r

© . #D 188 981

+

‘ v o . DOCUNENT BESUEE

Ta 005,519

- ’

L4

. AUTHOR - Williams, John D. -

| - \ K . . 'q - »
~_ TITLE - ' . Testing and the Testiny Industry: A Third View.
: IlSTITUTIon_ " Morth Dakota Unjiv., anpd Porks. Centér for Teaching

N

1"

and Learning.

'\ SPONS AGENCY  Rockgfeller Bros. Pumd, New York, H.T..
* PUB DATE " Dec 75 N ) y
-NOTE’ - 49p. ; T

AVAILABLE PRON Vito Perrone, Center for Teaching and Learning,
: ' ity of North Dakota, Grand Forks, North Dakota
- © o, -58202(($2.00) ' :

1

'EDRS PRICE ¥P-$0/83 HC-$2, 06”Plus Postage. | . —
DESCRIPTORS Criterion Referenced Tasts; Intellligence; - '
‘ ., . Inte gence Tests; Nature Nur e Controversy;

- #Standardized Tests; *Test. Bias;| Test Construction; -
- sTesting Problems; Tesk Validity; Test Wiseness
IDENTIFIERS Alternatives 'to Standardized Tesgting; Jensen (Arthur
. ' esting- Industry . fe B

N
\\\\\ .

* ABSTRACT . e o : . :
L . " -pif ferent wiewpoints regarding educatio l\testing
are desc¢cribed. While some people advocate continuing rel%®ance upd
standard ized tests, others favor the discomtinuation of such -
achiévement and, igtelligence tests. Thz author recomsends a woderate

* vigw somevhere betwveen these tvo extreames. ProbYelds associated with
‘standdrdized test¢ing im the schools include the tendency to evaluate
educational ‘programs according-.to their effect upon test scores, the
discontinuztion of vorthwkhile prograas that do not contribute to

_ improyved test scgres, 'and the amount of time required to adainister
test.bitteries. Problems associated with indorrect interpretation of
intelligence, tests, and comments on Jensen's article regarding the
relative impact pf gehetic and environmmental factors on intelligence
are also discusspd. The growth of the testing industry is described,
and alternatives| to present methods of testing are suggested. The

“author recommendls. that those groups most involved in-the testing

. process.should blegin, im a meaningful vay, to consider the uses and

- abuses of testing. (GDC) " < L S,

~

.t‘ttttt‘tttt‘%‘ttt‘ttt‘ttttt‘tt‘%‘tttlt‘t‘t##tt&ttttitpt#tt REEREREEE

~Documents acquifted by BRIC include many informal unpubl gd
materials not available froam .other sources. BERIC es every effort
to obtain the best copy-available. Wevertheless, ithas ofi farginal’
reproducibility aretoften encountered a%d this affects the gquhality
of the microfiche and hardcopy reproductions ERIC makes available’
via. the BRIC Docusent Reproduction Service (EDRS) . EDRS is not
responsible for the gquality ofgthe original documeat. Reprodugtions *

N . . i ’
supplied by EDRS .are she best that can'be made from'the original. *
tt#t*‘tt*tt‘ttttttt‘ﬁtttt“tttttttl‘ttt‘httt‘ttt*ttttt#ttttttt*t’tt‘*tt

LI I

B RERRERRERSN

Qo S s
« . . '

P
[N . . ‘ ”




.
XTI
P :.,:‘»

. ooy

.o
. - e




s e

-t

Nprth Dakota Study Group
p' Evgluation, c/o Vito Perrone,
r Teaching & Learning.
1versity of North Dakota

1 %irsf‘published in 1976

y,,

Grand Forks, N.D. 5§201

. 5o
Library of Congress Tatalogue

Card number:

75-46138

Printed by Un1vers1ty of
\iorth Dakota Press

.

Copyright ©® 1975.by- John Williams

v

AAgr:‘mt From the Rockefeller Brothers ‘Fund
makes possible publxca}ion of this series

Editor: Arthu'r Tobier

"~

sy




‘L"f N

v

_In NovemBer 1§f2, educators from several parts of the Uni-

ted States met at the University of North Dpkota to discuss /;D’ :
some common concerns about the parrow accouptability ethos '
that had begun to dominate schvols and to share what many

believed to be more sensiblé megns of both documenting and
aSSesszng children's learning. Subsequent mpetings, much

sharifit of evaluation information, and finan¢ial and moral

support from the Rockefeller Brothers Fund havé all con-

tributed to keeping together what is nbéw called the North

Dakota Study Group on Evaluation. A-'major goadl of the

Study Group, beyond support for individual participants,

and programs, is to provide materials for teachers, par--

ents, 'school administrators and governmental decision- )
makers (within State Education Agencies and the U.S. ‘Office .

‘of Education) that might encourage re-examination of a

range of evaluation issues and perspectives, about schools -

and schooling. .

Towards this end, the Study Group has initiafed.a
continuing series of monographs, of which this paper is. -
one. Over time, the series will include material on,
among other things, children's thinking, children's lang- ¢
uage, teacher support systems, inservice training, the
school's relationship to the larger community..-The intent
is that these papers be takem not as final statements--a
new ideology, but as working papers, written by people
who are acting dn, not just thinking about, these problems,
whose iyplibations need an active and considered response.

4

1 ) : Vito Pérrone, Dean
' ' Center for Teaching & Learning,
s University of North Dakota
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A FuiText provided by Eric L]

trying to influenc€ the policy of American education.

" and Herrnstein (1971) in a supporting cast ‘role.
.tollective view on the issue of heredity and _environment

The debate regarding standardized testing.in generqﬁ and
intelligence -testing in part1€b1ar has quietly‘risen to
a commanding p051t10nﬂcn the agenda of all. those parties
in
the process, the debgte has trimmed out and clearly marked
its boundaries.

One edge pf the debate ‘is centered on the age-old
heredity-environment controversy; ‘this aspect of the de-
bate was renewed by Jensen (1969), w1th Shockley (1971)
Their

as it affects. intelligence might be characterized by say-'
ing heredity predominates and accounts for perhaps 80 per-
cent of human variability in intelligence te§t scores.™
Their protagonists (Sitgreaves, 1961,
tin, 1973, Fehr, 1969 and Morris, 1972, te name but a few)
are not ) eas11y classified as ‘to the causative agents of
human 1nte111gence, but they do agree that it is not due~
to heredlty alone.

Another edge of the debate centers upon test valldl-
ty, either as 1t épplles to particular items or as it ap-
plies to testing subgroups not or1g1na11y measured in the
norming of tW€tast. A most provocatlve expllcatlon of
the, inappropriateness and inaccuracy of some test items
that appear on w1de}y available tests was made by Hoffman
(1962). More.recently, the March/April 1975 issue of
Principal was devoted to "The Myth of Measurabllity' and
included articles criticieing the items.that make up sev-
eral tests,.including the Lorge- Thorndike Intelligence
Tests, the Wechsler.Intelligence Scale for Children,, the
Otis-Denon MeAtal Ability Test, and The Iowa Teste of
Bagic Skills, o name but a few. A subsequent issue
(JJly/August) was devoted to "The Scoring of Children:
Sthndard1zed Testing 1n America." This second issue was

‘even mqre critical ‘of the testilg industry, calling into

quest1on almost every one of its practices. The opposite
view is expressed by the test-constructing industry and
1ts defenders. . .

Another edge of the debate centers upon test usage:
How are the schoqls using (or going to e) th¢ data a-
vailable on each ch11d? If the schéol is to develop
lcarnlhg settings for ''monzhainstream” thldren (classes
for the learning disabled or classes for the gifted), how
important should be the role played by standard1zed test-
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ing? One pBEnt-of view is that if the 1aBe11ing process -«
‘overrepresents or underrepresents an identifiable sub-
group (females, blacks, Spanish-surnamed, lower socioa .
etonomic statug, left-handed persons or Cathollcs),.tﬁen

the test is dlscrlmlnatory and should be abandoned. Pa-

dilla and Garza (1979) point out that Spanish-surnamed
children have a 2-to-2 1/2 times greater chance of being -
.1nvolved 1n classes for slop learners than, chers in
¥as and Cilifornia. They contend that "IQ" tests-4are
. an inadequate measure for the Spanish-surnamed begause
they do not sample the cultural and linguistic experi-
ences likely to be. a part of the child's background.
They#also are among several professional educators call-
ing for a mogatorium on 1ntell1gence testing ofs-sminority
children. Far from trying to defend itself, or even
turning a deaf ear to the criticism, the test indyst’&
has seen this, as an opportunity to sell more and newer
tests. -In fact,*3a plethora of “tests have' been recently
rewritten for spec1f1c minorities; ‘Samuda.{1975) has an

extensive annotated b1b110graphy of tests for m1nor1ty //

students.

¢

' .
- . .

UNDERLYING PREMISES \
] ]
Perhaps much of the debate alluded to in the pre-
ceding section 1s due to very different.underlying pre-
mises of the var1ous parggcipants. To take two !'straw
men" at each fode of the continuum, a ‘staunch defender
of standardized testing might reason that the tests, for

-

~— _.—the most part; have been r1gorously standatrdized in field

tésting and that a  viable- product has been aghieved; the ,
corresponding ''ant1-tester," at- the other en \pf the con-
tinuum, might reason that tests fﬁat are made up,of such
fallible ,I'tems as those that occur on typical tests can
mean n¢ more in thglr sup than the contribution of. each
item; 1f the 1tems are as questionable as they seem to

be, then the scores are most likely meaningless. Fury -
ther, if the tests empirically show themselyes to be used
to place peoplte into slower learning situations and an
‘1dent1fiable subgroup has more than its ’'share" of people-
so 1dentified, this is prima facie evidence that the test
is discriminatory toward the affected group. It is .
clear, then, that people with such dxscrepant belief, sys-
tems will likely iook at.the,same set of data and draw
efitirely different conclusions. .

The premises of the present paper are few. First,

in regard-to the teaching and learmning of students, it

is felt that students should be in learn1hg si1tuations
that allow thenr to maximize their learn1ng potential
while minimizing the 1nterfgrence of .nén- learning situa-
tions. No specific learning environment is prescribed;
1ndeed, 1f Hunt (1971) is right, stugﬁhts should be
. matched with léarning environments that best fit their '
conceptual functioning; what might be a maximally' func-
tioning environment at one stage of tHe.studént's‘lehr'-

.
.
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*One recent author who con-
tinues to use this concept
is McCall (1975) In an
attemptato explain the 1n-
telligence and heredity
concept at a fairly cle-
mentary level, McCall.opt-
ed for a simplistic defint-
tion of an 1ntelligence
test. score. Perhaps, part
of the rationale for thi~
is, that the term "1Q" 1~
ubiquitous 1n the jargon
of non-psychometrisgs  Bp
;aprtalx_gng op the famrl-
ty of this term, Mc- -
11 may have felt thut
the reader's igézrc<t mi1ght
more kikely he aptitated,
and, 1n the process, mak¢
him more fully informed on
the 1ntelligence-heredity
issue. UnfortunatLl\ the
percea{xve reader may ~cve
the "flaw” in the defini-
tion of intelligence, and
thus reject the point of
McCall's writing. -

ERIC
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" in their thinking such*

ing may be 1napproprlate at a latér stage L

A second premise is that the® ‘conventional wisdom of
any group is always open to question. As the ‘convention-
al wisdom of any group has a way of: be1ng modified over
time (perhaps because not all members of a group acgept
the conventional w1sdom), typifying ‘the “tester" o the
"anti-tester" %s always' t{pe :dimensioned and hean nac-
curate shortly after attempting to typify, or 'stereo-
type," that conventional w1sdom For example, thgse in-
volved in ,ntelligence t¥sting su;ely ngeonger include
romides as (a) intfelligence is
fixed and unchanging; (b) witheut considerable intell1-
gence (say; intelligence scores of 130 and above as mea-
sured by Wechsler s Adult Intelligense Scale}, such at-
talnments as graduate degrees are impossible (or/at least
highly 1m9§obable) or (c) ‘crime and loweT intelligence
are 1nseparable. -~ ‘
Interestingly, the critics of the intel 1genge
testing movement are guilty of at least ene pajor fauzx-
pas when they continually refer to "IQ" tesfing. The
IQ, or "Intelligence Quotient," has passed/from the lexi-
con of most psychometr1c1ans ~ho engage, 1 1nte111gence

b

testxng There. were too many inconsiste c1e5¢1n attempt-
Ing to arrive at a measure of 1nte111gence by the fabled
formula, IQ = “A (100) where: /

IQ =q&gq§1ntellk§enéé quotient, . .

