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Foreword

At the twenty-second annual Invitational Conference on Testing Prob-

lems, some 600 participants considered perhaps as wide a variety of

tapics as has ever been covered at one of these meetings. The presenta-

" tions ranged over different facets of measurement from preschool age

through adulthood, fiom research in psychological theory to m-thod-

ology in attucking the problem of delinquency, from questions on the

measurement of teacher effectiveness to questions about the kinds of
tests used in college admissions and scholarship programs. Taken as a

whole, the papers reflected the tremendous scope of the measurement

field and its relation to some of the most pressing educational and social
questions of our time.

To fashion such diversified fare into an interesting, cohesive program
is no small challenge, and we arc all indebted to Roger T. Lennon,
Chairman of the 1958 Invitational Conference, for meeting that chal-
lenge so successfully. Dr. Lennon, Director of the World Book Com-
pany’s Division of Test Research and Service, is a man who has been
influential in guiding the development of the testing movement along
the path of a responsible and progressive approach to the entire field
of messurement. We are indeed grateful to him for drawing on his
knowledge of the field to produce such a stimulating program.

We are equally indetted to the principal speakers and discussants
for presenting such "food for thought.” I have no doubt but what the
ideas and suggestions for future study presented at this Conference
will be much discussed in educational and measurement circles from
now on, and will, eventually, lead to fresh, productive approaches
to buth old and new problems.

HENRY CHAUNCEY
President




Preface

The annual Invitational Conference on Testing Problems has achieved a
reputation as perhaps the vutstanding meeting of the year for leaders in
the testing field. With each passing year the consistent excellence of the
programs has atiracted a steadily growing audience. As the number of
those attending has increased, sv also has the range of their special
interests within the measurement field broadened; and the task of de-
veloping a program of high appeal to the diversificd interests represented
in the audience has become increasingly demanding on the Chairman.

Thenrist and practitioner, test producer and test consuiner, personality
researcher and guidance counselor, state testing director and university
instructor- —all bring their varied needs and interests and backgrounds
to the Conference, each confidently expecting a program that will be
aniquely appealing and satisfying to him; and rarely have they been
disappointed. The 1958 Conference was planned to be of broad and
diverse appeal, to match in range of content the heterogeneity of the
audience- even to the abandoning of the tradition of a unifying “theme”
for the meeting.

The opening session of the 1958 Conference comprised two papers
which focused attention on measurement problems at the preschool,
carly childheud, and preadolescent level—an area which has received
perhaps somewhat less than its proper share of research attention in
recent years, Developments and problems in the mcasurement of cog-
nitive abilities at this level were clearly and comprehensively reviewed
by Dr. Dorothea McCarthy. Dr. William Kvaraceus spoke on the meas-
urement and prediction of maladjustive hehavior, presenting 8 penetrat-
ing analysis of the conceptual and methodological problems in the
appraisal of certain personal and social characteristics.

In the second session, papers by Dr. Jane Loevinger and Dr. David G.
Ryars represented neat exemplifications of basie and applied research,
the former directed to the elaboration of a new construct in personality
measurenmient, and the latter to a review of certain findings of the massive
Teacher Characteristies Study which Dr. Ryans has been directing for
several years, Dr. Loevinger presented a closely reasoned argument for
the existence of a fundamental personality variable underlying reaponses
tv many personality measures. Dr. Ryans not only presented major
substantive findings of the Teacher Characteristics Study with respect
to mrasurement and prediction of teacher effectivencss, hut also pro-
‘\‘iglo-«l g critique of methodology in this area. Dr. David Tiedeman




presented a brief discussion of the Loevinger thesis, and Dr. Harry
Gilbertinvited attention to some of the practical implications of Dr. Ryans’
work for problems of teacher recruitment, selection, and merit rating.

At the lunchron meeting Dr. Henry Chauncey presented an absorbing
account of his ubservations about Soviet education, based on his tour of
Soviet Russia in carly 1958, Dr. Chauncey's report that educational and
psychological measurement as we know it is virtually non-existent in the
schools of Russia is but one illustration of the many provocative ele-
ments in his deseription of an educational system so different from our
own in philosophy and practice, and yet so full of significance for our
way of life,

The afternoon session brought together Drs. Robert L. Ebel, John C.
Flanagan, E. F. Lindquist, and Alexander G, Wesman in a panel dis-
cussion on the topie “What Kinds of Tests for College Admissions?”
These authorities, constituting perhaps as expert a panel on this problem
as tight be assembled, surprised the audience with their diverse, not to
say conflicting, views, Their lively presentations illumined an arca which
is aasuming ever greater importance in our education,

IUix a pleasure for me to record here my great appreciation to .the
participants in the 19584 ‘onference for their uniformly fine contributions,
and to Edacational Testing Service which played the role of host organi-
zation with its aceustomed graciousness and efficiency. I trust that |
express the consensus of the 600 or more leaders in measurement who
attended the Conference in voicing the belief that the 1958 Conference
didd not Ll <hort of the high standards set in previous meetings.

Rocer T. LENNON

Chairman
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Session 1

LY

Remarks of the Chairman

Rocer T. Lennon, Director, Division of Test Research and
Service, World Book Company

[ should like to open this first session of the 1958 Invitational Conference
on Testing Problens by voicing sentiments that I am sure you all share
with ne, sentiments of appreciation to Educational Testing Service,
our host organization, for its continuing courtesy in making possible
these meetings that have, over the years, proven so stimulating to all
of us in the field of measurement,

At this first session today, we shall consider two different topics,
cach touching on measurement problems in areas where research has
lzgged behind the need for sound measurement techniques. The first
arca is the measurcment ofiggognitive abilities in very young children.
I can think of no better person to review for us what has been going on
in that area, and 10 point out the measurement problems and difficulties
there, than Dorothea McCarthy, Her work, and her special research in
the field of language development, is familiar to all who are interested in
child development. Therefore, it is with a great deal of pleasure that |
will vresent to you the first speaker, Dr. Dorothca A. McCarthy, of
Fordham University, talking on "Measurement of Coguitive Abilitics
ot the Preschool and Early Childheood Level.”

Immediately following Dr. McCarthy’s presentation, we shaf]move
on to consider measurement questions related to the social problem
that we call juvenile delinquency. Here is an area where, generally
speaking, measurement people have been conspicucus by their absence d)
rather than their contribution. An outstanding exception to this general-
ization is the man who will be our second speaker, a man who hax
pioneered in introducing good measurement and rescarch techniques
into the work of preventing and controlling delinquent behavior in
young people. He is Dr. William C. Kvaraceus, of Boston University,
who is curcently on a one-year leave from that institution to direct the
National Edu-ation Association’s Juvenile Delinquency Project. He will
talk to us this morning about the “Prediction of Maladjustive Behavior.”

-
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Measurement of Cognitive Abilities
at the Preschool
and Early Childhood Level

Dowories A, MeCuerny, Professor of Psychology, Graduate
School of Arts and Sciences, Fordham University

Fven the casual observer of a groun of young children of preschool age
ix immediately impressed with marked individual differences in the
be havior of children of the same age and with the very marked contrasts
in the behavior of children only six months or a year apart in chrono-
logical age. In motor performances, which it is possible .0 observe most
objectively, older children are able to do things faster, more smoothly
and with greater ease and precision than younger children. They also
wanifest greater strength and are able to attempt - perform more
complex tasks, These things hold true whether the obse: ver is concerned
with groxss motor performances or with fine muscuiar coordination.

Turning to the other Lroad arca of observable behavior, the verbal or
linguistic, through which the child is able to give some reflection of his
conecpt formation and the higher thought processes, it is clear that older
childrein talk more, hnow more words, and put them together in longer
and more complex groups than do the younger children. In their handling
of words and numbers, older children show their ability to be more
clear and specific in contrast to the vagueness which characterizes the
expression of vounger children. Also evident is the increasing ability
of older childeen to handle abstract ideas, in contrast to the concrete
iddeas which are typical of younger children, The degree of complexity of
the abstract ideas they are able to use increases with age, and they also
show increasing mental alertness and speed in their ability to solve
problems which most prople would agree are of an intellectual or
cognitive nature, _

Thee are some of the gualities of the effectiveness of mental function-
ing which the lay person refers to when he says that a young child
“has a good head on his shoulders,” that "he will go far,” or that he is
“vight tor his age.” The marked changes which occur over a span cfa
few months, and the sharp contrasts in the mental performances of

10
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. . 4
different children of the same age, serve to higHight the endrmity of
the individual differes-es the pychologist attempts to measures Thesyy
are espeeially noteworthy during the preschyol period, for it has often

Iwen shown that individual differences invany function are always most -

- marked during periods of rapid development, All tho:e evidences of
mental growkb ave vecurring n;.cxt;vm( ly complex organisms who. are
grnmngph)«u ally in varying endironmental circumstanees, and adapting
to varying numbers and kinds ‘of persons, both childeen and adults, Chese
processes of nental growth are also occurring in’ children -who are
.f«hnymg or independent, \\'lthtlld\\llll, or aggressive, patient or fighty,
andso on fopan infinite variety of pvrwn.nllly traits which are more or
loss ¢ Iva) selated to aspeets of mental devilopment which we have made
the most successful uttvmpt% t¢ mensure, .
Merely becanse we gan think of mlclluhml functions in the abstract
ad try to mm\rv them in isolation difts not mean that they iceur in
“isolaon in natube, any morg than the chemizt who isolates iron i the
luborator € find€ it in pure form in nature, Just as most chemical elements
arcannd in_compounds of \.uymg degrees of complexity,_so, too, chil-
dren’s minds are developing in yuuanu rs who are rectiving a wealth of
warm, affectionate nurturance; in these who are lonely, deprived and
no',,lu tedsin those who e thwarted, punished and rejected at every
tugn; as well ns in those whigre frightened and shocked into complete
withjlcawal by their cacly inf: mllf\xlfm iences, N
net (the tathér of the mental testing movement, on whose ideas we
sre still elabordting) was well aware of mostof these things, and he g gave
us a tool which, when adapted in this conntey by Tegman's genius, has
peoven to be our hest yardstiek for ehildren of sehobl age for a whole
generation, This tool, in spite of ity many limitations end shortcoming
and current obsolescence, pointed' the way for the now widely acceptea
groap testing movement at all educhtional levels, \

While psychologists aml statistigians have heen pushing mass testing
aned Hoeding better, more veliable methods of testing' large groups with
multiple.choice items which ean be entered on answer sheets and seored
by machine for casy and eflivient reporting to school administrators,
litle progeess hax beersmade in developiug tools for younger age levels
whieh stll need individual examination,

There is at the present time a tremendous need for new tools which
will do at the infunc(and preschool levels for today's generation what the
Stanford-Binet did for the last goneration of children at school age. The
increased birthrate since World War Il has produced a bumper erop of
prese ool children known as the “haby boon,™ so there is a large per-

1 I




1038 Invitational Conference on Testing Problems

centuge ol the popalation now in the age bracket which requires individuzl
mental examination, Prevontive work and early diagnosis of, and planning '
for, appropriate education of handicapped children creates a demand for
poed and even highly specialized tools, There are more handicapped
children who survive nowadays than in former times, due to improved
obstetrivs and pediatrics. The great wave of interest in mentally retarded
children, due to the banding together of their parents to share their
common problems, and the appropriation of hiige suma,of 1noney for the
study, care and education of tt mentally retarded has caught the psy-
chological profession short-handed with only outmoded tools. It is as if
we were trying to plough a field with a horse inatead of a tractor.

As knowledge about what constitutes normal child development has
spread, deviations from what is cousidered normal are bringing children
to the attention of child guidance clinica and othef” service agencies at
carlier agex. Unfortunately, too, our culture has produced increared
numbers. of illegitimate children i veed of placement for adoption at
curly ages. Many childless couples are cager to adopt these children, but
they have come to expect some sort of assurance of normality in the
chilidren they propose to adopt, and hope for reasonable accuracy of the
predictions that ave made, Sinee so many studies have shown the
value of early placement in a family setting and the harmful effects on
wental growth of life in an in<titution, an mental tests have not proven
very effective in infaney, placement ageneies have recently been en-
couraging adoption even without henefit of tests,

There are several reasons which seem to have accounted for the neglect
of this area in the ficld of psychometrics. The training institutions have
been preoceupied with training clinicians for the Veterans Adminis.
tration and for work with adults in mental hospitals, and give their
trainces only a minimum of vpportunity to work with children. Child
development research centers have hecome preoccupied with longitudinal
follew-np studies which are just now heginning to ‘emerge. After the
disappointing results of some of the long-term prediction studies, interest
has turned, among research workers,' to decper and more penetrating
atudies of children's thinking and reasoning; to studies of their concepts
of cansal relationships, of spuce, time, and number. Usually these
processes are studied in & small sample of available children rather than
in representative samples. Such qualitative studics, many of them
suggested by the very provocative work of Piaget, have not aimed to
develop prectical tests or measuring instruments. However, they should
prove highly suggestive to the constructors of tests of the future. For
example, Harrison (18) reports a correlation of .7 between mental
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age and l|ll|lll( ‘n'a compre hetmion of words involving time mncopls.

The group-tv ~})n;,, movement with the resultant handling of mass data
has taught uw wfu) hoabont normis, the importance ‘of large numbers, the
techuignes of stritified sampling, item analysis, weighting und rcliahility,
so that our stundards as to what constitute adequate norms have udvanced
remarkably and have become so high that it is oo longer feasible for an
individual to develop a test which will withstand the ertical seratiny of
his vullvagnu and gain widespread aceeptance without substantial
inancial assistauce,

fsually mentad wsting is done by women who generally find it casier
than men to relate tooung chililrea and to establish rapport with them,
Many men seerg o Dink it a threat to their masculinity to work with
young childuen, cnd wite theis gregter interest in things mathematical
aned statistical, ard then 0 cacer economic responsibilities, they ¥fe
warally diveced o the Gl of group testing which yields greater
financial ¢ ards. Women, on the other hand, often marry and do not
remain in o field, or, i the s do continue active professionally, they
usually are in -ociee agencies or in teaching rather than in research
settings where 100 mught have opportunities to develop new tools,

Young chilibren we especially hatfling and thwarting to the scientific
researeh wockers who must have infinite paticnee in order to work with
them. They sleep a lage portion of the working day and woe- betide the
investigator whose work conflicts with a preschool child’s regular nap-
titne! Then, oo, young children suffer from many contagious diseases
which frequently oceasion hroken appointments and loss of time.
Preschool chitdeen cannot come for examinations alene and must always
be aceompanied to a testing center by a mother or other ‘adult who
may have other responsibitities and often finds it difficult to cooperate.

Fyen when such practical diffienlties are overcome, preschool children
are notorions for their shyness and negativism at certain ages, so that
the test administratar, after investing an appreciable amount of time in a
case, may thd he has an incomplete test beeause’ of refused items. In
addition, preschool ehildren urther frustrate examiners with their
fleeting attention spans and their vivid imaginations which often confuse
fact and fantasy. Furthermore, they cannot read or write or even mark
an answer shieet for machine acoring. So, it is litle wonder they have
been: negleeted for cazier and more luerative fields,

There ia also the ever-present ticklish problem of validity. What
constitutes intelligrnt behavior from age two to age five? Usually we have
been content with tests that show developmental changes with chirono-
logical age. While this is a necessary and important characteristic of 8

K] ! .
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test for young chilidiv:. many tuer things, like height and weight, also
show inerements with age and obviously are not the kinds of things we
wish to measure when we are studying cognitive processes. In the pre.
school field we do not even have age grade progress or school grades or
teachers’ estimates of intelligence or achievement test scores as criteria
against which to check our instruments, and much further work needs to
be done along these lines. As Landreth (21) points out, “no attempt has
so far been made to relate representative popular judgments of be-
havior capacities of young children to their performance on ‘intelligence’
tests,” (p. 333)

Many predietive studies havetc-n conducted over the years and
althongh there have been minor variations due to different sampling

methods, the nse of different tests, different examiners, and different

intervals over which the prediction has been attempted, the predictive
value of all the tests seems to be inversely proportional to the age at
which the first test is given and to the interval between tests. Maurer
(28) states: “the studies that have been made show a disappointing
lack of positive correlation between carly stending and later standing
when the intervals between tests are long enough for such informa.
tion to be useful.” (p. 20) Summarizing the literature, in 1949, Bayley
(1) said: “The resulty of these studies are interesting but have not so far
given us any adequately predictive batteries of tests,” and with regard
to her own data she said: “In all of the comparisons se far made on
the Berkeley Growth Study children, little consistency in relativescores
could be found during the first two to four years. After this age, how.
ever, intellectual progress becomes fairly stable.” (p. 168)

The most reeent of theslongitudinal investigations is a comprehensive
stidy from the Fels Research Institute by Sontag, Baker and Nelson (30)
involving retests on 140 children with the Stanford Binet scales from
ages three to twelve, The authors conclude: “The¥ata descriptive of the
1Q performanee of the entire group was much like data of other com.
parable longitudinal studies. . . . The pattern.of retest correlation of 1Q%
at one age with 1()°s at later ages was similar to the pattern found in
other studies in the literature. Correlations decreased as the age interval
between the two tests was lengthened and inereased as the child grew
older, if the interval between the two tests was held constant. However,
the inter-age correlations in the preschool period were slightly higher
than thosc previously reported in the literature, suggesting the possibility
that the correlations during the preschool period may have been some.
what undercstimated in the past.” These authors used a technique of
smoothed trend lines to minimize the effect of errors of measurement

14
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DOROTHEA A. MCCARTHY

found in any one test. They report that "the preschool tests were found
to be only slightly more variable about this trend line than the tests
administered during the elementary school years.” (p. 52)

Confirming what Bayley (4) has called “lability™ of test scores, the

Tels study (30) reports on the “idiosyncratic nature of the patterns of

- change” which were found. "It would appear that the extent of IQ
change found duting childhood has been previously underestimated. (The
median amount of change in this instance was 17.9 1Q points.) Sixty-two
per cent of the children changed more than 15 1Q points sometime
during the course of mental development from the age of 3 to age 10”
(pp- 53-54). Anothe, interesting tinding was that certain children seem
to have accel rative or decelerative tendencies to their mental growth
curves that appear to be quite independent of special abilities in types of
tests pusm-nl.

Because of the failure of long:term prediction of infant tests, many
people have tended to discard all preschool tests, This seems to be quite
untortunate, for there are tests which have good reliability and do give
reasonably accurate predictions after about two years of age. There is a
marked change in the testability of children after the onset of speech and
Goodenough and Maurer (14) found thet verbal and nonverbal abilities
.are readily differentiable on a fairly permanent basis as carly as three
years of age. Landreth (29) cites Honzik's (21) study to the effect that
by four years of age children’s test scores correlate to the extent of
about .6 with the scores they earn at six years of age. Thus, it is possible
in uursery school to prediet fairly accurately which children will be
ready for first grade at age six, and to gid in their school placement well
enough to avoid some serious misplacements and perhaps to avoid many

¥ . of the tragic cases of reading disability which emerge from the early
grades aud graduate to our reformatories bhefore adolescence.

So far. the best tools for the measurement of inental functioning have
heen the so-called tests of general intelligence which measure only
abstract verbal ability. The reason we consider them “hest™ is because
they do a fairly satisfactory job, better than any other tools do, of
predicting academic success, We huve compulsory e ication laws which

' foree children into acadmic sityations which traditionally have used
highly verbal teehniques. To suceeed in school, children must achieve
carly mastery of the languuge arts of listening, apeaking, reading and
writing, as well ac spelling and some facility in dealing with numbers.
Phiese so-called tool subjects wust he mastered if the child is to be able
to ctudy content subjects and learn something of his cultural heritage.
This situation has tended to make us keep a narrow focus in our in-

15
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telligenee testing. One of the main things which prevents correlations
trom going much higher v that many children who have abilities along
nonverbal lines do not have opportunity to show them in the traditional
srhool or to reflect them in achievement test scores or other criteria,
As s as such individuals are released from the pressures of a verbal
academic situation and have opportunities to learn trades and earn their
way in the practical school of experience they do much better than we
would have predicted on the basis of their early scores on verbal tests,

[ntelligence, as we use the term in psychometrics, is, after all, an-
abstract term, We can keep it narrow in focus if we wish to make pre-
dictions to a fairly narrow or specifie criterion such as academic success.
However, Thorndike (34) long ago psinted out that abstract intelligence
was only one aspect and that there were other types & intelligence
which he called conerete intelligence, or the ability to deal with things
(perhaps our performance tests ure getting at this), and also social
intelligenee, or the ability te deal with people, which we have largely
ignored in the teld of measurement,

As our knowiedge of child development becomes broader and richer
and deeper, however, we can broaden our concept of intelligence and
try to predict in other arehs of bility than the strictly verbal. Gesell
pointed the way in his developmental schedules which recognized the
four dimensinns of locomotor, adaptive, linguistic and personal-social
behavior on_an intuitive basis, but he lost the precision of his carefu!
obseevations and control of conditions in his overall subjective appraisal
of the developmental quoticnt and the fack of statistical cqui\valence
of his various scales, '

Tests vichling a protile of subscores would be most helpful for purposes
of ddifferential diagnosia, These can be developed either on an intuitive
basis or by means of factor analysis. Thurstone (33) has developed the
latter typs most fully in his Primary Mental Abifitics Scale, but this is a
group test, and at the earliest age level with which we are concerned the
<ubetests do not porsess satisfuctory reliability.

Ruth Griffiths (15) in her volume Abilities of Iubies described, in
1934, an interesting scale for the first two years of life which yields
profile of five subscores as well as an overall General Quotient, The
subscales developed ou an intuitive basis are the Locomotor Scale, the
Personal-Social Scale, the ||¢'n'riug and Speech Seale, one for Eye and
Hand Development, and a Performance Scale, She presents strikingly
different profiles showing the relatively low performance of deaf babies
on the Hearing and Speech scale, of blind chitdeen on the Eye.Hand
acale, and of spastic infants on the Locomotor scale.

I
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?

This test is bised on 5T1 children in England whose fathers’ oecupa.
tons correspond roughly 1o the distribution of the Minnesota Scale of
oceupations developed by Goodenough for the 1940 U.S, Consus data,
It is not known, however, how representative they are of Brinish children
or how British and American children whose fathers have the same
weeugations compare on intelligence. This scale has not as yet been
widely used in this country. The author is extending it upward into the

preschool and carly childhood range. It seems that thé greatest con.

tribution it makes as an infant scale is the introduction of a Speech and
Iearing scale, an arca which previous infant teats have largely ignored
or sampled very sparingly.

Ax the writer has pointed out elsewhere (26), most scales at the infant
lev el have been largely sensori-motor in character, probably because these
aspects of behavior are iu the ascendancy at the earliest levels and are
most readily observable without instrumentation or highly specialized
training. They have, for the most part, ignored any attempt to study the
development of the precursors of the verbal factor in the early pre.
linguistic babblings of the infant. The remarkable studies of Trwin (22),

however, have shown quite clearly that phonemic analyses of these

varly utterances do yield developmental trends which ir many ways
behave in much the same way as do our verbal tests at higher age levels.

They differentiate between children living in family and in institution -

scltings, even in the first six montha of life, One of my students, Regina
Fisichielli (11), largely confirmed lrwin's findings on 100 infants between
0 and 18 mos. of age. Subsequently, when Catalano and I (9) followed up
approximately one third of her group at an average age of 41 months
- with the Stanford-Binet Form L, we found correlations of .5 between
certain, measures of infant vocalizations such as consonant vowel ratio
and 1Rer Stanford-Bint 1Q. These substantial positive correlations
were obtained with a sample which represented only the lower end of the
distribution and were maintained even when ages at time of both tests
were held constant,

~ Althuugh our imitial attempts to measure mental ability at the infant
level did not prove as fruitful as we had hoped, it does not mean that it
cannot be done with improved techniques. o this area of measurement
we are in a stage analogous to the period when James McKeen Cattell,
who was the first to use the term mental test, was discouraged hecau.e
his attempts to predict the academic achievement of Columbiu students
with a battery involving strength of grip and speed of color naming
t-+<s and the like pl'uwd to he a ||isn|ip1iilllm|'lll. We must try again
with improved techniques,

17

"
T -
-~ -

-




1958 Invitational Conference on Testing Problems

This is being done by two of the best qualified and. most careful
research workers I know. Nawcy Bayley, who developed the California
First Year Mental Scale and who has done more longitudinal follow-up
work than any one else, is now working on a new infant scale. Dr.
Katharine Maurer Cobb has recently returned from South Africa, where
she cxamined large numbers of primitive infants, and is now gathering
data on an American sample. I have high hopes that these new scales
being - developed by experienced research workers will give us much
improved tools for the next generation of babies.

As for the preschool and early childhood levels, I myself am working
on a new battery of tests which I hope will eventuate in a new point
scale with a profile of several subscores appraising various aspects of the
child’s development. A preliminary pilot study on approximately 100
mentally retarded children between the ages of 6 and 14 years yielded
gnod age trends and differentiated well betwcen educable and non.
educable institutionalized children. Further data on normal children
are now being analyzed and it is hoped that before too long a fullscale
standardization with stratified sampling will begin with the items which
are most promising, through the gracious assistance of thc PoycLo
logical Corporation.

One of the major problems with mental tests is the problem of
obsolescence. This matter of becoming outdated affects not only materials,
but also content and norms. Most examiners are aware, when using the
Stanford-Binet, of the ohsolescent upright telephones, the black stoves
with top ovens, the high laced shocs and the steam locomotives which
many preschool children have never scen. But perhaps we do not stop
to realize that in this day of miracle drugs people rarely die from the flu,
and besides we now call it a virus. Terman and Merrill could not have -
known that sulfa would be discovered the year their 1937 revision was
published and thus invalidate one of their favorite verbal absurdities. In
thisday of numerous telephones-and automobiles it is indecd rare to see
a uniformed messenger boy delivering a telegram by bicycle, and with the
advent of automatic dryers the sight of clothes drying on a line, as occurs
in two Stanford-Binet pictures, is far less familiar than it used to be,

I suspect, also, that our norms are quite obsolete, for today's children
are being exposed to a much more varied and stimulating environment
than the children of twenty yecars ago. The invention of plastics has
made the manufacture of cheap toys in greater variety possilile. And the
higher standard of living mcans that more children possess a greater
variety of toys. Witness, too, the growth of toy stores and the nursery
furniture industry.
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The fact that children travel in cars througlout infancy and preschool
life mcans their geographical orientation must be greatly expanded over
that of children of a generation ago who scarcely lefi their own yards or

their own block until achool age. The rapid spread of nursery schools

has also stimulated more preschool children and probably accelerated
their mental and social growth,

Just as anthropometric studies have shown that children tend to be

taller and heavier than they were a generation ago, so psychological
.xmrmn need revision and updating from time to time. The recent mono-
graph by Templin (32) which gathered data on children’s language
development, using the same recording techniques and the same sampling
techniques in the same city where I worked twenty-five years before,
showed children using on the average one more word per s. tence,
equal to almost a year's acceleration, and showing corresponding
advances in other aspects of language development. Undoubtedly any
verbal test would reflect similar up-grading in children’s performance,
due to the influence of radio, television, better standards of living, more
leisure time which parents spend with children, less use of illiterate
nurscmaidy, less bilingualisi ‘and greater permissiveness in dealing with
children of today, It is probable that obsolescence of materials which
makes tests more difficult for children counteracts the effect of their
greater facility in language development in the total test score, so that
we are lulled into complacent continued acceptance of our old
instruments by an artificial stability in mean score for groups.

