two extreme delta p-values of -8.49 and
4.20 are flagged by the computer as being significantly dif-
ferent than the national percentages for the exercises. The
two delta p-values &f -4.83 and 3.03 are merely chance
variances from the national percentages. While statistically
significantly different scores normally appear at the low and -
high ends-of a dispersion, significance is a function of the
size of the delta p score on ‘an exercise, not of the dispersion
frer se. A group’s performances on all the exercises in a color
scheme could be significantly better or worse than the

°
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" on these two color scl'xcmcs were ma
this researcher’s decisions effected these groupings, no ap- -

 national performances on the exercises. Thus, a delta p-
- value may e typical and significant, typical and not signifi-

cant, atypical®and significant, or atypical and not signifi-
caqt. : :

. The wily reader of statistics will have inferred by now =
that an assumption of relatedness of exercises must be made
. to support the assertions of typicality and atypicality in all

cases. The existence of a valid color scheme is the founda-
tion of all such group summaries. Statistically, the most
valid color schemes would be produced by factor analysis.
Then one could tell operationally which exercises go
together. National Assessment has toyed with this notion,
but color schemes to date, including the two involved here,

- have_content validity only. . That, too, could be enhanced-

with the help of a few like-minded experts. Hunkin’s chapter

" offers a surfeit of visual judgments on which exercises in the

social studies and citizenship assessments are valid can-
didates for their designated offices. Also Chapin’s chapter

“reports jury decisions that relate to exercise validity. These:

materials were not available, however, when the judgments
. To thesextent that

peal was made to a wider expertise. That lonely culpability
notwithstanding, the schemes are not precisely as re-
quested; so help came from somewhere.

A final comment on the presentation.of group data in a
color scheme concerns.the dispersion of delta p-values on
either side.of the typilying median. Earlier we explained the

Assessment’s convention of using the median value in an

ordered array of exercise performances as the most typical

b
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' performance of a group. It was also suggéstcd in that dxscus-

_sion that pegging the “graup effect,’” “median 'value”

““typical performance” of, say, 13-year-old blacks at 11. 22
percentage
for all 13-yéar-olds is a useful but incomplete bit of informa-
tion. The median delta p tells us nothing about the disper-
sion of delta p-values above and below that median value.
above - (dclta p =
—11.22%) will illustrate the usefulnéss of also noting thé
range or dispersion of delta p-values./In the color scheme in-

ts below the national percentage of success.

volved in that instance, there are 26 exercises. For'the entire

listing of 26 excrcxscs, the group effect (median delta p) of

- - 13-year-old blacks is 11.22 percentage points below the

national raw p. Howcvcr, the poorest performance of this
group on any exercise in the list was 28.98 percentage points
below the national raw p. At the other end of the scale, the
best performance for the group was on an exercise where it
scored 7.52 percentage points above the national raw p. The

median and range can be shown in some such dlsplay as thcl

following:

LowestDeltaP  Median Delta P | Highest Delta P
~28.98 —-11.22 +7.52

While none of the exhibits in this chapter include this dls-

persion information, frequent and consistent references are

made to the extreme limits of.the distributions -in the in-

terpretive discussions. The highest and lowest delta p-values -
dre often atypical in that they dcpart farthest from the me-

dian’delta p-

L

‘Lvimitations of the Data

What with all the complexities of treatment, one would -

presumé that a wealth of hypotheses could be invented

“about youth, learning, schools and cultural effects in this

. country from NAEP data. Numbers of observations and

(%

Iy
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complexities of treatment notwithstanding, 'the wealth

gvailable is extractable primarily through the loosest kind of °

inferring. In the statistical world; trade in loose inferences is
bearish. Morcovcr, National Assessment, bemg a polincal
creaturg, is constrained from engaging in such creative
hypothesizing.

More specific to the pomt here, it is the nature of the data -

- that poses the harshest limitations. Primarily what we have

here are disjunctive data, to coin a phrase, rather than con-
junctive data, to-coin-aneother; and they are disjunctive in
several ways. -

“First, as cxplalncd carlier in this chaptcr, the grand sam.-
plc of, say, 25,000 persons in an age level turns out in the
real w /orld to be a composuc of, say, 10 samples of 2,500
persons each. An assessment in a learning area may be com-
prised of 250 exercises. However, no one person and no one
sample takes that sort of test; instead, in the real world, each

works with only 25 sotial studies exercises. Later they are -

quilted together to compose the social studies assessment.
Given the'right assumptions about sample randomness, test

rehabxlxty, exercise validity, etc. and the right and properly

rigorous statistical controls, this disjunctive apprdach can
produce some reliable knowledge of a,gross sort. This sam-_
ple and test dlslunctlon needs to be- kcpt in mind. non-’
ctheless. @

There is also a disjunction across ages that makes
generalizations comparmg one age level with another
tenuous. The problem is mainly one of test equivalency,
though all the sampling problems dealt with above are ac-
tive here too.. While the big goals and objectives in social
studies are shared by all the age levels, common sense alone
dictates different translations of these goals, different ac-
tivities, different content, etc., at Icast to.a degree. Thus,
while all age levels may sharc some Juestions, each level
may have a umquc combination overall and some unique
questlons of its own. A simple display of the “*Rights and
Duties” color scheme (Table 7) utilized in this paper will il-
lustrate the problcm The color scheme as a whole s com-
prised of 22 exercises; vanously shared by the different agc
levels.

. o ' ' : ) . - < -
TABLE 7. Exercise Distribution in Rights and Duties Color Scheme

Exercise: 1

2 3 4 5 6 7 8
Aged X
Age 13 X X
Age 17 XX X X X x x
- Adult. X X X X X X x

»

10

‘e
11 12 13 14 15 16 17-18 19 20.21. 22 _
X X x x x X x X
X X x x % x x x x x/x X%

X X X X X X X X X X X

.Cross-age conclusions between 17-year-olds and adults
present the least difficulty; the color scheme for them issub-
stantially equal. But cross-age inferences between ages 13
and 17 must be drawn from half the number of exercises, a
dubious equation at best; and nothing useful can be said

- about 9-year-old respondents. .

Though the data are superﬂuous to the point, we will dxs-
play the exercise sharing for the other color scheme,
“Knowlcdge of Structures’ (Table 8), as a handy
checkpoint for interested readers. .

TABLE 8. Exercise Distribution in Knowledge of Structures Color'Scheme

Exercise: 1 2 3 4 5 6

7°8 9 10 11 1213 14 15 16 17 18 19 20 21 22 23 24 25 2
Age 9 X X X - X ‘ X
Age 13 X _ x . "x x X X X X X X X X X X x x
Agel7 > S X X X X %X X X X X ‘X X x x . X X X X X x X
Adult > S x "x X X X X X X X X x % x X X X X X X x
' .52
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) As we have showr in several ways, though without a for- point for this discussion, we will dfsplair these breakdowns

" - mal layout, NAEP data are broken down,for each age level - in Exhibit 2, - L |

in a variety of interesting and pertinent ways. As a starting . : _ A : |

B ; : . ’ : v ' - ‘,, H

- b. ’ v . . X - ‘o . - . o . : ’ l

\ S EXHIBIT 2. Categorical Breakdown of NAEP Lo o

Assessment Data

National ' - ' Parental ‘Education
. . No high school : - , _
B ‘Region : bome'~high school : "y
ST Graduated high school .
Southeast - Post high school - L
West : Unknown
£ Central N
' Northeast « ; : : ‘
S Sex ) ‘Size and Type of Community (STOG) - ¢
o Male ' Low metro ' '
, A Female ' Extreme rural
™ _ ‘ ‘ Small place
Race : Medium city e
Black T : Main big city L v -
: . White . : Urban fringe :
\ Other . SR High metro
. © 53 ' '

00061




IR

A

' 1

These caicgories, with the help.of the inset map of the

United States, are presumably self-explanatory with the ex- -

_ception of size and type of community (STOC). Because the

definitions of these seven § . categories are fairly
technical and involved, the National Assessment designa-

tions follow. Readers are urged to check these definitions.
* with seme care since they represent a propitious blending of
geographic and. socioeconomic concepts. Please note that-

the STOC categories apply only to repondents in schoo} at
the time of the assessment. _ _ ;

Low metra. This category comprises 7.25% of the total.
sample and represents individuals attending schools whose
students bhave the largest proportions of parents not
regularly employed and/or on welfare. .

Extreme rural. This category comprises 9.15% of the total

. -sample and represents individuals attending schools whose

 Medium city. This category rcprcécnts 17.40% of the total - -

Q

E

RIC

Aruitoxt provided by Eic:

students have the largest proportions of parents engaged in
farm work. . "

Small place. This category comprises 28.49% of the total
sample and represents individuals attending schools in com-
munities with, populations .less than 25,000 and not clas-
sified under extreme rural. L :

sample and represents individuals attending schools in com-
munities with populations between 25,000 and 200,000 and
not classified in low metro, extreme rural or high metro.

~ Main big city. This category comprises 8.41% of the total
_sample and represents indjviduals attending schools within
the city limits of cities with populations greater than 200,000

and not classified in low metro ‘or high metro.

‘Urban fringe. This category comprises-17.35% of the total

sample and represents individuals attending. schools in
metropdlitan areas served by cities with populations greater
than 200,000 but outside the city limits and not classified in
low " metro, extreme rural or high . metro.
High ‘metro. This category comprises 12.15% of the togal.
sample and represents individuals attending schools whose

students have the largest proportions of parents in profes- -

sional or managerial positions.

Now, back to our main point about the disjunctiveness of.

these data. Each of the age levels, 9, 13, 17, adult, is

. categorizable in each of the ‘ways shown in the exhibit.
Thus, we can show the percentage of success (raw p)-of all -
9-year-olds (national), for example, on any exercise des- .
ignated for 9-year-olds and the group effect (median raw p) .

and dispersion of all 9-year-old performances across a color
schiciieé of exercises. Further, we can show these same
statistical performances (raw p, median raw p, etc.) for 9-
year-olds who live in the Southeast, or who are mates, or who

are black, or whose parents have not gone to high school, or .

who live — more accurately, who go to school — in a low

- metro community. The repeated use of the disjunctive or in -

the sentence dramatizes the disjunctive data problem. We

cannot show by these data the performance of Southeastern, .

black, male 9-year-o]ds whose parents have not gone to high
school and who go 1o school in a low metro community. In
fact no cross-category combinations of any kind are
available in these data.

This is not a limitation of which NAEP is unaware. It has,

in fact, contemplated future assessments in which some such’

combinations are entailed. On a national scale, however, the
difficulties are awesome; on a regional scale, they are only
horrendous. A major part of the problem relates to sample
size and to the inferring of population facts from sample

. data. A hypothetical case will illustrate the point. Suppose

there are "25,000 9-year-olds in the sample. Only 2,500 of

¢

-

these youngsters would be adm’inistércd a given exercise.
" Perhaps 660 of this group would live in the Southeast and
only one half of these, 330, would be males. In tHe Southeast -
perhaps one third, 110, would be black and certainly fewer -
than’one half, 55, would have parents who never attended
high scheol. Finally, passibly less than one fifth of these .
~would be categorizable as jow metro. That would provide a

1 .

sample of 4 dozen or so, and possibly fewer, from which to

infer population” facts.” The confidence level of one’s
" statistical inferences would be low. Whether, for' all the

bother, it would improve on pure guess is open to specula-

tion, " . Lot B

. With this examination of the data-producing machinery

and the nature of the data produced, we,will turn to an ex-

. amination of the data themselves. Our displays and discus-

sions will make use of the concepts and information ex-
. plored in this firft part. : :

A Rt liew of the Data
in the National Assessment of -
Social Studies, 1971-72 ‘

We begin our discussion of the results of the social studies
assessment with reference to the three basic displays of
group effect in Exhibits 3, 4 and 5. The values shown in
these three exhibits are median raw p-values. In Exhibit 3
the group effect is shown for each age level in the categories
of national; Southeast, Northeast, Central and West region;
black and white race; high and low metro STOC; and no
and post high school parental education over the entire set
of exercises included in this report. These includé 6 exercises
for 9-year-olds, 26 exelcises for 13-year-olds, 42 for 17-year-
olds and 41 for adults. This total group of exercises is
presutried to reflect the respondents’ overall “*Knowledge of
Institutions.” .

Exhibit 4 summarizes the group effect for each age level in
the same categories as in Exhibit 3 for the color scheme,

~ - “Knowledge of Institutional Strucfures.” Exhibit 5 displays

median raw p-values for the color scheme, “Knowledge of
Institutional Rights and Duties.” The results for the “Struc-
ture’” theme dre based on’5 exercises for 9-year-olds, 16 ex-
ercises for [3-year-olds, 21 exercises for both 17-years-olds
and adults. The “Rights and Duties” theme results are

/ based on 10 exercises for 13-year-olds, 21 for 17-year-olds

54

and 20 for adults. No 9-year-old results are possible here
because only one exercise was judged to treat this theme.

‘Generalizing from these data in Exhibits 3, 4 and 5 is a bit
hazardous; but to he perfectly honest and open, one must
say that for every display. Rather than repeating it endless-
ly, we will assume that alkwill proceed from this point with
caution. o : ‘

The striking feature of the three graphs is the genera] con-
figuration of lines. If we could make an assumption of test
equivalency across the four age levels — which, of course,
we cannot -— we could say that the years between 9 and 13
are something of a loss for young persoris in theU.S. as far
as this aspect of social studies is concerned; but the social
and political world comes alive for them sometime after age
13. By age 17; then, most will have learned all they ever will;
in their adult life as many will lose as will gain in knowledge
of tht political and social institutions that govern their lives
and their rights and duties within tem. While a number of
constraints will not allow us to base so strong a statement on
these data alone, we suspect the hints are indeed theré and
something like this is in fact the case. Even discounting the

. 00062
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" Medlan = AGE...

RAWP % NINE THIRTEEN SEVENTEEN ' ADULT
. _. 0 .- - 4 L . -y
: & N : » ' o . )
o °8." - - S - -
’ ~ 96 '; ‘ .b C - . - -
9% - - ~ P .-
92 - - , - L
. .90 B ' T T . CPOST H.S
. 88 . - HIGH METRO
B6 .
84 WHITE
‘ - / - NORTHEAST
82 . ' ' : - | — CENTRAL
. . — NATIONAL
80 . : ' WEST
78 - ' S
76 . . . : _
74 . SOUTHEAST .
72 - L
: NOHS
70 -
: | LOW METRO
' . 68 ’ - . .
66 -
;;64 L
— BLACK.
62 -
r
"t 60 ”
.58 _
56 -
54 -
4 52 -
> 50 . _
48 . = - -
46 - - - -
0 ° 44 - - N . - -
40 - o
) EXHIBIT 3?~_Knowledgé of Institutions - Median Raw P-Values -

Nation, Region, Race, STOC, Parental Education -
: Social Studies 1971-72 -
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RAW P'X  NINE =~ THIRTEEN SEVENTEEN ~  ADULT
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98 - - - o - ‘
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9% - - . - ‘ -
92 — oL -
%0 - . - T -
.88 _l- ' _ - - '7 ‘._. : : .._’ ' ’
86 - - - | -
N TR -
8 - -
80 o
7\ . -
74
: , _7»2,.
R 70
68
66
I Y
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60
o
“'56
54
52
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46 , |
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42 - - -
40 _ - .

} EXHIBIT 4. Knowledge of Institutional Structures -
- Median Raw P-Values - Nation, Region, Race, STOC,
Parental ‘Education - Social Studies 1971-72

~ TCENTRAL .
——== NORTHEAST

'NATIONAL .
—WEST

"'S'(A)UTHEAST '

56 ' ' » e
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results at.age 9, which are probably spurious due to the few
exercises, we are left with the dramatic rise from age 13 to

. age 17 and the noticeable cooling off after age 17. Ttie sets of
.- exerciges given to 13-year-olds and 17-year-olds are only . .

marginally .comparable, but there is near equivalency

earlier citizenship assessment for some groups, principally
males, medium size cities, urban fringes and smallerplaces,

on a similar theme.'

So, by rounding, squinting and allowing in\ several ways,

“we can probably say that something is fairly successful in in-

créasing young persons’ knowledge of institutions by as
much as 25%, in relative terms, between ages 13 and 17 (an
absolute gain of about 15 percentage points in these.data).
We may zlso be able to say that schools in general and social
studies in particular play some part in this growth, Most
students have almost two years of U.S. history and one year
of governmient between ages.13 and 17. That does not sug-
gest that there are grounds for pride in this rough: calcula-

tion, however. A good part of the increase may be accounted -

for. by Piagetian hypotheses concerning the general shift
from the concrete operations stage to the formal operations

stage of cognitive development 'in this age range. Under~.

standing of this content and interest in it may be as much

" “products of development 3s schooling.

We infer the effect of.schooling on what apparently hap-
pens to persons when they leave school. They retain, at least

in part, what they learned as teen-agers 10 years or so.

earlier; but they do not continue to grow. Now, of course, a
statement like that is not warranted by these data. We know
absolutely nothing about these" particular young adults
when they were 17 eéxcept by inference and.conjecture.
They were born between, say, 1937 and 1947 and half or
more, would have graduated from high school between 1954
and 1964 at about 17 years of age. Schools were not much
different than from 1971-72 when this assessment was made.
Furthermore, these young adults knew something of World
War I, or at least its aftermath, and lived thrbugh Korea and
Viet Nam; some served in the armed forces there or
elsewhere. They saw their president and his agsassin killed
on television and watched the whole panorama of strife and

dissent throughout the sanguine ‘60s. Some would have

voted a dozen times perhaps. :

Therein lies a tragedy that these data syggest. Learning
in this country, at least as it measured by these exercises and
as it concerns this content, stops at the schoolhouse door,
not, as some have insisted, on the way in, but on the way
out. Schoolmen'still have no certain grounds for pride here,
however; for what is learned in schools and, consequently,

“what is being assessed here by NAEP may be so irrélevant to

a citizen’s life purposes and activities that he has no reason

to learn any more of it. Also what is"being noted here as °

lezrning may be a consequence of experiences at a certain

+ age, but notinecessarily school experiences. - .
Another tragedy is depicted by Exhibits 3, 4 and 5. The

gross differences and inequalities in our society that attend

race and class, for the most part, are part and- parcel of
. . | . .

schooling, learning and testing. That, of course, is hardly a

startling revelation. ‘Everybody knows that the racist .and

classist biases in this society are pervasive. They operate in
schools quite as easily as anywhere, despite 20 years of

‘desegregation experience. Howevsr, buried in the tangle of

5 i ¢
=

- between the 17-year-old and adult exercises. A similar, but .
less pronounced, rising and ccoling effect is evident in the.

_easier to post gains with a starting point of 59% than it .iz/\:;w ol
with a starting point of 77%. Their gains are short lived; "~

c
? 9

lines in Exhibit 4 is the whisper of a hypothesis that, assum-

ing a part of the difference between 13 and 17 is a schooling
.« effect, blacks and the poor may iy‘)nm;cthing of a break in

schools. While the blacks, the low’metros (these are mainly
the inner city’ poor and probably are largely black) and
those whaose-parcnts-never attended high' school have the
three lowest mediau raw p-values of all 13-year-old groups
(around 60%) in the Rights and Duties color scherne, they

Show the most precipitous gains by age 17..The low metro

groups show a 20 percentage point gain between age 13 and
age 17; the black samples and the o high school samples
show 13- and 13-point differences. The national difference is
only 4 points and no other group gained more than 8.3%.
The gains of the low metro, no high school and black groups -
may be more of a function of starting points. It is much .

however; in the adult world, the black and low metrd
categories, along with the Southeast region, show group dis-
advantages of from 6 to 12 percentage points below the
national median. L <

An alternative hypothesis may be more powerful. These
17-year-old blacks in 1971-72 had been witness to and had

. probably participated in a dramatic civil rights revolution in
-our society throughout their school life. Théy, more than -

most, would have been sensitized to such issues since 1954,
the year in which some of them were ‘born. In this
hypothesis,-the schools.can claim no credit, for it was these
young 17-year-olds who bro the pertinent concepts to
the school; they didn’t learn them tirere.

There is also the possibility that the gains for black, no

. hrigh school and fow metro groups reflect a condition noted

-~

in other studies — e.g., the Columbia University Citizenship
Education Project — that black youths and some others
learn more about politics and the like in school because they
have less opportunity for formal learning about institutions -
outside of school than do white, middle-class youths and .
some others. - - )

Comparison of Group Differences from
National Success Levels in Social
Studies and Citizenship Assessments

In the following exhibits and distussions, group perfor-
mances will be reported as delta p-values, for individual ex-
ercises and median delta p-values for groups of exercises or
color schefnes. When delta p-values gre used, the perfor-
mance of a selected group is shown as deviating by so many
percentage points above or below the national raw p-value
on a given exercise. In the exhibits in this section, we will .
adopt a-NAEP convention by showing the national perfor-
mance levels as lying along a horizontal line designated as 0.
It is not useful to identify natjonal raw p-values in the ex-

ibits since the median delta p-values charted in the figures
for two or rnore groups at any age level most likely report
scores on different exercises. Exhibits simply display the
typical performances of groups. ‘The performance level of
the groups involved will be charted as broken lines that con-
nect the median delta p-values for each age level above and
below the 0 national Line. Exhibit 6 is an example of this
convention. : ’

o
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EXHIBIT 6. Knowledge of Institutions -
Regions - Medlan Delta P N -
NINE THIRTEEN SELENTEEN ADULT
3 - - ) - -
2 "= ; WEST
ABOVE 1  CENTRAL
R e it /= = = = = = NATIONAL -
-1 -
. -2 -
BELOW . .o
-3 - - - -

T

In Cxhibit 6, the Central region 9-year-o'ld‘s are 2 percen-

tage points above the national raw p on-their median exer- -

cise while Western 9-year-olds are 2.1. percentage points

‘below the national level on their median exercise, etc. Inour -
-, subseguent discussions, we may, for convenience and relief,
_ use shortenied versions of such statements, e.g., Central 9-

year-olds are 2% above the national pcrccn:agc while

. Western 9-year-olds are -2.1% below.