MA = Ei mental age, and o,

CA = onvlogical age.*

One problem 1s that the grad1ents of learning are not
smooth enough to allow the™IQ scores to have a sufficient,
degreec of pred1utab111t) 1n longitudinal studies. ‘Bte
constructors of 'the Jstanford-Binet test coined the-term
"Deviation Quotient' and developed norms at each age as
an alternative to the difficulties of the traditional IQ.
Other 1ntelligence test constructors (and ysers) have
optcd for the term ”1nt¢111%fnce score” orreven academic
aptitude tept.'” . )

THe point:1s that test constructors and ‘allied psy-.
chometric persOnnel are not partlcularly 1mpressed by
condemnations 6f a term (1Q) that has been out of general
usage for more than a decade. To be fair,-the term- IQ
contgnues 1n the vocabulary of Jensen, Shockley and
Her™MBtein. Perhaps the psychometric community 1s being
inadequatcly represented 1n this debate? .

The conventional wisdom of the anti-testers' is
not n04rlv so closely delincated as 1t js for the "test-
ers'; those opposed to standardized testing have almost
pas many

sition to the testing movement. For example, one might
say that -the prcscnt conventiopal w1sdom asks that a mor-
atorium be made on intelligence testlng n publxc
schools. Others mlbht hold that this ‘moratorium be  made
on utilizing data from some very gpecific subpopulation.
“In betwecen thesé¢ two points occur many clearly staked-out

7

e

«

positrons on testing as there are people in oppo-/

.
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A third premise holds that alternat1ve explanations ,
- and/oryresearch methodologies may show a very different )
11ght on a given topic. For example, in regard to the ¢
heredity-environment issue, it seems logical to logk .out- .,
side the usual educat1on1st attempts at research a d¥at”

least become awdre of /Any research relating to-imkellec-
tual funct1on1ng frof a genetigist's point of view.- .
It should be {ear. from’ these premises, then, that

. the point of view being developed is a dynamic viewpoint;,
oL as more evidence accumulates, from whatever its source,
some rethinking is necessary. So is it necessary that no
evidence be dlscountea because its source fails to pro-,
qguce the proper credent1als, either educationally or phi-
- osophically.

Whether it is presented by a black woman
w1th,Qn1y ‘an eighth grade education or by a person such

ot
nem arguments,

as Shockley, who is neither a psychologist nor an educa-
tioniity the evidence is not to be reJected with ad homz-

Such an ad homznem.argqment a
made 'in an otherwise reasened- de

fghgggars to have been
. sesof the tésting
) movement by Ebet (1973,". 83):

Edycation is blessed with a great many capable - and
dedicated teachers 'and administrators.
, .

But .the-
profession also has 'its share. of mediocrity and of
. fal@e messiahs.

*
¢
.

It is from the latter group that
the loudest protests are heard against tests and
L —testing. N

e v

-~
’
\

To be placed in the camp of "med1ocr1ty and of false mes-
sxahs" s1mp1y because .one holds a view different from ,the
"eypert" is not Very comforting. - Green (1975), I th;nk ’

, did well to point out that the majorlty of those who |
- oppdse testing do so from. the point of view that minority
* group interests are often V1olated by abuses of the tests.
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Perhaps no scholarly, publ1cat!on has att?acted Jmgre at-
. o tention ‘than Jensen s lengthy article in the Hardard
Ty ' Educational Revieww The reactién agalnst him has been .
. ) so strong in some quarters that it" seems compelling
o . find .out its cayse. At the American Educational Res
p \ _Association Convention in Chicago, in April 1972, where
e . ‘Jensen.was scheduled to adgress a rgsezzﬁh audiehce re-
} garding his f dingg* Chicago city teackérs not, only
N " picketed the convention, urgigg researchers noy fo at-
‘ : tend his presentatmn but several stormed the hall, and .
. among other indignities'shown to Dr. Jensen, hifs notes:
: ' were stolen. Moreover, dembnstrators causgd s@ mach dis-
ruption that his presentation’ was cancekled. Hor such ‘
an ynusual amoupt of attentlon to be foisted ufon a re- .
searther: (albeit negative gttbntlon), it behooyes other
D . " researchers to at least find out about the squdbble and .
//‘t e, the research that generated it. What, in f?ct has been

.

i . R /;¢,,wtqe case?
| e ’ In the past decade, perhaps a handfur'bf education-
by A al research studies have captured the pub11c s} or rath-
' 4 - er the media's, attention: Besides JenSen's work, . Cole- ‘
v : man et al.'s (1966 monumental analysis of dag conductﬁ
/// o s ©d 3t the request of the then President Johnsop is no-ﬁ!
table; Rosenthal and Jacobson's (1968) study b3 cused at-.mm
tention on ‘teachers’ attitudes toward students and -
helped to popular1ze the term ”self;fu1f1111ng prophecy"s
* Jercks's (1972) reanalysis.of Coleman's data™Was an at-
tempt to ass®ss, to some degree, Jensen's f;ﬂdings on
. _* & the importénce of heredity. In each case, very few peo-
. ' ple, including researchers, appear to have reached back
. to the original source materials for their information,
/ ’ but inStead have’ relied on the media or condensatigns
: ' and/or rebuttals by others.” Thig is understandable to
/ . . . an extent, as each of these research ‘efforts is lengthy
. and would require detailed examinatipn. This is parti-
cularly true of Jencks's study; if one were not a statis-
b tician, understgnding Jencks*sresults;would almost seem
. to be out of the quest1on “ But of those prof!sgéggals
who have responded in pr1nt.regard1ng Jensen's woTk, . the
criticisms are not nearly as strong as the media might

\ have led us to believe, For example, take the reaction -+,
i ) - of a noted 'anti-tester," Banesh Hoffman, ‘in a recent !
\ ; - interview: N ’
AN ! ) -
. N ~ - . ~ 5 ‘

rorecrosieio enc) ' . = . *
7 .




- - When Jensen wrote his paper, I read about’ it in
-, . U fhe KNew York Times and I was b1ghly incensed.. 1
L I was ready o go out on the hmstings and write a
letter to the Times, and all ‘that. Then ! thought,’_
: .before 1 do that, I better Yead his paper, I did
. ‘ so and was surpr1sed to find that it was really a
T serious, honest paper. I think, however, that Jen-
. .. s®n has not realized one 1mportant thing that is
* ver® hard to measure, and that 'is the effect en-
. vironment has on a person. For instance, if you
oo R -are a black child, you can sense the hatred that
. is focused on you; yqp realize fhat if you do any=
thing good, no one. is going & 11ke it coming from .
. a black k1d *So you have children growing gg in
! - - an atmosphere of oppression and hatred. 1 don't
. . . think that Jensen realized how terrible:that is,
. o how it can stunt the intellectual and emdotional - M
’ growth of a person. (Banesh Hoffman, interviewed. )
by. Houts, 1975, p. 36.) ° . ’
. R R . -
L . ‘ A rﬁiiew of Jensen's article 1s in order.

\
- .
- . st ~

: ' o A REVIEW.OF JENSEN'S ARTICLE® ' o
. . . *{ r
‘ A The a\tticle begins, ironically, with the %oint on
L ~e . which 'his evidence is weakest: compensatory education
. has failed. He does po1nt out that some of the eagly ef-.
- . forts at compensatory education ((Project Headstart and
-+ related activities) have'often had less, than glowing suc-
. ‘cesses. But he does not consider the perspect1v¢ of those
e \ in the. community served by the various programs® To a
¢ 1 - - bldck, Chicano, or Indian, the’ compensatory education pro-
- . grams of thé 1960iimu§t 22ye seemed something led$s than
SN ’ . ’ a panacea for all™their meds. (In faCt that black arf
Chicdno or Indian might have remarked, '"Isn't it funny
that ajl the massive amounts of money available always
¢ go 1into wh1te hands? The administrators of the program .
- * are white; the teachets ar&.white; and all the materials .
’ bought are bought from wh1te businessmen. Don t they '

trust us?"} !
M . Next, Jersen ventures 1nto a standard textdbookex- \‘ ‘
- A . -

,» planation of the natlre of intelligence (24 pages). Ip
it, he considers several conceptions of intelligence, but
opts for a pragmatic solution: measurescertain kinds of
\ $- behavior, look at their relationship to other‘gﬁenomena,\
¢ and see if ‘the relationships make any sense ile some
’ might have grave misgivings abowt not pinning down the
ve entity (intellifence), Jensen's approach ig fairly stan-
dard in psychological research. ‘Jensen guptes several
. stud1es regarding the correlat1o‘ of inyelligence mea- .
' sures and indices of socio-economic status (the\x [ range |
. ot from .42 to .71). . w
o ¢ L Jensén alsd enters a dlscuss1on of genotypd (the ‘e
- ) genetic make- up) and phenotype (an observablg or measur- -
. ' able characterlst1c of an organism). The.square of the
i . . . N

i e R . . .
. o R
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. 4 , corrclation between the genotype and the phenotypé'is R
" oo called the hvreditability of that, trait:., e discusses
) . , ‘?,the distribution bf 1nte111geqce $cores ‘;; fails, hdw-
. ever, to go Into, the cofstriction ‘of Yatle 1gende tests, .
" a shortcoming, I+ find 51ngu1ar1y perpl‘ang
SR k/ , ’ -~ Then Jenseh LOHSqurt the Lnberltag ¢ of 1nte'11- -
y- y/ . gence from.a genetlc viewpdint, Fip t be feviews the |
. /. work of Burt. (19583 1966Y, which was an ttempt to sort
coet out the proport1on of .the yariance «n lnib111gePCe sts
. _+ relatingeto’ genetlcand env1voﬁabnual’fﬁctd‘3 *;"‘Sefgpd, )
' . 4 . . ' . vy
- . . oo .
\

- s r3 . .