Avather tendeney which T think is unfortunate for the whole field of
measurement is that with the development of highly specialized clinics
for various types of cases in rchabilitation centers, speech and-hearing
clinies and cerebral palsy centers, workers not highly trained in psycho-
metrics are being forced to develop their own batteries of tests and are
~ using groups of items which are not standardized and on which they
develop their own subjective norms on the basis of their clinical ex-
perience. We in the field of measurement and psychometrics probably
would not like to 3!l these instrumenta tests at all, but they are being
used to give diagnoles on large numbers of cases in the scrvice agencics
because we have lagged behind and have not supplied the kinds of tools
which ‘are needed for the urgent problems of differential diagnosis.
Ingenious scales of this sort have been develuped by De Hirsch (10)
for children with language disorders and by Haeussermann (17) for
cerebral palsied children. The problem is: what do normal children do
with the same tasks? Anyone who works for a period of time with one
*type of handicapped child is bound to develop a distorted norm biased in
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favor of such cases and while discriminations of degree of defect may
be made carefully, the perspective in relation to the normal cRild will
be lost without the use of stendardized tesis based on representative
samnpling,

Baldwin (3) gives 4 provoeative discussion of the problem of detcrmm-
ing what are the primary mental abilities to be tested. Much of the con.
fusion in the literature stems from the fact that certain preconceptions
a4 to the uature of intelligence must go into the preliminary selection of
iten s ineluded in any battery of tests, No matter "how elaborste the
sub~cquent statistical treatment of scores is, we can never get ot of a
factor analysis elements that were not present in the battery of tests
to begin with., Factor anal ~is may point out a few interrelationships
which we were not astute enough to anticipate. Correlations obtained
between two or more factors may be due not to any real relationship
existing between the two abilities, but to the fact that the two tests are
measuring or involve certain common elements in the environment,
Tests may appear to be related to each other because both are related
to a third clement which may or may not be an ability. It appears that
Hofstaetter’s (20) analysis of Bayley's 1933 data contributed little that
had not been deduced eailier from a careful study of the standard,
deviations and the correlations at successive ages in relation to the
content of the test.. #

With the many practical difficultics of locating subjects for indiviaual
testing, mentioned earlier, one wonders if the necessary preliminary
testing in order to form a correlational matrix before setting up a new
battery will prove feasible. Tt can work out well in group testing at
higher levels, as in the work of Guilford in personality testing, but 1
doubt whether individual tests for young children will be established on
the basis of previously determined empirical factors for some time to
come, Factor analysis can always be performed after a battery is prepared
intuitively, and duplicating or irrelevant material can subsequently be
discarded. If we dare to try out new ideas we may find out things which
can be confirmed by statistical analysis but which we might be much
longer in discovering by purely empirical methods,

' ‘Hecause there has been so little success in measuring a variety of
abilities in infants. the hypothesis has heen aavanced that the various
mental abilities differentiate with advance in age. The evidence for this
hyputhesis is not entirely clear. It may be that rudiments of several
ahilities are present early, but that our techniques have been too crude
thus far to isolate themn and to measure them for study in infancy.
lrwin's (22) contribution on infant language is & striking example of
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how refined techniques have opened up an arca for investigation in -
mflnvy which was completely overlooked hefore.

From the early days of testing, when we cherished the naive hope
that mental tests might somehow mecasure native capacity apart from
environmental influences, we have come through the era in which we
have admitted that we always measure hereditary factors and environ.
mental influences interacting, and that all we ever get in an intelligence
test is present functional level. We have seen numerous studies which
have attempted to estimate how much each of these factors contributes,
and the most recent studies are trying to determine how and why
certain environmental influences operate the way they do.

There are many parallels and areas of overlap between the development
of language and the measurement of intelligence, for, as Baldwin (3)
states, “lu the development of conceptual thought, language plays a
very significant role. . . . The word as a sign of an object implies his
(the child's) ability to maintain some sort of mental representation of
the object, action or situation that the word signifies . . . (and) the word
for an abstraction is very convenient because it gives the abstraction
a concrete handle, the concept is more easily used because there is a
word for it.” (p. 354) There should he little wonder, then, that our best
mental tests are verbal and that vocabulary tests have proven. their
usefulness time and again.

Research on language development in children is therefore at the
very core of measurement of cognitive functious. Karlier investigations
revealed that children's language development “varied ‘with patergal
occupation and that children talked in a more advanced fashion the more
contact they had with adults. In fact, there is considerable evidence
which seems to indicate that the more intense and the more prolonged
the contact with the mother, the more accelerated the language de-
velopment.

The amazing findings ,feBrodbeck and Irwin (8) indicate that the
environmental impact on language development is measurable even in
the first three months of life, where infant speech sounds are much more
advanced for children raised in a normal family setting than for in-
stitution infants. Wyatt (37) has spelled out rather clearly how the
mechanism of unconscious identification is "the common denominator of
many of the behavioral events of interaction between mother and child
and, in particular, for the facts of mutual imitation, so essential for the
learning of language.”

In this connection the work of Goldfarb (13) is of particular interest,
for it seems $o point out some of the dynamics involved in the acquisition
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of language a3 the groundwork for conceptual thought which we try to
measure with our mental tests at higher ages. Goldfarh, who compared
institutionalized children and those who grew up in normal family
settings, points out that in the family the child is cared for by "specific
adults called parents” who are warm and loving and who minister to the
child with “detailed understanding,” and that such contact is continuous
and affords constant stimulation from the seme source. Hence it is
unambigdous and more readily comprehensible than flecting attention
from a variety of aprses in an institution. Goldfarb says: “he (the child)
receives active (-lu-"ourugc-numt. for example, to babble, make sounds and
then words. . . . Finally, the child’s relationship to his parents includes a
strong element of reciprocation.” Thus, he sees the family as a source of
tender emotions which provides the setting necessary for transfer of
functions from the parent to the child in the process of identification.
The child who thus experiences love, svmpathy ard affection in the
cradle learns to trust those about hine: he learns to wait, and to delay
immediate satisfactions, and henee develops innger control, planfulness
and foresight, which Goldfack claims is the basis for coneeptual thought
and cognitive development. Klatskin (23) at Yale has shown that infants
taised on a flexible roomingin arcangement tested considerably higher
on the Cattell Infant Seale than the normative children of the Harvard
Growth Study who were subjected to rigid schedvles with less mothering.

Children who do not enjoy warmth of affection in family settings are
psychologically deprived. Tt is probably impossible to separate the
intellectual from the affective aspects in these carly experiences in
infancy, but we probably never succeed completely in so doing even at
higher ages, for intelligence is only one aspeet of the total behavior of
the organism and cannot be measured entirely in isolation. The clinical
herature is replete with evidences of intelligence test scores which are
depressed when children are suffering from anxicty and are raised when
children are expericucing periods of relative calm. While, of course,
seme children can go throueh erises of adjustment apparently withaut
having their disturbances reflected in test scores, life experiences do seem
related to lability of test scores with sufficient frequency to deserve much
more serious consideration than they usually receive in typical large.
seale measurement studies,

Two years ago Nancy Bayley (5) addressed this Conference on the -
shape of the mental growth curve, She raised the question of what kinds
of emotional climate are optimal at what ages, and what effects the

- attitudes of responsible adults such as parents and teachers have on

intelligence, She suggested a few clues from some preliminary data on
9D ’
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maternal attitudes. The second part of the Fels study (30) referred to
earlier attemnts to relate the changes in intelligence test scores in their
longitudinal data to personality ratings of the children. Their hypotheses
that the children gaining most in 1Q ratings would show most favorable
ratings on personality were confirmed. They state, *'A stély of the various
modes of personality by which children attempt to gain satisfaction in
their expericnces appeared to be of value in predicting 1Q change and in
understanding the nature of accelerated or decelerated mental growth as
related to personality factors. During the preschool years, emotional
dependence on parents appears to be clearly associated with loss in 1Q. . .
During the elementary school years, a cluster of personality traits with
the need for achievement as a common dimension appears to be closely
associated with accelerldd or decelerated mental growth patterns . .
during the preschool years the child who develops modes of behavior
characterized by aggressiveness, self-initiative, and competitiveness is
laying a basic groundwork for future acceleration in performance on
mental-tasks.” (pp. 117-118) Thesé authors conclude, then, that children
who gained in 1Q during the preschool years were those who were
“veunturing out of the maternal fold.”

Goldfarh (13) cites Bowlby’s (7) cxcellent summary of work on
irstitntionalized children who, lacking maternal stimulation, affection
and support, were retarded intellectually and "distinetly impaired in con-
ceptual alility.” The impairment in categoric behavior noted among
institution childeen was congidered to be more than a reflection of low
intelligenee. “There seemed to be a lack of differentiation and devclop-
ment of all aspeets of personality. Most noteworthy was a generalized
state of intellectnal and emotional improvement and passivity. Along with
the cognitive disability there were distinet emotional trends; chiefly,
the absence of normal capacity for inhibition. The institution group
showed extremely difticult behavior with symptoms of hyperactivity,
restlessuess, inability to concentrate and unmanageability. Further,
although indiscriminatingly and insatiably demanding of affection, they
had no gennine attachinents, They were incapable of reciprocating
tender feeling . . . there was an absence of normal anxicty following
aggressive or cruel behavior (and) ., . specific impairment in social
maturity.”

This syndrome is in marked agreement with Lauretta Bender's (6)
description of “Pavehopathie behavior in childhood™ which she char-
acterizes by “an inability to love or feel guilty. There is no conscicnce. . .
There is an inability to conceptualize, particularly significant in regard
to time. They have no coneept of time so that they cannot recall past
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expericnce aind cannot beselit from past experience or be motivated to
future goals.” This description calls vividly to mind Terman’s (35) early
description of what constitutes intelligent behavior, in which he said it
is the ability to abstract out of past experience thuse essential features
needed to meet new situations and the ability to adapt them in new situ-
attans,
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Prediction of Maladjustive Behavior

Wittiam C. Kyaraceus, Director Juvenile Delinquency Project,
Natioral Fducation Association*

Juvenile delinquency is a complex and contentious topic constantly
fermenting on the American scene, Faced with the delinauency problem
at the local level, a community can hope to achicve some measure of
prevention and control only to the extent to which its efforts are
characterized by the following:

1. A4 positive community at*itude. The delinquent must be vnewed as a
child needing understanding and help rather than punishment and
placement outside the community, It is generally true that the de-
linquent is a hostile child, Lat onc who also faces an equally hostile
community. We can't help the delinquent or his fumily doing business
nn a two-way street ot hate and hostility.

2. A4 knowledge of the delinquency phenomenon, The community must
plan on the basis of plausible and rescarch-oriented theory of delinquency
as a form of adjustment in our culture and subcultures; it must have
some knovledge of the geography, psychology, and sociology of the
delinquency act on the local scene; and it must come into the more
intimate knowledge of the specific delinquent act through case-study
approaches. Lacking knowlcdge at these three levels, the community
may bouby-trap itself into “impractical-practical” approaches (curfew,
wood.shed, anti-parent legislation) which are irrelevant, if not harmful,
to delinquency control and prevention. Common sense opinions cannot
be trusted in this field. We must look for, and stick to, the data available
from within the behavioral sciences—even in the face of the irrational
(unscientific) lay critic, the frightening and shrill cry of the feature
writer, or the crusading editorial commentator.

3. Early identijication of pre-delinquent and delinquent. Delinquent
behavior is not a 24-hour malady; it develops over a long period of time
and usually with the generous sssistance of two or three adults. The
future delinquent presents tiany hints and rumblings of his coming
explosions.

4. Early referral for study and diagnosis. Once the delinquent or pre-
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delinquent has been identified there must be available special service
personnel (psychologist, social worker, psychiatrist, counselor) to help
get at the meaning and predisposing factors of the maladapted behavior,
True, these professional services cost money, but this is no dime-store
ptoblem, : ‘

5. Treatment through coordination of community resources. Using all
child and family-serving agencies, the resources of the community must
be brought to bear on the individual in a systematic, scientific, and
individualized effort of rehabilitation based on case and community study.

This discussion focuses on the third aspect, on methodology and
techniques aimed to help the community worker in the process of early
identification of the pre-delinquent. Apart from the primary and direct
attack on the delinqueney problem via the general improvement in
patterns of family living, in more effective school programs, in neighbor.
hood value = <tems, and in leisure time offerings, cte., delinquency pre-
vention programs will depend heavily on the ability to identify at an
carly dute (perhaps as early as the first grade level) the youngster who
is prone, vulnerable, e posed, or suscoptj&le to the delinquent pattetn
of adjnstgent. )

Contrary to the usual depressed predictive validity coefficients reported
in the literature on forecasting «uccess’or failure in classroom achieve-
ment o on the job, Lam happy to veport that it is . ssible to predict with
100 per cent efficiency the future delinquents in our society.

Considering the complexity and the pressures of modern living within
the” enveloping web of social taboos, regulations, town bylaws, city
ordinances, state and federal laws against the fact that there is still so
much of Adam left in all of us, we can safely predict at least one good
delinguency (usually more) for every man, (Witness, if in doubt, the
mores of any out-of-town conventioning groups such as ours.) Everyone
experiences several delinquencies, officially or unofficially, during the
growth and maturation process. Even the road to sainthood often scems
to have been paved with sins judging from the lives of many of those
eventually beatified, But all this only raises the crucial question:
W hom or what are we forecasting?”’ 1 shall readdress myself to this query
later, First, what are the instrunients currently available on the market
and how eflective are they?

There are at least seven instruments or techniques which arc available
to the test user and which offer some claim, and sometinies some data to
warrant mention—if not use—for early identification of the pre-
delinquent. These include the following:

Persoral Index of Problem Behavior (1)
21 o s
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Minnesota Multiphasic Personality Inventory (2)

Porteus Maze Test (3)

Washburne Social-Adjustment lnventory (4)

Glueck Predicticn Tables (5)

Behavior Cards: A Test-Interview for Delinquent Children (6)
KD Proneness Scale and Check List (7)

None of thesp items is infallible, nor has any vne of these methods
demonstrated sufficient forecasting efficiency or power to be used in a
routine or perfunctory fashion. The best that can be said for some of
thems is that they are promising and that they merit perhaps another
master’s, if not doctorate, thesis by way of further or partial validation.

Rather than review the content of their manuals which are available to
any discriminating test user, I shall focus on the factors which tend to
ruise or to lower the reliability and the validity of such instruments.
First, | shall discuss the basic premises or assumptions on which pre.
diction methodology in the delinquency field is generally based, although
not always acknowledged. Second, 1 will review somé special construction
and validation problems that must be solved if delinquency prediction
is to become a useful and practical reality. rather than a hopeful research
fantasy, :

Basic Premises

Continuity of behavior. In child study and rehabilitation there is ever
present the backward look to earlier life experiences of the subject in an
effort to unlock the meaning of behavior or misbehavior. Stated in
popular, if not poetic, tongue, past is prologue to the future, the child is
conceived as father to the man, and concern is expressed with how the
twigs have been hent, if not pruned. Prediction assumes a continuity in
hehavior or mishehavior, if you will, linked in a cause-effect sequence
that is visible or discernible to an observer. However, the sequitur of
canse and effect may not be visible to the naked or untutored eye. Most
observers today view hohavior casually through the distortion of their
own bhiforuls, thus reflecting the bius of their own theoretical frame of
reference. The forecaster of delinquency might thus overemphasize or
underemphasize data oitained through somatotyping, psycho-genic data,
psychoanalytic data, or sociological information that might pertain to the
“ultimate effect as seen in delinquent behavioral adjustment. It is my
conviction that much of the continuity of cause and effect in delinquency
is to be fgund in the enltural and subcultural stream, rather than

b
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cinbedded among factors under the skin, although the careful listener’ '
will note the implied false dichotomy. Any forecaster today cannot afford
to overlook the cultural aspects of the delinquency phenomenon,

If some delinquency is spontaneous and accidental, this premise is .
weakened, or poorly maintained; if some youngsters prepare. for their
delinquencies quietly and pleasautly, as appears to be the case in a
growing number of cases, the obsérver, whatever his theory, may bhe
hard put to spot the future offender.

Factor modality, The forecaster assutnes that there is a factur modality .
among enough variables that are commonly and peculiarly associated
with delinquent behavior, These factor modalities represent sngmﬁum
differences that plle up between those who become delinquent and those
who do not resort to this adjustive mechanism. Ou the other hand the
singular and unique nature of each offender’s syndrome tends to deny
and to demolish any build up of a useful common modality on which to
hase a forceast of malbehavior. At the same time, isolation of a number
of commonly observed variables in the backgrounds of delinquents as
contrasted with nondelinquent counterparts invoives an isolation and
atomizing of elemnents that sacrifices dynamic aspects in causal relation.
ship, hence reducing forecasting efficiency,

Unreliability of stimulus variables in class and subculture, Whatever
factor, stimulus, or variable is selected for use in a prediction scheme, it
is likely to fall vietim to differential interpretation according to the
vespondent’s valne system reflecting the ways of thinking, behaving, ‘ .
wljnsting in the subeulture or class with which he is identified. Hence,
love and affection may be conceived as tender and be identified with a
luitabye in the upper class; love perceived by a lower class adolescent
may he viewed as fierce and vivlent and be identified with a family fight,
thus proving the worth and importance of the young member in the
family arena, A good example can be found in the use of the affection
item in the Glueck social factore’ table with a Maltese father, who cul.
turally never displays open affection for his young, although the table
expectancy i that he should do ro. School achievement may be slurred
i the lower claxs home and praised in the upper class family, duplicity
and cunmng may be extolled in lower class living and deglored in upper
class membership,

If delinguency is an cssential and more typical aspect of life among the
luwer classes, these differential responses can be exploited in the fore.
casting game, However, as more delinquenta tend to be drawn from the
upper levels of community structure in the future, these stimuli and
varubles which invite differential responses among youth may only
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succeed in sorting them into the classes and/or subcultures from which
they come, or with which they most easily identify. The value of such
class identification would thus be lowered for. prediction purposes.

Contingency in predicting beha.'nr. Predicting future adjustments or
maladjustments will always be m=. e on a contingency basis. If the sub-
ject’s situation improves, the prediction of delinquency will be weakened;
if the situation deteriorates, the*fozecaster is more likely to be right
this time, Hence the prediction made in time must be viewed as relative
to subsequent conditions. Failure to predict accurately may often reflect

 validation of the methodology albeit it depresses the validity cocfficient.

Short-term vs. long-term prediction. Some forecasters, particularly the
Gluecks, have assayed long-term prediction working with the six-year-old
ot from the first grade level. Just as it is hazardous to plan a picnic or
skiing trip on the basis of long term weather forecating, one must be
prepared for disappoiatments as well as surprises. Obviously predicting
at the junior and senior high achool levels, closer to the point of delin-
quency precipitation, should yield a higher level of validity coefficient
than in long range forecasting. A pertinent question arising is that of
adequate time-allowance in the validation of any prediction scheme to
insure adequate measure of delinquency fall-out. Current British studics
reported by Mannheim suggest that 18 months may i.c sufficient to check
the prediction power of some measures with older youth who have been
institutionalized. Beyond this we are in the dark about what coustitutes
minimal time duration in an eflective validation design.

Such are the major premises on which prediction techniques are set.
Some of these assumptions may withstand close inspection while others
cannot be accepted axiomatically. Hence, we do not have a firm bedrock

on which any prediction scheme can be automatically and easily
constructed.

Specinl Methodological Problems
it Construction and Validation

Assumning that a workable base can be squared off, the forecaster must
still face the following epecial problems in the test construction and

. validation process.

Validation design. There is no substitute for the before-and-after
rescarch design in validation studies .1 prediction tools. This means
that the prediction technique must be applied to a sample of youngsters
and forecasts made. A reasonable period of time for behavior and mie.
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behavior to take place must be allowed during which adjustment criterion
data must be gathered according to some acceptable definition of mal.
behavior. Finally, the relationship between the forecast and the be-
havibral adjustment must be established and expressed in terms of
prediction efficiency.

Many of the techniques now on the market depend too heavily, even
exclusively, on construct validity or concurrent validity. Many validation
studies merely telescope the before-andafter design by using direct
comparisons hetween available criterion groupe and still others attempt
to validate forecasting effectiveness via retrospective analysis, Through-
out many of these studics there is some confusion between what con-.
stitutes probability and what denotes predictive efficiency in a statistical
design. :
Before-and-after studies are expensive and difficult to manage. Loss of
cases due to mobility alone is a serious stumbling block to the research in
such long-term experiments. But there is neither a haven nor excuse in
these difficultivs for poorly executed ‘research.

The criterion: W'ho or what is being predicted? To return to the question
raised carlier: "Whom or what are we predicting?”’ What kind of criterion
data are to be collected on each individual in the post-forecasting situa-
“tion? Who and what is a delinquent? The term, juvenile delinquent, is an
omnibus concept that can include the large bulk of our youth population
since everyone can, and does, easily fall by the wayside at one time or
another in our more complex Garden of Eden.

We must first obeerve that there is no dichotomy between delinquents
and non-delinguents (except in terms of the court tag, but even here the
dichotomy breaks down as one studies the informal and formal dis-
positions of cases). The implication is that the statistical design in
prediction of malbehavior and delinquent behavior is not amenable to
the expediency of a biserial r. Misbehavior exists on a continuum. What
the researcher lacks is a graduated measure of the delinquency phenom.
enon un a malbehavior scale. Until such a meéasure, based on some
system of habituation and scriousness of offense, is worked out the
unreliability of the ctiterion measure itself will seriously reduce the
validity coefficient assuming that a high degree of relationship exists be-
tween forccasting technique and adjustment.

All existing forecasting devices have attempted to predict to the galaxy
of any and all kinds of delinquency without due regard for any diagnostic
differentiation according to modalities (types) of delinquents. This is
perhaps their greatest defect. Separate validation checks and prediction
tables need to be evolved for the following types or modalities: the
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neurotic delinquent, heavy with anxiety and guilt; the sociulized delinquent
who has failed, for good reason, to internalize the value system of
‘dominant society and whose super-ego is already delinquency identified;
the overteaggressive unsocialized delinquent whose behavior represents
a strong defense, even offense, against authority figures conceived as
hostile, threatening, and predatory. To these major modalities might be
added others, viz. group intoxicated type, traumatized delinquent, con-
stitutional type, and perhaps others. '

Retinement in validation ~xperiment will await refinement in differ-
ential diagnosis in the process of gathering criterion data against which
10 test the forecasting instrument, always working within the rubric of
cach modality. I would hazard the hypothesis that we can succeed in
predicting certain: modalities of delinquents with greater effectiveness
than othees, For example, it may be relatively easy to identify the future
so-ialized and unsocialized delinquents and relatively difficult to predict
in the neurotic category of delinquents. At the same time it may prove an
impossible task to predict the traumatized offender because of the
accidental nature of this phenomenon. ‘ :

One additional note bears mentioning. The popular practice of re-
sorting to the use of such convenient and undifferentiated criterion
- groups as court cases or, worse, institutionalized delinquents on whom the
community has given up or who have been removed from the community
fur special reasons, should he erased from validation studies which aim to
st up prediction tables. The special and hardy breed of screencd de-
linquents obtained through such sampling do not lend themselves to fair
test or experimentation. In a sense the cards are stacked in our favor.
Without the use of any elahorate device most youth workers in any
conununity can foretell what youngsters are most likely to be banished
to the training institutions.

Need for local validation. The delinquency problem varics from one
community to another and in the large urban centers it vill vary from
neighborhood to meighborhood. Each conimunity or neighborhood will
show significant variations in incidence, type, and time of misbehavior,
reflecting unique elements in the pop .\ation and in the culture and/or
subéultures. Any prediction tool that has been demonstrated as useful
in a large  "an center with a mixed or heterogeneous population may
prove to be of little or no value in the more homogeneous and mono-
_lithic culture of suburbia. Any promising instrument now available on
the market needs to undergo local “alidation rechecks. This will call for
considerable research interest, effort, and skill on the part of test users
at the local level.
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The need and necessity for local validation of prediction techniques is
also pointed up by the problems presented in the class structuring of
Ameri¢an society. Sociological studies infer that the average New England
community, for example, might need at least three separat%ditiono of
a prediction scale or table: one for the lower class, one for the middic

class, and one for the upper ddass. Rather than hoist six editions to suit -

Warntr's family status studics, 1 have compressed the categories

perhaps too conveniently. On review I might prefer four editiuns. As onc’

studies the items on some of .he scales and check lists, the obvious
irrelevancy of many of the stimuli for children of varying family status
in our society is such as to render them useless and meaningless.

Observation vs. test situation. In developing a methodology of prediction
we will need to favor the use of observation techniques such as check lists,
graphic rating scales, anecdotal records as against the use of test items or
self-inventory questionnaires which place a much too heavy burden on
the reading aliility, trustworthiness, and seriousness of purpose on the
part of the respondent. The combination of low reading capacity,
irrclevaney of respouse, and cultural duplicity of many pre-delinquents
often tends to lower the reliability of the best of these instruments.

Furthermore the technique that is evolved must be easily administered

to large classroom groups. To build prediction tables assuming Rorschach |

teators, Paychiatric Interviewers, and trained Social Workers will not
result in any usable or practical detection methodology as we con-
template ten million youngsters in the high schools of the nation.
What we need, for example, is a handy method which trained teachers
can employ as they come in close and continued. contact with their
students, ¢

Whatever instrument is ‘'devised, it must face the practical test of
serving as an improvement over what might be accomplished even now
through the careful reading of a case-study folder or a cumuls.tive-record
file. The professional worker, clinically trained in child development
and adolescent psychology, can getterally smell out a future delinquent
through a cateful perusal of a child's case record Prediction methodol-
ogy must provide a shorthand method that is at least as effective as
this longhand approach.

Summary Statement

How nuch hope can be extended to the community workers who are
concerned with prevention and control of malbehavior through early
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identification of the potential nonconformer? If we can strengthen the
base Gn which prediction methodology must be built through a careful
re-analysis of all our major premises, and if we can carry off our con-
struction and validation projgsses with the refinements which have been
indicated, it is likely that we can predict delinquency as well ag tests of
academic aptitude predict academic achievement—which, as you all
know, is not very well. Even then, or especially then, we shall need to,
recognize that the prediction tool and the data gathered thereby have in
no way relieved us of the urgency and the necessity. of careful and
deliberate judgment in drawing conclusions, using alPother available
information, concerning the child’s expusure or proneness to mal.
behavior and delinguency. \
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Session 11

Remarks of the Chairman

Iu this second session of the Conference, we shall hear reports that
differ appreciably in content and approach from those presented in the
first session. With diversity as our keynote, this is to be expected.
Those of us who have been concerned with test development and test
%lstrudiun are aware of some of the very notable and significant

ributions to test theory that have come from the lady who will

speak first. She is Dr. Jane Loevinger, of the Jewish Hospital of St.
Louis, who will discuss "'A Theory of Test Response.”

Knowing ful] well that some of the points Dr. Loevinger raises will
stimulate a desire for discussion—and knowing equally well that dis-
cussion time is limited—we have resorted to the strategy of asking
one person to voice his reaction to her thesis. He is Dr. David V.

Tiedeman, of the School of Education at Harvard University. Speaking

as an individual, and not in any scnse serving as surrogate reacting for
all of us, Dr. Tiedeman will discuss Dr. Loevinger's theory immediately
lollowing her presentation.

Then, still bound by time limitations, we shall proceed to the ngxt
topic on our program. Earlier this morning we heard a discussion on
the prediction of maladjustive behavior among children. In this session
we shall hear a report on research in another important area of pre-
diction, that of the ""Mcasurement and Prediction of Teacher Effective-
ness.” Dr. David G. Ryans, of the University of Texas, is cspecially well
qualified to bring us this report. He was Director of the National Teacher
Examinations for a period of seven years, is currently Director of the
Teacher Characteristics Study, and will draw extensively on the findings
in that investigation in his presentation today.

