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FOREWORD

For more than a decade declining college admissions .test scores have posted serious questions
for school administrators, board members, teachers, and the public. Standardized college ad-
missions tests such ¢s the College Entrance Examination Board's Scholastic Aptitude Test and the
American College Testing Program's battery of tescs are often viewed as barometers of school and
program effectiveness and as indicators of a person's native intelligence, although these tests
were not designed to fulfill these functions.

How serious is the decline in college admissions test scores? How can the downward trend in
SAT scores bé reversed? What are the implications for students, schools, and communities? These
are some of the hard questions that school boards and school policy makers have attempted to answer
since the mid-1970s. 1In some instances, intensified inquiry into the transition from high school
to college has resulted in a reorganization of Qﬁf;ﬁiﬁﬁfgzhool curriculum, a mandate for minimum
competency testing, and an expanding debate ove;/khe role of standardized testing in American
society. Public attention is now focvsed on the debate between the makers of standardized tests
and numerous test critics including consumer advocates, public interest groups, and some educator
organizations. Standardized tests such as the SAT anc ACT are the object of intense scrutiny to
determine whether they are, in fact, valid, reliable, and able to predict a person's potential to
perform college-level work.

This ERS Report provides a comprehensive review of recenc trends in college admissions test
scores, as well as an objective analysis of major issues affecting college testing. The Report
summarizes the debate between consumer advocate Ralph Nader and the Educational Testing Service,
the issue of special preparation for the SAT, and recently enacted and proposed truth-in-testing
legislation that would regulate the testing agencies. Also included are two surveys that provide
valuable information concerning the use of test scores by colleges and universities. Statements
from well-known educators present a variety of perspectives on how test scores might be improved.
Some tentative conclusions based on the data and information currently available are presented.

We hope that this Repor. will be useful to school ad.uinistrators, board members, teachers
and others who must deai with the numerous and highly complex issues affecting testing for

college admissions.

Glen Robinson
Director of Research
Educational Research Service

<
.
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The continuing national controversy over

standardized testing affects American education

. from elementary schoolsx to institutions of higher

education and confronts educ%tors, school
officials and others with difficult questions.
For nearly two decades many educators and much
of the public have been concerned and alarmed by
reports of declining college admissions test
scores. Broad media at;ention to declinipgd,
college admissions test scores has resulted in
public concern and demand for immediate remedies
for what many perceive to be a decline in educa-
tional quality thronghout the nati&n.

With the recent emphasis on bé&ic educa-
tional skills and the tightening oﬁ!academic
atanéarda, many persons have been hbping for a _
reversal in declining standardizedrkollege ad-
missions examination scores. Howajer, scores
on the Scholastic Aptitude Test (SAT), taken
by one-third of the nation's three million high

thool seniors, dropped to record\low levels in
1980, continuing a trend that begén more than

15 years ago. [69:3; €6.2:4; 289.£}* This de-
cline hd; been viewed by some as evidence of
deterioratfoa of the nation's secondary schools
arnid has helped spark nationwide campaigns to regu-

late standardized testing. [31:A3; 123:3}-

ERIC

-

*Bibliographic referenceg cited in thls text are noted by numbers within brackets.

INTRODUCTION

The continued test score decline has stim-
ulated serious debate over whether the SAT is
an appropriate measure of educational quality,
whether cther measures can better 1ndi§ate
intellectual readiness for academic %and
predict college poteniial, whether the SAT
discriminates against minority students and
perpetuates a class sy tem ""in the guise of
merit,"” and whether the test makers are account-
[187:58G-64GE; 188:219]

able to the public.
gTHE‘purposes of this ERS Report are to

assemble facts about recent trends in college

admission testing among secondary school stu-
dents, collect information and opinions re-
garding the reasons for declining college ad-
missions test scores, and summarize sugges-
tions for imp.oving:test scores. In addition,
important issues affecting college admissions
are examined. Included are summaries of

the debate between Ralph Nader -and che Edu-
cational Testing Service (ETS), the effects
of coaching in preparation for the SAT, and
the background of truth-in-testing legisla-
tion. ¢ élatements from college admissions
personnel on the use of test scores are also
provided t? give an overview of the college

admissions process.
o,

The number

before the colon indicates the entry number within the reference scction beginning on puye 147; the
nuwnber following the colon indicates the page(g) within the entry. Where no colon appears the ~ita-

tion refers to the éntire entry.

Multiple citazions are separated by semicolons.
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TRENDS IN COLLEGE ADMISSIONS TEST SCORES

Secondary schools across the nation are un-
der fire to revarse the test score decline that
is well into its second decade. [168:ELl] 1In
particular, attention has centered on the Scho-
lastic Aptitude Test and the American College
Testing Progiam (ACT). The SAT and ACT are
standardized college admissions testsCaesigned
to measure a candidate's developed mental abil-
ities and potential t~ perform first-year college
work. These tests are intended to supplement
the candidate's academic record and accomplish-
ments. [19:15; 17:1, 3] Since the quality of
the high school curricula and standards in grad-
ing practices vary considerably mong the nation's
high schools, standardized admissions t;sts such
as the SAT and ACT are used to provide a 'common
currency' that allovs admissions officers and
counselors to place itudents on the same footing
regardless of sccial d4trata and geographic loca-
tion. [69:2-3]

weight given to admissions test scores in the
2

Colleges differ, however, in the
gselection of freshmen. Many private four-y=ar
colleges consider test scores a very important
factor in the admissions process, while many two-

year colleges do not require them. [44:4]

Origins of the College Board's
Admissions Examinations

In an attempt to introduce order into tha
transition from high school to college, the Col-
lege Entrance Examination Board (CEEB) was

ERIC
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organized at Columbia University in November
1900. The fi-st CEEB admissions tests were es-
say examinations designed by well-known scholars.
In 1901, 973 candidates wrote essays i. history,
Greek, Latin, G&rman, French, English, mathema-
tics, chemistr ', and physics. In 1926, Carl
Campbell Brigham, a Princeton University psychol-
ogist, introduced the more familiar multiple~
choice SAT.

administered to 8,040 candidates, consisted of

The original multiple-choice SAT,
nuine subtests: paragraph readiag, logical in-
ference, analogies, definitions, artificial
language, antonyms, arithmetical problems,
classification, and number series. Three years
later Brigham divided the SAT into two separate
sections measuring verbal and mathematical apti-
tude. During the 1930s CEEB concentrated on im-
proving the consistency of i  operations and
strengthening the technical aspects of test con:
struction. The increasing numbers of candidates
taki.g the SAT prompted CEEB to provide a means

of comparing SAT scores among the different stand-
ardized test forms. In April 1941, the group of
1,654 high school seniors tested became the
standardization group for all subsequent forms
of the SAT. Since then, SAT scores have been
equated directly to preceding test forms and in-
directly to the April 1941 standardized form.
This procedure, according to CEEB, insures that
test scores hﬁve the sawes meaning from year to
year and that the scoring represents the same

level of ability regardless of the group tested,
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the difficulty of the test, or the time of year
tested. {19:1-3, 32]

The SAT 1s designred tc measure verbal and
mathematical reasoning abilities on a standard-
1zed score scale ranging from 200 to 800. A
score of 200 represents the lowest -score reported,
while a score of 800 represents the highe<t score
reported. Thus, the 500-point merely marks the
midway between the two end points of the scale.
In April 1941 the mean score and standard devia-
tion of the initia! standardization group were
500 and 100, respectively. These scores, how-
ever, do not represent the mein score and stand-
ard deviation of all high school seniors or of
all college freshmen who have since taken the
SAT. [19:11] Since the SAT candidate group is
self-selected and does not represent all high
school seniors who plan to atténcd college, spe-
clal norm studies were conducted in 1960, 1666,
and 1974 to obtaln representative norm data on
all high school seniors. [19:81-82; 6:15-16]

As shown in Table 1, the mean norm SAT
score for the national high school sample is
368 for the verbal section and 402 for the mathe-
matical section. Norms for college-bound seplors
are 61 points higher on the verbal section and 66
points higher on the mathematical section. For
the math section alone, mer the national high
school sample averaged 2. . naigher than
women in the naticnal sampie; of college-bound
senlors, mea averaged 50 points higher than

women.

Admissions Test Scores

8cholastic Aptitude Test.—— cach year approxi-
mately one million high school seniors seeking
admission to college take the SAT. While the
College Entrance Examination Board located in
New York City determines the policies and is
vesponsible for the SA:, the Educational Testing

Service = Princeton, New Jersey, develops and

O
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administers the tests, reports and analyzes the
test scores, conducts educational research, and
glves instructional and advisory services in
measurement and testing, both nationwide and
[6.2:4; 69:5]

Today the SAT

abroad.
is a 2!, hour multiple-cholce
test consisting of two 30-minute verbal sections
with a total of 85
matical sections with 1 total of 60 questions;
and one 30-minute experimengal section cons.st-
1ng of questions used to equate new editions of
the test to old versions and to improve test
quality. The two verbal sections (SAT-V) con-
taln antonym questions to test the extent of a
candidate's vocabulary, analogy questions to

test the ability to recognize a relationship in
a pair of words, sentence completion questions
to test the ability to recognize relationships
among the parts of a sentence, and reading pas-
sages to test interpretive and analytical skills.
The antonym and anaiogy questions comprise the
vocabulary subscore and the sentence completion
and reading passage questions comprise the read-
ing subscore. The wmathematical section (SAT-M)
includes arithmetic, algebra, and geometry in
two formats: 40 standard multiple-choice ques-
tions and 20 quantitative comparisons. [6.1:4,
8-9]

In 1962-63, test scores climbed to a peak
SAT-V average of 478 and a peak SAT-M average
of 502. Since then, both score averages have
dropped substantially, especially in the verbal
{297:6]

dented decline {n test scores, S. P. Marland,

section. In response to the unprece-
Jr., then president of the Ccllege Board, ap-
pointed a “blue-ribbon" Advisory Panel in 1975
to investigate ‘he test score decline and inter-
related {ssues. Willard Wirtz, former Secretary
of Labor, chaired the .wenty-one member Advisory
Panel on the Scholastlc Aptitude Test Score
Decline. The Panel's summary report, On Fur-
ther Examination, was released {n 1977. As

the Advisory Panc! investigated possible reasons

-~
L

questions; two 30-minute mathe-
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TABLE l.--Percentile Ranks of SAT Scores

. For national high schorl sample and For men and women separately on
for college-bound seniors* the mathematical secticns
Verbal Mathematical Men Women
Naticnal College- National College- National College- National College-

hj-" bound high bound high bound high bound

school seniors school seniors school seniors school seniors

Score sample sample Score sample sample

800 99+ 99+ 99+ 99+ 800 99+ 99+ 99+ 99+

750 99+ 99+ 99+ 99 750 99+ 98 99+ 99+
700 99+ 99 99 97 700 99 95 99 99
650 99 97 98 92 650 96 88 98 96
600 97 92 94 84 600 92 18 96 90
550 93 85 88 74 550 85 66 91 81
500 86 73 80 59 500 75 50 84 68
450 76 57 69 44 450 64 36 73 52
400 64 40 56 30 400 52 23 6l 36
350 49 24 41 17 350 38 13 +6 21
300 33 11 23 6 300 20 5 25 8
250 17 4 5 1 250 4 1 6 1
200 . - - - - 200 - -~ - -
Mean 368 429 402 468 Mean 416 494 390 444

Standard ’ Standard

deviation 111 110 112 118 deviation 117 121 104 110

*Percentile ranks for the national high school sample are based on the scores earncd by a representative sample of high
school students who took the test at a special administration in October 1974. Students in this sample were selected regardless
of course of study or intention to enroll in college. Percentile ranks for college-bound ~niors are based on the most recent
scores earned by students in the 1978 graduating class who took the SAT at any time while in high school. The percentile ranks
for the SAT-Verbal and SAT-Mathematical scores are found on ATP reports, while the percentile ranks of SAT-Mathematical scores
for men and women separately are not used on ATP reports. (Empbasis in the original)

SOURCE: Admissions Testing Program of the College Board. ATP Guide for High Schools and Colleges 1J73-51, Princeton, N.J.:
College Entrance Examination Board, 1979, 1980, pp. 15-16. Copyright 1979, 1980 by College Entrance [lxamlnation
Board. Used with permission.




*
.-~SAT Score Averages for College-Bound Seniors, 1967-1980

TABLE 2

Verbal Section
Annual Raw Annual Percent
Testing Year Male Female Total Score Change Change
1967 463 468 466 -— -—
1968 464 466 466 0 ———
1969 459 466 463 -3 -0.6
1970 459 461 460 -3 -0.6
1971 454 457 455 -5 ~-1.1
1972 454 452 453 =2 0.4
1973 446 443 445 -8 -1.8
1974 447 442 444 -1 -0.2
1975 437 431 434 -10 -2.2
1976 433 430 431 -3 -0.7
1977 431 427 429 -2 -0.5
1978 433 425 429 0 -—
1979 431 423 427 -2 -0.5
1980 428 420 424 -3 -0.7
Mathematical Section
Annual Raw Annual Percent
Testing Year Male Female Total Score Change Change
1967 514 467 492 - -
1968 512 470 492 0 -—
1969 513 470 493 +1 +.?
1970 509 465 488 -5 -1.0
1971 507 466 488 0 —
1972 505 461 484 -4 -0.8
1973 502 460 481 -3 -0.6
1974 501 459 480 -1 -0.2
1975 495 449 472 -8 -1.7
1976 497 447 472 0 ———
1977 497 445 470 -2 -0.4
1978 494 444 468 -2 -0.4
1979 493 443 467 -1 ~0.2
1980 491 443 466 -1 -0.2
*

The averages for 1967 through 1971 are estimates of
for college-bound seniors of those years if guch reports

the averages that would have been reported
had been produced.

SOURCE: Admissions Testing Program of the College Board. ANational College-Bound Seniors, 1980.
New York, NY: CEEB, 1980, p. 5. Copyright 1980 by College Entrance Examination Board.

Used with permission.

e

for the decfine In SAT scores, the SAT verbal
and mathematical test scores continued their
’ .éownward gpiral.
Table 2 lists the national SAT-V and SAT-M
dcore averages for male and female college-bound
senfors from 1967 to 1980. During this period,

average SAT-V gcores have declined 42 points for

Aruitoxt provided by Eic:

all college-bound seniors, 35 prints for males,
and 48 points for females. Average SAT-M scores
have fallen 26 points for all college-bound sen-
lors, 23 points tor males, and 24 pcints for
females.

Since 1976 the mean SAT-V score average for

cpllege-bound seniors had declined seven points,

"w
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FIGURE 1.--SAT Verbal Score Averages for College-8Bound Seniors, 1967-1980*

T —— - Males T
470 b essensaas Females i
oo Total
460
450
44)
430
420+
4 P
zocT { | 1 1 | { ! { 1 ] | I T
1967 1968 1970 1972 1974 1976 1978 1980

Year

*The averages for 1967 through 1971 are estimates of the averages that would
have been reported for college-bound seniors of those years if such reports had
been produced. Each of the 85 SAT-V questions Is worth approximately seven test
points on the College Board’s 200-to-800 point scale.

SOURCE- Admissions Testing Program of the College Board. National College-Bound
Sensors, 1980. New York, NY: CEEB, 1980, p. 5. Copyright 1980 by
College Entrance Examination Board. Used with permission.

from 431 to 424. The mean SAT-M score average recorded levels on the SAT. [6.2:5] CEEB char-

has declined six points, from 472 to 466. DBe- acterized the most recent declines as disappoint-

tween 1976 and 1977 both SAT-V and SAT-M score
averages declined two points. From 1977 to 1978
SAT-V score averages stabilized at 429. This
temporary leveling off was the first positive
sign in SAT-V scores since 1968. During the
1977-78 period, however, the SAT-M score averages
declined two points, from 470 to 468. Eetween
1978 and 1979 the verbal score average declined
two points, and the mathematical score average,
one point. In 1980 the verbal score average de-
clined three points, to 424, and the mathematical
score average declined one point to 466. Thus,

the 1980 SAT score averages represent the lowest

ing in light of "efforts by many schools to im-
prove education.’ [289.1:4]

. The SAT-V score average of males fluctuated
between 433*and 431 betweer 1976 and 1979. 1n
1980 the SAT-V score average of males declined
three polnts from 431 to 428. Since 1976, fe-
males' verbal score average has declined con-
sistently from 430 to 420. Between 1976 and 1977
the SAT-M score average of males stablized at 497,
and then declined three pniggs in 1978. The fol-
lowing year the SAT-M score average of males de-
clined another point. 1In 1980 the score average

of males declined two additional points to 491.

ERIC , ,
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FIGURE 2.--SAT Mathematical Score Averages for College-Bound Sentors, 1967 1980*
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*The averages for 1967 through 1971 are estimates of the averages that would have been
reported for college-bound seniors of those years if such reports i1ad been produced. Each of
the 60 SAT-M questions is worth approximately n:ne test points on the Colliege Board’s 200-t0-800
point scale.

SOURCE* Admussions Testing Program of the College Board. National College-Round
Seniors, 1980. New York, NY; CEEB, 1980, p. 5. Copyright 1980 by
College Entrance Examination Board. Used with permission.

From 1976 to 1979 the SAT-M score average of fe-
males showed an annual decline of one point. In
198G the score average of females stabilized at
443, (6.2:5]

Table 2 also shows that between 1968 and
1972 score averages for college-bound seniors
declinec¢ continually on the SAT-V and fluctu-
ated on ~he SAT-M. Between 1973 and 1975 the
decreases in both SAT tests became more acute.
Since 1976 SAT score averages have continued to
decline, but at a lesser rate than in the early
1970s.

The dowrmward trend exhibited by the SAT-V
score averages for college-bound sehfors from
1967 to 1980 is indicated in Figure 1. The

-~ ERIC
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trend on the SAT-M section is shown in Figur: 2.
Table 3 shows the approximate values of
the individual ATP tests, the numper of test
questions on each test, and *he range of their
score scales. According to ETS, the 85 SAT-V
test items are worth approximately seven points
each and the 60 SAT-M test items are worth ap-
proximately nine points each on the College
Board's 200-to-£00 point scale. These point
values vary slightly depending on the difficulty
and length of th¢ test items. Between 1967 and
1989 the combined score averages for males and
females on the SAT-V de_lined 42 puints (an av-

erage annual decrease of 3.23 test points). Ap-

plying ETS's estimated value of seven points for

-
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TABLE 3.--Score Scales, Number of Test Questions and Appioximate Incremental
Values in Scaled Score for Questions Answered Correctly on the
Scholastic Aptitude Test (SAT), Preliminary Scholastic
aptitude Test/National Merit Scholarship Qualifying
Test (PSAT/NMSQT), Test of Standard Written English
(TSWE), and Achievement Tests, 1980

Number of Test Approximate
Individual ATP Test Score Scale Questions Values
1. SaT-Verbal 200-800 8¢ 7
2. SAT-Mathematical 200-800 00 9
3. PSAT-Verbal 20-80 65 0.9
4, PSAT-Mathematical 20-80 50 1.0
5. TSWE 20-80 50 1.0
Maximum score
reported is 60+
6. English Compositicn 200-800~ 95 on old forms; 90 on new 6
forms; 70 when the ECT has
an essay component
7. Literature 200-800 60 9
. 8. American History and
Social Studies 200-800 106 6
9. European History and
World Cultures 200-800 100 6
16. Mathematics Level I 200-800 50 10
11. Mathematics Level II 200-800 50 9
12. Biology 200-800 100 6
13. Chemistry 200~800 90 6
14, Physics 200-800 75 6
15. French 200-800 85 6
16. Spanish 200-800 85 5
17. German 200-800 80 6
18. Latin 200-~800 75 6
19. Hebrew 200-800 90 4
20. Russian 200-800 80 6

*ppproximate incremental “ralue in scaled score contributed by each question answered correctly. Four

decimal values are used in the actual conversion of raw scores to the College Board Scale.

Estimated in-

cremental values may varv slightly from one form of the test to another because of the differences in test
difficulty, length of reading passages, or occasional variations in the number of test questions.

SOURCE:

Information used by permission of Educational Testing Service, Princeton, NJ, December 1980.

each SAT-V test item indicates that 1980 test
takers answered, approximately six fewer verbal
test items correctly cumpared to their counter-
parts in 1967. This represents an average annual
decrease of 0.46 SAT-V test items; that is, evéry
two years the average SAT taker missed one addi-
tional verbal test question.

Between 1967 and 1980 combined score aver-
ages for males and females on the SAT-M declined
26 points (an average annual decrease of 2.00
test points). Likewise, applying ETS's estimated

value of nine points for each SAT-M test item

shows that, in 1980, SAT test takers answered 2.88
fewer mathematical test items correctly compared
to the average 1967 test taker. This represents
an average annual decrease of 0.22 SAT-M test
ftems. Thus, every four years the average SAT
taker missed one extra mathematical test question.
The combined total SAT-Y and SAT-M score
averages for males and females declincd 68
points between 1967 and 1980. This is equal to
an average annual decline of about 5.23 test
points. At approximately eight points per ques-

tion, this means thac 1980 SAT test takers

~J




answered approximately 8.50 fewer test items cor-
rectly on a 1l45-question exam compared to 1967
SAT test takers. Over the l3-year period, this
correspends to a total decrease of two-thirds
of a test item each year for the average SAT
test taker.

Gince 1976 the number of seniors with SAT
scores above 600 has decreased from eight per-
cent to seven percent on the verbal section and
from 17 percent to 15 percent on the mathenati-
cal section. The number of candidates scoring
in the middle range, between 400 arnd 600, has
declinecd two percent on the,verbal gection to
50 percent and declined one percent to 54 per-
By 1980 the

number of students scoring below 400 increased

cent on the mathematical section.

two percent in the verbal section, to 42 percent,
and increased one percent in the mathematical
section, to 30 percent. [10:14; 6.2:12]

Traditionally, more male candidates than
female candidates have taken the SAT. The 1974~
75 academic year marked the first time that the
number Sf females exceeded males. In 1980, for
the sixth consecutive year, the percentage of
femalé teat takers exceeded males, 51.8 percent
to 48.2 percent. [10:5; 6.2:4]

According to the College Board, the scores
of two individuals on the same SAT must differ
by more than 1.5 times the standard error of the
difference to ensure that the higher score indi-
cates greater ability and is not the result of
neasurement error alone.

SAT (Form 3, administered in May 1978) ' ‘ws

Latest data for the

that the standard error of the diiference for
the SAT-V is 43, and for the SAT-M, 46. [6:10]
This means that two SAT-V scores would have to
differ by more than 65 points (43 x 1.5) and

two SAT-M scores would have to differ by more
than 69 points (46 x 1.5) for one to be sure
that "there is a genuine difference ir the abil-
ities being mzasured.'" [6:11]) Differences in
teat scores of two individuals of lesgs than 1.5

times the standard error of the difference

Aruitoxt provided by Eic:

should not be coasidered significant, the Col-

"lege Board states. e

Student Descriptive Questionnaire .-~ Each year stu-
dents who take the SAT are asked to complete the
Student Descriptive Questionnaire (SDQ) which in-
cludes questions about the candidate's background,
academic accomplishments, extracurricula activi-
ties, ethnic group, family income, and intended
area of college study. The voluntary response
rate of the SDQ has risen from 77 percent in 1976
to 91 percent in 1980, thereby providing a nearly
complete profile of about two-thirds of all high
school graduates who go immediately to college.

[6.2:4] A comparison of the responses of the

/
high school seniors on the 1976 and 1980 SDQs in-

dicates the following trends:

o The percentage of students who identified
themselves as belonging to an ethnic mi-
nority rose from 15 percent in 1976 to an
all-time high of 18 percent in 1980.

Women comprised 55 percent of all minority

students. [10:5; 6.2:7] Recently released
data (1980) comparing the test score aver-
ages of 350,000 whites, 31,000 blacks, ard
5,500 Chicanos who took the SAT between
1972~73 and 1976-77 indicated that whites
averaged 455 on the SAT-V and 493 on the
SAT-M.
were 80 SAT-V points and 81 SAT-M points

In contrast, Chicanos' averages

lower than whites, while blacks' averages
were 119 SAT-V points and 134 SAT-M points
lower than whites. 1In testimony before
thé House of Representatives Subcommittee
on the Civil Service, Winton-H. Manning,
a senior vice-president of ETS, stated
that differences in test scores among
ethnic groups should "come as no surprise
to anyone familiar with the historically
unequal education available to blacks as

compared with whites or with correspond-

ing differences in social, economic, and

)
b
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occupational spheres of ‘merican itte.'

{135:5]

e Between 1976 and 1980 the median ;arental
contribution to the costs of education
declined, from $1,170 to $920. The abil-
ity of families to contribute financially
varied considerably among ethnic groups.
Since 1976 the median contribution of
whites declined from $1,380 to $1,160;
for Orientals, from $860 to $520; for
American Indians, from $570 to $44(; for
Mexican Americans, from $210 to $50; for

Puerto Ricans, from $200 to $0; and for

In 1980, 71 percent of the seniors re-
ported themselves to be in the top two-
fifeths of their Aign soncol :lace com-
pared to 75 percenc in 1976. Almost

all the other seniors reported themselves
to be in the middle fifth 1n both jears.
[10:6; 6.2:7]

Since 1976 the gap between the percent-
age of men and women aspirin: tocurd 2
professional deyrec has narrowed. By
1980 the percentage of women reportinrg
plans to study for a professiona. degree

rose from 15 percent to 16 percent, while

the percentage of men declined from 24

blacks, from $100 to $0. About half of

Puerto Rican and black families could percent to 20 percent. [10:9; 6.2:8-9]

not make financial contributions, while e The 1980 seniors indicated that their
the other half could make some contribu- most popular area of intended study was
business and commerce, up from 12.6 per-

cent in 1976 to 18.6 perce-*+ in 1980.

tion. The College Board also reported
in 1980 that 21 percent of families coulu
pay for the entire annual costs of educa- Interest in health and medicine declined
tion at a public four-year college (aver- slightly to second place, from 17.9 per-
aging $3,409), while 11 percent of fami- cent to 14.7 percent. Engineering reg-
lies could afford the average annual cost istered gains from 8.4 percent to 11.1
of a private four-year colliege ($6,082). percent, and the social sciences, from
{10:6; 6.2:8]} 6.8 perce.c to 7.8 percent. Continuing
e The percentage of seniors indicating that a trend that began in 1973, interest (n
education declined from 8.7 percent to

6.1 percent. [10:10; 6.2:9}

they planned to seek part-time work in
college to help finance their education
declined from 43 percent in 1976 to 3¢

percent in 1980. [10:6; 6.2:9]
: Test of Standard Written English.——~ The Test of

Standard Written English (TSWE) is administered

e For the fourth coasecutive year, the s~

timated grade point average (GPA) for

males and females combined declined from with the SAT. The 30-minute TSWE contains 50

3.12 to 3.06 on a four-point,scale In multipie-choice questions designed to evaluate

1980 males reported GPAs of 3.00 compared a cancdidate's ability to recognize the basic

o1 € N i -
to 3.05 in 1976; females reported GPAs ot principles of grammar, usage, diction, punctua

3.12 compared to 3.18. During this pe- tion, and effectiveness of expression. [6.1:9]

, 15 s
riod, the percentage of students who in- The TSWE has 35 usage questions and sentence

{icated that they had taken advanced or correction questions. [11:16] Scores are re-

ported on a 20-to-80 scale, vhich corresponds

to the SAT scale of 200 to 800. Since the TSWE

honors courses in English declined by

one percent (:o l4 percent), and in math-

i
ematics by two Sércent (to 14 percent). s intended only to assist college admissions

[10:6; 6.2:6-7] personnel in placing students in appropriate
+Qy 2 6.0

El{lC 20
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FIGURE 3.--Test of Standard Written English Averages by Sex, 1975-1980*
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*Each of the 50 TSWE questions is worth approximately 1.0 on the College

8oard's scale of 20 to 80.

SOURCE: Admussions Testing Program of the College Board. National College-Bound'
Servors, 1980. New York, NY: CEES8, 1980, p. 5. Cop.right 1980 by
College Entrance Examination Board. Used with permission.

freshmen Tnglish courses, the scale has been trun-

“cated at 60+. [10:7-8; 6.2:5 .

Although males have had higher average scores
on the“SAT-V since 1972 and on the SAT-M since

.
1967, females have had higher average scores on

the TSWE since its introduction in 1975. Between

1975 "and 1980, the average score of women on the

* TSWE declined from 44.3 to 43.0. (See Figure 3.)

During the same period, the average‘acore of men
declined from 42.2 to 41.7.
for both sexes combined has declined from 43.2

The average score

to 42.4, a decrease of 0.8 test points. [10:8;

9:7; 8:6; 7:5-6; 6.2:5-6]

the 50 test questions are worth approximately

According to EIS,
1.0 point: each. Thus, the dgcrease-of 0.8
points for both sexes combinéd duriﬁglthe last
five years corresponds tdﬁslightly less than
one test question. .

The standard error of the difference for
the TSWE administered in Mav 1978 (Form 3) was
3.7. !
than 7.8 (5.2 x 1.5) 'shkould not ke considered

Therefcre, test score differences of less

significant when comparing the scores of two in-

dividuals cn the TSWE. [6:10]}

0~
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TABLE 4.--Achievement Test Score Averages, 1972-1980

Average for All
Achiievement Tests

American History/

Social Studies 492 498 498 494 493 492 496 480
Biology 535 532 545 544 543 543 544 547
Chemistry 568 572 581 569 567 574 577 575
English Composition 516 ’ 517 517 515 532 516 512 514
Eurcpean History/

World Cultures n/a n/a n/a 521 531 526 507 516
French 539 544 560 553 5543 553 552 554
German n/a n/a n/a 547 555 551 553 550
Hebrew n/a n/a n/a 577 579 581 589 588
Latin n/a n/a n/a 514 524 517 508 524
Literature n/a n/a n/a 522 525 526 521 522
Mathematics Level I 541 537 545 545 546 547 541 537
Mathematics Level IT n/a n/a n/a 660 665 666 665 657
Physics n/a n/a n/a 6014 592 593 591 580
Russian n/a n/a n/a 540 559 575 587 613
Spanish 530 539 560 544 547 5‘)35 S44 542

S0URCES: Admissions Testing Program of the College Board. C(ollege-Bound Seniovs. New York, NY: CEEB, 1977 -(1977), p. .8;"
1978 (1978), pp. 1l-14; 1975 (1979), pp. 13-14; 1980 (1989), pp. 13-14. Copyright 1977, 1978, 1979, 1980 by
College Entrance Fxamination Board. Used with permission.
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FIGURE 4.--Achievement Test Score Averages, 1972-1980' English Composition, Literature,
American History/Social Studies, and European Hisory and World Cultures
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SOURCES: Admissions Testing Program of the Coliege Board. College-Bound

Seniors. New York, NY: CEEB, 71977 (1977), p. 8; 1978 (1978).
pp. 13-14; 1979 (1979), pp. 13-14; 1980 (1280}, pp. 13-14,
Copyright 1977, 1978, 1979, 1980 by College Entrance Exarmination

Board. Used with permission.

Y

Achlevement tests.—~ With the exception of the

- English composition test, which has a 40-minute
‘multiple-choice section and a 20-minute essay on
the December edition, the achievement tests are

. one-hour tests in 15 ac'ademic subjects. Some

achievement test scores are used in the admig-
sions procers while others are used for placement
and ﬁuidance. [6.1:4] .
million candidates take the SAT annually, fewer

Although mrore than one

than one in five took at least one achievement
®  “test in 1980. [6.2:11] Students who take the

achlevement tests are characteristically o 2

higher ability, according to thé'College oard.

[6.2:6] Unlike Ehe continuous decline in“SAT

scorr8, Table 4 shows that the achievement tests

present a mixed picture of score gains, declines,
“  and stability. 7
. l{[lc '

E
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Figure 4 indicates the trends in the English
Composition, Litera‘ture, American History/Social
Studies, and European History and World Cu..ures
ackievement test scores from 1972 to lde.

® Englich Composition: With the exception
of an aberration in 1976, test scores on
the English Composition test appear to
The 1980 average of 518 is

two points higher thar the 1972 average.

be stable.

There are 95 questions on the older edi-
tions of the test, 90 on the newer, and
70 when the essay éomponent is included.
Each test question is worth approximately
six points. A difference of less than 71

points should not be considered signifi-
; cant when comparing the test scores of

two students. When the essay compontnt

\
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FIGURE 5.-Achievement Test Score Averages, 1972-1980
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- Copynght 1977, 1978, 1979, 1980 by College Entrance Examination N

Board. Used with permission.
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is included, test scores of less than

69 to 81 points are not considered

significant.
e [Literature: Literature test score. ex-
perience’ small fluctuations between
1975 ani 1980. Thex1940 average of 524
is two points tigher than the 1975 aver-

age, ch of the 6J questions is worth

y nine test points gn the
200-to-800 scale. Only

approxfha
College Boar
when the sco L two atudents ‘icfer
by 80 points or more can it be assured
that there “é real differences in stu-
dent ~hilities
' o American History and Social Studies:
" Compared to the 1979 average, “he 1980

* Mmerican History and Social Studies test

Q ,-
-
2,

score increased 2] points to 501, its

highest recorded level. Each of the 100
test questions are worth approximately
six points. When comparing the scores
of students on this test, differences of
fewer than 68 points are not considered
significant. )
® - Furcpean Higtory and World Cultures: In
1980 the European History and World Cul-
tures test score average reached an all
time hiqﬁ of 539, up 23 points from the
previous year. The point value of each
of the 100 test questions is fixed at
six points. Differences of less than
66 points in the scores of two students
on this test should not be considered

significant.

]
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Figure 5 indicates the trends in the Biology,

Ch: ~istry, Mathematics Level I, Mathematics Level

11, and
te 1980.
°

ERIC
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Physics achievement test scores from 1972
Biolojyy: 1n 1980, biology test scores
averages increased for the third consecu-
tive year. The 1980 average of 551 is
the highest level recorded and is 16
points above the 1972 average cf 535.
The value for the 100 questions is fixed
a; six points. When comparing the fest
scores of two students, a difference of
more than 63 points is necessary in order
to determine that one student hLas greater
ability than another.

Chemigtry: Although the chemistry test
second

573 is

score average has declined for the
vear in a row, the 1980 average of
six points higher than the 1976 average
of 567. Each of the 90 questions has a
fixed value of six points. Differences

in test scores of more than 59 points are
necessary to distinguish between the abil-
ities of two students being measured by
this test.
Mathematics Level I: Since 1977, test
score averages on the Mathematics Level 1
test have declined 11 points from 547,
the all-time high. Viewed from a longer
perspective, the 1980 average is five
points lower than the 1972 average of 541.
Each of the, 50 Mathematics Level I ques-
tions is fixed at 10 points. A difference
of less than 75 points, when comparing

two students' scores, is not considered
significant.
Mathemitics Level [I: For the third
consecutive year, the Mathematics Level
I1 test score average declinea. In 1930
it reached its lowest recorded level,
653, but remains the highest average
amoag all the achievemencxsﬁPts. Point

values for each cf the 50 questions

are fixed at rine points. Only when test
score averages exceed 72 points can one
be sure that there is a difference in the
abilities of two students being tested.
Physics: The 1980 physics test score
average of 592 is 12 points higher than
the 1979

the 1975 average of 601.

verage, but nine points below
Fach of the

75 questions has a value of six points.
Test score differences between two stu-
dents of more than 62 points are needed
to be certain that there is a real dif-

v

ference in student abilities.

Figure 6 indicates the trends in the French,

German, Hebrew, Latin, Russian, and Spanish

achievement test scores from 1972 to 1980.

)~
~ )

French: The 1980 average on the French
test of 550 is four points below the
1979 average, but is 11 points higher
than the 1972 average of 539. Each of
the 85 French questions is worth approxi-
mately six points. Differences in two
students' scores of less than 60 points
are ;ot considered significant.

German: Test score avcrages in German
have been relatively stable. Since the
1976 average of 555, test scores have
The 1930 aver-
Each of the 80 quections is

Only

fluctuated five points.
age is 552.
worth approximately six points.
when differences in students' test scores
exceed 57 points can one be reasonably
sure that the higher score indicates
higher developed abilities.

Hebrew: With the exception of a decline
of one test point in 1979, the Hebrew
test score average has climbed consist-
ently in the last six years. The 1980
average of 600 was the highest recorded
level, 23 points more than the 1975 av-
erage. Each of the 90 questions 1is
worth approximately four points. A dif-

ference of more than 42 points in the



FIGURE 6.--Achievement Test Score Averages, 1972-1980 French, German, Hebrew, Latin,
Russian, and Spanish
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SOURCES: Admissions Testing Program of the College Board. College-Bound
Semiors. New York, NY: CEEB, 1977 (1977), p B; 1978 (1978),
pp. 13-14; 71979 (1979), pp. 13-14; 1980 (1980), pp. 13-14,
Copyright 1977, 1978, 1979, 1980 by College Entrance £xamination
Board. Used with permission.

—
test scores of two students shows that students being tested.
the higher score represents greater abil- e Spanish: Spanish test score averages
ities on this test. were erratic during the 1970s. Compared

e Latin: In 1980 the Latin test score av- to the 1979 average, test scores declined
erage reached an all-time high of 529. sharply in 1980. This 1€ point decline
Each of the 75 questions is worth approxi- to 524 was their lowest recorded level.
mately six points. Differences of less Each of the 85 questions is worth approxi-
than 77 points in the scores of two stu- mately five points. A difference of fewer
dents being measured should not be con- than 56 points in the scores of two stu-
sidered significant. dents on this test is not considered

® Russlan: Since 1975 Russian test score significant.
averages have ¢ _.u..d substantially, 1is- The most popular subjects selected by candi-
ing from 540 to 622, an increase of 82 dates taking the achievement test series in 1980
points. Each of the 80 questions {is were thie English composition test (184,714 stu-
worth approximately six points. Only dents), Mathematics Level I test (146,172 stu-
when Lest scores differ by more than 60 dents), and the American History and Social
points can one be sure that there {s a Studies test (55,987 students). The College
real difference in the abilities of two Board reported that the most able candidates
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FICURE 7 --Preliminary Scholastic Aptiture [est/National Merit Scholarship Qualifying Test
Means of Mathematical and Verbal Scores for Male and Female Juniors Tested

from 1959-60 to 1979 80
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SOURCE" College Entrance Examination Board.

selected the Mathematics Level II, physics,
Latin, and chemistry tests; the least able candi-
dates took the Spanish, literature, Mathematics
Level I, and American history tests. [6.2:6,
13-14]

Overall, the Mathematics Level I an' Mathe-
matics Level II test score averages have exhibited
a slight downward trend in the late 1970s and into
1980. Test score averages in European history and
world cultures, Spanish, and Latin have shown er-
ratic trends.‘ With the exception of & one year
aher;ation, averages on the English composition,
American histery and social studies, and physics
tests appear somewhat stable. Chemistrv, litera-
ture, French, and German also appear stable. On
the other hand, achievement test score averages in

biology and Hebrew have shown upward movement

in the late 1970s and into 1980, while Russian
test scores have climbed dramatically.

Table 5 provides a summary of the standard
error of the difference for the 15 achievement
tests. The College Board cautions both high
school counselors and college admissions officers
against "making fine distinctions between scores."
Diffarences in test scores of less than 1.5 times
the standard error of the difference are not sig-
nifican. when comparing the scores of two individ-

uals on the same test. [6:11}

Preliminary Scholastic Aptitude Test/National Merit
Scholarship Qualifying Test.~~ Since 1971 the
College Entrance Examination Board and the Na-

tional Merit Scholarship Corporatiou (NMSC) have
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TABLE 5.--Reliability Charactcrcistics of the College Board's
Achievement Tests

Differences in ATP Test Scores
(Standard Error of the
Difference x 1.5;

. Standard Error of the
Individual ATP Test Difference

American History/

Social Studies 45 68
Biology 42 03
Chemistry 39 59
English Composition 47 71
English Composition with

Essay 4o-54 69-81
European History aud

World Cultures 44 66
French 40 60
German 38 57
Hebrew 28 42
Latin 51 17
Literature 53 80
Math Level I 50 75
Math Level II 48 72
Physics 41 62
Russian 40 60
Spanish . 37 56

SOURCE: Admissions Testing Program of the College Board. ATP Guide for High Schools and
Colleges 1979-51. New York, NY: CEEB, p. 11. Copyright 1979, 1980 by College
Entrance Examination Board. Used with permission.

jointly sponsored the Preliminary Scholastic Ap-
titude Test/National Merit Scholarship Qualifying
Test (PSAT/NMSQT). The PSAT/NMSQT is used to aid
guidance counselors in assessing students' compe-
tency relevant to college admissions, identify
high~scoring students for NMSC scholarships, and
prepare juniors for taking the SAT. The PSAT/NMSQT
is a multiple-choice test .onst.ucted from re-
tired forms of the SAT. [19:45; 56:6-8] It con-
sists of 65 verbal questions and 50 mathematical
questions, with each verbal question worth ap-
proximately 0.9 points and each mathematical
question approximately 1.0 points. Verbzl and
mathematical scores for the PSAT/NMSQT are re-
ported on a 20-to-80 scale. Like the Test of
Standard Written English, the PSAT/NMSQT scores
correspond te the SAT scale of 200 to 800. Ju-
iors and seniors can estimate their probable SAT
scores by adding a zero to the PSAT/NMSOT score.

For example, a PSAT verbal score of 45 corre-

ERI
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sponds to a SAT verbal score of 450. [55:7]
Table 6 indicates the numbers, means, and
standard deviations of verbal scores for juniors

tested from 1959-60 to 1979-80. Between 1975-75

and 1976-77 the mean PSAT-V scores of males and
females combined declined 0.5 points, from 41.0
to 40.5. In 1977-78 the verbal score declined
0.6 points to 39.9, the lowest score ever re-
corded. The verbal score rebounded by 0.7
points, to 40.6, in 1978-/9, but fell 0.4
points, to 40.2, in 1979-80. Over the recent
four-year testing period, the PSAT-V score has
fluctuated by 1.1 points, crmpared to a fluctua-
tion of 3.4 points over the 20-year history of
the test's administration. The most recent
PSAT-V score of males and females combined in
1979-80 is 1.0 points below the score of 41.2

in 1959-60 and 1.2 points below the score of
41.4 in 1970-71
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TABLE 6.--Verbal Scores for Juniors on the Preliminary Scholastic Aptitude
Test/National Merit Scholarship Qualifying Test 1959-60 to 1979-80*

Numbers, Means, and Standard Deviations of Verbal Scores
for Junior Students Tested from 1959-60 to 1979-80

Male Female Total

Year Number Mean SD Number Mean SD Number £an SD

1959-60 186,791 41.0 11.2 191,365 41.3 10.8 378,156 41.2 11.0
1960-61 229,781 40.9 10.7 232,008 41.0 10.4 461,789 40.9 10.6
1961-62 253,001 42,1 10.7 254,839 42.6 10.6 507,839 42.3 10.7
1962-63 317,055 42.8 10.7 330,624 42.9 10.5 647,709 42.9 10.5
1963-64 379,282 43.1 10.8 395,793 43.4 10.6 775,075 43.3 10.7
1964-65 402,465 42.7 10.5 421,496 43.0 10.4 823,961 42.9 10.5
1965-66 447,808 42.5 11.0 477,685 42.C 10.9 926,035 42.2 10.9
1966-67 461,994 42.7 11.0 496,473 42.7 10.7 953,974 42.7 10.8
1967-68 493,831 42.0 10.8 538,421 42,1 10.7 1,032,945 42.0 10.8
1968-69 508,888 42.2 11.5 553,304 42.9 11.6 1,064,986 42.6 11.6
1969-70 507,570 42.2 10.8 559,721 42.2 10.8 1,067,834 42,2 10.8
1970-71 492,990 41.4 11.0 553,583 41.4 10.7 1,047,135 41.4 10.8
1971-72 512,622 42.1 10.6 576,393 42.4 10.5 1,090,568 42.2 10.6
1972-73 491,385 2.6 11.1 564,975 42.7 10.9 1,056,752 42.7 11.0
1973-74 492,683 42.0 10.8 574,424 41.7 10.7 1,067,601 41.8 10.8
1974-~-75 503,959 42.2 10.7 589,840 41.1 10.4 1,094,328 41.6 10.5
1975-76 508,834 41.8 11.1 602,818 40.4 11.0 1,112,483 41.0 11.1
1976-77 510,543 40.9 10.4 609,174 40.1 10.3 1,120,542 40.5 10.4
1977-78 521,802 40.6 10.6 629,870 39.3 10.6 1,152,494 39.9 10.6
1978-79 513,515 41.2 10.4 622,212 40.1 10.3 1,136,586 40.6 10.3
1979-80 510,115 40.7 10.3 621,493 39.9 10.4 1,132,370 40.2 1G.4

*
Preliminary Scholastic Aptitude Test, 1959-60 through 1970-71; Preliminary Scholastic
Aptitude Test/National Merit Scholarship Qualifying Test from 1971-72 to 1979-80.

SOURCE: College Entrance Examination Board.