*Whlfe the construpt1on ofilntelllgence tests is’peces-
sarllv heavxly statistical by nature, much ‘of the -¢on-
struct10n process uses methods ordlnarlly'taught in a
f1r>t course. . Wechsler's 1s quite Jllumlnatlng id this
regard both because the test 1s highly. respected and
because the manualsdoes an excellent Job of de5cr1b1ﬁg
th& norming process.’ , 1 ~
o Wechslef has two scales for children, Wechslen's
Intelligence Scale for Chderé% (W15C), ages 5-15, and
the. weahsler Preschool and Primary Scale of InteZZzgence
(WPPS1), &ges 4-6 1/2, and a scale for adults, Wechsler's
Adult Intelligenceé Seale . (WAIS) The WISC-inclydes six
performance tdsks ahd six yerbal tasks\ The WAIS.omits
» one performance task and 12 of courgg, afpa more diffi-
cult level. dhe ope omitted task isst
The reason for its ombssdon says quite a bit about in-
telligence gest construction; among 11dren Jtheré are ¢ -
. no Sgnificant sex differences om any of the 12 tasks: ’
) " For adults men score 51gn1f1cantly -higher on the mazes—v
‘ task; because an assumption is made that there' 1s no sex
: Jdifference on any of tire 12 tasks, ‘those tasks that do ©
- - shoy a difference are discarded. (One mxght ask, as ha§//
» .0 been done*by Bane (1974), why don't we get rid of items’ = -
that show rgee discrimination, thus rendering as aca- .
demic the whole 1ssue brought up by Jensen?) .
ti Each task thatyris completed on the/hechsler tests .+
. yields a scaled score. (not necessarily a poi for each
e correct response), the scaled scpres are then added, Jand
N , their sum is transfdrmed to ua new scaled score, the in-
» tellxgencelscore riginally, Wechsler standardl'ed his
data so that the hdkn would be 100, tht standafd devia- 1ﬁf
tion would be ‘15, a1d there,would be no'sex differences.
Further thc data were scaled so that é normal distriRu-
. tion wgu]d result. Nevertheless, some 1ntere§t1ng anom-
’ alies occur 1n parts of the test. For examplé, no more ,

e mazes tas®, .
3

TR

e . ) L crédit 1s given for getting all- the/items correct than,
’ - 1£. the longest.digit span is mrssed.
o ‘ &_( g git sp >
. » .y .
‘ . .- . ** Burt's data appear.to be the géeds of Jensen's con- ° - /
* LA cept that intelligence 1s 80 pertent determined by genet-’
., 1c factors.: While 1t is difficult to criticize an au-
N _ thor on a sccond-hand bdsis, 1f appears Burt ysgd an hi-
erarchical modol (see Cohen, 1968) that “insuréd the pre-
, '/ . -
4 . . ’ - / ) 4 ‘ LI 7
) ’ ’ ’ : ' ;
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Q Kaim (1974) notes the

lack-of scientificicén- ,.

tzols in most of these .

stuﬁies
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-+ he rev1eWs thd;varlous klnshlp stud d& whlch in turn,

were earlier reviewed by
, (1963). , He also reviews"
he draws several points:

lenmeyer K1m11ng'and Jarvik
e twins studiés, from wh1ch .
first, that correlations 1n

intelligence scores-of identical twins are- systematlcally ..

higher than for fratérnal twins; second, .that identical

wwins yho have been separated tend to have more similar

‘test _scdres "than fraternal twins ralsed‘fﬁgether *

, Flnally, Jensen rev1ews studies regardlng environ-,

_» mental corrglates of” ;ntelllgence, getting td the core
issue only on- page 78 of a 123-page article,< In fact, -,
had the first two pages of the art1c1e been omitfed, and
had the article ended on page 77, ‘Jensen would probably
_still be an obscure educatlonal psychologlst But. after

" page 77, Jensen gingerly Trationalizes why it is at least
1nterest1ng “to investigate racial differences in intel-
ligence, as raC1a1 differences ‘in many othbr aspects of
human” 1ife have bgen investigated. As Jernsen passe§
p01nt*pf no return (dlscu551ng racjal differences), a
grossly oversimplified 'synop3is of his reasonlng might
be useful. , First, he attempts to show that rntelllgence 4
is’to some degree (he says- 80 percent) hereditary; sec—
ond, he attgmpts to show that blacks scere an average-45

- p01nt$ below whites on intelligencd tests; thlrd he at-

. tempts to show tha},;ompensatory _education has salled :
His-evidence for the first point is rather substantial.
His evidence on the se;ond point’ is somewhat weaker, bu}

- given the misgivings, K }east the .relation of-the evi-
dence is ugable. The "1 t 1;d.p01nt has little documenta-
-tion in the article;-1t seems to be the crux of his pre-
sentation, however,, . 4
‘ A little' discussed point ffom this part-of Jensen's

article relates to the American Indian. The American

Indian is sgid te be ". . by far the most environ-

mentally dlsadvantaged group . . .," yet their scores ‘on

inte}Mgence tests put them only seven to eight points
below the Caucasian mean. _Indeed, ‘on at least one.test

_(Dennis, 1942), American Indians have\been shown to scor®

higher than’ Caucasians. -In fatt, a groyp of Hopi had a

Mnean intelligence score of 124, clearly superior to most

Caucasian samples. Jensen argues that "if environment is.

causal to the black-Caucasian differences in intelli- *

gence, then{&ﬂi\ean env1repment 1og}caliy be rele;ed to
> y

]

- .

domlnance of genetlc factors.- Had environment been used
as the flrst ordered varidble, a very different estlmate
. of «the 1mportance of hqped;ty would probably have been ?
found, ~ Kamin (1974) thoroughly’ attacks the Burt studles
on the grounds that their lack of adequate roporzlng and
',apparent.assessment process of adult 1nte111gence on'a .
* non- -testingwbase reduces them to an 1nterest1ng commen- .
® tary on psycholegical research in the middle third of
the twenticth century, clearly lacking in terms of to-
" day's standards "o ) M .




. the Ind1an d1fferences?
Jensen then ¢onsiders a eugenics argument that does

. ) . © have a data base. Apparently, uppet fand middle class
- R ~ . " blacks have 4 substantially lower b1rth rate than their .
w o A * Caucasian counterparts. The reverse is'trug of lower
: . “class blacks and Caucasians. To whatever degree social
. . class is correlated to intelligence, and that relat1on-
B . sh1p, in.turn, is correlated to heredity, Jensen ‘conjec-
@ tures that future studies would show larger discrepancies
. “between the two races onieasures of intelligence.

” “o +  The. remamder of Jemsen's work is concerned with
e L .. the various studies of compensatdry ‘education: The impor-
! tant po1nt An the later portion of his artlcle is that, .

in separating intelligence into two levels (Levél One,.,
Associative Learning, and Level Two, Conceptual Learn-
iﬁg),'schools°tend to emphasite conceptuﬁl lgarning,
- phile those at the lower abjlity lewels achieve a greater.s
. , degree of success with associative learming. Jensen
. would encourage a much greater empha51s on a55001at1ve
.- ’ . learnlig for lower ab111ty students”.

PN s

+ | - %
.
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. ‘ REVIEWS OF JENSEN'S ARTICLE 1N SEGSEQUENT ISSUES OF T
: Tt ) HARVARD EDUCATIONAL REVIEW by
, Th the folloh1ng two issues, the Harvard »Educa-
yooo. o tional Review published several critiques of Jensen's
. . 's paper, written before and after the paper had become a
- . rallying flag. Kagan (1969) suggested that Jensen's ar-
‘- ‘ N guments were not compe”llmg, but only suggestive. C(lear-
. -, 1y his cpnclusions regard1ng compensatory educatjon,
Kagan.wrote, were inappropriate. on several grounds; it is
__— 4 1llogical to use current evaluations to dismiss all pos- ..
, . . *sible compensatory programs. §. McV. Hunt's (1969) crit- ° N

[

v 1cisms were astonishingly mil{; his greatest.criticism
focused on Jensen's having stafied 'compensatory "education :
has been tried and it aﬁpears.to have failed." Hunt saw-

. y iy . ' +that as a half-truth placed at the begjnning of the paper
. T for 1ts dramatic effect.  Crow (1969), a geneticist,
- agreed for the most part with Jdnsen's analysis, but A .
pointed out the 11m1tanlon5'of the mathematical assump- '
5 . - . tions, the sample sfze, and lack of evidence 'regarding ~
changes in the environment that had not yet been tried:
' « Bereiter (1969, p. 310) stated, 'My own view of the
future of 1nd1v1dua1 differences and their social conse-
queqaes is -even less optimistic than Dr. Jensen's. The -

.
.

\ “ .o hereditability of intelligence is unquestionably high ' i’
’ ) . with further social progress, 1ts reliability can - s
T : only increase . . S Canepﬂually complex machines 'such
- as computers that are understandable to only a small per-
A

. cent of the populace will inevitably magnify individual
. o differences in ability, Bereiter wrote. Elkind (1969) -
. described a Piagetian: concep‘&on of intelligence; he also *
. . related that his evidence indicgges that " . .the longer
we delay formal znstructzon, up to certain Ztmtts, the ’
» greater the perzod of plasticity and the higher the ultz-

L] . 9 ) _‘
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R ) mate ZeveZ of achievement.” Thus, nursery schools (and.
<, . the compensatory ﬁkograms for pre-school children) might
. bégter try to create experiences that have immediate .
. . = - -. _value for the child. A tl
- ", e T . Cronbach (1969) agreed to some extent with Jensen's
5 T f1nd1ngs, but found .the Levels I and II d1§t1nct1qn in

‘ intellectual funcifbnlng to'be an oversimplification. .

Brdzziel (1969) took umbrage with Jensen regarding the- !

. application of .similar research to the blacks in.phe

. e outh. His concerm was that racists will use the art1c1e -
: - . n an attempt to continue or reestablish as much segrega-
. e o« i Jtion as they can legally achieve.. .

- L ' ~F - Clearly, the earliet criticisms, written ﬁ51or to’

s “( ‘the publication of Jensen's article, were not nearly so

. ‘ marked as they were reported in the public press. The

. _ Teviews tha; appearéd in the second post-Jensen paper is-
- - -" sue of the Review, when the media had taken it up, were

.somewhat stranger. -

.3 What .might be characterized as one of the better ' ‘

- critiques of Jensen's statistical methodolofies was made .

. by Light and Smith (1969). 'They showed thgt almost 9 -
points of the 15-point d1f§erence in mean intelligence
T . ' scores between Caucas1ans and Negroes can be attributed
: to the d1sproport1onate distribution of ‘socip-economic

o . . status as it relates to "race." They further argued

that, if an unusual ingeraction Egttern is present, the

entire 15-point difference can be taken into account.

’ Unfortunately, they presented no émp1r1ca1 evidence for
the unusual interaction pattern. If they had, its social
consequences would seem to be unacceptable; in some in- !