Following Dr. Ryans’ report, we shall ha¥Wa brief comment from a
man who is concerned, day in and day out, with precisely this matter of
selection of teachers and the problem of how to identify good teachers.
We are fortunate in having Dr. Harry B. Gilbert, of the Board of
Examiners of the New York City Board of Education, here today to
discuss some of the implications of Dr. Ryans’ research findings.
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A Theory of Test Response®

JANE LOEVINGER, Research Associate, Jewish Hospital of St. Louis

In recent months, working in collaboration with Professor Abel Ossorio
and Mrs. Kitty LaPerriere, I found taking shape a conceptualization of
a trait which I currently believe to be the major source of variance in
structured personality tests, regardless of their intent. Manifestations
of the trait have been called facade, test-taking defensiveness, response
set, “cocial desirability,” acquiescence, and so on. The term response
bias can serve as generic for these phenomena, though Jackson and
Messick (12) prefer to emphasize that they are components of personal
style. The fact that response bias is a manifestation of the trait by no
means implies that the trait is inconsequential outside of the testing
situation. On the coiitrary, its importance in the test situation reflects
its importance in many other aspects of life.

The trait may be defined metaphorically as the ability to assume
distance from oneself, or more exactly, as capacity to conceptualize
oneself. It is one cognitive aspect of ego development, That it should
greatly influence the kind of self report which most personality tests call
for is obvious; not quite so obvious is that capacity to conceptualize
onesell varies as a function of age, of education, and of one’s station in
life. Note that the trait does not refer so much to the content of one’s
self-concept as to one's ability to form a self-concept. At least three points
are needed to bring the dimension into focus. At the lowest point there
is no capacity to conceptualize oneself; at the midpoint there is a stereo-

typed, usually conventional and socially acceptabl.: self-conception; and

at the highest point a differentiated and more or less realistic self-concept.

Let us look first at how this trait normally develops with age. We are all
familiar with the baby's wonder as he discovers his own body. But at
stake lLiere is the conception of one's psychological rather ti.an one’s
physical peraon. The moment of discovery may be perhaps the time the
child first says "'Bad™ to himself as he does or refrains from doing some-
thing his parents have proscribed. At that moment the child has con.
ceptualized himaelf as having impulses which are sometimes bad and are

+ s sttt s
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not necessarily acted un. That he has achieved a rudimentary idea of good
and bad is no more important than that he has a rudimentary idea of
impulse and control. Extension and elaboration of the pair of constructs,
impulse and control, are major tasks all through childhood. At this, point
the argument is reminiscent of Kelly's (14) psychology of personal
constructs: to have the construct of impulse ia to have its opposite, con-
trol, and thus to achieve a degree of choice. What Kelly does not seem to
recognize clearly is that in just this instance, not having the construct of
impulse does not climinate impulses from one’s repertory but rather
leaves onescompletely at their mercy. ' :

By early adolescence the ability to conceptualize one’s impulses and
the concomitant degree of control is fairly well established. But the

* typical adolescent is in many respects an “authoritarian personality”

(1). He is prone to think in stereotypes, to be punitive, disciplinarian,

conventional, anti-psychological and intolerant of thuse who are different

(8, 18). In terms of the aspect of ego development here being described,

. he has achieved distance from his impulses but not from his ego. He

has some ability to think about himself as a psychological person, but
his self-characterization tends to follow a conventional, socially ap-
proved stereotype. The strongly derogatory sclfportrait which is also
common in adolescence is equally stereotyped.” Everyday observation
leads to the suspicion that the derogatory and flattering stereotypes may
alternate in some children in short time span,

During the college years there is in favorable instances a change from
the typically authoritarian to an intellectually sophisticated point of view.
There is usually, or at least often, a marked increase in capacity to view
oneself with some detachment, to see onescll’ as having a style of life,
to report feelings without taking refuge in conventional stereotypes.
The changes which ke place during the college years in personality in
general and test hehavior in particalar have been documented in the
Vassar study of Sanford, Freedman, and Webster (21). That response

stercotypy on tests is somewhat characteristic of college freshmen but
not of advanagd undergraduates has been noted by Christie, Havel, and

Seidenberg (4). : =

Thus the capacity to attain distance from oneself grows with age,
from infancy, where there is no distance frpm impulse, through ado-
lescence, where there is distance from impulse but not ego, to the college
years, where there is distance from ego as well as impulse. Were the sole
purpose of this discussion to present a picture of the iormal course of
ego de ent, this would be a pale and onc-dimensional version of
Erik Erikson's (8) vivid and dynamic portrait, “Growth and Crises of the

37

349

]




1958 Invuational Conference on Testiag, Problems

Healthy Personality,” prepared for the Midcentury White House Con-
ference. My purposc is not to describe personality development but to
make a contribution to personality measurement. Erikson'’s brilliant
paper does not, by itself, lead to measurement. The elision of some of the
stages Erikson describes results from using available psychometric
research as a sieve for his intuitive observations. '

The usefulness of the concept of ego development as a psychometric
dimension depends o1 whether one can convincingly describe some
individuals in terms of levels of ego development not characteristic of
their age. When we speak of an adult as having a mental age of'2 or 8 or
10, we of course do not mean that his behavior is identical with that of the
average child of the given age, Rather there is an abstract characteristic
of his behavior which4fdn be s0 measured. Similarly, some children and
few adults have as little control and as little capacity to conceptualize
their impulses as infants or small children. Redl and Wineman (17) have
depicted preadolescent children of this type ina book which contribuates
much to our understanding of ego development, Many, perhaps most,
adults have a self-conception hardly less stereotyped than that char-
acteristic of adolescence. If we take a slice of the population of constant
age, we will find ego development as measured on this hypothetical
scale correlated with inteligence, with educational level, and with some
measures of social elass, Since intelligence, social class, and educational
level are themselves intercorrelated, this represents a single additional
datum in support of the conceptualization. But while it is a single
argument, i' is supported by a large amount of research. Several recent
summaries of rescarch with the California F scale, which is as much a
measure of ego level as of anything, have confirmed these relation-
ships (3,5,23).

There have been now presented three lines of argument in support of
~ the construct of ego development. It is a constantly increasing function
of age, at least through the carly adult years. It tends to increase con-
stantly as a function of intelligence, educational level, and social status,
And it can be conceptualized as increase in a single function, to wit,
capacity to assume distance from oneself. There'is a fourth argument:
ego development tends to increase constantly with psychotherapy.

All forms of psychotherapy push the patient upward on this dimension.

In the case of delinquent or disorganized persons who remain at the low
end of the scale beyond the appropriate age, incrcase in conventionality

and control is an aim. In the case of conventional people, increase in
sophistication, in capacity to conceptualize themselves, is not necessarily
an aim hut is the means of therapy. Rogers (20), in describing the thera-

4y
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prulic process, has postuluted essentially the same dimension. An
apparent paradox is that Rogers describes the later stages of therapy in
term of decre send distance from one’s feelings. This paradox is explained
in peychoanalytic writings in terms of a temporary splitting of the ego (7).
T'v achieve distauge from oneself is the condition for achieving immediate
grasp of feelings as feelings. The paticnt must talk about himself and his
feelings in the therapeutic transaction, which surely implies a capacity .
to attain distance from them. |

it us Inok at characteristic manifestations of different levels of ego
development in personality tésts, The most striking fact, of course, fa the
tendency of most people to answer in terms of response stereotypes,
most notably, a defensive or favorable self-portrayal, The tendency to
describe oneself favorably has been shown to increase between the ages
of 8 and 13 (10) und to decrease during the college years (21). This
non-monotoenie relation between “socially desirable” self-portrayal and
age corresponds exactly to the non-monotonic relation between con-
ventionglity and cgo development. That is, conyentionality ‘tends to
increase a8 we g from | st to middle level, and to decrease between
middle and highest level, The non-monotonie relation between the most
obvious phenolypie test manifestation mid the genotypic trait is surely
a major obstacle to personality measurement.

In measuring maladjustiment, neuroticism, and the like, one must set '
up & set of responses as “normal.” Psychologists in recent years have
tended to use a statistical definition of normality, So doing, however,
does not a'eer the normal key very amuch from what would have been
chosen a priori by prychologists of @ more naive cra, for the socially
acceptable responses are just the ones chosen most frequently by the
numerous middle group, Middle-cla.s children and adults tend to appear
a little better adjuxted on personality tests than their lower-class con-
te:poraries (2). On the other hand, Vassar seniors tend to test more
maladjusted than Vassar freshmen (21). While personality changes
undeubtedly take place dyring the college years, they are probably pre-
dominantly . the direetion of greater ego development and intellectual
maturity. {ts seems unlikely that basi. lly the seniors are a lot more
waladjustiod than they had been as freshmen. Rather, they are more self-
critical, less conventional'and stereotyped in their thinking. They are
capable of admitting to conscionsness fml to their test responses problems
which had been there !l along but were concealed beneath a facade of -\
normality. Just this sart of phenomenon bas made measurement of adjust-
ment enormously diflicult. For paychotherapy itself tends to move the
patient up the scale of ego development. And, other things equal, greater
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ego maturity at the upper extreme leads to a decrease in stercotyped
favorable self.portrayal. No doubt thero are many exceptions to the
latter generalization. Some sick people give a stereotyped unfavorable
self-portrayal, and therapy:cculd be expected to brighten their self-
portrait. Morcover, svmptoms which actually disappear could be expected
to be no reported. All in oM, however, evidence indicates that response
to structured personality tests is more clearly related to ego development
than to adjustment, ~

B

What the test behavior is of those lowdst on ego development is
not known in detail, These people include small children, as well as
older children gl adults in whom impulsivity is unduly predominant.
Anyone who has tried to obtain tests from individuals of low social status,
where the dowest level of ego development is overrepresented, has dis-
covered that refusals to cooperate and sabotage of various sorts are more
froquent than at higher social levels. The suspicion of and resistance to
such small authority us a resvarch psychologist represents is itself a fact
worth recording, and strikingly similar to the negativism of pre-school
children in testing situations.

These individnals do become accessible to psychological observation
wthrough more or less involuntary referral to guidance clinics, alcoholic
treatnicnt centers, and so on. Their inability to put their troubles,
however overwhelming, into words is only partly a matter of opposition to
sthe authority of the clinic. Skillful, sympathetic clinicians report that
it appears to represent a genuine inability to conceptualize themselves.
Diffuse physical complaints scem to represent a kind of “body English,”
i.e, their physical complaints may represent in part psychological
malaise fpr which they have no concepts.

Resistance to aithority, impulsivity, and lack of ability for self-
" conceptualization: surely this is a coherent syndrome, and one different
from the identification with authority which characterizes the midpoint
of our variabley Documentatic.. of this syndrome can be found in the
description of the fawest social class by Hollingshead and Redlich
(11, Ch. 4), though [ do not maintain that all individuals in the lowest
class are at the lowest level of ego development.

The ideas presented here arc meant to apply chicfly to objective per-
sonality tests. There is, however, one problem of long standing in
projective testing, capecially the Thematic Apperception Test (TAT),
which has sume relation to these concepts. The puzzle is, when do
aggressive responses on tho TAT indicate aggression in overt behavior,
and alternatively, when do aggressive fantasies substitute for aggressive
bhehavior? Probably no one has a complete and clear-cut answer to this
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question. There are indications that in youths from low social classes
there is a positive relation between overt and fantasy aggression; in
higher social clum, a negative relation. The psychoanalytic concept of

“‘primary process’ helps to bridge the gap between this finding and the
concept of ego development. Predominance of primary pro« s is a
translation of the impulsivity which characterizes the lowest level of ego
development. For individuals at this level words and fantasies serve to
trigger the kinds of behavior they symbolize. Since there is minimal
control of impulse expression in behavior, the impulses expressed in
funtasy are the same as those expressed in behavior. in the two higher
levels of ego development, on the contrary, secondary process is well
cstablished; which is to say, words and fantasies serve to delay, control,
and substitute for expression of impulses in behavior. Therefore, it is
notsurprising to find a slight negative relation between fantasy aggression
and overt aggression in middle and upper class groups.

Lyle and Gilchrist (15) compared TAT protocols of dolmquent boys
with those of a matched control group; there was no difference in the
number of aggressive or anti-social themes expressed, but the non-
delinquents used varivus devices to indicate greater distance from anti-
social impulses, such as denial of the reality of the situation, inhibition
of the impulse by guilt, and rationalization of the dnti-social act. Note that
Lyle and Gilchrist use the same metaphor, distance, to indicate the means
by which control over impulses is maintained, and that they find
representation of the control devices in the TAT protocol. Purcell (16)
found similar results studying psychiatric referrals in an Army training
camp. He divided his cases into three groups according Yo case history
evidence of antissocial conduct. Beat differentiation of the groups was in
terms of fantasy themes of internal punishment amd ratings of the
aggressive fantasies as to “remoteness,” which referred to time, place,
degree of reality, and so on, The antixocial group showed few themes of
internal punishment and little remoteness from their aggressive fantasies.
While Purcell interpreted the absenee of themes of internal punishment
in the anti-social group in superego terms, note that it is also evidence
of lack of ability to conceptualize inner life,

Dr. Keometh Isaacs has just «ont me a MS. in which he develops a
construct very similar to what I call ego development, He calls it
"relutability,” stee<ing the capacity to perecive other people and capacity
for differentiated interpersonal relations. His studies also show that level
of relatability can be judged from IAI protocols, but specific criteria
are not listed, :

ln wketching ego development as a major dimension of personality,
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I am using Binet's work as my model. His breakthrough in the field of
ability measurement, which has not been matched in the following S0
years, succeeded, | believe, because he found a process which corre.
aponded to an intuitively perceived dimension. There have been attempts
to deline personality traits after Binet's model. But if we imitate him too
closely, we end up measuring almost the same trait that he did rather
than a personality trait. In fact, correlation of a personality test with age
or intelligence is often interpreted as that much evidence for invalidity.
Yet it is absurd to assert that personality does not change with age, and
both gratuitous and contrary to everyduy observation to assunie that per-
sonality trends will be uncorrelated with 1Q or social status. We cannot
lift ourselves out of this problem by our correlational bootstraps; we
need to mind the psychological content of our measurements.

The dimension of ego development 1 have sketched is & kind of
common denominator in Erikson's description of the normal process of
rgo development; Rogers® description of the process of therapy; Sullivan,
Grant, and Grant's (22) description of the growth of capacity for inter-
personal relations; and results with objective personality tests pertain.
ing to unthoritarianism and response stercotypy. The three papers de-
seribing process all refer to seven stages, ‘vhether by coincidence or not.
From the psychometiic point of view, each involves a forbidding array
of details. Oun the other hand, the psychometric approach has been to
assume that everyone canbe classified as having more or less of some
one thing, like dominance or adjustment, or lics somewhere between a
pair of pales, like authoritarian-democratic. The idea that if you can
name it, you can measure it, dies hard. The journils are full of studies
using little ad hoe testa of traits that struck that rescarch worker's
fancy.

I have, then, followed Binet in using process as touchstone of di-
mension: but 1 have tried to avoid the circumdtantial details of particular
processes, as well as the nominalistic fallacy which still vitiates many
psychometric approaches to personality.

The authors of The Authoritarian Personality (1) considered and
rejected the idea that the authoritarian was an immature version of the
liberal person, However, the meaning of authoritarianism shifted in the
course of their research, At its inception they were concerned with,a
harsh and pathological extreme of anti-Semitism andfascism, which they
found only in a few individuals in their San Quentin sample, who fit the
description of the lowest level of ego development, The core of the trait
which emerged from their studies was very much like what I have
described as the middle stage of ego development, much less vicious than

4 1 A




JANE LOEVINGER

what they looked for at first. The reason the California group was
diverted away from the political aspects of authoritarianism and in the
direction uf ego development is that the latter aspects are far more
pervasive in personality and are just the aspects of personality most
accessible to Measurement und itterview. AT

The California disclaimer that authoritarianism and liberalism are
stages in a developmental process has not stood up. Evidence that
adoleseence is typically a more authoritarian period than later maturity
has come from many independent sources, including clinical observation
(8), opinion polls (18), and studies with the F scale. The thinking of .
the California group evolved from that of looking for a few wicked
authoritarians to recognizing the authoritarian tendencies in large groups
of ordinary people. They never quite adiitted that the conventicnal
authoritarian represcuts the norm in our society. To see authoritarian
tendencies in a developmental framework, as I have tried to do today, is
to carry the evolution of the concept one painful step further: The”
struggle against authoritarian teadencies is one which each of us must
make within himself, and it is a battle never wholly won.

That the fight against authoritarianism takes place in each of us was
the theme of Frich Fromm's (9) 1941 book, Escape from Freedom. But
Fromm, secing the similarity in the child's spontaneity and the spon.
taneity which can be recaptured by a truly mature ‘acult, wrote as if
people knew their teal selves and then deliberately surrendered that
knowledge to slip into a conformist or authoritarian stereotype. The
dialectics of growth seem more accurately represented by the sequence:
impulsivity, Figid, control enforced by intellectual stereotypes, and
flexible controle anforced by genuine insight. Riesman (19), though
much influenced by Fromm, has drawn a p: ‘ture essentially the same as
that sketched here. His term for the lowett 1-vel of ego develnpment is
anomic; for the middle level, conformist or. mast often, adjusted; for the
highest level | autonomons. Ricsman has enrichied our understanding of
different patterns of conforming by his description of the tradition.
directed, the inner-directed, and the other-directed man. These types of
conformity characterize the middle {~vel of ego development in different
societies and in different groups witkin a given society, So far no one has
traced the differential manifestations on tests of the inner-directed and
the other-directed man, though there has been at least one attempt. But
Allen Edwards’ (6) finding, that the number of people claiming that an
item describes them is a high rectilinear function of the independently
judged "‘social desirability” of the item is remarkable evidence for our
cther.directedness,
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Proponents of factor analysis, cluster analysis, and multidimensional
scaling set up artificial problems with hoxes or random numbers and
demonstrate that their preferred method will indeed capture the
dimensions built into the problem. | have begun instead with a real
trait of central importance in test behavior and would now emphasise that
factor analysis or cluster analysis or multidimensional scaling could not
possibly reconstruct such a‘trait. Impulsivity is a distinguishing mark
of the lowest level of ego development, but the flexible controls of mature
life ure phenotypically closer to the impulsive stage than are the rigid
controls of the iutermediate stage. The non-monotonic relation between
conventionality and ego development has already been noted. The com-
plex of ego development leaves many traces, and with réspect td each of
them there are individual differences. Factor analystr make much of
getting from phevotypic variables to genotypic traits. But only such
genotypic variables as are linearly, or at least monotonically, related to
phenotypic ones will be revealcd by factor analysis. By themselves,
statistical techniques can yield only partial insights. I trust, however, that
no one will carry away the message that I don't think it worthwhile to
master or use difficult statistics. The psychological research worker
who does not understand statistical principles is as handicapped as the
peychometrician who does not permit himself to develop a feeling for the
traits he studies. Factor analysis is an important technique in the hands
of a responsible psychologist with insight into the psychological cén-
tent of his variables, ' B '

Suppose you answer that you prefer to stick with whatever factor
analysis reveals, that you find nothing compelling about the construct
I have sketched. This raises an interesting and profound question, one
which will be answered neither in short time nor by the self-elected.
Since personality is complicated enough to encourage many alternative
constructions, what are the criteria for the validity of alternative ways
of construing it? Fgo development as here sketched provides a framework
within which one can view such.major researches as The Authoritarian
Personality and subsequent related studies (1,3,23) ; Redl and Wineman's
(17) The Aggressive Child; Riesman’s (19) studies of American character;
Erikson's (8) work on growth and crises of the normal personality;
studies of pereonality development in the college years by Sanf-rd and
others (21); Edwards’ (6) work on the social desirability variable in
personality tests; work on the relation between cuntent and style or
response hias (12); Rogers’ (20) study of the process of therapy; and
Kelly's (14) psychology of personal constructs. Dosens of smaller or
less’ familiar studies contribute also to the overall picture. The line
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of research which originally gave rise to these speculations, work which
I have been doing with Blanche Sweet, Abel Ossoria, Kitty LaPerriege,
and others on patterns of child rearing, I have not even mentioned.
Work now in progress is testing the hypothesis that different patterns
of child rearing characterize different levels of ego development; here o
is another far-reaching gpplication.. . - .
If memory serves, factor analysis originally aimed to give an economical

account of much data with few concepts. I am claiming that the single
construct 1 have proposed accounts for much data. By contrast,
application of factor analysis to personality tests has too often taken
small amounts of data and developed a confusingly_large number of
constructs, Has factor analysis of personality tests given riso to any

“powerful constructs, any constructs of sufficient utility, for example,
that clinicians have made use of them?

A problem of concern to the Educational Testing Service has been

measuring the behavioral outcomes of higher education. I would like

. finally to show how this problem is related to the discussion. In regard
to education at the nursery school and kindergarten level, no doubt ‘ :
specific behaviors can be used to measure the succees of the educational '
endeavor. The child is taught to lay his coat on the fluor, slip his arms into
it and flip it on by raising his arms. He must learn to conforni to bells, -
commands, and classroom routines. The aim of university education is
emphatically not to inculcate such stereotyped behavior patterns, but to
free the graduate from conformity to cultural and behavioral stereo-
types. [ do not have any pat suggestions as to how to measure the outcome
of highér education, but it seems safe to say that the search for specific
behavioral outcomes is doomed to failure, It represents, moreover, a
spurious and misguided objectivity. William James made the point in his
essay on Harvard: "“The day when Harvard shall stamp a single hard and
fast type of character upon her children, will be that of her downfall.
Our undisciplinables are our proudest product™ (13, p. 355).

Summary

A cognitive aspect of ego development, ability to coneeptualize oneself,
is postulated as accounting for a major portion of the variance in
structured personality tests. At least three points are needed to define
the dimension. At the lowest point there is no capacity to conceptualize
onesell as a peychuiogical person; at the midpoint, a steieotyped
self.conception: at the highest point, a differentiated, realistic self-
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conception. Mure or less synonymously, at the lowest point there is
no distance from impulses; at the midpoint, distance {rom impulse but
not from ego; at the highest point, ability to assume distance from ego as
well as from impulse. This trait increases constantly with age; for
constant age tends to increase with intelligonce, education, and social
status; and tends to increase with psychotherapy. However, ego develop-
ment has no conspicuous constantly increasing manifestations. [ts most
conspicuoys manifestation in personality tests, tendency to answer in a
 stereotyped, usually a socially approved stylg, is not monotonically re.
lated to the trait, tending to decrease in the uppeér range and.p-bably
tending to increase in the lower range. A further difficulty in me. ring
favorable outcome of higher education, and incidentafly, favorabl ut-
come of psychotherapy, is that the highest level of ego development is
characterized precisely by - the absence of stereotyped, objectively
specifiable behaviors and attitudis. | have followed Binet in using process
as touchstone for dimeunsion, but not imitated him too closely for feag/of
returning exactly to general ability.

Many methodologists, until fecently including me, believe that our
job is to perfect a method for discovering traits, and the right method
will lead us straightaway. to a complete catalogue of important traits.
Purely for its shock value I wish to record a contrary hypothesis, that
every major human trait will be discovered and established by a unique
method. Whether that hypothesis is true or not, methodological
sophistication in the absence of psychological acumen will lead only to
fragmentary dimensions and insights, '
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Discussion

Davip V. TiEpEMAN, Associate Professor of Educanon, School of
Eduumon, Harvard Um\ersny ‘

The paychologm has had what might be termed fair success in antici-
pating a person’s later pusition on some scale such as his over-all grade
average in college. Even these moderate successes are often accomphshcd
only after much investigation. Such investigations ordinarily require
considerable trial and analysis of relationships existing among particular
data of the past before deductions begin to square moderately well with
later observations. A half century of experietice of this kind has caused
the modern psychologist to be highly skeptical of propositions about
relationships when such propositions are not thoroughly checked out
beforehand. A peculiar fascination for empiricism has been the result.
This fascination sometimes spawns ludicrous claims for the value of

"inductive empirical study in the absence of a specific criterion as in

factor analysis studies. Dr. Loevinger's awareness of such ludicrous
claims probably caused her to lash out, in good humor to be sure, at the
method of factor analysis as she has done today.

[ could assume an air of righteousness and temporarily distract your

s




1958 Invitational Conference on Testing Problems -

attention from Dr. Loevinger's contribution hy launchiug a defense of the
method of factor analysis. Such action is inappropriate, though, because
Dr. Loevinger gives every indication 1hroughout her paper that she is a
psychometrician par excellence. 1 prefer, therefore, to make sevaral
~observations on limitations of the method of factor analysis. I shall
attempt to do so by explication of the ressoning process in which
Dr. Loevinger engaged. ' ) )

First, let us note explicitly the several aspects of the experimental
method. In essence, the experimental method consists of aslemblinh a
series of facts in which it is observed that some antecedent circumstances
‘are associated with some consequent circumstances. A theory is then
evolved which proposes that the generalized consequent circumstance
has a functional dependence upon the generalized antecedent circum.
stance. The theory permits deductions in the form of hypotheses that
some unknown, but as .ertainable, consequents will be of a certain form
under certain previously specified conditions of the antecedents.

These hypotheses then direct experiments in which the antecedents
are created or found and jhe-associated conscquents observed. If the
observed consequents agree to an important degree with ;he deduced
consequents, we have no presumptive reason to dismiss g theory.
When the observed consequents fail to agree with the deduced ones to an
important degree, however, we now have a new set of antecedent and
consequent observations which must be joined with our previous sets
and a theory must be invented that now produces order among these
cnlarged data. '

Now, let us turn our attention to limitations of the method of factor
anaylsis. In terms of this paradigm of the experimental method it is
quite apparent that the method of factor analysis aims only at the
rudiments of all that is needed, namely at the introduction of some
simplification of either or both the antecedent or congequent responses.
Further, the method of factor analysis is ususlly applied with little or
no intent of later investigation in i, and hence the simplifications
resulting from a factor analysis bear no necessary relationship to those
that may be needed in the construction of any theory. The purpose of a
theory probably offers the best guide as to the relevance of one form of
simplification or another. This is not known, however, until after a factor
analysis is completed unless the factor analysis is itself a purposeful
atep in the formulation of the theory.

We might note in this regard that the studies coasidered by Dr.
Loevinger imply that she is more or leas interested simultaneously in the
processes of education, socialization and psychotherapy: By focusing her
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attention on these processes simultaneously, and by extracting aspects
of certain studies, as well as by introducing certain observations about
children, Dr. Loevinger constructs a reasonably convincing argument
that we ought to consider such information in relation to an ability to
conceptualize one's self. The scale she succeeds in drawing to our
attention attracts because it orders, and hence gives meaning, to
previously diserete informution. So far no factor analysis has attempted
to deal with data for such diverse circumstances und over such an
extended range of age. In fact, Dr. Loevinger has amalgamated patterns
of relationship «: o/ change that I, for one, cannot model mathematically.

There are aspects of Dr. Loevinger’s approach that fascinated me,
however, Remember that Dr. Loevinger is postulating an ability to
conceptualize one'’s self, an ability generally characterized by uncon-
trolled impulse atits low point, separation from impulse but not from ego
at the mudpoint, and separation from both at the highest point. The
ability is presumed to be a manifestation of ego development not related
monotonically to some other aspects of ego development. It ie interesting
to note that Dr. Loevinger presents this scale as a Guttman-type scale,
casentially postulating the absence of the typc-scparatidn'from ego but
not fronvimpulse, But what if this type does appear? | have a hunch that
De. Loevinger would deal with its appearance by designating a person
of that type a3 “unhealthy™. Thus the appearance of the type would
become 2 cause for remedial action rather than & cause for rejection of
the seale. Factor analysis, with its oricntation to the patterns of re-
sponses themselves, docs uot allow for such judgment,

The impurtance of this was brought home to me several years ago
when 1 owas reflecting upon the poesibility of deriving Guttman-type
seales in areas of achool achievement, It semncd to me that, in an area
wueh as arithmetic, children were expected to master certain develop-
mental tasks in sequence and that, as a result, a Guttman-type scale, or
at least o contrived Heseale, wonld form around the developmcntul
tashs. But then I began to wonder if childrens’ responses in arithm etic
would really scale in the Guttiman scense. Although I never endesvored
to answer this question, 1 did ask myself, “What if childrens’ responses
don’t acale? Tt the absence of a scaled response, on the part of some
children, presumptive evidence that the behavior of such children is
different from the intent of the teacher as scaled? Have I not gained
thereby?™ Actually, T believe | have, because | then possess two kinds
of iutormation: 1, what the intended process of differentiation and
integration is, and 20 iw which ¢hildren the intentions are not a part
of their belavior pattern and in which areas. This is disgnostic informa.