Table 7 shows the PSAT/NMSQT numbers, means, Presented in Figure 7 is @ graphical repre-
and standard Jeviations of wathematical scores sentation of the yearly fluctuations of the
for juniors tested from 1959-60 to 1979-80. The PSAT/NMSQT from 1959-60 to 1979-80 for males
mean PSAT-M score for males and females combined and females combined. Unlike the continuing
was 45.5 in 1975-76. It declined 0.5 points to decline in SAT scores, the PSAT scores for jun-
45.0 in 1976-77 and 0.8 points to 44.2 in 1977- iors shown in this graph have fallen much less
78. During the past two years, however, the and also less uniformly than scores on the SAT.
PSAT-M has risen by 1.1 points to 45.3. Since In 1970-71, PSAT/NMSQT verbal scores for males
1975-76 the mathematical score has fluctuated and females combined were 41.4. They declined
by 1.3 points, as compared to 2.7 points over by 1.2 points, to 40.2, in 1979-80. This de-
the entire history of the PSAT's administration. cline of 1.2 is equivalent to one and one-third
The 1979-80 PSAT-M mean of 45.3 is 0.3 points fewer test questions answered correctly by test
higher than the 195%9-60 mean of 45.0, but 0.8 takers during the 1970s Similarly, the 1970-
points lower than the 1970-71 mean of 4f.1. 71 PSAT/NMSQT math scores for males and females
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TABLE 7.--Mathematical Scores f-r Juniors on the Preliminary Scholastic
Aptitude Test/Nationa. _rit Scholarship Qualifying Test
1959-60 to 1979-80*

Numbers, Means, and Standard Deviations of Mathematical Scores
for Junior Students Tested from 1959-60 to 1979-80

Male Female _ Total

Year Number Mean SD Number Mean SD Number Mear Sb

1959-60 186,791 47.6 10.2 191,365 42.4 8.6 378,156 45.0 9.8
1960-61 229,755 47.5 10.2 231,956 42.3 9,2 461,711 44.8 10.1
1961-62 252,995 48.6 10.4 254,820 43.6 9.4 507,804 46.1 10.2
1962-63 317,069 48.7 10.6 330,599 44.3 9.7 647,668 £6.5 10.4
196364 379,266 47.6 10.5 395,793 43.5 9.3 775,075 45.6 10.1
196 4-65 402,4€5 46 .9 10.9 421,495 42.6 9.8 823,961 44.7 10.6
1965-66 447,803 48.3 11.1 477,678 43.8 10.2 926,023 45.9 10.9
1766-67 461,936 47.1 11.5 496,455 43.1 10.7 958,943 45.0 11.3
196 7-68 493,829 46 .4 10.8 538,418 42,7 9.7 1,032,940 44.5 10.4
1968-59 508,858 47.4 11.5 555,260 44,0 10.5 1,064,912 45.6 11.1
1969-70 507,557 47.0 11.4 559,714 43,2 10.6 1,067,814 45.0 11.1
1970-71 492,982 48 .4 11.5 553,568 44,1 1G.6 1,047,112 46.1 11.2
1971-72 512,622 47.3 11.6 576,393 43.4 10.5 1,090,868 45.2 11.2
1972-73 491,294 49.1 11.4 564,864 45.0 10.4 1,056,550 46 .9 11.1
1973-74 492,573 47.8 11.8 574,256 43.5 10.9 1,067,323 45.5 11.5
1974-75 503,790 48.2 11.2 589,620 43.9 9.¢ 1,093,938 45.9 10.7
1975-76 508,700 47.9 11.4 602,631 43.5 10.4 1,112,159 45.5 11.1
1976-77 510,435 47.3 11.5 609,036 43.0 10.4 1,120,298 45.0 11.1
1977-78 521,631 46.5 10.9 629,669 42,2 9.8 1,152,122 44,2 10.5
1978-79 513,382 47.2 11.5 622,041 42.9 10.2 1,136,281 44.8 11.0
1979-80 509,981 47.5 11.3 621,338 43.5 10.2 1,132,080 45.3 10.9

*
Preliminary Scholastic Aptitude Test, 1959-60 through 1970-71; Preliminary Scholastic
Aptitude Test/National Merit Scholarship Qualifying Test from 1971-72 to 1979-80.

SOURCE: College Entrance Examination Board.

combined were 46.1, compared to 45.3 in 1979-80. United States, Canada, and abroad. Some of the
The decline of 0.8 points is equal to approxi- major purposes of the /.T Assessment Program
mately four-fifths of a test question. Thus, are (1) to provide estimates of students' aca-
the total decline {n PSAT/NMSQT scores during demic and out-of-class abilities; (2) to give
the 19708 was slightly more than two test ques- admissions and guidance services to students
tions out of a total of 115. and admissions personnel during the transition

to post-secondary education; (3) to furnish

colleges with admissions/enrollment data; (4)

erican Coliege Teating Program.—- g
America 0 9 9 Since its to supply pre-college counseling; and (5) to

founding in 1959, the ACT has attempted to as-— assist in placing freshmen in appropriate sec-

sess the general educational development of tions of introductory college courses in English,

1 -
high school students and their ability to per mathematics, social studies, and natural

form college~level work. [16:3-4] More than sciences. [3:4; 18:2)

900,000 students are tested annually in the
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FIGURE 8.--Mean Scores from Test Section of ACT Assessment Program* Males, Females, and
Males/Females Combined, 1969-70 to 1979-80*
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*Mean scores compiled from data based on 10 percent sample of students who took the ACT Assessment’s
four subject area tests on national test dates each year. Only first four test dates each year were used from
1969-70 through 1975-76. Since then, all five dates each year are used.

SQURCES: The American College Testing Program. ACT Assessr ent Test Scores-3rd Year in Row for
Increase,” Activity, 18 (May 1980}, p. 4, and letter f om ACT {October 1380). Used with

permission.

One component of the ACT Assessment Program English Usage Test is a 40-minute, 75-item test
is a battery of Your academic tests: English Us- designed to measure students' understanding*of
age, Mathematics Usage, Social Studies Reading, the conventions of standard written English and
and Natural Sciences Reading. Test items require the elements of expository writing: logic and
students to demonstrate reasoning abilities and organization, sentence structure, diction, style,
problem solving skills, as well as knowledge in grammar, and punctuation. The Mathematics Usage

\)th‘ four subject areas. Specifically, the Test is gio-minute. 40-item test des'\igned to
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measure mathematical rezsoning ability. It em-
phasizes . e solution of quantitative problems.
The Social studies Reading Test is a 35-minute,
52-item test designed to measure knowledge and
problem solving skills required in social stud-
ies. Some test items are based on reading pas-
sages and require reading comprehension and the
ability to make inferences and deductions; ex-
amine interrelationships; recognize a writer's
bias, style, and mode of reasoning; and draw
conclusions. Other items test the ability to
apply previously acquired knowledge to new situ-
ations. The Natural Sciences Reading Test is a
35-minute, 52-item test designed to measure
knowledge and the ability to read, analyze, and
evaluare natural science material. The passages
cover a variety of scientific topics found in
the high school curriculum. [18:3]

Test scaled scores on the ACT range from a
low of 1 to a high of 36, but the minimum Compos-
ite score is 1 and the maximum Composite score is
35. The standard error of measurement for each
of the ACT tests 18 about 2 and for the Composite
score, about 1. According to the ACT Assessment
Program, an English Usage Test score «f 18 ghould
fall within a range of 16 to 20, and a Composite
score of 19 ghould fall within a range of 18 to
20. [18:4] A Composite score below 14 indicates
that a student has had "a restricted educational
development background." Scores between 14 and
19 are considered low average; between 19 and
24, high average; and above 24, superior. [18:12]
Since there is no penalty for guessing on the
test, it is to the student's advantage to answer
ev;ry question. [18:5]

Table 8 and Figure 8 show the mean scores
from the test section of the ACT Assessment Fro-
gram from 1969-70 to 1979-80. The data are based
on a 10 percent sample of students from each
year's national test dates, rather than on all
students tested in a given year. This sample is

considered to reflect better the college-bound

Q
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students who participate in the ACT Assessment
Program each vear. [3:4]
The AC1 Assessment Program experienced a
decline in test scores similar to the decline
In SAT test scores in the early and mid-~1970s.
But between 1975-76 ..nd 1978-79, the ACT Compos-
ite scores of males and females combined steadily
increased, unlike SAT scores, rising from 18.3 to
18.6. This increase over a three-year period was
noteworthy, according to the ACT, because only
once since 1969-70 had there been an Increadse in
the mean Composite score, which was an increase
of one-tenth of a standard score point in 1972-
73. {3:4] Most recentls, the 1980 Composite
score of males and females combined declined by
one-tenth ot a standard score point to 15.5, the
same level recorded in 1977-78. According to
Richard L. Ferguson, senior vice presidert of
ACT Programs and Services, "small variations
from one year to another are not at all uncommon.
Only when they yield consistently lower or higher
mean scores over an extended period of time are
we able to determine the existence of a trend."—
[3:4] A dlacussion of ACT subtest score movement
in the 19.:9s follows.
® The Composite score of malcs increased
from a low of 19.1 in 1975-76 to 19.3
in 1977-78. It has remained unchanged
at 19.3. The Comﬁosite score of females
rose from 17.6 in 1975-76 to 17.¢ in .
1976-77. It remained unchanged the fol-
lowing year, rising to 17.9 in 1478-79,
where it remained unchanged fhe tollow-
ing year.
® The English subtest score of males in-
creased consistently from a low uf 16.8
in 1975-76 to 17.4 in 1977-78. 1t re-
mained unchanged at 17.4 in 1978-79 be-
fore declining to 17.3 in 1979-80. The
English subtest score of females increased

steadily from a low of 18.0 in 1975-76 to
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TABLE 8.--Me.n Scores from Test Section of ACT Assessment Programs

English

Math

Social
Studies

Natural
Sciences

Composite

18.5
18.0
17.9
18.1
17.9
17.7
17.5
17.7
17.9
17.9
17.9

17.6
17.1
17.0
17.3
17.1
17.1
16.8
17.0
17.4
17.4
17.3

19.4
19.0
18.7
18.9
18.6
18.3
18.0
18.2
18.3
18.4
18.3

Males/Fema!es Combined

20.0
19.1
18.8
19.1
18.3
17.6
17.5
17.4
17.5
17.5
17.4

21.1
20.2
20.1
20.2
19.7
19.3
19.2
18.9
19.1
19.1
18.9

18.8
18.0
17.7
18.0
17.1
16.2
16.0
16.1
16.2
16.2
16.2

Females

16.7
18.7
18.6
18.3
18.1
17.4
17.0
17.3
17.1
17.2
17.2

20.3
19.0
19.1
19.0
19.1
18.7
17.9
18.2
18.0
18.1
18.2

19.0
18.4
18.2
17.7
17.3
16.4
16.2
16.5
16.4
16.4
16.4

20.8
20.5
20.6
20.8
20.8
21.1
20.8
20.9
20.9
21.1
21.1

21.6
21.3
"1.6
1.7
22.2
22.4
22.0
22.3
22.3
22.3
22.4

20.0
19.7

19.6

19.9
19.6
20.0
19.7
19.6
19.8
20.2
20.0
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pt ot ot
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20.3
19.5
19.6
19.7
19.7
19.5
19.1
19.2
19.3
19.3
19.3

19.4
18.9
18.7
18.8
14.2
17.8
17.6
17.8
17.8
17.9
17.9

The American College Testing Program.

Assessment's four subject-area tests on national test dates each year.
dates each year were used from 1969-70 through 1975-76.

-Mean scores compiled from data based on 10 percent sample of students who took the ACT

Only first four test

Since then, all five dates each year

YACT Assessment Test Scores—-3rd Year in Row fo.
Increase," Activity, 18 (May 1980), ,. 4, and letter from ACT (October 1980).
Reprinted with permission.
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18.4 in 1978-79. It declined one~tenth
of a standard score point to !8.3 in
1979-80.

The mathemati~s subtest score of males
declined three~tenths of a standard score
point from 19.2 in 1975-76 to 18.9 in

. 3976-77. to 19.1 in 1977-78
and remained unchanged

In 1979-80 the subtest

It increased
the following year.
score of males de-

clined two-tenths of a standard score

1979-80.

The norms, however, overrepresent ACT-"°

tested college-bound studernts in the Midwest,

South, Rocky Mountains, and Plains states and

underrepresent college-bound students in the

Northeast and Middle Atlantic states.

Likewise,

private colleges and universities are underren-

resented

.n the sample. [15<i]
Cf the 46,606 students in the sample
21,333 were males and 25,273 were females.
{15:1]

point to 18.9, the same level recorded in e The typical student in the 1979-80 sample
1976-77. The mathematics subtest score had an ACT Composite score of 18.9 and a
of females increased consistently from high school average of 3.0, compared to
16.0 in 1975-76 to 16.2 in 1977-78. 1t the national averages of 18.7 and 3.0,
has remained unchanged. respectively, for 1978-79 entering
The social studies subtest score of males freshmen. [15:1}
increased three-tenths of a ard ® Students were primarily interested in
score point from 17.9 in 1975-,0 to 18.2 the field of business-commerce for their
in 1976-77. 1t deciined to 18.0 in planned educational major and first voca-
1977-78 and increased to 18.1 the next tional choice. [15:1]
year. It rose to 156.2 in 1979-80. The e More students aspired to a bachelor's
social studies subtest score of females degree than to a graduate or professional
increased three-tenths of a standard degree, 44 percent to 39 percent. [15:1}
score point from 16.2 in 1975-76 to 16.5 o Regarding the racial composition of the
in 1976-77. It declined to 16.4 in 1977- sample, 75 percent identified themselves
78, where it has remained unchanged. as Caucasian American; seven percent,
The natural sciences subtest score of Afro-American/Black; two percent, tlexican
males increased from 22.0 in 1975-76 to American/Chicano; one percent, American/
22.3 in 1376-77, remaining unchanged Alaskan Natlve; one percent, Oriental/
through 1978-79. It increased one-tenth Pacific American; less than one pertent,
of a standard score point to 22.4 in 1979- Puerto Rican/Hispanic; two percent,
80. The natural sciences subtest score of other; four percent preferred not to re-
fe@aleé declined one-tenth of a standard spond; and eight percent were not given.
s..ore point from 19.7 in 1975-76 to 19.6 [15:1]
In 1976-77. It increased to 19.8 in ® Students expressed a need for help in
1977-78 and then by four-tenths of a the following areas: 44 percent with
standard score point, to 20.., in 1978-79, educational and vocational plans; 407 )
its highest recorded level in the 1970s. percent with mathematics; 37 percent
In 1979-80 it declined by two-tenths of a with study skills; 32 percent with read-
standard score point to 20.0. ing; 30 percent with personal counseling;
The most recent ACT national clasg profile and 27 percent with writing. {15:1]
norms were based on a 10 percent sample of ACT- ® A majority of the students, 5% percent,

expressed a need for assistance in find-

{15:1]

tested students enrolled at 1,103 colleges in
H
ing a school-year job.
Q . )
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WHY THE TRENDS IN TEST SCORES

Wirk college admission. test scores declining
during the 1970s, many educators searched for
possible causes of this decline. One of the most
interested parties in discovering why test scores
were decreasing was the College Board. This sec-
tion discusses the background and results of a
major study supported by the College Board, On
Further Examination; criticisms of this report;
and theories advanced gince the publication of
On Further Examination on possible causes for

declining test scores.

On Further Examination

In October 1975, S. P. Marland, Jr., then
president of the College Entrance Examination
Board, appointed a 21-member 'blue-ribbon' Ad-
visory Panel on the SAT score decline. The Ad-
visory Panel was empowered to investigate the
complex and interrelated issues pertinent to the
unexplained decline in SAT scores, examine the
psychometric integrity of the tests, and iden-
tify areas of additional research necessary for
dealing effectively with the test score decline.
Chaired by Willard W. Wirtz, former U.S. Secre-
tary of Labor, the Advisory Panel was given free-
dom to deliberate issues as it chose and to re-
port its findings in the public interest.
[297:i14i] After a two-year investigation at a
enst of $600,000, the Advisory Panel's report,

On Purther Examination and new research, were
released 16 1977. [107:61]

ERIC
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the report were of national interest, the Panel
emphasized that any generalizations regarding
the SAT statistics should be carefully quali-
fied, and "should not be extended to cover the
situation of American youth as a whole or the
overall effectiveness of the learning process.™
[297:5]

The Advisory Panel concluded that there
were actually two separate SAT score declines
characterized by different causal factors. The
first decline, between 1963 and 1970, was due
primarily to changes in the SAT-tiking popula-
tion. Compared to the past, the SAT was measur-
irg a broader cross section of American youth
which included larger proportions of character-
istically lower scoring groupé of students from
disadvantaged socia-economic backgrounds, ethnic
minorities, and women. The second decline 15
SAT scores, between 1970 and 1975, was due to
pervasive changes affécting both higher: and
lower-scoring groups. [297:13, 45-46] Specifics,
of the first decline in SAT scores related to
compositional changes in the SAT-taking popula-
tion follow:

® SAT score averages began to decline with

the post-World War II wave of students.
Between 1960 and 1970 the number of SAT-
takers tripled, and the number of 18-year-
olds increased by one million between 1964
and 1965. [297:13]

e Twenty-five years ago, about half of all

gtudents were remaining in school through

the twelfth grade. By 1970 the percentage

o
¢



26

Q

ERIC

P 7 P Eric

had grown to three-fourths. Ihe increase

#.in young people remaining in school re-

sulted in a "lowering of the averages on
examinations taken previously by more
select groups.' [cmphasis in the original]
[297:13-14,‘24]

Students from families with lower-than-
average incomes, under $6,000 ir 1977,
averaged about 100 points lower on both
the verbal and mathematical sections of
the SAT compared to students from high-
income famiiies ($18,000 and over).
[297:15!

Few ethnic minority groups took the SAT

in the early 1960s. Black SAT-takercs in
1963 comprised between one and two per-
cent of the SAT population. By 1972 this
population had risen to 8.7 percent.
Blacks averaged approximately 10Q points
below the national average on the verbal
test and about 115 points below on the
mathematical section of the SAT. [297:15]
The percentage of women taking the SAT
rose from 42.7 percent in 1960 to 51.1
percent in 1977. Women's lower scores

on the mathematical section of the test,
the panel observed, reflected the 'tradi-
tional sex stereotyping of career oppor-
tunities andi expectations.” [297:16, 19]
The number of SAT-takers applying to pres-
tigious and selective four-year colleges
and univerzities remained constant until
1967.

age of test takers began to apply to less

Thereafter, an increasing percent-

selective colleges, colleges with open

‘admission policies, two-year colleges,

and schools with a technical or vocational
interest.

Between 1961 and 1974 the percentage of
students who requested to have their
scores sent to selective colleges dropped
from 13.2 percent té 5.6 percent. Simi-

larly, the number of requests to have

"research' universities

scores sent to
declined from 10.5 percent to 6.4
percent. {¥97:17-18]

e There was also a decrease in the pg{cenc-
age of students repeating the SAT. .This

Jhad a small effect on test score averages

since SAT-repeaters typically averaged

15 to 30 points higher the second time.

{297:18]) -

The Advisory Panel &autioned, hgwevor, that
identifying the increased numbers of blacks,
women, and poorer youths who took the SAT as
causes for the test score decline would risk
"irresponsible headlines." [2Y7:17] The increased
number of blacks would account for a decline of
about five points or less over the entire l4-year
period. 'Despite statutory guarantees of equal
opportunity,” the Panel said, "the society has
not yet developed either the educational means
or the méreslthac will briug children with dif-
ferent racial roots to a parity of aptitude, as
the SAT and other tests measure it, by the time
they reach the twelfth grade." [297:16] In-
creased participation of women, they felt, would
account for about a four or five point decline
in the mathematical average, but no decline in
verbal averages. Altogether, the changes in
the SAT-taking population, especially "in ternms
of t test takers coming fcom higher--and
lowerJgcoring groups and in terms of their

' accounted for

plans feor going on to college,’
an estimated two-thirds to three-quarters of
the SAT score decline. [297:17-18)

The second decline in SAT scores, between
1970 and 1975, was related to events in the
schools and society at ilarge. The Panel con-
cluded that there was no one cause for the @AT
decline but rather a ''virtually seamless web of
causal connections.'" [297:25, 48] Among the
school and societal factors the Panel cited as
contributing to the decline in SAT scores were

the following: \

s
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® Although well-intentioned, many curricu-

Lum changes‘had reduced the continuity
of study in major fields with consequent
effect on verbal development. "A sig-
nificant dispersal of learning activi-
ties" had occurred in the schools, that
}s, a’reduction in the number of courses
;equired of 3l1 students and the addition
of elective courses. [297:46)

ciled by the Panel also indicated this

Research
trend. For example, Harnischfeger and
Wiley, using nationwide data, reported

an 1l percent drop in English enrollments
in grades 7 through 12 and a 50 parcent
drop in advanced English between 1971 aad
1973. A survey of elective courses in
Massachusetts conducted by the Massachu-
setts Department of Education between

1971 and 1976 £9und more than a 50 percent
1ncrease 1n English/language arts courses
in 43 high schools, but no significant
correlation was found between the number
of electives added and the students' SAT
scores. Cglifornia reported a 19 percent
drop in enrollments in basic English
courses befween 1971-72 and 1974-75, while
enrollments "plummeted" 77 percent in Eng-
lish composition classes. {297:25-26]1 The
Advisory Panel, however, did not condemn
elective courses since it felt‘that many
of them contributed to siudent interest
and motivation with no "negative effect .
on basic learning.'" [297:46] The rela-
tionship between SAT scores and the cur-

riculum led the Panel to observe that

"less thoughtful and critical reading is

now being demanded and done,' and that
"careful writing has apparently about
gone out of style."®[297:27]

Student absenteeiem increased tonsider-
ably with absence rates of 15 percent or

more common in some gchools. The Panel

- observed that absenteeism hurt both the
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absentee and the class, since the teacher

often had to repeat a lesson to bring
everyone up-to-date. [297:29]

Grade inflation indicated declining edu~
catibnal standards. The Panel cited an
American College Testing Program study
which reported a 25 percent increase rn'
the proportion of "A" and "B" grades be-
tween 1962-65 and 1974-75. Students in-
creasingly accepted the idea that promo-
tion from one grade level édipnother was
"an entitlement rather than something to
be earned, or denied.' {297:29]

An analysis of reading, history, and
other textbooks showed more space devoted
to pictures; wider mdxgins, and shorter
words, sentences and paragraphs. Since
numerous exercises in textbooks had an
"objective answer':fermat, requiring
underlining, circling, and fiiling in
blanké, many students found less reason
[297:31]

The Panel stated that the extensive time

to write.

students spent watching tqlevisign, be-
tween 10,000 and 15,000 hours bylage 16,
detracted from homework and time spent
developing siills measured by epllege
entrance examinations. They felt that

TV raised children's expectation levels,

which by comparison, made what they en-

‘X’J

countered in the classroom appear ‘rather
bland. The Panel noted that although
television had become a "surrograte pAL-
ent, substitute teacher” it still had
the potential "of becoming leagning's
most fertile grove." [297:35-37, 47]
Changes in the role of the family, espe-
cially the increasing number of children
in single-parent families, may have had
a negative impact on students' college ’
entrance examinations. [297:47]

The Panel said the 17-year-old of 1977

was not the same in mind or body as the

Ao




17-year-old of 1947. Changing lifc
styles, values, earlier physical matura-
tion, higher mobility, drugs, and contra-
. ceptives had coincided with increasing
problems of discipline and abseateeism
. among nigh school students. However,
these factors could not be translated
into SAT test score declines. [297:35]
Whether or not the disruption of nat onal
life durirg the 1967-75 period (the Viet-
nan. #ar, political assassinations, burn-
ing cities, corrup: national leadership)
affected the motivation of test takers
. preparing for their college entrance ex-
aminations remained unclear. The Panel
concluded that the period covered by the
second decline ¥ SAT scores was a diffi-
% cult one in which to grow up. [297:37, 43]
o There was an apparent dimunition in stu-
dents' learning motivation. The Panel
noted that the "curve of the SAT scores
has foliowed very closely the curve of
the entire-nation's spirits, and self-
estcem and sense of purpose." [297:48]

In summary, the Panel cautioned thattthe SAT
score decline was a complex subject filled with
nuances, qualificatfions, and doubts. The SAT is
a "lim; _ed instrument” and should not be viewed
as '""the sole thermometer for measuring the health
of schools, family, and student." [297:40] While

high schcol grades still remained the best single
predictor or college performance, the psychometric
integrity of the SAT was affirmed aé a valid in-
strument in determining how well students will
perform during taeir Tirst year in (ollege. Fur-
thermore, the Panel noted that the predictive
validity of the verbal and mathematical tests had
actually increased between 1970 and 1974. [279:9]
Problems related to declining test ~cores were
no. lsolated schog} problems, but rather society's
prob lems. l297:é€}'3wh11e it appeared that educa-
tional sqandards Qad diminished, the advisory

. Paneliwondered why the SAT score decline actuallv

Q
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had not been larger. [297:45] The Panel's report

concluded on an optimistic note: ''we find noth- -
ing in the record we have reviewed to discourage
the conviction that learning in America can be

made all that is hoped for it." {297:48]

~

Criticisms of On Further Examination

The Advisory Panel's report, On Further Ex-
amination, found no one cause and no single pat-
tern of causes for the decline in SAT scores
Much of the report blamed society as a wholé for
declines in educational standards: changes in
the role of the family, television, lack of moti-
vation, and a "decade of distraction.” [297:&7,
48] Since there was little quantitative evidence
available about the precise influer-es of those
factors on test scores, many of the Panel's find-
ings were expressed in general terms as opinicns
and reflections. [193:15-16] Critics faulted the,
Panel for using "circumstantial evidence’ to vali-
date - variety of possible causes for declining
admissions test ccores. [245:290] Among the crit-
icisms of the Advisory Panel's report were the
following:

1. It was merely a "policy paper’ which
attempted to influence the public
schools in the directions suggested by
the College Board and the Educational

“ Testing Service. [144:7]

2. Although the Panel empha-ized that the
SAT's validity as a predictor of suc-
cess in first-ycar college performance
had actually increased, the SAT stil}l
remained "second best in a re.itively
poor string of predictors.” [144:5]

3. Teachers had known first-~hand for some
time many of the Panel's conclusions
regarding changes and conditions in
the schools. [239:6]

4. In light of the drastic changes in

society whi:h the report documented,

od
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serious questions were raised about the

. capability of a standarized multiple-

choice test designed in 1941 to assess

students insthe 1960s and 1970s, as-
serted John Ryor, former president of
the National Edu;aqion Association

C(NEA). [239:8] '

"57 “.dehtification of high school elec-
tives as a =" ssible contributing fac-
tor in the SAT ;core decline and the
Panel's defense of flexibility and di-
versification were paradoxical ﬁoints
of view.=[252:86] While the Panel did
not condemn electives, its concluéiqns
effectively did just that. [144:6]

6. School boards that attempt to evaluate
their curriculums based on SAT scores
were, in effect, making the SAT a "basis
for a national standard.:‘hé39:8]

7. QInstead of attacking the misuse -of test
score data, the Advisory Panel engaged
in "unsubstantiated -opinion' about the

*state of literacy achievement, althcugh
SAT scores do not provide ~dequate data
for such judgments. [144:5-6]

8. Arthur N. Applebee of the National Coun-
cil of Teachers of English observed that
English teachers appeared to have been
singled out as Fesponsdble for the score
decline. Applebee said the critical
reading and careful writing and thinking
that the Panel recommended should be part
of the entire curriculum, not just Eng-
lish classes. [20:2]

9. In an editorial in The English Journal,
Stephen Judy criticized the Panel's
"firmest' conclusion thza* less thought-
ful and critical reading was being done
and demanded, and that careful writing
had gone out of style. Judy queried
whether the Panel had actually collected
and compared samples of writing to as-

s¢ss the changes and whether the Panel
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had measured how much "thoughtful and

critical reading" 1s being done. [l&4:
6-7}

10. Despite the Panel's warning to schools
about becoming more rigid, restrictive,
and uniform, the report encouraged Hhis
kind of activity and prompted the cry
for "back-to-basics.” [239:8]

11. The Panel's perceived message to the
public and politicians was that schools
"deserted the basics' and replaced them
with innovations, electives, and enter-
tainment. This interpretation, accord-
ing to one educational observer, has
resulted in minimum comcetency laws in
many states. [245:232}

12. The NEA asserted that the Advisory
Panei's report raised significant ques-
tions"mbout unchanging standards, test
validity, cultural bias, and instruc-

tional changes--questions that warranted

still further examination. [193:18-19)

Recent Theories for Declining Test Scores

Since the release of the Wirtz panel's re-
port, .m Further Examination, in August 1977,
SAT test scores have continued to decline, but
not as steeply as 1n the past. e continuing
decline has prompted further speculation about
the possible factors influencing test scores.
Some educators maintain that there is no way of
ki wing whether or not there hac been a decline
in ¢ nudents' academic achievement‘because of the
margin of error in the tests. [60:13] Further-
more, they point to "then and now'" studies which
indicate that students' reading achievement is
about the same today as in the past and in fact
compares favorably with students' reading achieve-
ment in other countries. [86:3] Other educators
claim that the media has confused the SAT score

decline with the overall effectiveness of
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American education. They believe that a series
of misinterpretations has encouraged the public
to believe that schools are graduating increas-
ing numbers of illiterates. In addition, some
say that this confusion has resulted in a re-
turn to teaching the basics and minimum compe-
tency testing, without really knowing if this
method of instruction is necessary. [87:528]
Still other educators believe that these polit-
ical responses to educational problems tend to
focus more attention on testing than on the in-
structional process and the improvement of ver-
bal and mathematical abilities. [241:2] In any
case, the public has demanded a quick cure for
what it perceives to be a decline in public edu-
cation. While the exact cause or causes of de-
clining SAT scores remain speculative, according
to some educational analysts, it is far "easier
to damage the educational system than it is to
improve it." [272:2] Highlights of some recent
theories and discussions regarding declining test
scores follow.

A March 1978 report of the National Academy
of Education Committee on Testing and Basic
Skills identified four school factors that had
contributed to declines in SAT scores and writ-
ing skills: (1) a proliferation of n/nintellec—
tually rigorous courses :css demanding than the
traditional regimen of English, math, science,
and social studies, accompanied by a decline in
the intellectual standards of formerly rigorous,
but still Ffequired courses; (2) confusion about
the appropriate roles of teachers and '"of en con-
tradictory modes of appropriate pedagogic behav-
ior", (3) a dicrease in the amount of time spent
"on task,”" with some ''good" classes devoting only
60 or 70 percent of their inst ‘uctional day to
leaining; and (4) less opportunity for intensive
study by academically talented students at the
secondary level, which contributed to the decline
in the number of high-scoring students cn the SAT.
The National Academy of Educa:lon panel empha-

sized that the effective use of school time spent
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"en task' in whatever the curriculum calleu for
would be a "significant reform 1n American
schools." [190:1-2]

Vito Perrone, dean of the Center for Teach-
ing and Learning at the University of North Da-
kota, criticized the National Academy of Educa-
tion's report as laden with overgeneralizations
and opinions, with little substantiated data to
support the repori's recommendations. Perrone
said there was no empirical evidence that a pro-
liferation of nonintellectually rigorous couspes.
confusion about the appropriate role of teachers,
slackening of "on task' attention, and a disman-
tling of opporrunity for intensive study leads
to declines in writing skills and SAT scores.
Perrone reported that data from the international
Evaluation of Educational Achievement showed that
U.S. students compared favorably with their peers
in other nations. [220:20-21]

Christopher Jencks, professor nf sociology
at Harvard University, maintains that young
people's (est scores today are no better and no
worse than their parents' test scores in the
1940s. Only if the trend is extrapolated into
the distant future does it appear alarring,
Jencks said. "The decline in test scores does
not prove that students hre stupider than stu-
dents ten or fifteen years ago. They may have
exactly the same levcl of aptitude but be di-
recting it to other activities." Further, since
schooels do not teach aptitude, SAT scores are
not useful in assessing whether high schools
are doing their jobs. [141:13] Jencks believes
that the only way to judge the significance of
the declire in test scores is to examine the
test item by item to ascertain whether each ques-
tion is actually important. [23:1-2] Rather than
trying to restore respect for authority figures
such as teachers and parents via the back-to-
basics movement, he suggests that schools should

be trying "'to restore respect for the value of

reason, in all its complexity.” [141:14]
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In April 1979 testimony before the Senate
Subcommit.ee on Education, Arts and Humanities,
Roger Farr, president of the Internationai Read-
ing Association and Professor of Education at
Indiana University, stated that fluctuations 1in
reading achievement data could be 'traced to
such fac:ors as changing promotion polictes of
schools, the move toward open enrollment poli-
cies, an increased emphasis on encouraging mi-
nority populations to seek more education, and
a definite reduction in school droports.'" He
commented, however, that these fluctuations made
it seem as though a change in reading achieve-
ment was occdrring, but what was really happen-
{ng was a change in the composition of the test-
taﬁﬁng population. He testified that the SAT
was not a valid assessment of reaching achieve-
ment in the public schools because it measures
a very high leveT of comprehens:on, not functional
literacy. Since the SAT is adminictered to col-
lege~-hound high school junicrs and seniors, Farr
said an extension of the interpretat on of scores
on the SAT to attack cading education ir the
United States was "'a yross misuse of such tests
as well as a patentlv {pvalia argument."”

[86:2, 5]

In October 1979, Shirley d1ll, president of
the National Council of Teachers of Mathematics,
Subcommittee on Elemen-

testified hefore the House

tary, Secondary and Vocational Education. Accord-
ing to Hill, many schools are now teaching objec-
tives that can be easily taught and tested. She
testified that many teachers have '"settled down
to a single-minded dedication to one goal--high
scores on teats of .ainimal skills." dill added
that "short-term retention is the goal, not lcng-
term retention ard the ability to apply." [84:27]
Patricia Lund Casserly, a research scientist
at ETS, reported that traditional attitudes and
behaviors of guidance counselors, teachers, and
parents toward females result In yodaryg women not
being adequatelv prepared in high.school to pur-

sue college courses in mathematics, chemistry,

.
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and phvsics, and to enter related protessions.
Casserly examined curriculum and guidance poli-
at 13 high schoo.s nationwide and approxi-

She

cles
mately 200 girls participated in the study.
emphasized that math teachers should encourage
young women to persist 1n mathematics courses.
"We don't let students drop English because they
have trouble spelling, or hecause their grammar
is imﬁerfect or because they don't enjoy the
selected literature." Casserly said. 'Let's not
do it in mathematics either." [289:7]

According to Goggon Cawelti of the Associa-
tion for Supervision and Curriculum Development,
recent declines in SAT scores raise questions
about the effectiveness of competency-based
education. "The competency movement has been
the political response to the back-to-basics

' Cawelti said, "and schools have been

movement,'
preoccupied with doing needs assessments and
testing at the expense of focusing on direct
instruction." Research evidence, he added, 1in-
dicated that no significant increase in achieve-
ment can be anticipated without an increase in
direct instructional time. Cawelti called for
curriculum validation studies to determine the
extent to which the high school curriculum
teaches the verbal and mathematical reasoning
abilities measured by the SAT. [241:.2]
According to W. Timothy Weaver from the
School of Education at Boston University, thcere
is evidence of declining standarus and much
lower SAT verbal and mathematical scores among
entering freshmen in teacher education compared
to entering freshmen in other fields. 1In l& of
the 19 postsecondary institutions Weaver sur-
veved, there was a significant decline in the
quality of applicants who intended to major in
‘ducation as college-bound seniors shifted ca-
reer cholces to those in greater demand. {290:
568] At eight teachers' colleges the verbal
test score of freshmen fell from 472 in 1970 to
417 In 1975, whicli exceeded the national declire

in SAT scores. [290:570-571] 1In 1975-76 the SAl
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verbal score of (ollege-bound seniors who planned
to major in education was 34 point« below the na-
tional  mean, 397 compared tec 431, and the SAT
mathematical score was 43 points below the national
mean, 429 compared tc'72.

reported to be second from the last on the ACT

Education maiors were

. mathematics test and tied for fourteenth place on

the ACT English test in 1975-76, compared to stu-
[290:575]

n SAT scores takes on added sig-

dents in 19 other career fields. Weaver
said the decline
nificance in education because "if members of this
group constitute most of those who will apply to
schools of education, then they also constitute
most of those who will be accepted." [290:585]}

In 1979 the National Institute on Drug Abuse
conducted a nationwide survey of drug use ahong
approximately 17,000 high school seniors in 130
public and private schools. The study, Drugs and
the Nation's High School Students:
tional Trends, found that the class of 1979 had

Five Year Na-

more experience with marijuana than ary other
previous cohort in American history. Other sali-
ent findings were the following: (1) the percent-
age of all seniors using marijuana at least once
in their lifetime rose from 47 percent in 1975 to
60 percent in 1979. [143:23]

riod daily or nearly daily usage of marijuana in-

During tne same pe-

creased from six percent in 1975 to 1l percent in
1978; it remained unchanged at 1l percent in 1979;
[170:1] (2) there has been a dramatic rise in the
annual prevalence of cocaine usage with the per-
centage of users doubling from 5.6 percent in 1975
to 12 percent in 1979; (3) the annual prevalence

of inhalants increased from 3.0 percent to 5.4 per-
cent, but this is considered to be an underestimate
since users often fail to report amyl and butyl

(4) the
annual prevalence of stimulants rose from 15.8

On the

nitrates under the inhalant category;

percent in 1976 to 18.3 percent in 1979.

other hand, annual prevalence of sedatives, tran-

.quilizers, and heroin declined among seniors.

Sedatives declined from 18,2 percent in 1975 to

14.6 percent in 1979; tranquilizers, from 10.8
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percent in 1977 to 9.6 percent in 1979; and
neroin, from 1.0 percent in 1975 to 0.5 percent
1n 1979. [143:23, 28] According to Sidney Cohen,
professor at the University of California at Los
Angeles, a "juvenile stoned on pot or any drug

during his waking hours" results in lost "learn-

+ ing time, growing-up time, problem-solving time."

{169:4]

At a January 1980 meeting of the Senate Ju-
diciary Subcommittee on Criminal Justice, Harold
Voth, psychiatrist at the Menninger Foundation in
Kansas, testified that marijuana smokers exhibited
"loss of motivation, lowering of ambition'" and

desire "for excellence.”" H. Briazn Berthiaume,
program coordinator of the Phoenix School in
Moﬁlgomery Count Maryland, testified that
listlessness, poor attention spans, and lower
gradeé of children who smoke marijuana have
"serious ramifications for the classroom."
Berthiaume noted that students had trouble

with complex tasks and become, "frustrated with
difficult math problems." Senator Charles
Mathias (R-Md.), who chaired the Senate Sub-
cormittee on Criminal Justice hcarings stated
that drug usage might contribute to curriculum
[78:3]

I'he President's Commission on Foreign Lan-

problems.

"Se"

guage and International Studies reported a
rious deterioration in this country’'s language
and research capacity.” The Commission's re-
port, released in November 1979, showed that
only 15 percent of American high school students
now study a foreign language compared to 24 per-
cent 12 1965; only one in 20 students takes
courses in ¥rench, German, or Russian beyond the
second year; and only eight percent of American
colleges now require a foreign language for ad-
mission, compared with 34 percent in 1966.

Lemmis, ton chairman James A. Perkins called

upon schools, colleges, and universitievs to re-

fnstate foreign language requirements, [219:5-7]
A protessor of radiological phvsics at the
University of Pittsburgh School of Medicine has

e
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claimed there is a connection between l>w SAT
scores in the 1970s and nuclear bomb tests in
Nevada in the 1950s. [265:184]}

said that radioactive fallout from atomic bomb

Ernest Sternglass

‘blasts hindered the normal development of thy-

[242:A10]

He cited a study which showed a three- to four-

roid and pituitary glands of fetuses.

fold 1ncreasevin thyroid conditions among young
people in Utah 10 to 20 years after the fallout
of the mid-fifties. [265:185]}

observed that the largest drop in SAT scores

Sternglass also

during the two-year testing period, 1973-74 and
1975-76,° occurred f{n the western region of the
United States, where fallout was heaviest and
mixed with rain from Russian tests in Siberia
and American tests in the Pacific Ocean and

Nevada. Using regional data obtained from the

O
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College Board, Sternglass noted that SAT
scores declined 19 points in the western
region, compared with 12 points in New Eng-
land, 14 points in the Middle Atlantic States,
and 13 points in the South. Children in Utah
experienced a decline of 26 points, in contrast
to children in Ohio who experienced a two point
[265:184]

which received significant amounts of fallout

decline. Other areas of the nation

experienced significant dips in SAT scores,
{242:A10]

Although there is considerable controversy

Sternglass asserted.

surrounding the interrelated factors which may
hava contributed to declining test scores, the
College Entrance Examination Board has not pub-
lished any additional studies on the reasons

for declining test scores since its 1977 report,

On Further Examination. [161:1]
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THE TESTING CONTROVERSY: RALPH NADER VS. ETS

Until recently, almost all criticisms of
tests and testing initiated within the psycho-
metric profession, according to William W. Turn-
bull.* former president of ETS. As the costs of
education have risen and the school population
has declined, many consumers of education have
not seen the increases in the quality of educa-
tion that they expected. Consequently, the pub-
lic has demanded accountability aad improved
pupil performance, which has led to an increased
questioning of the educational process in an ef-
fort to understand why student achievement has
not matched anticipation. [283:105] This ques-
tioning, however, has turned into an "open as-
sault” on the college admissions process ind
institutional autonomy, in the opinion of George
H. Hanford, president of the College Board.
[273:4]
and some teachers' organizations are, in effect,

"testing the tests.'" [47:2; 123:1] Turnbull has

Consumer groups, public interest groups,

indicated that the national debate about standard-
ized testing has shifted substantially from one of
inquiry to a declared 'war against testing."
(emphasis in the original) He has characterized
these most recent attacks as ''among the most sus-
tained and hostile assaults on an applied social
science ever seen in this country." Because the
media and political arenas have become battle

gites, Turnbull believes that many untruths and

'ETS president William W. Turnbull resigned
in October 1980 and plans to study the testing
process as a resident scholar at the ETS facility
in Princeton. He has also called for dee debate
on testing for college admissions.

ERIC
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misleading statements have gained popular ac-
ceptance without a complete ‘examination of the
facts and their possible consequences for all
concerned. [68:2]

According to Turnbull, the attacks upon
standardized testing appear to focus on the pos-
sible misuse of test results and the role of ETS
as one of the nation's most prestigious testing
[68:2]

Foremost among these concerns are

organizations. But there are a host of
subissues.
whether the SAT measures aptitude and prediéts
first year college performance; whether the
tests are culturally biased and exclude a dis-
proportionate number of minority applicants
from college; whether the test scores relate
directly to tamily income and perpetuate a
"clags system in the guise of merit;" and
wvhether the festing organizations are account-
able for products which affect the lives,
careers, and aspirations of millions of
Americans each year.

The continuing controversy over standard-
ized testing peaked in early 1980 with the re~
lease of a Ralph Nader sponsored report on ETS
titled The Reigr of ETS:
Makes Up Minds. [188]

speculated that the Nader study could eventually

The Corporation That

One educational observer

affect not only the future of the College Board's
SAT tests, but the future of all standardized
testing, including tests given at the elementary

school level. [173:A19])
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Origins of the Nader-ETS Feud

The feud between Ralph Nader and ETS extends
back to 1974 when a Nader associate, Allan Nairn,
then a high school graduate, began an investiga—
tive study ct the claims ETS made about its
standardized tests. [104:5] Nader formulated the
concept for the report as he toured colleges and
universities across the country. Students ap-
proached him to complain that, in spite of their
grades and extracurricular activities, they had
been wrongly judged on the basis of a three-hour
examination. Nader reported that many students
felt that their educational and career opportuni-
ties had been irreparably damaged or desiroyed by
their low test scores. Because these students
did not "test out,” they believed they lacked the
aptitude to go to graduate and law school, they
exhibited an attitude of resignation, and they
viewed the results of these multiple-choice tests
as "revealed truth about themselves." [188:ix]

In response to the students' complaints,
Allan Nairn and others, under Nader's sponsorship,
formally approached ETS offic?rs for interviews
and published materials. [188:xi]

that ETS executives demanded financial compensa-

Nader claimed

tion for time given in interviews, retention of a
court reporter to take transcripts, a pledge that
the information obtained would not be used in lit-
igation, and the power of reviewing the study
prior to its publication. {[188:xii] Nader said
that previous investigative studies he had con-
ducted of General Motors, DuPont, and Citibank,
were "child's play"” compared to ETS and its
""gseige-mentality.” [171:23; 188:xiv]

In rebuttal to Nader's statement, ETS's Turn-
bull said that when it became apparent that Nairn
wanted to conduct an intensive, time-consuming
study, ETS agreed to participate, provided that a
systematic set of procedures would be followed.
Accordingly, on two separate occasions, Allun

ERIC
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Nairn and Thomas Sutton contacted EIS and were
given well over 1J0 publications and access to
the ETS library. Six weeks after their second
investigation began, however, the researchers
unexpectedly disappeared without completing all
of the interviews planned. Turnbull reported
that there was no explanation from either Nader
or Nairn for this action. [284:1-2]

In January 1980, after five years of work,
Nairn, now a 24-year-old Columbia University
economics student, and his associates released
- The Cor-

In the foreword

their 554-page study, The Reign of EJS:
poration That Makes Up Minds.
to the report, Nader triticizes ETS for its
extraordinary power of deciding who advances
through what school, a power that wouid have
created a furor years ago *{f a govermmental
agency had possessed such authority. [188:xvi]
According to Nader, the report shows that ETS's
claims for its aptitude tests are insupportable.
[188:xvii]

three hour gamble which can determine a life's

Further, Nader says that a "one-time

pathway is simply not compatible with what is
known about human p;raonalitiea, their capacity
for growth, their diversity and versatility.”
[188:xv]

Calling the Nader and Nairn report on ETS
and standardized testing an "anti-climax after
a five-ye¢ .r b’d up,” Turnbull stated that much
of the material was dated and its conclusions
were erroneous. He emphasized that ETS had
tried to correct the record repeatedly but that
the corrections had been ignored and inaccurate
statements repeated. Turnbull accused Nader and
Nairn éf confusing monopoly with success, blam-
ing the tests for showing that minority students
are inadequately prepared compared to majority
students, and ignoring the fact that standardized
tests reduce the possibility of unfairness in the
adwissions process. By attempting to shake the
public's confidence in ETS and standardized test-
ing, Turnbull claimed that Nader was trying to

eliminate standardized testing altogether and



o
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substitute college admissions standards with his
own, as yet, undetermined subjective values.
Also, TurhWbull accused Nader of being out of
touch with educational needs and public senti-
ment concerning testing. [285:1-3]

According to Turnbull, the major criticisms
of ETS presented in Nairn's report appeared in
the May 1975 issue of Ladies' Home Journal, which
indicated that a verdict had been reached long
before ETS' "trial" started. [285:1] The report,
said Turnbull, willfu:ly ignored many of the new
initiatives ETS had recently undertaken. He sug-
gested that a reasonable perspective toward
standardized testing should be taken to improve
both the tests and their use. [68:2] "If testing
is weakened," Turnbull cautioned, "education an.

society will be the losers." [285:3]

Major Issues in the Debate

Highlights of 17 major issues debated between
Ralph Nader and ETS, and between testing critics

and testing advocates follow.

The nation’s gatekeeper.—— Allan Nairn has

fcharged that ETS is 'the gatekeeper to educational

aad career opportunities” in the United States.