. telligence levels it would be more beneficial to have a .
lower standard of living, rather than a higher level.
Few families would seem to want to move into abject pov-

v erty for an average '‘payoff" of perhaps 4-6 intelligence
score’ points. I the end, one might interpret Light afid.
Smith's article as presenting ev1dence that ted,

that whatever the difference is” in intelligence scores
between Caucasians and Negroes, it is surely considerably
X less than 15 points. .
Stinchcombe (1969) made several bo1nts about the
. e - dffect of environment, perhaps the most valuable point
. . being in reference to Head Start. He wrote that insofar
: as deficits are cumulative, having an enriched experi-
K ence for only one or two years 1s not nearly the same as -+,
: living in an enrichéd environment for all of a person's
~ Tirst 20 years. ‘The research on the estimates of herit-
. abjlity in the various studieseof twins was reviewed by
‘ . Fehr (1969). Using a different analysis, 3 lower esti-* -
mate of the heritability coefficient was fouhd. ,
Perhaps one of ‘the most cogent discuseéions of the

. . limitations of Jensen's study was made by Deutsch’ (1969).
’ (//‘ . As Deutsch and Jensen formerly colldborated in eérlier,
’ a’ . .. Tresearch, Deutsch might Be seen as haying writtén a let-
- ~ter to a former colleague askirig him to ". ., . retract’
, . « his genetic conclusions in the light-of, data about and =
)ﬁ L understand1ng of.env1ronmenta1 factors with which he .,
\ ' ‘ .. P . ¢
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o K7~ ticle” (p. 552). Deitsch also poisited out that lawyers
' < in some desegregation cases and some legislators have
. : : used Jensen's article either to ayoid full integration or
. . to underfund public education.’ In A8 time since Deutsch
; - made his plea, Jensen ‘has not only not retracted his ar-
 gument but, if anything, ds makipg snfgfger statements
o ' ‘in regard to the importancé of heredity. . - |
N d Several more caus ic pubTications havé answéred in
criticism of Jensen's article. Richardson and Spears
(1972) edited a book of essays refuting Jensen, including
- 2 ‘ -‘a particularly scathang essay by Swift, who views Jensen
o as a heretic from the scientific community. Gartner,
Greer, amd Riessman {1974) also edited a book of'essays:
_called The New Assault on Equality,- which a neutral ob-
. ' . server might view as leaning more toward a polemic than
T shedding any new understqufng of the conmtroversy.
: N * In 1974, broadening the controversy, Chomsky took
.o Herrnstein to task, Stirring up his own hornet's nest.,
- . . . €homsky's pesition might be inserpreted as reguiring the

2

{ .

suppression ang 'abandonment® of réseirch if it led to-
findings unpleasant to the égali}arian point of view:
A .
Turning to the question of race and intelligence,
we grant too much to the comtemporary investigator
) of this question when we see him a§’faqed with a
T L conflict of values: scientific curiosity versus .,
/ R social, consequences. ' Gived>xﬂe virtual certainty
that even the.'undertaking of the inquiry will re-
inforce some of the most despicable features of
. our society, the intensity ofSthe presumed moral
* dilemma depends critically on the scientific signi- .
v - . ficanceyof the issue that he is choosing to inves- |
“ ‘ tigate. Even if the scientific significance were .
- immense, we_ should cértainly question the serious-
ya ness of the dilemma, given the likely social con-

21

; " ' ‘possible finding is-slight, Xien the dilemma.van-
. <y 1

“on

1shes. ) R ¢ .
) In fact, it"seems that the qugsti’h’of the re-
s . lation, if .any, betweén race, and intelligence has

’ ) little scientific importance (as it has no social

importance, except under the assumptions of a

racist society). A possible correlation between

mean IQ and skin color is of not greater scientific

T ‘ interest than a correiation between any two_othsr
arbitrarily Seletted traits, say, mean height ard
collr of eyes. (p. 99) .

Ct ’ ) Banesh Hoffman, in'his interview by: Houts :in 1975,
‘ - had some interesting vi
up by Chomsky: *+v  ~ .

Houts: Lét-me ask-another question. Do you

o . think that it's mor§;1y'defensi le to inquire
T into such things as social characteristics?

f - was apparently not familiar at'thigtime he wrote his ar-.

sequences. But if the scielg.ll;fic interest'of any

ews regarding the-question brought

LR '
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Hoffman: Yes, I think so. 1t int that all

sorts of things should be inquiyed into. I o
don't think you should set }imits on 1nqu1ry, ..

although I shouldn't say you should neyer set S ‘

limits. . . .But in the matter of .social char-
acteristics, I think we havé to investigate

it very; very carefully ". " .But if your mo-
tivation is honestly and.seriously scientific; .

I think that the/ mofe/ye know, on the whole, .
the better off e are/ (p 37) ,

[ i . 'Y

I have two argumenfs with Chomsky s reasonlng

First, the denial of a %%s to research, whatevéer the
area, seems defensible'tayme on only one ground, that 9

dlrect harm’ }S done to the‘subjects in thé process
carrying out’ the research Second, it is of social 51g-
nificance to conduct stqdles regarding individual and
group differences., While it may never have been planned
for such use, the ﬁata ayailable on various groups have
been instrumenta] ‘in pointing out specific instances of
social injystice, whether. it has involved blacks, Indi-
ang, females, males, Chicanos, ‘or any other group.
Finally, Jencks, as I mentioned earlier, has writ-
te a provocatide book that enters into tie discussion.
ound, uponweanalysis of Coleman' s data, tha¢ dif-
ferences in quality of scheolinghave llttie rejatiopship
to adult success; he" measqned that, sxnce~%he Qquality of
schoollng may not mat;ér *se_ much, scheols should be ‘made
a "furi" place to be.” He also found that familialvin-
comes (that is, brothers and sisters)’ varnéd almost as
uch as 1ncomes in general. It was also his conclusion
that 45 percant (not 80 percent) of intelligence scores .°
were due*to herédlty .In the end, Jencks séems to havg;

" been placed in the Jensen camp by the anti- Jensens, but

ignored by the Jensen camp. *"» -+ . =«
What, then, might be made of :2e heredlty eDV1r0n-
ment issue as it relates to human i elligence? - ‘In fair-

.ness to Jensen, he has .meticulously followed standard

practlce in both relating his own research apd relating
the research of others. Surely, much fault can be found”
not sp much with the research but with the dramatic way
he attempted to refute compensatory education. More,
important, it should be pointed out that Jensen never
intended to test the heredity-environment question as -
an impartial judge; by utill§1ng the’) ics
andlattemptlng to estimate h*, the
the whole focus is - mentablhty / Further, 1-h2 i

not to be interpreted®as environmefital variance, 51nce,
as Jensen states, "In bmmetnca/ genetlx, the environ- .
mental variance of OEZ is simply the res¥dual non-genetic
variance, nothlng more." (1975, p. 173) While Jensen
never explicitly cautions against the interpretation of
hi's data as a test of the hefeédity-environment issue,

his methodology clearly sh@gws him to be studying heredi-
ty, not the latter.

Perhaps psychometfic tests have reached their .
. s {
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plateau in regard to thé environment-heredity controver-
-sy. C(learly, better measurizents are needed for the
concepts of "heredity" and & nvi’bnment"; nor is it

likely that psychomatric device# will provide them. Ge-
netic studies would seem to be more up'to that task.
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- A Genetic Appr‘olac'b.to‘ .

Intellectual Inberitance’ L

heredltary differénces in ingelligence 1s through a ge-
netic, as opposéd. to a totally psychometric, dpproach to
, studying 1n@}41duad ‘and group differences. One such

L. / i
A second, and, popéptlaliy more fruitful, approach to

" study that Might be seen as a rudimentary beginning was .

conducted by LehrRe (1972a). »
Léhrke reviewed several studies deallng with men-

tal retardatien. One continulng, aspect of mental retar- -
datjon 1s that, 1n almost ivery reported fgurvey, the’
maYes predominate ovet females. Lehrke hypothesxzed
tHat those»genes:that are a major determiner of intel-

fgence are locatéd on the X-¢ chigogosome. - X- linkage of

such traits would aclount fér the appai‘ent greater male
varlablllty Thes greater variability would result in
proportionately higher 1ncidenoce of both mental retarda-
tion and of higher 1nte111gence in males. Deleterious
alleles of these genes could résult in mental retarda-
“tion that 1s transmitted as a $ex-linked recessive.

+ ~ Lehrke interpreted the data‘avallable as supporting
four hypotheses: _

n
d .

) . ’ -
‘ 'Hypothe51s 1. There are maJor,genetic loci re-
lating to human intellectual fuhctioning that are
located on the X chromosome. WY -

[ -

-
- .

Hypothesis 2. These genes, if mytated, ‘can lead
to subnormal intellectual functioning, i1ncluding
mental petardatlon, 1n a X-linked manner.
Hypothesis 3. One or more.of these genes relatbs‘
to verbal functlonxng

Hypotheslsui Thé defic1t relatés-primarxly.td
the central nervous system. (p. 612)

3

In. support of his hypotheses, he quoted several sources .
that indi¢ate the greater variability of male 1nte111—
gence SCOTES . Also, Reed and Reed (1965) are quotqﬂ
garding the 1ncidence of known retardates: If the
mother but not the father 1s sretarded, the proh&blllty
*of retardation 1n the children is twice as great as 1n
families where th¢ father is retarded bytvthe mother is
not. : ’

) Anastas1 (1972) pointed ‘dut that indufficient evi-
‘14 i ‘ ' ‘ . T e
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. dence’ is avaxlable to talk usefully ’ about a Xtheory" of e
‘ o X= l1nkage to major intellectual traits. °She *indicated- )
.2 L " that the hypotliesis would be usefully.tested by investi-
- . . - 'gat1ng several retarded ingividuals. Nance and Engle v
. (1972) suggested that social reasons may exist forsthe
N predomxnande of males be1ng regarded ‘as retarded. They
. . " also stated,t1n support of Lehrke, that "TR;re 'ig no y
S ) doubt that there are many sex-linked retesslive trgits -
’ - o r‘that are associated with mental retardation, and that in -
. . the aggregate these syndromes qay constltute a greater
. proportien of the retarded population ‘than most people
. . are aware'™™ (p. 625) .
- e . In response to Anastasi and Nance and EngLe,,LEhrke
o (1972b) clarified several points that they had raised.
.o - While no further rejoinders wére included in this parti-

. cular issue of the American, Jowrnal of :Mental Deficiepcy,
there could be more to Nancé and Engle's comment regard- ~
ing how social mores-serve as a basis for decisions dbout |
. institutionalizing retardates than Lehrke is willing to

' . credit. Uhfortunately, documentang evidence of -differen-

» tial- bases for admissior® to institutions for mental re- - .
v tardation is-quite difficult, and perhaps impossible in

: : regard to making definitjve Judgments _In my limited
, o experience in six month's employment as an attendarit- in
™~ » ’ ‘ a state mental 1nst1tyt10n there séemed to be a behavior
L difference between male and female patients. It appeared

. ) . © that femakes are much_more reluctantly consigned; to men-
. . , 8 tal hosp1tals than 1s true for males. If this tepdency % .
’ holds for other types of institutionalization, including
mental retgrdation, then differences in proport1ons of
> males and females in institutions for the mentally re-
tarded may well have a social *base.
®

- ) ¢ » o

.

o

*s

L " SEX DIFFERENCES IN MATHLMAT PCAL TALENT

Bearing on Lehrke's hxpotheses as it relates to
‘ o higher intellectual funcﬂqbn1ng is the research being con-
: ducted at Johns Hopkins University under the direction of
Julian Stanley. In a large tésting process prelimipary -
- to.their major study, Keating and Stanley (1972) found
an unexpected and discoricerting sex difference showing a
preponderance of male§ with higher mathematical talent.
Using the Sequential Aptitude Test Mathematical (SAT-M)
) ’ as~a screening device with 396 students part1c1pat1ng in |
a mathematics conte$t (223 males 173 females), they
©T o found that those scoring 610 or over numbered Aid’ﬁ) s
2

j/ but_no females. On another test administered a e
' ' same time, Mathematics Achievement Level I (M-1 2
- ‘males and no females scored 560 or above. -

Astin (1974) sought to investigate ‘these sex dif-
ferences further. Beth she and Anastasi (1974) point
out that mathematics scores correlate substantlally with

‘ . pessonality charactefistics most read11y assoc1ated with
. B masculinity (independence, nonconformity, and unconven-
- 8 *tionality). Jithin female groups, these corretations

'Y . . \\\\ . \\\ 15
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also hold} Astin pnoffered several social explanat1ons

for the results: (1) Girls may become more anxious about
c0mpet1ng than boys; (2} role: stereotprQE favors inter-
ests in mathematics and science for boys;‘and (3) whereas
rgirls.appeared to like school, higher scoring males re-‘t

“ported a strong dislike for school showing them to be

more nonconforming. Wh11e\Ast1n.d1d concede ‘that a bio-
logical explanation may accou or sex differences in
scores, she feels the eyidefice is more convincing in the
girectjion of cultural re1nfprcement of differences due to
sex-role identification. )