LY




1958 Invitational Conference on Testing Problems

“tion different from an analysis of the pisces without reference to the
whole, information that usually results from the direct orientation to
responses characteristic of factor analysis. :

In addition to the scale problem, a second fascinating aspect of Er.
Loevinger's reasoning is that, in attending to the ego, her thought
necessarily turned to the perceptions one has of his person in relation to
such notions as tasks, ideas, and people. The evaluations vne holds
of his person with regard to such relationships likely govern the way he
orient: aimself to situations, and hence his behavior. 1 doubt that an
action by itself provides sufficient information for inferring the actor’s
evaluation, however. The inference needs to be made from simultaneous
consideration of the situation, the behavior in it, and the motivation for
the behavior in it. The factor analyst has tended to limit his analyses to
only one realm of activity at a time. Were motivation and behavior to
be analyzed sinwltaneously, according to the usual model of factor
analysis, | would not know if the results would uncover the effect to
which I am atten.pting to draw your attention. »

It seems to me that dynamically oriented psychologists contend that an
act devoid of its motivation-cannot be correctly categorized with regard to
its meaning for the behavioral system of the one being studied. The factor
analyst does not incorporate this judgment of meaning or function into
* his factor computations. Rather, the initial data for the factor analysis
would include a location of subjects with respect to some categories of
behavior without regard for motivation, and/ or some general categoriza.
tions of degrees of motivation without much regard for situation and
behavior in it. [ seriously doubt that an analysis of such data would
reveal factors close to the categories actually employed by an interpreter
considering situation, behavior, and motivation simultaneously.

Finally, I waut to note that Dr. Locvinger refers to a cognitive
process, namely, . . . a cognitive aspect of ego development.” A
cognitive process is understandable in terms of a succession of two
subsidiary processgg, differentiation and integration. Successive differen
tiation and integration create levels of response patterns according to the
dynamically oricnted psychologist. These levels are apparent only from
the perspective of the growth process; I cannot see that they would be
identified in a factor analysis of response patterns for a restricted
range of age.

At the outset 1 used precious moments to sketch a paradigm of the
experimental method. 1 then attempted to indicate: 1. that 1 saw no
necessary reason why every categorization of information useful for
psychological work need conform to responses as they exist; 2. that the

o
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character of an act may not be underamud sufficiently in terms of only
the act itself; and 3. that the results of differentiation and reintegration
may obscure unification of relevant response because a higher level
response may not appear sufficiently like its undifferentiated counterpart
at-a lower level. I have pursued both lines of reason because I want both
to have my cake and to eat it, too.

In my judgment, Dr. Loevinger has offered no fundamental challenge
of factor analysis; she has merely illustrated that it has limitations and
that these limitations need to be lclmowledged

In my judgment, also, Dr. Loevinger has been sclentlﬁc in her
aporoach. She has dealt with a structure of data that factor analysis
cannot analyze as hersmind has done. The resulting structure she has
given to an ability to conceptnalize one's self is consistent with the facts
she chose to consider, In additidn, she has postulated relationships of
this ability with other variables in ways that are subject to verification.
Each of these endeavors is a part of the development of any science.

It remains to Le seen whether her postulates coincide with reality to
an acceptable degree. In the meantime, her present argument convinces
me sufficiently so that I will be inclined to consider responses of struc-
tured personality tests in relation to her construct in the future, namely
to consider the level of a response pattern in relation to a subject’s age
and to my judgment of his distance from impulsivity and ego.

I, for one, shall attend closely to Dr. Loevinger's investigation of this
ability in the future, and would even attempt to investigate it myself
if only she designates the scale more definitely than she has had time to
do today.

Comment by Jine LoeviNGER

{

Dr. Tiedeman's usc of the terin “separation from™ oue's impulses
and ego suggests pathology rather than development and evokes connota-
tions I strove to avoid. If there is an appreciable group of peuple who
achieve perspective with respect to their egos prior to achieving a
minimal level of impulse control, the force of my argument is lost.
I think of ego development as an organic growth process, a domain not
preempted by Guttman. Unlike in Guttman's scale model, any specific
manifestation is related to ego development only probabilistically; the
more specific, the lower the probability. Hence a crucial test of my‘
hypothesis i« not altogether simple. !
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Measurement and Prediction of
Teacher Effectiveness

Davip G. Ryans, Department of Educational Psychology, The
University of Texas

Proper consideration of even some of the more obvious problems asso-
ciated with the definition, measurement, and prediction of teacher
effectiveness would be, as you all- well know; an exhausting undertaking.
What I shall attempt is to sketchily review with you a few of the com-
plexities facing researchers who try to study teachmg competency;
then go on and briefly summarize some high spots in research conducted
by the Teacher Characteristics Study; and finally, suggest some tenta-
tive conclusions about identifiable conditions and characteristics which
may be associated with teacher effectiveness.

Some Basic Issues

The basic concern of research on teacher effectivéness is, of course,
prediction. We seek to determine how and to what extent various data
descriptive of teachers (e.g., verbal responses, overt acts, biographical
information, etc., all of which may be subsumed under teacher char-
acteristics) are either 1. antecedents or 2. concomitants of some behavior
agreed to be a component of some criterion of teaching compctence.
The extent to which such relationships can be uncovered depends, of
cour -¢, not only on the real, or latent, relationships which may obtain, /
hut also on 1. how unambiguously and operationally the agreed upon' :
criterion can be defined, and how validly and reliably estimates of the; =
criterion can be obtained, 2. how unambiguously the teacher char.: |
acteristic under study can be identified and how validly and reliably it
can be measured, and 3. what the purposes and hypotheses of the
research are and how adequately it has been designed, taking into account
sampling, control, and replication. 1 should like to deal brieﬂy with these
three areas of problems.

Criterion Measurement. Recently 1 attempted to outline different
methods of obtaining criterion data relative to teacher effectiveness.
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The mujor euntegories included: ) direct -reasurement of on-going
tencher behavior (e, time sampling nvolving replicated systematic
obsarvation); H) indireet weasurement based on preserved records of
on-going teaches brhawor (eg., tape recordings); ) indirect measure-
ment, by non-teaned obseryprs, based on recall of teacher behavior and
assessment theeeof (e, ratings by students, administrators, peers,
ete)s d) measwement of a produet (student behavior) of teacher be-
havior; and ¢} measurement of coneen nts (secondary criterion data)
of the criterion of teacher effectiveness, |

Phese different appronches to 1 asurement vary in nature of rationale
employed to support them, in retialadity of the criterion data produced,
and in the order of obtained relationships between criterion estimates,
thus differently derived, and specified predictors—this last observation, of
crairse, merely bearing testimony to the fact that most criteria are very
complex amd any one set of estimates is likely to be very incomplete
with vespoet W the overall eriteripn, : :

Approaches to the measurement of a eriterion of teacher effrctivencass

thus involve the evaluation of eitter 1. teacher behavior in process,
)

2 product of teacher hehavior, or 3. concomitants of teacher behavior,

Measurement of on-going behavior of the teacher is the most direct
pproach: Inl'zl‘*lll‘(‘l’h‘/lll of products and of concomitants :re less direct
and nun'o--'(ulnjm-l ty the effeets of confou. Jing conditions,

Coneomitants (\\Min a senae, may he thought of as secondary
critetion data) wsually are not acceptable for eritericn measurement
when direet measwrement of behavio, in process or the measurement of
si~olable produets of teacher hedavior can conveniently be used. Wowever,
i investigations involving extensive sampling and where other sneasure-
mestt approsches are impractical, the use of known corrclates as sub-
stitites for process or product data feequently is defensible.

Of i weasurement approaches employing observation and assessment
only time smpling invol-ing replicated systematic ohservation by trained
ohservers produces sufficiently teliable data to recomniend ite-ise in
fundamental rescarch, although less wel-controlled variations (e.g..
rutings by stndents) nay be employea when oaly coarse diserimination
feaey Thest™ amd Tpoorest” teachers with respeet to some criterion
commonent) i« required, and when the larger expected error is recognized
anilaceepted, Various assessment technigques have been developed, among
which the mote reliable and promising appear to be 1. gronhic scales
with operationally, or behaviorally, defined poles and/or units, 2, obser-
vation cheek Lste, and 3, foreed-choice seales. The chiel shortcomivg of
abesrvation wiid assessment techeiques hae been lack of relizbility. a
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shovtcomiug which research has indicated can fairly seadily be overcome
with care to definition and to scale development, and with adequate
training of the observers or judges.

Produet measurements (estimates of the behavior or achievement of
the pupils of teachers) have been widelv acclaimed as desirable criterion
data, but have besn infrrquently used in the study of teacher effective-
ness. Actual'y, the seeming relevance and appropriateness of the measure-
ment of pupil behuviors and their products as indicators of teacher
performance may be more apparerit than real, for the producers of (or
contributers to) “pupil hehavior, or pupil*achievement, are numerous,
and it is most difficult to designate and parcel out the contribution to a
particular “product” made by a specificid aspeet of the producing situa-
tion, such as the teacher, We also must note that the facets of the product
critorion (various understandings, skills, and attitudes, ete. in various
comtent fields and aveas of personal behavior) ure similarly numerous,
and cacly must be capable of valid measurement and of at least partial
wolation for study. The comparability of estimates of various components
or aspects of-a product (pupil achievément, for example) also becomes a
special problem when student behavior or achievement is employed as a
criterion ofReacher effectivencss, And when measurement of the product
is accomplished by obtaining estimates of student change (i.c., pretest.
postteat data) the problem of variable potential gain (students who score
high on the initial: measuriment being closer, to their “ceilings” than
stadents who originally score low are to theirs) is particularly plaguing
to the rescarcher. However, if the vationale of the product (student
petfornance) eriterion is aceepted, and if the complex control problem
presented by's mudiplicity of producers and the multidimensionality of
the criterion can be <atisfactorily coped with, student change becomes an
intriguing approach to the measurement of teacher eflectiveness.

In dealing with any of the several approaches to measuring the

criterion, the researcher must be thoroughly familiar with, and guard.

against, the various sources of criterion measurement bias, particularly
those which have to do with a) incompleteness and b) contamination of
the obtained data. . :
Predictor Measurement, 1 shall pass very quickly over the problem of
obtaining estimates of the predictors. The chief technical problems
faced here are those familiar to cducational research and measurement
workers, namely validity and relishility. T"e prediction of a criterion
may be very scriously limited by the reliability of estimates of the pre-
dictor emptoyedin a study. And unless the researcher has a pretty clear
idea of the meaning of his predictor estimatas and the conditions or traits
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they actually represent, interpretation of predictor-criterion relation.
ships may be pretty risky. '

It is important to note that similarly named predictor measures (e.g.,
estimates of teacher empathy, or leadérship, or understanding of chil-
dren) used in different investigations do not necessarily refer to the same
underlying characteristic of the teucher which is measured. Quite apart
from sampling errors, they do not necessarily yield similar relationships
with estimates of a specified criterion dimension. Discrepancies in
lindings repurled in the literature sometigics may be traced to this lack of
agreement in .operational definition of the predictor, in addition to
eriterion inadequacies and lack of control of relevant variables,

Research Objectives and Design. Still another set of conditions which
contribute to variability in the nature and degree of association which
may be obtained between hypothesized predictor measures and measures
of a criterion of teacher effectiveness has to do with rescarch objectives
and the apprcach to the predictor-criterion relationship incorporated in
the research acsign. Such questions as the following should be (but
frequently are not) considered by the rescarcher.

l. Dues the investigation purpose to determine a) concomitant or

b) antecedent.consequent relationships?

2. s pre “ction of the criterion of teacher effectivencss attempted

from single bits of information (¢.g., answers to a single question-
nalre, test, or inventory item) or from scores based on combinations
of such bits of information forming sets of homageneous items, or
scales? (And, if the latter, does the combination of bits involve
equal or differential weighting?) An extension of this question
involves whether prediction of the criterion is determined from a
single predictor alone or from a combination of predictor scores,
\wnglm ‘] perhaps in light of multiple regression weights.
. Is the derivation of predictors (original selection of items, or
combinations of items, as predictors of the criterion) based upon
éxperience with a single sample, or has replication been cmploycd
involving nultiple «amples of teachers?

t. s prediction directed at a) additional random samiples of the same

* pupulation as the s mples employed in deriving the predictors (c.g.,
cross validation) or b) samples of populations other than that
{rom which the predictors were derived either 1, employing the
same criterion measure (validity generalization) or 2, a differemt
eriterion measure (validity extension)?

5. Is prediction attempted for predictor data avd criterion data which
have been collected at approximately the same time, or when the
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obtaining of criterion data has been delayed and carried out with
a considerable time interval sepurating the collection of the two
sets of estimates? ' . |

6. Is prediction attezipted when the predictor duta are obiained under
“incentive” conditions (e.g., in ccnnection with selection for
employment) or undef "non-incentive” conditions (e.g., as in basic
rescarch)?

. Is prediction attempted for selected critetion dimensions singly -
(¢.&., effective classroom discipline) ‘or for a compoeite criterion
made up of a number of heterogeneous components gr dimensions
(e.g, overail teaching effectivencas)?

8. Is prediction of teacher cfectiveness attempted on an actuarial,

or group, basis, or is the concern prediction for particular (individ-
ual) teachers?

Still other aspeets of the prediction problem might be noted, but these
are representative of some of the major considerations involved in the
overall design of studies of the predictor-criterion relationship.

Teacher Effectivencss and the :
Teacher Characteristics Study

When, near the beginning of this diseussion, 1 referred to methods of
ohtaining criterion data relative to teacher effectiveness, [ avoided
definition of the term “teacher effectiveness,” If 1 were pressed I might
sny that | belicve teaching is effective to the extent that the teacher acts
in ways that are favorable to the development of basic skills, under-
«tandings, work habits, desirable attitudes, value judgments, and
mlequate personal adjustment of the pupil. But even such an operational-
appearing definition really is very general and abstract and is not easily
translatable into termarelating to specific teacher hehavinrs, Embarrassing
as it may be for professional ¢lucators to recognize, raatively little
progress has been made in rounding out this definition with the details
which are uecessary for describing competent teaching or the char.
acteristies of effective teachers for a specific edurational sitaation or
cultural setting. Granted, most educators und most parents do have some
idea of what coustitutes effective teaching, These conceptualizations,
however, usially are very vague and far removed {romn specific observable
behaviors of teachers. Frequently even such hazy ideas o ¢ highly ine
dividualized with very little agreement existing among different persona,
One ia reminded of the old, familiar fable of the blind men who per.
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ceived an elephant in widely varying manners depending on the .
part of the elephent’s body that each one touched. ¢

Relativity of Tracher Effectiveness, Disagreement and ambiguity with
respect to the description of teacher effectiveness are to be expected and
« aunot he eatirely avoided hecause competent teachi. 3 undoubtedly is a
relative matter. A person’s concept of a “good” teacher depends,
first, o his acculluration, his past experience, and the value attitudes
he has come to aceept, and, second, on the aspects of teaching which mdy
be fotemyst in his consideration at a given time. Pupil F, therefore, may
differ wideiy from pupil G in his concept of the essential attributes of an
effective teacher, If pupil F is bright, academically minded, well adjusted
and independent, he may value most the teacher who is serious, rigor-
ously academic; and pechaps relatively impersonal. If pupil G, on the
other hand, is more sensitive aind requires considerable succorance, he
may find the teacher just deseribed not at all to his liking and indeed
literally “impossible.™ In the mind of pupil G, the better teacher may
very well be one who is somewhat less exacting from an academic
standpoint, but who is characteristically sympathetic, understanding,
and the like, .

Answers to the question, “"What is an effective teacher like?” also
may vary to a degree with the particular kind of a teacher one ~hooses
to consider. 1t does not seem unreasonable to hypothesize that, even if it
were possible to agree upon a generalized definition of effective teaching
which woulil be aceeptable to a number of different cultures, and if our
thinking might be objectified o the point where effective teaching could
he described ou” a fuctual basis, “good” teachers of different grades or
different subject matters still might very considerably in personal and
social characteristics and in varior, domains of classroom” behavior.

The concept of corapetent teacning must therefore be considered to
be relative to at least two majcr sets of conditions: 1, the social or
cultural group in which the teecher operates, involving social values
which frequently differ from person to person, community to community,
culture to culture, and time to time, and 2. the grade level and subject
matter taught. [t is not suprising, then, to note the difficulties that have
confronted those sceking to establish criteria of teacher effectiveness,
the dearth of testable hypotheses produced in such research as has been
undertaken, and a general lack of understanding of the problem of the
characteristics of cffective teachers. One very important reason why
effective or ineflective teachers cannot be described with any assurance
i+ the wide variation in tasks performed by the teachers and in value
coneepta of what constitutes desirable teaching objectives.
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But in addition to these considerations, and important in its own right
as a detegrent 10 the study of teacher effectiveness, is the fact that there is
p lack 3’ any cledt knowledge of the paiterns of behaviors that typify
individuald, who are cmployed as teachers. It scems probable that,
without losing sight of the importance of developing means for recog:
nizing “good”’ teachers, attention of the researcher might first more

" properly and profitably be directed at the identification and estimation

of some of the major patterns of personal and social characteristics of,
teachers. This represents the point of departure for research conducted
by the Teacher Characteristics Study.

" In the Teacher Characteristics Study, consideraticns of the effective-
ness, or value, of particular teacher behaviors were to a large extent
disregarded. Insjead, atrention was focused on the study of possible
teacher behavior dimensions, such dimensions being hypothesized,to
represent generalized trait continua. From this point of view teacher
hehavior variables are assumed to consist of clusters of relatively
homogeneous (positively intercorrelated) behaviors,-such -component
hehaviors being of the nature of simple predicates, capable of operational
definition, '

Implied in this approach is the assumption that a teacher may be

«described in termw of a pousition on a particular behavior dimension,

such description being essentially factual and relating to observable
manifestations of overt behavior or else to responses known to be
vorrelated with some behavior pattern to a degree that may permit
indirect estimation of the behavior.

The Teacher Characteriskics Study. 'The Teacher Characteristics Study
was sponsored by the American Council on Education and generously
supported by The Grant Foundation. During the six years of the Study
approximately 100 separate research projects were carried out and over
6000 teachers in 1700 schools and about 450 school systems participated

~in various phases of the rescarch. Some of the basic studies involved

extensive classroom observation (by trained observers) of teachers, with
the purpose of discovering significant patterns of teacher behavior.
Other activities of the project had to do with the development of in.
struments (paper and pencil teats and inventories) for the identification
of individuals characterized by different levels of specified patterns of
8) classroum behavior, b) attitudes and educational viewpoints, c) verbal
intelligence, and d) emotional stability. Still other investigations were
concerned with the comparison of defined groups of teachers (e.g.,
clementary teachers and secondary teachers, married and unmarried
teachers, etc.), from the standpoint of their ohscrvable characteristics.
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Basically, the Teacher Characteristics Study had three major purposes:
1. to analyze and describe patterns of teacher classroom behavior and
the manifestations of certain value systems and cognitive and emotional
traits of teachers; 2. to isolate and combine into scales significant
carrelates (provided by responses to self-report inventories eoncerned
with the teacher's ‘preferences, exneriences, self appraisals, judgment,
and the like) of some major dimensions of teacher behavior; and 3. to
compare American teachers (in terme of the teacher characteristics
described by the Study) when they had been olusslﬁed according to a
number of conditions, ‘
»  Pursuance of these objeptives involved development of techniques for
‘the reliable aesrssinent of classroom behavior, determination (largely
through .ac. r wealysis) of some major patterns of teacher behavior,
develop ' ut s instruments made up of materials hypothetically related
to teach * ¢lusoc.n behavior dimensions and other personal and social
characterin.’« * of teachers, the empirical derivation of scoring keys for
such instrur .ents in light of response-criterion correlations, and finally
comparison of defined groups of teachers
Patterns of Classioom Behavior. As a result of the dircct ohservation and

assessment of teacher classroom behavior and subsequent statistical
analyses of the measurement data, several interdependent patterns of
teacher hehavior were suggested. Three in particular appeared to stand
out in separate factor analyses of elementary and secondary teachers:

T.C.S. Pattern Xo—understanding, friendly vs. alool, egocentric re.
stricted teacher behavior

T.C.S. Pattern Y,—responsible, businesslike, &1 matic vs. evading,
unplanned, slipshod teacher behavior

T.C.S. Pattern 7,—stimulating, imaginative, surgent vs. dull, routine
teacher bhehavior

Pattern scores X,,, Y., and 7., derived from observers’ estim:tes of
tcacher behaviors in the classroom, appeared to possess sufficient
reliability to permit comparisons of teacher groups with respect to these
patterus and, alko, to-justify their use for criterion purposes in attempt.
ing to identify inventory responses which mlghl be used to predict
teacher classroom behavior,

Among elementar; school teachers, patterns X,, Y, and Z, were
highly inter orrelated and each also seemed to be highly correlated with
pupil behavior in the ‘teachers’ classes. Among sccondary school
teachers the intercorrelations of the patterns were less high, than
between patterns X,, (friendly) and Y, (organized) being of a very low
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order, The teacher classroom behavior patterns and pupil behavior were
much less highly correlated among secondary teachers as compared
with elementary teachers.

Elementary and secondary teachers, as major groups, differed hardly
at all with respect to mean assessments on patterns X,, Yo, and Z,.
However, grade 5-6 women teachers, represented by a relatively small
sample, were assessed somewhat higher on the several classroom behavior
patterns (particularly on Y,) than teachers of other elementary grades.
Among secondary school groups, social studies teachers received the
highest mean assessment on pattern X, (friendly behavior) and women
mathematics teachers (with woimen social studics teachers not far
behind) on pattern Y, (busit.esslike behavior). Teachers over 55 years
of age received distinctly less high mean assesaments on pattern X,
(friendly), aad also slightly lower with regard to pattern Z, (stimulating),
than youunger teacher groups. Among elementary teachers the mean

" assessments on the classroom hehavior patterns X,, Y,, and Z, were

slightly but insiznificantly higher for married as compared with single
teachers. Among secucdary mathematics-science teachers, single teachers
received higher mean assessments than did those who were married.
With respect to English-social studies teachers, single teachers were
assessed higher than married teachers on pattern Yy, but slightly lower
on patterns X, and Z,. In general, differences between teacher groups
compared on the observed classroom behavior patterns X,, Y,, and Z,
were not pronounced. However, it is of interest to note that scores on the
Teacher (hara( teristics Schedule (to be described shortly), based on
keys (Xewe Yeu and Zoy) derived to predict these classroom behavior
patterns, frequently distinguislied different teacher groups more sharply
aud with greater assurance than did the X,, Y, and Z, observation data.

Patterns of Values, Ferbal Ability, and Emotional Stability. Inevitably
the Teacher Characteristices Study sought other evidences of teacher
behavior in addition to those provided by assessments of overt classroom
behavior. To extend the understanding of conative and cognitive aspects

of teacher behavior, and to permit the mote complete investigation of

relationships between teacher 'characteristics and specified conditions
of teaching, the study undertook a nunber of researches directed at
analyses of teacher's attitudes, their educational viewpoints, their
verbal intelligence, and their emotional adjustment, and attemptel to
develop direct inquiry type instruments for estimaiing frown a teacher's
respunses his status relative to such behavior domains.

In one set of studics a number of opinionnaires relating to teachers’
attitudes toward groups of persons contacted in the school were developed
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and the crganization of teacher attitudes was studied through factor
analysis. In keeping with the results of the factor analyses the study
centered its attention chiefly on the attitudes of teachers toward pupils,
their attitudes toward administrators, and their attitudes toward fellow
trachers and non-adininistrative personnel.

The educational viewpoints of teachers with respect to curricular

oiganization and scope, pupil participation and class planning, academic
~ achicvement-standards, etc. also were investigated (separately for ele-
mentary and secondary teachers) through the employment of direct
inquiry type items and: factor analysis of the intercorrelations among
responses, The patterns of viewpoints which emerged were not clear-cut
and there seemed to be some justification for considering teachers’
vducational beliefs from the standpoint of a single continuum, over
«implificd perhaps by its designation as a "traditional-permissive”
dimension.

To obtain estimates of the verbal understanding of teachers, vocabulary
and verbal analogy iteme were constructed, experimentally administered,
and the responses analyzed, the procedure culminating in the selection
of a small number of highly discriminating items comprising & "verbal
ability” seale. In a similar way materials were prepared and analyzed to
obtain items for providing estimates of the emotional stability of teachers.
And o aid in the detection of “tendency to inake a good impression”
when dealing with responses to direct question type materials, a set of
items intended to measure probable validity-of-response of teachers also
was assembled.

Various studies and comparisons of the attitudes, educational view-
puints, verbal understanding, and emotional adjustment of teachers were
windertaken i the course of the development of such measuring devices
as those noted abiove, Some of these results were extremely interesting,
but T shall wot attempt to go into them chere. 1 shall move on to a
deseription of one efforts to obtain indirect estimates of teacher class.
room behaviors and other characteristics from correlated inventory
re ill(lllﬁ

An Inventory for Indirect Estimation. In the interest of providing more
readily obtainable estimates of teacher classroom behaviors, and also
cxtimates of teacher attitudes, viewpoints, verbal ability, and emotional
stability which might be less susceptible to the response set of giving
socially acceptable responses, efforts of the Teacher CHaracteristics
Study were directed at the derivation of correlates scoring keys applicable
to the items of the Teacher Characteristics Schedule, The Teacher
Chaiacteristics Schedule was an omnibus self-report type inventory
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hased upon some 25 originally separate instruments. In its final form,
it consisted of 300 multiple‘choice and check list type items relating to
personal preferences, self-judgments, frequently engaged in activities,
biographical data, and the like. ‘ '

Employing as criteria a) observers’ assessments of teacher classroom
behaviors X,, Yo, and Z, and b) scores on the direct response scales
relative to teacher attitudes, viewpoints, verbal intelligence, and emo-
tional stability, hundreds of response analyses were carried out (thanks
to SWAC, our first high speed computer at JCLA). Response-criterion
correlations were obtained fur each response to each item of the Teacher
Characteristics Schedule. under a variety of conditions. Correlates
scoring keys, employing responses associated with the criterion behaviors
as signs or symptoms of behavior, thus were derived for a large number

“of teacher groups. The most generally applicable sets of scoring keys
(and those most frequently used in other phases of the study’s rescarch)
were the all.elementary teacher keys, the all:secondary teacher keys,

‘and the combined vlementary-secondary teacher keys,

Reliability data for the correlates scoring keys and various kinds. of
validity data, relating particularly to the friendly (X), business-like (Y),
and stinulating (Z) keys were obtained. Generally speaking, the reliability
coefficients fell between .7 and .8 and the validity coefficients were of
varying magnitude depending upon the kind of validity investigated, the
particular behavior estimated, and the teacher group from which the

. key was derived and to which it might reasonably be applied. Concurrent

validity coefficients for correlates scores on classroom behavior patterns

X, Y, and Z typically were hetween .2 and .4; predictive validity co-

efficients were positive, but generally low, seldom exceeding .2. Inter-
correlations among scores resulting from application of the several
correlates scoring keys extimating classroom behaviors, attitudes, educa-
tional vi~wpoints, verbal intelligence and emotional stability, and
correlations between Schedule scores and observers’ assessments,
indicated 1. substantial relationships among the correlates data snd

2, prediction of observed classroom behaviors principally by the scales

specifically developed for that purpose (X, Yo and Zoo).