Qur first set of exhibits will depict the pcrformanccs of -
selected groups on the total number of exercises ificluded in .
" this chapter. The referenczs will be to “Knowledge of In-

stitutions,” which is treatea here as a color scheme of

related exercises. In four instancés it hus been possible to -

make some general comparisons with the NAEP'

* citizenship assessment.made in 1969-70." Goal D of the
‘citizenshjp assessment objectives, ‘“Knowledge of

is similar to the_

- overall color scheme, “Knowlcdgc'of Institutions,” used as

Governmental Structures and Functions,”

the basis of this chapter. There are several difficulties with
the comparison, not the least of which is that the cnt‘ienshap
assessment results are reported in such enigmatic ways that
many values simply cannot be found and all are rounded es-

. "timates for group resulits. The major dlfﬁculty, of course, is
" the doubtful fit of the two sets of exercises.

Regions.

Exhibit 7 'dcpicts the performances of the fou age levels
on all exercises in the rcglonal categories. The Exhibit 7 dis-
play shows very little variance among the four regions,
though on most of the exercises, ‘the Southeastern adults are
significantly below the national level. This is the most

.dramatic difference in the exhibit, though the difference

between Northeastern and Southeastern 13-year-olds is ex-

- actly the same as the difference between the aduilts in the

two regions.
The real puzzle m Exhibit 7 lies with the Western 17-
year-olds and adults. At 17, all but 5 of the 42 exercises in-

1
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cluded here are below the national percentages; one fol‘h

are significantly below. Among the adults, 80% of the

cises are above the national percentages, and one fourth are
significantly above. Perhaps the high-scoring Northeastern
teenagers of a decade ago moved West. That hypothesis is of
dubious quality, obviously; at least, the pattern doés not
show up in the cmzenshlp assessment of 1969-70, which is
. displayed for regions in Exhibit 8. The same gcneril fairly
flat configuration of Exhibit 7 is apparent also in Exhibit 8

,with the Northeast and Central lines lying wholly above the .

national percentages and with the Southeast lying wholly
belew. The dramatic rise in the West from -0.5 at age 13 to
1 7 at age 17 is.not altogether different than what occurs
between age 17 and adult in Exhibit 7.

Race

Exhibit 9 shows the pcrformanccs of the four agc samplcs
on all exercises as categorized by black and white races. Ex-
cluded from these displays are about 125 to 220 persons in
cach of the samples of some 2,500 persons who were clas-
sified as “other.” The “other™ category includes Orientals,
who qualify as racially distinct, and some ethnic groups who
do not. The category is too indistinct to characterize ac-
curately and too small to include in this breakdown. In
National Assessment’s testing procedures, racial
membership is ‘determined visually by the test ad-
ministrators in the field. That is part of the reason for the
confused “other” category. All field administrators do not
share the same definitions of race. Also included here in Ex-
hibit 10 are the group results for blacks for Goal D in the
1969-70 citizenship assessment. Neither national percen-

tages' nor white median delta p-values are reported for the.

citizenship assessment. Nonetheless, the results are ob-
vnously tragically similar. » -

~ As shown in Exhibit 9, the success dlffcrcncc between the
* whites’ and blacks’ median delta p-valucs at every age level

00067

_ is from 13% to over 20%. The exercise story is the same at ;
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every age level. Atage 9, the whites have 6 out of 6 exercises
significantly above the national percentages; the blacks have .
6 out of 6 significantly below. At age 13, the whites have 24~
out of 26 exercises above the national percentages, 18 of
them significaritly above. The blacks, on the other hand,

- have 23 out of 26 exercises below the national percentages,

with 20 significanily below. White 17-year-olds have 39 out

-of 42 exercises above the national perceatages while the

black 17-year-olds have 40 out of 42 exercises below.’ Of
these, 37 are. significantly above for whites and 36 are
significantly below for blacks. Adult whites have 39 out of 41
above and adult blacks have 39 out of 41 below the national
percentages. All but one delta p above and two below are
statistically significant. On several individual exercises at-

- the adult level and on a few at other levels, the difference

between blat‘:k and white raw p<values is more than 30%. In

_ - one case the difference is nearly 40%; a white adult, in that

2

4

. grade.

‘case, was two and one half times more likely to answer cor-
rectly than a black adult. As measured by this social studies
assessment, the pattern emerges of two racial groups in this
country dramatically and tragically diverse in their
knowledge - and understanding- of ‘the ’basic -legal and
political institutions that order and protect their lives and

int@hgtioﬂs. ) .

I#éggpj?al Education

'

Exhibits 11 and 12 display breakdowns of-the social
studies assessment results on Institutions and the earlier
citizenship assessment resulis on Governmental Structures
and Functions (Goal,D) by parental education. A respon-
dent was placed in the post high school category if one or
both of his parents attended some school beyond high

- school; in the high school graduate category if one or both of

his parents graduated from high school; in the some. high
school category if one or both of his parents attended high
school, but neither graduated; and in the no high school®
category if neither parent went to schoel beyond'the eighth

It is well known that father’s education has important

" social class membership effects in this society, so that kind of

differentiation is obviously working in these arrays. A dis-
tinctiVe characteristic shared by the two data sources.is the
Aabsclute. and hierarchical discreteness of the categories
across the age-levels. The lower-éducation groups never
close the gap. The some high school adults show ‘a
precipitous gain in Exhibit 12, however, which would be in-

. teresting to.explore. It could reflect nothing more than a

chance sampling fluctuation; but in the midst of the paral-
lb‘ism otherwise displayed i this esxhibit, the results of this
categoryacross the age levels aré anomolous. The parallel
upswings of all adult categories in Exhibit 11 will be looked
ag more specifically in the anajyses in the next section of this

.. chapter.

. Size and.Type of Commuhity

Q

Aruitoxt provided by Eic:

Exhibits 13 and- 14 are also related in that they show the
twa sets of data categorized by size and type of community.
These categories also have heavy socioeconomic effects in
that high metro is mainly anaffluent grouping; urban fringe
is suburbanite, presumably middle-class America; extreme
rural is primarily a farm population; and low metro is inner
city, thus mainly, though not exclusively, city Black.

It is tempting to overwork these data and to extend .un-
reasonable assumptions of reliability ‘and validity. Put
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~ without invoking validity, it s sems warranted to say thatthe -

exercises used in the 1969-79 citizenship asse¥sment and
those used in the 197172 social studies assessment ciis-
criminate among these STOC groups in the eight age sam-
ples involved in very,similar ways. The four community

" types selected here actually include only about 45% of the
data; but for the social studies assessment, the remaining

results for main big city, medium city and srnall place are all
within 1.5% of the national percentages; most are less than
0.5%. In the citizenship assessment, all but two of the results

‘not shown on Exhibit 13 are less than 2.5%. The high- .
variances are included in these displays. Fhey are un-.

questionably sensitive to sociceconomic influences.

Though in the next sections, where the two sqcial studies -

color schemes will be treated separately, we willitreat the

. validity questibn more explicitly, it is transparent here, if we ]
* assume test validity, that the social classes in this country
vary greatly in their knowledge and understanding of the in-

stitutions they live by. Before this classist hypothesis is
embraced, however, one should att¢nd carefully to the judg-

ments reported by bath Larkins and Hunkins concerning -

the validity of objectives and exercises comprising the NAEP:
social studies and citizenship assessments. Larkins, in par-

‘ticular, suggests the presence of social-class effects in these -

assessments, but they are at least as evident in the assessors
as in the assessed.. Schooling, we might. infer from the
squeezing of the variance that occurs at age 13 and age 17,
has some effect toward leveling; but once the influence of the
school is gone, the influences of the wider milieu surface.

Most of the high metro adults will have gone to college; -
most of the low metro adults will not. That in itseif could ac-
.count for some difference. Either the exercises are so
. profoundly culturally biased that the lower classes have a_

built=in content and language disadvantage while the upper
classes have built-in advantages; or the reading, conversa-
tion and viewing habits, along with other traits, of the high
and low metro groups are so diverse that matters attended

to in one are more in line with what these exercises refer to -

while the matters attended to in the other are outside this
realm. . :

-But these two explanations are the same. They both say
that apparently the content of these questionsis reinforced

_ by the experiences of one group after' school and not rein-

forced by the experiences of the other. From this point on
the consideration becomes normative. One may say with
Robert Coles that the effects of the idhel city are
pathological and possibly with James Coleman that.one set
of values is more appropriate for life in this country; or one
may say that neither National Assessment nor any other
white middle-class organization — schools, for example —
can observe, teach or assess the lower class in this country
with accuracy and fairness.

In the following section we will analyze the social studiés
data by the two smaller color'schemes with more reference

“to individual exercises.

Analysis of the Social Studies Data by
Knowledge of Structures and.
by Knowledge of Rights and Duties

Results reflecting the performances of the four age level
samples and analyzed by region, sex, race, parenta} educa-
tion and size and type of. community f[or the two color
schemes, Knowledge of Structures and Knowledge of Rights
and Duties, are displayed in Exhibits 15 through 24. The

00072
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same statistical trcatmcnt is used, i.c., national percentages
are shown in exhibits as 0 and group effects on color

. schemes are shown as median delta p-valucs, however, each

color scheme is based on only a portlon of the total number
" .of exercises. The presumption is that each of these color
schcmcs is more precisely homogcncous than the total group
of exercises. That, of course, is a visual judgment and ruay
lac checked in Appcndlx C where the texts of the released ex-
¢rcises and the topics of the unreleased exercises are shown.

The results in thls section are based on the followmg

numben of exercises:

Age9 Agel3 Agel7 Adult

Stmctdret : -5 16 . 21 21
Rights and Duties —_— 10 S22t 20
Reg:ons S

The first set of exhibits in this section is made up of Ex-

" hibit 15, which disvlays the Structure color scheme; and Ex-

hibit 16, which displays the Rights and Duties color scheme
for. each. of the regional catcgorl;s of Southcast West
Central and Northeast.

"Structures. As Exhibit 15 clcarly s‘xows, the variance across
regions for the exercisés assessing structural knowledge is
small. The &mn delta p-values are-all less than 5 percen-
-tage points. Most aré’ less than 2%.

. At the 9-year-old level, the exercise showmg the biggest .
dlffercncc between Northcast and Southeast youths asked, -

Which one of the followmg is usually thc hcad of a
‘government in-a town?-
‘ The mayor
The governor - *
The chief of police
The school principal
1 den’t know.
Nationally, 57.5% of 9~ycar-o|ds know the correct answer;

48.1% of the 9-year-olds know it in the Southeast, and 66.7% -

.of the Northeast 9-year-olds know it. Both valucs are
+ significantly different than the national percentage and both

. are atypical responses for the reglonal groups. A snmplc ‘

cultural effect may be operating in the Question due to the
different geographic profiles of the two regions, the different
names given to town heads — e.g,, first selectman and town
~ board chairman — and even different names for towns in
some states — e.g., villages. .

At age 13, the West and Central are more allkc As pop-

ulations they are indistinguishable, in fact; with- only two-

atypical responses and three significantly different than the
national  percentage between them. The -Northeast and
Southeast are more different from ¢ach other, though the

" contrast is far from dramatic. On most exercises the two

groups of 13-year-olds are between 5 and 10. percentages
points apart with'the Southeast in gll but one case being
below the national percentage and the Northeast in all but
two cases being above. They are within 3 percentage points
of each other on a qucsuon about financing the government.
The text for this qucstlon is unreleased. (To provide a basis
for future compansun, NAEP holds in secret about half the
exercises used in an assessment. We make reference to these
unreleased exercises by topic only.) it any rate, fewer than
" half of all 13-year-olds know the answer {national percer-
tage — 47.2). Northeastern youths have a delta p of -1.6%;
Southeastern 13-year-olds, -4.58%. The two groups are
* farthest from each other on an unreleased exercise on school |,

O

) govcrnancc. Northcast 13-ycar-olds are 62% above the

hational percentage whlle Southcast 13-ycar-olds are -6.3%

below.

At age 17, the two most contrasting groups are again the
Southeast and Northeast, though the Western youths scored
the lowest of all on two unreleased constitutional questions
to provide the greatest contrast for the Northeast with dif-
ferences of 16 and 19 percentage points. In another un-
released question on foreign affairs the Southeast performed

" the best, at 5% above the national percentage, while the
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West again s Iowcst at -6.1%_ below the national pcrccnt-
age.

gAt the adult lcvcl the Northcast, Ccntral and West arein-
distinguishable with respect to median delta. p-values. The-
Southeast, whose adults make the poorest. showing here, is
below the national percentages on all 21 exercises by only
-2% to -8%. The other regions have only four or five restilts
below the national pcrcentagcs Nonc, howcvcr, is more
than 6.8% above. . !

The. rangc “of performance for all adults in this color

scheme is from a poor national pqrccntagc of success . of
45.7% on-an unreleased exercise on a constitutional provn- :
sion to-a whopping 96.3% on another unreleased Question
on the armed forces. About twgthirds of the entire adult
sample was able to answer A #4If dozen unreleased ques- -
tions on federal government details. A released question,
typical of these detail qucstlons on thc federal govcrnment,
asks,

Which one of the followmg has the powcr to dcclarc
an act of Congress unconstitutional?
. iThe Congress .
" The President L
The United States Supreme Court
The United States Department of Justice
I don’t know.
Natlonally, 61.8% of the adults answered corrcctly. Delta
p-values’ range from 3.0% for Centra] adults to -4.5% for
Southchstcrn adults. '

v Rzg/zts ‘and Duties. Exhihjt 16 dlsplays the median delta p- '.
-values for the four regional categories on the color scheme,

Knowlcdgc of Institutional Rights and Duties, for age levels .

13,17 and adult. No 9-year-old results are referred to in this .

color stheme because only one exercise was classified under
Rights and Duties. e

Released exercises in this color scheme mvolvc such mat-
ters ag atheists  holding office, criticism of officials and the
mlhtary by newspapers and others, picketing rock concerts
and police, assembly in parks, congressmen secking views of
constituents, racial discrimination in employment and laws
against vandalism. Unreleased exercises relate to freedom of
press and religion, property and petition rlghts, and govern-

* . ment criticism. The color scheme as a whole is presumed to

OUOW - i.’

- mostly political, in this

inquire into knowlcdgc and understanding of individual
right$ and duties in several institutional arrangcmcnts,
ciety.

Most of the exercises in this color scheme may be in-
terpreted as assessing a respondent’s commitment to some
democratic values. ‘A released cxamplc of this sort of qucs-
tion asks,

Should a person who does not bcllcvc in God be al-
lowed to hold a public office?

. Yes :

"No o
Undecided. .
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From that interpretation, it seems perféctly appropriate to
think of the set of questions as inquiring into the democratic
beliefs of the persons.being questioned. Our own reluctance
to call the color schente by such names as attitudes, heliefs
and commitments is based an two reasons. First the exer-
cises refer, for the most part, to rights and duties that are
fully legal and established in this country. They de not pre-
- sent issues that are presently the subject of hot debate in the
society, nor do they refer to any controversial extensions of
demacracy into new areas. Second, it is very difficuir. to
ascertain the actugl realm of assessment with such ques-
_ tions. The recent literature on value analysis only serve's to
emphasize the enigmas involved. Without, further questiori-
ing and exploration, there is no certainty whethet the ques-
“tion elicits descriptive or valuative information.

To th't; credit of NAEP, additional information has been
requested on some of these should questions to help insure

thejr cperation in the value realm. The respondents are .

asked to express reasons for their answers. The following is a

released example. ‘
s - - :
A. I):?:ou think people should be allowed to picket
the holding &f a rock festival as a protest against it?
* Yes (goto B) | o '
* No (go to B) o
Undecided (go to .B) . .
No response (after 10 seconds, go to C).
B. Please give a reason for your answér.

- Again, all we can say with respect to this strategy is that it
is perhaps as.good as can be done with wri?cn exercises.,
‘The furthé{; ‘assumption is required, howéver, that the
respondent’s own criterion is being expressed when he offers
areason. Otherwise, we are back to square one and still un-
certain whether descriptive or normative information is be-
ing expressed. By design, we excluded the reason giving
parts of such questions from this knowledge color scheme in
anticipation of having another color scheme in which they
would be featured. This value color scheme, as we stated.
carlier, was among those not-computerized. Its absence, we
recognize, places this Knowledge of Institutional Rights and
Duties color scheme, as well as this interpreter, in a
vulnerable condition. ‘ .

As Exhibit 16 clearly shows, the regions consistently

maintain their respective positions in the area of Rights and -

DNuties. That suggests that the two color schemes, Structures
and Rights and Duties, are not discrete, i.e., they are
probably measuring similar thingss Nonetheless, the
regional groups are more spread out in this color scheme.
QOver 10 percentage points separate Northeast and
‘Southeast median delta p-values. at both age, 1fiélnd adult
levels. The Central and Western catégories at each’age level
continue to look very much alike and continue to be the
norming group. Only three results among all delta p-values
for both groups for all ages are more than 5% above or below
the national percentages.

A selected set of exercises (Table 9) will illustrate how the
Northeast and Southeast differ. The released questions are.
represented here By shortened texts, Since the values

reported in these examples are delta p-values and national -

percentages for individual .exercises, rather than median
values as in the previous displays, they are directly and

specifically comparable. The Northeast and Southeast

scores can be added to and subtracted from the national

3

N S . - :
- ~ - - [y
1

., TABLE 9, Northcast/Southéast/National
~  Comparisons on Selected Exercises

National % ' 63.5 87.2 77.5

\

." The selected set of exercises above cannot be used ap-
propriately to characterize the groups. Exhibit 16 does that’

more reliably. However, some generalizations and contrasts
inevitably emerge. , .. '

In a country that is presumably built on democratic prin-
ciples, same of these believed by many to be fairly basic fail
in these exercises to receive anything like unanimous ap-

proval. If one’prefers an alternative intérpretation, a great. . -

many persons who live in this country do not know what its
basic principles are. From another view, however, one can
say that 75-t0-80% supportifor anything in a country as

pluralistic as this one 'is nothing short of miraculpus. '

Moreover, the application of a value conflict model to these

" data would likely contribute to their understanding.

Whatever generalization is preferred, it would appear

: _ Age 13 Agel7  Adult
Should an atheist hold public office? . . -

" Northeast _ 11.6 S 14.2 7.4

" Southeast ~168 ° -16.1 <203 -
National %. 59.4 ,626  55.6

- Shomld an atheiit be allowed to express’ his views
publicly? .
Northeast 16 23 .30,
Southeast - B4 -4.9 -10.1
National %~ @ . 639.~ 781 ~ 979 '
Should newspapers criticize public officials?
Northeast : 8.4 7.8 2.9
Southeast” . . -89 ° -9.3 -1.0

- National % 48.9 . "734 81.1 .
Should people be ‘dllowed to picket against a rock

~ festival? - :
Northeast , | 6.9 . 0.6
Southeast : C .93 -8.6
National % : - 52.7 - 63.0
Should people be allowed to assemble in parks to make
demands? : ‘ : ‘
Northeast 5.6 34 .. 50
Southeast -11.7 46 0 18

fairly certain that a person who professes not to believe in-

God could not he elected dog catcher of Orange County,
North Carolina, on a bipartisan ticket. Atheist politicians
would not seem to be shoo-ins anywhere in the country.
That exercise restlt, along with one about allowing persons
to picket a policé station to protest police brutality and
another about knowing that prayer is excluded from schools
on'the grounds'of church and state separation, barely made
a majority among adults. Picketing and the Supreme
Court’s religion-banniﬂgdcc'uig’ﬂ;rcd no better among the
nation’s 17-year-olds. Fewer than half chose theseparation

principle for the cne and a bare majority would allow

- pickets to protest eitherpolice brutality or a rock festival. In

the latter cases, rejection o%: the time honored *‘right” of
protest over that range o

percentages. i something.
] ., ,
72
Q ' | )
ERIC 00080 ...

»

L : .
A .
. L . -

social offenses must mean




WA rirmext provided by R

. 4
v

" The three age levels were asked,

Should race be a factor in hiring someone for a joh? | =

Yes

No ' to ‘ l. ! ) . .

I don’t know. _ ; '
On this very important question, we take heart, Over 90% of
‘every category at every age level, except Southeast and West
13-year-olds and Southeastern adults know that racial<is:+
crimination in employment is illegal or believe that race .
should not bc% factorin cmpldymént, whichever interpreta-
‘tion one prefers. A differerice between the Southeastern and
Western 13-year-olds is that for the Southeasterners this

~ " result is next to their best performance relative to the

- national percentages. They are atypically high. But for the
. Western' 13-year-olds, this result is their poorest perfor-
mance on all Rights and Duties exerciges. The delta p-value
of -6.4% is significantly below the national percentage of
88.8% for all 13-year-olds, - ) o
A visual comparison of the rank ordering ‘of exercises ac-
cording to delta p-values, a contribution of the computer
. that will not be shared in_this report, for each of the age
fevels and region groups suggests, much like Exhibit 16, that
Southeast and West youth are much alike; Northeast and -
Central youth: have much in common; and Northeast,
Central and West adults are very similar. The dramatic
events that occur in this breakdown of the data across
regions are the accommodation of eastern liberalism by

West adults and the retrenchmént of Southeast adults in a .

conservative, Bible-beit, law-and-order posture. . .
. ' =

Sex :

Exhibits 17 and 18 display the results in the S!ructﬁrc and

‘Rights and Duties color schemes according to sex. Our first
<xamination will concentrate on the Structure questions.