In opting for a more parsimoniou§ explanatien,
Lehrke might argue that gene differences by. sex are also
related to,mathemat1cal talent. Stafford (1961) showed
that spatitl visualizati¥on was sex-linked, with malés
scaring higher. Hartlage (1970) "also investigat ‘this

- same phenomenon with similar results. Bock and Kdlakow-

ski (1973) followed up these two studies with additiopal
data of thefr own.  They found that in all three studfes
on spatial-visualization the correlations for father-

.daughter and mother-son were both higher than either

father-son or mother-daughter. In all three studies,’
males scored significantly higher than females. Of ad-
ditional interest was the finding that spatial-visualiza-
tion appears to be class-free, in thé sense that ldﬁgr
class .subjects sc¢ore as well as middle or-upper class

subjects., The explanation offéred by Bock and Kolakowski

is that spatlal ability is substant1ally~1nf1uenced By a
recessive sex-linked gene. ~/

As a final comment, it is fair to say that studies
regard1ng genetic componénts to intelligence” from a bio-
logical viewpoint are 4t a beginning stage, and are by {
no feans definitive theig results. On the other hand,
psychometric. invesyigdtions, wherein -all measures uséd
follow a paper-peficil or question-answer format, are less
likely, over thg long tun, to be .as convincing as a,re-
sear¢h viewpoint that includes a ‘biological exam1nat1on
of the heredjty comportent’
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Lookmg at Tests and ltems on
Tests Hoffman, Revzszted
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The. stock in trade of the test sellers is’ the multiple-
choice question. Students who call multiple-choice tests
"multiple-guess" tests are closer to the mark than they
realize. Several writers have expounded on specific ™

items on the varipus gtandardized tests. In the July/ -
August 1975 issue bf Prznczpal Zachdrias, Schwartz, ’
Cole, and Butler criticized specific items. By far the

most interestimg exposure of tests and test makers was -

. done by Hoffman (1962). - .

. While the following item does not appear on any
publxshed test that I am aware "of, it is suggestive of
the dilemma that faces' test takers

./~"’<‘ _

- ,Amerxca‘qu discovered by

. , (a) Christopher Columbus .
(b) Leif Erickson . o
\(c) Welsh sailors '
(d) the Chinese .
(e) Indians ’

If the student is told to p1ck "the answer thaf’"xs most
correct," a knowledgeable reader would indeed be per-
plexed. 'There is" at léast some archeological evidence
that would allow answers (a), (b), (c), and (d) to be
correct; on the other hand, it is clear: that the Indians
were already here to greet whohever arrived. Newer ar-
cheological eV1dence may show that even the Indians were
preceded by some other group. So the problem here is
being clear about what is meant by the word "discovered."
Assume for the moment that the keyed answer ‘is (). In-
terestingly, high scorers might tend to get this item L
"right" more often than Jower scorers, giying this'item

a2 high "discriminant idity," and perhals permit it to
be a survivor of an "item analysis." Higher scorers )
might use a strategy somewhat like this: the item clear-
ly does not have a right answer, so which answer ht' )
appeal to a person who writes tests? While answe&),
(b), (c), and (d) might have sufficient evidence £ .
them to be 'discoverers," (b), (c), and (d) did hot es- °

"tablish their evidence widely 'to Caucasian Europeans.

Also, the test writer,probably uses a Caucasian point of
view toward the term "dxscover " so that answer (e) °

would bi inadvisable; even though the Indians .obviously,
‘ )
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.knew about_ America, they dxdn't tell us. In other words,
high test scorers may-have learned how to "get into the
~heads" of pedﬂle who write questions. . .
Sequences-.of numbers are popular on several apti-
tude tests. Consider the folloﬁing.item (Otis and Lenon,

1967, p. 2) A
Q’ - . ’. 4 L A i
] ® What term is missing in this series? ’ .
S o, 3,5,7,%2,11;13 ©  .(8, 9, 10, 14, 15) 'A

v

X4

The elicited answer is 9, but mathematicaily any of the

answers can be shown to be correct.. The answer 9 could be

. ' | achieved by the following series: 2n + 1. The answer 10
: . could be ach1eved ‘by using:; 2n + 1 + (n-1)(n-2)(n- 3)(n 5)

' ' ) (n‘g:()/lz To get 8, a similar series can be used: ‘ 2n *%- -~
o ‘ 1 ®n-1) (n- 2)(n 3)(n 5)(n-6)/12. To’get 14, the follow- N
s ‘ . ing series 'will wark: 2n+ 1.+-5(n-1)(n- 2)(ﬁ 3)(n-5 - 7

{(n- 6)/12 Finally, to get I5, the following may be used:
~ 20 1 + (n-1) (n-2) (n-3) (n-4) (n-6)/3. ‘
) A worrisome question may enter the mind of the
S bright student : whiJe mathematically any of theranswers
. ean be correct, does the ?rson who made out the test
know this? Lf the student’goes on the assumption that
"+ . the test is really rather simpleminded (as, . perhaps, is -
. ’ the test constructor), then the easiest answer is 9, a ¥
’ - piece of reasoning that raises a critical issue almost
never addressed either by test constructors or test
» critics. —How—<can-a person who is more intelligent, or
more knowledgeable, than the test writer and/or adminis-
- trator be fairly tested by the test and/or administrator?
.~ In the absence of flexibility on the' part of the person
' : A who scores a test, it may not always be possible. As:an L
. ' . inieresting aside, I took the WAIS from an examiner in
. 1964. One of the questions on the WAIS is: "What is
. the population of the United States?" The answer given,
R 192 million, while closely approximating the actual
y \ counted populatlon was technically dncorrect going by
. ' . the test manual, written in 1955. Full credit was given
for answers between 140 and 180 million. The test manual
v was ©learly outdated. Further, it is well-known that
) the official population clearly underestimates lower in-
come minority males between the ages of 18-30. The offi-
_ c¥ar éstimate could be 'off by at least a few milli®dn.
R Knowledge of this phenomenon may be costly if the exami-
’ ‘her is not flexible. (The examiner in question was flex- v
ible. Later he said, "If you said it's 192 million, then .
. P it's probably 192 million. The test manual is outddted
Lo ’ ¢ . anyway .'")
| . ~ What happens when a person taking a test recogn1zes
an error in the instrument? ,1f the experience of the
> students reported by Hoffmﬁﬁ:T?’fyplcal, writing to a
& tést company-is of little avail. Apparently they rarely
respond to individuals writing to question certain 1tems
at least they rarely admit to error. While item analy-
ses are not always particularly useful, if a "distrac-

e 18
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See, also, an article-di-
ectly related.to the mis-
eading nature of terms 1n
esting by Lazarus, 1975b.

*

»

ter" or plau51b1e incortect answer, is picked more often.. o
than the keyed answer, it is not wholly impossible that .
a mistake has been made in the key. :

¢
)

- -

ON DISCRIMINANT VALIDITY, ITEM ANALYSIS, AND REEINING

PSYCHOMETRIC DEVICES . . 4

¢ Standardlzed tests typically go through a complex
item tryout period. One step includes finding the Mis-°
criminant validity of an item. Typically, the percentage
of people whose total score places them in the upper
fourth' are’ compared on each item to those whose total
score places them.in thé lower fourth. Suppose 80 per-
cent of thosd in the upper fourth get an item correct,
but only 40 percent of those in the lower fourth get the
item correct. The discriminant validity is then .80 -
.40 '= .40, a fairly respectable discriminant validity.
An assumpt1on made is that peaple who get higher ‘scores
know more about the subject than those who get lower
scores. What happens if the reverse is true: that is,
lower scorers are more likely to get the item correct
than those with higher scores? The item is likely to be
dropped .or rewritten; even if a casual (i.e., non- -
psychometrxc expert) reader.thinks it’seems like a good
\item, he is still unlikely to convince the psychome;rlc r“///
expert of the validity of the item.

Various other technical details go into construct-
ing a psychometric device, including finding measures of
reliability and validity, continual item tryout, etc.

Thé non-expert should be advised that the words 'reli-
ability" and 'validity," im,this context, lose their
usual meanings, and instea¥ take on technical aspects
that, beyond being bewildering, are highly misleading.*
Measuring reliability is similar to measuring intelli-

ence. Neither can be measured directly, so that hypo-
t etical constructs must suffjce, | -

After a, tes't has been refined through item analy51s
£ final form of the test is developed. The refining pro-
cess is akin to process1ng wheat: the original product,

ith minimum processing, might have‘been more fit" for hu-

man .consumption. . ,
*

] 1 .
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- . - Use -of Intelligenee Testing
‘ S “in the Schools ~ ~ >

fully chailenged than it is today. As mentjPned earlier,
- L in a recent issue of Principal, Zacharias, Morrison,
Purvi dilla and Garza, and Lazarus hav in various
1 ways asked for either a moratorium or thefabolition of
¢ ‘ ) " intelligence testing. .In several large cities, including
¢ New York, Los Angeles, and' Washington, intelligence test-. '
ing has, in fact, been abandoned on a district-wide :
scale. ' 4
The #deasons usually given in support of a morato-
rium on such tests are either that they reflect an East-
‘ern, Caucasian, middle class bias and discriminate against
' minority groups, or that they are often used for labeling
, children, particularly as they are related to placing
. -them in speeial classes. In addition, teachers and ad-
- ) ministrators who hale agcess, to the scores of ‘these tests
-7 are also presumed to be guilty of setting in motion a
"self-fulfilling prophecy" abbut the children. While I
. don't necessarily disagree with “these arguments I think
. ‘ . some d15t1nttlons have to be made.
) Much of the abuge of 1nte1ﬁ1gence test1ng is due,
P - I submit, to thg}r uses in a negative sense. If*legiss
i lation were passed so- that intelligence tests tould be
® o used only in a positive sense, then perhaps at least :
some of those who wish eqther a moratorium-or abelition
o would be willing to concede & real value ih 1nte111gence
e L ® testing. Consider the alternative of abandoning stan-
' . dardized teggs in” general and intelligence tests speci-
- . ‘fically. The stage would be set for status.quo oriented
‘teachers and administrators to more. intensively act out
N their biases and reward conformlng students.

- An incident that illustrates the point I am try- S
ing to make occurted several years ago ip a Northern
California town., Becalse a borderline normal! female

. was also quite promiscuous, sthool lgaders tried to get
e her placed in an institution for tie wetarded.  -She was
i admdnistered a bevy of 1nd1deua11zed tests. Had she .
‘ scored below 70, the school people cquld have proceeded
with the plac¢ement. Curiously, her scores on these '
. tests varied between 711]3, fiever below 70, To me, the
- " incident points out sevesal things. The school offi-
cials tried to use the intelligence tests'in a negative
N sense; ‘they were offended by the girl's behavior and '

- . .
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wanted to remove her from the vommunity under tif gyise '
. ’ o that_she was retarded. The tests, however, were used in
a p051t&ve sense; the girl's scores haV1ng qxceeded the
ey . . . minimum, school off1c1als could not remove her from the .«
. . - community. Had they “had a free h;pd, they would have un-
. ’ + doubtedly sent her to an irstitution for the mentadly Te--
- tarded just to get her .out of their community. . .
Likew1sq4 1nte111genge %ests have been said to dis-
. (X s criminate against mimOrities, a charge that ha nsider-
. - " . able substantiatigfi. Consider, however, a black studént
’ , L e who ‘achieves a score of 140 on the WAIS; that sq,re, in
« . itself, would seem prima facie evidence of~superior in-
“ telligence;, regardfess ®f the opinions held of this stu-
' ~ dent by the student's’ teachers. To discontinue intelli-
e ' ) ’ gence testirng would seem to be-a discriminating act a-
e ’ ) against bright\minority students.. If .the rights of a~
" T child are to be considered, then the child's right to
' take a test is at least &s great as the child's right not

.

v - , to take atst. .
, The statement in. the preV1ous ‘paragraph is predica-
’ ted on therd being some positive contingencies connected.
to takihg a test, For.example, schools might! have made
- special prov151ons for students who Score above a parti-
cular score. If, on the other hand,’the only coptin-

- gencies of testing are.negative, or if the tests are
given purely for administrative reasons, then I would not
try to. defend the testing process.