[188:292] 1In its role as the nation's gatekeeper,
€

ETS, in effect, determines who can attend college,

graduate school, and professional schools, as well

as who can be certified as a teacher, auto mechanic,

plumber, and beautician. [184:2; 171:22] By claim-
ing it has evolved the "science of mental measure-
ment,” ETS protects and enhances its role as the
gatekeeper; however, its tests actually measure
little more than how a candidate responded to a

few multiple-choice questions, Nader asserted.
{184:2]

of the National Association for the Advancement

Similarly, Benjamin L. Hooks, president

of Colored People, charged that ETS's testing
instruments which certify, classify, and stratify,
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"have effectively and disproportionately screened
out blacks and other minority" candidates, thereby
limiting their access to employment, cclleges, and
professional schools. [131:1]

ETS, on the other hand, challenged Nairn's
allegation that it is the "arbiter of admissions"
or "gatekeeper" to higher education in America.
ETS articulated that colleges, graduate schcols,
and professional schools make their own decisions
regarding which candidates to admit based on eqch
institution's own criteria. These criteria are
determined by administrators and faculty at these
institutions and by state boards of education.
£77:11}
considerably from institution to institution,

Because the selection process varies

there is no single '"gate" in the admissions proc-
ess. According to ETS, its standardized tests
serve as a means of testing in, rather than as a
means of testing out, of opening gates to oppor-
tunity, not of -losing them. During the past two
decades, ETS reported that the expanded use of
tests has accompanied an increase in the propor-
tion of minority and women candidates in insti-
tutions of higher education. [65:7] George H.
Hanford, president of the College Board, stressed
that between 1970 and 1977 enrollment rates for
blacks and Hispanic candidates increased by five
percent and six percent, respectively. [121:5]
Turnbull added that it would be hard to infer
that admissions tests have barred college doors

to minorities and the disadvantaged. [68:4]

Monopoly power.—— According to Nairn's report,
ETS has a complete monopoly in eight of its top
ten testing markets. [188:260] Nader character-
ized this situation as unprecedented in corpo-

rate history. {184:1] Terry Herndon, Exec.tive
Director of the NEA, reported that ETS controls
a key 14 percent of the total standardized test-
ing market, and that its yearly gross Income is

nearly four times as large as its nearest

3




competitor. [126:2) Roger Lennon, senior vice-

gresideﬂt of Harco%rt, Brace, Jovanovich, Inc.,
stated that ETS enjoys a privileged ad.-ntage
over its rivals in private industry since "aca-
demic types tend tc feel more at home dealing
with- something that isn't perceived as a commer-
cjal enterprise." [300:18] Over the past 30
years, it has been estimated that ETS's standard-
ized tests have impacted upon the lives of 90
million people. [iZo:Z]

ETS asserted that Nader and Nairn confused
menopoly with success, and further, that schocls
and colleges are free to choose among a variety
of nonprofit agencies, government agencies, and
private companies to carry out their testing pro-~
grams. While ETS is a major element in the test-
ing field, the company states that it 1s proud
that so many i{nstitutions use its services bgcause
the standardized testing market is so highly com-
petitive.. Other commercial enterprises likeJCTB/

McGraw-Hill, Psychological Corporation (a div.-

sion of Harcourt, Brace, Jovanovich, Inc.), Science

Research Associates (a dfvision of IBM), Houghton
Mifflin, and the Measurement Research Center {a
division of Westinghouse Corporation), have finan-
cial resources similar to those of ETS. [65:3; f

3

70:2} . )
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Forced consumptian.~= Nairn stated that test
takers are "captives" who have little, if any,
choice: as involuntary consumers they have no

say in determining whether they will pay and take
admissions tests. [188:262] Currentl;, the SAT

is required by 50 percent of the nation's colleges,
the Graduate Record Examination (GRE) by 75 percent
of the graduate schools, the Graduate Management
Admissions Test (GMAT) by 8C percent of business
schools, and the Law School Admission Test (LSAT)
by 100 pergent of law schools. [238:4A; 187:58(]

In short, most students must take tests developed
by ETS, or face abandonment of their educational

plans. Some gee this as a double jeopardy
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situation for, as one parent commented, the can-
didate is otliged "to generate evidence which may,
and very often is, eventually used against him."
{188:261-262])

In contrast, Ecucational Testing Service
emphasized that candidates who register with ETS
to take an admissions test seem to associate the
testing organization with the test requirement.
But the requirement actually comes from the in-
stitution to which the candidates are applying,
or from licensing and certification agencieé that
establish their own critaria. Moreover, many
colleges‘and agencies exempt candidates from tests
or use other methods of evaluation. ETS said its
so-called power over candidates is a myth because
it merely provides the tests, and has no influence

on whether or not the candidates will be tested.
[65:7]

Accountablility.~— Although ETS maintains that it
is accountable to its client groups, these groups
are not free to choose among different competitors
for services, Naiin stated. With the exception of
the College Board, ETS's other client groups were
created by ETS to sponsor programs it already
owned. Specifically, Nairn said thd LSAT and

GMAT client boards were created by ETS in 1953-54.
Other client boards have been created since then,
such as the Graduate Record Examinations Board

in 1966. [188:303]

enjoy varying degrees of autonomy,' Nairn wrote,

"Although the client groups

"whatever authority they hold is granted under
terms set by ETS as the owner of the test ques-
tions." [188:304]
of 1974, the New York State Board of Regents,

Nairn also reported that as

which granted ETS its charter in 1947, had not
communicated with, made any inspection of, nor
required any submissions from ETS in its 27-year
history. {188:282])

ETS reiterated that its clients are inde-

pendent and that ETS is fully account.aule to them.

t}f)




Each client organization contracts with ETS for
admissions testing and related services. Also,
the decision to use ETS's services resides with
the educational institutions and their represent-
\atives. ETS noted, for example, that from 1947
to 1960 it developed and administered the Medical
College Admissions Test for the American Associ-
ation of Medical Colleges (AAMC), but since 1961
AAMC has contracted this work to other testing
organizations. As a nonprofit educational orga-
nization chartered under New York’s education
laws, ETS said that it is accountable to the New
York State Board of Regents. [65:3] Furthermore,
\ like all nonprofit organizations, ETS is account-
able to the Internal Revenue Service. On a pro-
fessional level, ETS is aczcountable to its Board

of Tiustees and its staff. [70:1]

Nonprofit status.-— Nairn reported that ETS ob-
tained its nonprofit charter from the New York
State Board of Regents, and that the company was
granted an exemption from federal income taxes
under section 501 (c)(3) of the Internal Revenue
Code. [188:299-300] Nairn sugges:ed, however,
that ETS bears little economic similarity.to . e
majority of nonprofit civic groups, churches,
hospitals, and schools because ETS is an enter-
prise "sefiing consumer nroducts on a national

scale.”" Since ETS has no shareholders, it is

immune from tne risks associated with public

ownership, such as responding to stockholder

suggestions or complaints. "Its freedom from
antitrust jurisdiction facilitates the estab-
lishment of client relationships,’ Nairn com-
mented, "which help insulate ETS from the mar-~
ketplace of consumer choice." [188:298-299]
Yet, in gspite of ETS’s nonprofit status, Nader
said ETS declares approximatel, i million in
"nonprofits" each year. These funds are used
for corporate expansion and to maintain the ETS
campus: a 400-acre headquarters, a $250,000

Q
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home for the president, and a $3 million hotel/
conference center; all constructed with candidate
test fees. [184:1] Although ETS has only a small
revenue of stocks and cash, Nairn stcessed that
ETS has an overwhelming political and economic
interest in preserving its testing system.
[188:395]

In response, ETS stated that its nonprofic,
tax-exempt status is similar to thousands of re-
ligious, consumer, and charitable organizations
which state and federal governments have deemed
to be in the public interest. [70:2] According
to ETS, the bulk of its income in 1978-79, some
$85 million, came from services it provided for
.est sponsors such as the Collegeﬁﬁbard, graduate
and professional school testing programs, and
other testing activities. Almost $8 million
came from outside sources such as local, state,
and federal agencies, as well as from studies
and activities funded by foundations. An addi-
tional $1.5 million came from fees at the ETS
conference center and returns on invested re-
serves. [65:4] It was noted that ETS publishes
an annual report, containing a complete finan~
cial statement, which is sent to the educational
community, the media, members of state legisla-
{70:1)

In 1978-79, ETS reported that its excess

tures, and the general public.

income over -¥penses amounted to $1.1 million

or 1.2 percent of expenses. This money was used
for acquisitions, modifications of operational
spdce, capital equipment, and working capital.
ETS said that the company pays taxes on "unrelated
income'" as determined by IRS and voluntarily pays
property taxes on its lamds and buildings ;n
Lawrence Township, NewJEZisey. Although ETS
stated that it maintains only a small invested
reserve, less than one month of its anrual pay-
roll, the organization says that its'ﬁonprofit
status should not be zonstrued to mean it pur-

sues a strategy of no growth. [65:3; 70:2]

Ut
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Center for Occupational and Professional Assess-

ment.-~ According to Nairn, as the number of col-
lege applicants began to plateau in the 1960s,
ETS directed substantial amounts of its promo-
tional effort to the occupational testing field,
following students out of the classroom and into
the professions. [188:325; 300:1} Since 1969,
occupational testing revenues have grown five-
fold, from $2.1 willion to $11.2 million. [188:
325] A partial list of the occupations for
which the Center for Occupational and Profes-
sional Assessment {COPA) had developed and ad-
ministered written performance measures and/or
program work includes accountants, bankers, real
estate brokers, automobile mechanics, beauti-
ciars, plumbers, urban planners, electrical con-
tractors, police officers, Peace Corps volun-
teers, Foreign Service officers, Central Intel-
ligence Agency workers, and National Security
Agency members. [300:1; 283:104; 65:2]

Turnbull stated that the formation of COPA
was in response to consumer demands for compe-
tence and certification of various professions.
Working closely with representatives ot the
sponsoring organizations and content specialists,
COPA. has developed assessment measures for many
occupations and professionsc, particularly in
health care. COPA has certification tests for
gynecologists, obstetricians, opticians, regpira-
tory therapists, nurses, opthalmologists, and
pharmacists. Turnbull also reported a trend
toward self-assessment programs which provide
professionals with the opportunity to assess them-

elves in relation to their peers. Professional
groups such as the American College of Dentists,
the American Psychiatric Associatlion, and the
American Academy of Pediatrics have participated
in’ such programs. [283:104-105}
its sixth ygar, COPA's new projects include 1i-

Now completing

censing and certification ¥xaminations for con-
struction code inspectors in the electrical,
building, plumbing, mechanical, and fire protec-

tion fields; a continuing education program fcr
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physicians; and new certification procedures for
social workers, which combine test scores, ref-’
erences, and experience into a composite score.

[68:11]

ETS data banks.-~ ETS has the largest data

bank of personal, educational, and psychological
informag}on in the world, Nairn declargd. Its
files contain information on more tiian 32 million
persons from 100 nations. [1838:28] Testing
critic Steven Levy reported tbat ETS has infor-

matior on more than 15 million Americans, not

only their test scores, but also the most detailed .

forms about personal finance that many people will

have to complete in their lifetimes. Levy stated

- /L
that it is on "trust" that ETS protecty’ this in-
—

formation for the public. [166]

ETS acknowledged that it maintains computer
records of the test scores and other data about
millions of candidates, but it stressed that this
information is provided voluntarily by the candi-
dates. Moreover, this intormation is completely
confidential. It cannot be released to an insti-
tuticn or agency without the specific permission
from a candidate. The data, however, are avail-
able to qualified researchers under rigorous pro-
fessional guidelines which assure confidentiality.
ETS noted that its intensive concern for confi-
dentiality has lead, ironically, to allegations
that EIS operates under a ''veil of secrecy."

ETS stated that it recognizes the righés of
candidates and institutions to privacy with re-
gard to information supplied by and about them,
as well as ETS's responsibility to guard infor-
mation in its files from any unauthorized

disclosure. [65:2. 4]

Test development.~~ In 1973 it was reported
that the SAT was written and updated by a staff
of 58 test ﬁkgllopers, which fncluded EIS's own




staff and a sizeable free-lance pool. [300:18;
85:41} But the question writing proceds, accord-
ing to Nairn, involves no formulas or statistics.
[188:144]

from a half-hour to an hour to write a typical

He rcported that it takes anywhere

SAT verbal question, which is reviewed at several

stages by two to five ETS staff members or con-
sultants. [188:147] Questions which survive the
review process are then pretested to establish
whether they are "easy" (more than 70 *percent get
it righk) or "hard" (fewer than 30 percent get it
right).
right o wrong, it is eliminated. [300:18] Al-

though ETS executives malntain that 150 steps

If more than 90 percent get a question

are involved in the test development process,
JETE SN aN

Nairn said that the majority of these steps are

office procedures: ("{tep No. 65. Prepare Offi-

cial Key for Reproduction, 66. Proof Key and Re-
lease for Printing, 67. Ke, Sent to Printing,
68. Print Key, 69.
Divisions. Y [188:147]

the past 30 years, ETS has accumulated an inven-

Distribute Key to Appropriate

Nairn said that over

tory of approximately 300,000 reusable multiple-
choice test items, some of which have appeared in
as many as 12 different tests. [1§8:145-146]
ETS's Turnbull séated, on the other hand,
that test development is conducted by ETS staff
specialists who work 1n-conjunction with repre-
sentatives from the organizations and associa-
tions for whom a test is being developed. ETS
staff specialists are aided by a committee of
content area experts. All examihations, in turn,
are reviewed, pretested, and analyzed by ETS
staff specialists, an organization's program pol-
icy board, and field experts. Additionally, ETS
asks for advice from groups representing various
disciplines and professions and requires minor-
ity representation in the review process to elim-
}nate any possible cuitural or raciai blas. [283:
106] Before a single question appears on a test,
it will undergo nearly 30 inspections, ETS
asserted. [85:41]

process and pretesting, it can cost $106,000 or

Because of the screening
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more to produce a new Graduate Record Examina-
tion or a new Law School Admissions Test, and
it can take a long as 24 months to prepare a
single question included on a final test. [85;

41; 188:147-148]

N
Standard error of measurement.-~The standard
error of measurement on a SAT score extends from

4

. -
30 points. beldw a2 candjdate's act test score

to 30 points above, Nairn eiplained. This means
that if a candidate takes the SAT an infinite
number of times, the 'true score" o the average
of all the scores would fall within this 60
point .range two-thirds of the time, while a
third of the time it 'would fall outside of this
range. [188:157]

theory, this Mmeans a student with a score of 540

Steven Levy said that, in

should be considered identical to a student scor-
1ng‘600. {166]

Wallach analyzed data from 224 colleges of vary-

In 1971 researchers Wing and
%ng degrees of selectivity. They found that at
many of the schools a score difference of less
than 60 points could alter chances for admission
by 100 percent. Moreover, a score increase for-
an applicant from 425 to 475 could raise¢ the
‘chances for admission by 70 percent. A decrease
of 50 points, however, would lower the chances
of admission by an equal amount. From this re-
search, Nairn suggested that the test points
which can alter a candidate's educational future
are "derived from statistical formulas that trans-
form the answers to a few multiple-choice ques-
™~ tions into an elaborate three-digit report of
'apti.ude.’'" [188:156-158]
Turnbtull noted that while test scores

as

well as; other source of information about human

measurcment and performance contain error, the
error of meashrement on standardized tests 1is
well known and announced by publishers. Accord-
ing to ETS,‘this consistency provides a ¢ontrast
to essay examinations, which many studies have
showr. to be unreliable, since grades assigned by

¢ :
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¢ vidual's mind. {188:383]
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readers vary considerably. Furthermore, unlike
other forms of measurement such as teachers'
grades, letters of recommendation, and persona{

\ interviews, test scores are designed to provide
a common basis for the evaluation of a ca;didate’s
abilities to perform well in future academic work.

[77:8; 69:4]

Aptitude.— The earliest founders of mental mea.-
urement, 1nc1ud1ng‘Ca;1 C. Brigham, father of the
modern SAT, emphasized the relationship between
test scores and social class, Nairn reported.
Thesé‘earl& psychometricians believed that groups
which sfored low on tesis were intellectually in-
ferior.¥ {186:652] Writing in The Atlantic, James
Fallows reported that early mental testers admin-
istered IQ tests to newly arrived immigrants at )
‘Ellis Island in New York City, which resulted in
the exclusion of certain racial and ethnic groups.
For example, in 1912 Henry Goddard "scientifically
proved" that 90 percent of Hungarians, 87 percent
of Russians, 83 percent of Jews, and 79 percent of
Italians were "feebleminded.” [85:39] -Today,
- Nairn claims that ETS views "aptitude” in the same
way that the early mental testers viewed "intelli-~
gence." Nairn accused the psychometric profession
of assuming a role beyond objectively reporting
how people perform on multiple-ﬁboice tests and of
presenting the tests as scientific findings which
pufport to measure the basic quality of an indi-
Similarly, two Harvard
Medical School researchers, Warner V. Slack and
Douglas Porter, stated that "aptitude, like in-
telligence, implies native mental potential."
Therefore, the applic&tion of the word "aptitu’e"
to any measurcment based on test scores should be
viewed with caution. [258:169]

Slack and Porter emphasized ythat ETS pro-
motes the SAT as a measure of ﬁptitude and that -
the public as;hmes high test éggzes indicate stu-
dents have good minds and, therefore, benefit
‘fron favorab ke judgmen;; in comparison to those

_let alone to allocate educational opportunities

s 4
/// /53‘}

who have low test scores. Nonetheless, Slack
and Porter stated that the SAT has not been sub-
jected to serious scrutiny bécause college ad-
hiscions committees lack the resources and time.
In fact, admissions committees are relying upon
test scores to help expedite the time-consuming
job of selecting and rejecting applicants. Ac-
cording to Slack and Porter, "if aptitude is de-
fined simply as the capacity to do college work,
the SAT has less rélevance than either high
school grades or other achievement tests.” [258:
172] They contend that there is no evidence
that the SAT measures anything except learned
They

pointéd oGit that ETS's achievement tests iua

skills, for which training is effective.

mathematics, science, and language actually have
higher correlations with college performance than
the SAT. Moreover, the English composition test
is the only subject for which the SAT predicts
as well. Slack and Porter referred to the SAT
as another achievement test: "If stripped of

the aura of 'aptitgde' and considered together
with other achievement tests and high school
grades, the SAT is a third-ratQAp;%dictor o{_}l//
college performance." [258:171] They called~r
upou colleges and universities to follow the
~xample of Bowdoin College and eliminate the
SAT requirement. They also reminded students

who are disappointed with their test scores

that the scores do not reflect .the quality of Py
their minds." [258:172] Ralph Nader added that

it is presumptuous to define what aptitude is,

Such notions should be directly
challenged, he said. [188:xvi]

based on it.

One of the most unfair sections of Naitrn's

report, according to George Hanford, president

of the College Board, tries to link current test-
ing procedures with farlier mental testing ex-
perts whose views on racial superiority and eu-
genic sterilization have long been discredited.
[121:2]
ignoring the College Board's description of the

. ¥

e

Hanford also accused Slack and Porter of




SAT, that is, the SAT 1s "a test of developed
abilities--a measure cf wide-ranging learning
experience--and that it is not a con.ent-spe-
cific achievenent test in the conventional
sense of that term.'" [122:1]}

With regard to IQ tests, Turnbull stated
th~. TS neither defines intelligence, develops
intelligence tests, ncr reports IQ scores. {284:

2] ETS's aptitude tests, moreover, were never

intended to assess innate intelligence or unchang-

ing abilities. Rather, they measure learned or
‘e:quired skills which develop slowly over time
through school and nonschool experiences. These
tests are describe; as aptitude tests since they
are not tied to a specific course of study,
school curriculum, or program. {77:7] ETS as-
serted that it is constantly seeking ways to im-
prove the evaluation of abilities related to
success in academic pursuits, develcp tests of
these abilities, and va'idate them using the
most rigorous psychometric techniques currently
available. [65:6] While these measured skills

are applicable to success in a variety of future

academic endeavors, Turnbull commented: 'To think

that, at 18 years of age, peaple whuse experiences

have been vastly different can show their inborn
potential through a test of verbal and mathemati-
cal reasoning is naive, regardless of their cul-

tural advautages or disadvantages.' {69:4]

Self-worth.—- An individual's test scores, Nairn

stated, often become the basis for important

changes in self-perception and self-concept. {186

653] He cited several studies which document the

effects of test ~rores on candidates' aspirations.

In a six-ycar :itudy of 80,083 students sponsored
by the College Board, Dale I'illery of the Univer-
sity of California wrote that '"while in high
school, students learn t» judge themselves by
these same measures [scores and high school
grades] and, when thev do not measure up, they

either abandon certain educational and career
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goals or try circ. tuous routes to achieve them.”
[188:216] Another study, conducted by Dennis
Dugan, focused on the aspirations of students
attending 47 high Séhools in the Boston area in
1969. Dugan's study found that the student's
SAT score "has its greatest impact' on his or
her decicion to "enter the labor market. . 1n-
stead of pursuin, more education.” [188:216-217]
Nairn pouinted out that there have been no stud-
les to estimate how many lawyers, doctors, and
other professionals {rom the black, Latin, and
other ethnic communities have been lost by rely-
ing on ETS aptitude tests. [187:6.GE]

Similarly, Slack and Perter accused ETS of
willful omissions in its technical publ-cations
whicn enhance the appearance of their proauct
at the expense of the candidate's self-esteem.
[258:172] Slack and Porter wrote that "if a
student with a low SAT score believes that this
score accurately reflec.. his aptitude, and that
no study or prepiration could have altered his
performance, his mental capacity is disparaged,
and his self-esteem is weakened." [258:155]

The ultimate tragedy, accordirg to Nader, occure
when students accept their test results as a
measure of their self-worth. Nader went on to
say that broader and more divcrse approaches

for assessing individual performance are essen-
tial in order to break this "vicious circle" and
end + o "reign of ETS." [188:xiv]

in rebuttal, ETS called Nairn's vepert a
distortion of the record. Guidelines published
in College Board bulletins and manuals for stu-

dents, high school counselors, and admissions

officers include statements such as the following:

e '"Tests can be a useful measure of knowl-
edge or academic ability, but no test
predicts with any certainty 'success in
life' or is in any way a measure of an
individual's total worth."

e '"Test scores, like all types of measure-

ments, physical as well as psychological,

’
v
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are not per,ectly precise and should not
be t:eated as tuough they were."

e "Although adinissiuns test scores are good
predictors of perfcormance 1n coilege,
thev are uot infallible predictors.”

{77:10-11]

ETS further reported hat there is no real evi-

ence to support the ceontention that taking a
. standardized test has a damaging psychological
effect on a person. [65:7] Robert .J. Kingston,
former president of the College Board, stated
that standardized "tests gre only one piecc of
evidence used in one professional context.'

Kingston added that stand;rdized tests reveal

nothing about character, promise be¢ ond college,

chance of succeeding in life or "our ability to

take our place as worthwhile human beings.”

[47:61

Creativity.—- Yader and Nairn said that altbough
standardized tests such as the SAT can determine
a life's pathway, these tests cannot measure the
varietv of gk 1ls which are essential to success
in any kind of endeavor. [188:xv; 391] Nader
claimed that ETS's tests do not measure important
human qualities which have advanced civilization,
such as creativity, wisdom, judgment, determina-
tioa, st:aina, idealism, and experlence. [104:5]
Standardized tests simply measure the specialized
gkill of multiple-choice test-taking, he asserted.
[184:2]}

£TS's ;-csident acknowledged frhat Nader was
cor-ect in stating that the psychometric profes-
slon has no large scale tests for assessing human
qualitties such as creatlivity, ideallsm, stamina,
and caring for mankind., ‘urnbull stated that
tiic4e qualities are very important in soctety
and that they should not be ignored in favor of
dependen-e on tests alune. He polnted out that
EVS ha« becr activeiv seeklug te extend the rany
V. avallable meavures useful In asSessing a can-

dida'2's abilitles. {284:1] Hanford observed

that the S0 does not measure height, weight,
skin colur, geographic location, or economic
status because the test 1s not designe. to do
these things. Hanford affirmed that the SAT re-
mains the best "national yardstick of student
ability...regardless of school, class, curricu-
lum, family background, or other variables.'

1123:4]

Meritocracy.=— A British sociclogist, Michael

Young, coined the term "meritocracy" nearly 20
years ago to describe a system of réwards based
on ability and merit ''rather than accident of
birth." James Fallows observed that Young's
term was satirical in intent, but Americans, in
their search for an equitable system of classi-
fication, appropriated it without its original
irony. [85:43] Nairn said that many educators
view the SAT as a standard of merit and, while
recognizing that the SAT is less than perfekt,
they consider it an imperfect standard which is
better than no standard at all. [188:392] Nairn
said that this kind of argument fails to consider
the availability of other measures. He said
that ETS's own research has indicated that judg-
ing candidates by their previous acconylishm;ntS‘
would almost ¢liminate class and ethnic discrim-
ination factors which are prevalent in the r-nk=-
1ng of candidates by ETS scores. [188:392]
(emphasis in the original) Mairn stated that
the test system itself 'routinely damages the
poor, the working class and the middle class
reiative to the more affluent and privileged."”
[188:391] It also allows an administratively
convenient way of avoiding the rosponsthility
of judging candidates. [188:393] According to
Fallows, standardized tests have merely exchanged
one kind of privilege for anotner. [85.47]
According to the College Board, however,
trom the beginnmings of the moderan SAl, Carl C.
Brigham called for a reasonihle perspective

on tests and their use. Brigham wrote that

'El{lC
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"to place too gredt emphdsls or test sceres 1s

as dangerous as the failure properly (o evalua.
any score or rank in conjunztion with oth-r meas-
ures and estimates which it supplements.” [47:3]
Throughout the history of the SA7, and especially
since World War II, the CEEB has viewed the 1n-
creasing use of standardized tests as a democra-
tizing influence in higher education. [47:3]

By virtue of their accuracy, objectivity, and
comparability, standardized tests have served to
identify individuals who regardless of class,
sex, or ethnicity, are most likely to perform
successfully in college. [69:2] According to
George Hanford, Nader and Nairn are trying to
reorder the nation's college admissions process
and current system for educational opportunity
and substitute subjective and undefined valucs

of their own for objective measures and a merito-
cratic approach. {[121:2, 4] Hanford suggested
that Nader's attacks in the guise of criticizing
methodology and statistical accuracy are essen-
tially attacks upon the concept of standards and
quality in education and society. [121:2] The
standards for college admission should be ieft

to the colleges and universities, said ETS presi-

dent Turnbull. [285:2]

Minorities.—~ Nairn reported that an unbiased test
according to ETS's definition is one that "pre-
aicts the first year grades of minorities about
as accurately as they predict the first year
grades of whites." But this definition, Nairn
charged, fails to recognize that the validity of
grade prediction is low for both groups. [188:112]
(emphasis in the origiral) Contrary to the belief
that admissions siindards are lower for minority ®
candidates, Nairn said that they must earn Afjher
grades than whites in order to have an equal op-
portunity for admission to college. [188:111}
(emphasis in the original)

Nafirn cited a 1971 study of black and white

students at integrated colleges conducted by ETS
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researchers Junius A. Davis and George Temp.
lhey reporte. that "while the SAT score means
for (admitted) blacks were lower than those for
their white counterparts, the mean high school
ranks were higher."” Nairn also cited another
TS study of the grades and test scores for all
applicants to ABA accredited law schools in 1976,
This study found that 68 percent of the whites
and ethnically unidentified applicants with col-
lege grade point averages of 2.75 or above were
admitted to law school, compared to 58 percent
of the black applicants with identical averages.
Among applicants with averages above 2.50, 64
percent of the whites and unidentified students
were admitted compared to 51 percent of the
blacks. Since the black applicants' grades
ranked as high as the whites, Nairn said that
the blacks were placed at a disadvantage by the
results of their ETS aptitude test, not by their
past performance. [188:111]

Nairn asserted that ETS maintains that the
low scores of minorities reflect deficiencies
in the preparation of minority candidates, and
not deficiencies in the tests. [188:111] He
reported that the low average scores of minorities
were primarily a reflection of the tes<ts' tendency
to rank people py family income. That is, stu-
dents from high-income families tend to receive
higher test scores. [188:113] Nairn emphasized
that it was one thing to tell people that they
have been victims of less than adequate education,
but it was something else "to use those scores to
provent individuals from parsuing opportunities.”
[188:117]) (emphasis in the original) While ETS
purports to tlluminate educational inequality,
Nairn said, in effect, FTS's aptitude tests
actually continue it. He noted that as long ago
as 1969 the Association of Black rsychologists
called for a moratorium on standardized testing
because these tests were the beginning of a
downward spiral chat deprived black applicants

opportunities for advancement. [118:117-118]

More recently, in January 1980, Benjamin L. Hooks,

b
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president of tne Naticnal Assoctation for the \d-
vancement of Colored People, issued a statement
calling on Congress to enact truth-in-testing
legislaticn to regulate the testing industry.
Hooks said that regulation was necessary because
the testing industry, for the most part, deter-
mines who goes to college and professional school,
who can teach, and who can be employed. 'Our
nation can ill afford to allow any private agency
to limit the vpportunity of a child to an educa-
tion," Hooks stated, '"which allows him/her to
reach his/her potential nor to, through non-
regulation, foster a system or process which pe-
nalizes the working -lass.' {131:1]

While Turnbull acknowledged that black and
Hispanic candidates consistently achieve lower
verage test scores than whites, he emphasized
that it would be erroneous to jump from that real-
ity to the conclusion that the tests were biased.
In essence, this would be "blaming the messenger
for the message." {68:3] Furthermore, ETS said
countless validity studies have shown that the
SAT, LSAT, GMAT, and GRE aptitude tests predict
as well for minority and majority candidates, and
admissions officials find test scores useful in
making «omparisons among minority students. {75:2]

Substantial data also show that disadvantaged
and minority children do not receive equal oppor-
tunity in American education, Turnbull added. He
noted that this deficit increases with the passing
of time.
ity; they reveal it." [68:3] Eliminating the
tests would probably not harm candidates with high
grades from well-known schools, but it would limit
the chances nf mainy minority and rural students
whose abilities show up on the tests, “ut who have
mediocre grades. [285:2] Likewise, ETS reported,
there is ample evidence that hese standardized
tests help to identify talented candidates in
inner city schools, new schools, nontraditional
schools, and rural schools. College admissions

officers often cite the usefulness of the tests

in locating students who have not had the

Q

ERIC

Aruitoxt provided by Eic:

But '"the tests do not create the Inequal-
q

advantages and visibility or more aifluent
middle-class students. Standardized tests also
help to eliminate "bias and inequalities inher-
ent 1n grading systems, interviews, and personal

recommendations,"

according to the testing
company. {75:2]

Since the end of World War II, minority
groups and people of low socioeconomic status
have gained increased admission to college.
Moreover, a high percentage of all candidates
for college admission are admicted to the college
of their choice. Turnbull sa:d that, extrapola-
ting from this trend, it would be difficult to
conclude that standardized tests have barred
college doors to minority students and the dis-
advantaged. [68:3-4] Accorcing to Hanford, the
Nairn report implies that minority candidates
are routinely being denied admission to college
On the contrary, said Hanford, between 1970 and
1977 the enrollment rates for whites remained
faiily constant, while the "enrollment rates
for black and Hispanic students rose by five per-
cent and six percent, respectively. {121:5] ETS
added that the evidence presented to the U.S.
Supreme Court in the Alan Bakke (ase clearly
indicated that test scores are used to identify
potential talent and that minority candidates
with above average, average, and below average
test scores are being accepted into prestigious
law and medical schools. {75:2]

LTS further criticized Nairn's report for

not devoting attention to the role of the Col-
lege Board in advancing the concept of award.ng
financial aid based on need, ignoring ETS's fi-
nancial aid need an-~lysis program at the graduate
and professional school level, and overlooking
many talent search, guidance, schoularship, and
demonstration projects designed to ameliorate
educational opportunities for diradvantaged and

minority candidates. [76:10] ETS affirmed that

1

it is committed to addressing the "causes of dif-

ferences in educational achicvement" for both the

ETS reiterated

diqad§antaged and the affluent.

L\




that Nairn had 1gncred important research activi-
ties which fnvolve ETS such as thc following:

(1) a five-year study of compensatury reading
programs in grades 2, 4, and 6, (2) a longitu-
dinal study of disadvantaged students and their
initial school experiences; (3) studies of exem-
plary school desegregation practices; (4) evalua-
tion studies on the effects of educational pro-
grams, such as Sesame Street, and the programs'
influence on the skills and achievement of dis-
advantaged children; and (5) a number of evalua-
tions of compensatory education projects conducted

at the local 1evel. [76:11]}

Test scores and Income.—— Standardized tests,
Nairn stated, have not replaced ranking based on
economic class with ranking based on merit. The
. so-called "democracy of multiple-choice tests,"
he contends, remains largely a ranking of people
[188:198-199}

ETS test scores discriminate between the rich and

by family income. Not only do the
poor, Nairn said, but they also discriminate be-
tween the rich and a majority of Americans, the
working class and the middle class. {188:200]
(emphasis in the original)

Nairn cbserved that "the more money a per-
son's family makes, the higher that person tends
to score.” [188:200] The ranking by class is
prevalent not only when large groups are averaged
together but also amung applicants to individual
colleges. [188:202] This pattern appears to he
consistent over geographic regions and income
levels, Nairn added. A 1973-74 College Board re-
port cited bv Nairn showed, for example, that stu-
dents with the highest SAT iverage (750-300) had
an average family income of $24,124 compared to
atudents with the lowest SAT average (200-249),
$8,639.
test scores and family {ncomes for candidates in

1978-79 revealed

(See lable 7.) More recent data on the

a similar pattern. For the
applicants averaging below 350 had a mean familv

income of $18,400, while those averaging 650 or
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more had a mean 1ncome of $33,400. [188:201,
203}

Citing figures complled by Humphrey Doermann
for a College Board colloquium, Nairn reported
that a student from a family earning less than
$4,600 1n 1969-70 income had a 10 percent chance
of scoring above 450; the chances i1ncreased to
21 percent in the $7,500 to $10,699 range; and
they quadrupled to 40 percent in the $16,200 range
[188:203]

and above. Nairn concluded that if ETS

' then merit in

scores measure a person's "merit,’
the United States is allocated according to fawily
income. [188:204}

ETS asserted that Nairn's report distorted
the facts concerning test scores and family 1n-
come. E1S said Nairn's allegations that the com-
pany had suppressed information concerning the
relationship of test scores to students' family
incomes, that SAT scores and family income rank
students nearly the same way, and that the tests
are used to preserve a social status quo, were
all untrue. |7 :6}

According to E1S, the data which Nairn used
came from a series of reports, published by the
College Board since 1971-72 and distributed to
over 15,000 institutions and individuals. Al-
though these data show that students from fami-
lies with higher 1ncomes tend to receive higher
test scores, students from each income level ob-
tained the full range of SAT scores. Also, necarly
one-third of the candidates with family incomes
below $6,000 ranked in the top half of the entire
[76:6]

group in terms of SAT scores, Thus,

claims E1S the use of admission tests has contri-
buted substantially to increased access of poor
and working class students to higher education.
[76:6] "It would be tragic if exaggeration of
the relation between a0 ra v income and aoe Page.
test scores were to lead to unfounded pessimism
among able low-income students ot their parents
about their chances of doing well on tests,”
wrote ETS's lurnoull. (emphasis in the original)
it is still

"And despite claims te the contrary,

s
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a fact that test scores correlate more highly
with grades than with family income." [68:4]}
Table 9 shows the average SAT scores and re-
ported family income for coll «-bound seniors

of 1973-74.

Prediction of first year grades.—— "The ability

to predict grades," Nairn stated, "is the empir-
ical basis of ETS's claim to measure aptitude.’
[188:58]

ies have shown that the SAT is an effective pre-

ETS has maintained that countless stur-
dictor of college performance. Yet, Harvard
Medical School researchers Slack and Porter
Conténd that their research indicates otherwise.
They reported that a summary of validity studies
between 1964 ard 1974 (Ford and Campos, 1977)
indicated that the SAT validities for males and
females combined averagedﬁabout .40 for the SAT-V,
.35 for the SAT-M, .50 for the high schcol record,
and .58 for all three predictors combined, i.e.,
the SAT provided an increase of .08 over the higlh
school record alone. [238:165} Slack and Porter
sald that their own arithmetic, based on the data
provided by Ford and Campos, showed that the SAT
[258:166]
Table 10 shows the median validity coefficients
of combined-sex samples for the SAT-V, SAT-M,

validity coefficients were smaller.

high school record, and combined predictors,
1964-74 as reported by Slack and Porter.
According to Slack and Porter's analysis of
the 1964-74 data, the validity coefficients are
.37 for the SAT-V, .32 for the SAT-M, .52 for the
high school record, and .58 for the three predic-
tors combined. Thus, the validity coefficients
of the tests, togethet with the high school rec-
ord are only .06 greater than the high school
record alone. [258:166)
SAT's contribution to the prediction of first-

While noting that the

year grades largely depends on how the validity
coefficients are interpreted, Slack and Porter

stated that, in general, the SAT adds little to

Q
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the prediction of coll-ze grades over the high
school record alone. [l66:167]

Although the Slack and Porter stud, employed
different statistical techniques in its analysis
of the predictive validity of the SAT, the Nairn
study found similar results in its analysis of
the Ford and Campos data. [258:167) Specifically,
Nairn repoirted that, according to figures
gathered {rom 827 different ETS validity studies
condu.ted between 1964 and 1974, the SAT delivers
a "percentage of perfect prediction'" of 11.9 per-
cent in predicting first-year grades. [188:60]
Other ETS aptitude tests provide similar percent-
ages of perfect prediction: 13 percent for the
LSAT, 11 percent for the GRE, and eight percent
for the GMAT. [188:61-62] Nairn said that i=n
order to determine how often chance would pre-
dict grade ranking within a group as well as an
ETS aptitude test, the tests' percentage of per-
fect predic:ion is subtracted from 100 percent.
[188:64]

SAT scores, on the average, predict a candidate's

Nairn's calculations show that the

"grade rank no more accurately than a pair of
dice.'" [188:65] Furthermore, since SAT test
scores are not the only factor in admissions
decisions, Nairn asserted that their effective
contribution to grade prediction is less than

12 percent. [188:65]

Additionally, Nairn said that data from the
1964~74 validity studies showed that including
SAT scores in the prediction process improved
the prediction of college grades by .ive percent
or less. '"This thin margin, the exteat to which
ETS scores improve the prediction already offered
by previous grades,'" Nairn emphasized, 'is the
single thread, the single rational gunction, from
which the ETS aptitude testing empire hangs."
{188:66]

ment such as biographical questionnaires, personal

Nairn stated that cther forms of assess-

rating scales, persistence in staying in school,
previous accomplishments, and other infcrmation

have been found to predict first-year grades
[188:

nearly as well or better than test scores.

68, 72, 77}
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TABLE 9.--1973-74 Coliege Bound Seniors Classified
* by SAT Average and Family Income*

Reported Family Income

SAT $ 0- $6,000- $12,000- Average
Average 5,999 11,999 17,999 218,000+ __income**
750-800 1 117 169 415 $24,124
700-749 239 1,172 1,752 3,252 21,980
650-699 686 3,994 5,683 9,284 21,292
600-649 1,626 9,352 12,187 17,992 20,330
550-599 3,119 17,042 20,822 28,151 19,481
500-549 4,983 26,132 29,751 37,400 18,824
450-499 6,663 33,209 35,193 41,412 18,122
400-449 8,054 34,302 33,574 37,2313 17,387
350-399 8,973 29,762 25,724 26,175 16,182
300-349 9,622 21,342 14,867 13,896 14,355
250-299 7.980 10, 286 5,240 4,212 11,428
200-249 1,638 1,436 521 325 8,639
Total
Numbet 53,600 188,146 185,483 219,727
Average
SAT Score 403 447 469 485

*The totai number of students in this table (646.955) i3 vary slightly smaller than the number
(647,031) included in the analyses reported in College Bound Seniors, 1973-74. Students in this
talbe must have had both SAT verbal and SAT mathematical scores and have reported family income on
the Student Descriptive Questionnaire. Students with only one SAT score were included in College
Bound Seniors.

x%
From College Bound Seniors, 1§73-74.

SOURCE: Educational Testing Service, 1980, copyright

Used with permission.

Test Scores and Family Impome. Princeton, NJ:
1980 by Educational Testing Service, 1980. p. 7.

validities of the verbal and mathematical parts
of the SAT.

According to Rex Jackson of ETS in an arti-

cle appearing in the August 1980 Harvard Educa- Nairn should have used the greater

tiomal Review, Slack and Porter ignored the sum-
mary table in the Ford and Campos report and
selected one sentence from the text which dis-
cussed onlvy a portior of the data, which Slack
and Porter then contrasted with their own find-

ings. Jackson called the implication that the

Ford and Campos results had been reported inac-

curately "a serious injustice to the authors."
[134.1:389]

In response to Nairn's charge that rolling
dice is nearly as good as using test scores in
the admissions process, ETS charged that Nairn's
[77:16]

ETS repcrted that Nairn used an incorrect value

claim wvas based on faulty statistics.

for the characteristic validity of the SAT

(.345), which is the average of the separate

Q
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predictive validity of the total test which is
.41. After taking an erroneovs validity of the
SAT, Nairn squared the validity coefficients and
multiplied the results by 100, thus arriving at
the numbers 13 for the LSAT, 12 for the SAT,

11 for the GRE, and 8 for the GMAT. [77:16]
Then, by taking the complements of these num-
bers, Nairn stated that 'rolling dice will be

as accurate as using test.scores from 87 to

92 percent of the time." [77:16] Efs said it
was not possible to know how Nairn reached this
"misconception.” {[77:17] ETS emphasized that

If the SAT were valid, it would be

no worse than a random predictor, such
as a pailr of dice. 1If predictions based
on an invalid test and random predic-
tions were compared for a large group

U,
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TABLE 10.--Median Validity Coefficients of Combined-Sex Samples
for the SAT-V, SAT-M, High School Regord (HSR), and
Combined Predictors, 1964-74

Increase
Number of Comb 1ned over HSR
Source of Date Year Colleges SAT-V SAT-M HSR Predictors Alone
1964 62 .37 .32 .55 .62 .07°
1965 80 .36 .29 .56 .61 .05
1966 76 .33 .28 .53 .57 .04
1967 62 .36 .28 .52 .57 .05
Ford & Campos 1968 41 .40 .33 .56 .62 .06
(1977, Table 5, p. 9) 1969 45 .39 .33 .53 .59 .06
i » B 1970 129 .37 .29 .49 .56 .07
1971 32 N T .28 .48 .53 .05
1972 101 .35 .33 .50 .57 .07
1973 89 .38 .36 .50 .56 .06
1974 110 42 . .39 .50 .58 .08
Ford & Campos Summaryb -- - .40 .35 .5C .58 .08°

(1977, p. 3)

Slack & Porter's Calcula-
tionsd from Ford & Campos - - .37 .32 .52 .58 .06
(1977, Table 5, p. 9)

aThese are our flgures, calculated from Ford and Campos (1977) by subtracting the median
validity coefficients for the high school record alone from the median validity coefficients for
the combined predictors (combined-sex samples).

bThese are the "averages' for the SAT-V, SAT-M, HSR, and combined predictors presented by
ETS in the Ford and Campos summary (1977, p. 3).

®We calculated this increase over the HSR alone by subtracting the "average™ for the.HSR
alone (.50) from the "average" for the combined predictors (.58) (Ford & Campos, 1977,p. 3).

dThese are welignted means; we calculated them from the median validity coefficients reported
{n Table 5 of Ford and Campos (1977, p. 9). In the absence of information on the number of stu-
dents in each sample, we assumed that the number of students was proportional to the’number of col-
leges and u¥ed the number of colleges for cach year as the weighting factor for that year's valid-
ities. For each variable, our calculations of the weighted méans, means, and medians of the median
validity coefficients (in that order) are as follows: SAT-V = .37, .37, .37; SAT-M = .32, .32,
.32; HSR = .37, .52, .52; Combined Predictors = .58, .58, .57; increase over HSR = .06, .06, .05.

®We calculated this increase over the high school record alone by taking the difference .-
tween the weighted mean of the median validity coefficients of the high school records (.52) and
the welghted mean of the median validity coefficients of the combined predictors (.58).

SOURCE: Slack, Warner V. and Douglas Porter. The Scholastic Aptitude Test: A Critical
Appraisal,' Harvard Educational Review, HMay 1980, p. 166. Copyright 1980 by
President and Fellows of Harvard College. Used with permission.
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of students, the test would give predic-
tions cloger tc students' obtained GPAs
for about 50% of the cases, and random
predictions would be better for the other

50%. Predictians based on valid informa-
tion will be better than random predictions
and will certainly more closely approximate
obtained GPAs ror more than 50% of the ap-
.plicants. Yet, according to Nairn, dice
will be as good as or better than the SAT,
a test of proven validity, 88% of the time.
Like citations of evidence in the Wairn re-
port, these dice should be carefully
inspected. (emphasis in the original)
[77:17]

ETS further stated:

In arriving at a figure of five percent,
which in his chapter title he calls "five
percent of nothing,”" Mairn switches statis-
tics from rl to another indéx. In fact, he
uses . . . the "coefficient of forecasting
efficiency, which is equal to 1-V 1-r2
The actual coefficients for the 1974 data
. (not reported by Nairn) are 13.4 for high
school grades alone and 18.5 for tests and
grades combined, which do indeed differ
by 5.1. This index has a theoretical
range from O (for random prediction) to
100 (for perfect prediction) and can be
interpreted in percentage terms, though
the intarpretation is not a particularly
simple one. Since "perfect prediction"
cannot be ¢ttained, it is reasonable to
consider the contribution of tests in re-
lation to the level of prediction offered
by grades alone. Simple arithmetic (5.1
divided by 13.4) indicates that combining
test scores with grades increases the
value of Nairn's chosen index by 387,
not 5%. {emphasis in the original)
{77:19]

George Hanford of the College Board reported
that Cameron Fincher's 1974 report o1 the use of
the S5AT in the university system of Georgia, which
included 19 institutions over a l3-year period,
found an4average correlation of SAT scores with
first-year coliege performance of .49, on a scale
of 0.00 to 1.00 (perfect prediction). This study
also showed that while high school grades are a
better predictor with a correlation of .54, the
combination of SAT scores and grades together
increased the correlation to .65, "a strong in-
cremental additfon to the validity of the predic-

'

tion." Hanford reiterated that the SAT is only,

one element in the admissions process, which oft.