“High" and *Low™ Teachers Compared. 1 shall not deal here with the
numerous comparisons of teachers which were made in light of the
Teacher Characteristics Schedule data collected. But I do want to mention
a study we conducted which was concerned with identifying teachers who
fell into one of three groups: one group comprised of teachers each of
whom had received observer assessments one standard deviation or more
above the mean on each of the three classroom behavior patterns Xo,
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Y., and Z,; another made up of teachers who were all within two-tenths
of a standard deviation on either side of the mean on the three different
classroom behavior patterns; and a third group made up of teachers all
of whom received observers’ assessments one standard deviation or
more below the mean on each of the three classroom behavior patterns.
After having identified these teachers we attempted to determine some of
the distinguishing characteristics, in terms of Teacher Characteristics
Schedule responses, of the different groups. Here, I suppose, we were
approaching the problem of ‘over-all teacher eflectiveness. We were
attempting to discover responses of generally highly assessed teachers
which distinguished them from generally lowly assessed teachers. I shall
summarize some of the more notable characteristics, for combined
elementary and secondary teachers, which distinguished the high group
from the low and the low group from the high. There was a general
tendency for “high” teachers to: be extremely generous in appraisals of
the behavior and motives of other persoms; possess strong interest in
reading and literary affairs; be intereaded in music, painting, and the arts
in general; participate in social groups; enjoy pupil relationships;
prefer non-directive classroom procedurcs; manifest superior verbal
intelligence; and be above average in emotional adjustment. Turning to
the other side of the coin, “low’’ teachers tended generally to: be re-
strictive and critical in their appraisals of other persons; prefer activities
which did not involve close personal contacts; express less favorable
opinions of pupils; manifest less high verbal intelligence; show less
satisfactory emotional adjustment; and represent older age groups.

Obviously, the description 1 have been able to give of the Teacher
Characteristics Study i+ very sketchy. T have not been able to get down
to some of the really very interesting findings such as those related to
comparison:. of teacher groups and interrelationships among teacher
behaviors. 1" will, however, he able to incorporate some of our findings
in the concluding section which follows,

Some Probable Correlates of Teacher Effectivencss

It is indeed presumptuous and dangerous to speak out boldly about
condRions and teacher characteristics associated with teacher «flective.
ness. However, hased upon the findings of various researches conducted
by the Teacher Characteristics Study and an accumulation of investiga-
tion- which have appeared it the literature over a period of years, certain
threads of fuct do seem discernible, But the conclusions and inferences
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are still, at best, tentative—they are more in the nature of hypothescs
for which some support has been found in our American midtwentivth
century culture. And we also must recognize that changing educational
values in the future reasonably may lead to changes in the patterning of
teacher behaviors and to further revision of our understanding of
predictors of teacher cffectiveness, '

The following generalizations regarding the rclationship between
teacher characteristics, as predictors, and teacher effectiveness, as a
criterion abetracted from various criterion measares reported in the
literature, appear to be in order.

Characteristics and conditions of the teacher which are likely to be
positively correlated or associated with teacher effectiveness in the
abstract include: 1. measured intellectual abilities, particularly verbal
intelligence: achievement in college courses; general cultural and specific
subject matter knowledge; professional information (knowledge of
education and teaching) ; practice teaching marks; emational adjustment;
attitudes favorable to students or pupils; generosity in appraisals of the
behaviors and motives of othier persons  terest in reading and literary
matters; interest in music and painting; participation in social and com-
munity affairs, early expericnces in caring for children and in teaching
iv.&., reading to children, taking class for teacher), history of teaching in
fumnily, size of school and size of community in which presently teaching,
and cultural level of community in which teaching. 2. Extensiveness of
general and, or professional education, enroliment in particular pro-
fessional courses, and personal appearance appear to bear very little
relation to the abstracted criterion of general teacher effectiveness.
3. Elementary teachers and secondary tcachcrs, as groups, do not seem
to differ greatly when an over-all view of teacher cflectivencss is taken.
However, elementary teachers do seem to show superiority when
selected aspects of criterion behavior having to do with warmth, per-
miasiveness, aud favorable attitudes toward children are considered.
Secondary teachers are superior from the standpoint of verbal under-
standing. Within the elementary achool, Grade 56 teachers tend toward
superiority on several criterion dimensions; within the secondary school, |
English and social studies teachers show a similar tendency. 4. Age of the
teacher and amount of teaching experience seem to manifest an over-all
negative relationship with teaching effectiveness, although there is
evidence of curvilinearity, increase in eflectiveness appearing to be
positively correlated with age and experience during early years of
teaching careers. 5. Sex differences in over-all teacher effectiveness do-
ne . appear to be pronounced, but the classroom performance of women
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teachers seems to be more organized and businesslike than that of men,
and men teachers seem to be very distinctly more emotionally stable.
6. For teachers of all grades and subjects.considered together differences
in effectiveness between single and married teachers are small. However,
within the elementary school the evidence appears to favor married
" teachers. At the secondary level results are somewhat mixed, with un-
married teachers as a group appearing to be superior with respect to
such criteria as business-like classroom behavior, permissive viewpoints,
and verbal understanding, but with married teachers showing superiar
emotional adjustment.

Certain chaiacteristics, then, do seem to be associated with certain
dimensious of teacher behavior and teacher effectiveness, although the
extent of obtained relationships frequently has not been high. It is
important here to recall that 1. relationships and differences which
have been noted are in terms of averages for groups of teachers, and 2.
any obtained relationship is limited by, and may be expected to vary with,
conditions such as these noted in an early part of the paper. The useful-
ness of research findings pertaining to the prediction of teacher effective-
ness will be greatest when the results are considered in an actuarial
context, rather than in attempting highly accurate prediction for
given individuals, and when variations in relationship found among
different classifications of teachers, and with use of different approaches
to the predictor.criterion relationship, are taken into account.

Appendix: Predictability of Teacher Effectiveness

The notes which follow have to do with general considerations relating to
conditions which probably should he taken into account both in the
design and the interpretation of research on teacher effectiveness.
Some of these are derived from rational analysis of the problems involved,
but many also have substantia! support from empirical data.

1. The predictability of teacher efiectiveness undoubtadly is affected
by the multi-dimensionality of the criterion. There is accumulating evidence
that prediction can be accomplished with better than chance results for
specified dimensions or components of the criterion. On the other hand,
the prediction of over-all teacher effectiveness is possible only to the
extent that some general agreement can be reached regarding the
dimensions comprising "over-all effectiveness” (involving, of course,
aceeptarce of a common set of educational values) and how they should
he combined to form a composite, Teachers effective with regard to one
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aspect of the criterion may not be effective when judged by other
criterion dimensions.

2. The predictability of teacher effectiveness varies depending on the
degree of control it is possible to exert in dealing with the multiplicity of
predictors and the multidimensionality of the criterion.

3. The predictability of the criterion varies with the kind of measure
employed in obtaining the criterion data.

4. The predictability of the criterion varies with the adequacy
(reliability and validity) of measures of a) the criterion and b) the pre-
dictor variables.

5. The predictability of the criterion is so limited by conditions associ-
ated with measurement of the criterion, measurement of predictors, and
practical conditions, that relationships representing common varisnce of
perhape one-fifth or one-fourth of the total variance probably approach
the maximum to be expected except in chance instances.

6. The predictability of a dimension of the criterion of teacher .
effectiveness from a specified predictor probably varies depending upon
the cultural miliew which provides the setting for an investigation,
particularly the values and objectives prominent in the teacher training
curriculum at the time the teachers studied were in college.

7. Predictability of the criterion varies directly with the degree of
similarity between the sample with respect to which predictors are
derived, and the sample to which the predictors are applied in attempting
to determine predictor-criterion relationships.

8. Predictability of a criterion dimension varies with the particular
teacher popylation (e.g.. Grade 1-2 women teachers, men science teachers,
ete.), or student population, studied. Effective teaching methods may
differ from one grade level to another and from course to course.

9. Predictability of the criterion varies inversely with the time interval
separating the obtaining of predictor measurements and criterion meas-
ureme .(s.

10. Predictability of the criterion probably varies depending upon the
association of incentive or non-incentive conditions with the obtaining of pre-
dictor data.

11, The regression of predictor measurements on criterion meuasure-
ments frequently is curvilinear (e.g., positive correlation between amount
of teaching experience and certain criterion measures of effectiveness of
secondary school teachers during first five years or wo, followed by
leveling off and decline in eriterion estimates with extensive experience).

12. Prediction of teacher effectiveness must be considered largely in
the actuarial sense: individual prediction, as generally is the case in
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attemp o to predict human behas vor, is much more limited and is
aceomplished with a lesser degree of confidenee,

Liscussion

iy B, Gueserr, Board of kxaminers, New York City Board

of Education

The vole of 4 aiscussant in following Dr. Ryans® paper is unenviable, in
miany respects, by distinet, privilege in others, First let us examine the
uncnviahle aspects, Dr. e has given us a spleadidly condensed
vorston of the cempressed results of a series of 100 separate research
<tulies ranging from elaborate to complex—studies extending over a
prrind of years, inve. ang theusands of teachers and at least 1700 schools
i A0 school systems, Does the discussant procéed to addresy himself
to problems of methwdology, techuiques, iiferences from the data and
the like? 1 think you must share my feeling that T should aot, even if 1
were abe to, The seope s too vast to be treated thus,

Lam reminded of a sign that greets me regularly in my favorite coffee
~hop. Ttreads “Use your head-=it's the litte things that count” and that
1~ precisely my estimate of selt in relation to the magnitude of the studies
wiiler consideration. | have adeep respect for Ryans and his colleagues,
“aud the cubject they have been studying, and, I hope, a proper apprecia.
tion of little old me in that big old context.

Fhase therefore chosen to discuss some general implications of Ryans’
~tudies, and here | teel deeply privileged for the opportunity.

Surely “here is no need to dwell overlong on the social significance of
the studies, AlL of us are aware of the shortage of teachers. We are
aware of the shrinking supply of future teachers in our colleges, and of
our inereasing pupil population. It spells trouble now and deeper trouble
whead for all of us who see cducation as the country’s pressing concern
and basic approach to the deveiopment of a wound nation and world.

Thervefore, for those of us wha are direetly involved in the selection of
teachere we look with great interest to all ressarch that can be of help
te us. Wein the New York City school sysiem are in big business in
teacher selecticn, We examine about 30,000 applicstions annually and
need replacements b all levels numbering in tha thousands each year,
W have aldvessed ouselves 1o the problem of determining scopes of

Y
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examinations, cuustruotmg tests, setting pass marks in advance, some- .

what uneasily aware of the tremendous complexity of devising prediction
instruments for unestablished and undefined criteria,

Ryans’ resu.  give us much cause for concern. He points up the

difliculties in determining teecher effectiveness, particularly in attempt.
ing to compress the many dimensions into a single over-all categorization.
Yet we go right on' making our tests designed to predlct overall teaching
BUCCE8Y.,

Another point, Only recently, the Superintendent of Schools in this .

city has gone on record favoring an advance in salary for teachers of
"superior merit.” There are many echool systems throughout the country
that have such a policy in eflect. However, if there is one conclusion’'we'
can draw from the studics under discussion it is that the plain facts
indicate we cannot select such "“superior merit teachers” with sny degree
of confidence. The idea of superior merit is intviguing. However, the
results of objective investigation should give pause to school adminis.
trators, entirely apart from the host of other arguments that can ba
hrougkt to bear against the adoption of such a proposal. I refer, of course,
to'the negative morale factors, the'inevitable rivalries among teachers,
the invitation te currying favor and the like.

But all is not black? One notes with a sigh of relief some of the
comparisons of “high” and "low” teachers that are reported. I call to
your attention that “‘high™ teachers ... ¢ been found to be superior in
verhal intelligence, interest in reading and above - average in emotional

adjustment in contrast with "low” teachers who are inferior in these

dimensions. [ have heen deliberately selective in citing these char.
. acteristics. Our selection procedures are loaded with these variables.
This is not the time to discuss the validity or reliability of the instruments
we use, It is of importance to be renssured, for whatever it is worth,
that our s¢leetion procedures are designed in what appears to be some
desirabie dinensions, ,

Cevwainly the conclusion-~the very obvious conclusion—we must
mab e Is that the studies «hould invigorate us with the determination to
cantinie the research that has been started. It should make us feel

~very humble about ovr too.entrenchied, too-established procedures and
all us with the convieiion that we must not be floored by the complexity
of the problem. We have to learn the dimensions of teacher effectiveness
and how to predict them. This may mean an :‘n\mely new approagh to
selection, but at least we must proceed in the directions that the research
lrads, and not, as we have heen doing too frequently, pooceed in the
ditections of test eonstruction in which we are most corapetent or in just

nw\".
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plain interviewing, which our eges will not permit us to question.

The current stage is most opportune for extension of this research.
It is probably true that most people who complete teacher training can
find jobs us teachers. They may not all be placed in the precise locale they
desire. But the shortage is such that jobs can be found. Note the difference
from the situation in the 1930's, for example. In that decade, the job of
the teacher was highly sought. Thare was wholesale attrition among
applicants. Any research then on’ prediction of teacher cffectiveness was
severely limited hecause of the large turnaway,

The situmation, 1 repeat, is radically diffcrent today and in the near
foresecable tuture. Hence it would be most urgent to institute a crash
program of significant dimensions to extend and refine Ryans’ work.
"Witness the current struggles betwe.n the liberal arts and teachers’
college advocates. Note vise presumplaous assertions by laymen regarding
education and the preparation of teachers.

The trouble, as ever. is that those who proceed cautiously and are
aware of the complexity ol the problem. are least likely to make their
voices heard, .

I end with the note that we have a public responsibility to make known
our need to undertake a vast program of research, designed to provide
fundamental guides to teacher training, teacher selection and inevitably
to inservice training and supervision of teachers, We are indebted to
Ryuns and his colleagues, but we shall let them down, and let ourselves
down, if we do not insist on the logical continuation of the work.

O ray




Lunch'eon Address

Some Observations
on.Soviet Kducation

by Henmy Ciauncey, President, Educational Testing Service

A number of years ago, when I was talking with General Hershey in his
office, he suddenly stopped, turned to me and said, “You are probaily
like me—just have one speech. Sometimes 1 begin at the beginning and
g0 to the end; sometimes [ begin at the end and go to the beginning;
sometimes [ begin in the middle and go both ways. Thet confuses them,
but they thigh.it's profound.”

I used thit story to introduce General Hershey at an Invitational °
Conference that some of you may remember, and 1 usc it again today.
For certainly, with fegard to Russia, 1 have but one speech, and I am
afraid that 1 may seem ta enter it in the middle and go in several
directions. 1 hope, however, that it will not be confusing and 1 hope
further that you will not think it profound, since it represents merely
the obscrvations of oue visitor to the Soviet Union. 1 happened to have
the goud fortinee to be a member of the first American educational team
to visit Russia under the Cultural Exchange Agreement. The team went
over under the auspices of the Office of Education and was led by
Lawrence Derthick, the United States Commissioner of Education.
It was our assignment to look into elementary ard secondary education
and also teacher training, ~

We spent 8 month in the Soviet Union and traveled fairly widely.
After a week in Moscow, we went to Kazan, the cupital of the Tartar
Republic; Sverdlovak, in Siberia; Alma Ata in Khazakstan, near the
Mongoliun border; Tashkent, in Uzbekistan, across from Afghanistan;
to Socht on the Black Sea; then to Miask in Belorussia, and Leningrad,
then back to Moscaw for final visits with various people in the Ministry
of Fducation, ; -

Our hosts maodified the itinerary and plans they had made for us
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to suit our wishes and gave us opportunity, within practical limits,
. to sce whatever we wanted to see. While I feel sure that we did not
’ visit some of the worst schools in the Soviet Union, we saw a broad
range of institutions. Since in each city the team split up into smaller
groups, we were able to visit a large number of institutions—well
over a hundred.

I think I might begin by indicating the three things that struck me
most ahout education in the Soviet Union. First, and most important
of all, is the tremendous commitment of the people of the country to
education. Secondly, the flexibility of the country in educational matters,
as in other ways. And, thirdly, the great progress that has been made
in educ-aticn during the last forty years. _

The forcmost impression that our whole team hud was the strong
commitment of the Soviet people to education, their conviction that
‘this is tremendously important, and their desire to do everything to
improve education an strengthen it.

Now, the reason for this is that they believe education is the founda.
tion of nativnal power. They believe that if they are going to be strong,
scientifically, militarily, cconomically, they must be an educated country,
educated in nany diffevent ways, and that this is the basis on which they
will grow from power to power, .

They arc a country with a tremendous power drive, and their aim,
as they express it on bulletin bourds all over the Soviet Union, is
to "veach and surpass America.” This is their goal, and education is
the foundation atone.

A sccond quality, flexibility, that struck me forcibly also came asa
surprise. One thinks of Russia as a dictatorship, a monulithic enterprise
that is moving ahead relentlessly in one direction, a direction that will
leter prove to be wrong. But the fact of the matter is that the Russians
are tremendously flexible and adaptable. They move ahead, but if they
find conditions require a Jifferent tack, they make it.

When 1 talked to Henry Shapiro, the UP correspondent who has been
there 25 yeavs, his comment was Uit Russia is the most flexible country
in the world. People just don't uiderstand or recognize this, but the
Soviet Union is continualty changing and adapting, moving ahead,
moving aside, as conditions make necessary. This is true in education :
as well as in many other ways.

The third observation that 1 want to mention particularly is the great
progrese the Russians have made in their education over the last 40
yrars. One could uot but be impressed by this, because they talk about-
it all the time; nevertheloas, they have facts and figures to back it up.
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They started with « large number of obstacles to overcome: a tre.
wendous country, sparsely populated, with a very small educational
system that was inten-ied particularly for the nobility, for the elite,
They were 70 percent illiterate in 1917. They didn't have an industrial
economy to back up any progress that they might plan.

And then in the midst of their development during the last 40 years,
they had what they call "the Great Patriotic War,” and the whole
western half of their country wus overrun and devastatad. Despite this,
they have continued steadily to make progress in the ficld of education.

Let me give you an example from one Republic, because I think
specifics usually make the situation a little clearer. In the Republic of
Uzbekistan, down near Afghanistan, the population was” 98 percent
illiterate in 1917. There were 160 schools with 17,300 pupils. Today
illiteracy has been virtually wiped out in Uzbekistan. There are 5,800
schools with 1,300,000 students. In 1917 there were no institutions
of higher education; today there are 34.

Education in the Soviet Union has gone through a number of phases
since the 1917 Revolution. It is useful in understanding  Russian
education today to recapitulate briefly the steps that have been taken
since the Communists came into power. Before the Revolution, the
Russians had a European type of educational program. It was strictly
academic, very rigorous, and intended for the intellectual elite, not
for people uf the country as a whole. After the Revolution, the Com-
munists threw the whole system out and decided to have education for
everybody along ''progressive’’ lines, then in vogue,in some countries.

But somehow they carried it a little too far, and in the early 30's
they began to be disillusioned by progressive education. They found
that it was not producing the kind of trained individuals for scientific
work or for other kinds of leadership that they needed. So, with their
customary facility for making an about-face, they discarded progressive
education completely—and with 1, incidentally, all use of objective
tests which the progressives had introduced. They have never reinstated
objective testing.

In 1934 they adopted a plan for a rigorous academic program, but
not, as in pre-Revolution days, just for the elite. Now it was to be
the course of study which everybody would follow. When'1 say “‘every-
body,” 1 mean on the order of 99 per cont, excluding approximately
one per cent of the population that may be mentally defective for
physiological reasons, It is the Russians’ belicf that all others, hanc'led
properly and given the proper training, can he educated, even in such a
rigorous academic program.
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When the Russians adopted this new program in 1934, universal
cducation extended only through the fourth grade. By 1950, they had
universal and compulsory education throughout the Soviet Union
through the seventh grade. Since the seventh grade in Rusesia is about
comparable to the ninth grade in this country, this meant, essentially,
education through what we call junior high school. They had planned,
before Khrushchev's recent announcement, to provide universal educa-
tion through the tenth grade in all republics of the Soviet Union by 1960,

Disregarding the recent announcement for the moment, let us con-
sider the nature of the Russians' educational program today. It hay,
I would say, two major objectives. First, there is the goal of providing
general education of the academic type for all s.udents through the
tenth grade, to supply the Soviet Union with a vast reservoir of people
who are capable of further education along any line that may be niecessary
at a later time, . . ’ .

The second objective is to provide vocational training, training for
specific jobs. This may be training for a semi-skilled job in a factory,
where there is a fairly short courae, or it may be traiving of a research
physicist, which involves university and postgraduate work and a very
long course. The Russisns have a tremendous number of different kinds

i of educational programs and cducational institutions, geared to training
people for varivus occupations and usually much more specifically
oriented toward a particular job or career than would be true in this
country. ' )

Let me describe, very quickly, this Soviet school system. It starts
with thewmursery schools, where children from six months to three, years

- go while their mothers work. Next come kindergartens for children
from three to six years of age. Neither the nursery schuols nor the
kindergartens are universal throughout the Soviet. Union yet,'but they
are expanding very rapidly. o ‘

After the kindergarten comes the Ten-Year School, for children
from seven to 17. In about half of the Soviet Union at present these
schools only go thirough the seventh grade, after which students must
continue their cducation by gring to an evening schuol, a Technicum,
a labor reserve school, or by correspondenc  ourses,

I the remaining I u-Year Schools, which do go through the tenth
grade, graduating students go on to higher education or to some kind
of vocatioial education. There are two kinds of institutions of higher
education, the universities and the institutes. The universities offer
work in such academic subjects as physies, chemistry, history, linguistics,
sud w0 on. The institutes are the professional training institutions, except
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in the case of law, which for some reason happens to be associated with
the universities, ' l

Students who do not go on to higher education may go to the special:
izsed vocational schools for a short course, or toa Technicum for a 2'3-
year course of technical training. It is interesting to note that the Russians
have far more of these than we do in this country. We have, it has been
estimated, only about 75 technical institutes in the United States, and
there are something like 4,000 in the Suviet Union, with over 2,000,000
students enrolled. Obviously, the Technicum is a major part of their
educational system. As 1 indicated kefore, not all students wait until
the end of the tenth grade hefore entering the Technicum. Some ‘enter
after the seventh grade, but they take an ucademic program comparable
to that offered in the eighth to tenth grades of the Ten-Year School
along with their technical training.

There are some extracurricular activities in Russia that are extremely
importaut in the education of their abler students, and it would give an
incomplete picture if [ didn't mention them. Soviet students have clulbs
which they call “"circles.”” Sometimes these are associated with “the
schools, sometimes with the Pioncer Pelaces, which are youth centers
somewhat comparable to.our YMCA, Boy Sc- its, and other activities
all rolled into massive proportions. o

At the Pioneer Palaces there are "circles” for such activities*as art,
music or shop work. There are also “circles” for academic subjects
such as physics, mathematics, and chemistry. The leaders of these
groups are usually associate professors or instructors in the univer-
sities, They encourage students interested in these special ficlds, and
they try to spot the most able students and bring them'along even
faster. Often they encourage the able student to try out for, the Olym-
piads, which are academic tourtiaments by subject matter ‘fields that
begin at the local level ‘and progress through the district level to the
Republic level, to the all Soviet Union level. These very highly com-
petitive Olympiads provide a way of encouraging snd developing out:
standing students that is lacking in the regular Russian school program,
where everybody takes the same «-ademic courses,

Now | should like to describe in more detail the program of the
Ten-Year School itself, since this is reully the heart of the Soviet
educational system, As,l have indicated. it is an acadcmic program and
a pretty rigorous one, Perhaps | can be a little more specific if 1 take
the last three grades of the Ten-Year School and average the number
of times per week a student atteinds classes in a particular aubject, to
give you a picture of a typical year in the last three years of this school,

) rd oS
o)




L

1958 Invitational (.'o\r'aference on Testing Problems

‘Fhe student would have, on the average, six classes a week in math-
cmatics, four in physics, three in chemistry, one in hiology, five in
literature, four in history (principally Soviet history), three in foreign
languages (preceded by three years of study in the same foreign language,
making a total of six years), two in geography, one in technical drawing,
and two in physical education.

This, clearly, is a rather 4ff academic program, yet the Russians
expect 99 per cent of their'students to take it, profit from it, and complete
it. The question is: to what extent is this true? To what extent are they
able to get 99 per cent of their students through a program of this
nature? -

I was unable to get complete statisties to provide a definite answer to
this question, but trying to make the best estimate 1 could on the basis
of the evidence available, 1 figured that somewhere between 50 and 80
per cent of Russian students actually get through this Ten-Year School
program. In addition, others take a somewhat similar but perhaps slightly
watered-down version of it in Technicums or labor reserve schools or by
correspondence courses, This is something that is hard for us to under-
stand, because we have generally thought that only 15, 20, or 25 per cent
of our students could take such a program.

How do the Russians carry their students through these strictly
academic subjeets? A number of factors might be related to the effective-
ness of their program, and I shall review some of them quickly, some
in more detal, _ -

Certainly the school buildings in Russia are no asset to the educational
system. Their buildings, as everybody has reported, are drab, ordinary
buildings with nothing fancy or modern about them. The same is true
of school equipment such as chairs and desks, which are equally old-
fashioned. But when it comes to laboratory equipment, movie projectors
and screens, and slide projectors, the story is different, These are widely
available and. on the whole, although am not a terribly good judge, the
equipment for laboratory experiments and the machine shop cquipment
seemed to me to be very good, urrd a real asset to the educational system.

Perhaps the strongest asset, however, and a key factor in the success
of the Soviet educational program, is the Soviet teacher. Teaching is a
very attractiv@®profession in Russia, There are four or five applicants
for every position in a teacher’s college. The teacher’s college, which
is cafled the Pedagogical Institute, has a five-year program with thorough
training in both the subject matter the individual is to teach and in
methods and priveiples of teaching as well as in educational psychology.

‘Throughout their carecfa, teachers are expected to spend one summer

\

&l
A




HENRY CHAUNCEY

oat of three in further study and training. They get one day off out of 3
the six-day school week, aud are supposed to devote this time to their-
professional development. They are also supposed to do some outside
reading in their field and report on it from time to time. In addition,
there are teachers’ clubs i: many cities where teachers may go to
consult specialists about pedagogical problemo\

The normal teaching load, somewhat lighter than it is in this country,
is 18 hours a week for the full-time teacher. Some do teach more than
that, but they are paid extra for it. Teachers, however, do a considerable
amount of special tutoring beyond their classroom work, because they
are held respmmhle for the success or failure of their students and
therefore put a lot of effort into individual work with students who are
not doing well.

Texthooks and tcachmg aids are another factor in the ‘effectiveness
of the academic program in Russian schools. These are developed in an
institution for which we have no parallel in this country—the Academy
of Pedagogical Sciences. The Academy of Pcdagogical Sciences,\which
works through eight research institutes and has a total of 550 rcsﬁqrch
workers, plays a very important part in the educational program in the
Soviet Union, It has access to the leading scholars and scientists through.
out the Soviet Union, arnd can call on them to cooperate with the Academy
stafl on all sorts of educational problems. N,

One of the eight institutes in the Academy of Pedagogical Sciences \
is .the Institute of Mcthods. This is the Institute that coordinates the
preparation and development of new texthobks and other teaching
materials. When a textbook needs revision, it is sent out to many
teachers and to the leading scholars in that particular field, who are
asked to comment on th e texthook. Then the Institute asks a scholar or
scientist who is usually one of the top people in his field to work with
the Institute staff on the writing of the new textbook.

After they have worked on the problem for awhile, they put out a
100-page summary of the new book’s contents, and this is also distributed
to teachers and leading scholars for their reactions. After studying these,
they begin to write the texthook, working on 50-page sections at a time.
Fach 50-page section then goes out to a subatantial number of experi-
mental schools, for trial and evaluation of how well the book gets
specific ideas across to the students, Again, revisions are made, and
finally the textbook is completed.