. . The legislation I have in mind might require a
. sechool district to forego placing a child.in a speciak
. . gducation classroom 1f he achieved above a given score.
' . © Nor would the school be allowed to place the child in ..
' - the special classroom sifply because he had failed to
‘\~.~\\‘ ’ achieve the specified score. If the interests of the
child were paramount and clearly supported by law, a LI
varied;group of professionals--including, perhaps, a phy-
» /81 aﬁ% a school counselor; a clinical psychologist, the
- ‘ er, and avgpeech therapist~-might be called on to
’ assess aspgcts of the child's growth, in consultation

. with the panants and the child. This group would then

be 1n a position to make a more judicious choice of help-

ing the child toward maximizing his learning opportuni-.

. ties. If this prooess.seems to the reader to be a lot-

tery whete yBu win sometimes,.but ngver lose, consider

that the purpose of public education is the provision o

) meaningful learning experiences for our nation's yoyth,
. not the employment of middle class rea&p{;tic function-
o ) : aries. Be51des, what is wrong with allowing more stu-

. dents the experience of winning?

" . A point should be made here about the history of

‘ ‘ intelligence testing. As Kamin (1975) has pointed out,

. this history includes some unsavory forefathers. Whilg

- Binet was an important exception, many of the other

~ leaders 1n the development of intelligence testing (in-
) cluding Terman, Yerkes arid Goddard) were proponents of a
’ eugeniics view, following the pdli?icil minds of the day

e (19g2 19253 . Concurrent with the construction of early

) . 3 , . -
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fes - intelligence tests,’ Spearman developed the‘concept of
' ' factor analysis, principally as an aid to understanding ~
1ntell1gence Large- -scale flhgence testing was con-
# - ducted on news recruits durifff Warld War I, using-the
"alpha' test,;Intelligence testing was thua given sever-
al incentiyes™for advancement dasp1te the bias of several
: of the early develdbers In the process, intelligence
testing has received. the’ greatest atténtion of the vari-
ous psychometric devices used, and as such; the psycho-
=0, metric quali ieg of the more w1dely d1str1buted intelli-
gence tests hrd® perhaps the most advanced examples in
. the art of pSychometric testing. If intelligence tests
are of dubious Value, then where does this place other
~ e psychgmetric téstlng, such as achievement testing, per-
sonality testing or attithdinal testing? .if intelligence
" tests are to Be eliminated, then few tests of any type
) . ‘fould seem to be free fsom a successful cqallenge from

.- - some interest group.
’ ) . . It seems bothersome-to many criti® of intelligence
. . . - testing that the concept of intelligence is not "p1nned

‘down" to an acceptable concrete entity, but rather is to
some de€gree seen as an abstraction (or hypothetical con-
- - . . struct) that is measured indirectly through the various.
. [ tests, however 1nadequate. However Bothersome the use of’
v . an abstraction is to the criti¢s of intelligence testing,
- it.should be pointed out that, with few (if any) excep- '
. . tions, othér personality and/or attitudinal measures are
even- less well anchored to a concrete reality than is °*
& intelligente. Those who would argue agai the use ¥
. of intelligence tests because they den't fsure (di- | .
-t « - y P rect;y) "intelligence'" would seem also to argue against ’
' : the use of attitudinal tests,’/such as the'measure of au-
RN thoritarianism.devised by Adorno. R .
Adorno and others (19%0) instituted an F- scale tQ
test for rigidity of thinking and agreement with an ultra-
- r1ghtb(fasc1st1c) viewpoint. One ldgical criti;ism that ~.
has been raised 1s that this kind of test is, insensitive
to d1scover1ng members of the ultra- left who are, if any-.

- , ' ething, even more rigid; Tapp (1975)" has termed these
b ‘- people "totalitarian liberals." Rather than discard the’
- < . F scale because it hds been shown to be 1nadequate in

-some circumstapces, it makes more sense emd1r1cally to ,
Vv note it4 limitations, however numerous, but t6 allow its:
; continued use fot the sake of eventually better under-
i stanhding the.human condition. 'ra

-
o . f T, “ . . Should inteljligence testing “be abanaoned9~ While
‘ .f ‘#ny tast1ng can lead to abuse, their posgtiVe dse seems
' il - - . too impontgnt to simply eliminate thwﬁxé long °
C ) . run, society would be “the Ioser. . n
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L - & . Useof Standardized Achievement
Tests in the Schools ' S

" . - . i * ".‘
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Consider for a moment an all-too-frequent type of ;eéting
« abuse. A school+district with perhaps 10,000 students
: ) administers to each*student each year a complete ‘test
. battery such as the Jowa Tests of Basic Skills or .the
. . California Achievement Tests. If the district employs
500 teachers, then the 500 teachers spend the equivalent
“of a full profe551onal day each administering the teégts,
and the 10,000 students spend the same time taking the
tests. Consider the costs. First, the test forms and
answeér sheets have to be purchased. This outlay could
easily run several thousand dollars. The tests have to
be scored; if the teachers have to do the scoting, they
are likely to spend another 20 to 40 hour 2 in the drudg-
ery af test torrecting. If the tests are scoréd by opti-
cal scanner, the cost is likely to run at least a few
thousand dollars. The teacher's time, if prorated at $50
a day., comes to $25,000.  If the students' time is worth
anythlng (which 1t very well should be), the students:
haye collectively spent 60,000 to 80,000 hours taking -
tests. ‘At $2 an hour, this "expense” Tums. at }Qgst '
. $125,000. Lvemn 1f this "cost" 1s disgegarded - a$ 1s gen-
. erally the case) -other student cos€® shodld bg understood.
Many students can,see no relevance to spend1 so much
- time taking tests. Further, a negative affedt toward.
) ‘-test taklng s’ e351ly envisioned in-this masgive sting -
cT effort. Giving the tests (as they are usupfly adminis-
5’ * b tered) in massive doses, fatigue must sdrely play a part
) in students' scores. Conszderxng t!f achers again,
« the boredom that ensues from admi tering tests hour af-
"ter hour is taxing;«1if the teacher 1s highly motivated
L) . to enhance a child's learning experiences, administering
. standardized tests is extremely frustrating.
.. . What are the "payoffs'™ from this massive testlng
. _effort? In the best pessible world, the school district
. ehploys 20 to 25 testing-subject matter specia}ists, who
_— are able ‘to fran e test results into remedial ahd/or
A R accelerated prog for the 1ndividual student in contin-
uous consulpationgwith the classroom teacher. These
tegting-subject matter experts’do not now exist i1n any
number sufficient for present testing programs; their ~—
non-existence }s 1ﬂLsome measure due to, the school dis*
. 4 . trict's unwillingness to expend monies for the necessary
number of specialists.to implement such ‘a program.
~ More likely, the school district will use thgg

L3
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. scores to arrlve at sore normatlye data on comparative

‘ achievement levels, if the data is embarrassing, suppres-

sion of the information is all too-common. °
Teachers are not pow likely to looR closely at

achievement test scores. All too often, the test scores ,-
, sit in files and are only occasionally consulted, if a6///

parent or ‘counselor or other agency insists on the infdér-

mation. Schools ‘rarely embark upon any systematic usage

of test information to enhafif&*student learning experi-
" ences.

) If the costs and probable usage are compared, there
~is no jusfification for massive standardized testing. If
f1nd1ng normative data to cgmpare the school district to
“ - a national scale is the def?:g, then it can be achieved
without this enormous human cost. If students were ran-
. ot domly chosen, 50 each at grade levels 3, 5,.7, 9, and 11,

so that a total of 250 students would be tested, the

same usage could ensue and at a greatly reduced cost,
- both in actual dollars expendeg and in wasted time. If
. . a moratorium is in.order, that moratorium should consid-
- . . . er mindless massive testing programs that exhibit little

‘ payoff for the costs-involved. *

. In fairness to the test constructors (of.at leaét
the Iowa Tests of Basic Skills), it should be said that
the tests themselves are often technically sound; pro-
perly used (with a sample of the students rather thap

= R the whole population), they may yield useful information.
. Improper use, like overeating, has unde51rab1e side

- effects. .
. Ve
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Wby Do Scbools Administer
Standardzzea’ Tests? © o

Why 46 schools administer standardized tests? If the

- quéstion is asked of students, a plethora of answers may.
be given. One answer that probably does ndt occur very
often is,. "To help us where we have problems.". If a
teacher is asked this question, a likely rqsponse is, "My
pr1nC1pal “forces all teachers to give them.' Central of-
fice personnel may either resdrt to the "district policy"
answer, or perhaps ‘indicate that the "'public" expecxs the
schools to be accountabdle. ‘A most wnlikely answer is,
"Because it enhances the learning~activities in all
classrooms." If Perrone's 11975) experience is typical
(and there seems to W& no contrary evidence), then the
scénario just: deser1bed may be apt:

.As this eventful week came to a close, I called ,
an assistant principal at a junior high school in -
yet another school district, opefiing the conver-,

sation with, "How are things going?", His re-

. sponse was not what I had anticipated. . ’ |
g . *'Terrible!' he exclaimed, "We gave the
E - test on Monday and Tuesday, and the school year
‘ . hasn't settled down yet., It's like this egery
e school year."
: "Why do you give the-test?" I asked, but I . » .
5 ! knew why: ‘it was a systemwide activity.. Then I

T * . asked what was done with the test resultg, and

“ ‘ the assistant principal said, 'We just file them

away; no one’.looks at them " (Perrone f 1975, p. 97} . ..’ \
In other words, for so many, the réason for giving

. " standardized tests this year is because/ they gave them

- last year, and. for every preV1ous4sch 1 year in anyone's .

‘ memory . To discontinue the’ standard'zed testing program

. T, (if this is' seen as ¥ reasoned solyfiofh) would mean rock-
: ing the boat--and rocking the boa?’ is almost an extinct
. Lt ) benavior among school administrators.
. N ' * But How'should the schgdls Teplace the standardized
o T - .~ tests? First of all,’ it shduld free up the time previ-

- : ' ously used for testrhg £
. . . meaningful activities With.the students. If the money
' ‘ allocated for test-glving cannot be shifted to dther pre-
- viously neglecte areas, then perhaps some tax reductions
. ¢ might occur.
R . . If mas

tpe teachers to use in'more

ive standardized testing ‘is to be abandoned
r A

4
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/in a given- school district, it should be pointed out that

the process of abandonment is perhaps even more important
than the outcome. Serious and reasonable’ discussions at
all levels are necessary. Questions have to be raised,
such as: "Why do we give (take) these tests?'"; "How

. mlgh; the test scores be meaningfully employed by the

student, the, teacher, ‘the-parent, the administrator, or
the researcher?"! "Vzll we meaningfudly use the test?";
"Is the test worth"what it cos®s (in.dollars amd in

time) ?"; "If we have a standardized 'testing program, is
it mandatory, or could classes (st Ats) elect to partis
cipate or not to part1c1pate°" " look at the tests;
do they tebt'relevant areas?"; "Are ¢ testi the most
economical way .to sample necessary 1nstructt:k§1 areas,
or are other testing forms (such as problem solving) more

relevant?"