Structures. Exhibit 17 shows the median delta p-values for A

males and females across all ages for the Structure color
scheme. According to the median delta p-values used to
characterize males and females at ages 9 and 13, the two
groups of young persons are not very different in their
knowledge of the structures of institutions. In comparing the
two groups at ages 9 and 13 on individual exercises, the

. - . : . %'v

9; but in none of these is the difference more than 7 percen-
tage points. So at ages 9 and 13, boys and girls are different
in what they know, believe or hold importaut; but they are

not dramatically different. Differences this small may in fact g

be only chance products. S :
Specifically, at age 9, males are 5% more likely than
females to know that mayors and not police chiefs or school

superintendents are the heads of towns. Also boys are about
5% more likely than girls to know that the health depart- .
ment is involved in restaurant inspection, not selling food or

putting out fires. The importance of these pieces of informa-
tion seems less important than the facts that only 57% of all

9-year-olds know about town mayors and only 35% know -

about restaurant inspection. Even these results seem ex-
plainable within the normal world of 9-year-olds.

' By age 13, males and females seem quite similar as shown
in Exhibit 17. In fact, however, at least on some items, they
‘are more different than at age 9. The males outpoint the

- females from 6 to 7 percentage points on questions relating

" to national and international governmental structures, e.g.,
what the United Nations does and how a presidential can-

didate is nominated in the United States. But even with,

. their superior performance in the latter case, only one out of

~ five of the boys knows about national political conventions.

By age 17, a pattern that looked possible at age 13 seems

- more established. The depoliticization of females is in full

progress by age 17. While the differences between males and
-females on individual questions are not great < about half
the significant differences are between 5 and 10 percentage

., points — they are significantly different on 14 exercises. On
- 13 of these ‘the males are above the natiopal percentages -

while the females are below. The greatest male advantages
are on exercises referring to such matters as the nomination

of presidential candidates and the declaring of congressional -

acts unconstitutional. The only significant female advantage
is posted in a set of exercises requiring the interpretatior of a'
replica ballot, as follows (national percentages of success

and female and male dejta p-values ‘are indicated in.

parentheses). , o

“The ballot below was,used in a general election.” Look
at the ballot t8 answer the questions on this and the

- similarity judgment is only partially upheld in that the two. following two pages. .
| LEGISLATIVE COUNTY =~ =
o . SENATOR | REPRESENTATIVE| COUNCILMAN | TAX ASSESSOR
* OFFICES IN CONGRESS IN COXGRESS o ‘
. " {vote for one) (vote for ane) (vote for two) " (vote for one)
’ BRI AlanF JohnG MarthaG | Peter v
DEMOCRATIC. - KIRK ' SMITH DAVIS MOSS
B A_]ames M- Mary John Michael M Joseph L,
REPUBLICAN JONES O'CONNOR ' | RICHARDS | MERWIN LASKI
.A. If you wanted to vote for Kirk for senator, could B. CO‘!"Id u vote for both Davis and Moss for coyn-
you also vote for O’Connor for member of the House cilman? .
of Representatives?
¢ (Nationa} % 72.8) Yes (National % 83.2) Yes
(Female -1/.34; Male 1.41) No (Female 2.11; Male -2.23) No

I don’t know

\
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I don’t. know
14

groups are significantly different than thg national percen-
tage on 7 of 16 exercises at age 13 and 2 of 5 exercises at age

b
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4
C. Could you vote' for both Davis and Merwin for
* councilman? v
(National % 73.6) : m
(Female .35; Male -.37) No o
- I don’t know

"D. If you were registered as a member of the
Democratic Party, could you vote for Laski for tax as-
sessor? : ,

(National % 62.6) Yes

(Female -2.78; Male 293) . No.

*.  Idon’t know

5

E. Could you vote for both Kirk and Jones for
- senator?
(National % 90.1) Yes .,
(Female .29; Male -.31) »- No
- . ‘I don't know.”

Even in this set of questions where' 17-year-old females
scored their only significant advantage (part B), they suffer
two disadvantages, one of which is significant (part D). On
part IJ, which reteived the lowest national percentage of any
part, the answer cannot be deciphered solely from informa-

v

unreleased exercises about freedom of speech and religipn

and due process. At the other end of the distribution, the

males register a 6.2% advantage on an exercise.that asks,
, e

Should a newspaper or magazine bz allowed to
publish something that criticizes an elected govern-
ment official? - :
Yes -
No . .
Undecided. A

At age 17 the median positions of the twe, groups are
reversed with males being slightly above females, The dis-
persions are greater at age 17, however. Female advantages
on. five exercises in which the two groups are significantly
different range between 3:.3% and 9.5%. The females are
significantly more successful on exercises referring to race as
a factor in empfoyment and [reedom to criticize military ac-
tions and on a two-part exercise that asks,

. * E o R
A. Should a congressman pay attention to the opi-
nions and concerns of people whose views are dif-
ferent from those of the majority? :

tion on the ballot. Other information about general elections Yes . - . !
must also be known. Perhaps females are a bit better in- god ided
. figuring out the ballot puzzles but are less inforfned on elec- ndecide
tion rules. ’ . o
At the adult leyel, the differentiation of males and fernales B. Please explain any answer you selected. .
on the criterion of this Structure color scheme is complete. [Written answers judged acceptable or unaccep- -
The male adults are above the national percentage on every table]. .
- one of the 21 exercises included; the female adults are below Males, on-the other hand, did significantly better on cxer-
on a‘ll. Allbut 3 c!c]t?rp-valuc.s out °'_‘h° 42 registered fq(l;thc cises referring to the right to picket to show dissent,
two ggoups are significant. The lowest advantage score for atheists holding office and newspapers criticizing public’
-~thales is 2,6%; the greatest is 19.2%. officials ; T
- Malés and females are most nearly alike in their responses ‘Whik; the difference in median delta p-values between' .
- : g - ’ i . .
t.c:) th:: t\l/]onfn%ocx;:rmses CI.:.taigvc a;"tjhpn two ?ﬂfﬁlﬂﬁs adult males and females is-only about 3.5%, the variance on
about the le ‘fa government. Lne of these is upre . individual exercises is considerably greater than for either
the other ask$*which level of govcrm}cnt-could raise mail 13 or 17-year-olds. For ex ple, males scored a 15.3% ad-

. rates. They are most different on four detail qUCStlons“about vantage over females on the question whether persons who

< th; federar: goul/:x”gm;nt. Twprof these are unrclcz;sct;l. The do not believe in God should be allowed to hold public of-
others ask_which. ranch of government can decare a fice. Fewer than hall the women sampled were willing to
Congrcssxo.nal act unconstxtutlopal and hov;t a presidential have amatheistic public official. The males also have about a
ca",r‘:]’date 18 I"O".""atcd‘ ¢ that the school and the societ 12% advantage over females on questions whether persons

’ ese rc_sutths n;ay Sllftg_ggs tt' 3 tf F sc .]°° 'anth' N socntc y should be allowed to picket in.protests against rock festivals
cooperate In the depoliticization of females in this country. and alleged police brutality. QOver half the women (57%)

QAS th?y gr]ow Oldcl:' rr;fx%c; dnp;)ay tan u'if:tr.cailng z:tt:lvantag; ould allow the picketing of rock festivals, but fewer than
ov?.’;. c;nat_cs ton nowlcage about -political matters an half (46%) would allow the picketing of police stations.
pohtical structures, . While two thirds of the men wpuld allow picketing against.

o s the festival, only a slight majority would permit picketing

o Rights.and Duties. Exhibit 18- depicts male. and female P =

- median delta p-values for the color scheme on Rights and
Quties across three age levels of 13, 17.an.d ad}llt- Age 9, as *This inversion phenomenon is casily explained given, the fact

> we have said before, has only one exercisg in this theme and, that the male and female samples are roughly equal in number in .
therefore, is not includ~2 here. all groupings and, of course given the necessary jnclusion of
The median delta p-vaiuce for age 13 suggest that males cveryonc assessed in one or the other of the halves. Thus, the
and females are much alike on the 10 cxcrciscs_suinmal:izqd. national percentage of success on an individual exercise would lic‘
A review of the delta p-valies for individual exercises serms ;"c'i‘::é;’:“”’;":c‘ctcsmwﬁcgcé“:‘:tg:dotf;‘gg‘:;? a"gl:": ft:;malels
. . _ ge of success. onv Ita’ p~values, a male
o - to conﬁbrm thllS]Judgrpenti Thc fcmalcs‘hravc 7 out _oll; 10 exer + value would be matched by an equal female - value or vice versa,

. cisgs above the nationa perceniage o succ?ss,.‘ ut none When delta p-values are ordered in a high-to-low distribution, the a
more than 2.1%_: abovF.Smcc all male/female dx_stnbutxons in inversion of scores and exercises occurs. A similiar relationship is
these.data are mverstons:‘ the males necessarily have seven cvident in black 4nd white distributions, but the difference in  °
exercises below the national percentages but none more numbers in the two samples and the presence of the “‘other”
than -2.0%. The two\greatest female advantages are on two categdry make the inversion imperfect.
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against repotted police brutality. Most adults (77.5%) =

believe that persons should be allowed to assemble in a
public place to make demands known. Males, however, are

. 10% more likely to support such actions.

. Females, dn the other hand, post some advantages over
males. They have about a 6.7% advantage over the men on a
question about due process in a ‘given situatifn and are
slightly more likely than men to reject race as a factor in
employment. Differences this small could, of course, be due
to chance, .

It would seem on the whole that males dlsplay a greater
knowledge -of or greater commitment to democratic rights
and ‘duties than females. This male advantage emerges
between ages 13 and 17 and increases through young
adulthood. One is tempted to conclude that females are
socialized in this society to be less interested in, to know less
about and possibly to be less committed to certain political
values than males: This conclusion seems consistent with
commaon observa_non The politicized female still is an
anomoly in this society. Schooling likely contributes to the
depolmcxzanon process. Schools, however, are only one fac-
tor. v .

Race

Exhibits 19 and 20 display the results of these Ip-
stitutional exercises subdivided into Structures and Rights

‘and Tuties color schemes and analyzed \:)y black and white

races. A third'gcategory of persons classified as “other” —
i.c.. presumably neither black nor white — is excluded from
this analysis because of the few numbers of persons in the
~.ategory and some inconsistencies in the identification 6f its
members. ~

Structures. Exhibit 19 displays the median delta p-values for
the two racial groups across the four age samples for the ex-
ercises classified as Structure.

The variance between blacks as a group and whites as a
group on Structure-related questions is apparent in Exhibit
19. The median delta p-values are between 15 and 24
percentage points apart."While half of the individual exer-

«cise results are cloger together than these medians, no in-

dividual exercise result for the two groups is closer than
6.6% at age 9, 2.8% at age 17 and 10.3% at the adult level.
Only at age 13 does the black group score higher than-the
whiite group on individual exercises. There the blacks have
advantages on two exercises of 2.9% and 8.5%. At their
greatest differences on individual exercises, whites score ad-
vantages of 22% at age 9, 33% at age 13, 30 % at age 17 and
39% at the adult level.

As in the previous displays of the overall rcsults from all
exercises in Exhibits 3, 4 and 5, the confirmed picture is that
of two groups significantly and dramatically differentiated
by their performances ‘on these NAEP exercises.

At age 9, the two groups approach each other the closest
on a question that asks,

In a court, which one of the following has the job of
making sure that the tnal is fair and run according
to the rules?

The judge

The lawyer

The jury

The person on trial

I don’t know.

Nearly thtee fourths of all 9-year-olds could answer that
question cogrectly. Whites are only 1.6% above the national

77
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percentage while blacks are only -5.0% below. Black and
white 9-year-olds cdme nearer equally sharing this informa-
tion than any other in this color scheme. At the other -ex-
- treme, only one third of all 9-year-olds know that health
departments inspect restaurants. When dividéd by race,

. rabout 40% of the white children answered the question cor- .

rectly, while only 17.6% of the black children knbw this fact.

Explanations for such results tumble_out rapidly. As a
group, 9-year-olds are not especially aware of the ordinarily
unsung governranental function of restaurant inspection. Just
as likely, they are not sensitized to cuiinary cleanliness or
possibly to. restaurants themselves. Beyond this, black
youngsters probably frequant restaurants less than white
youngsters.

On the dther hand blacks frequent courtrooms in this
country as trial principals far beyond what their population
proportion would predict. Furthermore, television dramas
offer. recurrent though usually distorted views of vourtroom
scenes in which judges mainly play referees between wily
lawyers. -

In another instance, over 60% of the white 9-year-olds

* could identify the mayor as the head of a town government,

while only 45% of the black 9-ycar-olds could do so.
Cultural explanations of this 15% variance are harder to
come by, but one possibility is that blacks in this country
tend to be either city or farm folk. Towns are predominantly
white. Thus, probably a smaller proportion of black than
white 9-year-olds in the sampie would be town residents.
However, we do not have that kind of information on the
composition of these samples.

At age 13, the Structure color scheme is agsessed by
means of 16 exercises. The range of successes over these ex-
ercises for white 13-year-olds- goes from -1.0% below the
national percentage to 4.5% above; the range for black 13-
year-olds goes from -29.0% bclowt ¢ national percentage ot
7.5% above.

On one unreleased exercise for age 13 conccrmng a func-
tion of a major department of the federal executive, black
13-year-olds achieved an advantage of 8.5% over the whites.
It is also the exercise on which black 17-year-olds did best
while white 17-year-olds did very poorly. In both cases,
since the whites, who outnumber the blacks in the samples
by 6 and 6.5 to 1, did badly, the national percentages of suc-
cess are quite low Only 27% of all 13-ycar-olds and 38% of
all 17-year-olds answered the exercise corrcctly The result
may have very little meaning, actually, since the national
percentage is at the chance level of performance at thc 13-
year-old level. .

On three related questions about govcrnmcnt services,
black and white 13-year-olds are cxtrcmcly divergent in
their successes. Students were agsked ““Which level of govern-
ment (federal, state or local) would be most likely to pass”
the following:

. an act to raise the rates for sending letters
through the mail?
. an act to lower taxes on goods commg into the
coumry’
. an act to increase garbage collection services?

The national percentages on the three questions are 71.7%,
73.4% and 77.0%. The white 13-year-olds are above the
national percentage in each case by 3.6% to 4.5%, but the
blacks register deficits from -21.0% to -23.9%. A bare ma-
jority of black 13-year-olds could answer the questions cor-
rectly, while over three quarters of the whites responded cor-
rectly. -
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. the national percentage for all 17-year-olds — on an un-

A whole set of cultural effects is probably operating here.
It would seem gratuitous to ‘point them out. Whether they
are sufficient to explain the 25% disadvantage of blacks is, of
course, the central problem. .

We will mention one other exercise, whigk is the locus of
poor performances of all the samples in the afsessment. Age
13 respondents scored their lowest national percentage of
success on this exercise. They were asked, '

The presidential candjdate for each major poljtical
party is formally nominated by, which one of the
following? ’ S
The Senate
"* A national primary.
A national conventign
The House of Representatives.

(jnly 17.0% of the 13-year-olds could answer the question

correctly. Whites managed to m’ak‘c that 17.9%; blacks
scored a bare 10.8%. Presidential campaigns seem not to be
a major interest of American 13-year-olds students, black or
white. . : .

At age 17 the median advantage of whites overblacks in-
creases to 19%. This difference reflects a range of differences
on individual questions from as little as 2.9% to as great as
32.1%. All of these differences in delta p-values are white 17-
year-old advantages over black 17-year-olds. Thus, on all

‘but one exercise whites scored significantly above the

national percentages; on all exercises black 17-year-olds
scored below the national percentages, andall but one are
significantly below. The black and white 17-year-olds
#£sponded alike — i.e.; neither is significantly different than

released exercise about the functions of a department in thg
federal executive. Albeit, that result is by far their lowest
national percentage of success; only 37.7% of all 17-year-
olds marked it correctly. :

Black and white 17-year-olds gre most different in their
responses to two questions, about the federal government

‘and one question about a function of local governments. On

the two of these that are unreleased, one of the federal
government questions and the local government question,
53% and 88% of the white 17-year-ptds. marked.thenf cor-

_rectly while only 28% and 57% of the black 17-year-olds did
s0. The released federal question asks how a presidential

candidate is nominated. While barely a majority of whiteg
could answer this question, only one in-five of the blacks
marked it correctly, less than could be expected on the basis
of guessing. - T .
Among adults the differences between blacks and whites
widen still further. While there is general gain in adult
natiorial percentages of success-as well as in all adult raw p-
values for both blacks and whites overcomparable values for
17-year-olds on these Structure questions, all of which are
shared by adults and 17-year-olds, the blacks tend to gain
fewer percentage points afid less consistently than vites.

- All white adult delta p-values are significantly above the

national percentages and all black adult delta* p-values are
significantly below the national percentages. Within their
ranges of typicality, black and white scores on individual
questions vary from 19 to 30 percentage points, always with
a white advantage. Where they approach each other in per-
formance — i.e., on an item where blacks do their atypically
best and whites their atypically worst — the whites post
only a 10.4% advantage. This unreleased excrcise has to do
with the armed forces, At the other end of the scale, on the
question about national political conventions, whites have a

-

39.2% ad\;antage. Only 26.2% of the black adults could

anstver the question, a guessing score. Nearly two thirds of
the

lnated by ‘national conventions. -

Thrge of the four questions that are the loci of atypical
perfopmances by both blacks and whites are also among the
fiveeasiest questions for adults. The national percentage for
each of the five exercises is above 90%. On one of these, the
ballot question where respondents are asked if they could
voie for both Democrat Kirk and-Republican Jones for the
single Senate seat, 80% of the blacks and 92% of the whites
could answer correctly. On another, 97% of the whites and
82% of the blacks noted that the federal government gould
raise mail rates. . - .

On two other questions, blacks do comparatively worse.
Only 71% of the black adults as compared to 95% of white
adults could relate th€ federal government with the control
of tarilf rates. At the local level, only two tlirds of the black
adults connect garbage collection with ldcal government;
95% of the white adults know this common local government
function. o :

While there is improvement in-the performances of both
blacks and whites from the lower to the higher age samples
on the shared questions, it seems undeniable that the
relative disadvantage of the black samples increases with in-
creasing age. Schooling may contribute to the ability of all
persons to respond to questions such as these, but it is not
effective in reducing the performance gap between these two
racial groups in our country. That such a gap can be

_described racially is evidenced in this NAEP assessment and
+ in most other evaluative efforts that enjoy mainstream sanc-

tions. That such gaps become defined racially is the unfor-
tunate and unwarranted consequence.

Rights and Duties. Exhibit 20 displays the group effects of |

the three black and white age levels for which there are exer-
cises classified as measuring a mix of knowledge of and com-
mitment to some Rights and Dutieq associated with sorne of
our social institutions. P ,

The relative advantage of white respondents over black
respondents rangés from 8.5% at age 17 to 17.9% at the
adult level. The apparent gain in black performances noted
at age 17 on this set of exercises is also reflected in. the
Southeast group on the regional c'isplays and in the low
metro group in the STOC exhibits. The Southeast and the
inner city are likely locales of the ‘majority of black respon-
dents in these samples. o )

Within their ran_es of typicality, black and white 13-year-
olds differ from . :h -rther from 7.2% to 17.4% on individual
exercises. Witi.u. this group of questions to which both
groups responded typically is the question,

Should race be a factor in hiring someone for a
job?
a Yes
No
I dog’t know. )
“No" is the response of 90.5% of the white 13-year-olds ar.d
the response of 83.3% of the black 13-year-olds.

The two groups are actually closer together and unex-

pectedly more settled on a question that asks,
Do you think there should be laws against acts of

& ~——-vandalism such as destroying a statue?

Yes
No
Undecided.
Nearly 95% of the blacks and 93% of the whites approve of

00087

hite adults know that presidential candidates are ,
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such laws. This is the only question on'which black 13-year-
olds post an advantage over whites. A contrast in perfor-
mance and in content is found in an unreleased exercise

_referring to religious freedom. While 81% of the whites sup-

-ported this value, only a bare majority of blacks did. Fo sug-

gest that the responses to the two questions, .especially
among blacks, ’dcmpr_lst(a ¢ a disparity between human and
property values is proba}’ly too facile, . .

At age 17, the Rights and Duties color scheme is defined
by 21 exercises. Nine questions are shared with the 13-year-.
old group and all but one are shared with the adult group.
As. in all other distributions featuring black and white
respondents, the dispersion of the whites’ delta p-values is
quite compact, running from -1.5% to 4.8% for a total range
of only 6.3 percentage points, while the dispersion of the
blacks’ delta p-valués is broad, running from -24.5% t0 7.6%

“for a total range of 32.1 percentage points. -

The two groups are practically alike in their responses to
the question involving racial discrimination in employment
and an unreleased question on age discrimination. On the
racial discrimination exercise, the two groups’ performances
are within 0.8%; on the age discrimination question only 1.4
percentage points :separate the two groups’ results; The
national percentages for the quéstions are 93.8% and 89.3%.

Black and white 17-year-olds are most different on a ques-

_tion involving the freedoms of speech and religion and a

question that asks, - :
Should a person who does not believe in' God be al-
lowed to hold a public office? ' '
Yes t
No
Undecided.