Then it has to go before an independent commission appointed by the
Ministry of Education to determine whether it is hetter than any other
text that any other individual in the Sovict Union may have written in
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the same field, and whether, in fact, it should be adopted for general use.
These books, if they are in the field of science and mathematics, tend
to be used throughout the Soviet Union. If they are in history and
literature, they aren't necessarily adopted in all the republics, because
some of the republics want to emphasize their own literature and history,
and they have the privilege of substituting their own textbooks.
Sound films and other visual aids are also prepared by the Institute
of Methods, and are designed to supplement the textbooks in getting
the most difficult ideas and concepts across to the students. The Insti-

tute has developed something like 80 films in physics, 30 in chemistry,.

and about 100 in biology. These films are an integral part of the respec-
tive courses and are shown in all schools. I addition, a school will
have all kinds of charty. I have never seen so many charts. You can go
into any classroom and there are charts on the walls depicting important
points the teachers want to get across, with several hundred more charts
stored in nearby closets. There are also three dimensional models to
help visualize difficult copcepta, and monographs avmlable for students
who want to read further in a subject. :

This multitude of teaching aids is all a result of the work of the Insti.
tute of Methods. It seems to me that in preparing these materials the
Russians have taken a lot more trouble than we have to make sure that
schoo! texthooks and tearhing aids embody the best and latest thinking
of the lenders in the field at the university level. along with the best
teaching methods that those on the front line of teaching and in the
lustitute of Methods can devise to communicate these ideas to students.

One more reason why the Russians are able to carry a large proportion
of young people through an academic program—and [ think they get
too many through. as I will explain later—is the motivation of the stu.
deuts. Their motivation is extremely high. Success in education is very
jmportant to the Soviet student. He can pretty well predict what his
income and preatige will be 20 years later by the grades he is getting in
school. Salaries in the Soviet Union are usually fixed in accordance with
how much education is required for the job.

College professors, incidentally, are among the highest paid people in
the Soviet Union. The only others who are paid more are the top party
officials and government leaders. Teachers in elementary and secondary
schools are also well paid. There is sume difference of opinion as to how
well, but on repeated occasions we were told that their salaries compared
with the salaries of engineers and doctors. In any case, they must be
reasonably good, or there would not he s0 many applicants for every
opening in the Pedagogical [nstitutes,

. 8
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Si: much tor the fuctors influencing the effectiveness of the Soviet
educational system. The question now is: What has been the result of this
forced dranght education, this massive e@ort to give the entire pop-
ulajion 24 academic program?

What has happened is that in recent years the Russians have been
training many more students in a college preparatory program than can
possibly be admitted to a university or an institute. Although they have
been graduating about 1,500,000 stulents each year from the Ten-Year
Schools, the institutions of higher education can accommodate only
about 250,000 full-time sfudents and 200,000 i)art-timc students. Thus
only about ot in three graduates of the Ten-Year Schools is going to be
able to gointe higher education. Yet all of them have been inspired with
this a8 a gosl, and they have slaved through work that for many of them
was terribly dificult in order to attain that goal.

Obviously, the result is grave disappointment among those who cannot
get into a university or an institute. They have to go to work, where they
are needed, but they are disgruntled as workers, and they are not
really prepared to do the kind of work that is required of them on farms
or in industr_v. . )

When this began to become evident a number of years ago, the

Russians introduced into the Ten-Year School program, on an experi-
mental basis, what they called polytechnical instruction. Throughout
the elementary and secondary prades, this instruction is given in addition
to the regular academic program. Courscs in hondicrafts, voodworking
and metal working are given in the early grades. In the later grades, there
is machine shop, work with electrical machines, and periods of actual
work in industry or agriculture, with students going perhaps two days
a week for a certain period of time to work in a factory or on a farm. This
polytechnical instruction was supposed to introduce students to actual
{actory ‘or farm work, or to_enable those who would go on lo higher
education to know how thé other half lives,
. Hut the basic problem still remained: many students were unhappy
because their hopes for going on to high r education were not fulfilled;
and the economy desperately needed more workers. So in April 1958,
the Russians tried auother idea. Khrushchev announced that thence-
forth all students finishing the Ten.Yrar Schools should work for two
yeats before going to the university or institute. This would get more
peaple into the labor market and would give all students, even those
who would eventually enter higher education, a chance to know what
factory or farm work i« like.

It was never really intended that this policy would be put into effect
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100 per cent, becausc the Russians knew that they had to let their
mathematicians and scientists continue their studies without interrup.
tion. The fact of the matter is that 50 per cent of the students admitted
to the University of Moscow and the University of Leningrad last year
came directly from school. But the announced policy made the students
who had to go to work © el that this was policy, and that they were doing
somncthing that was both good for them and good for the country.

Since last April, however, the Russians have begun to realize that
neither the pulytechnical program nor requiring students to work two
years before going on to higher education was going to solve the grave
problem that lay ahead of them. The Soviet Union is up against a
situation tha is completely different from the one we face. We are
coping with a big bulge in the birth rate that began during World War 11,
and is just now filling vur high schools and colleges with more students
than ever before.

Russia, on the other hand, suffered a decline in the birth rate during
the war years, snd therefore has fewer rather than more young people
coming through its educational system aud entering the cconomy at the
present time. The figures on this are qmtc dramatic. A year ago, there
were 6,250,000 17-year-olds in the So.‘ct Union. Next year, just two
years luter, there will be only 3,250,000 Soviet youth in the 17-ycar-old
age bracket. Of the 6,250 000 17-year-olds a year ago, 1,500,000 were
regular students in the tenth grade of the Ten-Year Schools, leaving
4,750,000 available for work in factories and on farms, But next year,
when there will be only 3,250,000 17-year-olds, and 1,500,000 of these
will be in school, there will remala only 1,750,000 available as workers
--3,000,000 less than they had a year ago.

In view of the rapid rate at which the Soviet economy is expen. ,
it is clear that the Russians must have more workers avoilable irir.t 1i-
ately and cannt afford to allow so many students to r.a-*".;ue with their
education at this particular time. This constitutes a frave problem,
and, I sispect, 18 one, of the factors behind Khrushchev’s laiest announce.

“ment. A liutl: more than & month ago, in September 1937, Khrushchev
issued sume new proposals which, he said, were set forth by the
Pracsidivm of tie Contral Committee of the Communist Party. He also
suggested that these proposals be discussed up and down the land, so
that reactions could be considered before final plans were adopted.

The basic idea of the proposals boiled down to this pronouncement:
“All boys and girls without exception wils ;0 to work after the elghth
grade, and do their studying on a shift bnsis or in the evening by
correspondence.” It this were actually put into effect, the shortage of
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young people available for work would obviously be somewhat relieved,
because there would be a couple of extra age groups quickly poured into
the labor market.

But there are two interesting peints worth noting in this latest
Khrushchev announcement. First, he contradicted within the same
announcement the statement “without e “eption,” and said that the
very able students in the arts and mue 1, in mathematics and the
sciences, would continue to study full time at special schools.

Sccond, he stated that those who go to work after the eighth grade
and later apply for admission to a university would be admitted on the
basis not only of examinations, but alzo of recommendations from the
trade union and the Young Communist League.

Khrushchev noted that 70 per ceni of those going on to universitics
now had come from families of intellectual workers and office workers,
and only 30 per cent from the vast population of industrial workers
and farmers. He declared that these figures must indicate something
wrong in the adiissions system of the universities, and that the situation
should be corrected. What he did not say, but probably meant, was that
he and other Communist leaders are concerned about the possible
development of a class suciety, of an intellectual elite resulting from the
fact that intellectuals are having children who become intellectuals,
und that, sooncr or later, these generations of intellectuals might
threaten the Communist Party leadership,

It seems likely, atany rate, that two new hurdles will be mtroduced for
a large proportior. of Russian students applying for admission to institu-
tious of gher education: they will have to get the approval of the trade
union, which means they must have worked hard and been good workers,
liked by their fellows; and they will have to win approval from the
Young Communist League, which must feel that they are cither good
potential Party members or at least the kind of pcupl(‘ in whom the
Party can have coufidence,

Now, 1 doubt that these developments indicate any less devotion on
the part of the Russian people, or the Soviet leaders, to cducation,
What they do indicate is that Russin has to contend with some grave
problems, particularly the shortage of workers, and that it mi.¢ make
some adjustment. in ity educational system, at least for awhile. These
developments may also indicate that the Russians’ overenthusiasm for
general education of an academic type for everybody, regardless of
ability, is going to be tempered.

Members of this conference will be interested, T think, in two topics
I have not yet touched on: guidance and examinations.
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Guidance, a- 10 is known in this covntry, is nonexistent in Russia,
aned i faet the term is not understood. They do not use tests and they
do not haye geidanescounselirs, There is less necessity for either since
every atudent takes exactly the same rigidly academic program. They
co hav L howeser, outside of the regular sehool program, a system which
wight be called "guidanee by exposure,” This is the tremendous variety
of npportunity for extra-curricular activities offered by the “circles,”
or clubsgin the Pioneer Palaces, Students have ample opportunity to try
out possible iaterests by joining one or another of these elubs, Since
the clubs start at the first grade lever and continue to tenth grade, there
are apportunities for each student o tind an activity of interest to him
ambin which he can do well, This, so far as I could find, was the only
method that the Russiuns have for guiding students into special fields,

Fxaminations in Rus:"a are greatly different from those used in the
[ nited States<, i seem very strange to those of us familiar with the
hinds of cxaminations that are used i this country, Objective tests
cannot be found in Russia, except in a few psychological laboratories,
They were waed in the early years of the Communist regime, as [ men-
tioned carlier, bt weee thrown out in the early thirties along with the
progressives who had wsed then, The principal hind of test used in this
carlier period was the 1Q. Sinee, by its very name, an Intelligenee Test
implies the great importance of heredity as opposed to training, the 1Q
test conteadiected Party docteine, tn the Soviet Urion, it is the firm
ronviction of thee “powers that be” that background amd training,
particularty the Tatter, are far more important than heredity, They
recopnize that individual differences do exist, but claim that all indi-
viduals cancbe bronghit to a remarkabie level of achievement by proper.
TRIRIITY '

H) 1ests not only contradicted *he aecepted doctrine but, evea worse,
n[u'r.'llm‘ to sefect the children of il!lv!h'!‘luuls rather than the t'ilildl‘t'n
ol the wavored “workers,” When this continne to happendafter a
geveration of the Commurist regime, it meant either that the Com.
mutsts hial not peovided the Rind of society and education for the
Tworkers™ that they had set out to provide, or that their theory was
wrong ardinherited ahility was, in faet, of major importance. Neither
conelusion wis aeveptable and all tests were banished. ‘

IF the Russiuns don’t use objective tests, wlot kind of sxaminations
do they use and what do they use them for? Tests are not usc.d for
identification, guidance or placement of individuals as they are in
this country, The main use of examinations in Russia is to audit achicve.
ment. Principal velianee is placed on oral examinations of a rather
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special type s ad W somte extent on written examinations, The purpose
ol these oxams seemns to e himited to assuring that the' essentjal ele-
wents of the important courses have been compleiely mastere,

l'xmmm-lmm prepared by the Ministry of Education used to Le
piven at the end of each grade, bu: gradually this ‘program has heen
redhieed until at the present time examinations sre glvvn'(‘mly at the
cud of the seventh grade dnd at the end of the tenth grade, There are
also examinatons for admissivir to the universitics and the institutes.
They wre quite similar 1o, though more demanding than, the examinations . -
given at the end of the tenth grade, '

At the end of the seventh grade, all students take & writtn e<amina-
tior ud an oral exumination in Russian ana a written examination inc
algebra. At the end of the tenth grade, there are written examinations
in Russian literature and eomposition, and oral examination in mathe-
maties, physics, chemistry and Soviet history, The unusual feature of the
Russian excminations can perhaps best be explained by describing one
oral and one written examivation, For the tenth grade oral examination .
i solid geometey, for example, a class of 30 is divided into two sections -
of 15 cach. AlLT5 students go into a elassroom where the teac her_of the
class,the director of the school, one or two other teachers, and some- |~ -
times representatives o the educationat mlthnnh«q of the city sit
ax an examining board,

On the table, at wineh the hoard sits, are 20 to 25 "tickets,” each )
of which contains three questions, Two of them are rgther standard
proofs or problems and the thitd a problem that, while not new in type,
is perhaps a little different from the problems thyt have bgen assigned ~
during the year. All three '.|ueatim|s are concerned with @ particular 7

Ctopie, and each of the 20 to 25 “tickets” covers a different topie,
Students therefore have to be sure that they have covered all the ¢
topies, sinee they can never tell in advanee which questions they may 2
be called upon to answer, Fortunutely, for them, the Ministry of kEduea- B
tion publishes a pamphlet several months before the examinations in
which the topies to be covered aee listed, and in some instances the first
two questions are specifically stated, Only the third problem or question
remains in doubt,

At the beginning ot the exumiwvion four or five students select
their “ticket<,” “Then thev return o their desks and work out the
answers, When the fiest student is prepared, he goes to the blackboard
anl writes out his answers on the bla kboard. He then explains his
answers to the examiners und responds 1o any questions they may have,

The exinniners may usk questions about any aspect of the course, but
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[ gather that this privilegr is ot exercised to any great extent, Mean.
while, of course, students two, three, and four have had considerable
time to prepare thelr answers, but at the saghe time they have had a
gn(n‘d deal of distraciion: Students 13, 11, and 15 have to sit through a
long morning of waiting until their turns come ups L+ °
o Atis evident from their examination system that the Russians* focus
atteution on the wastery of importanst topics to a much greater extent— #
than we do in this country, On the other hand, there isfurless incentive
to study more than the minimum ¢ A;;l_liiﬂl». The examinations are
primatily & motivating device, They provide a goal toward which the
cudentostrivest In the schools we visited, it was rare to find that any
student Bad failed his examinationis the previous year. Teachers may
» prevent students from taking the examinations if they have had a low
average during the year, but as [ér as we could ascertain only one or two
stucdents ina elass of 30 would be prevented from taking the examinations.
Ou wiilten examinations all students are presented with e same
qiestions. Fach student must answer only one out of three questions.
The topies tend to be very general, Students write an essay of not more
than abdie egght blue book pages. Surprisingly enough, they have six
hours in which to do this. The examination in Russiun literature, which
I observed, began at 9 o'clock in the moruing and continued until.
3 . Howas enstomary, and pechapy even mandatory foreach student
to write a hest, deaft and then, having worked it over very carcfully,
copy it hefore thee end of the examination, Our own experirnce with -
ety examinations would lead us to question the’ time limits set for
tiee examination, and the relisbility of an examination involving only
a single question, However, the Russians’ objective scems mer~ly to
determine vhethgr students have. met a certain minimutn stagdnrd of
litezary interpretati™n and writing, ‘
The growing interest in cultural exchange and comparative education
v some diy make possil Ie the administration: of suitable tests, both
in this cogutiy and in Russia, to groups whose peparation has been
comparable, 1 would be particularly illommating to see if there are
significant differences in the performance - of Awerican and Russian
students, amd, if <o, how they differ. On the basis of 1 esent knowledge,
ore migit hazard the guess that in cumulative snljec s such as mathe. .

maties, foreizo language, and the seienees the Russian students will hava
4 better commaml of minimum essentials, whereas American stadonts
will have a bnoader view of the subjeet and perhaps somewhat more
flexilility in applying the knowledge they have gained in a varicty of ~
situations.
\
l
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Much of the education in the Soviet Union at the present time seemns
preuliar to us. Many aspects we would eriticize. Nevertheless, we have
to recognize that here is a country that has made tremendous strides in
education during the past forty years. The pevple have had to overcome
great obstacles, They have been tackling their problems with imagination
and they are experimentally - minded. They are flexible and adaptable;
they are energetic in patting changes into effect on a nationwide basis;
and wost important of atly they have a tremendous belief in education,
They will press forwaed in the educational field—not to make life full
for the individaal, not to bring about his full development so that he will
lead a vich and rewarding life, but to raake a strong, powerful country

to reach and surpass Amnerica -cientificatly, militarily, and cconomically,




" institutions of higher learning. o
- The determination of the optimum types of examinations for college

College

Session 111
Remarks of the (‘]ha‘irman

We come now to the final session of this Conference, and something of a
change of pace as well as a change in topic. This session will be a panel
discussion on one sul ject with four different.speakers presenting diverse
views on the problem pused.

We have all been hearing, until the expression has become a cliche,
of the impeuding tidal wave of college students.. What the tide is going

" to be, high tide or low tide, is going to depend in considerable part upon

the selection and admissions procedurcs that are adopted by our

admission and scholarship purposes is certainly one of the most pressing
problems in the measurement field. We have brought togetker this after-
noon, for a thorough airing of the issues igyolved in this problem, four
persons who have devoted long and carcful?ﬁought ta these matters, and
who have engaged in extensive research on the topic. I am confident they
Will cover the field with comprehensiveness and that they will bring to
your attention the pros and cons of the varying points of view on the
teafing needs in this srea. a2

Itis a pleasure to introduce to you our four panel membera: Dr. Robert
L. Ebel, Vice President of the Educational Testing Service, will lead off
with his views on this afternoon's big question, "'{v"hat Kinds of Tests
for College Admission and Scholarship Programs?’” The second panel
speaker is Dr. John C. Flanagan of the American Institute for Research
and the University of Pittsburgh, who will distuss "‘Cri*eria fot Selecting
Tests for College Admissions and Scholarship Programs.”

Next will come Dr. E. F. Lindquist, of the State University of lowa,
who will focus his remarks on “The Nature of the Problem of Improving
Scholarship and College Entrance Examinations.” And our final speaker
is Dr. Alexander G. Wesman, of The Psychological Corporation, who will
suminarizc for us fis answer to the question, 'What Kinds of Tests for

(:misoion an’d Scholarship Progigme?""
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What Kinds of Tests for Colleze
Admission and Scholarship Pregrarms?

Rosert L. EBrL, Vice President, Educational Testing Service

The. use of tests for college admission and scholarship programs has
grown rapidly in recent years, and scems likely to continue to grow
. in the years immediately ahead. If 80, the wisdo.n and experience of
you who are here today will have an i-iportant bearing on the future ef-
fectiveness of American higher education. I ant grateful for the oppor-
tunity of taking part in the discussion of one problem associated with
this development, and am honored to be included in so distinguished a
panel. You will understand, [ am sure, that on an occasion such as this,
1 will try to cxpresa my own views as frankly and clearly as possible,
and that T will not presume to speak for ETS or any other inatitution
or group.

What kinds of tests should be used for college admission and scholar-
ship programs? The answer to this question is, in principle, quite
simple. We should us¢ the tests which are the most valid. Some people
think the answer, in practice, is equally simple. Choose the test or
combination of tests which gives the best prediction of first year
college grades. 1 demur. It seems to me that this approach is not likely
to yield adequate evidence conccrmng the relative merits of different
kinds of tests. :

There are at lcast three limitations of conventional validity studies
in this situation, as | see it. First, the criterion of college gr. ‘es or
grade point averages is itself unreliable and of quite imperfect validity.
Second, sampling errors associated with the ohtained validity co-
efficients tend to be so large, and precise estimates of those sampling
errors so difficult to achieve, that it is almost impossible to make de.
pendable comparisons of the merits of alternative tests. Third, and most
important, this approach assumes that a college’s current educational
program is beyond criticism or improvement. If students who score
high on the selection test do poorly in college, the selection test rather
than the college program is bl. od. 1 submit that there are better
ways of improving the input to our colleges than by s*:iving to improve
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the prediction of faulty measures of student success in attaining poorly -

defined aud somewhat questionable goals.

One of these was described by Ralph Tyler, writing on "Educability
and the Schools™ in the Centennial volume of the American Aesociation
for the Advancement of Science. He contrasted the prediction-of-success
approach with a development-of-talent approach that would seek to
cupitalize on the important laten abilities revealed by appropriate tests.
He suggested that our present school programs do not capitalize on all
sucn abilities, and that tests designed only to predict success in current
programs of instruction do not adequatcly measure the characteristics
which determine educability. T heartily agree.

There are some who mistrust subjective decisions roncerning the
naturesof these characteristics, preferring tests which can be defended
on the basis of their high correlation with some ultiinate and presumably
tnore objectively given criterion. But thé only truly ultimate criterion
of success, if indeed there is any such thing, lies hidden beyond the
grave. And the apparent objectivity of some criteria hides the subjec-
tivity of our decision to use them as criteria. What reason have we to

. believe that our subjective decision to use more immediate criteria of

succ-ss, such as wealth, or grades in the-freshman year of college, are
any more trustworthy than our subjective judgments concerning the ele-
ments of a good preparation for higher education?

Even if we are willing to overlook the possible imperfections of our

“criteria and experimental designs, why should we employ an approach

which allows the inevitable contingencies affecting success—health,
finances, motivation, eve: romanee—to blur and becloud the application
of these judgments to the choice of admission or’scholarship tests.
Would it not be better tq apply the inescapable acts of judgment to the
tests directly? And is this not actually what we do? Were not most of the
college admission and scliolarship tests in current use designed-and built
on the basis of rational ivductions, deductions and hypotheses? Empirical
procedures sutely weve used 1o defend them, and-to refine then, but the
basic structure scems usually to have been determined, as 1 think it

should have been, by purposeful cogitation rather than by completely ob. .

jective, judgment-five experimentation. Henee, what I have said about
the limitationa of the grade criterion and the conventional validity study
should not be conatgie d as a complete rejeetion of such studies. Some of
our judgments abolit what we want to measure, and what we have suc-
ceeded inmeasuring, can be checked empirically. But Tam convineed that
validity studies should not Le the exclusive, oi even the primary, Lasis
for test selection. One test or hattery of tests should not be chosen over
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another simply because of a small spparent advantage in’ predictive
validity.

Among the vast array of tests which might be used in admission and
scholarship programs three major types can be identified: tests of innate
capacity for learning, tests of developed ability, and tests of substantive
knowledge. :

Muny people rogard tests of ionate capacity for learning as nearly
ideal for vollege admission and scholarship programs. The term innate !
mental capacity suggests something which is fandamental and permanent,
and hence well worth measuring, a divinity that shapes our ends, no |
matter how poverty, inadequate schools, or. youthful follies may have
rough-hewed them. A test of innate capacity presumhably will not handi-
cap the bright youth who grew up on the wrong side of the tracks. In
theory, scores on it should not be affected appreciably by coaching, or
indeed by instruction of any sort. Such a test would place no restrictions
upon the sevonJar\ school curriculum. Local schools and individual
teachers could presumably retain' their freedom to teach what they
choose, and it would make no difference if they taught it well or badly.

Unfortunately for this particular vision of utopia, no one has found
uny very accurate way to measure innate capacity for learning. All of
the ulleged measures of this capacity are more or less obvious measures
of educational achievement. The main differences among them arise
from the varying degrees of earnestness with which their authors have
attempted to avoid measuring the results of school learning. The kinds
of tasks a student is asked to perform in taking an intelligence test are
tashs which he has been taught to perform in school, or could be taught
theve if the school considered them of sufficient importance. Lacking
precise control of educational influences, pre-school, in-school, and
out-of-:schoul, we cannot tell how much of a student’s success on an
intelligence test should be attributed to his native mental capacivy,
and how much to his subseqa€nt learning. To regard scores on such tests
as acceptable measures of innate capacity for learning requires assump.
tions whick 1 find hard to accept.

Even if tesis of innate capacity for learning were available, they
probakly would not be desirable for college admission and scholarship
programs. lnnate capacity is not directly relevant to ability to profit -
from college instruction. |'viess this innate capacity has been developed
—unless the studeil has acquired considerable knowledge and humerous
abilities—he t« unpropared for college no matter how large his empty
innate capacity may have been.

Some frar that unless we use mtelligenco tests we may miss bright
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students who, growing up in an educationally deprived environment,
show little achievement and hence might be denied an opportunity for
college education. Evidence which would justify this fear is hard to find.
Many cases of brilliant adults who were unpromising youthful scholars
can be cited. But efforts to identify such individuals in advance by using
tests of mental capacity have been disappointing. Errors of measurement
can account for much of the observed discrepancy between measures of
so-called ability and achievement Differences in the kind of achievement .
required by the two types of tests can account for much more. Aware of
these facts, most of us have ceased to trust achievement' quotients, but
some perpetuate the same fallacies searching for over- and under-
achievers. Some '"under-achievers” go rn to college success. So do some
ovetsachievers. Intelligence tests do not help very much in identifying
brilliant minds which the schools have misscd, or failed to develop.
All learning builds on previous learning. If the foundation is weak the
superstructure is likely to suffer. What the colleges require are students’
who have strong education foundations, not those possessing brilliant
but undeveloped minds,

One alternative to measurement of native eaental capacity as a hasis
for college admission and scholarship awards is the measurement of a
stndent’s command of essential knowledge, This alternative has not been
popular in recent years, When knowledge is contrasted with ignorance,
it v universally praised. Bit knowledge is sometimes contrasted with
understanding, with wisdom, or with character, and i these contrasts
knowledge Tares bhadly. Teachers speak disparagingly of “stuffing the
mind with facta.” College presidents emphasize the limitations of “mere
knowledge,” and stress the contributions that a college education can
make to the development of character, Quiz kids, or even adults who
show an unusual scope and aceuraey in their reeall of irolated items of
intormation, are w~d to jllustrate what a good education does not
consist of, “Seraps of inforation have nothing to do with culture,”
Whitehead has said anid -outinued, “A merely well-informed man is the
most useless bore on God's carth,”

Attacks like these on pedantic, trivial, verbalistic, unassimilated
knowledge bave heen at least partly responsible for general reluctanee to
use tests ol substantive knowledge in college admisgion testing programs,
But I would suggest that this policy deserves reexamination. Quite ob-
vieasly, knowledge can be defined so narrowly, or caricatured so gro- '
tesquely, that all of the above attacks on it will seem to be well founded.
But knowledoe need not be limited to isolated, trivial, informational
details, nor to verbal abstractions divorced from reality, nor to rote
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responses to stereotyped questions. It can be defined broadly enough to
_include understanding, wisdom, and other approbatory synonyms for
effective rational, behavior, Understanding, for example, consists in
knowing the interrelutions between other items of knowledge. Wisdom
consists of knowing how to use the knowledge one possesses. Character,
insofar as it is expressed in rational rather than blindly imitative or
authoritatively imposed behavior, is based partly on |knowledge of the
consequences of alternative courses of action. It is in|this broader con.
text that one can truly say that knowledge is power,jand argue that it
represents the primary. outcome of the educational [process. Quoting
Whitchead again, "Edueation is the acquisition of thelart of the utiliza-
tion of knowledge.” 1 suggest that the “art” Whitehead speaks of is
itself essentially knouledge of how best to proceed in a given set of '
circumstances. } ‘

Apart from unwarranted restrictions on the concept of knowledge,
there is anuther reason why knowledge tests have not been widely used
as a basis for college admission testing. The scope of human knowledge is
s0 broad, and the argas ‘vith which different individuals are acquainted
are 80 diverse that % seems difficult to ¢onstruct any single test, or
even any limited battery of tests, which can deal adequately with this
abundance and diversity. Our decentralized school sysyem, and pupil-
centered teaching procedures tend to foster wide differefices in the kind
and level of education that different pupils receive. Bufsince we live in
the same socicly at the same period in history, all of us need to know
and to be able to do many of the same things. It may\be difficult but
it is not impossible to define a common core of essential knowledge.

There is a third alternative to tests of mental capacity, and tests of
command of cssential knowledge, for college admission and scholarship
testing. These are tests of mental traits or developed abilities. Proponents
of tests ot this «ype refer to them as measures of broad intellectual
akills, of basic inental processes, or of habits of thinking. It is said, in
their behalf, that they measure what a student is able to do, more or less
independenit - of what he knows. The abilities they purport to mehsure
range from the highly gencral, such as “ability to think” to the fairly
specific, such as “ability to formulate hypotheses.”

Insofur as these tests emphasize essential rather than trivial achieve.
r.ent, require the student to show understanding rather than mere
recall, and ability to use rather than mere ability to repruduce, they
deserve enthusiastic applause. But when they are represented as measures
of distinct mental processes or independent intellectual skills, something
different from and more important than knowledge, which can be devel-
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oped by practice with a wide variety of content materials, they seem to
call for critical examination.