If all who are\ihvolved with the testing area rea-
son together, then whitever their reasoned. decision, that
they have wrestled with the  necessary questions and ar-
rived at a decision is ff1cient; Even if they decide ~
to continue the 51andar4}zed testing program in some
" form, they are more likely to undeystand the rationale
for testing, and are more likely to make use of the re-
sults..® . . 9 _7‘
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Uo We: Kleed This Big a ‘,4
Educatzonal Testing Indﬁctry p

( ° . s . ! Y
The dimensions of the educat1onal.test1ng industry are
imhense; Kohn (1975) has estimated its’ yearly volume at
$150 million. Corporations such as the Education Test-
ing Service (ETS), Psychological Corporation, American
Collede Testing Service, and the California Test Bureau
of McGraw-Hill are fairly widely known. Textbook pub-

- _11shers are also heavily invested in the testing indus-

/ try; ‘Houghton-Mifflin, for one, publishes the Iowa Tests

of Basic Skills, the Lorge-Thorndike Intelligence Tests,
and ‘the Stanford-Binet Intelligence Scale.r These cor- '

- porations are but the tip of the iceberg. There is a

stirtling array of publishtd tests available to test
every conceivable aspect of human endeavor. Buros €1974)

P 11sts more “than 100 publmshed"ﬁroup intelligence tests;

more than 20 individual tests are ‘avail#ble. The total
number of.published tests available easily numbers. in
the thousands (Buros, 1972, lists 2,585 tests).
More important than the number of tests is the ef-
fect testing has on Humapn lives. Students typ1g311y have
. to .take (and pay for) a college admissions test even
while they are in Righ sthool. Companies such as ETS
have develofed a whole battery of achievement tests that
are now aceepted for college’ credit 4f the $tudent. scores
high enough It is now possible for'a student to achieve
one year's credit at a designated college or university
in“one day's effqrt taking ETS's advanced placement tests
before the student has even set foot on the campus.
“ s . 1f the student wants to go to graduate school, then
ETS's Graduate Record Examipations (GRE) aré usually rée-
: qu1red And pity the student in a compet1f1ve academic .
ared who may have excellent undergraduate grades and ex-
cellent recommendations but Oonly mediocre GRE's., Simi-
larly, there are tests for almost every professioﬁal
school, but surely including law and medicine. ‘

- resque (at $3.75, thank you). The student fills out an
opt1ca1 scanner sheet, and ,omehow this is better than
showing need-to logal officials. .

Suppose the-s udent as to show.a read1ng knowledge
of a foreign langua ! for the Ph.D. Do the professors
in the appropriate fore1gn language test the student?
Not on your life. ETS comes to the rescde again.

One of the funnier incidents in my professional
‘éxperience is due t0 the u$e'of the ETS Frefich Examina-

R o A - . 27,
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tion. The graduale ‘school where I taught decregd that a
( student should score at the 33rd percentlie (of higher)
to show a reading know}edge of the language. There were
three forms of thébtest, one for students in the sci- ©
ences, one fog students in the humanities, and one for
students in the social sciences. However, the first part ’
of all thret-tests was identical. Because students in

the humanities and soc¢ial sciences naturally_have a .-
greater language background, their scores are usually

higher. Thus getting a score of the 33rd percentile is
much harder for students 1in these areas than it is for
those in the sciences! As 1t happened, one could pass '

the science test'by doing only the grammar sectipn and ;
- omitting the rest of the test; such was not possible for
the other two-tests. 1In fact, several students in the
humanities .and social sciences section "failed" the lan- |
.guage examination even’ though they had obtained more than
a hundred points in excess of the score-required to pass _
the science examination. As an alternative strategy, I #F
suggested to several affected<students that they take the
science examination and do the best they could on the )

v

grammar settion. ”If“you ve done well enough,”" I said,
“you don't even have to look at the science ®eading séc-
tion of the test.'" By hook or ctook, students started

passing the languwage€ examinatron significantly more often.
_ One additional aspect of the testing 4industry that
should be considered is 1ts secrecy. Kohn (1975), in an’
attempt to gather information about the testing industry, -
talked to representatives from the major testing firms.
None of the people he talked to was willing or able to
estimate the number of students tested each year in the
United States. They also would not reveal how many tests
" their individual companies had sold or scored. The. only
comment made in regard to overall size of the testing
industry intimated that -1t was .too’ small, and should nec-
-essarily.become larger, *

A short refiection on the amount.of autonomy given °
to thé industry by the colleges and universities is noth-
ing short of astonishing. One wonders what,will be the
next coup that the testlngrlndqgtry w111 mgke Are they

o

“n

t

really very far from offering dégrees? ~'It -has been said,
in fact, and only half in jest,.'that the }argest univer-
sity 1n the world is none other.than ETS.. Surely, more
college credits are achieved by takxng ETS tests .,than any
one university offers. -« =

One of the more eloquent arguments égalnst the
testing industry was made by Karier (1972). In it, he
indicated the testing imdustry as being the servant of
power, privilege, and status. A parallel can be drawn
~""with the large philanthropic foundations.

L

L

& -
) ’ the foundations (Carnegie, Ford, and Rockefeller), as a
"fourth" branch of government, is said té be that of a .

marfipulator of educational thinking for the co
liberal state. The projects of the foundations
a pressure valve for society; studies_ultimatel
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fluence the d;rect1on of public education through mass-ive
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example of how the corporatg state has attempted to in- »

testing, Karier cites evidence regarding the testing done
with the nationa} assessment program: The establishment '
of the natiomal assessment. i's seen 35 a very- def1n4te
step toward a national curriculum. T
A similar view-1s given by Kamin (1974, f§75) Ka-
min reviews the history of the development of intelli- .
gence ‘testing and notes that, with the exception of Bi-
pet, many of the earlier developers of intelligemnce test-" )
ing had a décidedly hereditarian view of intelligerce. N
This heredi ian view was, in turn, made to serve the
politics those who wanted to impose differential im-
migration quotas on the so-called "genetically inferior"
peoples ‘of the South Mediterranean and Eastern European ‘
areas, ///N
Should so large and intfusive a testing industry .
be encouraged to continue? Surely the testing bureaus
would answer not only in the affirmative, but with rea-
sons for. why the testing industry should and will get
larger. But another ascendant point'of view, a point of " o
view of students and faculty, is that we don'st need one-
tenth of the "services' testing firms furnish. Many of
the services do no more than help enforce the status quo.
What.possibly could be more indicative of enforced sub-
missiveness than for a third grade child to sit for six
hours taking tests whose purpose no one seems able to L
understand? The teacher doesn't have the authority to .
excuse the child; the principal may also feel the lack of Yy
authority. Higher up the chain, they are so far removed
that the anguish of the individual child is quietly
laughed off. What function do such exper1ences have in
a demoeratic society? .
If the testing industry grew "Just 11ke‘Topsy " -
then is it not time to grea;ly reduce the size of the
eed? ¢ . )T
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Students to Take Tests

An Interim Soiuiimz : Teaching

/.-,
!

N .

Even if those in the testing industry,. on their own,
‘were suddenly to reverse their growth and retrench to a
former shape, it is likely that their tests would he.
with us for a long time to come. In any case, what's
more probable is that the immediate future will bring[’
continuing growth. Thus, students should be prepared
for the testing onslaught.

One example of prepar1ng~students for tests was
given in the previous chapter. Perhaps where such coach-
ing is most necessary is with younger students who have
to endure the Iovwa Teste ¢f Basie Skills or the Culifbr-
nia Achievement Tests. 1 am not implying coachlng in
the illegal sense, as in the, Turnkey project in Texarkana
1in the early 19705, where a ‘large-scale per formance-
contractlng experiment was accused of using actual test
items in their instruction prior to the scheduled testlng
Rather,. preparation, much as a baseball coach gets team”
ready for a game, is helpful. K Students should not have
to encounter a new testing form when the tests are”taken.
That is somewhat like a Little Leaguegplayer going to
bat, striking out without taking the ¥Kat off his shoul-
ders, and then remarking, '"Gee, I never saw a left-handed
pitcher before!" Students should be allowed some experi-
ence with the multiple-choice format and its ludicrous
idipsyncracies. They should know about time limits- and
whether or not there is a penalty for guessing. If ,jthere
1s no penalty for guessing, then an answer should be giv-

en. for every item, even if the question has- not been read.

And even if there is a.penaity, the child should know
that ‘he is better off (in terms of the score).if a guess
is made, if anythlng at all is known dbout the area being
tested. As an example, suppose a question has four an-
swers and the child’knows that 6ne of the answers i$
wrong, but the other three are possibly correct. Because
the likely penalty for guessing is C - 1/41 (Correct -
1/4 X Incorrect), knowing that one answer is incorrect
moves the ch11d's;probab111ty of gdtting a'positive score
on this item above zero:* probability = 1/3 - 1/4 = 1/12.
While this value is only $lightly higher than zero, be-
cause it is above zero -the score 1s max1mlzed if a guess
is made.

Some of the ‘coaching I have in mind even makes me
cringe; however, the point 1s this: if students are to
maximize their sc¢ores, they do need some battlefield ex-.

’ -
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pe?1ence Thus, the teacher is encouraged to write some
ambiguous items similar tQ those found on tests.and let
_the students cut their teeth on a miniature version of
" "multiple guess'; this is somewhat akin to telling the
- players to get ready for some bad umpiring. i .
If these suggest1ons seem unrelated to a child's
* educational experience, consider that the same could be
‘ said for the festing. The suggestions cl&arly have noth-
»ing to do with actual” 1earn1ng, their value is surv1val
in the testing jungle." - .-
But is is important, too, to go beyond the negative .
aspects of surviforship to where positive recommendations /f’\
can be considered for creating a clearing in that jungle.
School districts, for one thing, should be held account- !
able for their testing programs. Perhaps some of the 7
- . tests ean pass the acid test; many would not. éurely,
. district-wide massive testing would serve as a useful

. - target for accountability and possible 11t1gat1on A °
- : schooi district should.have to show a 'ledger giving the
cogts and benefits for the various tests used: Costs '
v must Surely include teacher and student time. For. those'’
tests that do not have a favorable payoff relative to the
. cost, changes should be mandated. .
Second, it is clear thaggdistsiet- w1de us€"of in- 4

dividualized intelljgence tests is _too expens1ve in time
and money; giving/ the tests on a selected basis may be
useful, however, Suppose a black male,child is being~
consideged for special e tion on the basis of teacher
recammendations, test sfores,- and whatever else gogs into
the decision. The éhitd should have the right to take am
intelligence test undet circumstances that maximize his
score. « For example, a black, male examiner #ho is able_
> . to ielicit the child's best effort would be a minimum.
Th¢ test (of tests) chosen should as nearly as possible
reflect experiences that would normally be available to . T«
him. If under these maximized -conditions the child does
. in/ fact '"pass" the testy the 1earn1ng experiences, ‘'should
be structured so that the\Fh11d might be integrated as
-7 . ‘quickly as possible into a.''regular' clagsroom setting.
T e / ,One other word of advice should be followed by
yone who has any contact with any kind of test score.
- efore interpreting any score, the person should first
. take the test under the same conditions as do students. .,
. If little value is seen in the test, then the same value
can be attributed to a test score.

t
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A More Lasting Solution:
. “ . Constructing Locally-Useful - “
"~ Criterion- Reﬂrenced Tests -