51

includes interviews, activities reports, and let-
ters of recommendation. '"The question is not
whether the SaT is perfect," Hanford said, '"but

whether it is useful." [121:3]

Testing the tests.~~ Because the consumers of
education tend to accept unquestioningly the
psychometrician's claims about aptitude tests,
Nairn charged that ETS's claims ahout its tests
constitute "a specialized variety of fraud."
{188:58] This "fraud" appears to be respectable
because it adheres to the rules of the psycho-
metric profession and because political and
economic institutions have been receptive to the
test makers' vergicts about individuals' poten-
tial, Nairn stated. [188:58] Over the past 30
years, Ralph Nader estimated that the "‘pervasive
power of ETS" has probabtly affected some 90 mil-
lion people who have had their educational and
occupational prospects shaped by its standarized
tests. [184:1] Nairn contended that ETS should
not be permitted to define consumer choices in
terms of its tests nor should it "be given an
intellectual monopoly to complemént its economic

one." [188:382)

on multiple-choice tests unfairly restricts

Further, he stated that reliance
"the
means by which individuals can demonstrate their
skills and potential," [188:384] and that the
tests can also hinder the development of essay
writing and scientific problem-solving skills.
[188:386}

when validated against first-year grades,

Nairn further stressed that the tests,
"im-
prove efficiency of prediction by an average of
only three to five percent." {188:388] He also
questioned the rationality of ranking applicants
"with tests that provide only an eight to 15
percent improvement over blind chance in predic-
tion of a short-term criterion such as first-
year grades.'" [188:391] Nairn emphasized that

standardized tests cannot purport to measure the

‘\ ()
s
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variety of skills necessary for success in any

academic or post-academic endeavor. [188:391]
Nairn charged that ETS has an overwhelming

econgmic and political interest in maintaining

the current testing system. In order to maintain

this system and defend its existence, FIS has .

developed an extensive and subtle network of in-
fluence. This influence extends to the upper
reaches of government, where ETS has had associ-
ations with four Commissioners of Education from
1962 to 1872.* It also extends to about 2,000
paid consultants at thousands of universities,
colleges, educational asso- iations, and local
school districts across the country. [188:396]
Nairn believes that reforming the test system
must focus on ETS, the organization whicn devel-
ops and administers tests for thousands of in-

stitutions. Both Nader and Nairn assetrted that

they plan to take a leading role in the "na-
tional examination of the examiners." [188:384]
Part of their upcoming agenda will feature the
following considerations:

e "What are the effects of restricting the

information system. . to multiple-choice

*The Commissioners of Education included
Francis Keppel, 1962-66, former president of the
Carnegie Foundation for the Advancement of Teach-
ing, a founder of ETS; Harold Howe II, 1966-68, a
former College Board trustee, and vice-chairman
of the College Board's Advisory Panel on the SAT
acore decline; James E. Allen, 1969-70, who served
as a consultant to ETS; Sidney P. Marland, Jr.,
1970-72, former president of the College Board and
a trustee of ETS. Other prominent government of-
ficials with whom ETS has had associations include
John Gardrer, former president of the Carnegie
Foundation, former ETS trustee, and former Secre-
tary of Health, Education, and Welfare; Juanita
Kreps, former ETS trustee and U.S. Secretary ox
Commerce; Willard W. Wirtz, former U.S. Secretary
of Labor, and chairman of the College Board's
Advisory Panel on the SAT score decline; former
U.S. Congressman John Brademas, a former ETS
trustee and former head of the House Subcommittee
for Higher Educatioa; Ernest Boyer, former U.S.
Commissioner of Education, and president of the
Carnegie Foundation; Shirley Hufstedler, former
Secretary of Education, who served as a trustee
of the Aspen Institute for Humanistic Studies,
which has its international division lotated at
ETS headquarters.

Q
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tests developed and chosen by a single
organization?" [188:384]

e "What are academic and other institutions
trying to accomplish with their admis-
sions policies?' [188:387]

e '"Precisely what goals and whose inter-
ests do those policies actually serve?"
[188:387]

e '"Should applicants have to bear the cost
of the tests?" [188:389]

e "Is the ETS ranking reaily a meritocratic
ranking?" [188:390]

e 'What is the purpose of demanding that
altérnative admission standaris rank
candidates in a similar fashion?"
[188:390]

e 'Can significant reforms be 1mplemented
given ETS' current position?” [188:394]

ETS, on the other hand, asserted that it has
worked diligently to help both candidates and in-
stitutions keep test scores in perspective. Al-
though test scores are only one factor in the
admissions process, many critics of testing have
ascribed to them an importance that is substan-
tially out of proportion, Turnbull said. 168:4]
When testing critics publicize this fallacy,
Turnbull added, they increase the likelihood of
"test anxiety" among students, encourage others
to seek expensive coaching schools, and instill
an unfounded belief in high-scoring students that
their test scores will earn them admission to the
institution of their choice. [68:4]

Standardized tests, Turnbull emphasized, are
the same for all candidates and reduce the unfair-
ness t' it would result if college admissions of-
ficers reviewed only high school grades, which
vary considerably among schools and teachers.
[285:2]} ETS stated, however, that personal
qualities such as judgment, wisdom, creativity,
idealism, staminc, and determination are highly
valued and sought, but they are difficult to assess

in other than subjective terms. [77:24)




[E

ETS said that it has no quarrel with Nader
and Nairn proposing thetir views regarding crite-
ria useful in makin. admissions decisions. But
these views should not be considered the only
correct values nor shiould they "be substitutea
for the considered judgment of the faculties
and administrators of the cducational inotitu-
t.ons." (77:25) There are ample opportunities
to contribute to thoughtful debate and 1mprove
testing in the admissions precess, EIS observed;

hovevgr, the Nairn report offered "uo serious

alternatives”

[77:25]

and misrepresented many facts.

The proper response to the campalgn dagainst
testing and institutionil autonomy, according to
Hanford,Zought to corh trom the professionals
in guidance and admis-ions, wb@ are involved in
and are best informed ' .ut the programs and
services under criticism. [1.21:5-6] Hanford
accused Nader of "reckless and nflammatory at-

tacks" which infer that the "purpose of these
tests ts to perpetuate .an unjust social system
by denyling opportunities to those who rightly
scek them.” (emphasts i1n the original) [121:6]
Furthermore, recently introduced legislation

to regulate testing nattronally, Hanford noted,
could mean the dem:se of accountibility pro-
grams and produce 1 ripple effect which could
spread from admis.ions tests, to competency
tests, medsture- of accountability, bhar cxamina-
tions, civil service examination-, ind even
Hanford rerterated thiat

driving tects. [123:9]

the SAT 1o not o pertectly ac nrate predictor,

a

O
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but wnen 1t 1s combined with high school grades,

3

1t provides the best predictor known, [123:0]

[

A nation taat throws out 1te tests s kalph
Nader would have us do," Hanford cautioned, "is
1a danger of throwing out both 1ts values ind
its standards /' [123:4]

In an adfiress to the Middle States issocida-

tion of COllQLCs and Schools 1n Decerber of 1979,
Hanford poscd‘thcse questions to his audienr e
for consideration:

e 'Wnat ur. the viable alternatives to ad-
missions tests”"” (emphasis 1v the origi-
nal) [123:10]

e How much does your institution rei  oa
tests, and test scores. . . 10 the guid-
ance process if it's a school. . . or
1n the admissions process 1{?it'a 4
college™™ {123:10] )

v

e "'Should we, and 1f Sy how could we. . .
vour schools and colleges as institu-
tiens. . . or the "liddle States Associ-
ation and the College Buard as organi-
zations. , ., better respond to tihe con-
cerns of the consumer movement”

[123.10]

o "'Should we ., and 1f 0 how can we f
become more daccountable, or perhaps, how
cdn we bring about a better perception
of our accountability?” (emphasis in the
ortorual) {123-10]

e "(1n there be standards without

assessments ' [ 123:10]

) what 1. the minimum--where 15 tie

tleor ™ 1232101
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THE COACHING CONTROVERSY:
SPECIAL PREPARATION FOR THE SAT VS. NO SPECIAL. PREPARATION

The highly publicized decline in SAT test
scores is one reason for increased interest in
the effects of coaching on the SAT and other
standardized admissions examinations. {136:9]
Many educators and much of the public believe
that coaching can make the critical difference
in gaining .umission to college and graduate
school. Scoring well on a standardized admis-

sions examination is very important for those ap-

plying to a prestigious college or university.

" More than 907percent of those admitted to Princeton

University, Smith College, Stanford University,
Wellesley College, Brown University, the Univer-
8ity of Chicago, and the Massachusetts Institute
of Technology score over 500 in both the SAT ver-
bal and mathematical tests. {90:11]

In addition, Harvard requires students to
score hetween 500 to 800 on each test; Yale re-
quires students to score a minimum of 670 on the
SAT-V and 687 on the SAT-M; both Pennsylvania and
Columbia Univetsities require scores of 650 on_
the SAT-V and 660 on the SAT-M; Pennsylvania State
has an acceptable range of scores between 450-600
on each test; Emory requires a 550 on the SAT-V
and 600 on the SAT-M; Rutgers 490 on th§[SAT—V
and 540 on the SAT-M: and George Washington Uni-
versity, ‘a combined total of at least 1,000.*

{194:35] The 1980 SAT score averages for

*In 1980 the College Board reported that
only 5.5 percent of all SAT takers or about 55,000
students had a SAT average of 500 or higher and
parents who could contribute $5,000 or more to
their college education. [6.2:8)
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college-bound ceniors were %24 on the SAI-V and
466 on the SAT-M, a total (. 890 points out of a
maxxmum16f 1,600. [6.2:5]

According to test criiic Allan Nairnm, it
has been esti$a£ed that as many as 40 percent of
the nation's public colleges and 20 percent of
private colleges use test scores as automatic
cutoff points. [35:190] As more individuals
seek coaching to improve their test scores and
their chances of admission to select colleges
and universities, the debate over the effertive-
ness of coaching for the SAT and other tests will
continue to escalate.

The College Entrance Examination Board, on
the other hand, maintains that interest in spe-
cial preparation or coaching stems from an exag-
gerated view of gaining admission to college at
the undergradnate level. Test scores are only
one component in the adnissions process along
with high school transcripts, letters of recom-
mendat ion, previous experiences, and activities.
[5G:1]

e
the SAT measures abilities developed over a life-

Traditionally, the CEEB has claimed that
time. As a result, the College Board beiieves
that the SAT is not susceptible to caort-ferm in-
struction, special preparation, or coacning.

{122: 1, 3| The coaching issue is complex because
the term "coaching' can refer to several types of
test preparation. [66:1] _Added to the complexity
in understanding the effects of coaching 1s that
students' ‘test scores change over time due to
growth in verbal and maLhematiéal reasoning abil-
ities and "a lack of perfect precision in the

[ S
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’ mi‘;uring itnstrument.' The College Board has
#primated that students' verbal and mathematical
Aﬁ%oreq will increase approximately 15 to 20
.points each between the spring of a student's
junior year and the winter of his or her senior
vear. Additfonally, about five percent of all
students will notice a score incrcése of approx-
imately 100 points or more, while one percent
will experience a score decrease of a similar
amount regardless of whether special preparation
for the SAT qccurs. [50:2] Earlier studies of
coaching or special preparation that included
contrnl groups, according to ETS, resulted in
test score gains of less than 10 points for the
verbal portion of the test and less than 15
points for the mathemarical portion of the test.
[177:3]}

In 4 1965 statement that was essentially un-
changed until 1979, the College Board said: 'In-
tensive drill for the SAT, either on its verbal
or i1ts mathematical part, is at best likely to
vield insignificant increases in scores.” [50:1]
But {n light of two réports released by the Fed-
eral Trade Commission and growing criticism di-
rected toward standardized testing in general,
test agencles have besun to make subtle and po-
tentiallv important adjustments. In the past the
College Board applied the term "coaching' only to
intensive drill or "cramming' on sample test ques-
tions. {30:2] Yet recent statements from the
(ollege Board point out that cramming {s not the
"formal

Same a8 tnstruction in reading, comprehen-

sfon and verhal and machematical concepts,” and

chopt=topme [p7 LT

is likelv to have little effect;
well designed, {omp o oeparation can have greater
effect.” (emphasls in the original) [122:3~4}
Georwe Hantord, president of the College Board.
ohserved that 'when something steps beipg short-
term «ramming and becomes long-term tutoring,
there o a disttntion” [WeH:111) Although

largely a matter of senantics, this fine distine-

tion, dccording ro one cducition writer, mav
bv testing

eveatnally tead to an acknowledgment
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agencies that coaching is effective in some cases.
[136:9] Critics of standardized tests go further,
and claim that 1f coaching improves Lest scores

substantially, then the SAT does not measure one's

aptitude or 1ntelligence. [lBB:tﬂ

Commercial Coaching Schools

The test-coaching industry is growing at an
extraotfdinary pace. There are few state licens-
ing restrictions and almost no entry barriers to
{90:36]

ing schools/spent $400,000 on advertising. and

this industry. 1n 1976 commercial coach-
nationwide sales yielded approximately $10 mil-
lion. [90:31] According to Forlec magazine,
commercial coaching in 1979 grossed $A0 million.
[293:21] Approximately 50,000 students enrolled

in coaching schools in 1976. [90:31] Tuition
charges range from a minimum of $40 to a maximum
of $500. [90:31-32; 194:26] The nation's largest
commercial coaching enterprise, the Stanley H.
Kaplan Educational Center (SHK), began over 30
years ago, enrolls more than 30,000 students
annually, and its 19/8 sales reached $9 million.
[l08:El1l; 237:1, 20]

Commercial coaching schools vary consider-
ablv 1n their curricula, instructional methcds.

and course materials. The coaching curcicula

g
<

include teaching test-wiseness and exam tak-
iné techniques, short-term instruction which in-
cludes substantive content, or intermediate-term
instruction. At the Columbia Test Preparation
+ stitute students review analogy quéstinns and

'

are taught to recognize 'reverse meaning,”

“word assoctation.” "ungrammatical answers,' and
to avord fnappropriate answers. In order to
di.pel student anxlety, another school, the

Se<ton Center, offers remedial mathematics an-

struction i addition to 1ts regular program.
Other coadching enterprises «uch as the cutdance
(enter tn Santa YMonica, Calitornia, and the Dulac
School In New York City éxnvndva "individual 1z0d
counseling and psychological reassurance ™

[237.1, 0]
F AR

oy




Coaching schools utilize written materials,
commercially available review books, and self-
designed review “ooks and raterials. SHK aiso
has a tape iibrary which offers students about
{90:32] The

Heights Study Center of Washington, D.¢., offers

200 hours of additional review.

students 20 hours of classes equally divided
into verbal and math sessions with 50 hours of
homework. Students who maintain a perfect home-
work-at.endance record but fail to add 100 points
to their previous combined verbal-math score are
entitlred to a 70 percent refund or a full tuition
scholarship at a subsequent session. [124:2} At
the larger preparatory schools, staffs of re-
searchers are constantly updating and writng
practice questions. Several coaching schools,
however, apparently pay individuals to take
standardized examinations tor the puxpose of
remembering the test questions. [90:32-33] Upon
* learning that some questions appearing in a 1978
edition of the SAT were identical to questions
» distributed in a private coaching course, ETS
filed a copyright suit and was\awarded $15,000
in damages against Tuchman Tutdring Service of
Hartsdale, New York. Students who had access to
-the test questions had their scores cancelled.

£276:2]

Boston Regional Office Report on the
- Effects of Coaching on Standardized
¢ Admission Examinations

>
.

On October 13, 1976, the Federal Trade Com-
mission (FTC) diregted its Boston Regional Office
* {BRO) to conduct an investigation to determine if
test preparers, review courses, coaching schools,
ﬁzrsons, or partnerships, were engacsed in wunfair
or deceptive practices affecting commerce in vi-
olation of Secth}15 of the Federal Trade ngmis-
sion AZt. [90:5] Arthur E. Levine, BRO staff at-
torney, headed the investigation to determine

whether test preparation centery bad a reasonable
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basis for their claims that s.ores on standard-
1zed tests could be increased to the amount ad-
vertized. [90:6] Some examples of claims made
b; coaching enterprises were:

e ''The scores of many of our students have
jumped 250 points or more.'" [90:171}

o "The average increase of students who

: take our cour;E is 80 points with some
wmproving ésnchh as 150 points.” [90:
173}

e " ..If an averagé improvement of 30
points results merely from having taken
the test before, a still greater score

5? %dvantage would be expected to follow an
effectiVe instructional program...."

{99:173]

The BRO study was one of the largest coach-
ing studies ever undertaken and one of -the few
studies devoted to investigating co;mercial
coaching enterprises. Since there were problems
in identifying defunct coaching schools, inade-
quate record re*tention by the schools, and fewer
numbers of students enrolled in preparation
courses prior to 1974, BRO's investigation was
limited from October 1974 through December 1976.
Nonetheless, the period covered offered BRO's
staff the large sample sizes necessary to conduct
[90:26, 28}

consisted >f 2,741 students, which included

a statistical inquiry. The sample
1,738 who were uncoached and 1,003 who were

[113:1])
to the Scholastic Aptitude Test and the Law
[90:27]

coached. The investigation was limited

School Admission Test. With regard to
the SAT, two commercial coaching enterprises
were studied, the Stanley H, Kaplan Educational
Center (called School A) and the T
Center (called School B), [113:1)]

was confined to the New York area,

st Preparation
SAT coverage
byt the LSAT
in Boston,

[90:507]

coverage included coaching schools
Chicago, Los Angeles, and New York.
The Bowton Regional Ufifice observed that
there were two methods for determining the ef-
fects ot woaching upon SAT and LSAT sceres:

“!
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(1) conducting a controlled expertment and (2)
conducting an experiment using exlsting condi-
tions. {90:46] Although an experimental ap-
pirodach was preferable, the BRO felt that 1t would
be expensive, time-consuming, and require denying
students access to commercial coaching. [90:48]
Consequent ly, the BRO study employed a nonesperi-
mental design. students belng exdamined were not
randomly assigned beforehand to vither a coached
or noncoachec group. [113:1]

A baseiine was established to cumpare coached
students against noncoached students. PSAl scores
provided the SAT baseline, while undergraduate
(PAs provided the LSAT baseline. These baselines,
according to BRU yere selected because of their
availability, converience, and reasonableness.

From these baselines, expected average test

scores were generated for bott coached and un-

coached students. Comparisons of these average
sLares were then used to analyze the practical
effects of commercial coaching. [9V:59] BRO,
however, cautioned that the uncoached, or con-
trol groups, may not have been completely gleaned
of all coached student- because some students may
have attended an unidentifjed coaching school,
mav have experienced intensive self-preparat:on,
~een coached by (he nonprofit portion

[90:60-61}

or mday hav
of the coaching industry.
BRO's statistical analvses for SAT takers

who were coached in the period intervening be-

tween the PSAT and the SAT, and who took the SAT

onty onee, 1ndicated that:

o Averrge verbal SAT increases attributable
to School A's cvaching ranged from 40 to
76 points above the uncoached group.
Students who scored higher on the ISAT
received the preater benefits.

® Average matb SAT Increases in School A
were 40 points above increases of the
uncoached group over rhe entire range
o¢ the PSAT.

e Students who were ccacled by School A

prior to the SAT showed a combined net

1ncrease between 80 and 116 points above

a matched ccntrol group.

® Altnough somewhat helpful, School B's
coaching appeared to be less cffective
than Schoel A's for first-time takers.

o Compared to tne uncoached group, average
verbal SAT scores attributéd to School
B's ccaching ranged from an increase of
60 points for low-PSAT students to a loss
of 33 points for high-PSAT students.

e Average math SAT scores ranged from an
in.rease of eight points for low-PSAT
students to an increase of 40 points

for high-PSAT students above increases re-—

corded by uncoached students.

Students who were coached by School B

prior to the SAT had scores rangiry from

-25 to +100 points compared to the un-

coached group. [90:62,63]

Students who took the SAT twice, yet did
not receive coaching prior to the exawinations,
showed improv-d verbal and math scores propor-
tional to PSAT scores. Two possible reasons
were suggested by BRO for the pattern of improve-
ment: (i) "persons with higher initial test
scores tend to continue to develop further than
those with initially lower test scores” and
(2) "persons with higher test scores find the
SAT somewhat 'learnable' even without coaching.
[90:70}

Comparisons of students who took the SAT
twice and who were coached b¢ for the firet ex-
amination revealed that School A's coaching was
effective for all studeuts and that School B's
cvaching was effective for low-PSAT studerus,
but perhaps tounterproductive for litgh-PSAT stu-
dents. It was obscrved, however, that Scnool
B's high-PSAT students regatned most of their
lost ground on thelr second SAl atlempt. [90.74]
Other findings related to two-time taxers of the
SAT were:

® Average verbal Sal score 1ncreases for

students from School A, wiren compared

3
3
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to scores for a matched control group,
ranged from 56.7 points to 32.7 points
from the low- to the high-PSAT scores,
respectively. [90:74)
® Average math SAT score increases ranged
from 57 po‘nts for low-PSAT students to
16 points for high-PSAT students. A com-
parison of second SAT scores showed an
average difference of 74 points for low~
PSAT students, compared fo almost no
difference at all for high-PSA1 students.
[90:79]
® Average verbal SAT increases attributable
to School B's coaching were 34.4 SAT
points at the low end of the PSAT scale,
but showed losses of 55.6 SAT points at
the high end of the PSAT scale. On their
second SAT, School B's students showed
losses of 22.8 SAT verbal points at the
high end of the PSAT scale, compared to
a matched control group. [90:74]
® Average math SAT scores showed improve-~
ments ranging from 42 points at the low
end »f the PSAT scale to losses of 54
points at the high end of the PSAT scale.
On their second SAT, math scores Increased
77.6 points from their first SAT math
score at the 1igh end of the PSAT scale,
compared to an increase of 36.6 SAT math
points for the control group. [90:79]
® School B's initial coaching helped low-
PSAT students but higher-PSAT students
made greater improvements than uncoached
students on their second SAT. [90:79]
Comparisons of students who took the SAT
twice and who were coached bvtwren examinations
revealed that the Kaplan Center’s coaching .as
2ffective and the Columbla Test Preparation In-
stitute's coaching provided "minimal benefits":
® School A's coaching showed Increases
over the entire PSAT range witli SAT second
verbal scores [ncreasioyg trom 39 to 43
points. [90:84)

Q
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® School A showed second math increases be-
twzen 22 and 76 points from the low to
the high range of PSAT scores, while the
control group showed increases of one to
35 points. School A's .tudents showed
a net gain for second SAT math scores
between 21 and 41 points. [90:89]
® School B's coaching showed increases of
1 to 7 verbal points over the entire
PSAT range. [90:84)

According to BRO, comparisons of results for
those students who were coached before the first
SAT and those who were coached between the first
and second examinations indicated that coaching
and SAT experience offered different benefits:
(1) coaching without prior SAT experienc: ap-
peared tc nelp low-PSAT students; (2) examina-
tion experience with or without coaching appeared
to help high-PSAT students; and (3) coaching af-
ter an examination appeared to help everyone.
{90:89]

The results of BRO's statistical analyses
indicated that coaching was highly effective
for the SAT. But the results for the LSA1
showed only marginal effects due to coaching.
[90:157] Yet according to Allan Nairn, the SAT
coaching courses studied raised scores by an
average ¢f more than 100 points, while one of
studied showed scores im-

of 60 points. [188:102]

the two LSAT courses
proved by an average
In its summary, BRO stated that standard-
{zed examinations used in admissions decisions
were susceptible to short-term preparation or
coaching found in numerous commercial coaching
enterprises. The analyses indicated that there
was a "statistically significant diffe znce be-
tween the score increases obtained by coached
and uncoached individuals.” [t was noted that
the score Increases varied somewhat both bo-
tween and within (he examinationy. Nonetheless,
the BRO stated *hat the score increases due io
coaching could determine whe .s admitted to

undergraduate and graduate {pnstitutions.




Siuce the wvitlabsilit  of coachieg Jas Jdi-
rectly related to the ability of iadividuals to
pay turtion at coaching schools, BRO conciuded
that "cvachable standarized admis-1on examind-
tions «reate financial barriers tu educational
opportunitics ta direct conflict” with the Con-
gressional declaration that 1t 15 "the policy
of the tnited States of America that every citi-
zen is entizled to an education ta meet his or
her full potential without financral barriers.”
[90:1-2] turracraore, BRO said that standariced
admission examinations discriminate dgaruast any
individual who either "cannot 1fford the cost of
commere 11l preparation or eleots not to attend
a commercial prepardtion course even 1f he can
afford 1t because ot ac otarce of the dogma
promulgated bv the test makers, test administra-
tors, and test users over the past tweaty vedrs
that coaching is valucless.” 190:3] Moreover,
the existence of 4 siawle soachiry school (School
AY that conuld actually L redss an examined's
stores on staadardized admission examinations,
BRO stated, itndicated a1mperfe. tions 1n the re-
liability and validit, o tests -uch as tne S
and L3Al. [90:7]

The BRO report reconmended the following
action- ienates the untair practices it
clawmed ty have found (1) publication o1 a re-
port to Loagie g 9 mnatiation of tormal 1nves-
tivarions ot the cdicational Testing dervice,
Colleve tntrree Pxarpnstion Board, and the Amer-
1can Bar Vseociatton to determine the extent of
the 130 qur. e taoon over Taen, (3) suppleme n-
tation of the ~tatistival anstosars an Man attempt
to create uneo s table, more valid and re liable
adittas tons o4 o T L) anttiatien of bt
satbon briin.t o i Gopctiing srhool whiolh sero-

o ln Viel ttes Section 5 oof rhe D50 Mo, 9906=05

I ~eptember 19749, Do stody titled -

pelr e wa submitted togthe oS, Buresu of
Coneumer Protectton. A amonth bater, the e e

Cided to postpene relere of the stady io order
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U reandluvze 1ts data,  AMter reviewing the meth-
Wdotogs of the BRO study, the Bureou or Consumer
vrotection otated that more sophisticated anals -
ses of e survev datd were necessare in oorder
to o draw "reasonable conclustons.” {112 2] e
cording t» one education writer, the dela in
releasing the Bro study fuceled specaltion that
the [0 was sitting on the report bedduse 1o
conclusions favored the ceaching industr..
[167:A10] In January 1979, Arthur Levine, toe
attorney 1n charge of the BRO study, resigned
from the FIC because of the commission's "hesi-
tancy to release the nationwide studv.' Amidst
the speculation, LTS president Turnbull stropgly

denaed that 1S had influenced the FTC to delay

releasing the BRO report. {171:24]

The Bureau of Consumer Protection’s
Revised Statistical Analyses
of the BRO Report
Some w1x months after the conclusion of the

Boston Regional Office's report, the Federal
Trade Commisstion's Burear of Consumer Protection
(BCP) completed 1ts "official" reviscd statosta-
¢l analyses of the impact of coacning gn SAd
mcores. BRO's studv served as the basis of the
Bet''s reandalysce, and, like 1t- predecessor, the

et e a2l Claren 170 ca-
ploved a nonesperimentdl design.  Howewver, unitke
the bPO stud,, the B2’ - reanalvsys ~tatod ot
therefwas o teason o eepect the conchod and
ancodached proups to bave ctmclar der ar gelite md

"

aersonil o charasteristics, Conaeqtent o, of

Loerae titterem e wote uncontrolled 1o Lac s

fretleal nniloses, then the il ronee s Hotween

the conhed and ancoached sronp o eorant oo e

ttrihuated waledls to coachn I ERUN
dhe B0 reanaly s 2 o suaowe do Tt 0 o b=
o ot demographie profales ot rhe coacned ried

ancoached student= indroated considerab e datrer-

Chces botween the two sroupa.  Noird st peroent
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of tne coached students ranked in the top lU per-
cent of their class, compared to Z1 percent of

the uncoached students; 41.2 percent of the
coached students reported family income of $303,00)
or more, (ompared to 17.2 percent o1 rhe uncoached
students; 44.7 percent of the coached stiodente at-
tended private or parochial high schools, onpared
to 24.6 percent of the uncoached students; 55 3
percent of the coached studients reported their
latest grade in English was an "A," compared to
35.5 percent of the uncoached students; and 48.3
percent of the coached students reported their
most recent grade i1n mathematics was an "A," com-
pared to 29.6 percent of the uncoached students.
{89:8-10]

Even with these personal and demographic
differences among coached and uncoached students,
the Revigel Statistical 4nalyses found that
coaching was effective at one of the two SAT-
coaching schools studied (School A), and that
students increased their SAT scores on the aver-
age of 25 points each on the verbal and mathema~
tical examinations. Moreover, students who at-
tended the most effective coaching school appeared
¢o be underachievers on standardized examinations,
that is, thev scored lower on these tests than
would have been expected according to personal
and demographic characteristics including grades
in school and class rank. [89:1]

Table 11 presents data on the overall impact
of coaching as reported by BCP. Using data for
first-time SAT takers pooled across all the test
dates (subsample 5), BCP found that coaching at
School A ;rovided an average increase of 29.7
points to students' verbal SAT scores and 19.2
points to their math SAT scores. In contrast,
the results for School B provided -1.8 points
for the vorbal SAT and +5.4 points for the math
SAT. The study observed that the impact of
coaching at School A was nearly 30 points or the
verbal and 20 points on the mathematical section

compared to almost "zero points™ at School B.

{B9:21]

O
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In order to analyze the 1mpact of coachlng
upon SAT scores and take into consideration the
effects of selrf-selection, BCP conducted a re-
gresslon dnalysis to estimate the number o test
points that could be ascribed to the coacaing at
both schools. [2):238] As shown in Tazble 12, the
first SAT pooled across all the exam dates that
considered the self-selection factor indicated that
the effects of coaching on both the verbal and
math SAT exams were considerably less than those
reported in Table 11. The mean number of points
attributable to coaching at School A on the ver-
bal SAT (subsample 5). was 11.5 points cq?pared
to 29.7 points without the adjustment for self-
selection, :1d the mean number of points on the
math exam was 5.5 points compared to 19.2 points.
The results for the second SAT pooled acrcss the
test dates were differcnt. For School A the —m-
ber of points ascribed to coaching were less tnan
those reported carlier (16.2 and 16.45 cempared to
27.2 and 28.4 on the verbal and math SATI's,
respectively). These results were still statis-
tically significant, according to BCP, that 1s,
after the adjustment for self-selection, School
A had a beneficial influence on both examinatjions.
The results for School B were less than those re-
ported in Table 11, and were not considered
significant. {89:30}

An analysis of the results for each of the
firs' four subsamples representing the four
different test dates revealed mixed results for
Sctiorl A, For the verbal SAT exam, coaching had
a statistically significant effect for only two
of the four test periods. For the math portion
of the SAIl, School A wis c&fective only for omne
of the four exams. B(P stated that "if one be-
lieves that coaching must he consistently etfec—
tive before one can conclude that coaching
schools work, one can not state that coaching at
School A works (at least after raking inte account
self-selection).”™ [ .+ 30)-31)] Both b fore and
after taking the cffects of self-sclection anto

account, the results indicated tivat coaching ot

-
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TABLE 11l.--Overall Impact of Coaching: Mean Number of Points
(and Confidence Interval) tLontributed by Coaching School

'—" School A T School B
Stanley H. Kaplan Education Center Test Preparation Center

. _ Subsamplex Verbal SAT Math SAT ___Verbal CaT Math SAT
1. 1lst SAT 4/75 18.0 ., 17.1 *x % * kK

(n = 476) (2 - 34) 0 - 34)
2. lst SAL 4/76 44 .5 26.5 3.5 .2

(n = 658) (33 - 57) (14 - 39) (-10 to 17) (-15 to 135)
3. 2nd SAT 11/75 26.9 22.4 0.5 27.9

(n = 359) (11 - 43) (5 - 40) (=25 to 26) ( 0O~ 56)
4. 2nd SAT 11/76 25.4 30.7 9.5 2.0

(n = 438) (14 - 36) (19 - 42) (-11 to 30) (-20 to 24)
5. lst SAT - Pooled

Time Periods 29.7 19.2 -1.8 5.4

(n = 1578) (21 - 39) (10 - .48) (-13 to 10) (- 6 to 17)
6. 2nd SAT - Pooled

Time Periods 27.2 28.4 5.5 3.0

(n = 1176) (19 - 35) (20 - 37) (-9 to 20) (-12 to 18)

*

The sample sizes reported here vary from those reported in the methodology section of the
text because some studeats did not respond to one or more items on the Student Demographic (Ques-—
tionnzire and were therefore dropped from this analysis.

Ak
Confidence intervals.

Kk
No one taking this SAT exam received coaching at School B.

SOURCE: Federal Trade Commission. £ ccts of Coacking on Standardiz-d Admiccion Exgminatione:
. J L
,

Fovtued Ctatictieal Analuses of bata Gatnered by Boston Keglonal CFFfice o tne Foiorul
Tride Comm”osion. Washington, D.C.: FTC Bureau of Consumer Protection, “arch 1979,
* 1,

p. 20.

School B did not have a statistically significant tiveness of coaching rather than the coaching
effect. [89:51) per se. [89:22--23] Nonetheless, BCP stated in
While BCP? found some evidence that students its Peoigol Statistiocl Analuges that "Even
who were not underachievers on standardized tests though is can't be firmly concluded that cc ich-
could benefit from coaching at School A, these ing will work for everyone, the results of the

results were not conclusive sinee data were study do show that coaching can be effective

available onlv for one test. [89:ii] Overal., for those who do not score well on standardized
the BCP study pointed out that before concluding tests.”  B(P cautiouned, however, that "{f large
that School A was effective and School B was not, numbers of students were to obtain coaching be-
additfonal analyses would have to he conducted. cause they felt it was effertive, the: might be
The BCP felt that {t was plausible that self- verv disappointed {f in fact coaching really {sg
selection {tself was responsible tor the effec- only effective tor undprarhierru." [B9:35]

Aruitoxt provided by Eic:




ABTE 12.-=Tmpact of toacning \djusting ror Selt-selection:
Maan Number of Points (and Contidence Intoerval)
Lontributed by Codaching Scnool

School soimol B
stanler H. Kaplan bducation tonter Dost o Mreparation Center

_Twerbal sAL T Matk SAT vrnal SAd CMath Sal

'

Sub sample

L. 1-t 3aT1 4/73 ~t.1 N -1.% . kX *F

(n = 476) (=32 to 20) (=27 to 24)
2. st SAL /76 h.8 7. .8 5.0

(a = h3Y4) (- 43) (-11 to 26) (=20 to 20 (=13t 3u)
3. 2nd sAT 11/75 27.4 6.7 8.3 321

(n = 359) (1 - 5)) (=20 to 3%) (=36 to >y (=il to 73)

4. 2ad SAT L1/76 1.3 19.4 -1.0 B
= 438) V= to 300 (0 - 39) (-38 o 35} (-3% to 41)

>.  lat SAL - Pooled

[ime Periods 1i.5 5.0 =205 13.5%

(n = >578) (= Lo 25 (-8 to l1v) (-20 to 153) (=4 - 41y
6. 2ad SAT - Pooled

Iitme Periods 16.2 16.6 -3.9 —4 .9

(n = '176) (2 - 131 (2 - 31) (-29 to 21) (=29 to 1)

(onfidence 1ntervals.

X*No one takin.g thils SAT exam recetved coaching at School B.

SOURCE:  Federal Trade Commission, oo ouening on Ctandardised

Lo [ . . Y A - : . { . AL - .
R G ALY A2+ DRSS SO SN 7 250 O B I =2 IR S i R e PO L

wped o7 mL Washington, 0.C.:  FIC Bureau of Consumer Protection, March 1979,

s I

p.

;
i
) {)

policy. The BRO studv further recommended an
tnvestigation ot the College Board, the Educa-

tional Testing Service, and the American Bar

Criticisms of the BRO Report
Assoclation. 190:1-5; 114:1} While the BRO

study found that students could tmprove theirr

[ro May 1479, the FIC 107 vaed ooth the ini- '
combined test scores bv 100 points, the BCP' .

tial Boston Repional firtice -~tudy and the "ofri-
revised statistical anilyvses found that stedents

cial' Bureauy ot (onsumer Protection study. ('n- . ,
Yy
could improve their test scores hy 25 points

like BGP'S «tudv, the BRO <tudy stated that
c¢ach on the verbal and mathematt~al «ections o

coaching was eftective for the SAT ond coald be the SAT. [188:102, B9:i]

the det rmining tactor in deciding who i< tmitted o
. B BOP attached a one page disclatiwr Lo tin

to college,  The BRO study also stated that coach - X .
i BRO wtudy, explaning what 1t termed were TR

able standardized wdmisston examinations creatsd

i

tlaws 10 the wata analyvs<is” which = e the re-

financial bharrfers to those pursuing ceducat tonal R
: . ! k wutlt s unreliabhle.  Albert hramer, dircotor of

opportunitice and that heretore, the tests were . .
Py nities ane tat, thers ’ o e BOP, ~aid that “we regard the ctuds a0 besng o

in direct con“lict with the nation's education ~ "
Lo ‘ o Fimrted significwnce. Amcng the tlaws cttead b

ERIC | ..
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BCP were the following: (1) the BRO studv failed
Lo control for diffcrunccT which existed 1n per-
sonal and demographic chdracteristics of coached
tnid uncovached student§}t(2) without controlling
for grades, it was not possible to know 1f SAT
score differences between two groups were due to
coaching or differences in skill represented by
past school performance; (3) the report did not
provide tests of statistical significance neces-
3ary to interpret the results; (4) findings
were given for students who had « gfade point
average of 1.0 (a D average), amd because there
were no such students in the sample, {t was not
justifiable to predict the action of that group
of students; and (3) the study's conclusions
were limited due to the lack of controlled ex-
perimental conditions. [90] In releasing both
studies Kramer said that the FTC wanted to sti-
mulate further research and public discussion
on t'." usefulness of coaching, but it was up
to pavents and students to determine whether
commercial coaching is worth the expenditure
of several hundred dollars. [95:3; 167:A101]
In response to BCP's disclaimer, Arthur
Levine, former BRO staff attorney in charge of
the {nitial investigation of coaching schools,
said it was disturhing that after three and a
half years and $300,000 thz FTC had decided nc*
to remedy a ''glaring ifnequity in our national
education svstem." [165:1) "I see this as an
abrogation of their responsibility to consumers,"
he said. [167:A10] In a similar vein, Terry
Herndon, executive directar of the NEA, denounced
the FTC for an incomplete job of i{nvestigating
private coaching schools. Herndon said that it
seemed the FTC was "aligned” with ETS and CEEB
and, therefore, was unable to conduct an impar-

tial "People who can af-

fnvestigation. {195:2]
tord the . ost of [«oachingl schools,'" Herndon
~»iid, "thus have an unfarr advantage at tmportant
transition points.” (168.!1;} According to test-
1ng critic Steve Selomon, the BRO otudy posed a

poltitteal ditemma for the FTC. Solomon reportod

that an taternal May 15, 1979, memo from Albert
Kramer to HIC Commissioner Michael Pertschuk

stated that: "The greatest consumer 1njury suf-
fered by an applicant taking a standardized test
comes not at the top or 1n the middle range, but
as the student's score approaches whatcever arbi-
trary cut-off the college or university imposus

. .If the schooul's cut-off 15 300, the dif-
terence Lctween 520 and 495 is critical. There-
fore, perhaps even the small coaching-attributed
score gains acknowledged by ETS/CEEB portend some
degree of unfairness to tes:t-takers and would
render deceptive their admonition not to be
coached.” According to Solomon, the FIC decided
not to bring 4 deceptive trade practice suit
against ETS because of its limited resources,
political criticism of the scope of 1ts activi-
ties, and the uncertainty of whether a nonprofit
corporation fell under the FIC's jurisdiction.
[260:4}

ETS, on the other hand, criticized the BRO
report, stating that previous studies hy ETS and
others over a spa.. of 26 years did not reach con-
clusions that would support the size of BRO's
€indings. Among the criticisms leveled by ETS
against the BRO study were the following: (1)
poorly designed research and erroneous conclu-
sions could adversely affect students; (2) an
apparent endorsement of coaching may encourage
students to look for short cuts in preparing
for standardized examinations; (3) students may
be victimized by commercial coaching schools
which make unsubstdantiated claims and charge
exorbitant fees; and (4) the studies did not
take 1nto gaccount the provisions that RIS has
alrewdy mole regarding the preparation of <tu-
dents, 1neluding distribation of a sample test

and discussion gquestions to test taker Other

Critiotsme ot the BRO study ineluded the lack
of control for student motivation, disregard tor
sener il intellectual development over time, and
the error present in all tvpes of moeasurement.
found oo

P18 further noted that the BRO o tudy

’q'n-
¢ 1)




reliable re-ults concerning the [SAD. {74:1-3]
Former College Board President Robert J. Kingston

"stand dagainst

said that the FTC reporo~ could not
the wealth of carefully Jdirected research in this
arcea,’ that shows the 3AT 1s "highly resistant to
coaching.”" Kingston further said tha:c some in-
dividuals < .1d zain from focusing their intel-
lectual and emotional energie-, but researchers
still needed to know a lot more about the partic-
ular characteristics of students who enroil 1n
coaching schools, as well as the aspects of
coaching programs that seem beneficral to

students. [113:2]

ETS’s Reanalysis of SAT Data in the

1979 Federal Trade Commission Report

In May 1980, ETS held a press brrefing in
Washington, D.C. and presented a summary of 1its
reanalysis of the FTC study conducted in 1979 by
the Bureau of Consumer Protection. In "The Ef-
fectiveness of Coaching for the SAT: Review and
Reanalysis of Research from the Fifties to the
FTC," ETS stated that without random assignment
of students, such as in the FIC study, one could
not expect the effects of special preparation to
be separate from 4 student's personai or back-
ground characteristics. Random assignment as-
sures that therc is "no systematic difference
between the two groups,’ if proper controls exist,
except that one proup receives coaching and the
other does not. Since the FTC study lacked ran-
domization, there was no way to interpcer the
findings. [177:1] Sucn factors responsible for
students seeking coaching may include lower than
expected PSAT and SAT scores, in light of pre-
vious grad ., or ap attempt bv the student to
acquire high test scuores to make up for a "pro-

salc high school performance.’ FiS8's reanaly-

" I'd

afs ohgerved 1hit "the offects of self-vwelection
are coafounded with effects of the coaching

tredatment in nonrandomized <tudie= and,

Aruitoxt provided by Eic:

consequently, self-sclection tactors aftord
piausible riyal explanations tor the results.

or for part ot the results, that might otherwise
he 1dentitied as coaching effects.” [177:0]

FiS further stated that an historical over-
view cf the effects of coaching on the SAL prior
to the I'TC study showed that <ome studies uti-
lized nonrandomized designs or had peoor controis
or small samples. {177:2} But the average ef-
fect of coaching 1n these earlier studies with
control groups found score increases of less
than 10 points for the SAI-V and less than 15
points for the SAT-M. LTS5 cited the fvans and
Pike s»tudy (1973) which showed a 16 point in-
crease on the SAT-M for students who were coaclied
over seven three-hour sessions and who were as-
signed 21 hours of homework. For the SAl-\, LTS
cited the Alderman and Powers study (1979) wnich
found an ei1ght point increase on the SAI-V for
students receiving special preparation at eight

"orudie« lack-

secondary <« hools. ETS noted that
i1ng ' ontrol groups produced larger score effects
but since they differed from control-group stud-
ies not oniy 1n design characteristics but in
critical program characteristics, t.eir 1nterpre-
tation was especially problematic.” (177:3]

ETS included two specific reanalyses of the
FIC study. The first covered three commercial
coaching schools, including one which the FIC did
not analyze because of its small sample of stu-
dents. The overall results, however, were com-
parable to the FIC's findings, sayipg that "in-
consistent and neglicible effects for students
at two schools and for students at the third
school combined coaching and self-seloction el-
fects ot about 20 to 33 pornt- tor botn Verbal
and Math scores.” [177:4-5%] “oreover, IS
found tnat a small comple of 13 blark ~trdeats
attenaing one of the cowching «ohools that
Showed nealiaible effect s oversll et d
larser coaching/seltf=w Jection « trect than v

Poschs on the SA{-L ) al not tie CVEST i,

stunhent 5 reportaing Tow tamrl araome v d
i |
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gredater (odaching/self~selection eftects thn
those reporting bhigh tamily 1ncome. {1/7:5)

EIS's second redanalvsis took into acoount
the growth riate 1n 5% Scores over time, but
did not wdjust for self-selection factors or
other factors ot reiated to differential
growth., [177:5] 1his reanalysis was pertorned
on data from the largest cvaching school whach,
according to the ril, alsu reported a0 relation-
ship between coaching schonl attendance and Saz
performance. According to Els, after tiking
Into account the difrerential zrowth, the com-
bined coaching/self-selection effect sielded
about 11 pouints tor the Sai-yv and 39 points tor
the Saf-M, [177:6]

Overall, the summary of ti5's reanalysis of
the FTC data revealed "considerahle variability
in the coacning/self-selection effects associated
with «oaching=-school attendance, with negligible
effects at two schools and an estimated <ombined
e{fect for student- at one schoor of about 2U to
30 points on SAT-Math and very likely about half
that (as reflected in correctiers for differen-
ttal group growth rat+s) on SAl-Verbal. [177:6]

Ihe E1S summary emphasized that "in any
event, whether due to coaching or to personal and
background fartors, score 1ncreases of 20 to
points on a 200 to 300 point scale correspond
tao approximately three additional 1tems correct,
and the wame etfoct might he obtamed 1f stadents
woere to Jdevote comparable time and effort to jn-
dependent -tudv or regular academic courses.”
{177°7]1 &is tarther noted thiat no study hias vet
addressed the question of v "her ooy tae T b
reflect star le, lTong~term mmprovements 1o 1 stu-—
dent's verbal or mathematical rea-oning -Fidls
or increases in testwiseness or what pind of o=
struction may he most benetroral ter different
kinds of students over 1 cortain ertod of time.
{177:8} The LIS wmmiry recommended that te-t
takers should he provided with test tamyliariza-

tion materials nd ther ards useful to teat

tiking, prepared ad distributed by the Colle e

A i 7ox: Provided by ERIC

Board,  MIs-ues o equloy o6 acoess Looadohany

proran, that nels over ome sich eatranecus Lot
drrfrcalts )" the summary concluded, "booume 1y -
sortant to the eatent that stuodent ditforcaces
1 test-tantny skills per e ~ihstantiail. an-
flucnce test wcore-.'" V177 4}
11 O

L5 us plannin, to sublish 1ts corplete Te-

anal, 1o of the 10 data snortl,. {12271}

NEA’s Analysis of SAT Data in the

1979 Federal Trade Commission Report

A July 1YKBG pohlicatiopn, o et
., reported tae find-
tngs of the National Pducation wsscecration's own
tndalysis of the VIC data for students wno had

taken the PSAT once and the SAT twice. Lsing
the "T¢ dava base, the coached students in tie
sample were selected from the coaching <chool
previously idertifired by the I'TC as having

produced the rooc results.” Goiprasy 10 )

"3

crivin al) o The sample of 1,324 studeats included
h25 who were administered the tests in 1975, and
nY9 students who were administered the tests in
1976, Students were assigned 1nto groups bised
on whether thes nad been coacned and when they
were coached.  In 1975, 63 students were coached
hetween the PoSAn and therr frrst SAT; 105 stu-
dents were nached bowween thetr tirst and second
SAT oand 405 students were uncoacned.  Ln 1976,
118 students were coacts d betwesn the PSAT and
thelr rtirst SAT; 173 student- were oached be-
tween thetr first and second SALL and Y08 stu-
denats weie uncoached,  Taon student was used

o hoor her owe control and no compari-ons

were aeide amounsy the proupe, the moasure of
arowth emplosed o the stud was the averasge
1 Le 1ae hetween the Sl oand the cecond Had,
chve Lt v]

Vorording to NEA, there were ctgnifaoant

fitrerenoes for caca of Lthe three sy J(ﬂ“*~ln

% and 1976 hetweon tae csAT aod —ccond SAT

Lo B
L |




scores. (See Table 13.) This analysis of 1975
data for the group coached between the PSA[ and
the first SAT dewmonstrated an average 1increase
of 114 points, while the group coached between
the first and second administration of the SAT
d 'nstrated an average increase of 104 points.
Iﬁontrast, the uncoached group experienced an
average gain »f 44 pointe. An analysis of 1976
data for the gro.p coached between the PSA[ and
the first SAT demonstrated an average increase
of 143 points, the greatest average scure gain
reported in any coaching study. The group
coached between the first and second SAT demon-
strated an average 1ncrease of 135 points. The
uncoached grrup experienced a gain of 60 points.
[194:25]

NEA observed that coiched students could
increase theii combined verbal and math SAT
scores the second time they took the test more
than uncoached students. {199:5] The analysis
also noted that there appeared to be a relation-
ship between average family income and coaching.
(194:25] "Common sense would suggest that if
one is taught four hours a week for ten weeks,"
the report emphasized, "there shoui* be on the
average gsome positive results." [194:26] The
analysis further stated that NEA believed that
differences of 25 or 50 points on the College
Board's scale of 200-to-800 could make the dif-
ference in determining whether a student is ad-
mitted to the college of his or her choice.
Since many families cannot afford to send their
children to expensive ccaching schools, the NEA
called for all students to be coached free of

charge. [194:26]

Slack and Porter’s Criticisms of ETS
Warner V, Slack and houglas Borter, of the
Harvard Medical School, contended that the {ssue
of special preparation {s important because if
students can raise their test <cores hy studving
ERIC
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for the SAT, t' u the tests do not comply with
Ryans and frederiksen's 1951 definition of an
aptitude test as '"a device for measuring the
capacity or potentiality of an individual for ~
a particular kind of behavior." [258:135]

3lack and“Porter critically reviewed 29 studies
on the effects of coaching. All of the studies
were published prior to the release of the Col-
lege Board's 1968 booklet Effects of Coacrning
on Jetwlastic Aptitude Test Scores, 1n which
the College Board stated that "the evidence
collected leads us to conclude that intensive
drill for the SAT, either on its verbal or its
mathematical part, is at best likely to yield
insignmificant iacreases in scores." [258:136,
161}

The authors noted viat the College Board
and ETS made repeated references to seven stud-
58; Dyer, 1953; Frankel, 1960;
French, 1955; French and Dear, 195Y; Lass, n.d.;
and Whitla, 1962) 2s the basis for their state-

ies (Dear,

ment that special preparation is ineffective.
[258:156] According o Slack and Portecr, how-
ever, the best methods of special preparation
were not employed in these studies, [258:1>8]
They further charged ETS with failing to refer
to other studies in the literature which show
that coaching can be effective. They claim
that ETS made no reference in its 1968 publica-
tion for students to two important studies,
published in 1961 and 1965, which irdicate that
special .reparation car improve students’
scores under certain conditions, although Mar-
ron's 1965 study was, in part, supported by a
grant from the College Board. [258:159; 202:1]
In particular, they charged ETIS with ignor-
ing a 1961 study by Nathanicl Pallone, a guid-
ance counselor in a private college preparatory
boys school. After analyzing SAT-V items sup-
pvlied by EIS, Pallone designed both short-term
and long-term courses to improve his students'
test scores.  The short-term preparation included

a 90-minute daily training in verbal analogies,
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TABLE 13.--telect Average SA|

Point Guarn Stores for {(odached and

doneo tched PyYL and Iwo-1ime SAT Takers tor 1975 and 1976
o o ) Total  Werbal o Math " Average
Average Average Average Familv

Year ——— Point tain __Point tayn - _Point Carn _lncome
1976 Coached between

PSAT and lst SAT 143 73 70 529,000
1976 Coached between

1st SAT and 2nd SAT 13> 65 70 26,000
1976 Noncoached 60 29 31 21,000
1975 " Coached between

PSAT and lst SAT 114 55 59 30,000
1975 Coached between

lst SAT and 2nd SAT 104 47 57 26,000
1975 Noncoached 44 17 .27 20,000
— bY
SOURCE: National Education Association. Measwroment and Testing: An NEA' Perspective.