_The groups’ responses vary 21.2% ‘on the first and 29:1% on
. the second. About 60% of the black 1/-year-olds-appear to

be supportive of religious and press freedoms in the first, but
only about 38% are supportive of religious freedom in the se-

. cond, as compared to 82% and 67% of the white 17-year-
‘olds. ' )

Also among the-most varied respenses are those related to
the question, - : ) : :
" ‘Do you think peoglc should be allowed to picket
“the holding of a rock festival as a protest against it?
Yes ‘
“No

’ i Undecided

. No response. e .
A small majority of 52.7% of all 17-year-clds would support

. this sort-of action. As a group, whites are slightly more will-

-
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ing; 56.5% would approve. However, among black ;7-year-
olds, only 32.8% are approving. The contrast between
blacks and whites is complicated by the fact that just half
the white 17-ywar-olds approve of the picketing of a police .
station to protestireported police brutality; but 59.2% of the
blacks would approve. Roughly speaking, almost twice as-
many black 17-year-olds would allow a picket protest
against alleged police brutality as would allow a picket
protést against a rock festival. The effect of social experience
on the-way persons respond to presumably similar situa-
tions, picketing, in this case, seems well demonstrated.
Perhaps, the effect of social experience on the way persons
respond to NAEP test questions is better demonstrated.
Adult black and whiite respondents demonstrate the
same patterns on Rights and Duties exercises as do the 13-
year-old and 17-year-old samples. All but two delta p-values
of whites are above the national percentages and all but two
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delta p-values of blacks are ‘below the national percentages.

The medjan delta p-values in Exhibite 20 suggest further - -

~ that on Rights and Daties cxcrc?gs, as was also noted

earlier for the Structure exercises,”black and white adults
differ more from each other than do either the 13 or 17-year-
old blacks and whites.

On three exercises in this color scheme, black and white
adults are most alike, i.e., neither group is significantly dif-
ferent than the national percentages of success. It is on these
exercises that the Whites produce their lowest delta p-values
and the blacks produce their highest. The two released

. questions refer to the factor of race in employment. and

. . ovos9 -

picketing a police station. Over 0% of bath groups believe

* race should not be a factor in émployment and just over 50%

of each group believe that persons should be allowed to
picket against brutality. The radicals among the adults are
those persons classified as “other’’ who are not included in
this report. They posted an impressive advantage of 16.9%

on the police-picketing exercise. :

The adult groups are most different on three released ex-

. ercises where the whites are from 3.7% to 5.0% above the

national - percentages and the blacks. are from 20.4% to
29.9% below. The three exercises, previously referred to in
other sections of this chapter, concern atheists holding

‘public office, picketing a rock festival and the Supreme .

Cour¢ decision on religion in public schools. The national

_ percentages on these questions are 55.6%, 63% and 52.3%..

"he principles involved in these questions are either not too
well kngwn or are not too well regarded by this sample of
adults or are opposed.by other values unknown.

According to these results, the principles are also not
equally known or regarded by these black and white adults.

. In the following exercise, 57.4% of the white adults sampled

recognize the principle of separation of church and state,
but. only 22.4% of the sampled black adults know. the
grounds for the famous decistion. ' '
- The Supreme Court.ruled that it is uncon-
" stitutional to require prayer and jormal religious
instruction in public schools.
Which one of the following was the basis for its
decision? : b
The requirements violated the right
" to freedom of spkech.’

There was strong pressure put on the
Supreme Court by certain religious
minorities.

Religious exercises violated the principles
of the separation of church and state.

. . o
‘Every moment of the valuable school time
was needed to prepare students to earn
a living. . i
I don’t know.

“I don’t knpw”* presumably functions differently than a sub-
stantive distractor in such a question; however,. given the
right assumptions about thé four distractors-in the exercise,
guessing by the entire black adult population in this sample
could be expected to yield the same result they produced,
Neither do the whites earn accolades for their performance.
Chapin’s teamn, in another inquiry into this assessment, es-
timated that at least 60% and possibly more than 80% of the
adults should be able to answer this question,

Besides the chance results of guessing, conjectures-as to
why these adults performed so poorly Bere are myriad. They
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would have to include, it would seem, the possibility that
these adults, in the absence of pecall knowledge about the
‘case,’respond more readily to suggestions of political prac-
. ticality than to.moral principle and, therefore, project the
. same posture to others, including Supreme Court justices. It
is far more practical to suppose that the court yielded to
pressure — not a bad guess, really, given the polmcal nature
of that institution.
In another of these differentiating exercises, about 60% of -
. the white adults appear willing for a person who does not
. believe in God to hold public office. That majority is not
likely to get an atheist elected in many communities,
_ however, for only about 35% of the black adults are so in-
clined. The anomoly is that blacks, who have been extraor-
* dinarily influential in expanding civil rights relative to race,”
appear not to extend these principles to othcr realms such as
religious belief.
The last of these exercises also suggcsts some contrasts.
Some 67% of the white adults would allow pickets to protest
-a rock festival. Only 39% of the black adults would do so.

The contrast between the groups anent rock festivals, which -

‘may reflect. different mUSical tastes, is less telling than the

- " contrast with these groups’ previously cited willingness to

~° picket against reported police brutality. Just over half of
both groups would allow anti-police pickets. Thus, to draw.
the lines of perspective, the blacks are more willing to allow
active protesting of police brutality than they are to allow
active protesting of rock festivals. Whites, on the other hand,
seem more concerned about the festivals than about the
brutality. Perhaps the difference has somethipg to do with
whose ox is gored.

Parental EdUCation

In this section, the results for the four age levels in thc two
color schemes are analyzed across four levels of parental
education. The median delta p-values used to char:tctcx{:ze
the different groups are shown in Exhibiis 21 and 22, :

 Structures. Exhibit 21 dlspliys the results in the Structures
theme for ages 9, 13, 17 and adult classified accordmg to
whether neither of the parents of the respondcnts went to
school beyond the eighth grade, at least one parent started

from high school but did not go beyond that, or at least one
went on for some kind of training after graduating from high-
schgol. The two exhibits attempt te show the: relative
rel itionships between the respondents’ answers to these

qugstions and the varied educatlonal exposures of their
parénts. .

The displays_strongly suggest that the four age samples
can be divided into discrete populations according to the dif-
ferent levels of parental education. The relative positions of
the median delta p-values are hierarchical and consistent.
The higher the educational attainment of the parents, the
better the respondents perform on the set of questions clas-
sified by this theme for each age level.

At age 9, the sample is-almost dichotomous with the no
high school and some, h!gh school groups producing all
results on i. dividual questions below the national percen-
tages: 8 of the two groups’ 10 delta p-values are significantly
below. In contrast, all of the 10 delta: p-values of the

graduated high school and post high schogl groups are

above the national percentages; 8 are significantly above.
~ Thel four~age levels come nearest performing as similar
+ . populations on the question that asks who is responsible [or
a fair trial. Only the post high school group answered this
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but did not finish high scheol, at least one parent graduated -
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question at a level that is significantly above the national .

percentage of 73.8%. The post high school success of 77.6%
has an advantage of 10.7% over the lowest no hlgh school
group.’ :

The post high school group ’s advantagc over the no high
school group is 18.0% on the *‘town mayor * question and
16.5% on the “restaurant inspection” qucstlon On both of

* these questions the post high school group is significantly

above the national percentages while the no high school®

- group is significantly below. Only 44% of the no high school

group know that the mayor.is the head of a town govern-
ment and only 27.2% know that health departments inspect
restaurants. Few 9-year-olds in any category know this
health information. Only 44% of the post hlgh school group
marked the question correctly, -

The "dichotomy between the post high school and
graduated high-school groups and the some and no- high
school groups observed at the 9-year-old level seems not to
hold at age 13. For one thing, though not detectable in the

- median values shown in Exhibit 21, three of the jroups’

scores are far more dlSpCl‘SC at.age 13 than at age 9. At age 9,

the spreads of the four age categories on five observations

are 5.9%, 8.6%, 4.1% and 4.4%. At age 13, the spreads on 16

*observations are 26.5%, 15.1%, 4.2% and 13.4%. The

anomoly is the graduated high school group with a disper-
ssion of only about 4.0% in both age samples. There seems no
self-evident explani.tion for the anomoly. The graduated
high school group simply pcrformCd close to the national
percentages on all ‘the exerciseg, The some “and no high
schdol - groups hover near. thé national percentages on

_perhaps one third of the exercises but plunge 16% to 24%

below on others — though not necessarily on the same ones.

~ Meanwhile, the post high school group soars above the

.national percenyages from2. 4% 10'13.1% on all but one cxer-
cise.

The groups performed alike only when everyone appcars}
to hdve been guessing. For example, an unreleased exercise
asks for the identification of a federal executive department

by its major function. All scores converge to the national

“guessing” percentage of 26.7%.

The greatest differences in the groups are rcglstcrcd for
the two exercises that ask for the identification of the level of
govcrnment’ — i.e., federal, state or local — most llkcly in-
volved in dowering taxes on incoming goads and in'increas-
ing garbage collection. The post high school group earned

its greatest advantages on these questions with successes of -

13.1% and 11.0% above the national pcrccntagcs while the

no high school group, in contrast, suffered its greatest disad-

vantages with successes of * ~-16.5% and -23.7%. The

‘graduated high school- group, which deviates from the

national percentage but little on any question, has a delta p-
value of -3.15% on-oné and -2.35% on the other. The some
high school group has one of its worst scores onone, -11.9%,
and one of its best on the other, -1.3%.

Generalizations at the 13-year-old level, othcr&han those
suggested above, are elusive. While overall the 13-year-olds
do not perform well on this set of questions, in géneral they
do somewhat better on exercises whose contents have recur-

_rent reinforcement in day-to-day experience. For example,

practically none know how a presidential candidate is
nominated (17% for all; from 12% to 20% by group); but
most know how men get into the armed forces in wartime
(82% for all; from 70% t0°90% by group). There are results,
however, that make this generalization lzss than firm. For
example, more no high schocl respondents know that a

v =3
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" sena . r usually is elected rather than a;ipointcd (70%) than

-know that local governmenits collect garbage (52%).

. At age 17, the groups appear ta perform much-as they do

at age 13. All post high school 17-year-olds’ delta p-values
are above the national percentages and all but one are
significant; all no high school delta p-values are below the
national percentages and all but one are significantly below.

- The some.high school 17-year-olds look a bit like a replica of -

the fio high school group, but with.delta p-values elevated
" about 5 percentage points. Nonetheless, all but one of these
values are below the national percentages; all those below
.are significant. The 5% difference is accugately reflected in
the median delta p-values in Exhibit 21. The post high
school 17-year-olds are something of a reversed i image of the
some and no high school groups with their best relative per-
formances on exercises on which the other groups performed
most p00rly The dispersions of these thvee distributions are
also quite large. The no, some and pos*high school groups’
spreads, in that order, are 20.7%, 22.6% and 11.3%. The
graduated high school group maintains its anomolous
character. Its delta p-values are all within about £3% of the

national percentages, half above and half below. The list of -

21 exercises, ordered from the group’s best to poorest perfor-
marnces, does not resemble the lists of the other groups when
ordered by the same rubric. An acceptable explanation is no
more apparent for the 17-year-olds than for the 13-year-
olds:.

" One explanation, which lies somewhcrc bctwccn a purc
conjecture and a random’ guess, is that the group whose
parents graduated frdm high school but never went beyond
-.high sghool has the Strongcst orientation te school. It
“becomes the ‘nprming: group’on these exercises, which also
réflect:a, strong taint of schoolmg The other groups, those
whose parents were less or mor successful'in school deviate

“in different ways from the norm.
There seems to be some evidence for this hypothcms The -

best example of it relates to the exercise on ths nomination
of presidential candidates by national political conventions.

The national percentage for this question for all-17-year-

olds is 48.5%. The graduatcd high school group attained
*48.6% on this question.” Both the some and no high school
groups turned in their worst pcrfOrmances on this question
~ with delta p-values of -18.8% and -22.6%, respectively, whiie
the post high school group turned in l{;bcst pcrformance

" with a delta p-value of 12.1%.

In another instance on an unreleased exercise concerning
school governance, the graduated high school group is about
1.0% below the national percentage and within 0.9% of its

own median delta p-value for all of these exercises, while the -

no any some high school groups produccd their best deita p-

valueq of -1.9% and 3.8%, respectively, and the post high

schodl group produced its worst delta p-value of 0.7%. -
At the adult level, differences in the groups continue to
manifest themselves. Inequalities in performance in this as-
sessment associated with different family environmeits with
respect to parental education are not erased by time. Having
been reared by parents who did not attend high schooi ap-

pears to disadvantage adults with respect to this assessment, .

in much the same manner that it appears to disadyantage
others of similar backgrounds of schoul age. Furthermore,
whilé there is some reason to infer from these data that there
is a slight improvement in test performances of this kind by
persons after 17 years of agk, there is more basis for inferring
that the important gains are made during the school ages of
13 and 17: These inferences can be made largely from the

median natlonal raw p-valucs shown in‘Exhibits 3, 4 and 5
in the earlv part of this chapter. The evidence here relative

-to ‘Structure information suggests that among groups all

such improvements are parallel. No group — here, for ex-
ample, groups categarized by paren‘al education — cscapcs
its past. -

An cxample of thc kind" of improvement referred to is in
the question about a presidential candidate’s nomination.

_ Less than half of all 17-year:olds could aniswer this question,

but nearly 66% of all adults. Know this function of national
copventions: That would count as improvement if it-is more
than a chance gain. The persisjent inequalities are shown b

the fact that as adults, still Yess than half (44%) of the
persons whosc parents never went beyond: eighth grade -
know how prcsndcms are nominated. About 57% of the some
high school group know this fact along with about 64% of
the graduated high school. In contrast, 80% of the group

~whose parents went on to school after high school m‘arkcd

the question right.

Some things, it seems, ncarly all adults know. That the
federal government carries the mail is known by 95% of all
adults.. Even here, howev«_r, group differences persist. The
no high school group posts a high 92.3% on this question,

‘but the post high school group hits a cracking 99.2%.

A pheriomenon of these adult data when categorized by -
parcmal educzdon ia the uncannily accurate ordering of the
exercises by difficulty in the post high school distribution.
That is, on the hardest. exercises, those which'receivad the
lowest national perccntagcs of success, the ' ost kigh school
group achieved its highest deita p-scoves. But on the vasiest |
questions, where the national percentages of success were
highest, the pest high school group achieved its lowest delta
p-values. ’

One’s first unpmssnon is that. this group did best on the
hard questions and poorest on the easy guestions; bw! that is
not the.case, for on the easiest question of all for the adults
as a whole, the post high schoo! group has a percentage of
success of 99.3%. That means only three personus in the
whole population missed the question. The fact'ls that the
post high school group did well on all the questions. When
the national percentage was high, there was simply less
range on top fgr the post.high scheol grpap’s advamagc

A'second hypoﬂ’aeslb is hazardcd. The most congistent, ef:
fectiveand Iong-lastmg infizence.on the abshty to respond to
questions of this kind is the educational environment of the
home. Another way to put it is that pareats who are succes-
sful in scheo! have children whe are successful in school.

. That assumes, of course, that the ability to answer these

questions is related 1o or is more generally expressed as the

" ability to succeed in school, Persons wha are successful in

schoolwork are successful partially, at least, because they

-develop interests in the things schools stand for and
- emphesize. To some extent, perhaps to a'great extent, such

school related interests are retained into adult life and are
perpetuated as interests in the lives of children, “visiting,”
as it were, **the iniguity of the fathers upen the children to
the third and the fourth generation . .. ."”

v

Rights and Duties. Exhibit 22 displays the median delta p-
values for three age levels for the exercises in the Rights and
Dusties theme as catcgorlzed by pérental education. Age 9 is
not represented because of too few exercises in this theme.
In general terms, the relationship of parental edugation to
percentages of success in these thematic arrays is consistent
with what was found in the Structure thematic distribu-
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tions. Sorting on the fourilevels of parental education ap-

* pears to result in four distinct populations that perform con+

sisteatly in this theme at all age levels. The post high school
group scores advantages consistently; the other groups con-
sistently scare relatively lower successes.

As we have cmphasxzcd before in reviewing this theme,
responses in this'theme may carry a heavier value burdén
than those in the Structure theme. Knowledge of Structure
questions are based largely on factual recall while the ques-

ticas classified as'Knowledge of Rights and Duties are an *
‘uncertain mix of fact and value. To some degree, the delta p-

values reported in this theme reflect a rating and ranking of
preferences associzred with our democratic institutions. In
other respects, they reflect a knowledge of the principles and
rules by which our institutions are gow:mcd ' Ta say, for ex-
ample, that race should not be a factor in employment may
indicate on’s preference in the matter or it may indicate a
knowledge of the law of the land, which explicitly prohibits
racial discrimination in certain jobs and implicitly dis-
courages it in most others. .
Among 13-year-olds, a distribution pattern similar to that
noted earlier fer Structure.is evident. Dispersions of £ the no,

some and post high school groups are fairly wide — 21,14 '

and 11 percentage points, respettively — while the dlspeﬁ)
sion of the graduated high school group is narrow, only 5.5
percentage paints. Furthermore, all the no high school delta
p-values are below.the national percentages, as are all but

“one of the some high school group’s sgores. In contrast, all

post high school values are above the national percentages.
The graduated- high school group s delta p- values are half
above and half below.

. On only one question did all groups rcspond in the same
way; 93% of all groups, £0.4%, agree that ther¢ shou'd be
{aws against vandalism. On all other exercises there is-
significant variance by one or more’of the groups. No other
question received so high a nation’l perceniage of success, A.
sense of property rights still appears to be alive and well,

" least among these 13-year-olds.

At the opposite end of the success scale, only 48.9% of all
13-year-olds responded affirmatively to the following ques-
tion:

Should a newspaper or magazine be allowe
publish something that criticizes an eleéted
government official?
Yes : ;
No . ’ ©
Undecided. “
This question also -produced consxderable variance among
the groups. The post high school group is 10.5% above the -
national level on the questiorr while the graduated hxgh
school group, its nearest compétitor, is -3.9% below. The
some and no high school groups are far below the national
percentage at -14.5% and -13.1%. While 9 out of 10 of the
respondents whose parents either did hot go or did not
graduate from high school believe that vandals should be
punished, only. one out of three believe government officials
should be pubticly criticized in the media. In addition, fewer
thap half of these groups would allow an atheist to hold a

a

" public office. ‘On this questicn, ‘over 60% of the graduated

high school group and 67% of the post hlgh school group
would’ permit a person with such a belief to hold office..
One is tempted with such results to apply labels of liberal
and conservative' to the groups. However, conservative is
hardly the proper appellation for a group two thirds of
which would not allow.newspapers to criticize the govern-

ment; nor is liberal an especially appropriate way to refer to
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a group one third which would apply a religious criterion to
public service. The application of a value-conflict model to
‘these data.would likely surface a-number of both inter- and
intragroup conflicts that warrant some attention.

No great liberal group shows up at age 17 either; though a
tendency in that direction can be inferred for the post high

school group on some questions, if certain assumptions are.

made about the-meaning of liberal, the meaning of the ques-
tions and the r:;gnmg of the responses to the questions. For

example, the post high school 17year-olds have significantly -

positive responses of 4% to 10% abové the national percen-
tages on questions involving public assembly, picketing
police stations and rock festivals, criticizing-government of-
ficials and policies and atheists holding public dffice. Their
advantage over the some and no high school groups on these
questions ruris from 5% to 30%. If the assumptions can be
made that a person supporting the activities listed above can
* properly be thought of as more liberal than a person not
supporting them and that support or approval is what is be-
ing indicated by the positive marking of those questions,
then it follows that the post high school group shows more of
a tendency toward hberahty than any other group. Admit-
tedly, the conclusion is tenuous. It would be just as valid to
syppose that the exercises measure an understanding of our
way of life inasmuch as all the activities referred to in the
questions are in accord with the law of the larnd. That the
17-year-clds achieve on these exercises national percentages
of success of only §0% to 90% may more aptly suggest an
insperfect’ acquaintance with some eleménts of our
democratic system. : ‘

There is evidence in two other sets of exercises in. this
theme that suggests that the shared orientation of this 17-
vear-old samplesds “law and order.” The inference is dérived
from a set of questions on which there is faifly high agree-
ment among these respondents and little variance among

the groups in comparisoh with a set of questions on which .

there is relative low agreement and large variation across
« Broups.
When asked if there should be laws against vandalism

and if a ctime against property would be reported by them,

92.6% and 74.4% of these 17-year-olds answered affir-
matlvely There is nothing in those responses that is neces-
sarily improper, of course. Percentages that high simply
suggest high concern ‘and strong agreement. No group
answered either question in a significantly different way.

* In something of a contrast, when asked if they would al-
low picketing against a rock festival and picketing ‘Against
reported palice brutality, only 52.6% and 51.6% of these 17-
year-olds answered : affirmatively. Furthermore, when
analyzed by the four education categories, .¢here is con-
siderable dlspanty acregss the groups. The no high school

group is sngmﬁcantly below the national percentages- by;

-19.1% and -13,8%; the some high $chool group is
significantly helowsthe national percentages by -14.9% and
-1.8%; the graduated high school group is below the
national percentages by -3.9% and -2.8%; and the post high
school group is significantly above the national perccntages
by 10.8% and 4.6%

The point is that the 17-year-olds are, /very certain and
very homogeneous on the former questions characterized
here as having a_law and order orientation; but they are
pusilanimous and disparate on the latter questions invplving
matters of a different order. -

v At theadult level, this law and order characterization can
also be supported reasonably well by eomparing the adult
_groups’ responses on the three questions that are shared by

a
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. the two age samples. When asked the question involving the

reporting of a crime against property, 92.4% of the adults’

answered affirmatively, a much higher percehtage than for.