For most learning 4ctjvities, it would seem that the most
logical people ‘to write the tests would be those who are
involved in thgm. Thus teachers, lotally-employed test
specialists (if amy)} and students might all have a hand
in test construction. . s ‘
‘ Implicit in the process is a placement of stronger
responsibility~upon the teachers and students than typi-
cally has been given to them. A.figst 'step js the deci- -
sion as to the material to be learned. How ‘is the mate-
,,vtj“' po-—————TFial_important? What are the gpec1f1c goals that need to
A G be met? After having completed a particular course or
utit, what Ysurvival value" has the learning experlence?
> That is, what is it, either -in-the subject matter or in .
the method of learning, sthat will be usgful now or later
on? How and wHere will it be useful? . _th‘ﬁr'
°  The—kimd3—of questions implied above are -somewhat -
. . similar to the concerns of those who have emphasized be- .
havioral objectives (such as Mager, 1962) or criterion-
. referenced tests (such as Popham, 1975); more simply, |
P they are questions that a thinking teacher is likely to
ask in regard to a learning experience. |

* Also,-those involved with test &onstruction would
_ be advised to become somewhat more knowledgeable in tes
construction. While attendance in university courses .
would sometimes be helpful, test construction courses )
tend to emphasize multiple-choice items to the neglect of
- other areas. Multiple-choice items have severgl draw-
bagks. F1rst, from the viewpoint of the item writer, it
is extremely' time-consuming to write multiple-choice
tests. Second, and more 1mportant, the multiple- cho1ce
format is-not always a useful manner to test a person's
}mderstandmg of an area:. If, for examp,lg, the intent of
a course is 4o teach. the students to write short essays,
it would gppear that the: testing situation would have the -
student write short essays.
. ‘While allowing students to "test out" of a course: .,
‘ for credit seems justified, it is ironic that universi-
' ties s¢ readily accept '"credits" from ETS and yet often
. deny students the opportunity to '"test out" of a course
t - by taking an examination wrijten by local people. Per-
| . ) haps universities have not.been respOnSLMg*enOugh to the
/ ) néeds of students in .regard to credit by examination.
Giveh the prod by ETS, those institutikons that-fail to
respond to student meed by gevelop;ng tests locally are

/
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-could be enhanced. For that matter, $tudents should be

.
accepting an even bigger intrusion by ETS in their futyre.

What is the place of standardized testing in such a R
scheme? I£-the test exactly fits the goals of the learn-.
ing experience, then of course the standardized test is
appropriate.” This might be particularly true.in skill
courses such as typewriting or in courses based on a na-
tional science curriculum.’

Perhaps the most notable changes implied are that
fewer tests wouldbe given, and the tests that arergiven
can be- directly related to actual learning goals. Teach-
ers have been making out tests for almost as long as
there have been teachers,' If teachers are given appropri- . °
ate ingtruction in evaluating the learning activities of
students, it would seem that their teaching activities - -

ihsf&uqtgd by teachers.in tife art of making tests. Among
the outcomes dbf dttempting to compose such questions,

students should be able to better understand their learn- ;
ing. | ’ . |
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An Alternative —So'lutz'on: ,

Constructing Criterion-Referenced

Work Samples . » ’

- -

Perhaps a most useful solution to th; testing problem ii'

the construction of criterion-referenced work samples.

What, exactly, should students be able to do when they

complete a unit or a course? The testing should elicit

the same behavior as the stated goal. If the goal is to’

have the i1ndividual student master the use of laboratory"

equipment, then a multiple-choice Jtest will rarely yield,

a satisfactory measure of that criterion skill. .. -
One perlexxng quality of some standardi%ed tests

1s that students who have not taken the course supposedly

measured by the test do as well or better on theyjexamina-

tion"as do studedts who have taken the course. This hap-

pens particularly in housekeeping-related courses, such

as consumer economics, offered in many high‘school cur-

ricula. Several explanations could be offéred, but a

rather straightforward one 1s that the material being

tested is learned in many sources besides classrooms.

Watching television, reading newspaper columns such as

Sylvia Porter's, visiting the local supermarket:, reading

advertisements, and related activities that are often a-

vailable t8 many people beyond those in a gourse in con-

sumer economics may well be sufficient to demonstrate

competency. Rather than trying to devise tests that al- 4

low those who take the course to demonstrate higher pro-

ficiency, it seems=useful to point out that 'people.who *

Qo the activities necessary to score high on a test are

performing exactly as students might who took a course

in consumer economics. The 'more advisable solution is:

to accept "the,time spent watchlﬁg relevant television

‘programs, read1ng economlcs columns, and going to the

supermarket (which inYeducationese is called a field
trip) as am alternative learning experience. .

A

"AN EXAMPLE OF USING WORK SAMPLES

The\supposeJ'reasons for requiring graduate stu-
dents to take courses in -applied stﬂ\;stics is so that
the student later will be able to apply-what has been
learned in their own research. It would -seem reasonable
then to construct the course in such a way that the stu-
dent might, as' an end product * show competence’ in execut-
ing a research project, even though the dimensiéns of
that project'may be necessar1ly limited due to the con-

34 ' 20
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straints of time, experience, and the availability of re-
séarch subjects. In my experience, such constraints have

not been nearly as important as I\would have expected;

* students often have better access to researchable«data

than many of @s would guess . a0

To take the goal one step, further, one of the stat-
ed reasons for conducting graduate research is the publi-
cation (at least in part) of the research conducted.
while, on the one hand, this g}early would be an indefen-
sible goal to require of all stfidents in a statistics
course, on the other FFand, using a4 research journalsstyle
has several payoffs in terms .the’ expectanc1es of grad-
uate school. To master a res h journal style, it is
useful first to have read severa®Other art1cle§ in one!s
own field. Because the students are becoming familiar
with the- state of research in their area of interest,
they can personally evaluate the usefulness of their own
effort. .Also, some students do, in fact, publish their
papers eventually.

Note that nothing has been said about typical
classroom tests. Indeed, it mgy bethat tests may inter-
fere_with the students' and ifistructor's goals, rather
than enhance them. It is prgbably true that students us-
ing the approach just described learn in great detail on-
ly those statistical technifues appropriate to their spe-
cific-project. .In many cas%&x they will be learning sta-
tistical techniques 7ot even covered in-the main body.of
the course. But then, isn't that what learnipng research
techniques is all about? Does it not make sense to learn
about a tech ue, -in detail, as an application presents
"“itself, whefﬁﬁq or not it is required in a formal re- -
search course? Such a teaching method is neither p3rt1-/

,.

, cularly new (a previous article appeared in Williams,

1970) nor unique; Noyick_and Jackson (1974).have glso
been using a similar teclinique in teaching Bayesian sta-
tistical research methods. -

J

CHOOSING GOALS : N

Clearly knowing one s goals in “teaching or diTect~
‘ing any learning experience is a first step toward con-
structing criteriog- refgrenced work samples. Perhaps i
helpful in de11neat1ng those goals is Mageg's "(1973)-
book. Having chosén the goals, the use of a circuitous’
route through standardized testing would seldom make
sense. Surely, tests might be used in a summative sense
to ensure that skills have been acquired.' But acquiripng
skills:is rarely agsufficient goain cognitive- or1ent,
learning experiencesi rather the lization of those #»
acquired skills--mastery--seems to make more sensey

A note of' caution is in order. Edycators should™"
be. cognizant of différent Fearning goals evert within an’
extremely homogeneous classroom. Not all students are
prepared for a work sample approach to evaluation. In
.that matching student 1earn1ng styles with’ their actual

— - 35
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A Final Statement  *. .
.“ ‘; ‘ | [l-

What, tbef},. is this third view of educational testing?

. If the first two.views are seen as, being nearly A amet-
 rically opposed ‘to one another, one advocating a continu-

ation (and perhaps #n increase) in the present reliance’
on standardizgd testing (and perhaps testiag-in general),
and the se"coa view favoring the discoptinuation of stan-
_dardized and int igence testing, then the third view
advocated in thi:*er might be s€en as being somewhere .

between thosg two extremes . '
The use of standardized tests has tended' to make

tehchers fungtfonaries in the decisign-makin, 0cess Tre-

. garding the/outcomes of the educatix proces they, .

standardizéd te§t is seen as "the criterion,’ va?ve

educational practices are discouraged unless t can

shéw some competitive edge on ''the" criterion.” "This

. tends to block the development of altermatite goals.

Rather than help the teacher become.a fully functioning.\
professional, and more proficient in measuring stugdent,
progress, the job of testing is given over to the "exs
perts." That is not tp deny that educational testing ex-
pertise is a valuable commodity; but it should be gere
widely diffused ‘fmong these actually involved in[‘tﬁ
teaching-learning process, Inherent*in this critieism '

is a plea for alternative ways of measuring goal attain-
ment. However uséful the multiple-choice format is,

other measures of expreéssing goal attainment“have been J
.neglected to our.detriment. . N O %
X Perhaps the most damning criticism of those in the™™ .
testing .movement iSS\qot that they don't have a useful e

product, but that their product's practical use becomes &

an abuse. To require every student 1n a school settings ’
‘to spend six or -eight hours on an examination, seems in-
defensible. The incorrect interpretation of test re-
sults, particularly as it applies tb intelligence testsy

15 also indefensiblé«* On the-other hand, the abolishment,

of the tesfing movement, as is, sometifieg sugggsted by
"its detr?’rs, seMs ill-advised. %t,s% doggrovidé us
er perspective.:. It is-rot particularly bother’
some to hear someone remark about an inte;}igence test,
"In that this spudent is a bilingual Chicano, F don't '
‘think we can say a score of -8Q. doés the studefit’ justicew
Af the same time, it woyld be &n extrex injustice to
student if he scored 130, but,had the €kst disfegardéd ..’ -
on the basis of its bding biased. - .

~
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If we accept that tests can be biased, and if w

accept that people c#h be bidsed, then .another approac

if to understand the nature of the bias. But, in fair-
ress to the student, Qhe 1nformat10n available should be
used'in such a way that’ the student s legrning potential
can be maximized. The construction of newer tests, which -
either remove the bias or can be used to enhance.a stu-
dent's learning, is helpful. Just as some studengs don't

- perform well on Some tests, other students don't interact

well with some teachers. To label either group on the
basis of a limited bit of imformation is perhaps the
worst b;as of all.

What should be-the fate of the standard1zed testing
movement? The "fate! Suggested here is that those who
are most involved in thg testing process should, in some
meaningful way, begin f3550n1ng together -or"the uses and/
or abuses of - -testing (or for that matter, the uses and_
abuses:ef not testlng) Clearly, no nat1ona}~mandate,
whether” it favors some type of morator;um or an extension

‘of the testing movement, would-allow sufficient 1nd1V1du-

ak paft)c1pat10h in the reasoning process.
When §tudents ‘ask, '@hy do e have to take this

.

.

test?”, it is hoped that the teacher and/or principal «can o

offer sound educational reasons as it relates to the 1n~,
dividual's learning experLence 1f those reasons are not
satisfactory and the student is well appr1sed of the con-
tingencies of not taking tHé test, theq the student could
be.excused from the testing process. Perhaps as the use
of tests becomes an outgrowth of a participatory democra-
cy, where1n the various persons involved reason together
the prbmlsé of the testing industry, to help enhance stu-
dents' learning wquld start to be fulfilled. Under such
a §ystem wherein each person\understands and willingly
accepts the ratignale for the test or tests utilized,
testing would een o(dnd functionj as an integral part
of the’ learning process, rather than as a bulwark to a
burgeon1ng bureaucracy X . :
LN
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