Washington, DC:
Association, Used with permission.

NEA, 1980, p, 25. <Copyright 1980 by the National Education

vocabulary, and reading skills over a six-week
period. The mean gain of the 20 seniors enrolled
in the program was 98 SAT-V points, The long-
term preparation included a 50-minute daily
training from September to March; the mean gairn
for the 80 students was 109 SAT-V points. Accord
ing to Slack and Porter, the 20 seniors in the
short-term coui.e experienced a gain of 84.7 SAT-V
points above the 13.7 point increase normally at-
tribnted to practice and growth between tests over
a five-month period; the 80 studént enrolled in
the long-term course experienced a gain of 79.1
points above the 29.9 point increase expected
over a 12-month period between tests. [258:158-
1591* Additionallv, Slack and Porter claimed
that ETS failed to reference several _tudies by
Marron fn 1965. These studles of high school
graduates tn a private preparatorv school showed
an

that students .ncreased their SAT-V score by

average of 38 polnte and their SAT-M seore by an

*
See 1lso, "Frrata,” Jirvaed Eleeat

wooteny, 50 (August 1980), p. 457,

' sragl

average of 79 points. These gains were 41,1
points above the gains in verbal scores and
67.6 points above the gains in math scores at-
tributed to practice and growth over the six
[258:159]

Table 14 shows the results of 29 coaching

months between tests,
studies completed prior to 1968. The authors
reported that the weighted mean gains of the
studies cited by ETS are 16 points for the
SAT-V over a control group, compared to 40
points* in studies not cited by ETS. The
weighted mean gains of .ll studies was 29 SAT-V
points. Similarly, the studies cited by ETS
showed an incrrase of 12 points for the SAT-M
over a control group, compared to 55 points in
studies not cited by ETS. The weighted mean
wains of all studivs was 33 SaT-M points.
f258:161 ]

Slack and Porter stated that the College
Board and ! [S point out thit score inereases
to coaching leos Lthan the

attributable are

atambiard error of measurement, yet they do not
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Pande 1 —-rtre Uy o0 vwa o o») tes 10 studles tated
e Tdue qry il e sty wtyviced
Poants
Number f 11 ed
Students wor St,eniti aue ,
SAL-Y ')[ud_xg-_,‘_)___ o teadhd 0 toniruls 0 Toved DALMY Studies
*Paulom short-rorm 20 - [RD31 AMarr u troup 1
ong-term it 74 G011 Croap 2
*darren Group 1 83 54 AU sroup 3
freacyt  [dentical 1tems 173 7 <0l uver No senfor math
AMarron troup J A1) 40 LRIV Dvar
wroup 3 9 24 oo, treaon SAL woathed B
froup & 26 19 - 0ol French ldentical jrems
Frencn SAT coached ihle 18 -« 01 Lass
-*Robéfts and ppenheim 134 14 < 05 Frankel
Whitia 52 1t f.s. *Robert: and Yppenhein
Frankel 43 Y n.s. French.  SAT codchied A
Frenchi. Vocab coached Clut 3 R Dyer  Taking senior math
Dyer 239 5 <058 Whitla
*Coffman and Parry 19 “ n.s.
Lass 38 3 Not reported
Near h1) 2 n.s.

Welighted Mean (alns
All studies
Studies cited by tT5
Studies not cited bv FIS

AAll studies listed In Table 1 were published prior to the 1968 publication, Effects o Joagrming on ., cnol
in Lold ' 4o were either done hy FIS or sponsored by them or the (ollege Board.
.slovly and with care.

“eor a (CEEB, 1968}, studie

are those not cited by ETS and the College Board when they reached their conclusion '
1s at beat likels to yield insignificant increases in scores” (CEEB, 1968, p. 8).

ing ".

bSome studies reported in the same publication have been treated independently.
(1961) umed diff-rent students at different times of the year.

with different programas and students.

test scores, we have treated each group as an independent study.
performed differently, and we treat them independently.
"SAT Coached' and "Vocabulary Coached,” which are treated independently.

29
16
4oh

(median = 1b)

Welghted “Mean (alns
Al studies
Studies cited by LIS
Studies not cited by ET

and

ol Cledd

roratas
Sumber of fained 4
Students aver Dlaciliiame
Ludened (untrols level
237 75 aul
409 ht Ul
n 3h - 0uj
4 ] i1
/1 26 < vl
1o1e,f 18 ul
165 15 538
38 11 Not repuried
45 El nos.
188 8 n.s
161> f b © 1
165 3 <05
50 -7 n os.

S

(medran - 15)

1Al

wt Dltiae Jugt
Asterisked studies
that coach-

Pallone's short-term and long-term studies

Marron's study (1965) was carried out in 10 separate schoeols, all
Marron grouped the schools statistically according to differences in initiul and final

In Dyer's study (1953}, seniors taking math and not taking math
trench (1955) used two experimental schools with different programs,
Students taking senlor math and not taking se.lor math

did not differ ih performance in either the French (1955) or Dear (1958) studies and are not treated independently 1n the table.

Roberts.and Oppenheim (1966) reported on rural and urban students who did not differ in performaace
We have omitted Group C because the class period "was not long enough to permit the administration of

reported on three groups.

the total verbal test” (p. 293), the incomplete scores were equated to the College Board scale using a different group of stu-

dents, add a mean decrcase of 28.9 polnts suggested problems with student motivation.
was no difference in their perfc agan.e

Coffman and Parry (1967)

troups A and B were combined because there

CFor st idles without control groups (Pillone, 1961; Marron, 1965; and Coffman & Parry, 1967), the reported gilns in scores

have heen raduced by the Increase ! &cores to be expected fron
the score obtained, was calculated individually for each 4tudy (see Footnote 51).
gains in points that could be expected over

d%ee Footnote 91 .

e‘ln trench'~ nciginal article (1955) the following n's are given

ractice and growth.

5AT Coached = 188, Vocabulary Codached = 126

We have

used the values from French and Dear (1959) becouse they oppeared in . retereed journal after French’s original publication.

This expected Lncrease, which varies with
Thus, the scores shown are estimates of the
a control group with equivalent initial s.ores on the SAT.

(GM‘ (oached A 15 a4 compari.on between the SAT Coached Group and the (antrol Group, SAT Coached B compares the SAT Coached

and Vocahul 1ry Loached f.roups.

{
BGee Footnote )

h " , -
See "Errata,” (vl ®

lFm-tnuteq refer to antea {n Stack and Porter’s original

Warner v, Slack
31 (May 1980}, p

SN RCF
1ol

lem1s oma

Feorroy, S0 (August 19B0) . p

ind Douglas Purter

"lhe

vholastic Aptitude
Copyright 19480 by the Preaident and rellows of Harvard (ol lege
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discourage college admissions committees from
mak ing admissions decisions based on test scores
that are less than the standard error. [258:162]
Moreover, they reported that ETS studies at
eight c¢oeducational colleges in 1962, 1964, and
1965-67 conducted by‘Schrade; and Stewart (1971)

found thdt the ai;ference between the scores of

all applicants and those admitted to college was

24 points on the SAT-M and 27 points on the SAT-V,

much less than the score gains reported in several

coaching studies. [258:160} oOverall, Slack and
Porter said that they found nine conclusions in

publications sponsored by ETS or the CEEB and

seven assertions that test score gains attribut-

able to coaching were not significant, although
there was ample evidence to the contrary. [258:
163] They concluded that students can success-
fully prepare for the SAT, and the more time
students devote to special preparation, the
greater their score increases will be. [258:164]

"Common sense as well as experimental evidence,"

Siack and Porter .aid, "bellies the contention that

students cannot effectively study for the SAT."
[258:163] Slack and Porter called upon colleges
to drop the SAT requirement from their applica-
tion procedures as Bowdoin College ard the Uni-

versity of Wisconsin have done. [286-12]}

In response to the Slack and Porter article,

George Hanford of the/bollege Board stated that
the authors took a partisan view rather than a
scholarly approach to their critical review,
gince they had pr.viously assisted Ralph Nader
in preparing the report, The Reign of ETS. Han-
ford noted that the two studies prominently fea-
tured in the critical review, Pallone {1961) and
Marron (1965), "involved speclal preparation
over the bottep cape o) ¢ oyoar.' [emphasis in
the original] Consequently, these studies were
not short-term drills on test questions, but
rather "studies of the effects of cxtended cdu-~
cational! programs focused on the SAT." Hanferd
further noted that both studies were flawed and

categorlcally rejected Slack and Porter's

Aruitoxt provided by Eic:

assertion that the College Beoard and ETS has
suppressed studies that showed coaching to be

.effective. Hanford stated that botu studies
were described 1in an LTS res?arch bulletin on
short-term instruction for :h: SAT (January
1978). This bullet{n was also distributed
later as a College Board research and develop-
ment leporé;?{122:1-2]

Alice J. Irby, a Washington-based ETS vice-
president, furtheé stated that several of the
studies cited by Slack and Porter lacked control
groups and "were defective from a design stand-—
point." 1Irby explained that the 1953 studies
were actually equivalent to "a fifth year of
prep school." She added, "}hat's learning, not
coaching, but the authors have not made that
distinction. To the exgéqf that people take
more courses and put in ﬁéch more study, then
they should do better on “he test énd should
probably do better in college." S;e criticized !
Slack and Porter for their impiication tﬁht stu-
dents whio atter a coaching school will adtoma—
tically experience large gains in their test
_scores. {100:5]

In an August 1980 ‘article in the fHarvard
Educational R.ovicw, Rex Jackson of ETS responded
to Slack and Porter's "critical appraisal” of
the SAT. Jackson noted with regret that the
Harvard Efucational Review had been employed
"to present a seriously distorted and inaccurate
brief on one side of an important public issue.”
"1ckson accused Slack and Porter of using selec-

tive portions of published information concern-
ing the SAT to fit their case, out-of-context
quotations, half-truthe and misinformation, and
of failing to provide a fair presentation of
the College Board's statements whixﬂ?descr1bu
the SAT as a measure of developed academic
abilities, rather than as "a measure of fixed
capacities.” [134.1:382-383] !ickson stressed
that all of the studies listed by Slack and
Porter have been previously ited in EIS re-

ports, i1 reviews of both coaching and




instructional programs of longer duration (Pike,

1978). {134.1:384]

But he noted that programs

of fering substantial tnstruction over an extended
period of time "have generally not been discussed
in publications concerned exclusively with short-
term coacning.’” [134.1:384] Not only did Slack
and Porter lump together short-term coaching pro-
grams and longer-term educational programs, Jlack-
son said, they increased "the effects shown 1n
their table by including the results of a special
study using a posttest made up of 1tems 1dentical
to practice exercises on which students had been
coached (French & Dear, 1959)." [134.1:385]
Jackson further stated that Slack and Porter
devoted t&o mucn space to studies that were from
13 to 2/ vears old, while ignoring more recent
studies by Pike and Fvans (1972), Alderman and
Powers (1979), and ° Federal Trade Commission,
Bureau of Consum Protection (1979), which are
essential to a comprehensive rediew of coaching
research., {134.1:385]

«~~ Slack and Porter's "critical apprajsal” of the

Jaekson characterized

SAT as unfair, inaccurate, and irresponsivle.
He emphasized that 'decades of practical experi-
ence in the use of SAT scores, has persuaded. . .
educators that the test scores are useful for
their intended purpose--to supplement the sec-
ondary school record and other information about
applicants in assessing competence for academic
* 7 work 1in college.” {134.1:390]
Following Jackson's article in the Harourt
Educational an¢)v, Slack and Porter responded
* to specific lssues raised by Jackson in the areas
of training for the SAT, prediction of academic
performance, and aptitude veréus achievement
testing. They corcluded with a finding made in
¢ their original arttcles "we hope thae students
will remember that [SAT] scores are unrelated to

the quality of their minds." [258.1:1399]
i
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Additicnal Research on Special Preparation

Sponsored by the College Board

During the past decade the College Board
his sponsored several studies to determine the
susceptibility of the SAT to spectal preparation.
Discussed below are the results of studies cor-
ducted by Pike and Evans (1972), Pike (1979),
Alderman and Powers (1979), and Powers and

Alderman (1979).

The Pike and Evans report.—— Lewis W. Pike

and franklia R. Lvans condéétgd a studv to deter-
i
mine the susceptibility of ®taem formits on the

SAT mathematical section to coaching. Pike and

Evans's research bulletin, The Effcote of Spe-

2lal Inctruction for wee Hinds of Matnemaiics
Artitude Items (May 1972), examined quantitative
-omparisons (QC) as a possible replacement for
regular mathematizs (RM) and data sufficiency
(DS) formats. The QC format requires examinees
to determine the relationship ¢f two quantities
(1.e., mark "A" if the quantity in column A 1s
larger; "B," if the quantity; in column B is
larger; "C," if Lne quantities are equal; and
"D," if there is insufficient information to
determine the quantitative relationship). lhe
DS format presents examinees with a question
and two statements labeled (1) and (2), with
the obj:ctive being to determine whether the
,uesticn could be answered by "A," one alone;
"B," two alone; "C," by onc and two together;
"D by cither one alone or two alone; or

"E," by neither statement alone nor by one and
two together. The RM format requires examinees

to determine which of five possible mathematics

solutions given is correct, [225:1-2]
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tleventr,  rade volunceers trom 12w chools
participated (o the -tudy.  Eizhit suburhan SCannls
were located 1o the viciarty of Priace ton, e ler-
aey, and two urhan schools were v Yoo axd twe
1n western Pennoylventa.  lhe volunteer, wer
rondomly assigued to twou instructional srouaps and
one control group. ALl three groups were glwen
21 hours ot 1astiuction vver seven Saturday morn-
ings and about 21 hours of homework from workbooks.
Of tae 535 volunteers pretested, fewer than 10
percent dropped o ooy the provren, (22501 12-
i6] A different astructional program was de-
veloped for each of the three mathematics item
formats, and pretests ind posttests were dadminis-
tered, [225:51]
. According to Pike and Evans, results of the
otatistical analyses found that each of the three
mathematics item format | QC, DS, and RM, was sus-—
ceptible to gpecial preparation, especially the
complex or novel item forrats., A further analy-
515 indicated that the volunteers appeared to

have learned basic mathematica. concepts and a

.° systemat1c apptorach to the complex 1tem format,

. Pike and rvans r:ported mean gains of awmeet a
full standard Adeviation for the groups tnstructed
in the (orplex tter formats. This lec them to
conc lude that these gatns were "ot practical con-
serquence and Likel to antlue e ac Lton
decivions.,” {225:52]

A

The Pike report.~— \nother study conducted by
Pilke summarized resedarcn titeratare on special
nreparation and testwiseness,  Poblished ao
college Board rescarch and development report

L LG, el e e e

To ey e L g e L1t e, stated

that questions Tesarfing spectal inatruction tor
the SA!D wete televant beciuse the contipuing ym-
porrance of SAT soores pressurod stwdents to seeh
)

Yt ruct ron for the SAPT which ecocourwed con-
,

\
wirTe Pl cowhiine vnlvk{n tmes oowell o wony
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runiic and privite school- o otter ~uen

proparition. {22375
Vccording to Prke, cacept for the ditter-
enles 1o the relative period ot in tructiocn,
houtn short-term i1nstruction (Sil) apd 1nterme-
drate—-term 1nstructron (LIL) try to 1mprove
test seores chrough speclal 1nstruction at an

+

aecelerated pace compa ed to the amount of time

normallv judged necessary for substantial chdanges
to occur. lestwiseness (IW) allow -ndividuals
to show their abilities to their best advantage
through knuwledge about test taking itself.
{223:6-7]

Prke reviewed lU studies pertaining to the
mathematical section of the SAT.  Seven of the
studies (Dyer, French, Dea:, Lass, trankel,
Whitla, and Roberts and Oppenheim) indicated
that score averages attributable to SiI were
not sufficient to justify having stugents 1n-
vert fime in this tvpe of 1nstruction to i1mprove
thetr tesc svnres, 1223:231 These studies re-
ported score changes ran, ~ § owm o elishe Tns
to yains of 20 SAT-M points. In cortrast,
three other studies (Marron. McCarthy, and Pike
and Lvans) indieated rhat overall STI 1ncreased
Sy =M soeores cignificantly. The Pike aad Evans
study estimated gains of about 33 5AL-M points,
the MceCarthy study of about 41 SAT=M pownts, and
the Marron >tudv of about 79 SAI-M points. {..23:
23] Lguallv important, & comparisen of SA7 -
and SAT-V f ndings for seven studies thav re-
ported the etfects of coaching and snort-terr
1nstraction on both (Dyer, Prench, Lass, Dear,
Frinkel, Whitla, and Koberts ana Oppenhoim)
found tha  "SAI=V ypains were stroagly cqurvi-
leat to thoae obsrved for the SAL-'" 0 The
e, median, and bow ST erfects for the Si-=Y
woere L3, 6, and =Y, reapectively; the oftect s
for the SAT-V were oy T, and O, respectiv o,

223,07-281 Overall, the staae pad substan-
tially diffrent designs on (o o per of Shbe
tect e, the nse o contrel ot tae us

afopretest and post=te ot dat.a, P t] Fib o
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re ported, nowev

SIT ertect- mor Lo S40=-Y, oat the S0 efroct,

tor e Sa-bowere Cunresolved,t {03803, ot
soovid e e ed that Mrhe's Diterature . (s
Pwluded complede deriptyoms ot the Palion
study (DIl oid the Marron stuads (19b5), whion
Stk dand 2orter coatended bave ot been citod
by EUS and the CLtB.

At the voneinaton of hits literature roview,
Plke recommended that fature re-oedroh fegaral g
SIL, ILL, and W should attemor to "masimize the
frirness and validity ot the SAT with regard to
1ts -hort=term amd 1ntermediate~term rostruct ton
. . Lscore coumponents 'y Tte foster realistic
understandiag aad expecerations regarding possible
outy me- of STL and 110," ratner than discourag-
1ng test preparedness pet soy and to pursue Ma
more hasic understanding of the processes 1n-
volved in test tiking and contributing to apti-
tude test scores.'' 1203 44

Shortly after the release of nis literature
Feryle Taker wre droo wod ho BF 0TS wand thet
the dismissal resulted frog froancial oty il
was unrelit Wl to Pige's resecarch. Now employed
da 4 senter research o assocrate at the National
[nstitute of bducation, Pike stated hat he be-
{eves there 1o a4 link hetween the (ollepe
Board's recent statements regarading 'formal 1n-

struction tor the 3317 and the FIC's studv of

the effeots ot Couhine on standardized admix-
sion exminatiyn .. {136 95 "I don't think a

student can arrjfroialtiv ralse i est o seores

abov hts ability throueh test preparition,”

Ptke «ommented, "hut ne migsht dring his wcore-
up to where als thubaie reald. -0 23700, o]

The Alderman and Powers report,—— v ther - -
cent sty commy o eed B e Cotler Board er

tarning o ftn-traction Yor the S\E w4 tebooaar

L9/9 tevearch report b ol T Avderme and

) Donald L Tow e, Vo 77 X L L
N I P L s A Tderman and dowers
O

FRIC S
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pact o oand three et ot o [N

|
Soonc el tnat cad s aal prognaratiion I

iresg ot placos (13 7] ter U tuo o, 74%‘

JUads ls e 3t tre tme ot roup, et \,."r‘“’
oo o omtrol osroan, (1. 10-14] ol N '
tie volunteers e Broh o sonoel pas e Car s len
2o corlege proparators arviou’a o and -t nad

SO Lberiolho o 10 LAKIN Sernal apritnde tests,
lsioe, 21 In mostl € oames an ciglish To oy wis
redpensible tor the o structilen, « mBere il Te=

View Dooks were also utilized. [13

Seven of tne ciaht schools studica Ctrerca
spectal preparation pregrams of -~nort durat.oen,
Ine number of hours devoted to specicl prepara-
ti1on ranged trev rive to il hours, w».th an av-
crage of 8.5 nours of preparation.  [he ciebtn
schoul offered special prepiration f cousider
abiv longer duration (4 hours), whicva 1 reased

the average time devoted fo speclal preparation
x

at all of the schools to 13 hiurs. [13:25]
Resulty ¢f the Aldermen and P owers studs

revealed that special preparation for oche SAT-A

ranged from -3 to +28 poings at the ergnt

wt‘honls.** [13:20] 1o average siin ottribut-
able to specral preparation was erght points,
whitch correspond- to one additional ttem 1=
sawered correctlv oon the Svi-V, [13.0) They
ohserved that student- improved their pert. em-

e 1n both andlogies ind antonyms b oone-nalf

kit shanld be noted that many spec. 1 opre-
parit on courses offered bv commercial coachiin,
enterprises tvpically otfer preparation tor the
AL some two or three times longer in duration
thiy seven of the school programs reported by
“Perman and Powers.  0Of 22 commercial cotiing
woen byoror whiroh data were ava lable, as re-
Frted by the Boston Pesgopil Ofrrce o the FaC,
thie avetdye tumber of hours devoted to spesvai
Sreparatioon was daboat Y nour ., stanle L k-
pan (Sonool A 1 BROT otud ) otters st onours of
Cudsateom o instruction and Dot o preparation toen-
ter (o hool B) offers 4 Lo of ape 1l

teroation. [0, 37 -0

V\L\ A} N Hoe
voooordine to Stacr oand Turter, e Tanyoe
Coad st choal vartation an pernte gorned nust

tetivo o ttorences o tae et ot
TR A I VAt R NS
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ftem each, bot the eftocts »or readiny coaprohen- ; nave had on test taning and
s1on and sentooce completion sere neglioible. i Prepublication copres ol
[13:18) In liet ot tue-c findings,, Alderman and plus other matertals regusarls
Powers said that codachine prosrams directed to- At Lo test reglstranes woere matled te half o
ward the SAI-V test were ap aineflective response the candom sample ot Z2,02% Juniors, while tho

to declines in student siores on the test." retaintne halt recerved the materials regul:riy
{1321 Nonetheless, the authors otated that 1t Seit to reglstrants plus Yowr . U0, rather
would ne lodppropridate to make pnferences based tian tee new booklet. [227:1-2] Of the -tudeats
on their -~tudy tor studeat pooulations such 1s responding to the towers and Alderman surves,
miaoority groups, those who ladked PSAL eaperi- about 38 percert reported reading T v Al
ence, and those ittendiny smaller scecondary completely at least once, mother third read most
schools.  Rather tV on adopting specilal test pre- of 1t, and 28 percent either skimmed the publica-
grams directed towird tne SAD, Alderman and t.oa or read parts otr 1t. lLess than three per-
Powers recommended that commuosities and schools cent made 1 use of the bhooklet at wll. witn re-
concerned with stadent perfornance o tie Sl vard to the sample test, Powers and Aldernan
should ‘strenetien tie regular curriculam,” found that 1t was not usd as widely 3s the text.
(1321 \hout 77 percent of the ~tudents reperted attempt-

tag .t least part of the test, while 36 percent
actuwilly completed 1ty 23 porcent did not under-

take any of the questions. [227:5-4) “early all
T a Powers and Alderman report.—— In order to sy v dueRte 122 ! k

. R ot the caperimental students (96 percent) felt
provide sovonar soioors and students with mote -

: that .2 oo oo ohad hewghtened their wate-
{ntormation, the Collese Board has devoleped a : ¢ o
, . , - ness of what to expeoct on the 5hi. Mest tu-
de~or b booklet = 0t Sy which re-
R . ’ . ., . . dents (76 percoent) aleo felt that tnev had
plied o older pablicatoen, © o P 1

- sarned more self-confidence bicause of the hook-
neg atth et ren s devtimed to Famrbtartze cin- =

; let. But a compariwon of the test s ores of
didates wity the S\ el tne Test of Standard - ’ P

N | : . . th-e who wers sent the new booklet Uy the test
sritten bl b, snbvaee te ot takiny, skille, e
e res ol tie candoas omple which Jdid not re-

dues et et ., and hell student o hecome mor

; . Cviwve the tect tnok et stoaed no diiferenies 1n
welt contident o Tae s epage heoklet contains g

) .. tue te U ceres of eatner  roup an the weraal or
comnleto v, b iy, test oarswers, directions

. . . taematical sootions of tee SAE oroon o tne bost

for estarmating Vo o 1ied oo amd straregte
#*

tor ue-stae and oo teae armelvs {200 1

a0 standiard saritten Fagliche, [227.70="2)  cven

e mlrony Intele-t amony sceoendirs sohe isoin

[a « cebruar. 1070 rosearch 1eport tithed -
. . . R . , ectal prepatie | Powers aad Viderman aecoms
Y , . . , . readed that aohool personned mrng wisn beocons
t S ' . A v i T WY o 10

. Srqer croun adsnrstrit.on ot toe amplo te o
Vderman reporte D the resalta ot anrve, of atu- !
.

Mot ternative Lo oemiouragiing <Lide ot te o ander

deat ovinton. revardine the usciulbne ot v
. Paee Lo toat oo ther owa. (07 0
faon Pooand vrtesprod tooentaimate the eftect s
- -
* .
Student s who receas 0 7 aread

. A S (LA I B S REVR P

srobat Iy will not oo mach ro e pare wou tor the .
test,” {113

mont e ot
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Summary of the

Special Preparation Controversy

lhe initial stuly by the Boston Reglonal of-

fice of the Federal Trade Commission, Tr. & % st

rt

of Coacrning on Standardiuned dmics on Rxamiri-
tions (1978), found statistically significant
differences between the SAT test scores of coached
and uncoached students. [90:1] It was estimated
that students attendirg a commercial preparation
course who were coached four hours a week over a
10-week period could impruse the.~ total 5AT
verbal and mathematical scores by as much as 100
points. [188:102] Citing major deficiencies in
the BRO study but ﬁsing the same data base, 1
report by the Bureau of Consumer Protection of
the FTC (1979) found that a certain class of
students identified as underachievers, or stu-
dents who tend to do poorly on standardized
tests in light of their previous grades and
class rank, could improve their SAT verbal .nd
mathemat.cal scores by an average of 25 test
points in each section of- the test. [89:1] A
reanalysis of the 1979 FTC data by the National
Education Asroclation showed that students who
received coaching between their PSAT and first
SAT or between their first and second SAT experi-
enced score increases betweer 104 .nd 143 points,
compared to an uncoached group. [194:25] Accord-
ing to Slack a4nd Porter, EIS's studies of special
sreparation prior to 1948 indizated that coachedy
students could railse their scures by 1A points
on the SAT-Y¥, compared to 40 points in studies
not cited by @S. Similarlyv, in studies of the
SAT-M cited by ETS, students could raise their
test ac¢ores, an the average of 1.2 gﬁnt points,
compared to 55 pelints in studies d;t cited hv
ETS. [258:161}
Un the other hand, E1S's reanalysis of the
FTC data found the effects ol coaching to be
less than both the 1978 BRO and 1979 BCPY ~tudies
Q
ERIC .
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. effects of coaching and self-

Jue to the combin
-election. After taking into account differential
growth and motivation, ETS observed that the ef-
fects of special preparation were approximately

1L poidts for the SAT-V and 30 points for the
SAT-M. [177:6] ETS stated that the findings for
commerclal coachlng were consistent with orior
studies on rhe effectiveness of ccaching. More-
over, score increases of 20 to 30 points on the
College Board's 200-to-800 point scale were
équxvalent to about three additional test items
correct, a gain which students could e&pect to
obtain by simply devoting additional time to
thelr academic courses. {177°7}] uvtney publics-
tions and resesr.h sponsored by the College
Board pointed out that schools and communities
intervsted 1n helping students prepare for the
SAT would benefit by strengthening the existing
curriculum and administering the practi-e te-t
contained in the CEEB publication Iix ‘ny &n.
JAT. [13:21; 227:26])

Despite previous research, or perhaps be-
cause of these widely diveryent f{;dlngs. the
c.aching controversy is not expected to subside
quickly. In fact, there is evidence that inter-
-t in coaching or spe~ial preparation for
standardized college admissions examinations is
increasing rapidly. According to the Boston
Regional Office of the FIC, an industry-wide
struature now exists which would allow coach-
1ng schools to reach the 2.5 millior individuals
who take standardized admissions -xamiaations
annually, with ar estimated sales potential of
one-half bfllinn dollars. [90:35-36] Addition~
ally, scme colieges and universities are now of-
fering tedt prepa-at on programs for students.
St. John's Universitv in New York offeérs a $125
coaching course for students planning to take
the SAT. "[247:2] Kutgers University offers a
spectal preparation program for students plan-
ning to take the lLaw School Admission lest.
[237:1, 20} Harcourt Brace, Jovanovich, Inc.

a $300 m{1!lion conglomerate, has acquired a
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coiching »ctiool. 140 361 (1tibank has tirred the
Se<ton Schooul to repdre 1ts emplovees tor the

Oradudte Management Admisstions lest and the Lo

[237:1, 201 NBEA nas prepared a standardized

testing kit for 1ts members, which contatns
list of recommendations for pdarents 10 *rested
fp finding specizl preparation for tieir child-

ren. {201:1}] Tre National Institute of Educa-

tion has 1ndicated an interest 1n nlanning 4

conference to as-ess the effects ot special

prepdration on students who take the SA1. {247:2]

Ihe federal Trade Commission 1s continulng to

monttor the advertising « laims of commercial

O
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Coralng enterprisas. (LE20s]  In 1979 tae Je-

. 0 P r r -
PArlecent ot e i by, Ludcal oo, aud Welfnre ot

daside 3 million to the Health Resources Aduin-

1striation Otfrce of Health Resources upportu pty
t» permit disadvantage - students interested 1n
healo s orofessions to be coached at 21 universi-
ties. [237:1, 20} According to an EiS survey by
Vlderman and Powers, nearly one—third or 54 of
175 public and private schools 1n seven north-
eastern states have indicated that they offer
Speclal courses, electlves, or extracurricuiar
activities for students who wish te prepare for

the verbal portion or the SAT. [13:4]

(r
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THE TRUTH-IN-TESTING CONTROVERSY:

CONSUMER RIGHTS VS. GOVERNMENT INTRUSION

cruth-in-testing legisldation 1s essentialbly
an tssue of consumer rigzhts versus guvernment

intrusion in education. T[his legiclation 1w 4

response to consumer desire tor more information

about the uses and results of stancardized col-

lege admissions tests. Propeonents of truth-in-

test legislation assert thit the: sneald have

the same basld rizht in obtaining test scores,

test questions and answers, and studies related
to college admissions as thev have in obtaining

{information dontained 11 «chool files, credit

reports, law enforcement records, and governme.t

files. [226:1] These test consumers drgue that

because of the ambiguity and mystery surrounding
standardized testing, thev should have the right

to examine tests to ¢ sure t 10 sCores are Accu-

riatelv computed and r.ported. [152:1] neglslia-
tion mandating the disclosure of test questions
and answers after an examination is necessdarv,

in crder for people to know how thev

[98:11]

they argue,

are being rated and judged. Advad ttes
of truth-in-testing nelieve that legislation
will provide the following:
1. Inecrease the public's understanding of
intent .nd limitations of tests; (130:5]
2. Alleviate bias and promote accounta
in the standardivsed admissions prn[ussz
1292:2}
}. Permit stadents (o learn from reviewing
their mistakes and provide test-taking
assi-tince to those who cannot afford
to attend expensive coaching s hnols,

[292:3]
O

RIC
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.. Reduce the risk oY (ompuier error <dus-
Ina a t ~t-taker to be 1ncorrectly
S oored; amd (29000,

5. Improve the quality of hotnh the tests

and public debates surrounding toem.
1221:3]
wdvocates ot testing legislation perceive it oas

strengthnemny their "right-to-know' upd maklng

the test-ng awencies “dccountabl.” for a service

purcnased by millions of individuals 1anually.

R
P2 P

2lo:2]
fest sponsors and test agencies, on the
otner hand, have expressed cons.derable alarm

over lawg which mandate the release of test ques-

tigns and answers to the public, Measures call-

ing for the disclusure of secure tests, they
argue, dare 4n ezample of unwarranted goverament
jintervention inte educational affairs and an
attack on the enti~e college admssions process.

1273:4)  lesting agencies emphasize that trutn-

in-testing legislation will make it nearly im-
possible for them to continue their curreat pre-

wriams and level of services. [53:1] 1he dis-

closure of secure test questions and answers,

mereover, will irrepar s hare o qualit

of the tests. As a result, r , colleges and

universities may loge cous idenceyin the ability
future academic

of the tests to predict the

[138:19]

per—

tormance of students. Test sponsors

and test agencies contend that disclosure will:

Lacn test and

[46:11]

1. Destroy the seccurit. of

make reuse fmpossibles




2. Increase costs of test development and
reduce services to clients and students,
[46:2};

3. Pressure teachers to teach to the test
and 1ncrease coaching activity, [46:3],

4. Ignore the diverse neels of test takers
who must have access t) examinations at
different time, of the year, [72:2];

5. Lead to iimitations of educational op-
portunities fcr minority and disadvan-
taged students, [46:4]; and

6. Violate test organizations' Fourteenth
Amendment rights, as well as other pro-

visions of the United States Constitu-

tion and the New York State Constitution.

[52:1}
"ln this war, directed agairst testine as its de-

"

clared target,"” stated ETS president William
Turnbull, "the traditional approach to intellec-
tual debate has been shunted aside and replaced
by political advocacy." [68:2]

Testing organizations have stated that they
support more openness in testing in principle,
sut prefer to implement changes in standardized
testing voluntarily. [65:1-2] Hastily enacted
testing legislation, advanced under the fraudu-
lent title of truth-in-testing, they maintain,
ig itself a "consumer fraud."” {231:190} For

these reasons, truth-in-testing legislation re-

miing a highlv controversial {ssue.

Origins nf New York's

Truth-in-Testing Law

A though California enacted the nation's
first law requiring test publishers to disclose
infosmation about a test (September 1978),

New York's truth-in-testing law i1s more compre-
heusive in scope and broader in influence.
Specifically, the New York law requires test pub-
lishers to disclose actual examination questions

and answers to test sublects, upon request, 30

Aruitoxt provided by Eic:

days after the release of test scores. [33:7]

‘eaders in the enactment of the New York legis-
lati1on were Senator Kenneth P. Lavalle (R),
Chairman of the New York Senate Committee on
Higher ﬁducatxon, and Assemblyman Albert Vann
(D). [175:1}

1he legislation was the subject of 1inten-
sive lobbying during the New York Senate Higher
Education committee meetings. One educational
news service referred to the impressive array
of advocates and equally formidable npponents

as the "War of the Worlds.”

Supporters of
LaValle's truth-in-testing measure included the
New York State P. T. A., National Education As-
sociation, New York State United Teachers, Xew
York Public Interest Research Group, National
Association for the Advzncement of Colored Peo-
ple, National Conference of Black Lawyers, and
the Attorney General of the State ct New York.
On the opposing side were nearly all major test
sponsors, administrators, and organizations,
including CEEB and ETS. Many prouinent college
admissions officers and the New York Coamissioner
of Education, Gordon Ambach, testified agai.st
passage of the proposed legislation. [145:35;
211:4; 36:2}

New York governor Hugh Carey approved the
pill, 5200-A, which added Article 7-A to the
Education Law, in relation ‘o standardized test-
ing, on July 13, 1979, The law became effective
on January 1, 1980. 1t applfes to virtually all
college and graduate school admissions tests,
including the PSAT, SAT, ACT Assessmet, GRi,
Medical College Admission Test, Dental Admission
Testing Program, and the LSAT. {36:1] The leg-
1slation does not apply to any state, federal,
or local civil service test; any test used
salely for placement, credit-by-examinatior., or
other nonadmission puipose; or any test deve.oped

and administered by cn individual school or 1n-

stitution solelvy for fts own purpose. (26401}
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The (ollege Entrance Examination Board, the
Educational lesting Service, and the Americdan
College Testing Program indicated that they in-
tend ¢ AN ALl T New 1T 1ty lewe er,
many test Sponsors uave withdrawn their tests
from New York. he major:ty of ¥ v tests are
relaced to the health profession, and include
the New Medical College Admissions lest, Miller
Analogies lest, Optometry Collexe Admissions
Test, Pharmacy College Admissions fest, and the
Entrance Fxamination for Sincols of Nursiug.

i

[34:45-%5 .o pared with the ldrege aumbers of
candidites taking the SAD and AC!, most of the
test nrograms withdrawn from the state are
gi..n to small numbers of persons, e.g., six
of the tests are administered to fewer than

500 candidates a year, [250.1]

Provisions of New York's

Truth-in—-Testing Law

The New York law demands full disclosure
and requires testirg agencies to proviue tests
for public review. Highlights of its provisions
tn relation to standardized testing {ollow.

The test ipency must file, within 30 days,
a copy of all tuest questions used in calculating

the test subject's raw score; the corresponding

acceptable answere to those questions; and all

rules for converting raw scores int. those scores

reported teo the test subject, together with an
explanation of such rules. [264:2

Within 20 days after filing a standardized

test, the test agency must provide the test taker

with the opportunitv to secure a copy of the test

questions, a copy of the test subject's answer
sheet, a copv of the correct answer sheet, and a
sta‘ement of the raw score used to calculate the
scores reported to the test subject. The agency
may charge a nominal fee for providing this

informatlon, [264:2]

Aruitoxt provided by Eic:
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Along with the registration forr or s oore

ferort T odotest, edach tost agency Nusto 21w

the tollowing 1nfurmation:

& [he purvoses for whicn the feot 15 con-

Cruoted e Ie o teaded ot O

e Statements designed to provide informa-
tion for interpreting test tesults, 1n-
cluding explanations of the test score
oCdale, the standard error of measurement
of tne test, and a list of availahle cor-
relations between test scores and grades,
successful completion of a course of
studv, and parental income.

e How the test scores will be renorted,
whether the raw test scores will be con-
verted 1n any way before belng reported
to the test subject, and i1f the testing
agency will use the test score either
by 1tself .r with any other informatien
avvatl foe test subject to predict appli-

cant's Jfuture academic performance.

e A defcription of any promises that the
test agency makes to che test taker re-
garding accuracy of scoring, timelv for-
warding of irformation, and nolicies for
notifiration of 1nac uracies 1n scoring
or score reperti.g.

e Whether test scores are the property of
the test subject; the time period during
which the results are retainea by the
test agency; and clarification of poli-
cies regarding storage, disposal, and
future use of test score data.

An tndividual's ecore shall not be relcacer

or disclosed by the test agency to any person,

organization, corporation, association, college,
university, or govermmental agency unless spe-

cifically authorized by the test subject., A

test agency may, however, release all scores

received bv a test subject on a test te diyone
designated by the test subject to recceive the

current score. [Z264:3-4]

N



Major Issues Vigorously Debated

In an article in Jomract, Rexford Brown, di-
rector of public..ions and user products for the
National Assessment of Educational Progress, ob-
served that truth-in-testing '"1s a complex .-suc,
touching explicitly or implicitly on many educa~
tion subissues that have polarized Americans for
generations.” [33:7] Advocates of truth-in-

testing who rally around the principle of fair- .

ness, and testing agencies that cauti.u about

the unanticipated consequences of hastily enacted

legislation, are often arguing at each other
- rather than with each other, Brown stated. The
antagonists seldom draw upon the same facts, ex-
amine the same aspects of eaucation, or subscribe
to the same beliefs about the function of educa-
tion. Accordine to Brown. the debate about the
need for and the impact of truth-in-testing leg-
(1) the

(2) the

islation cente.s on four major areas:
role and power of testing organizations;
nature and qualityv of standardized :;stsf (3) the
need for state and federal legislation; -:ud (4)
the consequences oi full disciosure provisions,
{33:7-8]
SAT, ACT, and tiuth-in-testing legislatioa follow.

Specific issues that relate to the

Disclosure of sscure test questions and answers.—~
Critics of standardized college admissio tests
maintain tnat disclosure of secure tewt g stions
and angswers will increase ynowledgc about the
teats and will permit test subjects to view the
criteria used to evaluate their abilities. [266,
13] In testimony before th. New York State Sen-
ate and Assembly Higher Eduration committees,
Lewis Pike., former ETS rescarcher and now ~enior
asso. [ate at the National Institute of Education,
stated that college admissions tests are a criti-
students

cal public trust and the assumption that

who want to see their tesis must demonstrate "the

ERIC
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need to know' was lnappropriate. [224:2]  Plwe
strongly endorsed testing legislation, .aving
that it would "provide 4 source and motivation
tor quality control that 1s simpl; not ot .wise
nowever well-intentioned thie test

[222:2])

present, pro-
ducer m;y be."

Among tne most ardent supporters of truth-
in-testing | sislation, the New York Public In-
terest Research Group (NYPIRG) asserted that
the disclosure of test questions and answers
will improve tI quality of gquestion writing.
Subjecting test questions to.scrutiny by subject
matter ~xperts, educators, a:d the public will
reduce . he extensive criticism of the scientific
accuracy of test questions, NYPIRG believes.
Public disclosure is essential because of the
controversy in academic circles surrounding
the "correct answers' on standardized tests.
NYPIRG cited che release of a secure ETS test
in 1973, a Multistate Bar Examination (MBE‘)‘i
Following the disclosure of the test, law pro-
fessors at Georgetown University and other
Washington, D.C., institutions expressed dis-
agreement on the “correct answers" to 25 per-
cent of the questions. According to NYPIRC,
£TS and its clients agreed that five of the
questious 3ppeared to have more than one correct
answer. Sincer 1973 no other tests have been
divulged, NYPIRG said. [209:3])

Proponents uf standardized testing, however,
have claimed that the public is be:ng deccived
by false statements wh.ch misrepresent the role
€ test agencies in American education. The
public in being misled by loaded words like
"truth,"” "fairness,' and "public interest."
[118:12] Secure testing programs arc not oecret,
acvording tor L1S, but are essentfal to 1nsuring
fairness. KIS reported that by maintaining the
security of tests xtncdn do the following: (1)
ensure that all students receive cquil treat-
advantage by

ment and that no one has an unfaiq

weelng a test 1a advance; {2) reuse tests and

keep down the cost of development; and (3)

N
v

» oo




equdte scores between diftercnt test editions,
thereby assuring that students take tests of
similar difficulty. [65:1]

While many testing agencles support the
principle of openness In testing, they (laim
that truth-in-testing legilslation 1s uanecess -y
Since fhf):Natxun about tests 1s widely dissem-
nated and aviilable to both students and institu-
tions. EIS pointed out that it provides sample
tests for tue SAT, GRE, GMAT, and 1SAT, sends
scores and an interpretation of their meanl.y
to students, ! rewdard- tesl resigilo 1o
only with the stud:nt'. permission, summdrizes
statistics for the press and state policy
makers, and publishers resecarch 1u profes-
stonal journals and magazines. Additionally,
students are asked for advice on how to lmprove
programs 1nd services. [65:1f With regard t»
NYPIRG's criticism of the Multistate 'ar Exam.-
nation, ETS said that the r~omplaints stemmed
from a single law professor writing one article.
Since 1972 more than 59 actual MBE questions
have been released and are available 1n bock form.
Sixty questions from previous tests are in the
candidate bulletin. [70:3]

In a statement opposing New York's joint
Senate-Assembly B{11 5200, ‘the College Board em-
phasized that the disclosure of secure tests was
probably one of the bill's most harmful features.
The College Board said Lhat security measures
Are necess=iry 10 order to prevent students fro
gairing access to the tests. If test security
were broken, then the tests would lose their
value and roirness and new tests would have to
be created. [5 1] Advocates of testing legis-
latfon, tne College Board -aid, failed to under-
stand the nature of the SAT. The SAT medasures
developed reasoning abilicies in English and
mathematics; 1t Is not based upon a specific
carriculum or a set of courscs.  CLonsequentlv,
test takers cannot "learn’ bv viewing mistakes
on their tests.