17-year-olds. The graduated high séhosl adult group is
‘significantly above the national percentage on the question
by 2.1%. No other group answered the question significantly

. different from the national percentage. The adults, like the

17-year-olds, are quite-certain and fairly homogeneous on -

‘the question. s _ .

When asked about picketing rock festivals and police sta-
tions, 63.0% and 52.2% of the adults dnswered affirmatively.
They are 10% more willing than the 17-year-olds in the one
case and about the same as the teen-agers in the other.
When analyzed by education categories, the adult groups,
like the 17-year-olds, are markedly different. The no high

school group is significantly below the natioaal’pcrcentagcs

o . - L
i above the national percentages on only two of the five exer-
cises in the théme while the low metrq grouﬁ is significaptly.
below the national percentages on four of the five exercises.
The lowest low metro dispersions of abaut -16% are on an
unreleased question about takes and the question abcut
restaurant inspection. On the tax question the national
"percentage is 83.2%. The high metro group is a significant
5% above this level. None of the other five groups vary
significantly on this question. The poorest performance by
“all 9-year-olds is on the restaurant inspection question.
Only 36% know that this task is a function of health depart-
-ments, but fewer than one out of five of the low metro group

" know this fact. That is probably below the guessing level.

by -11.1% and -8.1%; the some high scheol group is below «

the national percentages by -4.3% and -4 2%; the graduated

high school group is above the national sercentages by 5.9%

and 2.3%; and the post high school group is significantly
@boize the national percentages by 15.2% and 12.3%.

- ¥ Beyond this possible orientation, ther¢ are other useful

comparisons to make among the adult groups. They are also

“agreed that race is not a proper factor in employment.
Adults are verbally accepting of racial equality in employ-
ment at the 92.3% level. There dre no differences according
to parental education.

At the other extreme, only 55.6% of all adults would per-
mit an atheist to hold public office; but they vary greatly ac-
cording to' the educational environment of their youth
homes. Only 41% of the adults whose parents never went to
high school would allow a nonbeliever to hold office while
76% of those whose parents went beyond high school would
do so. ) .

Also, a bare majority of adults agree that a constitutional .
_principle guided the Supreme Court’s ruling on religious in-
struction and prayer in public schools. The post high school |

™ group registers a respectable 72.4% on this question, but

. tions are included in Appendix B.

R
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only 39% of the no high 'school group agree with thisp_
response.

Size and Type of Community (STOC)

Exhibits 23 and 24 display the median delta p-values for
the two color schemes, Knowledge of Institutional -Struc-
tures and 'Knowledge of Institutional.Rights and Duties,
categorized by size and type of community for the four age
samples, 9, 13, 17 and adult. While all'seven STOC
categories_are exhibited, most of the discussions will. refer
only to the high metro, low metro, urban fringe and extreme
rural groups. The justification for this delimitation is in the
contrast afforded by these groups and in their characteriza-
tions. The high metro group is mainly affluent, the low

‘metro is largely inngr city, thé urban [ringe is suburban and V

the extreme rural is primarily farm. More complete defini-

o

Stuuctures. Exhibit 23 shows the median delta p-values for
these groups and age samples for the Institutional Struc-
tures color scheme., - * .» o

Among the various STOC distributions in the é—'year-ol'd
-sample, the most-glaring conclusion is the gross difference
between the delta p-values of the high and low metro
groups. That difference, of course, is patently evident in the
display of medians in Exhibit 23. Actually the high metro
group differs less from the rest of the sample than does the
low metro group. The high métro group is significantly

'
13

About three fourths of the 9-year-olds know that judges

* are responsible for fair trials. This knowledge is- shared
across all these STOC groups about equally. Only the

. urban fringe group registers a delta p-value significantly
above the national percentage; and that advantage is only
3.6%: The high metro group is actually 1% higher, but the

< statistical controls do not label that difference -3 significant
LY

for the high metros. s

At age 13 there is an apparent slight n’arrowirig of the dif-
ferences between the high metro group and the low metro

group as shown in Exhibit 23; but a sharper look at the dis-.

‘tributions from which these medians are drawn do not bear
this out. If anything, the two groups are significantly dif-
ferent in more areas; but, of course, there are-more exercises
at this age level. The other groups, possibly excepting the
urban [ringe and main big city groups, are so nearly alike to
be indistinguishable; that is, none vary essentially from the
national percentages. :

The high and low metro groups share three exercises on
which neither is significantly different tharf the national
percentages. These also happen to be exercises concerning

. the federal government for. which the national percentages of
success aré low, 26.7%,; 34.8% and 47.2%. Tty also share
four exercises on which they are most varied from each other
-and from the national percéntages. The national percen-
tages are relatively high in these cases ranging-from 67% to
82.5%. Two of the questions are about the féderal goyerns
‘ment, and two are abo\llt local government functions. On

. two of these four, 81.7% and 87.4% of the high metro respon-
dents indicated that the federal government carries mail and

“local governments carry garbage. Only 51.5% and 61.7% of

the low metro students know these relationships. Main big
city respondents are not'much better; 65.8% know that gar-
bage collection is most commonly a local government func-
tion. It is on that question that main big city respondents
are_most distinguished from other 13-year-olds excepting
their neighbors in the inner city. Main big city and low
metro responsgs to this question, which refers specifically to
the likelihood of increasing garbage collections, may be

m.ore valid comments on city sanitary departments than on .

the knowledge levels of the respondents.

At age 17, all STOC groups except high and low metro,
are clustered close to the national percentages of success.
Perhaps a dozen delta p-values for the middle five groups
are large enough tu be significant. In contrast;.all but five
delta p-values for the low- metro groups are significantly
below the national percentages and all but two values for the

high- metro groups are significantly above the national

percentages. For the most part, the two groups respond dif-
ferently to the questions in this color scheme. As groups,
they not only differ from each other but also from all other
groups in the sample.
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On two questions, however, these two groups are alike. In
.fact, with the exception of the main big city group on one of

. these questions, the entire sample is homogeneous. On the
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_are below the national percentages from

ballot question, which asks if a voter can vote for both Kirk
and Jones for a-single Senate seat, 90% of the 17-year-olds
said “no.” On an unreleased question about school gover-
nance, about 65% of all 17-year-olds demonstrate that they
know the locus of a certain decision. Only the main big city
group is a significant 8.4% below the national percentage. -
Three other released questions are illustrative of the dif- -
ference berw#en the,high and low .metro groups. Two of
these have to do with the federal government. On a question
about raising mail rates, 93.3% of the high metro group cor-
. rectly identified this to be a federal government function;
only 78% of the low metro group make this connection.
When asked how a presidential candidate is nominated,
% of the high metro group said it is by a national conven-

tion, only 29.7% of theg low metro group know this ¢

_procedure. At the local level, 95.3% of the high metro group
“know that local governments cgmmonly collect gagbage; but .
only 76.1% of the low metro 17-year-olds recognize this
social task as a local government function. '

As is bservable in F«hibit 23, the relative positions of the
groups dg not change greatly frora the l7-year-old sample to
the adult sampile. The high metro group is high, the low
metro 'group is low, and the remaining five groups con-
gregate closely about the median natiopal percentage of suc- ,
cess.
Al high metro delta p-values: are aboveé the %anonal
percentages from 1.5% to 20. 7%. All but two of these
pesitive values are significant. All but two delta p-valucs of

* the urban fringe group are above the natlonal percentages

_from 0.3% to 5.5%. The two 'valyes below the national '
" percentages are -0.3% and -0.7%. Abgut half of the positive
values are significant. About half of the medium city delta p-
values are abdve the natidnal percentages from 0.4% to 4.7%
and about half are below from -0.3% to -2.4%. None is-
significant. Over half of the delta p-valugs of the small place
group are above the national RpercentagCS from 0.1% to
3.7%; the remainder arebelow frérn 0.1% t0.4,6%. Three of
those above and two &f those below are sxgplrcan‘t All but
‘two of the gxtreme rural group’s values are bélow the ®
national percentages from -0.5% to -13.3%;-one is at the
national percentage and one is 1.5% above. Five of the
_negative values are significant. About one third of the delta
»p-values for the main big city group are above the national
percentages (rom 0.4% to 6.9%; three are significant. The
remaining two thirds are below from -0.5% to -13.7% with
six significantly below. All of the lovéjﬁo delta p-values
% to -28.2%. All
but two are significantly below.

As in the other age samples, a pattern emergss of a central
core of five groups that behave homogeneously on these ex-
ercises. With the exception of a half dozen results each for
the main big city, extreme rural and possibly the urban
fringe groups, this coregroup deviates no more than +5.0%
from thgenational percendsges on alt exercises’ The deviants
are the high and low metro¥s¢oups: With the cxcepnon ofa
half dozen results between thdm, these groupe Seviate no
Ie§s than +5.0% fromy the nanonal percentages on all exer-
cises. .

The central core groups responﬁd similarly on many exer-
cises: but when the high and low nietro groups are included, -
the adults respond alike on only one exercise. An unrel}eased
question abaut the armed forces was answered correetly by
96 3% ofall adults No group deviated more than il 5% from

.
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the national percentage. The next nearest alike respon°se is

on the ballot exercise where respondents are asked if they
can vote 1or both Kirk and Jones for a state’s open Senate
seat. No group deviatéd from the national percentage of
90.2% more than about 2.0% except for the low metro

group. It is a sxgmrsant -5.3% below the national percen-

tage. *

On another of the general election” ballot quesnons the
difference between the high and low metro performances is
illustrated. Among all adults, 70% interpreted the ballot ac-
curately as &nabling them to vote for a ¢ouncilman frém
each party, More than 80% of the high metro respondents
did so; but only 46% of the low metro group made;,the cor-

fect interpretation. . ~

On another exercise, about 60% of all adults mdlcated a
knowledge of national cohventions. Nearly 80% of the high
metro group know of the procedure, but only about 30% of
 the low métro group said they know presidential candidates
are nominated in conventions. ,

Nearly every exercise, it seems, is a potennal example of
the relative disadvantage of the low metro group in this as-,
sessment., The kinds of explanations one offers for the
relatively poor performance of this group dependrpaﬁnally at
least on his point &f view and the sé} of concepts that view
entails. One peint of view mighy depend heavily on a con-
. cept of intelligence;:another might utilize broader concepts

of cogmtlvc\abllmes still another would use- €oncepts of

culture and culture differences. The posslble points of view
sare- several-and the concepts many..

One conclusion would necessarily havé to be accounted
for whatever explanation is hypothesizcﬂ. Whatever is
measured by these exercises is mcasurcd with different

. results jn these polar groups. If sorme kmd of ability attends
a sucfessful performance on thgse exercises — and that as-

o

sumpnon seems a necessary one — then the high metro,

group is more in posscssxon of it than the low metro groupe
What, exactly, that ablhty is is less.easily described than we
might wish. That it is associated with schaolwork seems a
* liKely inference. That 1t is nurtured most effectively in an af-
fluent environment seems also legitimately inferred. That it
« is better to have than not to have or that it is related to
anything else worth having are nubbier assumptions This

~ assessment gannot help us with those.

Rights and Duties. ‘Exhibit 24 displays the median delta 'p-‘

values for the seven STOC categories for the Knowledge of
Institutional Rights and Duties in the three age samples, 13,

17 and adult. There are too few exercises to allow the inclu-
sion of the age 9 sample in these exhibits. v

.Exhibit 24 fairly adequa)ély deplcts the variance among
these ‘groups of 13-year—oids on the 10 .exercises used to
measure Knowledge of Institutional Rights and Duties.
More specifically, however, we have tried to note on which
exercises respondents seem to be quite similar across the
sample and on which exercises they tend to be quite dif-
ferent. WHen we performed this analysis on the Structure
questions, the high and low metro groups appeared dis-
similar on most qugstions in all age samples. At the same
time, the other five STOC groups appeared quite similar ori
‘aany questions. In this color scheme, all 13-year-olds are
alike relative to one exercise. When asked if there should be
laws against vandalism, 93.1% of all 13-year-olds indicated
that there should be. No group deviated more than 1.4%
from this national percentage. None of the devlatlons are
significant.
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On tivo other questions; one on duéfprpccss and the other
on free assembly, five of the STOC groups are
"homogentous. But 13-year-olds in the high metro group are

respondents from the small place group are significantly
.below their colleagues by -3.5% and -4.3%. »
On three exercises related to religious freedom, the 13-
yéar-clds are not alike. For example, the 13-year-olds in the
high metro &nd main big city groups are more likely to sup-
- port for office a’person who does not believe in God, Nearly -
*  60% of all 13-year-olds would allow such a person to hold of-

big city youths are of this mind. At the same time, only 55%

metro youths. support this belief. On the other two un-
released religious freedom questions, the variations are dif-
ferent, though the high metro group registers consistently
' higher percentages than any other group. The extreme
rural, low metro and. small place groups are sigdificantly
below the national percentages on orie or the other of the ex-
. ercises. o
Four of the STOC group@', medium city,surban fringe,
majn big city and low metro, show no significant variance
from the national percentage of 88.8% on the question of
racial distrimination in employment. The other three
groups,~however, vary significantly o1 this question — small
place residents by -3.2%, extreme rural by -4.1% and high
metro by 7:4%.]  * Lt ‘
Fewer than half of all 13-year-olds believe in or recognize
~ . the freedom of the pressin politically sensitive areas. Both.,
-~ == ——exgreme Taral and low metre groups-are even below this- -
ievel at 36% and 39.2%. The high metro group is .
sigrificantly -above the national percentage and all other
groups at 61.5%. Freedom of the press gets short shrift
among 13-year-olds, as do sevéfal other basic democratic
rishts 'and freedoms. ; - [
By 17 years-of age an overall gain of 4% is noted relative to
the 13-year-6ld median national percentage. To the extent
‘that the two sets of_exercises are comparable,.the gain may
be interpreted as an increase in the understanding of our in-
stitutional rights and duties or possibly an increase in com-
mitment to them. But also, as can most easily be seen in Ex-
hibit 24, there are some shifts in the relative position of some
* groups. The most notable of these, according to an analysis
’ of exercises, is the exchange of extreme rural and low metro
. groups in the position of exhibiting the lowest median delta
p score. The main big city and high metro groups also shift
downward. However, because the main tig city’s median
delta p-value stays clustered with those closest to national
* percentages, its change in status does not make so much dif-.
ference on most exercises. Also, since the-hjgh metro group,
retains its highest position relative to a national percentage,
“ ite distribution is not much different. R
Within the 17-year-old sample, the high and low metrd
and extreme rural groups are most deviant. We will
emphasize these groups in the discussion and refer inciden-
tally to the other groups, which tend to be fairly
homogeneous. - ; )
In an earlier section we referred to a set of two questions
as seeming to have a law agd order orientation. It included
“the often-cited exercise on vandal laws and an unreleased
question on crime reporting. In this age sample, extreme
rural youths record their highest delta p-values on these ex-
ercises. The small place group almost equals the extreme
rural youths’ special concern for these matters. At the op-
posite end, the high metro group places these two questions
in low priority. It achieves significant negative deita p-values
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of the 13-year-olds from small places and%46% of the low ~

significantly above these others by 7.5% and 10.5% and

fice; 75% of the high metro group and about 63% of the main .

-

-

on both. That in itself is notable, for the high metro group
has very few delta p-values below the national percentages.
More characteristically, the high métro group has positive
delta p-values ranging from 12% to nearly*16% on a set of
five exercises that seem to meastre preferences for open
- protest, freedom of the press and freedom of religion.” We
stiggested earlier that these’questions have a liberal orienta-
“tion. The 17-year-olds as a total group are not overly fond
(or apprised) of these ideas, but ‘rural and small place
youths find them especially distasteful (or unfamiliar).

. About 45% of the small place group and 35%of the rural
group, for example, would permit a police station to be
picketed. On this exercise the low metro achieves its highest
delta p-value; 57.8% of that group would allow such a
protesy, Low metro youths do not tend to extend this right to
includé picketing of rockfestivals, however; only 46.2%
would allow that action. The high metro group does not dif-
ferentiate betweeh these objects; nearly two thirds would al-
s)w both a police station and a rock festival to be picketed.

The hardest question for 17-year-olds tested their
- = knowledge. of the Supreme Court’s decision on religion in
schools. Only ‘half marked it is relatinggto the principle of
- church and state separation. The urban fringe group did
best of al] groups on that question; nearly 60% could answer, ¢
it correctly. That amounts to a 20% advantage over the low
metro group, which did the poorest of all groups on' the
question. : o
The easiest question for 17-year-olds relates to race asa -
factor in employment. It is also oné oBthe few quéstions on
which the 17-year-olds are much alike. Except for the main
big city group, which produced a-delta p-value: of -4.3%, all
groups are within 2% of the national percentage of 93.8%.
At the adult level, the most'interesting comparisons are
again among the high and low metro and extreme rural
groups. The interest derives from their extreme vatiance on
a number of exercises. These variances are. reflected in the-

i

median values reported in Exhibit- 24.¥The four central

groups, urban fringe, main big city, small place and
medium city, vary from the national percentagés on in-
dividual exercises no diore than £8.2%. In contrast, the
extreme rural adults have a dispersion- of 25.5% running
from 3.8% to -21.7%; the low metro-group goes from 6.4% to.
-20.8% for a dispersion of 27.2%; and the high metro group
has a low deita p-value of 0.0% and a high value of 25.2%.

Nine out of 20 exercises in this color scheme have been
released. As a means of illustrating the wide variances
among these thiee groups, 6 of these 9 exercises are listed
below in Table 10 along with their national percentages of
success and the delta p-values for the high and low metro
and extreme rural groups: An * beside a delta p-value in-
dicates that the difference from the national percentage is

. large enough to be statistically significant. -

The point of the display in Table 10 is to illustrate that

the adults in these three STOC groups are indeed different ° .

in the way they.perform on the Rights dnd Duties exercises.
The groups also appear to vary from each other op the
remaining 14 exercises in the color scheme. The extreme
rural and low metro groups comg closest together én the
question concerning the right to assemble. Only 4 percen-
tagé points separate the results. On three exercises they are
separated by about 10 percentage points, ‘and on one they
are 28.1 percentage points apart. %gc three groups are most:
nearly alike in their responses.on the question about racial
discrimination. On that question, the'high and low metro
groups are alike, i.e., their deviations from the national -
percentage are not significant.
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TABLE 10. Comparison »f High and Low Metro

and Eitreme Rural-Adults

on Selected Rights and Duties Exercises —

‘Social Studies 1971-72, Delta P

o

National Extreme High Low

e . Percentage Rural Metro Metro
Short Text of Exercise v Delta P Delta P Delta P
Allow picketing of police station 52.2 -21.7* 16.5* 6.4+
Supreme Court decision on religion in schools. 52.3 -8.8* 17.4¢ -18.3* -
Allow atheist:to hold public office - 55.6 -14.4* 25.2* -3.8
Allow picketing of rock festival 63.0 -10.6* 15.1+ -20.8% E
Assemble in park for protest 77.5 -13.8* 10.3+ g <9.8¢
Race a factor in employment 92.3 -6.3* 0.2 ¢ 2.3, -

The high metro and extreme rural groups are most dif-
\ ferent in their responses to the question-on picketing police.
Over two thirds of the high metro adults would allow that;
only one third of the extreme rural. adults would. The high
% = and low metro groups are most different-in their responses
< to picketing rock festivals. Where 78.1% of the high metro
- adults would support such an activiy, only 42.2% of the low
© metro adults would: - . .- - oL L.
An implication of these differences is that more than a
, single factor affected the responses of the three groups.
Picketing as an activity seems relatively equally acceptgble
to high metro adults iri very different contexts, It seéms
fairly unacceptable t6 extreme rural adults in either circum-
starice, but more sd in one than in the other. It seems more
" acceptable 19 low metro adults when directed against police.
than when directed against rock festivals. A social comment
o “with several facets seems buried in those results. . 0

; - . - Summary

We attempted’as an overall strategy to divide a selected
set of 48 exercises from the national assessment of social
studies of 1971-72 intc two parts. One part is comprised of.

: items that we judged to deal mainly with various structural
elements of institutigns. “The other part is comptised . of
items that we judged to deal primarily with rights and
duties within these institutions. Though we persist in using

. the broader term of “institutions,"” most of the exercises, as '
it turns out, relate most directly to the institution of govern-
ment: Soms of the same exercises were used as the basis of

« the NAEP publication, Political -Knowledge and Attitudes 1971-
19722 ' : . , .

In retrospect, the division of exercises into Structure and
Rights and Duties color schemes appears to have had only a
visual warrant since the two sets of questions produced very
similar statistical discriminations among the wvarious

. 4 categories of persons assessed. That makes one believe that
similar factors operated in the two parts; the'two color
schemes, in effect, appear to have assessed the same thing, *

. whatever that is. We could continue to insist obdurately —
which we do —- that the subject matter division is valid,
visually if not otherwise, and that the samples of persons &as-
sessed ate in roughly equal possession of the two contents.

The parallel results along with either of these explana-

tions can be thought of as partial justification for another
decision made about the content of the two color schemes.