One thing about them which is troublesome is the vagueness of what
they refer to, There is no lack of names for alleged mental abilities,
but there is almost universal lack of specific definition of what these .
nanes mean. The evidence that these abilities are independent of .
kuowledge, representing a kind of mental function which can be applied -
at will to knowledge in diverse areas, is practically. non-existent. They
suggest a renaissance of the once discredited belief in faculty psychology
which held, for example, that memory for something like faces could be;
improved by practice in remembering something else like spelling words.

If propouents of the developed abilities approach to mental measure:
ment regard such things as ability to calculate a square root, or to
diagram a sentence, or to locate a malfunctioning element in a television
circuit, as devejoped abilities, 1 have no quarrel with them. We are
simply nsing different words for the same thing when they ecall them
deveéloped abilities and 1 call them cominand of substantive knowledge.
But when proponents of tests of developed abilitics spe- * of highly
generalized, undefined or vaguely defined complex higher mental processes
or mental traits, we part company. By using high-sounding terms we may
impress outsiders but we are not likely to contribute much to the
improvement of mental moaﬂurcmoms.

Many of the so-called "hard-t6-measure’ qualities appear td aﬂ
in this cutc-gury of developed abilities, ch would deny that terms ike’

“creativity,” “flexibility,” *'sensitivity,” or “balanced judgment” a
useful in describing behavior."But we muko a tremendous logical leap
when we assumie that they are also namnes for mental traits which help to
determine the behavior observed. Before agreeing that our failure to
incasure these “traits” is a blemish on the record of mental measure-
ments, [ would like to be a little inore eortain that something exists to be
measured, Skinner, Holland and others have pointed out that psychol-
ogists have a weakness for inventing explanatory concepts to account
for meager or non-existent data. Perhaps this tendency, which many
cducators also share, is evidence for a hard-to-measure mental trait
called "hallucinatory imaginativity.” -

The developed abilities approach to the mneasurement of educational
aptitude is based on an allegorically attractive, but experimentally
unsubastantiated conception of how the mind functions. All that we have
Jearned concerning the process of learning in vats, monkeys, and niea,
can be explained in terms of the formation and destruction of assdciations
among pereeptions, concepts and ideas. Electronic brains, including
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primitive models capable of learning or even of self-reproductic.
operate essentially on the basis of switches which open or close alterna-
tive circuits. To regard the mind as a muscle which is strengthened by
exorcise, or s a processing organ which can be trained to see relation-
ships, to solve problems, to analyze, to think critically, or to create,
irrespective of what kind of problems are given to be solved, what ma-
terials to analyze or think critically aht}ut, or what product to be created,
simply does not accord with what we now know about brain functions.
“What we do know strongly suggests that educational development
consists essentially in the accumulation, integration, and ready-reference-
indexing, of knowledge. By practice in using knowledge, one acquires
command of it. This, it seems to me,’ ‘is the essence of educational
achievement. y

Tests of developed ability are sometimes offered as a method for"
kecping peace between test constructors on the one hand, and curriculum
builders, school administrators and teachers on the other. For 1t is
suggested that iests of this type measure how well a student has been
cducated without regard for anything specific that he may or may not
have learned. This, it seems to me, involves a contradiction, since the
quelity of a person’s education cannot be independent of what he has
learned. Any test which discriminates between well and poorly educated
students will inevitably reward the curriculum builders, school officials
and teachers who have been most suceessful in imparting a good educa-
tion. Of course a test which rewards those students who have learned
<ome urbitrary sclection of unimportant details is not a good test of
quality of education. To quakify for this designation, it must measure the
degree to which a student has achieved command of the most important
general ideas and skills. 1t is not casy to reach agrcement on what the
most important ideas and skills are, but we cannot make good tests if we -
try to dodge the probleni. And we should not mislead test users into
thinking that we can.

Test builders obviously should not dominate the curriculum or
dictate what teachers shonld teach: But someone must define common
cducational goals specifically enough to permit deterrhination of the
vxtent to which they are being reached. {n this endeavor the test con.
sttugtors can be essential allies of curriculum huilders, school adminis.
trators and teachers, especially if they concentrate on measurmg a
student’s command of essential knowledge.

It is quite apparent that tests of developed ahilities do not actually
succeed in measuring mental processes apart from the examinee’s

. knowledge ot lack of knowledge of particular items of information. They
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do measure knuwledge, but since they are designed to measure some-
thing else, they often provide poorly balanced, inefficient tests of
_knowledge, ‘The assumed necessity of supplying essential background
"information in the test itself leads to relatwely verbose tests, which give
undue weight to reading skills, and require undue amounts of time per
scorable response, Philip Vernon suggests that tests of this type may

ryield a eat form factor which seriously biases the sicores from such tests.

The score a student obtains may depend considerably on his knowledge

of how to handle the particular type of task these tests present. Further, -

the use of background materials leads to tests composed of clusters of
items, which restriets the freedom of sampling in the test and complicates
the processes of item selection, Hence 1 am persuaded that a well-
designed test of substantive knowledge which mcasures a student’s

“command of basicuseful knowledge will provide more relevant infor-

mation concerning a student’s educational achievement and aptitude,®
and provide it more efficiently, than current tests of educational ’

development or developed abilities,  ©

“Although these tests of complex mental processes and developed
general abilities have been in use for more than a decade, there is little
cvidence that they measure something more important than can be
measured by tests of a student’s command of sulwtantive mwledgu
Sotne of their advocates argue that such evidence is unobtainable in
principle, and that the only way to ascertain their superiority is by
lovking at the tests themselves, But the main job of a test is to yield
useful scores from examinees, If the scores from one test are better than
those from another, they must at least be geliablv different. If the correla.
tion of seores on a superior and an inferior test js as high asthat hetween
two Farms of the superior test, then it scems to me that all of the claimed
superiority is getting Tost in the errors of measurement. 1 do not sec
how such a- test can be said 1o he superior functionally as d measur-
ing instrument.

A desicable characteristic of a (u"vgo admission testing program' is

~ that it have a stimulating, constructive influence on the programs ot

instruction in preparatory schools, Obviously a test of mental capacity
could not have this influence, Tests of developed ability because of the
generality and indefinitencss of what they are testing, are unlike

stimulate either teachers or students to unusual efforts to ?&p{éw.
Since the first Sputnik orbited in space, the practices of the Russian
schools have received considerable attention Tt would be foolish to
suggest that we should copy exactly what they are doing. But it would be
equally foolish for us to ignore completely their accomplishments, and
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the mearg by whicthhirved. Henry Channzey and others
who have visited RGssian schools report with some admiration the

persistent and generally effective efforts of teachers and students to
achieve limited but clearly detined goals in achicving command df
substantive knowledge. If we wish our college admission and scholarship
award programs tohave the most beneficial effect in the improvement of
public education, it would seem wiga to emphasize tests in which the
nature, and above all the quality, o?:lw teaching done by each teacher
makes a direct and obvious difference in the scores the students receive.

I suspect that my colleagues on this panel do,not share completely
my admitation for tests of substgntive knowledge. If it were pussible to
do so, I would like to test our 'gi\(crgcnl views_with a little experiment
in which we would compete with cach other in sefecting capable students.

Suppose that one of us prefers a test of mental capacity, another some
tests of developed ability, and yet another a battery of pure factor tests.
My preference, of course, would be for a test of relevant substantive
knowledge, Suppose that we have available to us a populatigh of 100
pupils who are just ready to be taught some new process, suth as the
solution of simultancous linear equations in algebra. Assume that each
of us is a tolerable teacher of the processAhic students are about to
learn. We each give our preferred aptitude! test to all of the students,
and llu-% proceed to choose up classes. After choosing our classesy and
after an agreed-upon number of periods of instruction, we would give our
students a common test of achievement and determine which of 'ws had
done the best job of selecting students, and of teaching them,

This is a hypothetical experiment, not only because we are unlikely
to have an opportunity to perform it, but also because [seriously denht
that any of the other panel members would wish to rely, when the chips
are down, on a test of mental capacity, developed ability, or pure factors,
to seleet students with the greatest sptitude for . particular job “of
learning. [ suspect we might all agree that in this situation a specific test
of substantive knowledge would he more effactive in sclecting students
than a general test of capacity, of developed abilities, or of meatal
factors. My colleagues may object that I have prejudiced the argument
in my favor by directing attention to a singe specific problem of learning
and teaching rather than on the diversity of such prohlems which face
the student admitted to college, and his teachers. This is a reasonable
objection to drawing general conclusions from the cxperiment I pro-
posed, but it hay interesting implications. It suggests that tests of
mental capacity or developed ahilities should be used, not because they
measure something more basic to effective learning than acquired knowl-

!
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edge, but becanse they provide convenient general measures of com-
petence, Pobiaps they do, but Tam inclined to doubt it. Unless T am
mi-taken about the phantom natare of many mental teaits and developed
abilities, and the substantive knowledge nature of the rest, the Fest way
of measuring a student’y preparation for college leavning in general
is to ~et oul direetly to measure the most generally useful aspects of
sub-tantive hnowledge,

This afternoon 1 have questioned some widely held opinions about
aptitude tests. 16 what T have said sounds dogmatic, the reason is at
least pactly that you and T have not yet done enough rescareh on funda.
mental probbems of aptitide testing to provide a more substantial basis
for our beliefs, Tam far from believing that the views | have expressed
are the only enes any reasonabile man can entertain, In fact it is now
time for mg to yickl o another reasonable man who will present some
other views tor you to consider. ) :




Ciriteria for Selecting Tests
for College Ndmissions
and Scholarship Programs

Jonn CoFoasacay, American Iostitute for Research and University
of Pittshurgh

Fhie bavie assumption winlerlving this diseussion is that in our country
the eollective aim is to enable each individual to realize his highest
potential, This contrasts sharply with the Russien view thet the aim of
education tand all other activities) is to make the country as powerful
as possible,

Sinee individual talents cannot be expeeted to develop properly in our
comnplex society without systematie, appropriate, and extensive nurture,
it is of utmost importanee that the individval's talents Le identified
carly as a hasis for his educational and career plans, This point of view
auggests that college admissions should be viewed as a part of an
overall student counseling and guidance program,

It follows that eclleges and universities and other organizations
-ponsoring scholarship programs might most appropriately enlist the
il of councelors, secondary school teachers, and other school officials
i assisting them in determining which students should pursue their
Adue ion under the auspices of cach of these colleges, There are several
fune atal considerations which have cantributed to this conelusion.
Fach o1 these will be discussed Iniefly,

L. A clear statement of the objectives of e college, university, or cther
organization should be the ultimate basis for callege admissions and scholur-
viip policies. Unless the institution knows precisely what it wishes to
aceomplish, there can be no evaluation of its suecess or failure. For
this purpose, a general statement of objectives will not suffice. The
broad aims of the institution must be translated vividly and with detailed
examples if they are to provide a practical framework for developing
selecuon policies,

Of course, broad <tatements of aim are needed as 8 hasis for de
veloping specitic aims. A good example i+ the geaes Do quoted from
the remarks of the president of one of our leading universities, In dis-
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eussing the objectives of a college administrator, he proposed that the
aim should be *". .. to help ‘every young person in his care grow into the
broadest, deepest, most vital person possible. And in fulfilling himself,
the student will . . . arrive at moments of ‘heightened insight when he
sees more clearly than ever before what the world is about and how he
can fit into it creatively and significantly.”

Such a general aim must be translated into specific activities of
faculty and students if it is to be useful for formulating student selec-
tion procedures, Detailed statements about the dynamics of such student
growth can contribute directly to decisions regarding selection policies
and procedures,

Insofar as colleges reject the objeetive of *‘just cramming students
with facts in order to teach them how to earn a living,” college grades
and achievement in typical college achievement tests cannot be regarded
as a satisfactory criterion with which to evaluate selection procedures.
The colleges must do something about developing working statements
of their objectives if research answers are to be obtained.

2. Scholarship and college admission polii " s might well be regurded as
an integral part of a broad program of ind.sidual guidance. 1t is proposed
that, lacking the detailed statements of college objectives referred to
above, this aim be defined as ""to make it possible for each young person
to identify and obtain the education necessary for him to realize his in-
dividual potentialitics and to gain lasting personal satisfactions.”

The primary implications of this consideration are that the guidance
counselors and the college admissions officers should regard themsc.!ves
s a team working: together to achieve the objectives of both the in-
dividuals and the institutions to the greatest extent possible. In order
for this team to function effectively, college admissions officers should
communicate detailed information to the secondary school counselors
regarding the speeific opportunities fur educational development at
their institutions, This information should include reports concerning
the characteristion of the students who benefit most from these oppor-
tunitics, '

The function of the counselor is to collect and communicate data
regarding individual students of the types identified by college officials.
Puychologista and educational measurement specialists should make
every effort to develop satisfactory tests and related procedures to aid
counselors in this task. However, in the absence of satisfactory psycho-
metrie techuiques, counselors should use all informal data gathering .
procedures available to provide as good an estimate as possible of the
studenta’ eharacteri<ties,
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3. Consistent with the first two points, the primary criterion for evaluat-
ing selection polivies and procedures is the performance of the individual
after he leaves the college. 'This statement does not mean to imply that
performance in an oceupation is to be taken as the only criterion. It is
intended that performance with respect to all aspects of the life of an
educated individual including citizenship, parenthood, cultural and
personal development be included. This focus on life rather than on
achooling for evaluating admissions policies casts further doubt on the
adequacy of current procedures.

Two recent 3tudies, for example, show little relation between pre-
dictions based on ability and achievement and subsequent performance.
The first of these is Terman and Oden’s follow-up study of gifted children.
In this study the conspicuously suceessful group and the relatively less
vuceessful group showed only a slight difference in average intelligence
test scores, The other study has been reported by Harmon, This consists
of a follow-un of a group of applicants for scholarships. Committees of
professors using college records, recommendations, and other infor-
mation selected some of the group for scholarships and rejected others.
It is reported that several years later, at the time of the fullow-up, the
average performance after graduation of the individuals in the two
groups was nearly indistinguishable, according to the appraisals made
by new committees. These new committees consisted of persons of the
same type as had made the original appraisals. In this study, grade point
averages and tests of verhal ability, quantitative ability, and educational
achievement all  howed predictive validities of approximately zero.
[t seems inappropr ate to continue to rely on these general measures.

4. The pattern of aptitudes required for success in each of the important
career fields is relutively specific to that field. Because of the dependence of
educational instruction on verbal comprehension and the ability to
solve quantitative problems, it has been assumed that these abilities are
the primary determinants of successful performance in nearly all the
career fields for which eollege training is provided. One of the early
refutations of this point of view was the successful discrimination
between the aptitude patterns required for successful performance of
pilots, navigators, and other airerew members in the Air Force during
World War 11, In 1941, officers responsible for selecting pilot. were
selecting applicants on their knowledge of history, literature, ability to

read, and vocabulary, Some of these measures were found to have slight
negative correlations with avecess in pilot traivng. The widely held
view that o person with average ability in dealicg with verbal and quan-
titative materials can sueeerd in practically anything if he merely
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applies himselt is gradually being veplaced by the more sophisticated view
that a large number of specitic aptitudes play impostant roles in deterin-
ing performance in the important career ficlds. :

5. Anterest and motivation fuctors are at least equal in inportance to
aptitude factors in- determining performance in specific carcer fields. Tt is
well extablished that the top performers in many fields are these most
~trongly motwvated with respect to that activity, The effort and persistence
whiclvare olserved te aceompany ontstunding effectiveness are based on
4 high level of intecest, T the Avmy Air Foree during World War 11,
it was fonnd that the best single predictor of success in pilos raining was
a measure of intevest and motivation in the “orm of ar, information test,

Aspecite example of the effects of usufficient interest and motivation
ix provided by an American pilot who was tested as an employee of a
foreign air line. This pilot had been trained during Worl! War 11 in the
UL S Army Nir Foree, After the war e went back into the department
~store: busines.. However, because of the large salaries available in
commercial hving, he aceepted an offer to fly for the foreign air line,
Hi~ aptitudes were found to be relatively high with respeet to all of the
ahilitics requived of air line pilots. On the tess having to do with
intere<t and motivation, on the other land, his scores were nusually
tow, His pattern of interests was strongest in business, accounting,
literature, and the fine arts, He showed almost no interest in mechanical
problem<in general or aviation matters in particular,

The chief pilot of the air line reported that the pilot in question
spent most of his time reading poetry or classical literature while his
co-pilot Bew the aivplane. e made no effort to learn about new equip-
ment of devices, or to maintain his flying skills. They reported that in
the two years he hal been flying for their air line he hal twice failed to
pass hissicmonth instoument eheck, Each time he had heen taken off fly.
ingg and given special training Fach time he responded very quickly to
the special training and was soon able o pass his cheek flight and go
back on Hying <tatus, Clearly, snelanindividual is miscast as a pilot
awlis notonly ineflective, Imta potential hazard to company equipment
and passenger lives, Many instanees of the reverse situation in which a
lagh degree of dnterest and motivation: have more than made up for
spevibic aptitade deficiencies hase also been observed,

O comprehensive program of research s requized o identify the
talents needed for various carecrs, to determine the effectivencss of various
tpes of education in developing these talents, and to Sormulate the best
prrocedures fonasssting individuals in defining their roles aid pl mning for
the most effictive and satisfying use of their talents,
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fsolated studies carried out during the past thirty years have identified B
coertain types of behavior measures as essential for eflective performance \
in specifie jobs, However, systematic and comprehensive studies have
been contined primarily to certain job arcas in the military services,
Even less has been done in evaluating the comparative value of various
types of educational experience for effective performance in particular
carcers. Least of all is known about which counseling and guidance
procedures are most effective in assisting students tu develop a vealistic
self-coneept and plans for attaining their goals. Although many types of
vescarch studies can be expected to contribute to knowledge regarding
these matters, it is believed that most progress can bz expeeted from
a comprehensive, large scale, long-range project using clectronic scoring
awl data processing techniques. The planning phase for such a study has
been nearly completed and pariial support for the main study has now
been made available, As a preliminary indication of what such a study
may reveal, some results on a relatively small follow-up study on high
achool seniors in Pittsburgh are reported here, |

On the Lasis of a follow-up of 1016 persons five years after they were
tested as seniors in high school, it was found that 329 of this group
entered college. OF this group, 193 had received a bachelor’s degree from
a college at the time of the follow-up. About 30 percent (95) had quit
college before completing their courses. The others were still enrolled
and expected to complete their courses, About 60 pereent of those enter-
ing college graduated or expected to graduate in the conrse they had
entered. Only about 25 pereent of those going on to college took the
conrse and entered the oveupation planned on while in kigh school.

Many of these dropping out or changing courses would have been
advised 1ot to enter these courses on the basis of their pattern of apti-
tudes alone. T a few cases their combined aptitude score for the specific
conrse was as much as 1.5 standard deviations below the minimum recom.
mended. Sueh wasted effort is all too frequent under the present system.

7. Decisions coneering which students should attend college, and which
vollege they should attend to attain: their objectives should be arrived at
by a pacess of seeessive approximations. Although the necessary data on
which to hase these decisions is only partially available, colleges and
students must continne to make such decisions, It therefore seemns most
approprinte that hoth the college and e student hegin carly with a
tentative set of devisions and continue to obtain as el relevant data
as possible antil the final decisions reganding the student, his college,
and his conrses must he made,

For example, it seems appropriate that as early as the Oth grade the
student, with the help of the counselor, should begin to list pos:ible
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career choices and possible colleges and courses which would be appro-
priate for him. College admissions officers could provide the counselors
of 9th grade students with information regarding textative standards, not
only with respect to.aptitude and achicvement, but also with respect to
personality, interest, motivation, and activity factors, Each year during
the secondary school period, the possibilitics should be reviewed and
the student <hould set certain goals for improving his information
regarding his o.vn aptitudes, interests, motivations, and other personal
characteristies us related to college requirements and college opportunities,

[t is believed that such a procedure wouald result inn much sounder
decisions than are made at the preseni time on the part of both the.
student and the college. :

At a recent conference on testing for guidance, many of the test
experts present favored delaying the administration of tests to determine
~pecific aptitudes for career choices until the 12th grades The attitude
seemed to be, “If you can’t provide precise predictive data which has
been fully validated, delay doing anything as long as possible.” The point
of view of this discussion is, "I the tests and procedures are deficient,
start as early as possible and supplement and check on the findings for a
particular student by all available means.”

Summary

What, then, is proposed a« an immediate program for testing for college

admission and scholacship programs?

I. Develop working statements of objectives fn terms of the desirable
hehaviors of adults for colleges and universities, These should be
focused on all aspects of life both in and after college.

2. In the absence of empirical follow-up data, use these working state-

~ mentsin terms of behavior for establishing policics regurding the
specitic aptitude, personality, and interest patterns desired in the
students admitted to a college, '

3. At the same time, initiate long range follow-up rescarch programs to
provide a busis for coufirming or revising the tentatively established
udmissions and educational programs,

4. Develop tests to assist counsclors in helping students formulate
realistic scll-concepts which have clear implications for college
traning and which will also assist admissions officers in deciding
which applicants will contribute most to the joint program of at-
tuining the ohjectives of the institution and of the individual.
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The Nature of the Problem
of Improving Scholarship and
College Entrance Examinations

k. F. LinoQuist, Professur of Education, State University of lowa

Very frequently the most crucial as well as the most difficult step in
solving & complex problem is that of defining the problem itself, or of
clarifying the issues invoived. I believe this is particularly true in
relation to the problem of how to improve scholarship and college
entrance examinations. It seems to me that the principal rcason we have
not produced more satisfactory and useful examinations of these types
in the past is that we have approached the task with too narrow a concept
of the problem to be solved, or with too limited a notion of the purposes
such examinations should serve. Accordingly, I propose to spend most
of my time here today, not in arguing the relative merits of different
types of tests in relation to different purposes, but in attempting to
‘dcfine and clarify these purposes; and especially, in attempting to make
more clear the general neture of the problem as a whole.

1 propose, further, to limit my part in this discussion to college
entrance and scholarship qualifying examinations that are appropriate
for use in very wide-scale cooperative testing programs—programs such
as the College Board or the National Merit Scholarship Qualifying Test.
ing Programs— progrums that are intended to serve a large number and
wide varicty of collegiate institutions and scholarship donors, as well
as a highly heterogeneous and broadly inclusive population of candidates;
and programs, also, in which the tests are to be administered early
enough to give the candidate an:ple time to make his major decisions
and to complite detailed arrangements for college attendance after
the examinativn results are known. The latter means that the tests must
be admims. ++d while the typical candidate is still in high school, and
hence that the tests must be given by, or with the consent and approval
of, the lugh achool authorities.

It is fairly evident that nearly all college entrance and scholarship
qualifying testing must be done through wide-scale cooperative programs
at the high school level, It is also quite apparent that there should be only
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a sinall number of suel: programs. Unfortunately, this is not now the
case. 1 do not know how many ditferent programs of this type are now
being condueted annually in the high schools of this country, bt T do
know that the number is far Larger thau can possibty be justified, Tt is
very donbtful that the individual colleges and agencies are really any
better served by these many programs than they could be by a very
much smaller number properly planned on & vooperative hasis. This
factis generally recognized, and as a result many high sehool principals
are on the verge of open rebellion at what they wightly regard as the
nnreasonable demand< made on their time and that of their pupils
by this multiplicity of testing programs, This is a situation that almost
Imt not quite calls for a natoral monopoly, Some competition in the
provision of test services of this Kind is undoubtedly wholesome and
desirable, bat, for very evident and compelling practical reasons, wide-
sjpread duplication of effort and consequent waste of the time of high
school students and staffs must be avoided.

In order to Keep this dizenssion within managealle limits, 1 propose
further to consider here only examinations that are coneerned with the
imtellectnal atteibntes of the candidates, Other instriments or sources
of information, sueh as interest and personality inventories, attitude
seales, biographical information blanks and school records, of course,

coccupy a very important place in the whole process of determining college

admissions or selecting scholarship recipients, but there is hardly time
to consider all of these in this short discussion,

The major point that 1 wish to make in this paper is that our task is
fundarentally one of finding a type of test that will not just serve a single
well-defived purpose, but that will satisfy a fairly large enmber of diverse
requirements. That is, the problem s one of building a multiple purpose
rather than a single purpose test, Before attempting to identify or define
these purposes and requirement- individually, let us consider briefly some
of the factors in the total situation that call for this multiplicity of
purposes, ‘

One of the most important of these T have already mentioned—the
practical necessity of aceomplishing victnadly all seholar<hip and college
entranee testing through a very small nnmber of wideseale cooperstive
programs at the high school level. The test results obtained in such
programs must be useful to literally hundreeds of different institutions and
agenciea, cach of which will cmploy the results in somewhat different
ways--often in quite markedly diffevent ways—than most others, The
results will ke used by some institntions, for example, to “skim the
cream” oft the top of the ability distvibution in a population of candidates
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that is already highly seltselected, In other non-selective institutions,
such as state-supported universities with more applicants than they can
handle, the same test results may be used to exclude students at the
other end of the ability scale i the entire unselected population of high
sehool graduate<. Tn some institutions the resuits will be used to deter-
mine readiness for a broadly enltaral liberal arts curriculum, or for a
program of general education. T <till others the results will be ex eeted
to prediet suecess i a narrowly specialized and technical Pllﬂ‘i&lhlm.
as in colleges of engineering and the mechanical arts. o still others the
same test results will be used to seleet <twlents for an elementary
teacher training program, or fora pre-medical course, or for a course in
Iusiness wanagement, or for a school of social welfare, and so on.

I have thus far only <nggested some of the possible variations of what
might be regarded as the central o ot ostensible purpose of scholar-
hip and college entranee examinations, that of selecting among the
camdiddates ou the basix of their intelleetual ability. [t is also extremely
important to recognize that diffevent types of tests may serve this central
purpose equally well, yet may differ radically in the consequences of
theiv use in wile-seale pregrams, or in their incidental and often unin.
temled effeets, For example, two types of tests may foth yield seores
that show the same correlation with college grades, but one may
exer~ise a restrictive or otherswise undesirable influence on the high
school vurriculum and the other may not; one may foster good and the
other bad attitwles towards eollege preparation on the part of the
cawlidates: or one may he suseeptible to superficial eramming or may
lead to bl coaching practices and the other may not. In such instances,
the “sidde effects™ ot the tests may often he the determining factor in
test selection, and to provide for these side effects s equivalent to
specifying additionad purposes for the examination.

Tt is also extremely important to re: sgnize that scholarship and eollege
entranee examinations may readily be construeted so that, without any
appreciable acrifiee in their ability to serve the so-called eentral purpose,
tuey can ~erve many other equally important educational purposes as
well. Tt is quite possible, for example, to provide a test hattery that will
not only predict eollege suecess or determine readiness for college as
well as any other, but that will also he highly useful to high school
counselors in advising students on their educational and vocational
careers, or on their choice of type of colloge, and that will be useful
as well to high school teachers in adapting instruction to individual
differences, and to high school administrators in evaluating the entire
cducational offering of the sehool, Likewise. the same test hattery might
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be useful to the college authorities for placement purposes, or for
purposes of counseling and guidance, or to help them better define the
college’s task by more adequately deseribing the status and needs of
their eatering student body. .

Planners of such testing programs should not only recognize these
possibilities but should regard as one of their most important respon-
sibilities that of thus extending the uselulness of their tests to'the greates?
possible extent, It is particularly importaut that the results obtained in
~eholarship testing programs be inupediately useful at the high school
level. The high sehools are naturally reluetant to devote very much time
to testing programs that are conduected solely for and in the interests of
the colleges themselves, 1f the high schools are free to choose between
two competing scholarship testing programs or services, they will un.
doubtealy give their support to the one in which they find the test
results most useful for their own immediate purposes. '

Furthermore, if we are to avoid the past mistake of conceiving too
narrowly of the purposcs and requirements of testing prograns of this
character, we must plan ihe programs in con.ideration of the preseut
Mindamenty) needs ol the American system of education as a whole.
We have h&®n greatly coneerned, recently, with the so-called Russian
challenge to American education. We have become much more keeuly
aware of the urgent nead of raising the level of intellectual competenee,
not only of our seientists, engineers, and technicians, but of persons
engaged in all types of intellectual activities in our society, Unfortunately,
the American public has heen encouraged to helieve that to meet this
challenge, we have only to send more students to college, especially
more talented studens, and particularly into scienee and engineering
courses, This has been taken to mean that increased scholarship spend-
ing, both federal and private, plus higher salaridstdnd increased facilities
for seienee and mathematics teaching in the publie schools, is about all
that is needed.