The systematic disclosure of

secure teat questions, moreover, could harm the

institattl o ps
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quality of Cie tests wocause of the time 1n-
volved 1n pretesting questions to weed out g .
P0as1dle cultusal ambiguity or Hias, [46:7 3-4]

A Uctober 1979 editorial in the a0 - -
tor Cu. suggested that the underlying premise
of testin, fegislation was that the SAT and
other standardized tests victimize poor and min-
ority students. The editorial stated that such
test  may not Mea.ure the academic potential of
»ome stuldents, poor, minority, and white, be-
cause thelr intellectual growth had been stifled
by inadeqiate elementary and secondary schools.
"ithe fault 1s not in the tests but in the schools,"
the editorial concluded, "and good admissions of-
ficers take that 1nto consideration.” [27v:4a12]

Commenting on the 1mpict of the disclosure
provision, (eorge Hanford, president of the (Col-
lege Board, said there were serious differences
of opinion regarding the value of publicizing
SAT questions. Hanford added that the release
of each f rm of the SAT after its adminilstration
was "wasteful, educationally questionable and
of little benefit to students." {51:3] Other
representatives of testing organizations and
college admissions officers expressed similar
sentiments. Fred Hargadon, chairman of the
Coliege Board, expressed doubt about the SAT's
ab1lity te survive repeated test disclosure
without ra sing "serious questions" about its
validity. ['38:1] Repeated disclosure of
secure test suestions. according to R’ zhard
Fergusor, vice-president for research anag de-
velopment at the American College Testing Pro-
gram, may weaken the ACT battery since 1t has
stronger ties to the curriculum. [140:10]

A cocding to William Fitzsi.mons, director of
undergraduate admissions at Harvard. test dis-
¢ losure mignt enable some students to boost
thair SAT scores. Consequently, Harvird planned
to look “hard” at the predictive valve of the
SAT to sece if 1t has declined. Another admiw-

sions oftfcor, Ldawrence Momo, associate direc -

tor of admissions at Columbias University, noted

ERIC u.

Aruitoxt provided by Eic:




82

that te-t diselosare would prompt Columbia to

examine SAIL v difrerent way, but now

[138:14}

S o s Lh

differentl, remarned to be seen.

the full 1mpact ot the test disclosure

provisi m of furk's trutt —1n-testiny law 15
not expected to create concern on college cam=
after fill 1980 recruitment, At

puses until

that tiwe colleges and universities will have

L

to assess whether -tudents are affected by the

SAl's disclosure.  Some have expressed concern
that unless fear- concerntng the potential ef-
fects of test disclosure are allayed, manv col-

sleges and universities mav lose cenfidenie 1n
the SAT, regardiess of whether 1ts validity as

actually tmpaired. (13819

Cost of test development.—— [hu .ost Lssue was
one of the primarv objections to truth-in-test-

ing legislation ratsed by the test manutacturers.
But 1wcording to Senatur [ ivalle, testing agen-
cies' claims for 1ncreasing costs were based on

the false assumption that the btll would require

the creation of separdte tests for New Yorkers.
that there justificatior

LaValle contended wds 1w

for test agencie~ to Ilncretse the costs of taking

tests 1 New fork for tests that are odrinistercd

nationwide. [193:h0] LVito Perrone, dean of the
Center tor teaching and Learning at the Untver-
sity of North Dakota, theught that there was
deprie of tntimidatien present in the threats
of the te-t makers to trﬁhlv coats and reduce
test admr rstrations, Pc}{nnv said that dire
Cconsequences need not prevatl unless "the test-
ing industry retuse- to bring already evxisting
knowledge and frest commitment to bear o . Lot
new freumstances’” ot cest disebosure.
Shirtey Chisholm (D=N.Y.), comeponaoe b0 e o
eral truth-in-testing bill, asaerted that “poo-
ple's lives are more lmportant than cost.”
{230:A27]

Citing ETS's own internal studies, Allan

Nairn and Ronald Brownstein noted that approxi-

Aruitoxt provided by Eic: <

matels tive percent of each student's tost fee
1+ applica tu test development and between 22
27

cercent and percent of he fee 1s applicd

te Lis's profit matuin.  Due to the New York

fegtslation, 1S has estimated tnat the iddi-
tional cost for developtng new SAL questions
1s 51,092,000, According to Naitrn and Browa-
-teln, thils estimate provides LIS and the Col-
leg: Board with a 2 million profit. [3,:189]
NYPIRG also alleged that ETS's estimate of
tesc development costs 1s highly inflated.
“YPIKG claimed that a January 1972 LIS "activ-
1ty 1nalvsis' showed that the actual cost of
developing the SA6 and Achievement tests was
9.32 per test. lois amounted to b.6H percent
Af the total cost to EIS of administéring tne
test 54.52 and only 5.7 percent of the fue pand
py the candidate (53.75). In contrast, the
profit margin taken bv ETS und the College Board
on the:c tests was $.93, or 16 percent of tne
candidate's fee, nearly three times larger than
[209:4]

test development spending. Table 13

Shows how much of o candidate's fee s0es to
test development, according to NYPInG.

Aciording to NYPIRG, figures from 1973 and
1976 showed College Board profit margins between

-

22 and 27 percent. [209:5) lable Ib gives the

admissions testlng program revenues dnd eapenses

from 1974-75 to 1976-77.

sable 17 shows L.16 test de.clopment spend-

1ng A= cited Ly MPIRG,  In 1976 FIb spent
591,000 on SAT Aemievement test copstructlon
Ccpeases.  LThhs amounted to 2.5 percent of the

1476 AT Achievement program incoie from student

Tt

Ip 11977 V1S budgeted 389,000 on test con-
truction, or 3.1 percent of expected program

LLCOme . S1ce most test questions are newlv

written, and heve been for aluost 30 vedrs,

NYPIRC wo1d that there was no apparent lack of

hisn-quility questions avairlable to test makers.

(onsequently, LIS's (laim that test construction

costs would escalate because new test questions

would have to be constructed ~cemed hiighly

tmplausible. [209:3-4]
0
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TABLE 153.--Comparative Analysis of Progra

m Costs by Activity, 1970-71

Fee traid by Total Cost Cost of Test Dev. Test Div.
" Test Program Candidate (per session Test as % of as 7 of
Candidate) Development Total ETS tee Paid
e Incurred by ETS o Cost by Cand.
SAT and Achieve-
ment Tests $5.75 S 4.82 S .32 6.6% 5.74
LSAT 13.50 10.83 .49 4.5 3.6,
CRE 8.00 7.17 .62 8.6 7.8
ATGSB (now GMAT) 10.00 9.22 L34 4.8 4.4
SOURCE: "Activity Analysis,'" Internal ETS Study, Jan. 31, 1972.
Reported by New York Public Interest Research Group. 'Statement of Factual Correction
and Rebuttal to Educational Testing Service Memorandum in Opposition." Albany, New York:
NYPIRG, May 1979, p. 5.
TABLE 16.--Admissions Testing Program Revenues and Expenses
Revenues Lxpenses Surplus Percent Profit
1874-75 516,036,276 $12,550,541 $3,485,735 27
1975-76 16,260,652 13,232,474 3,028,178 22
*1976~77 17,640,000 14,099,000 3,541,000 25

*projected
SOURCE: College Board Statement of Revenues, Expense
with Comparative Figures for 1975 and 1977 Cu

Reported by New.York i\ -lic Interest Research
and Rebuttal to Educatjonal Testing Service M
NYPIRG, May. 1979, p. 5.

and Fund Balance, Year Ended June 30, 1976,
rrent Projections.

Group. "Statement of Factual Correction
enorandum in Opposition."” Albany, New York:

tn regponse to allegations that test costs
are highly inflated, the Colirge Board stated
that 1ts historical policy his been to make the
SAT widely available to high school students,

Wl at the least possible cogt. Testing legls-
lation suggests that students should pav more
and forego the greater availability of testing
in order to have the opportunity to view their
Addition-

examinations, the College Board sald.

ally, it was noted that there has not bheen any

Q
ERIC
9;’

substantial demiud from test candidates, admis-
sions counselors, or officers that would warrant
tiis "trade-off." [46:2-3] Alice Irby, an ETS
vice-president asked, "Where is the equitv for
making all pay for what few may want!" [133:2]

In response to the charge of excessive profat,
ETS sald that the College Board shows a 0.8 per-
cent "profit” ((xcess of revenue over expenses)
fhis amounted

for the SAT and achievement tests.

to $155,000 in.fiscal 1978. The "22 percent




TABLE, 17.-=F1S lest Development Spend:ny Breakdeasn and Budget

follegs Board Admisstons lesting Program (Sal u Acntevement lests)
Lest lest fest
Program Const., ds . Prograt “Const. as /4 AP tooest
tonstruction Admin, of Program Admin. of Program Candidate wspetsvs ' or
© bxpenses  Lxpenses  Admin. baps.  [ncome  Admin. [ncome  Volumek - andidater®

1976 A Lialc $291,000 510,179,000 2.9 S11,490,000 1,737,000 LY

477 Budget: 389,000 iU, 264,000 3.6 12,396,000 1,430,000 L2
* -
Candtdate Volume figures are trom =00 o012, an B iS5 publicarion.
k

*
fxpenses per Candidate caleulated by dividing fest Constructlon Expenses by Candidate Velume.

SOURCEL:  "E1S Confidential Project Operatiny Statement by Pos.--Categorv/Project, Period knding
3/31/77," + 6b-pape computer priatout.

Reported by New York Public Interest Group. 'tatement of Factual Correction and Rebutral
to Lducational lepting Service Memorandum 1o Opposttion.'  Abbary, New York: NYPIRG, May
) ; >

1473, p. 6. .
profit' cired by NYPIR( innores $1l.1 mdilion State Lducation Department tu Octeber 1979 cited
tn Gollege Board expense for support services, examples of test programs with low candidate
admintstrative and other costs, and research and volumes. Sunce the disclosure of secure tests
development . (70:1;  E1S emphasiezed that the would necessitate the (reation ot o new test
Ccost. tor Jevelopting all new tests were substan- tur each ddmiulstrltAon,;thL costs of test de-
tral omd thet moataer of nor Lae Dragridam sponscers velopment could not Lo amort.zed over a aroup ‘4
contd abveorh cone ent tacreasen, 710 In of candidates or over a number of o8t adminls-
Tt by e, erted ¢ 1 ome i 89401l hion vl trattons. Consejuent Ly, the feewslacion would
et e ot o i hior s Hhe surntu, o S make 1t dirtrewit for smalier osting compiantes
>
: million was woed to make improvements ff?l(w to aurvive. (132:4=0] In june J%84, NCWever, ~r
Foottitres and 't pg hose new eqolpment, 0L fovernor Carey approved Scnate grll 91a0-3 )
in 1 compd it flled with the New doan Su- whicn enc apls Tov -volume tosts from the grs-
preme Court, the tollee Board stated thet an ¢ losurd reautrements which o 1dnquxsturtx! Lo
1978-79 the ost of te.t development o cerded Tewer than 2,000 test supj-cfs annualt., pro-
' S70,000 per torm. Beeause old test questions videds tntt one test s disclosad ar toeast orce
mipht he pxluded from new tests, Lt we- b= ety thrae vedrs, !5/:Jl ,
_mJtoQﬁ}h~t the cost o test development would According to Re<ford ﬁrnwg cd verls otever
.- i rx-j;f‘ to more thap 83,000, [H:1]  The Moo tanye, the actual cost ot tes |ﬂ‘v Lpnent Is
+ Col.ege Board eotimeted that the annual replace dP‘lnxuitltlun} sbpeet ton to Lxuah—l;—twazxnu .
Cment cost oot the 21 of the SAT currently lesr-lation, 1f 1t 1s fotew it trom an ctntanl
noed In New York wouid pimoapprocoemiate! perspective.  Thew prélact tpat G v est araas
00,000, §531-0) nent will aubsides soon and he ook rod e '
An tnittal "Impact Report ot the Admisainn "Lolvable wecondary problem,” {1 9]
Q lesting Leglslation"” preparei by the New York -
pEMC Al - ('\-
oo R , tred )




Reduced services for handicapped individuals and
religious minorities.--

Because of /1 osts awsocrated with developing pew

test forms, testing orgaglzitions say that tie .

are berng torced to curtarl s, ccial services and

test admioistritions tor handicapped tadividuals

3

and religious minorities, The Colleve Board nas

N
aupounced thdt New York students taking tae S5,

would ve tabted onlr four time- between January

and Tune rather than tae uu;‘xt regularly sched-
uled adminmstrations.. ()1{‘ I Sswmilarly, the GRL

; .
¢ Wdas reduced from six to four administrations, and
[34:46]
Sew York law,

“he LEAL trom four to three. Betore the

tmplementation »f the the Lolley

Board reporged thao handicapped students couvld
I

c2 tested onoalmost any day vl at their conven-

1ence; now they will have to take the tests on
:

rc—-gixlgrlv schedgled dates Hantord suaid he w~vas

“distressed about the cutback in services, hut

the new Law made flexible dates and special ar-
rangements £8r handicappel teor takers almost
fmpossible. [41:1) -

p % ;

Acording to the “wew York State bducation
¥

o

separtment’s “Inetial Impact Kesort of ihe Admis-

the American College
Program tatended, ty eliminate residual
(f)n-?: (m;;LH) rosfing which would aftect many

. "

adults who teed tesr wiores £For olacement ~ather

than for .dmisston.  1a 1978 nearly 4,200 Stu-

deats were te-ted 1n Uity manper.’ the number of
. ‘e .
coospectal non-sar crday test dates alao wonld be
reduced, 1ftecting om0 students. | 132:8]

[t tia, been 31 imats cnat the éf;m‘('ll ition

Coft Sundav adminustrations of rh'/,,s.\r would affect
/

. 01;)prux|m4tth'~Lﬁ(N- Sabbath ohderver« 1o 1980,
-

N . 3
Voo T et Speelal make -up adainistrations of the

v SAT wowrd peobably he «llminared, affecting about

33D o /50 scudents anaually.

‘
hiigh

Becwuse of the .

cost- o ceavertiag tests inte Braillse,

« Jdafce type, andand lo- assettea, seevioed for

.
coamrroxdimately srvn)v,ntc. would he restricted

s

oo limited pamber of dates, 1132 12]

{est
{
Une

there ar only a4 Tew editiong of SAL

- -

~ N i’m o

G\ ’

r‘*> 5

-7
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tnospuadsh (Prucha de Aptitud Academtoa), tae

colteae Board did not teel 1t could dineloac

even one torm. s 1 result, this test has 'oen

withidrawn rron Sww York, affecting some 40U <tu-

dents aprcuaiin, 10200 H] The dew York State

Pducition npartment s report warned taat tae

tpparent Iy mipor changes 1n test avarlabiire

on the larzse pepula-

[132-121 1.

could have o seolous tmpact

tron of potential candidates re-

port emphastzed that the reductron 1n oapecal

SErvices by test sponscrs might result 1n delav-

1ng a cardidate’s enrollment for 1 seme-ter or

a vear, deming credit or advanced standrias to

underyraduites sceoing admission and ¢l oenent,

overburdening some test administration centers

on a particular test date, and reducing special

serviees for §aite rowrstrants and "wale—-tn' -
. -

candidate s, (132 14]

Yet advocates of truth-in-le

Lovernor e Ldlatala U 4L Lestbon. A -

reductioen”

in the avatrlability of test services th Sew

Steven Leifman, nat i ml/ﬂ'!rm,

tor of the Coalition ot

tion need not result 1o oan Mautomat i

Yorkers., [136.2]

Independent (olless and

triversity Students, claimed that by reducing

spectdal services and pulting pressure o hew

York, the Collese Board mav be Mervire to san-

wtanCtiate therr fears and problems thev see with

TSt
1930,

a natronal 1os,

[a tebruary tne New York state \ssem—

hly approved ¢ bill requiring the (ollege Board

and other test sponsars to give dundav ¢ gdmdna-

ti1ons tor reiigions minortties who observe the

Sabbath on Saturday. There was "no need” {or

test sponsers to tike punitive actions o t1n.t
ortnodoy Tews and Seventh Diy Adventiar-, Sand
Vsaembleman Snetden Silver, (o=‘taahatitin) s oo -
sor of the medasure. 20005 In dune 180, cov-

3
vronor Carey stgned anto Jaw Senate Bl A
Ferp o, Teow nl s

which »vempt, [rom test diacio arg
1
Lest forms used for make-up purpose s, and 1or }
4
walk—-in, hendicapped, and Sabbath  aorvcer teat )q.ﬂ’
takers.  Another bill tpned by Cuay regiares  #
0
Vo
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that apeci administrations of standardized

tests b provided with the same frequency as rej-
ular administrations for test takers who are un-
able to attend on previously scheduled dates be-

cause of religious observance. [37:2]

Errors in correcting and reporting test scores.——

Critics of standardized college admissions tests

cite the accuracy 1n correctiiy and reporting
test scores as an additional reason for the pas-
sage of state and federal truth-in-testing leg-
i{slation. Despite the control measures of test-
ing companies, clerical and computer evrors do
occur, they maintain. Senator LaValle pointed

out that in 1978 over 360,000 New Yuri.ers were

administered standardized admissions examinations,

yet these students had no way of knowing whether
their tests were accurately marked or of knowing
what their mistakes were. [151:2] Proponents of
testing 'egislation believe that test disclosure
laws will permit students to verify their scores
and further reduce the risk of computer error.
[292:2] '

In testimony before LaValle's Hizher Educa-
tion committee, Julia Stromsted, legislative di-
rector of the Independent Student Coalition, re-
norted that errors in scoring and reporting test
scores may adversely affect thousands of test
takers annually. Stromsted cited ETS's {dentifi-
cation of "unacknowledged repeaters' on the LSAT,
in which, several years ago, students were asked
on the LSAT application form if they had taken
the test before., This question was used to give
students the opportuaity to acknowledge that they
were repeating the test. A check by ETS, using
its records on prior candidates, however, identi-
fied repeaters who did not answer the question or

who gave falge answers. The test scores of these

students sent to colleges and universities carried

the designation of "unacknowledged repeater."

According to Stromsted, a computer error in

Aruitoxt provided by Eic:

1975-76 accidentally i1dentified thousands o.
test candidates as "unacknowledged repecaters.'
E1S to:d law schools to disregard the designa-
tion, but did not correct the error or inform
the test applicants, Stromsted claimed. Another
computer error, which affected more than 50,000
candidates, occurred during the 1977 administra-
tion of the (raduate Manigement Admission Test.
Incorrect scores were sent to hundreds of grad-
uate schools nationwide. While the error was
small, ETS admitted that it could have affected
students applying to schools with cutoff scores,
Stfomsted stated. [153:62]

Prior to the enactment of testing legisla-
tion, it was estimated that less than one-tenth
of one percent of the 1.5 million SAT takers
nationwide make a request to have their scores
verified. OCf the 1,000 to 1,600 test scores
that are reviewed, about 40 are changed, accord-
ing te Jerry Murphy, director of corporate qual-
ity assurance and data policy administration at
ETS. According to one education writer, this
cepresents an “error rate' of .0027 of one
percent. [293:20]

In testimony before the Maryland Constitu-
tional and Adrinistrative Law Committee, Alice
Irby of ETS, testified that verificection of
scores 1s possible through present procedures.
Answer sheets that are pulled for extensive
quality control checks by hand rather than by
machine indicate that the accuracy rate is very
high. However, if any persons have reason to
believe that an error has been made on their
test score, they may request rescoring by hand.
Irby noted that the Law School Council has had
this service for several years, but tew students
use 1t. [133:4}

To further insure that test answer sheets
are correctly scored, the College Board announced
in April 1980 that it would allow the L.5 million
juniors and seniors who took the SAT to huy back
their answer shecets and the sc-ring key, but not
the test questions, for a nominal fee of about

)~
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%4.00. In New York State, however, students can
also buy back the test questions, as well as the
answers, for 54.65. [268:A5] lhe College Roard
announced that 1t took rhis action "to mect con-
sumer concerns over testing without compromising
test qualitv or educational values." [96:8] 1lur-
thermorz, the C-1lege Board said 1t plans to pub-

Lish an actual SAT used during the Previous aCa-—

demic year for students and researchers to exdmine,

along with information about scoring, standard
error of measurement, and each question's
difficulty. [268:A5}

Similarly, after the 1980 fall administra-
tion of the PSAT naticnwide, one million Juniors
will get back the test questions and answers at
no additional charge. Currently the PSAT costs
$3.25 and is a setired form of the SAT. {268:A5]
Hanfcrd said that these measures were 1ntended
to carry out part of the public interest princi-
Fles that test sponsors and test organizations
agreed to last December. [96:8] He said the fo-
cus of the new information would be on the PSAT
"because it is an early guidance tool." [96:8]

As of September 1980, it had heen estimated
that 4.8 percent of the 118,000 SAT takers 1in
New Yok hid requested copies of the questiong
and correct answers along with their own answers;
this compares to about 17 percent of those taking
the LSAT. [38:250; 94..:1]

Pro-testing legislation groups believe that
the College Board's decision to return test ques-
tions and answers to test takers is merely an at-
tenpt to halt the enactment of further test dis-
closure legislation. According to the National
Education association, giving students a way to
get back their SAT answer sheets is a small con-
cession. NEA President Willard Mcluire said it
was "only the 'tip of the iceberg' in problems
intrinsic to the testing process.'" McGuire
ursed the adoption of truth-in-testing legisla-

tion at the state and federal level. [270:2

Aruitoxt provided by Eic:
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Equating the tests.—— 1o the tnitial otages of
the debate between oro- and anti-test 1y forces,
Lht:) 1ssue of equatiey the tests wis hirhly con-
troversial. {153.60} After much debate, the

New York lepislature specifically esempted ques-
tions used 1n equating tests from the test dis-
closure nruv1slon;: Currentlv, onlv those gues-
tion. used te calculate the student's raow score,
which determines his or ner grade, must be dio-
closed. [209:1]

LTS stated that the equating nroovss Is a
highly speciaiized field not cven fully under-
stood by many psychometricians. [h7:1] 1he
metnod of equating the SAT involves inserting
a4 secti1on of questions that have been used pre-
viousl, 1n one or more new forms of the test,
with each SAT composed of approximately 20 per-
cent equating questions. |'76:2] This process
“nables test makers to "tie' ‘!ifferent forms of
the SAT to a standard score sca:c and it is de-
signed to 1nsure that a student's score of 550
1s equivalent to another student's score of 550,
throughout the nation and over time. [53:1;
176:2] Although New York State exempted test
questions used to equate tests from the disclo-
sure provision, E1S indicated that other state
legislatures might not make this exemption,
thereby jeopardizing the quality of the tests.
[133:3]

Disclosure of background and statistical data.—-

New York's truth-in-testing law currently re-
quires test companies to make public after Janu-
arv 1, 1980, all background reports and statis-
tical date pertaining to tests. [264:2] Advo-
cates of truth-in-testing argue that this pro-
vision is necessary 1f scholars, consumers, and
educators dare to adequately dssess test charac-
teristics. NYPIRG has claimed that E1S 1s with-
holding several reports. The reports under
dispute are 'Test Analyses," wiich 1s needed to

()
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verif, the validity of £I8'4 cquatiayg procedures;
a major 1aternal study, "Cultural Biis 1n lesting:
Challenge and Rusponse’; and ¢ study on the use of
the LSAT by law schools. [209:6]

FTS, on the other hand, clawms that the dis-
closure of background teports, statistical data,
and validity -tudies developed by and for individ-
ual colleges and institutions is overly broad 1n
scope. Studies performed under contract for cli-
ent organizations such as the Law Scnool Admis-
sions Council and the federal government are the
property of thoag?cﬂtlties, and these studies
may contain confidential 1nformation which LTS
does not have the authority to release. Further-
more, much of ETS's statistical data are a.soci-
ated with its tests and designed for internal
use. [17~:3] On a practical level, the College
Board reported that the release of all background
reports and -tatistical data would inunZate the
Commissioner of Education's office with file cab~
‘nets of SAT data alone, not to mention computer
printcuts of tesc¢ item analyses; mathematical
equations used 1n sraling and equiting tests;
and reports concerning the operation of hundreds
of test centers, all at an additional cost to
the test sponsor. Strict compliance would be
"extraordinarily burdensome' and of question-
ahle henefit to anyone, according to the Col-
lege Board. {53:2} The disclosure of background
and statistical data would affect primarily the
validity studles provided to institutions which
help collieges refine their admission procedures.
Rather than heing placed in a possible legal con-
frontatinn hctween the law and the institution’s
rights, many test sporsors indicated that they
would stop providing validity studies. The loss
of validity data, in turn, would hinder the se-
lection process and affect the applicants, con-

cluded a repert by the New York State Education

Department . [132:15]

ERIC
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Extraterritorial apolication.—— Scviral different
provisions of the New York standardized testing

law have ¢vohed questions of Interprstation. .
vne of those questions i1nvolves the i1ssue of
extraterritorial application of New York's law.
According to Arnold Bloom, New York state educa-

tion department public i1ntormation director, the
department consi1ders all students applying to
institutions in the state to he covered by the

law. {233:3] As the law was originally written,
any out-vf-the-state student applying to an 1n-
stitution 1n New York could receive his or her
test. 1294:137] Strict adherence to this inter-
pretation would mean that the College Board
would eventually have to reveal all of the test
forms 1t currently uses nationwide.

In response to this interpretation, the Col-

lege Board filed a complaint in Novemher 1979,

asking the New York Supreme Court to ‘eclare
the law inapplicable to extraterritorial tests.
[52:1] The College Board asserted that extra-
territorial applicatinn of the law violates its
due process rights under the Fourteenth Amend-
ment and that it conflicts with both laws in
other states and with laws which protect the
College Board's property interests in the tests.
[59:11-12; 52:1]

Application of the law to rests administered
outside New York, the suit stated, would seri-
ously affect the College Board's testing programs
Specifically, this interyretation

(1) dis~-

and services.
would require them to do the following:
close virtually all SAT guestions, including
questions used solely in tests administered out-
side of New York; (2) discontinue the practice
of providing the score reports of senjors in
Connecticut, Indiana, and Pennsylvania to their
state's scholarship program, unless the student
indicated otherwise; and (3) file confidential
reports that the CELB prepares for high scheools,
colleges, universities, and scholarship sponsors

located outside New York. [59:12-13] Hanford

commented that "nothing in the language of the




law indicates that it was intended to apply to
tests given outside of New York," [52:1]}

In June 1980, Governor Carey approved the
senate bill which amended the education law in
relation to standardized testing. He said the
bill would clarify truth-in-testing provisions
and would limit the law's application to tests

administered in New VYork State. [37:1-2]

Nationwide Movement Predicted

Since the enactment of New York's truth-in-
testine law in January 1980, nearly 20 states
have introduced bills to regulate standardized
admissions tests for college or professional
school. This widespread legisiative a.tention
is evidence of an emerging trend. [236:189]
Steve Solomon, coordinator for NYPIRG's campaign
for testing legislation said, ''the fact that so
many states are considering legislation indicates
many students and parents are concerned about the
lack of information." [181:1] Currently, only
New York and Califcrnia have enacted laws success-
fully, but it ‘s estimated that nine other bills
have a chance of survaval. [29:1, 25] Highlights
of proposed state legislation mandating the dis-
closure of tests a2nd test related information
follow.

California: S.B. 2005, signed into law
September 1978 and effective in 1979, was the
nation's first law requicing test publishers to
disclose information to test takers. This law
applies to any standardized test used for post-
secondary admissions tests given tou more than
3,000 students annually. Tests designed for
placement, guidance counseling, research, and
meeting secondary school graduation requirements
are exempt. Test agencies are required to file
with the Commissioner of Postsecondary Education
a representative sample of test questions and
answers equivalent to those used on secure tests.

Test sponsors muast also disclose the total amount
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of tees reccived ind the expenses attributable
to the test. S.B, 2005 15 a limited disclosure
law since test takers are provided with informa-
tion about the tests and their uses but not with
test questions and answers. [34:18; 49:2] The
California legislature is currently considering
an amendment which would provide test takers
with a statutory cause of action against any
testing agency for unnecessary delays in report-
i1ng scores or for the loss of scores. [236:188]

Colcrado: S.B. 320, like the California law,
applies to standardized tests used for postsecond-
ary admissions administered to more than 3,000
students annually. It is not a full disclosure
bill either, and only background and explanatory
material must be disclosed to test takers. Tests
used for placement, guidance counselingj\}esearch,
and meeting secondary school graduation require-
ments are exempt from the legislation. Introduced
in January 1979, the Senate Committee on Education
postponed it indefinitely. [34:19; 49:2]

Florida: H.B. 1169 applies to any standard-
ized test used for postsecondary admissiohs, as
~ell as for financial aid for placement. This
bill requires full disclosure of test questions
and answers and other test information to test
takers. Civil service and job placement tests
are excluded.

-

bill's author withdrew it to amend its original

Introduced in early 1979, the

provisions. [24:20; 49:2}

Indiana: S.B. 102 is aimed at postsecond-
ary students. Testing companies are recuired
to report test answers, scoring procedures, po-
tential use of test scores, and other informa-
tion to both postsecondary education institutions
and to students. Violators may be fined up to
$500. [257:2; 281:194}

Maryland: H.B. 1425 is a limited disclosure
bill that applies to any standardized test used
for postsecondary admissions or placement. Test
takers were to receive esplanatory material, in-
formation 1egarding cutoff scores and material

contrasting score use and weight with grades.

IU‘,?
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Although this bill did not pass, the Maryland
House of Delegates is considering other measurcs
which have heen introduced recently. [34:21;
49:2; 133:1}
Massachusett3: S. 237 applies to all com-
mercially available standardized achievement or
aptitude tests administered in grades K-12.
within 60 days after a school receives test re-
sults, parents, studeuts, or both will be per-
mitted to review the correrted responses to tests,
but they are not allowed to remove the test 1tems
or answers f->m the school premises. §. 238 fo-
cuses on postsecondary and professional school
admissions. It requires test companies to sub-
mit to the chancellor information on questions
used in calculating raw scores, a copy of the
answers, and the scoring rules. S. 264 calls
for a special commission to undertake an investi-
gative study of the CEEB, its administration, the
accuracy of its testing program, and its role in
the admissicns process. [257:1; 281:194] Massa-
chusetts also requires the disclosure of it, com-
[33:7]

S.B.

petency tests.

New Jersey:

developed for the purpose of selection, placement,

3461 applies to any test

clagsification, graduation, or any other reason
concerning elementary, secondary, postsecondary,
or professional school. This bill calls for the
release of test questions, answers, and scor-
ing rules within 30 days after the test results
are released. The measure prohibits a test com-
pany from charging for the disclosure service,
and test scores cannot be forwarded to institu-
tions without the test takers' conseut. [34:24;
257:2] -

Ohfo: H.B. 636 is modeled after the New
Yock law. Tt ig a full disclosure measure that
applies to any standardized test for postsecond-
ary admissions selection. Test agencies must
fulfill requests for test questions and answers,
answer sheet, and riw score. At the time of
registration, the agencies must provide the test

taker with information about the purposes of the
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test, subject matter, knowledpe and skllls belng
measured, explanation of the score scale and
standard error, correlations between test scores
and grade, how the scores will be reported, and
who owns the scores. Introduced in May 1979,
the measure has been assigned to a suboommittee
[34:22; 49:2}

S.B. 994 is also modeled

for furthar debate.

Pennsylvania:

after the New York It was referred to the
1979.

Legislation applies to any examinati~n used for

law.

Senate Education Committee on October 2,

admission to undergraduate, graduate, or proles-
sional school. All questions used to calculate
the raw score and the answer sheet are to be re-
leased to test takers upon request, but test
items essential for field trials and comparabil-
ity are exempt. Test agenciles must also divulge
reports and data prepared for individual insti-
tutions. [34:23; 49:2]
South Caroling: A recently introduced meas-
ure would require test companics to file post-
secondary test questions, answers and other in-
formation with the state education department.
[281:194; 257:2]
Tennessee: H.B. 1460, the Standardized
Testing Act of 1780, covers postsecondary ad-
mission tests. It allows test takers to find
out what questions they answered correctly.
The College Board Achievement Tests and the GRE
{257:2]

H.B. 59 applies to any examination

Adva.uced Tests are exempt.
Texas:
used to select candidates for admission to under-
graduate, graduate, or professional school. This
bill requires test agencies to provide all test
takers with test questions and answers, whether
or not they request them. Also, upor written
request, all information contained in the test-
ing agencies' records about the test taker must
be disclosed. This full disclosure measure was
poscponed in 1979 by the House Committec on
Higher Education. {34:23; 49:2]
Similar legislation has heen introduced,

postponed, or defeated in Rhode lsland, Michigan,




Louisiana, Connecticut, Minnesota, Miss-

[63:7; 29:1, 25]

[Ilinois,
i1ssippi, Missourl, and Oklaohoma.
In their publicatiom-Srarch’'ng ror tn.

Truth about "Truth in Testing” Lejiclation, Rex-

ford Brown and Merle Steven McClung observed

that most testing medsures apply to postsecondary
admissions testing and require full or partial
disclosure .f test questions and answers shortl:
after the tests are administered. [34:ix] Test
legislation laws typically exclude civil service
examinations, tests for research and guidance
counseling, secondary school graduation require-
men?s, College Board Achievement Tests, and GRE
{34:17-~24]

reported that most state proposals entrust en-

Advanced Tests. Brown and McClung
forcement of the laws to the state's postsecond-
ary education agencies, such as the Pennsylvania
Department of Education, Ohio Board of Regents,
California Postsecondary Education Commission,
and Maryland Board for Higher Education. The
different <haracters and responsibilities of
these agencles, Brown and #cClung maintained,
"suggest a potential for state to state miscom-
munication and confusion if more laws are
enacted." [34:15] Similarly, Dario Robertson,
writing in the Jowwmal of Law and Fducation
(April 1980) noted that if the current state
legislative trend continues, disparate truth-in-
testing laws ma; seriously burden the testing
agenc%es' attempts at compliance. [236:193]

. ETS has urged states to postpone the enact-
meﬂt of laws that regulate admissiors testing in
order to assess the New York experience, partic-
ularly the economic impact and the estimated im-
provement due to unlimited test disclosure; to
await legal rulings cince some of New York's
test disclosure provisions ure being challenged
on constitutional grounds; and to consider i1nde-
pendent studies by the American Council on Educa-
tion,* the Ford Foundation, and the National

Academy of Sciences. [71:2]

*
The American Council on Education helped
found ETS in 1947. The president of ACE serves
l:l{j}:ficio on the ETS Board ot Trustzaes.
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In March 1980, 1in testimony before the Miry-
land House of Delegates Constitutional and Admin-
'strative Law Committee, Alice Irby stressed that
the regulation of admissions testing wias premature
She stated that testing legislation is 'unneces-
sary and that the objectives of those who want

test agencies to provide more information to stu-
dents about their scores and about the tests tnem-—
selves are being accomplished through negotiation,

re-examination, and deliberation without imposing

the long arm of the stat..” [133:5]

Federal Truth-in-Testing Legislation

Congressional legislation over the merits of
truth-in-testing has been under consideration
since 1977, The first federal truth-in-testing
bill, although unsuccessfully introduced in the
House on April 29, 1977, formed the basis for
{236:190] In 1979 two addi-
tional federal bills were introduced, the Gibbons

Bill (H.R. 3564) and the Weiss Bill (H.R. 4949).
{33:7]

current proposals.

The Gibbons Bill, introduced on April
10, 1979, applied to ali standardized admissious
testing, including aptitude and achievement
tests, state licensing examinations for doctors,
lawyers, plumbers, and cosmetolugists, and civil
[34:16; 275:2]

service examinations. Sam Gibbons

(R-N.Y.) said that his measure was needed to

' Provisions of the

"strengthen consumer rights.'
bill called for the release of information about
test content and scoring, and the prohibition of
post-examination test score curving. {98:11]

The bill also required test publishers to reveal
the required "cut off'" sdores for higher educa-

tion institutions. It was not, however, a full

di>c tosure measure since it did no* provide for

the relcase of test questions and answers to the
public, - did it require test companies to

file an  .aing with a federal agency. This proposal

received little attention. [34:16]
Commenting on the Gibbons Bill, Fred Hargadon,

chairman of the College Board, stated that it pad

H
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no contro!l over the people who use test scores
and that it did not even recommemd cutoff
scores., He said that the Gibbens measure de-
fined the idea of "test" too broadly and that
there was nu reason for government regulation
[275:2]}

A second federal truth-in-testing bill was

of occupational testing.

introduced by Representative Ted Weiss (D-N.Y.)
on July 24, 1979,

Testing Act of 1979," the measure was cosponsored

Known as the 'Educational

by Representatives Shirley Chisholm (D-N.Y.} and
George Miller (D-Cal.). Referring to the b1ill as
an extension of legislation enacted in Caijfornia
and New York, Congressman Weiss said that

the bill "is designed to alleviate bias inherent
in the tests, to improve pubiic accountability

and to mandate financial disclosure." [292:2]

Like its New York counterpart, H.R. 4949
applies to any standardized test used in the post-
secondary admissions process and toc organizations
that develop, sponsor or administer such tests.

It does not apply to tests developed and adminis-
tered by colleges for their own purposes. [49:1]
The bill states that after the te«t has been filed
with the commissioner of education, and upon re-
quest of the test subject, any test taker may ob-
tain, for a nominal fee (1) a copy of the test
questions used in determining the raw score, (2)
the individual answer sheet together with a copy
of the correct answer sheets, and (3) a statement
of the raw score used to calculate the scores al-
ready sent to the test subject. [287:8]

Under ti.e Weiss bill, test agencies are to
report complete testing costs and fees to the
commissioner, including the total nuember of times

a test was taken during the testing year: the num-

ber of test subjectls who took the test once, twice,

and more than twice; the total amount of fees re-
ceived from the test subjects; the total amount of
revenue received from each test program; and the
expenses {ncurted by the test agency for ecach test
program, test developmewnt, and all overhead

expenses. {287:10-11]
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Within one year after the bill's enactment,
the commissioner is co report to Congress the =
relationsiip between test scores and 1income, '
race, sex, ethnic status, and handicapped status;
and the relationship between test scores and
the completion of test preparation courses.
1287:7]

Representative Weiss said that his bill did
not dictate what questions can or cannot be asked
on a test nor did it ''try to alter the admissions
criteria developed by colleges, graduate and pro-
fessional scheools.'" [98:11] In testimony before
the House Subcommittee on Elementary and 3econd-
ary Education, Paul Pcttinger, director of the
National Center for the Studv of Professions,
cautioned nct to let "clever and professional
marketing experts. confuse and impress"
legislators with technicalities and test develop-
ment costs. [24:2] Also in testimony before the
House Subcommittee on Elementary and Secondary
Education, Althea Simmons, ditector of the Wash-
ington Bureau of the NAACP, testified that
truth-in-testing legislation was an idea whose
time had come. The NAACP was aware that test
scores were supplemented by other admissions
criteria Simmons said, but College Board scores
were still "the deciding factor regarding who
gets admitted to what institut.on." [256:7]
[emphasis in the original] Simmons stated that
the NAACP did not oppose use of tests per se,
but they did call upon the testing industry to
develop standardized tests which have been cor-
rected for possible cultural bias and which
properly measure the amount of knowledge retained
by students regardless of their background.
[259:8]

4s seen as an overstated concern. [256:8] "The

Release of _Lest questions and answers

' Simmons concluded, "should

intent of testing,'
be to open up dvenues for students.' [256:11]
Iest agencies such as EIS and ACT have
vigorously opposed both the Gibbons and Weiss
truth-in-testing bills. Test agencies said

that chese bills would create a cumbersome and

17




unnecessary bureaucracy. Fred Hargadon, chair-
man of the Coliege Board, urged Congress to let
the testing legislation "ferment' c¢ntil everyone
could learn from the test disclosure experience
in New York. Hargadon cautioned against federal
legislation saying it would result in "regula-
tion of college admissions testing programs,
jus. one step removed from federal regulation
{98:11]

Clark Cahow, assistant provost at Duke University,

2f college admissions themselves."

said that "federal intervention in the matters of
standardized testing wheﬁ there is no perceived

crisis will not change the way schools admit stu-
dents." [54:2]

dean of admissions at the University of Virginia,

According to John T. Casteen III,

federal legislation would fall short of reforming
education because it would sacrifice "the effec-
tiveness of the existing tests as measures of
where we are and where we need to go." [54:2]
Commenting on criticism leveled at the New York
law, Albert Shanker, president of the American
Federation of Tezchers, called federal legisla-

tion "dangerously premature."

Shanker expressed
concern about preserving the quality of the tests,
maintaining standards, and the drastically al-
tered role of the federal government in education
which would result from the passage of truth-in-
[54:1}

sioner of Education and president-elect of the

testing legislation. Former U.S. Commis-
Carnegie Fouadation for the Advancement of Teach-
ing, Ernest Boyer, rejected the idea that Con-

gress needed "to temper with testing.'" Boyer

called upon colleges and schools to cooperate

- more closely to improve the quality of both tests

ERI

and schools. Boyer stated that the truth-in-
testing campaigr. was diverting the nation from
the real issue, quality in education. [30:3]

An August 1979 ed{torial in the Washington
roet stated that the Weiss bill attempted to
establish broad federal supervision over all ad-
missions testing and helped lay the "foundation
for a regulatory cystem." The edlitorial com-

mented that test scores are not the only
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criterion for college admissions and that theie
was no reason to diminish their usefulness and
force imstitutions to rely on more cubjective
criteria, not necessarily to the advantage of
"the youngster who does not fit the usual pat—
tern.” Furthermore, since oversight of the tests
would reside in the Department of Education,
where the NEA has strong political influence, the
inplications of the law exceeded the bill's in-
tended purposes, the editorial conciuded.
[248:426]

After what was termed a "hysterical lobby-
ing effort" on the part of the testing organiza-
tions, the Weiss bill was withdrawn. |’15:A4]
An aide to Congressman Weiss said that, rather
than have the measure pruned ¢f its salient
features, further action would be postponed un-
til 1980 when more congressional support coulc

[4:6]

utive director of the NEA said that "the testing

be gathered. Don Cameron, assistant exec-
industry exerted all the influence it has to
k1ll this legislation because they don't want to
reveal what this legislation would make them ro-
veal."” [215:A4]

Rexford Brown and Merle McClung pointed out
that if truth-in-testing legislation survives in
1ts present form, litigation may expand to in-
clude other forms cf testing, and test takers
who challenge the validity of a test or who al-
lege misuse of a particular test may also initi-
ate litigation. Therefore, until the legal
parameters are firmly established, they suggested
that some states may wish to reconsider implement-

ing truth-in-testing legislaticn. [34:41-42]

Public Interest Principles

Representatives of five national testing
programs established a set of "Public Tnterest
Principles" in January 1980. Leaders of the
College Board, Graduate Record FExaminations
Board, Graduate Management Admission Council,

Law School Admissfon Council, and Educational
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Testing Service stated that public interest
principles would guide future developments

in their standardized admissions examinations.
{72:1]

These principles call for increased publi-
cation of test content, publically visible meth-
ods for eliﬁ}natlng test bias, procedures for
test takers to have their scores verified, and
ways to jncrease che approoriate use of scores
and "o digcourage their misuse. However, because
individual testing programs differ according to
the purpose of the institutions usiﬁg them,
changes will be developed separately by each or-
ganization. [7?:1] One of the purposes of the
guidelires, asserted Hanford, was '"to gat on rec-
ord in advance of a number of legislative initi-
atives outside New York that we are taking seri-
ously the expressions of public concern and
intend to do something about it voluntarily."
[108:11] '"The point is," Turnbull added, 'that
we are listening to the comments people are mak-
ing about the need for more public information."
{294:137] Senator LaValle noted that the test
sponsor's guidelines indicated "a wiliingness
on the part of the testirg agencies to comply
with the law.'" [108:11]

The text of the "Public Interest Principles
7>r the Design and Use of Admissions Testing
Programs” follow:

1. We recognize the legitimate interest
of the public in knowing what the
tests contain and their z2fficacy in
performing their intended functions.
Therefore, we will impiement the
principle of publication of test
content to a degree limited only by
reasonable safeguards of efficiency,
cost, quality, and the educational
impact of the programs.

2. We fully support the principle of
equity and we will continue to main-
tain and strengthen credible proce-
dures for detecting bias and elimi-~
nating it from the content of the
teats, while making such procedures
visible to the public.

3. We recognize the need fdr _outine pro-~
cedures that allow the test taker to

ERIC
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arrange for verification of the ac-
» curacy of the procedures determining
the score att'ibuted to him or her.

We believe that tests <' ,uld be
readily available to .l inaividuals,
regardless of conditic "« such as
physical handicap or retigious be-

- liefs that may prevent the taking of
exams under circumstances that meet
the convenience of the majority.

I~

5. We recognize that tests, together
with the procedures for scoring them
B and reporting the results, should be
designed to provide test takers with
as much useful information as may be
feasible about the specifics of their
performance on the tests.

6. We reaffirm the right of individuals
and 1nstitutions to privacy with re-
gard to information by and about
them, which should be safeguarded
from unauthorized disclosure.

7. We recognize the need tu formulate,
maintain, a2.d publish widely prin-
ciples of appropriate use of scores
and other test information derived
from testing programs and to be
alert to and actively diccourage
misuse.

8. We recognize that both the Institu-
tions making use of test scores .ind
the test takers themselves should
have mechanisms through which to ex-
press their legitimate interests
concerning the design and operation
of testing programs and the use of
the information derived from them.
[73:1]

See Appendix E on page 147 for the com-
plete "Operational Elements' of the Public In-
terest Principles in which test sponsors present
their diverse approaches to opening communica-
tions concerning important {ssues i1n testing.