, ' Both sets of questions were approached as if they measured

[}

92

[

ERIC ’

R A 1701 rovided by ERIC

or1%0

knowledge. That decision will not bear up under a visual in-
spection of exercises, however, because some questions, es-
pecially in the Rights and Duties color schére, contain the
value term ‘“‘should” as the. interrogative. Qur a priori
Justification for largely ignoring this elementary distinction _
in these questions is argued elsewhere. Mainly, that
justification suggests that the involved questions refer to
fully institutionalized rights.in his society and do not,in a
real sense, pose issues. These questions, the argument con-
tinues, may just as.validly be assessing these persons’
knowledge ‘of these rights as their preferences for them.
While Political Knowledge and Attitudes .treats some of these
questions as olutright value questions, as do we guardedly.in
several of our discussions, the parallel results of the two-
scheme analysis used 'in this report seem to add some -
measure of justification, to ignoring the distinction for this
assessment. .

An assumption was invoked on occasion jn this analysis
that results-across age samples imply growth or change. The
use of line graphs to depict the median performances of the
categories of persons at different age levkiy appears to en-
dorse this assumption. The truth of the matter is that we do,
not know for. certain whether the performance of any age
level in this assessment can be projected either forward or -

" backward on the basis. of the performance of any other age

level, even though they may shdre several ' questions.

“Fherefore, all statements that suggest or state outright that

the 17-year’olds learned something of this content between
the ages of 13 and 17 or that the adults have not learned
much of this informatjon since their school days must be
read more cauticusly than they were written. We found it
useful to hypothesize these.projections, but mope and dif-
ferent information than is available froth this awsegsment -
would be needed to say such things reliably. e
Even with: all the analyses, categories, dblor schemes and
age samples, it is still most difficult to account for any of the
results in the assessment. The reasons for this interpretive

_impasse are so wcllqkn%:n by thoughtful school people that

it seems gratuitous to \mention them. Interpretive impasse
notwithstanding, occasionally we did cast what could pass
for an explanatory hypothesis; atbeit, at some later date we ©
may need to seek forgiveness for some of them. What we
have here is a mass of descriptive data, confounded in all the
ways that such data.are always confdunded, in spit¢ of
NAEP’s meticulosity, and in which ekists not one explana.
tion.
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A few content generalizations appear to emerge with
some’ consistency in the themes reported in this analysis.
*One that comes to mind is the recurrent emphasis on law
-and order and the: protection- of property. Whatever the
reasons- for "the high acceptance. of these values, their
emphasis in this assessment by / many -groups suggests

*

" something. other than a general breakdown in the concern

for security in this society. Another emphasis that seems -
clear is the high, agreement by most groups that race should
not be a factor in employmént. That would seem to repré-
sent a major change in the social preferences in this country

*

over the past decade or so. :
¢, of coursg, can state several fadts with some firmness
about the categorié¥ of ‘persons assessed. We can say that
persons of all igcs — i.¢,, ages'9, 13, 17 and adult — whose
parents went to college, persons of all ages who live in
relative affluente, persons who live in the Northeast part of
our country, males at age 17 and as adults, and whites at all
ages are the most able of all categories of persoris sampled to '
respond according to the criteria of this assessment.
.We.can also say,.given the content,” definitions and
criteria of this asstssment; that persons whose parents never
went beyond the eighth grade, persons who live in thefinner
city, persons who live in the Southeast part of thig country,’
females and blacks do not score as well on these excrcises ag
d6 persons in most other categories. The data tell these
facts, but they don't answer the important questions.
“Theimportant questions fall in‘two catcgories. Ini the first
of these, the questions stab angrily into the inner
mechanismsand justifications of NAEP. Other researchers -
in this social studies project have raised some of these. im-
. "
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"1, See Appendix

?

" portant questions.

_ responsgs cf others who enjoy different ad

-
' NOTES .

D, Reference 4, pp. 9, 40-41.
2. See Appendix D, Rcfcrcnccllqz.

function. of schooling, beyond these, much of it is un-

-played by this population, such

. .
. - .

Others have been raised in different
forums. This report has perhaps raised fewer than-it should.
One stands out as signally important at the moment. Is it
possible to construct an assessment that examines validly,,
reliably and fairly a plural population? There seems ob-
viously a sense in which pluralfsm should dictate the stan-
dards that are applied in such a mass accounting of our
schools and ourselves. Our differences and diversity surface
in this social studies assessment as they do in all such assess-
ments. But we seem easily tempted to judge. the reasonable
tages thah pur

own as less reasonable than our own.
In another category, the important questions seem mstly .

to test our social understandings and motivations. Why do ,

these groups. of persons behave differently on this assessx

ment? The assessment’s yield of descriptive data won’t suf-

fice to.account for the differences. Do we want — mgre im-

portantly, should we want — such groups to perform mare

.

.evenly? If.we do, how can schools (ilclp to make it happen?

The two categories of questions turn rapidly into each
othier. While we assume that some of the diversity gxhibited
in the assessment is a function of the assessment and some a :
doubtedly a prodict of this society. If for some reasons we
desire a population that performs more evenly in'such agsess-
ments, altérations that go beyond the unbiasing of a test
and that go beyond the equalizing of schooling are likely to
be necessary. Given the apparent value conflicts in this
socicty and the “different framés of reference that are dis-

a desire would seem empty,
. A

even if it were justifiable.
’ b
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CHAPTER 9

]

" A RESPONSE FROM
= T 'l

- J. Stanley Ahmann.

Thc 36 socxal studlcs educators who partncnpatcd in the
NCSS review of the first asséssments in citizenship .and
» ' social studies are to be commcndcd for their thoughtful-
analysns and suggestions for "imprévement. The report
provides valuable i input for decisions to be made in the years

_ ahead. In commissioning the study, NAEP’s purpose was
twofold: to bring the assessments to the attention of the
social studies education community via a thorough ap-
praisal by key personngl from its own ranks, and to lay the’
foundation for further cooperation’ between our two

" organizations. We feel that these goais have been achieved
although there are still hurdles to be surmounted before all

will be satisfied with the end results.

The National Asscssment of Educational Piogress

(NAEP) has a primary'purpose to monitor change over time
through the collection of education statistics at the national
level. This longitudinal aspect meaps that the 1969

citizenship,and the 1971 social studies assessments provide

only baseline dita, although some hypothcscs may be
.drawn as several of the authars have su gcstcd Because the
objectives on which these assessments weré based resulted
from a broad consensus, they reflect what-the majomy, at
_ the time, considered desirable goals and.behavior in these
two areasJor the m‘a_]omy of the population. This fact'
- should not disturb those who do not hold these same goals
nor-should it be construed as saying anything abcut the
merits of alternate philosophies. Measurement of all phases
of a pluzalistic society is a financially impossible feat, and
. National Assessment does not attempt to do this, Because of
the dynamic nature of the NAEP model, however, there will
~be ample opportumty for changcs in the nature of these ob-
jectives whenever the majorlty so determines. -

In the dozen years since the concept of a national ‘assess-

ment was first debated, ideas, coremcnts, criticisms and
compliments have .come. to thé project. To date almost -a
thousand scholars, cducators and laymen, plus almost half a:
~. million"youth and young adults have partlcnpatcd in the
development of objectives, the review of exercises and the ac-
‘tual surveys in the 10 learning areas. As the second cycle of
assessments, begins, a number of major changcs are in
progress.
During the past two years the federal- govermcnt has cut
funds for HEW pro_]ccts, lncludlng NAEP With the current

A

Q : ‘ '

-

NATIONAL ASSESSMENT

a

AN

economic situation the NAEP budgct is not likely to return_
to its peak period in fiscal 1973 for sevaral years. As aresult,’

,. certain modifications of the- orlgmal model have been madc
For example: ~ _° -

1. The 10 lcarmng areas havc been consohdatcd into 5.~
science,” mathematics, reading, humanmcs (art, music
and literature), and citizenship/social studies. Writing
and career and occuaauonal development (COD) will be .
assessed as special probes in the sense, that the: assesg-
ments will be limited to subsets of the fi eld —i.c. ywriting
will be limited to ‘writing mechanics and the special *
probe in COD will be administéred gnly to 173yeaf-olds.

2. Beginning.in fiscal 1975 the adult sample has been drop- -

ped, and starting in fiscal 1976 (when the citizenshlp/ -

sqcnab ‘studies’ redssessment will occur) the out-of-scheol

1{7-year-olds will also be eliminated from the:sample.

3. The total number of exercise packages must be reduced
although both individual and group exércises will con- .
tinue to be admlmstcrcd

4. The number of selective rc'ports for each lcarmng area

* will be limited to three.

5. Staff cxpansnon has been curtallcd and the pracucc of
subcont[a,cung in all areas other than data collcctlon and
scoring has been eliminated.

How will the reassessmént of cmzcnshnp/socnal studlcs
differ from the original assessments? The citizenship and
socnal studies objectives were reviewed in 1969 and 1972,
rcspccuvcly, preparatoty to the development:of new exer-
cises for thé sccond—cyclc assessments, which were to have
taken place -in 1974 for citizenship and 1977 for socjal
studies. Readers will nots that a number of the cokcerns ex-
pressed in the NCSS. study were anticipated by those
engaged in this reyiew. The followmg excerpts from the
revised objjectives Booklets summarize the nature of the
chang~s A complete list of both,the original and revised ob-
JCC(IVC" and subobjectives for }iach learning area can be
found in Appendixes A and B. -

Citizenship -

The main changes i the citizenship objettives prepared

for the 1974-75 Assessment may be summarfzed as follows:
_ 1. For sbme ‘subobjectives, reviewers identified im-
portant omissions at the 9- and 13-year age levels.

: )
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Eu:objcc;:vcs band dap;ér;)pnatc lllustratlvc ; ncécsslty for ,suchct-mattcr SPCClallStS and lay people to
chaviors haye béen added for these age: lcvcls in - .develop a framework of maJor objectives that would allow .~
< ” §I§l\:eral t:nstaﬁccs. of . l . for the-development of. more specific subobjectives and ",
b ;hscl:t‘StTl;twc natulrt:b c:vnc ;;‘rott:ms was left \related age-specific illustratians. It was decided that an ag- -, - .
- im in the original objectives for the mostpart, -~ - - | - propriats framework for the measurement of achievementin
~except that international problems were spclled - ©.a, the social studies would include the acquisition of a -
.out in detail. The substantive description of major ' knowlcdgt bage fo understanding human beings and their - .
civic pr\‘blerhs waich a citizen needs to understand  * relatlonshlps with'their environments, and understanding of ~ **
Jn orde¥ to act effectively has-been expanded. In’ . values as ‘they relate to individuals and groups, the use of in- ‘
"addition to extending problems in’social conflict to tellectuat and hhman relation, skills, the development. of a
. include locl:ll and natlonfzfil tPl'(;)bLCfnS, two olther .. positive self-concept and a sénse of and commitment to. = &
ma_jor problem areas ailecte Yy civic policy, rational -social par 1CY atlon :
namely, ::conomlc needs (poverty, employment, - o . The knoxf{cdtgc F:o be acqunrcd- in- s&lal studies .
. ;tavc Zr‘l(:ncr;v:;?;:;ntal problems (pollution, etc. ) o, "«draws_om:the. content of the majof social science dis- . ’ \
3. In rc:sponsep to criticism that the objcctlvc on 1o glpl‘l::cst butéslgrga:)tl;c dllln w"E q'fdlnmrd(lisclpllmry | Lo
. > -concepts and ideas to allow a er and more in- . - toa
‘knowledge of governmenit was too limited to text- =~ * tcgi‘atzd approach Yo the study of :oclal phcnomcng Ct
- book ndeall‘s, nlltlxs(tiratnverbchzrwlorslwcrt;] addedcon- . The skills to be A¢quired are those of intellgctugkin- .
;:;::rg,mc:?w Zo%:-c:s (l)r; pgmtallspz;n:esa:g . quklry and human relations that enable the learnerto ™ '
" ) 1r -tual -power ar : 1, -ask questions about, "social pro'blcms sapd to par- '
E;l::ruf;:;)’; ?&C:ﬁ/;;cfif’a(;f :;SILZZ;P;ZSI;"ZI&IO“ » T ticipate rationally and responsnbly in society:, Af un- o c,'
b Ol was o dcvc?o e d -;- o derstandmg «of the Values-of individuals and’ grouﬁs N N
N lJ g per pmentand Yoo are 1nc;ludedun recognition of the néed-to "explore and
- :?azgésrz,or?c;l:g::lt(:clluacmt):(f r‘:rilr;tcll; ;:E:Zdl:‘(; e ,tlarlfy valie' orlcgtatlons that underlie our instith- + .
. ., . tions ahd those of, oiher’ societies. It is alsa ap- - = .
o CI;:zlcnSh:plm rt:ti:lr(li These ZSFccts of rt:lltlzcnshlg, . propnatc to* recogmzc that a person’s sclf-percepplon : e
Do wv' c:‘:)be 'T‘:a ¢d, receiyed less emp asis i’ the e s closely; relateli ta the individual’s role in- socnet)f R
50 f;hlscb b jecti Csl' 4 und v g Smce SOClal studle.s deals with the studv of ‘the in- P
'oncmar :gl::tivclssmccmuel:i ‘:; :mngmzirr:rddtlhc e leldqu”s role ip “'sociéty, the dcve!opment ofa _ ;
S S . eit ) "
o gs valuch bt T Gt b pha iz i t]! ) v: e »posmve sc!f—conccpt becomes'an mr)pomang objcctwe e
b; other soc::;l sctrar::gof txt:g nact:)‘r:leelp cscvacsr;glo?nS he n: thi§ area. Tﬂe iripo rtancq of-the parumpatlon of , -
n - et ks .
¢+ stances such behaviors were deleted or chahgcd to 1.t " youns gdcoplmdn the solutiof of S problnms ‘ o
amDles with more e Al Ferec 0 prompted thé mcIu\snon of & fipal objectivg .that ad- S
ra 2ors1trollln ore inivers thcg”scc foo rrnm v ., . dresses itsell Yo the comrpitment to tHe right of self- " T,
\F')va; changed tog cr:orc(;gscmonons in c:locndcsﬁ'u - f‘,"‘f dete‘rmmatlon for all human bemgs and a' ""‘""’S"f"-S§ v
. o waysg’" P ¢ . to tz;flge rational a(;tl'on\m supporL of means for securs [ ..
ing #nd prescrvmg ‘hymagn Fights.2 . s e
The obijectives. are intended to be a- workin uxdc‘ o v ’ ;
for the dlf#’cult task ofassessment, t;1oif a des lgflgon of ‘When the decision was made do-combife citizenship zind o
how an ideal citizen should spend Bis' dapr %o one < social. §ttidies in oné assi;ssmqm inder ‘the revnsed time L
von could ba eroriiedto cx%lblt ol t%llc et schedulé, the citizenship, redeveldpment .process had bégn AL
Echavnors mcludedp But since the asscssmcntplscm - virtually corgpleted. The social studlss rcdcvelop;nent padt - -
. : o tended io dedcribe the achievements of a wide popula- &* only progres d as far as the stage of ob_]cct,lvcs sreview. s T o
- e et e e AT persons, this prch)cnt,s < Therefore, the 1975-76 assessment 'will ‘be’ predominantly a TR
. g goblcm F(’)r example, it might bc,re or?cd that - citizenship one plus a rcasscssmcn; of \the original tns . .
‘L ’ “wp t of 17 P 1d b g <P have released .social studies exercises. New Eltlzcnshxp exercises ., .
S scwc%cr::nlc:dcrs-):fa:o rouoyi:lnawccdc?:nct:\xc 2‘:" : will reflect the recommendations of the Hupkins co&nmlttec °
B - '
| . tivities.™ Such a result w%)uldpnot Ecgmtcndcd to-dis- / " for greater emphasis on upper cognitive skllls and more ex~ R
thode 17-vear-olds who f e ercises at’the affective level. Furtherrqore, futute. socml L
Riragc :“ L?nl)llf'w;{ (:e -)}rlca .ol 5 Vt" 0 l1e hcs: ", ‘studies exercises are expected to take into account' the .
. tl:-e not q ta ied to det inr Suca arole or o=|mp ;’ results of a survey of social stuties. educatorsjconcerr\mg the . q‘ o
bete more lime-a-person spends, at civic pursuits, the amount of weight each subobjgctive and objective shoald ™~ . -
Néatlonal Asscssmcnt objectives are not permanent . - - 2o While a Sul"Ol"J"—"'m"“‘f may still have only a limited -~ .« "0
) p number of gkercises, by choice, the overall ob_]ectlve wxfrl S :

standards of achievement; rather, they, are intenced S have ampi€ coverage. . .

to reflect the evolution of goals in ¢ ucation in L Specifically, the 1975-76 cm&enshlp/socml studies assess- - “a

b2
i
response to the changing Vlnceds of/tl;;c hation.!, ment will consist of 49 new citizenship exercises, 55 o}xglnal
' " citizenship and 22 origjnal social studies exercises. When e

: : Social StUdie(é T *+ - . " overlapped administratitns across the three in-school age i
- ’ levels are counted, the result will be approximately 360 exer- < .
During the winter of 1972-73, the docial studies objectives  ~  cises. One fourth of the new exercises and two thirds of the = .
delineated in this’ booklct were formhlatcd by social studies old ones will be released aftep the assessment. The -~ ° =~
ang sacial science spedjalists from various universities and " remainder will be the pasis of, the comparison data for the
secondaryoand elemertary . schools,, and by lay people in third assessment. .
various occupations from différents parts of the- -country. ’ Singe the chief funct;pn of NAEP is torQnEa\sure change it
. One of the challenges in the process of developing opjec- is imperative that exercises used for comparsion purposes be
- tives for- the next assessment of socral studles has been the - identical to their original form Although a few unreleased o .
@ I ” YL ]
) , ', ] df“ . o N 4 )
R o, 9% . - . ' =
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exerciges have been dropped from the second tycle, the bulk
. of them will reappear. While this action may discourage
. those who_would prefer tp see s_omg,\@angcs in the yording
of certain.exercises, it should be notéd Yhat no exercise"is
used that has not passed an extensgve screening process. The
NAEP exercise-review process .hzs been increased fourfold
’ ‘ﬁrom that used for the first assessment: It is.anticipated that
the exercises sthat sﬁff_vivc_this"'écreqning will meet with
greater approval. - M ’ -
What does the future hold for NAEP? Citizenship and-

: social studjes will remain a single assessment, but attention.. v analysis. , ey o
will nede'to be given to a blepding of the two. Furthermare, Hopefully, conditions will one day allow the regumption :
" among the related.ongoing research efforts by staff is an ex- " of data collection for adults and out-of-school 17-year-olds.
amingtion of other background data that might be collected Meanwhile, we shall continue to eall upon professional as-
. about «¢he individuals -participating ifi the survey, which sociations to help identify ‘strengths and weaknesses in
could aid those who must make decisions absut the findings. National Assessment. This ‘NCSS report - clearly
“Qne-such study has already rest 'ied in the monograph As- demonstrar-s the helpfu_l"“informagion that can result froma -
>  sickations Between Educational ,Otitcomes and 'Background . thorough evaluation ‘of assessment data and the objectives
+  Variables: A Revieiv of Selected Literatire, and staff are engaged and exercises béhind them. The entiré, education com-
- in dleveloping a plan that will ineorporate some new features - munity should benefit from the' careful work of thede
‘ - bu‘t not for the 1975-76 assessméiit. .. members of the Natiopal Council for the Social Studies.
/J S . ; ' ’
. ” NOTES o N .
‘ e . . “ 1 . B

1. See Appendix D,
N . . 2. See Appendix D,
. ' iy} ’ v

<
v

JERIC - . 00104 -

G . " )
¥ [

Reéference 15, pp. .v-vi.
. 1 *

A} . N ’ "' <8 o
Documentation' has been completed regarding the in-
dividual; responses for all released social studies exercises
from the first assessment and may be obtained by indepen-

dent researchers from the ED STAT I division of the
National Center for Education Statistics in Washington;
D.C. Other compnter tapés. already gn file there include
NAEP reading -the literature responses. Citizenship files
from the first assessment are not available, but citizenship-
/socialstudies files ffom the second assessment will be ad-
ded ds soon as possible after the completion of the data

Reference, 2, pp.,4-5.
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CITIZENSHIP OBJECTIVES BRI T
{ . -
. . .
o ° 1969-70 Assessment o ,
] B s ’
! > ~
- 8
l ¢Sholw Conccrn fOl' thc ehlfarc and Dignity ‘of. V. * Seek Communlty ]mptovemcnt Thro“gh Acuvc’
>+ Others o . . Democratic Participation

Treat all individuals wfith respect.-
" Consider the consequences for others of their

own actigns. -+ :

Guard sg:ety and health of others.

Help other individual§ voluntarily.

Are loyal to country; to friends, and to other
groups whose values they share.

Understand and oppdse unequal opportunity in
the areas of education, housing, employment,
and recreation. .
G. Seck to improve the jwelfare of groups of pcoplc .
less fortunate than they- /

II. Support Rights and Frdedoms &f All lndlvnduais »
A. Unders:and the vajue of constltuuonal rights
and freedoms.
B. Recogrize instancgs of the proper z(crcnse or
denial of constitutional rights and lj erties, in-
cluding due proce
C. Defend rights and
uniformly.

IIL. Hclp Maintain Law nd Order-
Understand the njeed for law and order.
Are conscious of right and wrong behavior.
Comply with public law and' school rules.
Help authorities jin specific Tases.

Protest unjust ryles openly.
: lnfor;,n themselves about the law. ,

IV. Know the Main Structure and Functions of Our :
Governments | - \ .t

Recognize the jurposes of govcrnmcnt -

Rccogmzc the rnam functions-and rc’anons of

govcrnmcn’al bodies.