Those of our national leaders who have vlu'(mrug(‘d’uhliu belief in
this apparcntly quick and casy and henee highly popular solution are
perhaps more politicians than educators, As our educational leaders have
generally recognized, our real problem is not how to send more students
to college. We already have more students in college than our preseat
facilitics and instructional staffs will permit us to handle properly, and
our present provisions for our highly talented students are especially
inade quate. Our real need is not even to send more talented students to
college. In the first place, practically all of the really highly talented
students are already there. The so-called talented students who are
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staying away from college for hnancial reasons are mostly fairly far
down along the ability seale. It we did succeed in sending to college
the very small proportion of reaily talented students not now in attend.
ance, but were to do notking more for them than we are now doing for
other talerted studentaan general, we would as a nation suzely not be
appreciably hetter off than we are'at present,

Our real need, then, is not just to send a larger number of students to
college, talented or otheewise, Lut to enrich and ﬁnprnvo their educational
experienees at all levels—college, high sehooly and elementary school.
Our real needs are to identity the talented pupils much more snrely and
mach carlice long before they go to college—and to provide more
adequately at all stages for the further development of their superior
tefents, and to give them the needed ineentives to make the most of
these enriched opportunities and of their superier abilities. According
to nearly all observers of contemporary Russian education, one of the
most outstanding ditferenees between the Russian sy.tem and ovrs lies
in the general attitude toward education, not only among students in
Rus<ian sehools but among the Russian people in g .aeral, and in the
interest shown inand the effort expended on self-eluetion, If we are to
meet the Russian challenge, we must, among other things, find more
effective wavs of motivating our students, particularly our most talented
studdents, or of inducing them to work harder, hoth in and out of school,
at the task of <elf-improvement,

W hile they hanve not generally doue so in the past, wide-seale scholar-
ship and eollege entranee testing programs can make a significant con.
tribution to these hasie educational needs, By providing appropriate
types of exeminations, the programs can give the students a conerete
and imme Rately elteetive incentive to work havder at the job of getting
ready for college, To serve this purpose, the examinations must measure
nlin'l'll)‘ the <tudent’s rea-iness tor ('u”v‘gc‘, or the extent to which be is
prepared 1o probit by the college experience, That is. they nust measure
as direetly as possible his abilicy to perlorm exactly the same kinds of
complex tash~ that he will have oecasion to perform in college and in his
Later intellectnal activities in generai, The examination should therefore
consist in large part of exereises requiring the student to interpret and
to evalnate eritically ihe same hinds of reading materials that he will
h.-l\(' aecasinn to |'|‘:|l| and h‘tll!l)’ in 4'(»“0‘;!,1‘. unol. purli('ulmly, that will
require him o o the same Kieds of complex reasoning and problem
sofving that he will have to do later both in and out of school.

If the exaination is to have the maximum motivating value {or the
high school <tadeat, it must impress upon him the fact that his chances
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of being admitted to college, or of lu'illg anwarded a s'l'lmlsll'h‘hlp, ql(-pnncl
not only on hix “brightness™ or “intelligenee™ or other innate qualities or
Mfactors for which he'is not personally responsible, but even morg upon
how hard he has wor'ed at the task of getting ready for college, both in
high school amd in the years preceding high sehool. The ¢camination
nust make him feel that he has carned the vight to go to college by his
own efforts, not that he is entitled to college whnission beeause of his
inmate abilities or aptitwdes, regardless of what he has done in high
~chenl, T other words, the examination must be regarded by him as an
achievement test, or as a test of his acquired or developed ahilitic . The
tashs constituting the examination must theeefore obviously correspond
to recogniced high school learning experienees, which means that the
. test exereises should perliaps he grouped according to major areas of high
school instruetion-— the social studies, the natural seiences, the humane.
ities, the communication <hills, and mathematies,

In thus organizing the tests, however, the program planners must avoid,
dny appearance of atlempting to dictate the content or the organization
of the high 3chootegrrienhim, The colleges must not again lay themselves
open to the ch ':‘-‘c\'\dnlninnling the high schools through the collge

) Centkanee .l(‘fm;’gsprug;ﬂ.nw, as they did decades “ago under the old

: Regents examinatiow®system in New York or under the old College

Board system, The test battery may therefore not consist of content or

y *xhbject matter examinations, corresponeling to established subjects in .

o O high sebgal curriculim, At the same time, the importanee of the
student’s knotdedge must not be negleeted, '

These requitements can he et if the examination is copcerned
divectly with the development of gdigralized intellectual skills and
abilities, or with what the student can do with what he has learned, and
iCitis coneerned only indiveetly with whyt he has learned, in the sense
of specifie items of information or hits of 'klumlmlgc'. The necessary
emplpsis on the scope and quality of the studvint’s knowledge can he
seente™ W he exerdises are hasell upon test situations that emphasize
differences ammong the candidates iu their geveral informational or
ideational bachgronmls, and in their previous educational experiences,
That is, the (‘\“l'l:ir«l"/5":-!]]‘!' give adefinite advantage to the student whe
i« already hest ihl'uil:u-cl i gencral about the problem to be silved,
or most experienced e the solution of such problems, Thix can and
should be dene withoutenalizing undualy any examines whed happens
< not o possess a particular .;Fl‘ril_'u‘ bit of information,

If the examinations are such that they provide conceete and meaning
ful ineentives to the individual high sehiool student, they will nevessarily,
A I N .
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and siould, serve a similar purpose for the individual school as well,
Examinations that measure the extent to which the individuul students
are prepared for college must obviously indicat. also how well the schools .
have prepured them for college, The right kind of tests will therefore
mahe e high schools more keenly aware of their own responsibilities
and shorteomings, and at the sane time will give them positive aid in
meeiing these responsibilities. by drawing their attention to broad areas
or aspeets of achievement mostin need of improvement, | need hardly
point out that college entrance examinations of the type generally
regarded a¢ jutelligence tests or scholastie aptitude tests, or differential
aptitude tests, are almost wholly uscless for these purposes, as they are
for motivating the individual stadent,

To appreciate fully what kind of a problem we are here considering, we
must give some attention th <t one move general purpose or requiretnent
of college entranee and scholarship examinations, It seems to me that
one of the most significant ubservations that one can niake concerning
aich examinations is that they, more than any other single thing,
constitute the real answer to the question, “Who may go to college?”
‘Fo the high school student who asks, “What nust 1 he like, or what must
I he able to do to be adiitded to college?” the realistic answer must be:
“Different colleges have many different requirements, but there is one
thing that aearly all of them require in common, there is one thing

about which you may be certain—you must be able to pass the entrance
examinations: that is. you must be able to do the kind of things called
for by the examination questions,” '

It we are o look for the most universal al the really functional
definttion of the desirable college student, or of his desired intelleetual
atteibutes, we must 1ok at the entrance examination, We should be ahle
to find there a representative sample of precisely the same kinds of
complex tasksthat the coltege student and infellectual worker in general
mu:t be able to peeform. We should expeet 1o find there a highly mean-
mghul detinition of the things that the high school and elementary school
shovld have prepared the student o do. 1 need hardly point out that,
viewed as sueh definitions, most scholarship and college entranee
examinations used i the pasy have been utterly inadequate,

This issne i< bhecorming particolarly important with the inereased use
of entranee examinations by nonselective institutions 1o determine
who must be denied amission beeanse of the institntion’s limited
facilities, There is real danger that such institutions will place undue
and wneritical relianee on entranee examinations <simply because such
examinations provide & demonstrably impersonal and objective basis for
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umking unpopular decisions about the applicants. The planners of
college entranee testing programs must vecagnize fully the responsibils
ities that they thus assume, and must make special efforts to provide in
test form the best possible definition of what i« veally wanted in the
incoming student, N

This leads to my final genegal observation coneerning the uature of the
problem that we ave here consulering. [tis simply that the problem is one
which calls tidanventally foe a rational rather than for an empirical
solution, Tn the past, developmental work on scholavship and college
entranee exandinations has in general been domivated by the empirical
or experiment: ) apnroach, The covey it not the whole, of the examination
buttery has wsua!ls consisted of tests of the so-called scholastic aptitude
type. I const-uctingy uch testsy we have been obsessed by the single
notion that the st w0 prediet college suecess, Sinee we have had
readily availabic only e aantitative measurve of such success, the
grade-pont average, we hase allowed our test selection procedures to be
dominav < by this dubious terion, In many instanees, tests and items
have been = e ted aanont cxelusively in teems of their correlations
with the grade + ntaverages. Furthermore, and 1 think this is much more
significant than nas been generally recognized, we have characteristically
made up ar experimental try-out batteries of very short sub-tests, In thus
doing, we have placed an unduly high premium upon the reliability of
the subtests, rather than upon their intrinsic validity. Our statistical
techniques of test selection have tended to exelude tests on” highly com-
plex character —tests that in consequence are almost inevitably low in
rehiability per unit of testing time, and that for this readon alone will
in short Torms show low corvelations with the eriterion, even though
their intrinsic validities ave quite high. We seetn to have been unduly
concerned with the efficiency of our prediction instruments. That s,
we seem to have had as our objective that of securing a high correlation
with the eriterion in the thortest possible amount of testing time, rather
than that of attaining the highest possible validity in whatever amount
of time is needed to do the job right, -

What is much move sevious, however, is diat in selecting or construet.
ing the subetests to be tried out experimentally for use in such hatteries,
we have strongly favored tests that are highly homogeneous in character
andk simple in strueture, tests that show a high correlation with the
criterion and low correlations with one another. That is, we have tended
to exclude complex types of tests even from initial consideration, and
often have not even tried them out in the experimental batteries, When
we have included them, we have unt made them long enough to compare
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favorably in relinbudicy with the other tests tried out, and hence have
doomed them 1o elimination later. Obviously, the final battery of tests
selected cannot be any better than the tests from which the selection
wax made. In our efforts to analyze complex mental processes into
simple and independent components, we have analyzed out or otherwise
excluded the most important components of all--the most essential and
distinguishing characteristic of cach of which is its very complexity.

Itis important, of course, that the student possess manyspecific skills,
as wellas that he have a karge store of specifie information, What is much
more important howeyer, is that he b able to use all of these skills and
knowledges at the ~‘c- time and in the right combination with one
another in the solation of highly complex problems, It is the complex
organization of, aml the interactions among, these skills as they are
being used that is most important, not just the specific skills themselves.
Itis extremely important, furthermore, that the student have acquired a
sound sense of values, and that he be able to make decisions and to reach
major conclusions in proper consideration of these values. In other
words, it is most important that he exercise sound judgment in all that
he does. These abilities to use many specifie skills at the same time and in
the right combination, to weigh values, to do complex reasoning, to
exercise judgment, and many other similar abilities definitely cannot be
measured in the abstract or in isolation from one another. Certaihly
they are not traits that ave psychologically simple in steucture, They can
be measured, but only in relation to the complex situations in which
they are demanded, .

Itis my contention, then, that even for the single purpose of predicting
the questionable grade-point average eriterion, the techniques that we
have been emploving are far from perfeet, As a means of sclecting tests
that will predict multiple and complex eriteria such as we' should be
developing 1o take the place of the gade-point average, they are clearly
much les<adequate. As 0 means of helping us define major educational
goals, they are ntterly inadequate,

The Tatter, as Tsee it is the real nature of the job of improving college
entrance and scholirship testing programs. 1 have suggested 'quite a
number of different requirements that Thelieve such examinations should
serve, Even so, there are many others that T have not even had time to
mention. [tis obvionsly impossible to construet a single test battery that
will serve all of these nany purposes perfeetly, or, for that matter, that
will sceve any one of them to onr complete vatisfaction. It is possible,
however, to provide a single battery that will prove highly useful in
relation to every one of these purposes. This can be done withont
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appreciably <actificing the usefulness of the hattery for any single
purpose, inchuding that of the prediction of success. Indeed, there is
now plenty of evidence that tests of the kind that I have suggested will
do a better job ol predicting college success than will any available
hatteries of tests of specifie aptitudes or skilts, IF we ave to provide pud
te continue to jmprove the hind of tests needed, we must recognize
that the tak is cssentally one of deseribing or defining, in terms of test
sititations, some of the broad educational goals that the students and the
school< are now trving to attain,

I cannot emphasize too strongly, however, that it s definitely not the
function of plinners of scholaeship and college entranee examination
programs to w termine or to set any education goals, Certainly it is not
their provinee to attempt through the tests to bring about changes in the
high scheol eurvientum, no matter how desirable, [tis proper and desir-
able, however, that the tests aceurately deseribe some of the broad
educational goals which are already universally aceepted, and that they
emphasize the need for further development of generalized abilities tlm!
are of sellevident and unquestioned importance, In constructing tests'
of this character, some statistical and empirical techniques are useful and
necessary, but they are of secondary importanee. This is a task that calls
fundamentally for great <hill, imagination, and ingenuity on the part
of the item writer, rather thun for skill in statistical manipulation, The
writing of itemp= For sueh tests calls for the very highest level of talent or
competenes available in the whole field of educational measurement. The
whole task of test constenetion is one that calls for a logical rather than
for an empirical approach or one that, most of all, demands the exercise
of sonnd pudgment,

In closing, T would like to repeat and (-mphmm- # point that 1 made
catlier - that it has not been my purpose here to argue the merits of any
particular test or testing programs, My concern here is only with the gen-
eral direetion in which our further efforts at test improvement shonld be
pointed. We have made great progress in the past in developing tests of
the type sugge=ted, but eertainly there is plenty of room for and great
aeed for continued improvement in all present inetoments, 1 am eomy
vineed that, it we approach this task of test improvement in the manner
suggested, iF we recognize that scholarship and college entrance exam-
inations can ad should serve a wide variety of purposes, and if we
recognize that our task is fundamentally one of defining the generalized
and complex abilities we want the high school student graduate to have
developed, we can build into such programs some really significant
positive values for American edueation,




What Kinds of Tests for College
Admission and Scholarship Programs?

ALEXANDER G. WESMAN, Associate Director, Test Division, The
Psychological Corporation

A}

The tests we need for college adinissions purposes are those which are
reliable, eflicient, inexpensive, confidential, comprehensive, unique,
reflective of the curriculum, independent of the curriculum, fair to late
developers, and valid for every curriculum in every institution of higher
learning. Unfortunately, no such set of tests exists. In fact, no such set
of tests can exist. The demanls of each institution are, or should be,
unique -the tests one college needs will necessarily differ in some ways
from the tests other institutions need. Any attempt to specify the same
testing program for all colleges, or all scholarship purposes, is inherently
self-defeating, ‘

The central issu¢ in choosing tests for college admissions purposes is
the same as for any othér purposes-—-what use is to be made of the test
results? This in turn depends on the nature of the individual institution

~its goals, its role in our society, its facilities, its philosophy. The grow.
ing prevalence of national and statewide programs embodies a real
danger that individual differences among institutions of higher education
will be overlooked. The advantages of uniform testing programs may be
purchased ab the excegsive price of ignoring one of the greatest strengths
of our educational system—the variety of functions performed by our
colleges and universities. If every institution were concerned with select.
ing for admission only the intellectually elite and in providing the same
kind of education to all those it admitted, a single set of tests might be
prescribed for all. As long as we have state universities and highly
selective private colleges, liberal arts colleges and agricultural colleges,
cultural emphases and vocational emphases, it is unlikely that one set of
tests, or one program of tests however thoughtfully devised, will ade-
quately serve the needs of all. Rather a varieiy of tests and a variety of
programs is essential if each institution is to approximate the require.
ments of its own special circumstances.

Certainly every institution needs tests which are reliahle; but is the
same test reliable for every institution? Not nnless it is a most inefficient
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instrument, Our institutions of higher education vary widely with re.
speet to the levels of talent in the students they admit. If a test is to have
enough difficult material to discriminate reliably among the top twenty
per cent of our students, and enough casy material to Jiscriminate
reliably among the hottom twenty per cent of college freshmen, the test
will be far too long for practical use in either group. Further, the large
number of easy items is likely to bore the hetter students almost as much
as the large number of difficult items frustrates the less able; and, in
cach case, the sectiens of inappropriate dificulty represent ineflicient
measurement,

An example may focus the problem of range of talent more sharply.
In one state university system last year, the same set of tests was used in
all the units of the system. The average verbal test score of the entering
freshmen in one of the institutions (College A) was more than two
standard deviations below the average score of those eutering another
institution (College B) in the same system. College B, whose {reshmen
scored highest in the state system, was only average among all the
schools which use this test. This uggests that differences in mean scores
hetween the most selective schools using this test and low-scoring
College A are fully four to five standard deviations. It is ;cobable that
for a majority of the students in College A the later half of the test
provided a depressing experience, but .no real measurement. For these
cxtminces the effective portion of the test was composed of perhaps
half’ the items printed i the hooklet. The reliability of the test for
diseriminating among these students must be assumed to have suffered
accordingly. )

The tests should be efficient--they should occupy as little of the
school’s and the student’s time as is necessary. This is not to say that the
time spent in testing is not as well spent as if equal time were devoted to
other kinds of expetience to which a student might be exposed. Rather.
it suggests that efficient tests permit the gathering of more information
within reasonable time limits, If four hours are to be devoted to testing,
we should seek full value for those four hours. There are programs which
compel some students to stay overnight in an out-of-town lodging; if
more efficient testing can eliminate this burden, such programs should
be made more efficient, The student may not be in a position to protest;
but the captive state of the student should not make his captors leas
mereiful.

To be most effective, tests should supplement information which is
ctherwise available, rather than duplicate such information. The college
which draws its students from a smnall number of local secondary schooly
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should be able to accept the students’ high school records as evidence of
their academic preparation; achievement tests are of secondary utility if
they are devoted to assessing the same information as is represented by
well-understood school grades. Where there is considerable divarsity
among feeder schools in their curricula and grading standards, the use of
achievement tests may be more defensible. However, in our enthusiasm
for tests we shoull not forget what research has so often demonstrated—
that even where students are drawn from diverse secondary schools, -
high school average is often one of the hest predietors of performance in’
college. Accordingly, instruments which are less directly reflections of
the subject matter competence of the student may previde more new
information concerning him than do tests in subject matter for which
grades are alveady available, .

There are at least two other advantages to the use of non-curricular’
tests. The use of achievement tests for college admissions all too often
exerts a disproportionate influence on the secondary school curriculum
and the secondary school teacher. Achievement tests are valid if they
weasure what the school wants to teach; but sehools frequently behave
as though their teaching is valid if their students do well on some es-
teemed achievement test, Some years ago it was commonplace in New
York to hear the complaint that the final semester of a course was de-
voted entirely to specific preparation of the students for the Regents
examination; then, for several years, the issue appearcd to have been
resolved. Today, onee again, another set of tests occupies a similarly
dominant position. Those of us who are responsible for developing such
tests may find ready tefuge in the statement that we do not recommend
that the school or teacher adopt this subservient role—that the tests are
intended to follow, not determine, the curriculum. But as long as subject
matter tests serve college admissions purposes, we must expect teachers
who are anxious to help ecollege-bound students-—and teachers whose
own performance will be judged by their pupils’ suceess on these tests—
to concentrate on the tests as much as on the course.

A second advantage of tests which are not curriculum oriented is their
potential for rescue functions. There are students whose formal aca-
demic preparation i defective-- those who were unstimulated by their
conrses or their teachers - who may nevertheless be salvaged. Their pre.
vious faihure to Jearn may have been the result of delayed maturity on
their part, or of an uninspired cducational enviconment. That these
stwlents have not learned what their courses offered would be docu-
mented by conrse grades and by achievement tests alike, To reveal that
they coudd leacn tequires a different kind of predictive measure.

'
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The proportion of student- who do poorly in high school, then find
Ahemselves when they are given a chanee to do college work, may be
small, but the al<olute number of such <tudents is large enough to
warrant s>fous attention. A large midwestern state university found
its 1957 ertering class 188 students who scored among the top twenty.
five per cent on the College Qualification Tests, and were in the lowest
quarter of their high sehool class, More than half of these students at-
ained a fiest semester grale point average of 2,0 (C) or better. In this
<ame class, there were 311 freshimen who were uls_o,in the top quarter on
the COT and in the thinl quarter in high schoo! rank. Three-fourths of
these freshmen carned asgrade point average of 2.0 or better, These re
students 300 of them in w single fresbmen class— for whom prognosis
o the basis of past acaclemic achievement would be pessimistie, but who
were correetly ientified by the tests as being capable of at least initially
stisfactory work in college,

There are a number of considerations which cach institution must
resolve foritself before it adopts an admissions battery or accepts a
')I'U;{I'-‘ll” ‘I"\'iil'l' |') same Ul‘l‘i(l(' ﬂg('"('ly-

1o Will apoliey of selective admissions be practiced, or is the in-
~titution obliged, pervhaps by state charter, to admit all applicants
who e et certain minimum requirements?

Adrighly etoemed private lileral arts college has the privilege of select.
g only those stindents who show greatest intellectual promise. Some
state unnversities do not have that swne privilege, Society has preseribed
that notouly the elite shall be educated; all who can profit from collegiate
edacation indiveese curricula and at varying levels of intellectual demand
are o he given the oppottunity for further academic training. It is true
that even publicly supported institutions are finding it necessary, he.
canse o swelling hordes of applicants and limited classroom capacities,
to exercise some selection. But the exclusion of the least promising from
the great mass of applivants i< a quite different task from that of choosing
sl numiber of the elite from an alveady self-selected group of top-
ranking candidates, One should expect that tests differing in difficulty,
amel perhaps in Kind, are necessary for these different tasks.

2. Whether or not selective admissions willbe practiced, are students

Placed i different elasses or seetions on the basis of test results?

I fre-hman courses are offered at more than one level to students with
hfferent academic prepaation, achievement tests may be useful to ap-
praise the student’s competenee at entranee, If there is a course in chem-
vty for advneed stindents and another for students who have not
previonsly taken chemistry- and if the student’s record of high school
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courses is judged insufficient to testify to his knowledge of the subject—
a chemistry test may be advisable. If, on the othier hand, the same first
course is offered to ull students regardless of previous exposure, a sub-
ject matter test is probably less crucial.

3. Will the faculty make use of the test results in its teaching, or are

the tests primarily to serve a screening function?

I the biology or history teacher will use the information gained from
tests i his subject matter to plan his instruetion, achievement tests may
bee lesirable for students entering the course. There i# many a faculty
‘member whoy rightly or wrongly, expresses indifference to how much
subject matter the student has learned before he enters the class; rather,
it is whether the student can learn, and is willing to learn, what the
professor wishes to teach him that is crucial. This teacher may be one
who is unconvineed by the suggestion that what the student has learned
in the past is predictive of what the student will learn in the future. Or,
this mav be a teacher who, faced by overflowing classes of students with
a wide range of previous preparation in the subject, has recognized the
futitity of trying to tailor his teaching to the varying amounts of knowl-
edge pessessed by the individual entering freshmen. All students are
treated by these two professors as essentia’ly equal and uniformed on
entranee to the class. High school course records in the subject are not
seen as helpful by these professors; achievement tesgresults are likely to
he equally ignored by them,

I a test is to be nsed primarily as a screening device rather than as a
basis for instruetion, a scholastic aptitude measure will be more efficient
amd more broadly applicable than a subject matter test. -

1. How many enrrienla does the school offer?

The small liberal arts college may require that all students take a
standard, prescribed curriculum for the most part, with a small number
of electives, A large state university may he eomposed of a number of
colleges - such as seience and letters, agriculture, education, nursing,
pharmacy and engineeving- - with cach college in turn offering more than
one enrriculum. The variety of curricula in the state university probably
assures that the student bodies of the several colleges also vary, in level
of ahility as well as in arcas of academic interest. A mininal program
which would prove satisfactory for the homogeneous freshman class of
the liberal arts college might well prove inadequate for the heterogeneous
popnlation which enters the complex state university.

Dr. Hurold Gulliksen. discussing several papers at a recent symposium
said, in effeet, “Onee again we have heard excellent presentations of the
problems in this area and the questions that need to be asked. It would
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be nice if, sometime, we might have a paper which supplied answers.”
Since the views embodied ahove express the conviction that no single
battery of tests will serve equally in all institutions, an attempt to pro-
pose such a battery would be inconsistent. Nonetheless, a general ap-
proach can be presented.

The core vf an admissions testing program should include measures
which appraise the student’s command of our two most important symbol
systems, verbal and quantitative. The ability to manipulate verbal and
numerical concepts has almost invariably been shown to be associated
with success in future learning at all educational levels. Opinions differ
as to how these abilities may best be tapped—by synonyms, antonyms or
verbal analogies, by number serics, problem-solving, or numerical cora-
putation—but there should he little dispute that some kind of effective
appraisal of verbal and numerical abilities is essential. A third component
might be a brief test of information, sampling broadly from the general
arcas of physical and social science. This test would be intended to pro-
vide some reflection of the student’s educational background where
feeder schools and their marking systems are diverse. As a fourth com-
ponent, a reading test might well be included as much for use in guidance
and identification of students ip need of remedial training as for pre-
dictive purposes. Then, because the student’s outlook toward scirool may
indicate how he will react to the éducational process, a survey of his
beliefs and attitudes with respect to study, to teachers and to the general
academic environment might well be in order. Beyond this core, adili
tional testing with respcct to special abilities (such as space perception)
or specific subject matte: competence (e.g., formal mathematics), may be
added according to the particular character of the institution and the
readiness of faculty to utilize the test results as a basis for teaching.

With respect to tests as a basis for awarding scholarships, one needs
first to inquire what purpose the scholarships are to serve. If we are
simply seeking the academically most promising, then a verbal and
numerical test of sufficicnt difficulty to challenge the top two, or five, or
ten per cent of secondary school graduates will do a satisfactory job. If
scholarships are intended to provide additional recruits for special
areas of our society—scientists, social workers, teachers or missionaries
—the tests to be used, and scores which will qualify the accepted
candidates, must be tailored to the task.

One could make a brief for examining the subject area competence of
students in areas in which they had not had previous schooling. There
are undoubtedly students who have learned a great deal about mechanical
things through their own curiosity, through reercation and experi-
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mentution, through observation and self-directed reading rather than
through formal course work. If scholarships encouraged the further
development of students such as these, a potential additional source
of creative talent might be uncovered. A brief could be made, too, for
awarding scholarships to those who are not in the highest ranks of
academic promise but who can contribute importantly nonetheless. We
award scholarships to students many of whom would go on to college in
any|event. If instead, potential teachers could be located and sub-
sidized —students who are not in the op ten per cent of their class, whose
scores on our usual schelarship tests are mediocre, who would not
otherwise pursue further education, who might not carn the highest
grades in a teacher training course but who could successfully negotiate
a teachers college program and would enjoy teaching—more would”
he contributed by scholarships for this purpose than by the ego-satisfying'
but unessential suppert of those whose careers are not genuinely affected.
Lower qualifying scores, or even different examinations, should be
cmployed for this kind of scholarship award.

To summarize: the kinds of tests that are appropriate for college
admission and scholarship programs are those which are best suited to
the individual institutiou and the particular purposes of the scholarship
donor. No one testing progriam will suit all schools or all purposes.
There are many good tests, It is incumbent on the conseicatious user to
select from among them those which most nearly meet his special needs
and circumstances, Otherwise, the tests which have provided milestones
along the road of educational progress may hecome millstones around
the neck of the educational process.
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