While sponsors of the GMAT, LSAT, and GRE
have stated th:y plan to make disclosure their
national policy, other test sponsors have indi-
cated that they will continue to oppose truth-
in-testing legislation. [l08:11] Hanford
stated that the steps outlined irn the "Puolic
Interest Principles' shouv'. not be interpreted
as a change in the College Board's opposition
to truth-in-testing, which he characterized as

[ Bt
<0




"educationally unsound” and a "threat to the va-
1idity and fairness of admissions testing."
Similarly, in a letter to the editors of the New
York Times, Turnbull said that ETS continued to
oppbse testing legislation in New York and else-
where because the disclosure of every edition of
every admissions rest has 'the effect of curtail-
ing the number of tests that can be admiristered,
r;ising the costs to students, and thrcatening
test quality.” Turnbull asserted that the 'Pub-
lic’ Interest ®rinciples” cal. for increased pub-
lication of information about tests that goes
"beyond any law in these matters." [282:1)
Accerding to one educational newspaper,
however, the only real concession contained in
the "Public Interest Principles” was that groups
of test sponsors and test makers would probably
announce when the results from one of their tests

would be available. {294:137]

Summary of the

Truth-in-Testing Controversy

Test sponsors, agencies, and their support-
ers assert that truth-in-testing legislation
measures are not consumer bills but actually
[71:2; 231:190]

State legislation, thev believe, has signaled

consumer fraud. The New York
the beginning of government regulation over ‘he
admissions testing process, although no need
for such legislation has been demonstrated.
Many testing organizations find themselves in
agreement wlith those who '.elieve that test,
takers and the public need a better understand-
ing of the uses and limitations of tests. [/1:
2-3]

mandates the disclosure of every editiwn of

But they strongly oppose legislation which
o

every test. The total disrlosure provision
threatens test quality, increases costs to stu-
dents, and reduces accessibility to testing pro-
grams by handicapped citizens, Sabbath observers,
military personnel, and walk-in applicants.
a0 65:2]
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In addition, test agencies emphasize that
most ﬁhfbrmation requirted by test legislation
regarding test content scoring, score reporting,
and interpretation is currently being provided
{133:4]

lege Board reported that its routine policies

or will be 1mplemented scon. The Col-
and practices voluntarily meet many of the truth-
in-testing requirements. CEEB reiterated that
it provides a complete practice SAT to all.tcst
takers, the ccrrect answers,ggcoring instruc—-
Lion;, a review of the types of quesfions, and
test-taking sStrategies before.they take the
test. Additionally, tne College Board distrio-
utes, to educationdl institutions znd students
registering for the SAT, "Guidelines .on the Uées
of'College~Béa}d Tgst Scores and Related Data,'
which addresses many concern;-such as the na-
ture, purpose, and use of the test. [53:2]

Test sponsors and agencies are urging the
postponement of any additional laws to regulate
admissions testing until the New York experi-
ence ha: been evaluated, legal rulings have been
reached, and independent studies compleéed.
[71:2] ETS believes that it is counterproduc-
tive to attack standards at a time when the
public is calling for quality education, ard
further, that the anti-testing movement is not
supported by the majority of Americans. [71:2]
"If the mctivations behind test disclosure
legislation are sooner or later to put an end
to admissions tests altogether," stated George
H. Hanford, president of the College Board,
"then the admissions process will become more
and more capricious." [51:4])

Proponents of truth-in-testing, on the
other hand, have argued that standardized tests

ce a key factor in getting into college and
professional school. [36:1] Truth-in-testing
legislation, they ussert, will open the test-
ing process to increased understanding by the
public of the purposes and limitations of tests.
[130:5) Supporters of testing legislation

state that they are not seeking the elimination

of standardized testing but rather encouraging
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[149:2]

truth-in-testing legislation-is not going to put

its responsible use.

test makers out cf business, reduce their corpo-

™ rate profitability, or do away with college ad-

a

missions tests. [226:2] Furthermore, since test
iegi;lation advocates contend that the cost of
test development is quite small,
visions should not hamper the development cf
new :iests nor increasé SLgnificqptly’the fees
for test taking. [292.3] They wlso view testing
legislation as promoting competition among test
agencies‘and assucring a degree of quality con-
trol tnrough public fé;iew. 1236:199] As more
states follow the example of New York, and fed-
eral leglslation makes itc way through Congress,
advécates of truthjln—tes!}ng maintain that the
mantle pf secrecy qpic? surrounds the testing
industgy wilt be Brokeb, and light shed on them
: [153:64] .

In June 1980, Naw York Governor Hugh Carey

for the first time.

said. that most of thé;leéal and administrative

TABLE 18.--The Debate Over Testing Legislation:

They maintain that

lisclosure pro-.

ditficulties stemming from the enactment of the
standardized testing legislation had been rem-—
edied by amendments to the law. » Carev reported
that the testing law had not resulted in the ad-

verse concequences predicted. Overall, there

had been no dramatic escalation in the cost of °
such tests nor a massive reduction ia their
[37:1]

Rexford Brown and Merle McClung pointed

availabrlity to New Yorkers.

- eut that the testimony ~f proponents and oppo-—

ngnts of truth-in-testing legislation abounds
witp assertions but little substantial evidence.
The ;ack of hard data and strong emotions evoked
by the debates, they maintain, are signs of
deeper, undeclared issues wnich have troub}ed
meritocracy, elit-
[34:49] The follow-
ing exhibits pFepared by Brown and McClung and

the nation for generations:

ism, and equal oppcrtunity.

reproduced in Table 18 summarize both the pro-
and anti-testing stances regarding “ruth-in-

testing legislatign. [34:xi-xiii]

Pros apd Cons

1. Debate About Role and Power of Testing Companies

-Anti-Tésting.Sentiments,

Tegts have prefound influence -upon American
lives and life thances.

é

-

Testing companies are unaccountable to cheir
dependent public--particularly true of the

Fducationsl Testing Service (ETS) an.

Ameri-

can College Testing (ACT).

.. Testing companles are toc secretive; test
takers do not know about tests, researchers -
cannot study them.

. - i

Massive testipng does more harm than good

(e- , consumes time better spent learning,

ai.ers curriculum, stigmatizes children,
" misleads public, etc.)

) 3
Tests are inherently biased against pluralism,
tend to further stratify society.

RIC
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Tests are widely misused and misunderstood.

~

Pro-Testing Sentiments

Al
Tests have little influence compated to fam- -
1ly, social and educational influence. grade
point average. i -

bommercigx test publishvrs are accountable to
market forces; test makers, including ETS and \
ACT, are accountable to professional stand- i\
ards, education community, higher education ‘,
communities, courts, client groups, trustees,

and Imternal Revenue Secvice. -~

Critics confuse security--a techmical issue--
with secrecy; ample test information is

« available both to test takers and qualified
researchers.

The public and higher education have asked
for massive testing; testing produces infor-
mation useful for improving education; it
does more good than harm (e.y., takes little
time, diagnoses problems, helps administra-
tors, e.c.)

The culture is inherently biased; bjas in tests
is being, minirized; don't blame the messenger,
testing helps miniorities. ’

Test comparies try hard to curb abuse, educate
users.
= (Continued)
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TABLE 18 (tontinucd)

II. Debate About Quality of Standardized Machine-Scured Tests Used Primarily for Prediction

Critics of Ctandardized Tests

Tests concentrate on easily measured cog-
nitive skills, ignoring higber level skills
(e.g., pr blem solving), imagination, cre-
ativity, etc.

Theo’y upon which testing rests is simplis-
tic, outdated and sketchy.

Test information is much less precise than
testers pretend.

Tests are seldom valid even by test makers'
standards.

Tests are developed subjectively and always
contai’. controversial items.
PR J

'
Test scores do not predict success in later
life. '

Formal qualities of multiple-choice tests con-
vey messages that undercut reasoning skills,
writing ability, accurate perception of the
world.

Defenders of Standardized Tests

Society values intellectual achievement, cog-
nitive skills; education (especially higher
education) stresses those skills; others
(e.g., teachers) are better able to assess
imagination, creativity, etc.

Theory upon which education rests may be sim-
plistic, outdated and sketchy; test thoory is
better than critics think and always
improving.

Test information is improving in precisipn
and is better than massive subjectivity.

Many tests are rigorously validated and most
Ao what they are designed to do.

Tests are developed by educators and scholars,
some of whom always disagree with others; in
the main, they do what they are supposed to
do.

Test scores accurately predict such things
as academic success in firs: year of college,
first year of medical or law school, etc.;
they are not designed to predict success in
later life.

No empirical data are coftered to support
such fears; tesring consumes too little of
a student's time to have such effects.

- III. Debate About Need for Testing Legislation

Pro-Legislation Sentiments
-+

Grade inflation, misuse have combined to
give tests too much influence in admis-
sions dects fons.

A commitment to "truth in lending,'" "truth
in advertising," sunshine laws and consumer-
ism should extend to an area as important as
admissions testing.

Because adn*ssions tests have such influence,
there 1is an ovcrridiﬁg Rpﬁlic interest at
stake. o

\ \
lLegislation will promgfﬁ greater accuracy,
validity of tests. ~

Legislation will encourage usc of multiple

{ .criteria in selection process.

l{lC" U

Antilegislation Sentiments

Higher education's need for students has
lessened importance of admissipps test
scores.

Test publishers and higher education institu-
tions already provide ample information and
protection; analcgies to consumer movements
are misleading. : ;

There are several competing public interests
at stake; critics have not established an
overriding need for legislation.

Legislation calling for full disclosure
will lower the quality of tests.

Most institutions already use multiple «ri-
teria and tst agencies cncourage the

practice. i
(Con* Dnaed)
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TABLE 18 (Cont!nueld)

[1L. Debate About Need for Testing legislation (Cortinucd)

Pro-Legislation Sentiments Ant1legisl.tion Sentiments
The admissions test industry is not account- Fhe industry is accountable to the psycho-
able to anyone, metric profession, marker forces, academic

community.

Federal legislation would constitute d_.uger-
ous, if not uncowstitutional, federal incur-
sicn into educat:i n.

Legislation interferes with First Amendment
right of colleges to determine who they want
to teach.

IV. Debate About Full Disclosure and Other Aspects of Legislation

Arguments Against Full Disclosure

Students cannot learn much from examining their test jtems.

Teachers may try to increase aptitude test scores by teaching the test 1tems, thus damaging
curriculum,

Full disclosure will compromise test securlty; compromised security means less confidence in tests.
Release of {tems will lead to invalid interpretaticns and misunderstandings.
Accumulation of disclosures over the years wiil erode test quality and utility,

Good {items are the result of a costlv, technical and professional process; they should be hushanded
to have long life.

Sample tests are sufficient.

It makes morz sense to disclose a full specimen of the test before the test taking session, so
test taker knows what to expect, .

Disclosure will vemove economic competitive incentive to create new and better tests.
If adnissions cfficers lose confidence in test scores, disadvantaged students will suffer.

Disclosure means fewer test aduinistrations per year in order to keep a test secure as long as
possible.

Disclosure will increase test Jdevelopment costs, thus the cost of tests to students; poorer stu-
dents will suffer.

Disclosure will decrease amount of time available for development, leading to greater possibility
of biased items creceping into tests.

Disclosure will benefit expensive coaching schools, furth.r hurting poor students.
Disclosure makes comparability measurement more difficult.

Disclosure requirement constitutes seizure of private property without due process and in viola-
tion of proprietary rights protected by copyright laws.

Counter Arguments About Full Disclosure

Students can learn about tests and test strategy from examining test questions.

Security need not be an issue; new measur« ment technology could enable testers to eliminate the
problem.

Development costs wovld not increase as much as testers suggest,
(Cont nucd)
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counter Arguments About Full Disclosure (Jun?iviucd)

Items now avai’able only to expensive coaching scliocls would be available to everyone, benefiting
poor students.

There are many solutions to the comparability problem; the laws do aot adversely affect comparab:il-
ity measurement.

The fairness issue takes precedence over technicrsl matters.

Disclosure will help admissions officers as well as students.

Argumenc: Against Release of All Studies, Evaluations or Statistical Reports Pertaining tu & Test

(para. 341, New York; Sec. 4(a)(1)(A), Weiss Bill)

These provisions may interfere with academic and institutional freedom in violation of the First
Amendment of the U.S. Constitution.

SOURCE: Rexford Brown and Merle Steven McClung. GSvarching for tuc Trutn about "Truth In Tr cting"
Legislation: A Background Revort. Denver, CO: Education Commission of the States,
1980, pp. xi-xiifi. -
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USES OF TEST SCORES BY THE COLLEGES

There is considerable controversy surround-
ing the appropriate uses and possible misuses of
college admissions test scores. Critics of
standardized college admissions tests allege
that test scores are routinely abused. Citing
examples of students who have been denied admis~
sion to the college of their choice by as few as
five test points, they maintain that test scores
are often the sole criterion used by admissions
comnittees in determining who is accepted and
who is rejected at postsecondary institutions.
Beleaguered admissions committees, critics claim,
are tempted to use easily quantified objective
indicatcrs such as test scores rather than rely-
ing on other subjective indicators of college
potential such as a student's previous accomplish-
m s, letters of recommendation, personal inter-
views, aspirations and goals, and motivation.

{258:169]

some cases cutoff scores are set so high that

Additionally, they point out that in

thousands of qualified students are rejected out-
right so that their credentials are never even
reviewed. [93:B5]

admissions tests are so widely misused, anti-

Because they believe college

testing forces advocate abandoning them altogether
They urge institutions of higher educaticn to fol-
low the examples of Bowdoin College anu the Uni-
versity of Wisconsin which have dropped their

SAT requirements. [286:A2] When college admis-
sions officers make decisions which have substan-
tial impact on the lives of individuals, subjec-
tive measures are better indicators of a student's
potential to perform college-~level work, testing

critics contend. [188:xiv]

ERIC
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College admissions officers, on the other
hand, assert that test scores are not the sole
criterion usad in determining admissions to
postsecondary institutions. As professionals
they are aware of the limitations of tests and
they watch for their possible miSuse. While
test scores do play an important role, they are
almost always supplemented by varicus subjective
measures to provide a profile of a candidate's
ability to compete successfully in college. The
argument about the SAT, they state, is not about
college admissions per se but about who is ad-
mitted to a few highly selective colleges and
{85:42]

Test makers have ohserved that concern about the

uni.ersities such as Yale and Stanford.

use of test scores comes at a time when college
enrollments are declining and when therc is less
pressure to gain admittance to college compared
to the early 1970s. [57:11; 44:1]

they are concerned that attempts to abandon ad-

Nevertheless,

missions testing may result in heavier reliance
on subjective measures which may be influenced
{173:A-19] While ad-

missions tests are not perfect indicators of a

by social and racial bias.

student's college potential, rest sponsors view
them as a democratizing influence which promotes
fair and equal access to higher education, espe-
ciaily for minorities and students from less
weli-known high schools. [47:3]

A recent survey of undergraduate admissions
policies, practices, and procedures, conducted
by the American Association of Colleglate Reg-
istrars and Admissiors Officers (AACRAO) and

the College Entrance Examination Board has shed

11;
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censiderable light on the tmportance of admis-
sions test scores 1n admissions decision making
the minimum SAT scores requited by postsecondary
fnstitutions, and other i1nformation related to

the college admissions process,

Survey of Undergraduate Admissions

Policies, Practices, and Procedures

During the winter and spring of 1978-79,
AACRAO/CEEB surveyed 2,623 public and private
two-year and four-year colleges and universities.
A total of 1,463 institutions {55.8 percent) re-
sponded, including 401 public two-vear coulleges,
81 private (wo~year colleges, 333 nublic four-
year colleges, and 648 private four-year colleges.
[218:1] According to James E. Nelson, vice-
president for program research and planning at
the CEEB, the survey established '"the first sub-
stantial baseline of data about college admis-
slons practices.” [44:2] The majority of colleges
that use admissions test scores most often employ
them to indicate whether an applicant may have
difficulty in completing the academic progiam
without special asslstance; review the scores as
part of an overdllfevaluacion of an appiicant's
credentials; ana\inform students of thie general
academic level of the institution hy incurporat-
ing them into a freshman profile. [4+:4-5] High-
lights of the AACRAO/CEEB survey tollow.

importance of teat acores in admissions.-~

According to the CEEB, relatively few cclleges
rely solely on admissiong test scores in the
decision making process. As shown in Table 19,
less than one percent of private fcocur-year col-
leges and less than four percent of public four-
year coljeges identified test scores such as the
SAT and ACT as the <ingle most {mportant factor
in the admissions process. However, 54 percent

of the private four-year colleges and nearly 60

" ERIC
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peccent of the public four-vear colleges con-
sidered test scores to be a very important tac-
tor, Nearlv 40 percent ot the private four-year
colleges and slightly more than 27 percent of
tne pubite four-vear colleges reported that test
scervs were erther one of several factors or a

minor factor 1n the admisstons decision. [44: 3]

Minimum SAT score cutoff points.——

Forty-two percent of respondirg private four-year
colloges and 38 percent of responding public
four-year colleges reported having minimum SAT
scores, (Table 20) The mean SAT verbal and
mathematical scores for those institutions were
754 and 740, respectively. Although 2.2 percert
of the private two-year colleges compared to
four percent of the public two-year colleges
required minimum SAT scores, the mean SAT ver-
bal and mathematical scores were higher at the
public two-year colleges (650) than at the pri-
vate two-year colleges (617). Thirty percent
of all colleges surveyed indicated that they
had "minimum standards" for scores on the SAT;
mean test scores at these institutions was 740,

fa4:2, 8]

Freshman applicants accepted.~ Private four-
vear colleges, which many people think of as be-
ing very selective, reported accepting nearly 76
percent of all applicants, while public four-
year colleges accepted 79 percent of all appli-
cants. (See fable 21 on page 104,) {he compa-
rable figures for private and public two-vear
colleges were 86 percent and 91 percent, respec-
tivelv, [218:3] James Nelson of the GLEB said,
"the problem may be that the public mostly hears
about only a few very select, prestigious col-
leges. In fact, the vast majority of colleges,

four-vear and two-year, public and private, are

not that hard to get into.” [44:4]
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TABLE 19.--Tmportance of Admissions lest Scores 1n Declsion Making,
by Ivpe of [nstitution

Test Scores Public Public Private Private
Are Two-Year e Four=Year  Four-Year AWasYear

Single Most Impor-

*
tant Factor 1.2% 3.67 .9 2.9
Very I[mportant
Factor 9.0 59.5 54.2 35.8
One of Several
Factors 14.7 23.1 35.2 35.8
“ bl 3 o
A Minor Factor 6.2 20.9 4.2 7.3 4.3 39.5 13.6 49.4
Do Not Review/
No Response 68.9 9.6 5.4 12.3

*
Percent of all institutions in study group.

SOURCE: "College Board Releases Early Report of College Admissions Study,” dewe from tn Colloge
board, November 1, 1979, p 9.

TABLE 20.--Miniuwum SAT Scores Below Which Applicants Generally Are Not
Considered Eligible for Admission, by Type of Institution

Public Public Private Private All
Two-Year Four-Year Four-Year Two-Year Colleges

Percent with any N

SAT minimum 4.0% 37.9% 42.0% 22.2% 29.57
Minimum SAT V-M *%

Mean 650 740 754 617 740
Median 642 738 751 585 740

*

Percent of all institutions in study group of this kind.
Sk
The mean or median for those reporting any minimum SAT score cutoff.

SOURCE: '(College Board Reieases Early Report of College Admissions Studv,” News from the Uol eqe
Board, November 1, 1979, p. 8.
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TABLE 21.-- Percent of Freshman Applicants Accepted and Enrolled.
by Type of Institution

Percent of Public Public Privete " Private
Students _ Two-Year Four~Year Four-Year Two-Year
Freshmen Applicants
Accepted for
Admission
Mean 90.7% 78.67% 77.5% £6.2%
Median 93.7 81.3 81.7 90.9
Freshmen “pplicants
Actually Enrolled
Mean 77.3% 53.2% 47.7% 65.5%
Median 81.4 52.0 45.5 68.2
Accepted Freshmen
Applicants -
Actually Enrolled
Mean 81.3% 65.8% 59.8% 73.5%
Median 84.4 65.4 57.6 74.7
SOURCE: "An Overview of Findings from the College Board-AACRAO Survey of Undergraduate

Admissions, Policies, Practices and Procedures.’

' Prepared for the annual meeting

of the College Board, October 30, 1979, p. 3.

SAT !c‘;n expectations.- Approximately 45 per-
cent of private four-year colleges and 44 per-
cent of public four-year colleges reported that
higher adm!ssions test scores were expected from
applicants in 1970 than 1978. [44:2, 8] The
comparable figures for private and public two-
year colleges were 48 percent and 34 percent,

respectively.

Minimum grade point average cutoff point.——

Nearly 58 percent of private four-year col-
leges and 43 percent of public four-year col-
leges indicated that they had a minimum grade
point average below which applicants were
generally not considered eligible for admis-
sion. However, more that three-quarters of

the colleges reported that the minimum grade

point average was 'C" or below. [44:2, 4]

In a 1980 interview with Eduecational
~Jeadership, Fred A. Hargadon, dean of admissions
at Stanford University and chairman of the Col-
legé Board, emphasized that most institutions
use cutoff scores "only when a student's grades

fall below a certain level." Hargadon cited

the California system where admissions person-
nel check test scores to see if they are high
enough to offset poor grades, a procedure which
is different from setting a cutoff scere without
reviewing other criteria. Recent data irom a
consortium of 3U colleges and universities in-
cluding Stanford, Harvard, the University of
Chicago, and Northwestern showed that in 1978,
430 individuals with SA¢ verhal scores between

750 and 800 were turned down, but 5,531 individ-

uals with SAT-V scores between 500 aund 350 were

admitted by those fastitutions. [5:h5h]




Credentials required of applicants.——Credentials
most frequently required by all institutions were
a complete high school transcript or evidence of
h.gh school graduation or a General Equivalerncy
Diploma (GED). (See Table 22 on page 106.)

Over 92 percent of the private four-year col-
lepes ranked the complete high school transcript
first in the credentials required of all appli-
cants, compared to 79 percent .of the public four-
year colleges. Both private and public four-year
colleges ranked admissions test scores such as
the SAT and ACT third in importance, while pri-
vate and public two-year colleges ranked them
fourth. Private four-year colleges also placed
much more emphasis on subjective measures such
as letters of recommendation, interviews, and
personal essays than public four-year colleges.

{44:3, 10} N

-Exceptions to formal admissions requirements by

selective colleges.~~Over 92 percent of the pri-
vate four-year colleges and 80 percent of the
public four-year colleges indicated they had
"selective”" admissions requiremeuts. (See
Table 23 on page 107.) But, 54 percent of ihe
private institutions and 62 percent of the pub-
lic institutions said they made exceptions to
their formai requirements for admission. Dur-
ing fall 1978, seven percent of the freshmen
admitted to private colleges and nine percent of
the freshmen admitted to public c911eges were
allowed exceptions to regular admissions require-
ments. Both prisate and public four~year col-
leges reported tha* exceptions were most often
made for adult students, disadvantaged students,
and members of racial/ethwicrmknority groups.
[218:17] \e

ERI!

Aruitoxt provided by Eic:

105

3ubjective judgments of applicants’ personal quat-
ities.—As presented n Table 24, 91 percent of

the private four-year colleges and 3Y percent

of the public four-year colleges ranked student
motivation or initiative first in the list of
personal qualities that their admissions staffs
would consider in determining a student's admis-
sibility. Pr.vate iour-year colleges ranked
evidence ,f ,ocd citizenship or moral character
second (83.0 percent) and special skills or
abilities third (80.1 percent). Public four-
year colleges i1anked special skills or abilities
second (56.7 percent) and work experience related
to intended field of study third (47.5 percent).

[218:5]

High school course requirements: 1970 vs. 1978.—-

A listing of high school course requirements for
admission to postsecondary schools is given in
Table 25 on page 109. The AACRAO/CEEB study
indicated that course requirements fcr college
admissions have varied little since 1970, with
the exception of foreign languages. In 1970
approximately 43 percent of the private four-
year colleges and 20 percent of the public four-
year colleges reported students having a mean of
two-years of foreign language study compared to
38 percent and 15 percent of these colleges,
respectively, in 1978. The AACRAO/CEEB survey
indicated that college admissions officers sel-
dom rely solely on admissions test snrores in
determining those who are admitted. [44:3]
According to Rexford Brown of the National
Assessment of Educational Progress and Merle
Steven McClung of the Education Commission cf
the States, the AACRAO/CEEB survey data do not
prove that instituqions are not overestimating
the importance of test scores or their accuracy.
Brown and McClung contend that additional infor-
mation is needed abhout the undergraduate and

graduate selection process i1f the problem of




TABLE 22.--Credentials Required of All Applicants, by Type of Institution

Public Two-Year

Public Four-Year

Private Four-Year

Private Tw0~Ypar-

Credential Rank*  Percent** Rank Percent Rank Percent Rank  Fercent
Complete High School
Transcript 2 54.77 2 19.3% 1 92.2 1 90.84
Evidence of High
School Graduation
or GED 1 56.3 1 82.9 2 86.6 2 87.0
Admissions Test Scores
such as ACT or SAT 4 18.0 3 65.8 3 74.0 4 56.9
Achievement Test Scores
such as ACT, CLEP.
Achievement Tests 8 1.2 7 4.3 8 16.5 9 6.0
Letters of Recommen-
dation 7 1.3 6 7.1 5 63.0 5 53.3
Interviews with
Admissions Staff,
Faculty, Alumni 5 7.3 9 1.3 7 18.1 6 24.5
Personal Essay or
futobiographical
Statement 6 2.0 5 10.0 6 44.9 7 15.8
Health Statement 3 33.7 4 54.0 4 63.2 3 73.06
Portfolio, Statement,
Audition, etc. 9 1.0 8 2.8 9 10.1 8 8.9
*
Frequency of reporting requirement of all applicants.
*
Percent of responding institutions which require credential of all applicants.
SOURCE: "College Board Releascs Early Report of College Admissions Studv," News from the Jolliegp Board, November 1, 1979,

p. 10.

ERIC

Aruitoxt provided by Eic:

901




TABLE 23,--Exceptions to the Formal Requirement.. for Admission, Selective lnstitutions,
by Type of Institution

Pubiic Public Private Private
¢ . Two-Year Four-Year Four-Year Two-Year
Percent who are selective 9.4% 80.07% 92.3% 65.4%
Percent of selective institutions who make
exceptions o formal requirements . * 62,17%% 53.9% 19,67
Number of exceptions as a percent of the number
of freshmen admitted, fall 1978
Mean 8.9% 6.97 4,1%
Median 4.0 4.0 2.0
In 1970, the number of exceptions was
Higher 15.97 %% *% 20.2% 22.2%
About the same 58.5 59.4 63.9
Lower 25.6 20.4 13.9
In the mid-1980s, the number of exceptions will be
Higher 17.5% 14.17% 21.1%
About the same R 77.0 79.3 N 76.3
Lower - 5.5 6.6 2.9
Exceptions could be made for
Athletes 43, 37k% 24.2% 17.0%
Alumni relatives 4 24.6 33.4 30.2
Faculty relatives 26.5 3.3 32.1
Merbers of racial/ethnic minority groups 50.0 41.6 30.2
Disadvantaged students 51.1 38.7 20.8
Physically handicapped students 39.0 29.7 24,5
Students with epecial talent in art, music, etc. 42.0 30.2 18.9
8 44.9 47,2

Adult students 53.

*
The number of public two-year institutions who are selective is tao small for meaningful descriptions.

*k
Percent of all institutions in the study group,

*hk
Percent of respondents who said they made or could make exceptions.

SOURCE: "An Overview of Findings from tie College Board-AACRAO Survey of Undergraduate Admissions, Policies, Practices
and Procedures." Prepared for the annual meeting of the College Board, October 30, 1979, p. 17.
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TABLE 24.--Percent of Respondents Who Would Consider Subjective Judgments of
Personal Qualities, by Type of Institution

801

. Public Two-Year Public Four-Year Private Four-Year Private Two-Year
Factor Rank Percent Rank Percent Rank ; Percent Rank Percent _
Leadership X
capabilities 6*% 11.3%* 4 44 .17 4 78.0% 4 63.2%

Community or church .
involvement . 28.6 72.6 59.7

Motivation or initiative . 58.7 90.9 82.9

Work experience related
to interded {ield of
study

Compatability between
institutional qualities
and student needs 14.0

Evidence of good citizen-
ship or moral character 21.8

Specinl skills or
abilities 19.9

*
Percent of respondents who said that factor was sometimes or often important

kR
Relative frequency with which factor was identified

SOURCE: "An Overview of Findings from the College Board-AACRAO Survey of Undergraduate Admissions, Policies, Practices and
Procedures." Prepared for the annual .meeting of the College Board, October 30, 1979, p. 5.
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i TABLE 25.--High School Course Requirements in 197¢ ana 1478,
// by Type of Institution

High Scheol Public Two-Year Public Four-Year Privute Four-Year Private Two-Year
Subject Any* Mean** Any Mean Any Mean Any Mean

1970
Lrglish 19.2% 3.7 56.5% 3.6 69.47 3.8 56.8% 3.8
Mathematics 16.0 2.0 52.9 2.1 67.6 2.3 49.4 2.0
Physical Sciences 12.2 1.6 38.4 1.2 50.3 1.3 30.9 1.2
Biological Sciences 12.5 1.5 43.5 1.1 55.9 1.2 42.0 1.2
Social Studies 14.? 2.5 47.1 2.1 61.3 2.1 46.9 2.0
Foreign Language 3.7 2.9 20.4 2.0 42.9 2.1 18.5 1.9

- 1978
English 16.5 3.7 55.6 3.7 71.9 3.8 65.4 3.8
Mathematics 13.2 1.9 51.1 2.1 69.8 2.3 53.1 2.0
Physical Sciences 10.2 1.3 35.7 1.2 51.4 1.3 34.6 1.1
Biological Sciences 10.0 1.3 40.5 1.1 56.8 1.2 45.7 1.1
Social Studies 11.7 2.3 44,7 2.0 63.1 2.1 53.1 2.1
Foreign Language 2.0 2.5 14.7 2.0 37.5 2.1 11.1 1.8

- -

Percent of responding institutions which reported a specific number of years' study required
*k
The mean number of years for those reporting any specific requirement

SOURCE: "An Overview of Findings trom the College Board-AACRAO Survevy f Undergraduate Admissions, Policies, Practices
and Procedures.” Prepared for the annual meeting of the Coll: g Board, October 30, 1479, pp. 6-7.
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alleged tast abuse is to be solved. In order to
ascertain 1f institutions abuse test scores,
they have suggested that it would bhe helpful to
survey admissions officers to estimate their
knowledge about the characteristics and limita-
tions of admissions tests. They further suggest
that it would be useful to analyze the data that
test publishers make available to test score
users: ''Are their handbooks and explanatory
materials readily understandable?" 'Do they
explicitly emphasize test limitations or are

the limitations only implicit in statistics

that few readers will attend to or understand?'
"Are the handbooks and materials widely available?"
"Are they updated often?" "What do admissions
people do with the handbook?" [34:52]

Survey of College Admissions Officers

Another survey of college admissions prac-
tices focused on the weight of grade point aver-
age, rank in class, and other criteria usod in
determining a student's admissibility to college.
In response to a request hy the Fairfax County
(Virginia) Board of Education, Nancy Kokus, a
guidance project specialist, prepared a report
on the county's grading system and its implica-
tions for students. Included in the 1979 report,
Revigion of Grading Scale--Report to School Board,
was a survey of 21 college and university direc-
tors of admissions. Each director was asked to
comment on the Fairfax County Public Schools
(FCPS) grading scale in the selection of appli-
cants. Since there is great variability in the
assigned percentages equivalent to letter grades
nationwide, Fairfax County wanted t . w if its
grading practices placed its students at a disad-
vantage in the admissions process. (FCPS' grad-
ing scale is: A=94-100, B=87-93, C=80-86, D=70-
79.) Highlights of the:reqponscs from the col-

lege nd university admisslions officers follow:

Amherst College: 'We look very carefully

at each and every course that the student
takes and, cof course, how the student
fares in each of these courses. What we
are most concerned with is the kind of
academic program which the student is
following, i.e., we are looking for a
demauding, rigorovus academic program
throughout the student's eutire high
cchool program, and not necessarily the
overall grade point average. [emphasis
in the original] An A in an advanced
placement course is much more meaning-
ful than an A in 1 course which is not
as challenging."

Brigham Young Uaiversity: "At Brigham

Young University we use a combination
of high school grades and test scores
from standardized tests such as the ACT
and SAT to determine a student's admis-
sibility. It is difficult to assign a
weighting or to describe the weighting
that we attach to each because that's
put into what is known as a regression
formula and the weighting is different
each year depending on certain charac-
teristics. The rank in class does pro-
vide us important information that we
look at in determining scholarships

and also admissions for marginal
students."

Duke University: ''We base our decision

for admission on the total appeal of the
student's application in light of its
component parts. Special emphasis is
given to (1) secondary school academic
performance; (2) standardized test
scores; (3) extracurricular involvement,
and (4) the secondary school's recommen-
dation. We make every effort to evalu-
ate the student's academic record in re-

lation to opportunities available to him

in his school setting. [n evaluating
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the secondary school iecord, we rely heav-

1ly on the explauatory information pro-
vided by the <econdary school. Our under-
standing ¢f sifferent grading systems

and of varying curricular offeriugs is to
a large extent dependent on profiles and
other data provided by the secondary
school, such as transcripts which would
show varjations in grading skills. Cla<-
ranks, weighted or unweighted, or decile
ratings are helpful in the “enision making
process. However, we are careful uot to
Jeopardize any student for whom a rank or
rating is not presented by carefully con-
sidering other indicators in his academic
record."”

Eaat Carolina University: "East Carolina

University places more weight upon the
grade point average or the class rank, as
given to us by the secondary school, in
determining the admissicn status of an
applicant."”

University of Florida: 'The affect of

class rank in assessing a student's ap-
plication ig minimal. We do closely
weigh, however. an academic grade point
average: This office attem ts to
consider the grading scale when reviewing
an applirant's grade point average and
admissibllity to the University of
Florida."”

Harvard-Radcliffe: '"Harvard simply takes

all the information it can get on every
single applicant, from grades and scores,
rank in class, extracurricular hunors,
individual talents and most importantly
of all, written observations of an inci-
sive natuﬁe from counselsrs and teachers
in order to help us separate students

who will look very similar on paper.

We do tend to rely very heavily on the
subjective data. .to help aplit hairs
among studeénts who are very, very strong

on objective grounds."

12;

P.ues Madison University (Harrisonburg,

Virginia): ''Preference ls given to
those applicants whose program of stud-
1tes 1n high school exceeds published
minimums. No specific 'weight' 1s
placed on the grade point average or
class rank in reaching an admissions
decision. Consideration is given to
such factors as academic preparation
and performance, scores on standardized
tests, interests of the applicant, -
potential for enhancing the diversity
of the University Community."

Massachusetts Institute of Technology:

"The important thing, from our point of
view, is that whatever grading scale is
used, it allows us to compare the qual-
ity of intetlectual content in a stu-

dent's performance in a particular sub-
ject with other students. We are inter-

ested in using a rank-in-class, for it

allows us to compare the students within
your school. We have never felt rhat
grade point was a particularly good way
of comparing students from one schoo?!
to another and do not &. that.

It is important for schools to articu-
late clearly whatever grading system they
use on all transcripts."”

Mount Holyoke College: '"There is no

question that a student's performance
in high school is of the greatest im-
portance in making admisslon decisionms.
We, like other colleges, find that the
school record is the most important
single criteria. We do try, however,
to interpret all grades in the light of
the particula. school, the population,
and of course, the grading system
itgelf."

The University of North Carolina: 'As

far as weight is concerned, we probably
place ahout two-thirds of our emphasis

on the total high school record, including
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rank, but also including the method by
which the rank was derived, the quality
of the academic cour<e selection based
on what the school nhas tu offer, and
other factors."

University of Notre Dame: ''Grade point

averages are not given much 'weight' 1in
our evaluation of students; however, in-
dividual grades in specific courses are
important in our deliberations. C(lass
rank Is an important factor in our con-
sideration. We recommend that schools
follow the recommendations of the Na-
tional Association of Secondary School
Principals in determining class rank
(weighting grades) when different levels
of the same course are offered in the
curriculum.,"

The Pennsylvania State University: 'Our

admission decisions are based on an eval-
vation index which is derived from the
high school grade-point average in com-
bination with the verbal score and the
math score of *he Scholastic Aptitude
Test. The high ‘'school grade-point aver-
age has about sixty percent of the weight
in the evaluation index. In order to
evaluate applicants as described above,
we nust have end-of-year grades for all
academic subjects. We use the grades
exactly as reported by the se.onda>y
school. If no grading scale were given,
we would ask the school to provide one.
vhile grading scales vary from school

to school, grading practices also var&.
Therefore 1t is difficult to say whether
a particular grading system places an
applicant at a disadvantage."

Radford College (Radford, Virginia):

"The competition for admission may vary
in any given year at Radford College.

We review the ¥tudent's application based
on the competition within the particular

high schoel that the student at(ends.‘l‘)

~o o\

Theretore, the grade-point daverage and
rank-in-class dre important factors 1n
reviewine a student's application but

are not the only items considered 1n mak-
1ng the decision. Several scheols in the
State of Virginia do weigh the grade-
point average by awarding more credit:
for advanced placement classes. Other
schools have eliminated high school rank
which places much higher emphasis on the
SAT's. . . . We have rejected many ap-
parently good students from schcols who
have eliminated class rank where the
student's SAT scores have been below the
national average."

University of South Carolina: 'The Uni-

versity of South Carolina has a minimum
SAT requirement of 350 on each part of
the Scholastic Aptitude Test. Manv peo-
ple interpret this to mean a student
with 700 may be admitted. .a fallacious
assumption. It is quite possible that a
student with 1100 un the SAT will be
denied admission. For example, an 800
SAT verbal and a 300 math will not . . .
routinely. . .quality the student for
admission. On the other hand, a student
applying for a humanities major with
those scores. . .and a very good class
standing would be admitted. . . . We

do not normally use raw grade point av-
erage for admission, preferring instead
to use the more informative rank in
class. In the absence of rank, however,
we have a formula which allows us to
predict academic success based upon grade
average.'

Texas A & M University: '"The grade point

average, of course, determines a student's
class rank. This 1n turn determines the
SAl required far admissjon. At the pres-
ent time we are requiring nonresident stu-
dents to rank in the top fourth of their

c¥7ss and score at least 1000 on the SAT."




e University ol Virginia: "In our own ad-

mission process, we pay more attention
to class rank and to the relative 4iffi-
culty of each applicant's academie pro-
gram, than to numerical grades. Extra-
ordinarily high or low grades always
attract the attention of members of our
Committee on Admissions; class rank 1s
of greater importance."

e West Virginia University: "West Virgioie

University bases the admission decision
on the grade point average. (lass rank
is not censidered.”

e Ccllege of William and Mary: 'William

and Mary does not have a process whereby
we assign 'weights' to specific factors
in an applicant's credentials; rather
we review the total record of each ap-
plicant and compare it with other stu-
derts applying for admission."

® Yale University: "Wwhile grade point

average and class rank are certainly
considered, they e#re always assessed in
two 'contexts': the context of the stu-
dent's general academic environment
(achool system, specific school, course
selections, etc.) and the context of

the 1ndiviéhal application itself--which
of course contains much important infor-
mation which is not academic at all.
Thus, we do not assign a standari
'weight' to these factors, but instead
try to judge each application, to some
extent, on its own terms."

As the letters to Kokus from the admissions
officers show, many of the institutions surveyed
do not use a specific predictive formula for mak-
ing admissions decisions. The quality of stu-
dents' academic program and high school achieve-
ment reflected by rank-in-class were of prime
{mportance, with rank-in-class generally con-
gidered more imporxﬁnt than grade point average.
Teat scores were used in conjunction with other

factors such as academic preparation, class rank,
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grade point average, student interests, and
counselor/teacher recommendations. Several col-
leges reported that 1t was beneficial when sec~
ondary schools provieed a profile that included
all possible informatiou about the school and
1ts p}ngrdms, including the population, the
distribution of grades, and the courses offered.
As for the FCPS' grading scale, none of the 1in-
stitutions surveyed indicated that it would place
the county's students at a disadvantage 1in the
admissions process. {147:11)

An April 1980 article that appeared in the
Washirgton [ost described the admissions process
and the method by which candidates are selected
at Georgetown University in Washington, D.C.
During the past decade, the number of applicants
to Georgetown rose by nearly 80 percent while
the chances of Leing admitted have declined from
57 percent in 1971 to 30 percent in 1980. Of the
7,843 kigh school seniors applying in the spring
of 1980, nearly three-fourths never made it to
the admissions committee. These students were
either accepted or rejected outright based on a
"mathematical index, calculated from class rank,
admissions test scores, and the competitive
standings of different high scheols." From the
likely accepts and likely rejects, every appli-
cation is read by two admissions officers.
Hundreds of low-scora2rs were selected for a
second chance and many high-scorers had their
scorcs pulled down because of the type of high
school courses taken, the quality of interviews
with al'mni or admissions officers, or the qual-
ity of recommendations from teachers. Alumni
relatives did receive some preference in the ad-
missions process. According to admissions direc-
tor Charles Deacon, "Most of the people in the
'likely reject' group would be able to succeed
herg, and we want to take some of them. We don't
just accept from the top of the list automati-
callv.”" [93:31, 35}

Although test scores arc important in the
admissions process, particularly if a student

is applying to a selective college ov university,

ERIC~,
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it is apparent that other measures such as a
student's special talents, accomplishments,
experiences, interests and goals are important
and may become increasingly important. Accord-
ing to the Educational Testing Service, new
ways are needed to insure a fair judgment of
those personal qualities. Currently, ETS is in
the middle of a five~-year project to aid col-
leges and universities in understanding now in-
formation about personal qualities can supple-
ment test gscores and grades in the recruitment

and retention of gtudents.
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The -Personal Qualities

]‘)

in Admissions project, conducted by ETS in
soperation with nine institutions (Bucknell
University, Colgate University, Hartwick Col-
lege, Kalamazoo College, Kenyon College, Occi-
dental College, Ohio Wesleyan University, the
University of Richmond, and Williams College),
is studying the academic and personal back-
ground of 25,000 applicants at these institu-
tions. It is anticipated that the results of

the study will "support a broadened view of

admissions." [57:11]

~ 2
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HOW TEST SCORES MIGHT BE IMPROVED

On one end of the testing controversy, antji-
testing forces led by Ralph Nader have called for
the abolition of admissions tests. [68:2] Other

test crirics like Allan Nairn have argued that
additional criteria should be used to evaluate °

a candidate's potential to perform college level
work, rather than relying on a single testing
instrument from a single organization. {188:383,
385] The National Education Ass. _iation (NEA) has
called for free coaching schools for all students,
especially for those from lower socioeconomic

[194:26]

critics contend that the existence of coachable

groups, minorities, and women. Testing
admigsions tests creates financial barriers to
efpcational opportunities, in direct conflict
ﬁith congressional policies calling for equal
educational opportunity. [90:2] In addition,
they gtate that standardized tests have excluded
individuals from college, graduate gchools, and
jobs by as few as five test points. [166]

" At the other end of the spectrum, the Col-
lege Board has asserted that Ehere is no evidence
that veasoning abilities 'can be taught over a
short duration." [121:4] ETS has maintained that
institutions using admissions tests are aware
that assessments of student characteristics are
not infallible, and that the SAT, altliough not
perfect, it is still the best predictor of col~-
lege success when combined with high school
grades. [77:25!

were designed to help individuals and institu-

Standardized admissions tests

tions at transition points from high school to

college, from college to graduate school, and

1
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from education to work, but "nobodv is kept out
of college because of a test score.'" [123:1;
47:5}

In spite of these opposing points of view
between the test agencies and their critics,
there are many factors such as students' atti-
tudes and motivation, testing conditions, and
familiarization with test taking skills and
test content which exert some influence on ad-
missions test scores. Most discussions about

now to improve test scores, however, focus on

special preparation or coaching.

Perspectives on How Test Scores

Might Be Improved

There‘is no 1nd1éation that the debate
over appropriate methods of improving SAT and
ACT test scores will end soon. Many schools
are altering their curricula in an attempt to
raise their students' SAT scores and it has
been estimatéd&bhat nearly one-~third of the
public and private schools in the Northeast
aow offer some type of SAT preparation course.
[13:1]
the nation's high schoecls will, according to
the NEA, "further the argument. that the SAT is

This increase of coaching courses in

the first course of study that will be taught
in the country and, therefore, it provides the
precedent for other courses to be used in the

devélopment of a national curriculum.' [194:31]
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ETS, on the other hand, has emphasized that
although the SAT is not perfect, test scores are
not used aloie in reaching admissions decisions.
{77:23] The American Association of Colilegiate
Registrars and Admissions Officers, moreover,
reported that less than two percent of selective
colleges identified test scores such as the SAT
as the single most importamg factor in the ad-
missions process. [44:1} Additionally, the Col-
lege Board has stressed that research studies
have consistently shown that students cannot in-
crease their test scores significantly by inten-
sive drill. They have .stated that research
studies, where score increases have been gauged
as a result of coaching, showed average increases
of under 10 points, less than increases students
can expect between the spring of their junior
year and winter of their senior year. {50:3]

The College Board has expressed concern that
the release of‘fest questions and answers would
encourage teaching for the test dand increase
coaching activities. [46:3]

The following letters, official statements,
and memos from well-known educators, officials
of testing organizations, and critics of admic-
sions tests provide a cross-section of the most
recent points of view of their respective organi-
zations and their personal opinions regarding the
controversial topic of how test scores on the SAT
and ACT might be improved.

EESSL_EEEEr profess?r of Education at Indi-
ana University and president of the International
Reading Agsociation, observed that "although
there are contradictory indications, there is
some evidence from the NAEP data, SAT scores,

*
and the Indiana study that any decline that

*According to the National Assessment of
Fducational Progress (NAEP) data, basic literac~
{s at a high level. [87:530] The Indiana Study,
conducted in 1976, compared the reading achieve-
ment of sixth and tenth grade students to their
counterparts in 1944-45. Using the same-edition
of the Towa Silent Reading Tests, it was obzerved
that students in 1976 read as well as or bretter
than students thirty years ago. [86:3]

can be supported in reading achievement among
U.5. students is one in higher, more. sophlsti-
cated levels of comprehension. Thus, instead

of responding to the alarm over the declining
score 1ssue with programs to assure more focus
on subskills related to basic literacy, Ltjwould
seem more appropriate to concentrate ¢ the de-
velopment of higher level comprehension.