Recognize the lg\portancc of polmcal opposition

m.mO0 mF

iberties of all kmds of people

.

dmIO® >

and diverse interest groups. VIII.
Recognize -that democracy dcpcnds on the
. alertness and involvement of its citizens, and
know how citizens can affect government.
E.” Recognize th) structure and operation of
political partigs.
F. Know structure of school and student govern-

mcnt ' ; | . | ; |
.. / _ 99
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" B." Seek world pcacc and freedom for all pcoplcs

s of law. / ‘ir“.

100105

>

Believe that each person’s civic behavior is im-
poriant, and convey this belief to others.

: Rccogmzc important civic problems and favor
trying to solve them. .

. Actively work for community improvement.
Participate, in local, state and natlonal
governmenta) processes. * -
Apply demotratic’ proccdurcs on-a practlcaf

" level when orking in a group. :

Display fairness ard good sportsmanshlp

toward others. «

a

Underl_tand Problems ‘of International Relations

A. Are aware of the problems of international con-
Alict and dangers to natigpal-security.

Support Ranonah&y in Comm\\mcauon Thought e

and Action-on Social Problem . .

A. Try to inform Thcmsclvcs on\c;cnally lmportant K
matters ,and Lo understand \alternative view-
points. .

9. _Evaluate cdmllnumcatlons crmcally and form

0 - their own opinioni independently. 4

C. Weigh altcrna;nvcs and consequences carefully,
then make decisions and carry thém out without

" undue delay.

See relations arnong social probl ms and have
good ideas for solutions.” .

E. Support free communication and' commumcatc
honestly with others. ;

F. Understand the role-of cducatlon m dcvclopmg
good citizens.

Take Rcsponsnbnhty for Own Pcrsonal Dcvclop-
ment and Obligations

A -Further their own self-improvement and educa-

tion. .

B. Plan aheat\ for major life changes. :

C. * Are conscientious, dcpcndablc, sclf—dnscxphncd,
and value excellence and initiative.

D

Economically support self and dependents.

1
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‘*‘Hclp and Rcspcct Their Own Families (Agcs 9,

13, 17)

A. Respect the rcasonablc alithority of thclr
parents, or guardians, and help wigh home
duties and problems. =~
Help younger brotth and snstcri to develop
into good citizens.

C. Discuss social m
._re's’ect the views of all famjly members.

L -

o . .

G

I. Have Curiosity About Human Affairs
D

A. Identify and define problems and issues.
Formulate generalizations apd "hypotheses
capable of being tested.

B
"C. Obtain information from a variety of sources.
D. Distinguish facts from opinion, relevant from ir-

relevant . information, and rcllablc from un-

reliable sources. :
E. Detect logical errors, unstated assumiptions, and

unwarrarited assertions; question unsupported

generalizations; are aware of the cemplex

- nature of social causation and understand that
sequence or rElationShip does not necessarily
imply causation.- .

F. Use data and evaluative criteria to make dccn-
sions.

I, Use Anﬂlytic—Scientiﬁc Procedures Effectively

e

Aruitoxt provided by Eic:

A.  Raise-questions and &bek answers,
B. Are'open to new information and ideas.

~C. Try to. understand why other people think and

“act as thcy do.

Are Sensitive to Creative-Intuitive Methods of
Ex'phir.ing the Human Condition
Y
A. Rcad hlstory, phllosophy, and ﬁctlon v
B. Obtain insight into human affairs fror history
and” philosophy, and from fiction and other
. forms of art..
C. Rccogmzc the role of crcatlvc-lntultlvc methods -
in_scientific inquiry.
D. Distinguish personalized explanations of human
" affairs from scientific-objective explanations.

with their families and

IV. Have Knowledge Relevant to the*Major Ideas
and Concerns of Social Scientists °

mEm Y0 =
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Future szcns (Adults)

L : '.,

A.», Provide for the basxc nccds and hcalth of thcn‘
children.

'B. Encourage cooperative, ethical rclanons to-

authority and to other individuals.
C. Develop in their children a broadening
awareness, independence, and rationality.

* SOCIAL STUDIES OBJECTIVES - o
8 , |

R 1971.72 ASSESSMENT

v
. &

S

A. Understand some of the distinctive modes of in-
quiry (questons and approachcs) of socnal
scientists.

B. Understand some of thet maJor rclatl&nshlps in-
volving culture, the group, and the self.

C...Understand somawof the major €haractefistics of
econpmic systems, expecially the Amcrxcan
economic system.

D. Undétstand some of the major charactcrlstxcs of
the geographlc (spatial) distributions of man
and his activities, and of man’s interaction with

‘the physical environment. - -
E. Understand some of the major hlstorlcal
developments.

F. Understand some of the characteristics of the
major systems of gpvernment, particularly the
political system of the. Umtcd States.

Have a Reasoned Commitmi;nt- to- the Values
That Sustain a Free Society

- A. Befievé in the fundamental worth of the in-

dividual and can justify their belief.
" Believe in the freedoms of the First Amendrient
" and can justify their belief, .
Believe in the rule of law and can Justlfy their
belief.
Believe in open opportunity for advancement
and can justify their belief.
Are willing to act for the gcncral interest.
Are”willing to participate in decision maklng
relevam to their lives.
. [

X. Nurture the Dcvelopmcnt of Their Children As - -

-




;.1
)
N
vq/;
!
e
1. "
§\
L]
Q
. ERIC

I Show Concern for the Well-Bemg and D}gmty of
R

Others
Treat othérs vuth respect.

'B. Consider the consequences for others of their
. own actions. : . :
C. Guard safety and health of others.

). Offer help to others in need. ‘

"E. Support equal opportunity in education, hous-

ing, employment, and recreation. ~
F. Are loyal to country, to friends, and to other ’
. groups whose values they share.
.G. Areethicaland dcpcndablc in work, school and

- sonal situations.

1L Support Just Law and’ the nghtl of: All In-
dividuals
A. Understahd the need for law.

B. Recognize specific constitutional rlghts and

, liberties.

C. Defend rights and llbcrtlcs of all kinds of pcoplc

* .- Encourage ethical and lawful behavior i in others.

. E. Comply with public laws:

- F. Oppose unjust rules, Iaws, and authorlty by
lawful means,

L. Kiow the Main Structurs and Funchons of Th‘elr
‘Governments . .
A. Recognize basic governmental purposcs

~ B. Understand the orgamzatxon of federal and state
- governments. S

C. Know the political structure of . their com-
* . munity.

D. - Recognize the relationships of different levels of

. government.
E. Recogize the importance of political opposition
" and. interest groups.
F. Recognijze that democracy depends on the
- alertness and involvement of its citizens, and
know how citizens can affect government.
"G. Know structure of school and student govern-

ment.

.
)
°
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) REVISED CITIZENSHIP OBJECTIVES . -

—t
.
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Participate in Demogratic Civic’ lmpr’ovement

A

B.

V.

VIl
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C.

» D.

Belizve that each persqn’s civic bvehavior is im- -

portant, and convey this belief to others.
Favor organized civic actiori where it is needed.
Actiyely work for civic improvement.
Participate in local, state,
govcrnmcntal processes.

~§Apply .demoderatic proécdurcs effectively in B

small groups.

)

-

Uhderstand’ important World, National, and
Local Civic Problems

A.

B.
-C.

Understand social conflict among mdxvxduals, a

“groups, and nations and the difficulties in
achieving peace and social harmony. :
Recognize how different civic policies may affect
. people’s’ efforts to meet their economic needs. -

' Recognize major environmental problems and
are aware of alternative civic solutions.

D. ){Scc Telations amopg civic problcms and par-

ticular events.

.E.’ Generate good ideas about causes and solutions

1

_+ for civic problenis.
’

.
4 .

Rpproach Civic Decisions Ratignally

A.
B.

C.
D.

Seek relevant information and alternative view-

_points on civically important decisions.
Evaluate civic communications and actions
carefully as a basis for<forming and changing
heir own views.

Plan and organize civic tasks.effectively.

Support open, honest communication and un-

fvkrsal education. .

Hclp and Respect Their Own Families

B.

Cooperate in home responsibilities and help

. provide for other family members. -

Instill civic values and skills in other family
members. o

an¢ national
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-YEAR-OLDS

-

L Developsna kncéwledge base for understanding
the relationships between human beings and
their social and physical environment.
A. . Acquires k.iowledge about social organization.
. : B. Acgquires knowledge about the relationships -
: : between human beings and their social environ-
: ments and understands some of the conse-
o . quences of these relationships. :
CoL C. Acquires knowledge, about the relationships
between human beings and their physical en- .
vironments and Gnderstands some of the conse-
~ quences of these relationships.
. D. Acquires knowledge about decision-ma¥ing
. o _ processes. - s

REVISED SOCIAL STUDIES OBJECTIVES

~

o . : \3 . . - i

D. Clarifies and elaborates on o'vn ideas.

E. Asks for clarification and claboratlon of the
ideas of others. |

I Exprcsscs awareness of different dlscussmn roles

- (e.g., initiator, facilitator, blocker) and
recognizes some of the effects of these roles on
individual and gro.xp action.

G." Interacts in various capacities (e.g., Icadcr, ad-

visor, supporter).

H. Expresses willingness to mtcract with a varlety.

of people. .

I. Provides emotional and lntcllcctual support for
others in group efforts.

J. Shares in, rcspons:bllltlcs that arise from- -group
efforts. * .

I L L
Develops a positive sélf-concept, builds self-
estcein and moves toward self-actualization.

A Expr'csscs awarenéss of the charactcrssncs that
give one identity.-

B. Expresses awareness of one’s goals (aspira-
tions), the’ goals of the groups with which one
ldcmlfiesiand the fif between these goals.

"CY TExpresses Gwareness of the relative strengths of

®  oneself #nd the groups "vith which one identifies
and recognizes the societal barriers to full
development that may exist. o

). Assesses the extent to which one has control
over the setting and achievement of personal
goals in light of what orie kriows about oneseif,
the groups with which cne identifies and the
societal barriers to full dcvclopmcm

E. Suggcsts ways to maxlmlzmg one s effectiveness!

Develops and demomtratel a comm:tment to the -
right of self-determination for all human Bemgt

and a willingness to take rational action in sup<.
port of means for securing i and prelervang human
rights,

A. Displays an awareness of a quahty of human life :

and an inggrest in ways in which the quality can
be improved.

B. _Explains and supports rlghts and I'rccdoms im-
portant to human developmert. - -

C. Participates in family, school and’ ‘community
life on the basis of rational dccnsnohs inyolving
one’s.own values and thé conﬂlct among thesr
values '

. 13.YEAR-OLDS .

L . J ‘Develops a knowledge base for understand:qg

Acquircs knowledge about conflict and the im- v.
pact it has on mdnvtdua’l and group
5 relatienships. - .
IL Developn an undenundxng of the origins and in- -
* terrelationships of béhefl, vnluel lnd behavnor -
L. " patterns. B
o - A.. Expresses awareness of some oI' the bchcfs and
' "~ values expressed by people and recognizes that
the conditicns, times and places in whlch people
a live influence their beliefs, values and behavigrs.
) e B. Unders ands ways beliefs and values are trans-
. ~‘ mitted in various cultures,’
] C. Understands some of the influences bf differing
beliefs and values on relationships bctwccn peo-
ple. )
D.” Examines” own beliefs and values and the inter-  ~
. relationships bciwccn and among beliefs, values \.'l ‘
and bchavnor '
III. Develops the competericies to acquire, orpmze
' and evaluate information for purposes of rolving
L “ problems and clarifying issues. -
: ) A._ Identifies problems or issues -appropriate for
' study.
B. Prcparcs a plan to gundc study of a problcm or .
‘issue. .
* .C. Identifies, locates and uses sources. oI' informa-. * -
tion and evaluates the rcllablllty and relevance ’
° of these sources. ‘
D. ()rgam/’z,e_sL analyzes, ‘interprets and synthesizes
- o information obtained from vaflous sources.
. E. Uses summiarized information to draw conclu- ~=
‘ > .sions, offer solutlons to problems or clarify is-
4 sues.
F. Validates outcome of study. y
IV. Develops the human, relltnon skillsonecessary to I .

communicate ahd wdrk with others.

A. Attends to expressions of others.

b. Encourages othcrs to express views and opin- -
ions.

C. Listens carefully to others.

\

the reIztnonships ‘between Human beings and

. their social and physical environment.

TA Acquires knowledge abou: soctal organization.

B. Acquires knowledge about the relationships
between human beings and their social environ-
ments and understands some of the conse-
quences of these relationships.

ERIC - - .. 0V10B

Aruitoxt provided by Eic:
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PAruntext provided oy enic il

Y o} Acquxres knowledge about

a ‘

he rei%ionships
between human beings ang thexr ‘physical en-

- vironments and understands sorne, of the conse-
quences of these relationships.

D ‘Acquires  knowledge about decxsxon-makmg

processes.
E. Acquires knowledge about conﬂlct and the im- °
" pact jt has on individual and group
relationships.
. ! - - -
Develops an undentandmg of the origins and in-
terrelationships of beliefs,, values and behavior ~
pattems.. .
A. " Expresses awareness of some of the beliefs and,
values expressed by people and recognizes that
the conditions, times and places.in which people
five influence taeir beliefs, values and behaviors.
Understands ways beliefs and values are trans-
mitted iri various cultufes. .

beliefs and values on relationships between peo-
ple.

Examines own beliefs and values and the inter-
relationships between and among beliefs, values
and behav:or

‘Develops the competencies to acquire, organize

the evaluate information for purpose of solving

problems and clarifying irsues.

A. Identifies problems orissues appropriate for in-
vestigation.

B. Plans how to investigate &

problem or issue.

C. Identifies, locates and uses sources of informa-
tion and evaluates the rehablhty and relevance
* of these sources.

D. Organizes, analyzes, mttrprets and synthesizes

information abtained from various sources.

E. ' Uses summarized information to draw conclu-
sions, offer soluuor\ls to problems clarify i issues,
or make predictions. .

F. Validates outcomes of investigation.

G. \ppralses judgments and. values that are in~_-—
voIved in the choncc of a course of action.—

Develops the human relat:on/skdls necessary to
communicate and work with others.
A. - Attends to e§p;es§i6ns of others.

B. Encourages’others to express views and opin-
ions.”

C. "Listens carefully to others :

D. Clarifies and elaborates on owr ideas.

E. Asks for clarification and elaboration of the
ideas of others,-

F. Expresses awareness of differenit discussion roles
(e.g., initiator, facilitator, blocker) and
recognizes some of the.effects of these roles on
individual and group acticn.

(5. Interacts in various capacities (e.g., leader, ad-
visor, supporter). .

H. - Expresses wiilingness to interact with a variety
of people. R

I.  Provides emotional and iatellectual support for
others in-group efforts. ,

J. Shares in responsibilities that arise from group
efforts.

Understands some of the influences of dlﬂ'ermg 1

V. Develops a positive self-concept, bu:ldﬂ seli-
esteem and moves toward se]f-actualization.-
A Expresses awaregess of tht characteristics that
’ give'one identity.

B. Expresses awareness of one's goals {aspira-
tions), the goals of the groups with which one
identifies and the fit between these goals.

~ - C. Expresses awareness of the relative strengths of
oneself and“the groups with which one identifies
and recognizes the societal barriers to full
* development that may exist. .

D. Assesses the extent to which one has control
over the setting .and achievement of personal
goals in light of what one knows alg)ut oneself,

+  the groups with whlc}t)one identifies and the
societal barriers to fiill dt\ek)pment. ‘ .

E. Suggests ways of maximizing one’s effectiveness.

Develops and demonstrates a commitmé, nt to the

right of self-determination for all human’ “beings

and a willingness to take rational action in sup--
port of means for securing and preservmg human
rights.

A.  Displays an awareness of a quahty of human life .

. and an interast in ways in which the quahty can

“be improved.,

Explains and supports rights and freedoms i im-
portant to human development.

Participates in family, school and commumt)’
life on the basis of rational decisions: mvolvmg
one’s own values and the confhct among these
values. . .

VL

17-YEAR-OLDS AND ADULTS

'

I. Develops a/kﬁowledge bale for underatandmg
/thereiatnonshnp between human beings and’ their
social and physical environment.
A. Acquires- knowledge about social organization.

-

B. Acquires knowledge about the rélationships *.

: between human beings and their social énvirome

ments and . understands ‘some of the corise- ' -

quences of these relationships.

Acquires knowledge about the rqlauonsﬁlps
between human beings ‘and their physical ¢n-
rwironments and understands sothe of the eonge-
o quences of these*relationships.

D. Acquires knowledge about decxmon-makmg

processes. . . '

Acquires knoWlede about conflict and the im-
pact it -has on mdxv:dual and group
" relationships>

0

-
.

i Develops an understanding of the origins tnd in-
terrclationships of, bel:efsﬂvahIes and behavior
patierns. = . -

A. Expresses awareness of gme of the beliefs and
values expressed by people and recognizes that
the conditions, times and places in whi¢h people
live influence their beliefs, values and behaviors.
Upderstands ways beliefs and values are trans-
mitted in various eultures :

o
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© . C Undcrstands §ome of the influences of differing
beliéfs and valyes on rclat\onshlps between peo-
. Plet

D. Exémmes own Heliefs and values and the inter-% .
ys rclaﬁnonshnps between ahd among belief: sz/\values

. - ‘and behavior. :
E lll Develops the competencnes to acquire, orga 17
E €§7 and evaluate information for purposes of sol-vmg..
problems and clarifying issues. . "
' ) "A. Idenhﬁes problems or lssucs appropriate for in- :
o vestigation. . .
T *B. Dcsngns a.plan to mvcstlgatc a problem or issue.

C. sdevtifies, Jocates Ml uses sources of informa-
tion and evaluates the reliabllity and relevancg
of these sources. =

D. Organizes, analyzes, %tcrprcts and synthcslzes

© information ‘obtiined from various souices.

_ E. Uses summarized informatian to dfaw conclu-

. o sions; offer solutions to problems, clarify issues,

i make predictions. or serve as a guide to con-
tinued_investigation. =

F- Validates outcomes of investigation.

G. . Appraises judgments and values that are in-

' vo]ved in the choice of a course of action.

“

VI .
< IV. Dcvelops the human relztlon skills necessary to

communicate and work with others. - .
A.  Attends to expressions of others/” v

. B. Encourages others to express views and £
. opinions, &
C. Listens careful]y to others.

. D. Clarifies and elaberates n ideas.
+ E. Agks for clarification and elabor
~ ideas of others.
s F. Expreqses awareness of dlﬂ‘ercnt discussion roles T~

{e.g., initiater, facjlitator, blocker) and
recognizes some of the efforis of these roles on
idividual and group action. 5.
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@ b
G. Interacts in'various cgpacities (c g, leader, ad-
visor, suppbrter).
“H." ‘Expresses willingness to interact with a variety

o of people. = - /
I Provides emotional and intellectual support for
.others in group efforts. »
J. Shares-in responsnblhtlcs that arise from group
o-fi‘nrrs.

V. ‘Develops a positive self-concept, bmld% self-

“esteein and moves toward self-actualization. )
A Expresses awareness of the characteristics that
-give one ldentlty ’

B. Expresses ‘awareness of one’s goals {aspira-
tions), the goals of the groups with whichone
identifies and the fif between these goals.

C. Expresses awareness of the relative strengths of
oneself and the groups with which one identifiés
and  recognizes the socnctal barriers to full
deyelopment ;e

D). Assesses the extent to witich one has control

over the setting and achievement of personal

goals in light of what one knows about oneself,

" . the groups with which one identifies and the
societal barriers to-full development.

E. Suggests ways of maximizing one’s.effectiveness.

Develops and demonstrates a commitment to the
right of self-deteymination for all human beings -

" . and & willingness to take rational action in’sup-

port of means for securing and preserving human

_rights. :

A Dlsplays @awarcness pf a quahty of human life
apd an interest in ways in which the qual;ty can
be imporved.. -

B., Explains and supports rights and freedoms im-
portant to human development.

- Participates in family, school and community
- Non the basis of rational decisjons involving. -

onew values and the conflict among these
values. e . “

M
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V] . . [ o . R g
S _ EVALUATION OF PERFORMANCE .
' ON SELECTED SOCIAL STUDIES EXERCISES." . .
- . ’ - .’ . s : . . -
7 . . . .
3 v .
- : v N ¢ i
. )
~ . ) v ) . & . . ¢ L ‘
“This appendix covers only a portion of the released exer-" "~ exercises used by the Cox committee (see Ch'&ptcrtﬂ. The © 2
‘cises ard is not intended to Be a representative sample. A Cox committee also reviewed 22 unreleased exercises.
" complete report on all released exercises may be found in : L . N oot
"The First Sucial Studies Assessment: An Querview, listed in Ap- __ '
pendix 1. The panel’s task (se¢ Chapter 7) was not to Ke . . S . .
! ] . . - y to exercise numbering system: 1st letter — R: released;
. predict what prcl:ormancvc was to be but toJud’gc. what per- 2nd letter — S: skills, A: :ftti’;pdcs, :knowlcdgc; 3rd letter
formance (realistically) ought to be. The panel’s judgments. — O: obtaining information, I: intérpreting information, R:
are no more, but no less, than those ¢f nin€ competent social rights of the 1st amendment, Brworthof the individual, E:
studies educators. Readers will do well to ask themselves . economics, G: geography, H: history, P: political jcience;
with what performance-levels they are.satisfied. _ 4th and 5th numbers are the numbers of the exercise within
This appendix is divided into two parts. The first provides that category; 6th-9th letters would be subquestions within a
examples of .exercises cové{ﬁing knowledge, skills and at- multiple-part exercise. }
titudes in general. The second section lists all the released _ : S i
(- f °
; |
/ | |
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/ : . .
i
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4
- A
1 , i
"
LI .
O . [
“T~—— )
1
105 )
Q , L .
vy . : o




ho
. Sample Exercises from the
’ Fu‘st Socnal Studies Assessment
i . o . T ' . : //’
’ N v - ‘ S /" ‘Age
. A
. / B

-RSlZOCD :
' Thc Americah Dcclaratlon of Indepcndcncc stat /cs ' ‘&

. “Wc hold these truths to be sclf-cvndcnt, that all men are =
.  created equal, that they are endowed by their Creator with cer-
_tain unalienable Rights, that among these are Life, Liberty, and
the pursuit of Happiness — That to secure these rights, Govern-
_ ments ar'e instituted among \/(cn, dcnvmg their jyst powcrs from
- R the consent of the governed .

Do the following sentences restate ideas cxprcsscd in this quota-
tion -from the Declaration of Independence?

C. Some rights can never be rightfully taken away. -
Yes - ‘
- No ) - *
I don’t know

D. Governments get their right to govern pcople from the . .
: pcoplc R ) . _
Yes -
No _. R -
I don’t know : -
" RKE16 ; )
—--—ATiajor Amcncan manufactunng corportatlon seeks to establish
a branch plant in a. country that has rich natural resources but

very little mdustry The leaders of the nation turn down the
Amcncan corporation’s request.

What reasons can you give for the, dcc:sxon made by the leaders
of thc ‘foreign natlon? . -

RKH} 3ABCD

" American lndlans, Black Amcncans, Oriental Americans and
- Spauish-speaking Americans have contributed a great deal to the
" history and culture of our nation. For each of the groups i read
«tell me the names of as many famous or nationally known men s
=~ . and womien as you can. The person named may be either living
’ or dead. Briefly describe each person’s contribution or fjgld of
work. Consider pecple in ANY field of work — the VArts,
Business, Civil Rights, Educatlon, Entcrtammcnt Politics,
" Science or ‘Sports.
' A. American Indians
B. Black Amnericans . .
. C. Oriental Americans - B
(R D. Spanish-speaking Americans

-0 00N

RKH18
Which one of the followmg is the MAJOR goal of the Umteﬂ Na-

- tions? .. . 47

To fight disease SN
To maintain. peace
. ' To spread democracy ¢
@ . To fight the Communists
I don’t know

; | ' 106
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Nat’l evel of ‘\cccptahlc
—~Performance: Actual
(Percent) '

Age Age Adult Age
13 17 / 9

75 80 78 —

80 9% 94  —

- 61-80

18 .35 41 (

34 64 T3 61-80
0 1 4 41-60
3. 7 20 61-8D
77 "92 89  41-60

Realistically. Satisfactory
. Peifermance Level: Panel

(Pcr‘:ent)
Age Age - Adule ‘

13 17

61-80 >80 >80

61-30" >80 >80

—  61-80 61-80

61-80 61-80 61-80
>80 >80 >80

61-80 .61-80 61-80
61-80. 61-80 61-80 .

¢
B

61-80 61-80 61-80

e
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- ' Sample Exercises from the - . * Nat'l Level of Acccptablc Realintically Sahsflctory .
- First Social Studies Assessment Performance:- Actual - Performiaince Level; Panel
! (Percent) (Percent)

-
§

Age Agc; (Age Adult Agc Age  Age  Adult

e 9 13 17 9 13 17
" RKEO04 _ o .
Billy went to a department store with his’ mother. As they went. Y
- into the store, Billy saw a sign in the store wmdow. The sign
looked like thxs
[50v Now ' ) . | ' | .
" PAY LATER | - ¢ ove v . . [ ]
: ¥ e . . . : .
Which one of the following tell what the sign. means? 8 . — , = _ — 61-80 — — —_ "
, The store is having a sale. . ‘ ' S
. Somie things in the store are free. ~ . .
You can pay at'another time for what you buy today. : o .
You can tradc something you have for somcthmg you : S '
Want . , ) . * .

_ I don’t know o ; . _
v . 5
. , n ) - . . /-w-

‘. RKE09BC ‘ : ) - S

o, Which of the foIIowmg things happcn when a coumry bccomes
: hlghly industrialized? - ;

B.. There is greater emphasis on mdmdual craftsmanshxp - a6 53 —  41-60 61-80 61-80
- Yes . ' _ :
No . : . . '
. I.don't know —
C. There is 2 movement of pcoplc from rural to urban paris of -

¢

the country. . — 67 , 78 8  — 61-80 61-80 61-80
Yes - : i o T
. No ' ; ‘
i+ I don’t know o ' ° . R
- ! R .
. RKEO'I e .
Economists divide purchascs into two groups: ‘producer goods : : .
\ and consumer goeds. A farmer buys seed, fertilizer, a tractor and v . e 0
- a new coat for his wile. : : -
Which one of the things that thc farmer bought is in the group of : .
consumer goods? — 57 8t - 79 — 61-80 51-80 >80
. Seed . . . ' <
Tractor S 0 .
Fertilizer : ) -
~ New coat for his wife . ' ' ’
I don*t %now : . . Y
; .
A |
RKGO5 ' .
Which one of the following states bordcrs on the Atlantic Ocean? - 37 - — — — 61-80 — @ —
: California - '
Nebraska . . R :
New York ) - 1}

[N Ohio ) ) e
I don’t know : i

~
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A

Sample Exercxses from the
First Social Studies Assessment

_ RS007ABCDE

ERI

[Aruntoxt provided by exic |8

A. What do you think are three i lmportant problems facmg large

cities in the United States?

B. Which one of the problems you named would you MOST

want to ask questions about?”
C: What two questions would you ask about this problcm to find
out more about xt"’ o .

- Nat’l Level of Acceptable

) .

Realistically Satisfactory””

Performance: Actual Performance Level: Panel

. (Percent) (Perccnt) i . '
. i Age  Age.  Age’ Adult. Age’ Age Age Adult
RKEI2 | , 9. 13 | 7 ’ 9 . 13 17 - .
The term *““monopoly” describes the situation in which the ’ . 3 -
market price of goods and services is cstabhshcd by which one of o -
- the following? - : — _— 21 30 —_ — 61-80 61-80
Many sellers . : "
A single buyer
‘Many buyers and sellers N
A single seller or a smali group of sellers
. : I don’t know,
' RSI31 : . -
! / . Look at fhe cartoon, What idea is the artist trying to put across . : -
: in this cartoon? =" 83 88 o1 — 61-80 QSO >80
I - * :
¢
N . 3
. Cartoon. by. Herbert Block, “Richest ’ S
) Country in the World,” from Herblock’s. . _ o -
¢ Here and Now (New York: Simon &
. Schuster, 1955), p. 273. Reprinted by 4
permission of Herbert Block. .
L4 P
r - - o

o

38 59 — 41-60 61-80 >80

66

D. Name two sources that would hc]p you learn more about the

problem you most want to ask questions about.

. Name as many additional sources as you can that would help
you learn more about thc problem you MOST want to ask
questions about.
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S Sample Exercises from the S Nat’l Level of Acceptable Realmncally Samfacto.-y N
First Social Studies Assessment , ‘ Perfomiiggg/ Actual Pérformance Level: Panel |
K ‘ « . ~ (Percent) ~ - . (Percent) .
S\ - 7 Age Age Age. Adult Age 'Ag'e ~ Age Adult
T2 . 9 13 17 s 9 13 . 17
RS014CD - : . o - Ce
Suppose somqpne wanted to know what had happcned inour - . ° ’ '
country or in the world wnhm the last 24 hours. Would each of
. the following be a good way for that person to find out?
C. Would reading the dally newspaperbe a good way to find out : oo '
what had happened in the last 24 hours? . 87 . 98 — = >80 >80 - =
* 1. Would looking in an encyclopedia be a good way to ﬁnd out ~°, . ) , -
what had happcncd in the last 24 hours? . ) 89 . 98 — >80 >80 | __ —
N : :
N k%
., RS123 _
Look at the graph, then answer-the question below it.
) ' 5

. . . - . . .
. f .
A . o i

MONTHLY [AVERAGE RETAIL PRICES - »
. FOR AND APPLES IN CHICAGO v . . . .
< (1958-1962) o o | Y
. Cents " o N . . . : i
.t . _ . ; : ‘ ~ .
’ . s . p - \ .y

w0 (PorOason) | : .

I ’ s N S
.@‘w N \.\"',,v'w' ‘

- : ' i . o . N
-~ 20 ) ; H . ) : . C . - N
‘ﬁ ' | S | St :
" . ©
b4 — . ) o ) :
‘20 (hoe bornd) B / . : : o
. . : : & / n
0 C | . 0 ‘ ", . o - .
“Jan March Moy July Sept -+ Dec - . )

Reprinted by permission of the B.ureau of Labor Statistics

L3

The avcraéc retail price of apples was hlghcst in which month"’ — 89 96 91 ~  61-80 >80 >80
. January - » ) . ' .

July P o - :

- October ‘ : , - o 3

-December e
I don’t know - B

S . 109
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Sample Exercises from the

Fnrst Socnal Studies Assessment . .9

W

°  Rsm3 . .
Please listen carefulls y to thls recording of *Carefully Taught”
from South Pacsf ie. Whllc listening, try to identify the main idea or.
message. .

You'’ve got to bc taught o e
To haté and fear | = ¢ ‘
You'fe got to be taught
From year to year - . .
It’s got ta be drummcd =
In vour dear little’
. You've got to be ¢ rcfully taught
- You've got to be taught
S To be afraid ‘
. Of people whose eyes -are oddly made -
S . And people whose skin i§ a different shade
' You've got to be carefully taught. .
You've got to be taught befor€ it’s too late :
Before you ar: 6 or 7 or 8 ‘
To hate all the people - o N
Your relatives hate. ‘
-Youlve gbt ta be carefully taught
" You've got to be carefully-taught.

* . Wht is the song a*bo‘ut | \ ‘
" “Rsbi DA V'
A boy looked in 1 his history baok, but he could not find qut where
Abraham Lincoln was born. Whlch one of the following should
* hedo? - , R .
: ® Look in an atlas
" . Look in an.encyclopedia

Look in a geography e o .t

]

Ask a friend to help hlm
I don’t know
RSll7C o g s

; Some things CAN be proved to be true or falsc, some thmgs
CANNOT BE proved.to be true or false.

‘ -
% - Read each of the statements bélow and decide whcthcr it can or

- cannot be proved. If you think it CAN be proved, fill in the ovaly.

beside “Can be ptoved.” If you think it CANNO’I’ be proved, fill ~
_in the oval beside “Cannot be proved.’’ If you do not know the
. answer, fill in the; oval bcsndc “I don’ t know.”’ An cxamplc is
v done for you:
Exnmple ) ’ ’ -
The earth is almost round '
Can be proved
. ++ Cannot be proved .
1 don’t know

".t"

C. People from Mexico are nicer than ‘people from Canada
: Czn be proved -
, Cannot be proved . .
. . I don’t know T .

<

- " .
\ . . . o ) *
. .

-

Nat'l Level of Acccptable Rcalistioally Satisfactqry

Performance: Actual - Performance Level: Panel -
_ ~ {Percent) ~{Percent) .
Age Age Age Adult. Age Age - Age Adult -
s 13 17 9 13 17 :
L2 . ) - . . - -
Y “ ) . . . ) - ] ) . 4 , ,
~
‘. ) “Q
5 - .
“ b ‘ .
. <@ . -
1 I . . %
| s
\
‘— 22 739 39— 61-80 ' >80 >80
o ‘ &
! .
88— — — . 61-80 — -
LN
N ¢
(J"( . )
TN ..
“ L.
53. 7<1, 79 - 72 61-80 61-80 >80 >80
,
1
. ' B
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S - '»Samﬁle Exercises from the . - " Nat’l Level of Acceptable : Reahsucally Samfactory
| First Social Studies ‘Assessment L o P:rformancc Actual Performance Level: Panel
o . e s L . . (Percent) ‘ . (Percent)
- - ' . I N e : v .
i i -, 5 L ' - Age  Age. Age Adult Age Age Age ‘Adult.
. : N N T I L ‘9 13 17
- . . ;.:.' “ » PR ' .: - . o . “' "\/
RAB11 ‘ N ot R I . . "
7 Suppose a friend from. lndla comes to youf' house for dipner. ¢ .7 ¢ : ’ -
‘Your mather is naking hamburgers for dinper. While you are - :
playing, your friend tells 'you he does not eat mea(b His fcl!glon RS R o> .
will ‘ot let him eat meat. What should yau do" 87— . — "61-80 — — —
BRI n ..‘- x,ufﬁ oo . L . . S
RABO4 ‘~ S e ' S i R x '

Do you think the pcoplc who live i ina nclghborhoﬁd shculd beal- .- - oo .
lowed'to dccnde who can and cannet hvc in their nclghborboeé’ — w — .8 63 — = >80 " >80

. e , - . .
RKPO01 o ‘- ,,;w”*’ S -
Below are listed four of the many jobs that are donc' in'a, cnty , ’ - ) - '
Which orie of the jobs is done by the health dcpartment’ T 3%, —w — ,— 61-80 — @ — .—
. Selling food P o . St “ .
Directing traffic - » S R . :
Putting out fires : R S . . o { )
Inspecting restaurant " - . it R . .
1 don’t know = - T 50 , ‘ - o '
: . , R 4 . S : .
- RKP02 LT e A ' ..
* In a cburt, which one of the followmg has the _)ob of maklng sure R ' e
“ that the trial is fair and run accordmg to the rulés"’ 74— = - — 61-80 — —
" The judge s Dy A T . B o,
A . The lawyer o R R .
S . The jury S oD
. The person on trlal e T R . v . A
I don’t knbw . . Sl Lt e ‘. : St
RKP16 _ n PRI A . ; -
. In the United States whlc“h one of the followmg men is clcctcd to F o T ) _ !
‘s < office? o g2 * (1' w787 89 90 — .61-80 61-80 >890
: . A'United States senator . K ¥ . = . "
- The United States secretary of state Lo e T, . : L
A United States Supreme Court justice  ~ ;L ' . - N
- Thie: United States ambassador to Great Brnam Ses T ’
1 doht know* . S L
'RKP17 . ' ST S WP
The presidential candnd’atc far each.mdjor polltical party is for— - ‘ > . ) :
mally nominated by which one of the followmg" ‘ o P 17 49 60 . — 61-80. 61-80 61-89
", The Senate a : s ‘
A national primary e - ‘ e 4 . D . 3
#% A naticnal convention ) Y L : »
The House of Representatives L N .
I don’t know - ‘ o= _— ;
RKPIB 0 - @l .
Which one of thc followmg has the power to declare an ‘agt® df P b FEE -
Congress unconstitutional? , ¢ - = 35 71 62 — 61-80 80 61-80
. The Congress : L L N ' .
. The president: - ? o~ = . R
. ¢ United States Supreme Court - _ , ' : ‘
he United States Dcpartmcnt of Jusucc oo M . .
1 don’t‘know L .
. . el .
e ‘ ) °
- < - o .
, .
0 ) Q :
) N .2 !
» 0[’ '
> 8 % b
L L b ]> Te
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s ‘ Samﬂle Exercnses from the -- Nat'l. Level of Acceptable - Realistically Samfactory
. Fxrst Sqcial Studies Assessment . Performance: Actual Performance Level: Panel
- L s - ‘ r(Pcu:ent) _ (Perccnt)
', N . Age )Agc Agc Adult Age Age Age, Adult
' v . 9 Rl 13 17 9 . le .17
RKPO3 . . o -
The head of govcrnment in thc United States is the prcsxdcnt 1{\,_ ‘
Which one 6f the following is usually the head ofgovcrnmcnt ina ° v
town? .3 58— — —  41.60 — - —
The mayar = .\ -
The govcrnor A e C .
The chief of police . - 6
The school prmcnpal o b ‘
I don’t know. .- - J . i . "
RKP18 : ‘ - . @ ,
The ballot below was usid in ayéencral clection. Look at th~ ballak to answer the questions on this ard the followmg iwo pages. ’
| c D LEGISLATIVE o COUNTY
.. [y KB — . ,
o} . SENATOR . REPRESENTATIVE, : C S
o OFFICES . IN GONGRESS IN CONGRESS "COUNCILMAN - - | TAX ASSESSOR
: g .(vote for one). {vote for one) ~ (vote for two) ~ (vote for gne)
e : Al_anF‘ . John G vMa.rtha G |-PaerV |
DEMOCRATIC- KIRK SMITH DAVIS MOss
. ’ .. JamesM Mary - - John Michael M - “Joseph L
REPUBLICAN "~ ™ JONES- .. O’CONNOR RICHARDS| MERWIN" LASKI
3 ) ' R + ’ ) - : .
‘ A If you wantcd to votc for Klrk for senator, could you also vote : *
for O’Connor for mcmbcr ‘of*the Hous&*of chrcsentathcs" — -~ 41 44 — — >80° >80
Yes . S ' : . ’
No - v
. T don’t kitow - »_’.“f e e o
B'.\ Could youw vote for bmh Davns and Moss for councilman? o ' ’
C. Could you vote: for hﬁth Davis and Mcrwnl for,councxlman"’ y 0
D. If you were reginfered 3sa mcmbnr.of’ the Democratlc Party,» o
could you vote for Laski for tax assessor? . R .
E. Could-you vote for both “Kirk and Joncs fdl‘ scnator’ £y
RKPOSB 'a-@,x R . . o
Which one of .the foﬂownrg WOuld MOS’Q l'kcly pass an act to A '
raise the ranes for sepding Zttcrs throug'h ‘the mail? — 72 90 95 — 61-80 61-80 >80
: Fedéral goveriiment i _ ' .
State government, ' o
Local government> =~ . oo o .
* & 1 don’t know ) STt ‘ ",
PR y _
« RKPOSC K - Wt ‘ '
Which one of the following would MOST hkcly pass an act to - : o
*  lower taxes on goods tominginto flie country- ’ — 73 89 92 +—~ 61-80 >80. >80

Federal government

State governmgnt " =
Local government (LI
I don’t know S
o .
L]
< :
-y * E e * .
. ¢ . Vot 112
1 e
L
A
LI °

.
ERPYS . S

.
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Sumple Exercises from the
First chial Studies Assessment

Which one of the foflowing would MOST likely pass an act to ifi
State goverhment . d?

RKP11 2

The Supreme Cotirt ruled that it is unconstitutional to ’rcquirc
prayer and forma religious instruction in public schools. Which

R N ] . . . . . ,
one of the: following was;@& basis for its decision?

The requirements violated the right to freedom of speech.
. There was/strong pressure put on the Supreme Court by

tertain religious miinorities. B .
‘Religious exercises violated the principles of the separa-
tion of church and state. : -
Every moment of the valuable school time was needed to

“Rrepare students to earn a living. ' L
I don’t know. '

° ' . D

B} -

"RAB17 - T -

A

" Should a congiessiman pay attentionto the opinions and con-

cerns of people whose views are different from those of the ma-

Jjority? ] :
Yes
. No
I don’t know ¢ -

. -

Piease explain any answer yotjsclcctcd._

O

RIC

Aruitoxt provided by Eic:

RAROS * - ¥ . o

Indicate whether you.agree or disagree with the following state-
ment: Anyone who criticizes the use of United States troops in
e r - gy . .
military action abroad should be prohibited from expressing his

views publicly. = o :
Agreé ¢ 4
Digagree = o

Please explain your position.

. . . . E’j
RAR11 . :
In the picture, there are many people gathered together in a
public park. They are demauiding changes which you do not
agree with. Should these people be allowed to gather and make
their demands in a public place? .
Yes :
No , .
Undecided - -
No response

f . . 113

Nat’l Level of Acceptable ~ Realisticaliy Satisfactory

.

Performance: Actual ‘Performance Level: Pagel
._(Percem) »("’}' (Percent) .
Age . Age Age Adult .Age Age Age Adult
9 " 13 ¢ 17 9 13 a7 .
Q. S
_/ 77 92 .92 i 61-80 >80 >80
N ,}
— = 49 52— >80 61-80
(<]
\. ) o )
<
— = 7 78. —  _— 61-80 61-80
° i
— — 81 Bl — T~ >80 >80
— 54 80 72 ' —- 61-80 >80 >80
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Sample Exercises from the
First Social Studies-Assessment -

3

N -3

L.

RAROS.

" Should " a ncwspapcr'or magaznnc'ﬁc allowed to 'publish

something that criticizes an elected government official? °,
Yes v
No ' S oo
Undecided : D

IEARO?

Should a person who does not believe in God be allowcd to hold a
public office? » v

Yes )

No

Undecided -,

RARI2A - °

" Do you think people should be allowpd to plckct the holding of a
rock festival as a protest against it?

Yes
_Undecided <
RARi2B

°

Do you think people should be allowed to picket a police station

to protest reported police brutality? ..
s :
No - A
Undecided

RAB20

" Do you tink there should be laws against acts of varidalism such )
= as destreying a statue? - \ - .

tYes
No
Undecided
e 4

RAB16

Sheuld race be a factor in hiring someone for-a job?
Yes : ~
No
1 don’t know

Y °
.

.
N N

Nat’l Level of Acceptable

Performance: Actual
. (Percent)
Age Age  Age Adult
"9 13 17 .

, 4;[

— 74 90 90

Rcalisticall‘y Satisfacféry

" Performance Level: Panel

{Percent)

Age Age - Age Adult
9 13 17

L~ >80 >80 >80

— 61-80 ->80 >80

— . — >80 >80

— — >80 >80

— >80 >80

— © >80 >80 >80
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