"Because background information has been
shown to be a very stiong influence on reading
comprehension, the surest way to promote higher
scores on the verbal sections of tests such as
the SAT should to promote wide independent
student reading on a variety of subjects andgto
expand the background of students on a varieky
of topics through the use of various media.
Since the surest motivation of expansive read-
ing is.interest, developing readers who read
for their own enjoyment is a prime goal of
reading instruction. AL the same time, there
are aims based-on the correlation of reading
comprehension to thinking that sﬂbuld guide
reading instruction if we are to develop the
kind of responses reyuired of students on the
verbal section of the S/1.

"A prime goal of teaching reading compre-
hension should be to enable students to under-
stand, react to, and incorporate or r;ject
1deas. [ewphasis in the original] To under-
stand, a student must synthesize within and
across reading experiences; thus reading should
be taught as an induction process that leads to
inference drawing as an intelligent guessing
game .

"To react, a student must analyzc as h;‘or
she reads. lhis Iinvolves such thinking habits
as challenging generalizations with exceptions
and adding options as horns on dilemmas en-
countered in reading. It means recognizing
temporal and causal sequences and comparisons
and other symbolism. Such training ought not
be reserved for only higher grade levels, but

it should be introduced in elementary grades,




where we tend now to concentrate on only }jiteral
comprehension. Inferential comprehension and
critical reading begin with learning to use con-
text clues for word recognition, a vocabulary-
building practice that depends on the interre-
lationship of words as ideas; they come too from
the practice of predicting the context ahead as
one reads.

"To incorporate, a student must learn to
test his or her understanding by using what has
been learned from reading. This final step of
comprehension is too often neglected in class-
rooms at all levels, where utilization focuses
on passing a test.

"It is probable that another way to improve
SAT scores would be to drill students on a high-
powered vocabulary list, on roots and affixes,
aad on idiomatic combinations of verb plus ac-

ceptable preposition. But the broad reading

experience proposed above should develop the same
familiarity with word/concepts in a more indelible
way; and avoiding the drill will alsc avoid kill-

ing the student's motivation for reading and the
separation of language from connected ideas.

"We could free our educational system from
this temptation by discontinuing standardized
testirng that assesses subskills as part of a
total reading score. Diagnostic assessment of
subskills could continue to guide teacher plan-
ning, but we should stop pretending that we
know how to prioritize such skills or how they
interact in the comprehension process. For the
sape reason that encouraging lots of reading is
the best way to develop readers, summative eval-
vation of reading by testing should score only
reading comprehension as the complex, total act
that it is." [155]

Alan C. Purves, principal of University
High School at the University of Illinois and
president of the National Council of Teachers
of English, writes: '"College aptitude tests
liké the SAT-V concern themselves with latinate
vocabulary, with subtleties of nuance and tone,

Aruitoxt provided by Eic:
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and with the comprehension of complex pros..
Clearly students can be prepared for such tests
through such devices as vocabulary drill, but
more irportantly through practice in the read-
ing and analysis of a variety of complex mate-
rial from Shakespeare and T. S. Eliot to essays
and other texts by critics, philosophers, and
persons of letters generally. Students need
practice in close reading and in detevmining
pro:isely the meaning, tone, and intention of
these writers. Such practices need not run
counter to other goals of schooling in English,
such as the development of aesthetic response,
of an expressive writing style, or of a breadth
of information about language ~ general. In
fact, a sound English program that does not
eschew difficult texts nor a demanding inquiry
into tke causes of a reader's response would
probably enhance a student’s aptitude test
score. Such a program need not concentrate on
drill or other rote studies; these may, in
fact, prove counterproductive. Together with
careful critical reading, a writing program
that emphasizes rhetorical effectiveness for a
variety of audiences will enable students to
score well on aptitude tests and tu achieve
good grades in college." [158}

Shirley A. Hill, president of the National

Council of Teuchers of Mathematics, in a state-
ment of the "NCTM Recommendations for School
Matnematics of the 1980s," asserted that "school
mathematics is rapidly approaching a crisis
stage. Policy makers in education are not con-
fronting the deepest problems because the pub-
lic an¢ its representatives have been diverted
by a fixation on test scerres. There are tnree
major urgent problems: (1) school mathematics
programs are not keeping pace with the changing
needs for mathematical abilities dictated by
developing technologies; (2) not enough school
time ir devoted to mathematics learning and
most students are not taking sufficient high

school mathematics to prepare them for their

13!
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futures, as workers, consumers or citizens; (3)
there is a growing shortage of quilified mathe-
matics teachers in high school : ematics
classrooms.' [129:1] NCTM recomr ded that
{1) three years of mathematics i .cades 9-12
be required of all students, with diversified
programs tailored to the different goals, in-
terests, and abilities of students; and (2)
that students planning to go on to college or
a vocational program that includes mathematics
enroll in mathematics courses during the last
year of high school. [129:2] With respect to
the evaluation of mathematics programs, NCTM
stated that 'test scores should not be used as
the sole index of success in mathematics -pro-

grams,"

and "the results of a test designed
for purposes other than program evaluation
(such as the SAT) should not be interpreted
as an evaluation of mathematics programs.”
[191:15]

Hill stressed that ''these problems cannot
be solved by schools, teachers or professional
groups alone. The National Council of Teachers
of Mathematics offers its resources, its ener-
gies, and its volunteer personnel in a massive
cooperative effort during this decade. But
essential to success is the support and direct
involvement of the public and its representa-
tives." {129:3)

Sheila Tobias, educator and author of
Overcoming Math Anxiety, wrote that very high
SAT scores served her well by identifying her
intellectual potential and enabling her to be
accepted at Radcliffe College. She explained
that "it appears that coaching can be effective
in preparing students for the mathematics com-
ponent of the exams more than for the verbal
component. There is more of & consensuc
as to what would be the right answer among
those who prepare math problems. Confidence
level of course enters!in, but umlike the verbal
gsection where,{ for g;aéﬁle, the analogies test

not only knowlefige of meaning but the cultural
1]

context in which the analogy is set, mathematics
problem-solving skills can be identified and
perfected. For example, students can be trained
in how to figure things out: 1if the problem ap-
pears to be far from their previous experience
in math, they might substitute simpler numbers,
“ry extreme cases, draw a diagram, and so on.
Indeed, to the extent that important skills are
being tested (such as problem-solving, extra-
polation from what has been taught, etc.) these
skills should be taught in school. [emphasis

in the original]

"What we have learned about 'test anxiety'
from years of working with math anxious and
avoidant students may not be 'fixable.' They
suffer stress when under time pressure; they
need to read word problems out loud; they ke
discussion to stimulate their own think:

None of these conditions could be incorporo.ed
into the testing atmosphere. However,_one thing
can be learned which is not irrelevant to the
kind of thinking that one will need in advanced
cathematics: how to go from an answer to a ques-
tion. . . . Many of us who do well on stand-
ardized tests never bother 'doing' a problem at
all; we search intelligently among the given
answers, discard those that are absurd, con-
centrate on the two or three that might do,

and work pragmatically from the answers back

to the question. (Since many wrong answers in
mathematics are often right answers to differ-
ent questions, this strategy also helps to elim-
inate careless reading of problems.)

"Building confidence is perhaps the most
important task in 'math anxiety' or 'test an-
xiety' reduction. To achieve this we try to
get students to become more self-controlled
(not give in to panic and stress) and to become
more self-instructive. Suffice it to say
that helping students find out what is making a
problem difficult for them goes far toward
achieving both goals.

"Having said this, I do believe coaching

ERIC [~
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can be effective especially in the mathematics
area--1 am still loathe to recommend it per se,
both because of an increased focus on test-
readying to the exclusion of other important
curricular demands, and because I would like to
hang on to my old notion that the SAT exam is
‘fFair.' [emphasis in the original] On the other
hand, a correct analysis of .hat are the skills
needed to do well on those exams and training
in the use of those sk®lls (irrespective of the
exams) might Le worth doing in high school."
[163]

Vito'Perrone, dean of the Center for Teach-
ing and Learning at the University of North
Dakota, commented that ''secondary schools are
responsib1¥,for assuring that young people have
opportunities to pursue successfully a broad
rhnge of academic, social<cultural and vocational
learning. 1If the schools carry out such a respon-
sibility well, most students who wish to go on to
colleges and universities, as well as vocational-
technical schools, will be adequately prepared.
Will these students also score well on college
SAT and ACT? They

might, but assuring that students score well on

admissions tescs such as the

these tests ought not be a principal objective
of secondary schools. [emphasis in the original]
For students seeking entry into the large number
of public colleges and universities, SAT and ACT
scores are not particularly critical. Only in !
the highly selective private colleges, which

serve a very small percentage of the college-
university population, are the test scores mat-
ters of consequence.

"What could secondary schools do if they
wished to help students score better cn college
level admissions.tests or if they wished, as
some apparently do, to enhance their public
image as schools where students do well on ad-
missions tests. In addition to providing for
students the highest quality educational experi-
ences possible, which is not in itself likely

to guarantee that high SAT or ACT scores will

s
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accrue, they could, beginning in the junior
year, organize a systematic test preparation
program aimed at the SAT and ACT. Such a }est
preparation program would likely focus on In-
struction in test-taking--the SAT and ACT tests
provide logic systemg and formats which are not
characteristic of what students typically en-
counter in their school studies--and would in-
volve experience with past SAT and ACT tests,
now more available as a result of the New York
Truth-in-Testing legislation. This kind of
assistance is offered now by a number of commer-
cial enterprises which have begun to turn large
profits from the ability ta pay of middle and
upper clasa parents. It is also offered in
many of the nation's private schools and acad-
emies and is becoming more common in public
schools serving middle and upper class popula-
tions who prefer entry into selective colleges
and universities. Students receiving such
test-taking instruction, and clearly the qual-
ity of these preparation programs differ, come
to the testing process more confident and, in
many cases, perform better than might otherwise
be the case.

"If the tests are viewed as important for
enlarging student's access to post-secondary
educational opportunities, then schools should
offer specific preparation opportunities." [157]

Willard H. McGuire, president of the Na-

"re-

tional Education Association stated that
search and firsthand reports reveal that being
coached, being rich and having access to past
test errors will improve high school SAT scores.
"A National Education Ase ‘ation investi-
gation and a Federal Trade Commission study show
that coaching for college entrance exams can help
to improve SAT scores. A Ralph Nader publication,
The Reign of ETS, discloses the refationship of
high socio-economic status to high SAT scores.
New laws provide for disclosure of test results,
but proponents of the SAT disapprove and equate

the practice with "cheating."
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"Since high schools cannot beccme commercial
coaching centers, nor can they cause more open-
ness in testing, nor can they make the poor
wealthy, then they must ask other questions and
pursue other wayvs of assessing students.

"what are other ways to assess a student's
achievements, strengths, ang future directions
and ambitions? Some alternate ways are:

"Place greater reliance on a long-time
assessment of a student by several professionals
at the high school level. Descriptive statements
should include a view of academic &chievement,
strengths, personal qualities, activities, etc.

"Emphasize the value of students' prod-
ucts in the fields of art, science, or the
performing arts.

"Assess the value of work experiences and
personal events for the student.

"Encourage universities to hold full and
in-depth discussions with interested students.

"Seek to open admissions to universities,
or establish more liberal policies for receiv-
ing students who are willing to accept a
challenge. ¢

"A goal for education in the 80's is
'equity' in access for all Americans. Pursuit
of higher SAT scores for school admissions is
not the road to educational equity." [156]}

The American Faderation of Teachers stated

nat 'college admissions tests, such as the SAT
and ACT, are meesures of developed academic
abilities. There has been a great deal of
vontroversy recently over whether scores on
such tests can be substantially increased
through test coaching. Unfortunately, many of,.
the articles which have appeared on this subjeét
have been vituperative, one-sided polemics con-
cerned more with the politics of testing than
research findings. Part of the problem has
been imprecise use of the term coaching to de-
scribe many different instructional activities.

"The American Federation of Teachers be-

lieves that short-term drill and practice

produces minimal score changes that are more
realistically explained through maturation and
normal score variations. So called coaching
activities which are of sufficient quality and
duration to produce meaningful score changes

are more accurately described as instruction.
Such coaching or out-of-school instruction most
assuredly does and should result in greater per-
formance on a test of develored academic abili-
ties. femphasis in the original] The AFT hold
that a sound, comprehenslvé education, ‘equally
available to all students, will far better
serve students' chances for admission to and
success in post-secondary programs than all
the coaching courses which may be available."
{164}

Scott D. Thomson, executive director of

the National Association of Secondary School
Principals observed that '"the Scholastic Apti-
tude Test is a measure of verbal and mathemati-
cal capabilities important to getting good
grades in college. The mathematics section of
the SAT examines reasoning, algebraic concepts,
and geometric concepts. The verbal section
examines antonyms, analogies, sentence comple-
tion, and reading comprehension. The 'practice
value' of the test is about 15 points, i.e.,
students who take the PSAT or the SAT will, on
the average, increase their scores at the sec-
ond testing by 15 points.

"High school grades continue to be the best
single predictor of college performance. When
these school grades are combined with SAT scores,
however, a more accurate prediction results than
when the grades are used alone. Even when em-
ploged by themselves, the predictive validity
of SAT scores is substantial.

"While usefully predictive of college per-
formance, the SATs do not measure a number of
additional aptitudes related to student achieve-
ment. For instauce, the important intellectual

processes of fluency and originality are not

Other qualities of a more affective

examined.




nature, such as social perceptivity, also are
not a part of the SAT instrument. Thése fac-
tors together with student personality traits
cause school grades to be more predictive than
are the test scores of the current college apti-
tude tests.

""Recommendations for improving SAT scores

are offered within this context.

g

They are not
proposed as a panacea because no easy formula
exisés to what can only be the outcomes of
serious learring ove: a period of time. They
are ot offered, either, for the single purpQse
of a h'igh numerical test.score. Rather, they
are offered for the importance of what the scores
represent--compétence with verbal and mathemati-
cél concepts.

"English: College-boqu students should
enroll in an English class during each year of
attendance in a secondary schoolg The English
curriculum must emphasize, bu;_not be restricted
to, expository writing, language usage, vocabu-
lary, and serious literature. Reading should be
extendive as vell as intensive.

"Mathematics:

courses in algebra and geometry, as a minimum,

The successful completion of

is necessary to good SAT scores. A geometry
course is helpful because it introduces the stu-
dent to deductive reasoning, useful to ptoblem
resolution in many walks of life as well as with
the SAT test questions. Geometry also provides
experience in visualizing three-dimensional fig-
ures and in applying formulae for areae and
volumes. Advanced mathematics courses, eape-
cially Algebra II, trigonometry, and functions
" (also called precalculus) fncrease the likeli-
hood of good SAT scores because these courses
maintain and reinforce important applications
studied only briefly in algebra and geometry.
"Ability Grouping: Students should be abil-
ity grouped in English and mathematics ae a mini-
sum. Ability grouping should be organized sub-
Ject by subject according to the aptitude and
prior achievement of students. Schools should
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not 'track' students into broad programs such

as 'college pfep,' 'vocational,' 'general,'
etc. Such tracking practices are unnecessarily
restrictive since a student may have a high
verbal aptitude and an average mathematics apti-
tude, or vice versa.

"Special Preparation: Special td&8t prep-
aration opportunities should be available to

students on a voluntary basis. Two benefits

.accrue from a voluntary program of test prep-

aration: (1) individual students with a strong
need or interest may attend without obligating
an entire class, (2) pressures to base the
college prep English or .nathematics courses
narrowly upon SAT content can be resisted more
easily. Test preparation programs seldom ex-
ceed a semester and often only .consist of 10 to
15 meetings. Whatever their nature, stuuents
should have tha privilege of participating in

a school-sponsored program and not be forced

to rely upon the open market for this kind of
important professional assfscpnce. Sophistica~-
tion in test taking, as wel:i as familiarity
with test content, éan raise studenk scores.
Practice tests, therefore, should be available
to students in the counseling debartﬁents of
schools as well as being a part of special

test preparation courses.

Student and pa~*
rental attitudes are critical to good SAT

"Students and Parents:

scores. No schocl curriculum, hOV?!EE bril-
liantly conceived and taught, can compensate
for student disinterest. Ambivalence is the
dry rot of a solid academic performance. A
strong commitment to excellence should be held
by parents, gtudents, and teachers. Schools
with stakrle or rising test scores credit stu-
dents and parents with high academic aspiraticns
and a commitment to work toward those aspira-
tions." [162)

Diane Ravitch, associate professor of
History and Education, Teachers College, Colum-

bia University expressed concern that the

ERIC

s .

E= -




ERIC

Aruitoxt provided by Eic:

122

subject of '"how to improve test scores' repre-
sented a confusion of symptom and problem.
Ravitch e:pglained, 'the problem is not ‘how to
raise test scores,' but how to improve thg abil-
ity of students to read, write and compute, and
beyond that, how to restore some vision of what
it means to be an educated person. To the ex-
tent that declining test scores reveal declining
competence in the mastery of the basic skills,
then we should be alert to the danger signals.
To disparage concerns abc 't de~lining test scores
is inappropriate. We wculd think a medical doc-
tor odd if he chosn to ignore thermometer read-
ings of 104°; we would also think him odd if he
claimed that his major concern as a dortor was
to keep all his natients at 98.6°. We would
wonder why he was not asking questions about
how to improve their health, rather °‘..an focus-
ing narrowly on how to deal with the symptoms
or their ill health. To stretch the analogy a
pit further, we would also have cause for aliarm
if the AMA (like the NEA) urged us never to use
thermometers at all, or if consumer experts
like Ralph Nader) demanded that all thermometers
be banned or broken in order not to differenti-
ate bet;een those with fever and those without.
"Tests should be used as a teaching tool,
to help the teacher in gauging how well he or
she has taught and to help the student in test-
ing his mastery of the material to be learned.
If we ask how to improve the teaching and ledarn-
iag of the essential tools of reading, writing,
and computing (rather than how to raise test
scores), then the answers should be fairly ob-
vivus. First, schools should hire the best, most
dedicated teachers to be found, should evaluate
their p.rformance in the classroom, and should
provide them with assistance and opportunities
for professional development. Second, teachers
should give students the time, enccuragement,
and reinforcement they need to become skil.ed
in reading, writing, and computing. Third,

schools should establish requirements for a

common curriculum, so that all students have an
understanding of history, literature, social
science, foreign language, art, music, mathe-
matics, and science. Fourth, the staff should
work with parents to set limits on television-
watching and t " promote good study habits at
home. Fifth, the staff and the community should
cooperdte to secure an atmosphere in the schools
that is conducive to teaching and learning, or-
der.y, free of political pressures, and assured
of adequate public support for education. 1f
all of these conditions were met, test scores
would not be an issue." [159) .
Philip R. Rever, director of the Washington,

D.C., office of the American College Testing
Program, stated that the ACT's historic position
has been that "the results of the Assessment are
not uniformly valid indices of secondary school
effectiveness.'" Rever emphasized that it would
not be anpropriate for ACT to guide or try to
influence school officials' decisions about in-
struction and curricula. Moreover, as indicated
in our statement regarding 'coaching,' it Is not
clear that schools cur or are able to improve
students’' scores. Even if it were possiblé, a
larger question remains--should schools try to
improve students' scores on admission tests?"
[160]

The official "ACT Statement on Coaching"
(October 1979) emrhasized that "the ACT tests
are designed to measure the knéwledge and skills
that students have developed over a period of
many years; that is, they are tests of general
educational development. As such, they are
intended to indicate a student's level of
development in the areas tested only at a par-
ticular point in time. Growth in a student's
capabilities will he reflected in higher test
scores, a fact already acknowledged by ACT in
the adjustments it makes in test scores for

probable growth as a function of the time in

the student's education when the test is taken.




"All four of the ACT tests are curriculum-
based. The English Usage and Mathematics Usage
tests particularly, emphasize the application of
content specific knowledge and skills. The So-
cial Studies Reading and Natural Sci-nce Reading
tesats, while also requiring content knowledge,
emphasize proficiency in interpretive and ana-
lytic skills.

"The ACT tests are used for several purposes
including, in some instances, selection decisions
related either to admission to undergraduate col-
lege or to specialty programs within a college.
The primary uses of the tests, however, are in
acddemic advising, career counseling, placement,
and institutional research.

"Because the tests are used mainly for non-
exclusionary purposes. ACT advises examinees nc*
to engage in intensive preparation for the tests.
Careful study by students of the materials pro-
vided by ACT at the time of test registration is
considered sufficient for familiarizing most
examinees with test type and format.

"Becavse of the curriculum-based character

of the tests, particularly the English and
mathematics tests, it is possible that, for some
students, a thorough review of the discipline
sampled by the tests could increase their knowl-
edge and hence, their scores on the tests.
This is most likely to occur in those instances
where the students have previously acquired the
knowledge and skills to be tested bu* have used
them infrequently and therefore have not main-
taine« them.

"Intensive study in the disciplines tested
will result in increased proficiency in the
knowledge and skills measured by the ACT tests.
Improvements in students' test performances and
in their test scores will follow. Indeed a
necessary att-{bute of the tests is that they
be sensitive - instruction. Such instruction
is compnrable to that provided through the regu-
lar school curricuia, the latter being suffi-
cient if the students approach their studies
ERIC
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in a serious fashion." [17:3]

George H. Hanford, president of the Col-

lege Board, in a June 1980 memo to College

Board members, committees, and councils, stated

" that "since SAT questions call for learned re-

sponses, and do not measure some innate capac-
ity of an individual, the central issue in spe-
cial preparation for the SAT is how these re-
sponses are learned.

"Foremost among the developed abilities
tapped by the SAT is the ability to read with
understanding and to reason with words and num-
bers. One cannot point to any particular part
of the school experience where these are taught
to the exclusion of the rest of the curriculum.
In fact, they are exercised aand developed
through their application to course work in a
wide variety of academic areas and through ex-
perience outside the classroom. [emphasis in
the original]

"Instructional programs designed :o improve
performance on the SAT vary along two important
dimensions--the duration of the instruction and
the content of the program. Common sense would
lead one to expect more improvement as more
time and effort is spent on preparation. Sim-
ilarly, one would expect greater improvement
as the conten. of the program moves from drill
and cramming on practice exercises (the tradi-
tional meaning of 'coaching') to formal _nstruc-
tion in reading comprehension and verbal and
mathematical concepts. The general iesults of
research studies on special preparation for the
SAT confi:m these expectations.

"Many < - the studies of special prepara-
tion for the 5AT were sponsored by the College
Board. These studies paid particular attention
to the question cf whether 'coaching,' meaning
short-term drill on practice questions such as
those contained in the SAT, improved performance
on the SAT. These studies hav2 repeatedly shown
that resultant score gains are small, except in

the case of certain groups of studeats for whom
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review of mathematics was found to be beneficial.

"However, preparation for taking the SAT can
obviously be more extensive than such short-term
pre-test drill, In some instances programs extend
over eight to ten weeks with homework assignme:ts
for participants. Some schools have provided
special courses for their students lasting a se-
mester or more, These more extensive programs
are not so much drill exercises as a focused and
sopetimes intensive educaticnal treatment. To
the extent that these prégrams strengthen the
capabilities of students to perform college-
level work, they may represent beneficial educa~
tional experiences, which may be reflected in
SAT scores.

"What- is not known is the degree of benefit
that can be expected by a given individual under
what circumstances, and whether such benefit, if
realized, would represent an improvement over
regular study with equivai2nt me*ivation of aca-
demic subjects in school. All research relating
to this topic to date has been subject to one or
more design limitations wnose effect on the out-~
come remains unknown. Some studies have fewer
such flaws than others, but none has been en-
tirely free of them.

"The College Board believes that the follow-
ing statements with respect to preparation for
the SA%wz;;_;easonable interpretaticus of the
evidence now available:

(1) The SAT measures developed verbal and
mathematical reasoning abilities that
are relevant to chcess in college-
level work; it is not a test of im-
<utable individual endowment.

Scores on the SAT are accordingly sub-
Ject to improvement as educational ex-
perience, both formal and informal,
causes these verbal and mathematical
abilities to develop.

Development of the ahilities measured
by the SAT is related to the time and

effort spent; short-term drill is

likely to have little effect; well de-
signed, longer preparation can have
greater effect. [emphasis in the
original]
While drill and practice on sample
questions show litt.e score increase,
such preparation familiarizes the
student with different question for-
mats and may reduce apprehension about
what to expect; students can also help
themselves to become familiar with
test format and taking the test by
using the full form of the practice
test (Taking the 5AT) with accompany-
ing information provided by the Col-
lege Board at no charge to each test
registrant,
Whether longer preparation, apart from
that available to students within
their regular high school curriculum,
is worth the time, effort, and money
is a decision that individuals and
schools must make for themselves; ef-
fectiveness seems to vary considerably
from program to program and for indi-
viduals within any one progr-ux; stud-
ies of special preparation programs
available in many high schools show
a range of effects averaging about
10 points in Verbal and 15 points in
Math. Recent studies of commercial
coaching show a wide variability,
from negligible effects to average
gains (in the case of one school)
in the 20-30 point range for Math
to perhaps half that for the Verbal.
Students and schools should seek evi-
dence that the results of a given
program or course are likely to make
a difference in relation to their
college admissions objecrives.

"In general, the soundest preparation for

the SAT, in terms of an organized educational
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experience, is a broad academic secondary school
curriculum with wide-ranging outside reading;

in any case, SAT score increases of 20 to 30
points correspond to approximately three addi-
tional items correct; this e fect may as well

or better be obtained if students pursue inde-
pendent study in addition to regular academic

courses." [122:3-4]

A Continuing Controversy:

Future Role of Test Scores

From its . ~tion 80 years ago, the Col-
lege Board's state. commitment has been to expand
educational opportunity and open access to higher
education through standardized testing. [51:3]
The accuracy, objectivity, and comparability of
these tests have served to identify othervise un-
detected talent and enfranchise individuals into
the mainstream. [69:4] During t!: past two dec~
9des even the most selective institutions such

a8 Harvard, Princeton, and Stanford have Jiver-
sified their pools of applicants at the under-
graduate and graduate levels. The critlcy of
admissions tests, according to Dernis 'ray cf

the Council for Basic Education, are primarily
interested in the relationship between testing
and power. The leaders of teachers' unions are
trying to "aggrandiz¢ teacher powef" and thus
ensure that test results cannot be used to qu:s-
tion the competency of their membership. Accord-
ing to Gray, testing critics such as Ralph Nader
pelieve that the abolition of admissions tests
will open up coller~ admissions and eventually

corporate power wiil be effectively managed by
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better individuals. [117:8]

The continuing controversy over the fairness
of standardized college admissions tests is not
likely to subside. In June 1980, a Congressional
truth-in-testing measure was revived for hearings
amid discussions abou* the meaning of the word
'aptitude' and whether coaching impraves SAT
scores. [280:2] The National Institute of
Education, according to former director Michael
Timpane, is preparing to study the impact of
testing on college admissions on a federal
level to ensure that testing is equitable and
leads to fair educational decisions. [212:4]
George Hanford has acknowledged that the impor-
tance of the SAT may be on the wane, and has
said that the College Board is now preparing
for a time wiien testing tools will be "useful
in earlier guidance, in placement and assiss-
ment for remedial pruposes." [123:5] Fred M.
Hechinger, of the New York Times observed that
the SAT may become "an academic paper tiger
within a few years" because colieges are hurt-
ing from overexpansion and declining enrollments.
He predicted that the purpose of admissions
tests "will shift from selection to placement
on the campus,"” but that admissions tests will
be subject to attack as long as test critics
attempt Lo substitute "objective judgement for
consumers' desire." [127:8] Lastly, according
to Andrew Strenio of the Huron Institute for
the Nation Consortium on Testing, "if the
testing debate bears no other fruit, perhaps it
will at least prompt closer consideration of
the exact functions of these standardized test-
ing programs and the rights and interests of

those tested under them." [266:13]




The current national controversy over stan-
dardized testing affects American education from
elementary schools to institutions of higher
education and confronts educators, school offi-~
cials and others with difficult questions. For
nearly two decades many educators and much of the
public have been concerned and alarmed by reports
of declining college admissions test scores.

Broad media attention focusing on declining
college admissions test scores has resulted in
public concern and a demand for immediate remedies
for what many perceive to be a decline in educa-
tional quality throughout the nation.

College admissions tests are designed to
measure abilities and skills developed over many
years, both in and out of the classroom. Although
standardized tests such as the SAT aud ACT were
not designed to indicate elementary or secondary
school effectiveness, evaluate school instructional
programs, or indicate an individual's innate
intelligence, such functioas have become popularly
accepted as attributes of these tests. Iaitially
these tests were developed to supplement the
college applicant's previous academic record and
accomplishments; place applicants from diverse
economic, geographic, and educational backgrounds
on an equal footing; and assist in academic coun-
seling and placement. Although college admlssions
tests continue to serve as admissiona tools, they
have gained public visibility and irtzrest that
is not in keeping with their iutended function.
There are many who believe that the problem is

not specifically how to improve the test scores
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SUMMARY AND CONCLUSIONS

of college-bound students, but rather how to
improve their skills along with the skills of
other students to read, write, compute, and
comprehend at highe: levels.

The relationship between'aeclining test
scores and possible causal factors, and the
relationship between special preparation or
coaching and improved admissions test scores,
are highly complex, with many variables. In
examining college admissions testing and test
score trends, school officials and other
concerned persons face questions guch as:

What do changes in admissions test scores

mean for our students, school, and community?
How can we ensure that we are providing our
students with the highest quality educational
experiences possible? Should special prepa-
ration for college admission be a major focus
of our secondary schools? Which types of
students might benefit the most from any such
special preparation? How can we ensure all
students equal opportunity of access to the
educational institutions of their cnoice? Are
there better ways of assessing student potential
for college admission?

It is difficult to separate the political
aspects of the standardized testing controversy
from the tests themselves and focus on practical
educational decisions that provide the basis for
sound educatidn. Additional research is n:eded
to dr:termine exactly the effects of both short-
term and long-term preparation or coaching on

student learning, particular student populations,

141
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circumstances under wbich an individual may approximately 5 fewer SAT-V gquestions and

venefit from coaching, whether coaching is 2.55 fewer SAT-!M questions answered correct-

better than regular classroom instruction with ly by male test takers in 1980, compared to

equivalent motivation, and how this may trans- their counterparts in 1967.

late into improved admissions test scores. ® Between 1967 and 1980, female SAT-V scores

Additional data are not currently available, so declined by twice as much as female SAT-M
important educational decisions and policv eval- scores, with SAT-V scores of females declin-
uations must be made based on the [nformation at

hand.

ing 48 points (10.3 percent) and their SAT-M
To date this information tends to support scores declining 24 points (5.1 percent).
the following tentutive conclusions for consid- These declines correspond to approximately
eration when school officials formulate educa- 6.85 fewer SAT-V questions and 2.66 fewer
tional r)licies concerning changes in admissions SAT-M questions answered correctly by female
test scores, the preparation of college-bound test takers in 1980, compare¢d to their counter-
students for college admissions tests, how test parts in 1967.

scores might be improved, and related aspects e Over the past six years, the percentage of

EE

of standardized testing.

Trends in Standardized
Colléege Admissions Test Scores

female SAT test takers increased sceadily to
an all-time high of 51.8 percent 1n 1980,
while the percentage of male SAT test takers

experienced a corresponding decline to 48.2

® SAT test scores for males and females declined percent.
between 1967 and 1980. During this 13-year The percentage of ethnic minority students
period, the combined male and female SAT-Verbal taking the SAT has increased from 15 percent
score$ declined 42 test points out of a total in 1976 to a record high of 18 percent in
range of 600 test score points (from 200 to 1980. Women comprise 55 percent of all
800) . SAT-Mathematical scores declined 26 minority test takers.
points out of a totai range of 600 test points. A comparison of SAT test score averages for
These declines appear somewhat different when minorities shows that betwecen 1972-73 and
interpreted in terms of the number of test 1976-77 blacks averaged 119 SAT-V points and
questions involved. Compared to their 1967 134 SAT-M points below whites, and Chicanos
counterparts, SAT test takers in 1980 answered averaged 80 SAT-V points and 81 SAT-M points
appruximately 6 fewer SAT-V questions correctly below whites [135]. Test makers claim that
ovt of a total of 85 questions, or 7.0 percent these differences are not due to bias in
fewer questions. On the SAT-M, 1980 test the tests but reflect the disparity in edu-
takers answered 2.88 fewer mathematical cational opportunity for minority youths.
questions correctly out of 60 test questions, They contend that, "The tests do not create
or 4.8 percent fewer. These two declines the inequality; they reveal it." [68:3]
combined represent a total annual decrease When making comparisons between two students
of two-thirds of a test question for the on the same test, the College Board has
average SAT test taker over the 13-year period. stated thuat differences of less than 1.5

® Between 1967 and 1980 the SAT-V scores of times the standard error of the difference
males declined 35 points (7.6 percent) and should not be considered significant. In
their SAT-M scores declined 23 points (4.5 other words, the scores of test takers 7muct
percent). These declines are equivalent to differ by more than the following number of

Q
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test score points before one can conclude with ing broad ranges of acceptable scores in
reasonable certainty that the higher score of order to ensurv that some minority students,
one test taker actually represents greater underachievers, or persons who may not
ability or higher level of achievem.nt than "test out" well on standardized tests are
the lower score of another test taker as not rejected from consideration based on test
measured by these tests: SAT-V, 65 points; scores alone.
SAT-M, 69 points (on the College Board's ® Because of tne large standard errors
200-to-800 scale); TSWE, 7.8 (on a 20-to-80 associated with the SAT and achievement
scale); American History and Social Studies, tests, caution should be taken not to assume
68 points (on a 200-to-800 scale for all that small differences in scores represent
achievement tests); Biology, 63 points; a true difference in test takers' abilities
Chemistry, 59 points; English Composition, or to assume that test takers can be ranked
71 points; English Composition with Essay, in terms of their abilities on the basis of
69-81 points;'European History and World small differences in their test scores. At
Cultures, 66 points; French, 60 points; German, best only substantial differences in test
57 points; Hebrew, 42 points; Latin, 77 scores should be interpreted as significant
‘points; Literature, 80 points; Math Level I, indications of true differences in abilities
75 points; Math Level II, 72 points; Physics, or achievement as measured by the test.
62 points; Rugsian, 60 points; and Spanish, ® Between 1975 and 1980, the average score for
56 points. both males and females combined on the Test
e Because of tne large number of points attrib- of Standard Written English declined by 0.8
utable to the standard error of the difference points from 43.2 to 42.4. Each of the 50
when comparing the scores of two applicants test questions is worth approximactely 1.0
(65 SAT-V points and 69 SAT-M points) a point on the College Board's scale of 20-to-
college with arbitrary cutoff scores may be 80. Thus, this decrease over the past five
unintentionally excluding qualified applicants years corresponds to slightly less than one
) of equal ability from consideration on the test question.
basis of test scores alone. For example, a ® Unlike the continuing decline in SAT test
college with a cutuff score of 670 on the scores, achievement tests present a mixed
SAT-V and 680 on the SAT-M may consider the picture of some test score declines, some
credentials of an applicant meeting these stability, and some improvements. The Math
initial requirements, but reject an applicant Level I and Math Level II tests have shown
with scores of 605 on the SAT-V and 611 on a slight downward trend in the late 1970s
the SAT-M, although there may be no essential and into 1980. The European History and
difference in the abilities of the two appli- World Cultures test, Spanish, and Latin
cants, measured by their SAT scores. The tests have exhibited somewhat erratic trends.
College Board advises both high school With the exception of a one-year aberration
counselors and college admissions officers in test scores in the English Composition, the
"against making fine distinctions between American History and Social Studies, and
scores." Physics tests, these scores have been rather
® Colleges that have arbltrary cutoff scores on stable. Likewise, the Chemistry, Literature,
the SAT, below which an applicant's credentials French, and German tests have shown overall
may not be reviewed, might consider establish- stability. Test scores in Biologv and Hebrew
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have exhibited an upward drift in the late
1970s and inte 1980, while Russian test
scores have climbed dramatically.

® Despite broad yearly fluctuations, when
viewed from a perspective over the entire
history of the Preliminary Scholastic
Aptitude Test/National Merit Schclarship
Corporation testing program (from 1959-60
to 1979-80), total PSAT-V scores for males
and females combined have declined 1.0

test point from 41.2 to 40.2 or 2.4 percent.

During this same period, the combinred total
PSAT-M scores for males and females have
increased 0.3 test point, rising from 45.0
to 45.3, or 0.7 percent. Thus, over a
period of two decades there has been a
decline of less than one percent (0.8 per-
cent) in the average combined PSAT verbal
and mathematics score for all persons tak-
ing the tests. Each of the 65 PSAT-V
questions and each of .the 50 PSAT-M
qhestions is worth approximately 0.9 point
and 1.0 point, respectively, on the College
Boards 20-to-80 test score scale which
corresponds to the SAT's scale of 200-~to-
800.

e The American College Testing Program's
Assessment Program is designed to require
students demonstrate reasoning abilities,
problem solving skills, and knowledge in
four areas: English usage, mathematics
usage, social studies reading, and natural
science reading. The ACT has a composite
score for the test ranging from 1 to 35
test score points.

e Mean Composite ACT scores for a 10 percent
sample of males and females combined who
took the test increased one-tenth of a
standard score point each year between
1975-76 and 1978-79. This increase over

the three-year period was noteworthy,

Q

according to ACT, because only once since
1969-70 had there been an increase in the
average Couposite score. The 1979-80 ACT
mean Composite score deciined one-tenth of

a standard score point to 18.5, the same
level recorded in 1977-78.

From 1974-75 to 1979-80, ACT scores for

both males and femiles rose in English,
social studies, natural science, and on the
Composite score. Mathematics scores of males
declined over this period, from 19.2 to 18.9,
whilc females' scores increased from 16.0 to
16.2.

According to the ACT Assessment Program, a
composite score below 14 indicates that a
student has had a restricted educational
development background; scores between 14

and 19 are considered low average; between

19 and 24, high average; and above 24,
superior. The typical student in the 1979-80
sample had an ACT Composite score of 18.9 and
a high school grade point average of 3.0.
Regarding racial composition or the ACT
sample, 75 percent identified themselves as
Caucasian American; 7 percent, Afro-American-

Black; and 2 percent, Mexican American/Chicano.

Causes of Declines in Admissions
Test Scores

Theories for the decline in college admissions
test scores include a host of possible causal
factors such as the teaching of minimum skills
at the expense of developing more complex
skills; a decline in intellectual standards;
changes in the promotion policies of schools;
changes in the composition of the test-taking
population; decreasing amounts of time spent
on task; increased drug usage among high

school students; and exposure to radioactive

fallout from atomic bomb blasts. The extent
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of influence of some or all of these elements,
if any, remains vague.
The "blue ribbon" Advisory Panel on the SAT
score decline, appointed by the President of
the College En'rance Examination Bosrd in
1975, concluded that there were actually fwo
separate SAT score declines characterized by
different causal factors.
The first decline between 1963 and 1970 was
due primarily to changes in the population
taking the SAT. Compared to the past, the
SAT was measuring a broader cross section of
American youth which included larger propor-
tions of characteristically lower scoring
groups of students from disadvanted socio-
economic backgrounds, ethnic minorities, and
women. The Panel estimated that this
accounted for two-thirds to three-quarters
of the SAT score decline during the period.
The second decline, according to the Advisory
Panel, which occurred between 1970 and 1975,
was due tc pervaslve changes affecting both
higher- and lower~scoring groups alike and
related to events in the schools and the
society at large. The Panel concluded that
there was no one cause for the SAT score
decline, but racher, a "virtually seamless
web of causal connections.”
The causal connections identified by the
Panel included: reduced continuity of study
in major fields; increases in student
absenteeism; grade inflation (indicating
declining educational standards); increased
use of pictures, wider margins, and shorter
words and sentences in textbooks; extenrsive
time that students wat-~hed television which
detracted from homework and time spent
developing academic skills, changes in the
role of the family, especially the increasing
number of children in single-parent families;
changing life styles, values, higher
mobility, drugs, and increasing problems of
discipline.
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The Panel was unsure about how the disrup-
tion of national life during the 1967-75
period (Vietna: War, political assassina-
tions, burning cities, corrupt political
~2adership) might have affected the motiva-
tions of test takers. 3ut the Panel noted
an apparent dimunition in students' learn-
ing motivation.

The Advisory Panel continued that the SAT
score decline was a complex subject filled .
with nuances, qualifications, and doubts.
The SAT is a "limited instrument" and should
not be viewed as "the sole thermometer for
measuring the health of school, family, and
stud nt."”

Although the Advisory Panel's report has
been criticized and SAT scores have contin~-
ved to decline since the report was issued
in 1977, the College Entrance Examination
Board has not to date published any additional
explanations or possible reasons for the

continued decline in SAT scores.

The Controversy over Standardized
Testing

What was onc2 largely an internal debate
within the psychometric profession concern-
ing the design and appropriate uses of
college admissions tests has escalated into
a national deba:e’ in which test makers are
under extreme cciticism, if not an all-out
attack, from e consumer groups, public
interest groups, and educator organizations.
The economic and political overtones of the
testing debate, the gravity of the asser-
tions and counter-assertions, and the intense
media attention, make it difficult to assess
the true merits of arguments by both the test

critics and test makers,

Among the prominent individuals and organiza-

tions generally critical of standardized
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testing and the vole of the test makers are
Ralph Nader and Allan Nairn, consumer advo-
cates; Willard H. McGuire, president of the

National Educatfon Association; Benjamin L.

Hooks, president of the National Association 3.

for the Advancement of Colored People; Hugh
L. Car 'y, Gove- nor of the State of New York;
Kenneth P. LaValle, New York State Senator

(R); Steve Solomon, New Yoirx ruolic Interest

Research Group; Lewis W. Pike, National

Institute of -Education; Warner V. Slack and 4,

Douglas Porter, Harvard Medical School; and

Ted Weiss, United States Congressman (D-N.Y.).
Among the prominent individuals and organiza-
tions which in general support standardized
testing are George H. Hanford, president of
the College Board; Fred Hargadon, chairman of

the College Board; William W. Turnbull,- former

president of the Educational Testing Service; 5.

Oluf M. Davidsen, president of che American
College Testing Program; John A.D. Cooper,
president of the Association of American
Medieal Colleges; Albert Shanker, president
of the American Federation of Teachers;
Gordon M. Ambach, New York Commissioner of
Education; and Diane Ravitch, associate pro-
fessor of history and education, Teachers
College, Columbia University.
Highlights of some of the important criticisms
directed toward adnissions tests and the role
of the test makers, as well as responses to
those criticisms, follow:
1. Standardized tests serve as gates that
screen out disproportionate numbers of

blacks and other minorlty candidates from
employment and educational opportunities.

Since each college establishes its own
admissions criteria, there is no single
gate in the admissions process. Stan-
dardized tests, moreover, are a means of
testing in rather than of testing out.

2, Test takers are involuntary consumers who
must either patronize the test makers or
abandon their own educational plans.

The institution to which the applicant
applies stipulates the requirements, not
the test maker. Many colleges exempt
applicants from admissions tests or use
other methods of evaluation.

Test makers are not accountable for N
services purchased by the public.

Test makers are accountable to the public.

. Test information, including sample tests

and interpretation of scores and their
meanings, is widely distributed to stu-
dents.

Since testing organizations are selling
consumer prbducts nationwide, they bear
little economic resemblance to other non-
profit groups such as churches, hospitals,
and schools.

Because testing organizations are operat-
ing in the public's interest, their tax-
exempt status is similar to other nonprofit
organizations such as churches, hospitals,
and schools.

Test makers' files contain vast amounts
of personal, educational, and psychologi-
cal information on millions of people.

Test data and other information are pro-
vided voluntarily by test takers. None-
theless, this information is carefully
guarded to insure confidentiality; it
cannot be released without the candidate's
permission.

The costs of test develogment have been
greatly exaggerated since it takes very
little time to produce new rest questions
and many of these questions are reuseable.

Test development involves detailed steps
which are numerous, time-consuming, and
costly, including steps to eliminate
cultural and racial bias and pretesting
questions before they appear on a test.

Because the standard error of measurement
is large, test scores are at best only
approximations; yet colleges make fine
distinctions among candidates based on
scores that are less than the standavd
error of measurement.

All forms of measurement and evaluation
contain some error, including grades,
letters of recommendation, and personal
interviews. Tests help eliminate unfair

judgments arising from grades as well as
the old boy/old girl network.

Those whn




¥
evaluate admission materials submitted by college success. Moreover, test scores
students should nct make fine distinctions are not usually considered by themselves
among the candidates' test scores. - but are used in conjunction with high
school grades, letters of recommendation,
8. Standardized tests such ae the SAT do not personal accomplishments, and personal
measure aptitude, but rather how a test interviews. Tests may not be perfect,
taker responded to a few multiple-choice but they are useful,
questions, The results of the test are .
then presented as indicators of the qual- 13. Diverse approaches are needed to assess
ity of an individual's mind. properly a test taker's potential to
perform college-level work. Because of
Standardized tests such as the SAT are economic and political considerations,
not designed to assess inrate inteiligence - test make:s have an interest in maintain-
or unchanging abilities, ‘iests do not ing the status quo.
measure a person's worthiness as a human .
being; they are described as aptitude Tests do not perpetuate an unjust social
- tests because they are not tied to a spe- system. They reduce the unfairness due
cific course of study or school curriculum. to subjective assessments of personal
. qualities and serve to identify talent
9. Standardized tests do not measure impor- from diverse backgrrunds.
tant human qualities such as creativity,
determination, stamina, idealism, wisdom Specia Preparation or Coaching for

and judgment.
College Admissions Tests

\ Standardized tests remain the best indi-
N cators of student ability regardless of a ® Interest in special preparation or coaching
. student's gchool curriculum, or socio- . ) 3
ol economic background; they are rnot designed or standardized fxgﬁinacions for admission
' to measure creativity, idealism, or other to undergraduate, graduate, and prafessional

i tan .

mpor t human attributes schools nationwide continues to be strong.

10. Standardized tests place blacks and other ® Test critics and advocates disagree on
minorities at a disadvantage based on their
lower than average test scores rather than
their past school performance. improve admissions test scores. In either

whether schools can or should attempt to

While minority students may achieve lower case, both sides emphasize that special

tegt scores than whites, it is not the preparation activities should not infringe
fault of the tests. Tests may reveal the
inequality; they do not create it. Tests
have opened doors of opportunity to the exclusion of other curricular needs.
minority and disadvantaged youths over the
past two decades.

on “he regular high school curriculum to

® Regearch findings on the effects of special

preparation on college admissions examina-
11. Standardized tests rank people according
to their family income and discriminate
between wealthy, middle, and working (1) variations in the duration and quality
classes,

tions appear to be inconsistent because of

of special preparation (2) effects of

Test scores do relatg to family income and student motivation and self-selection
economic background, but many students
from high income groups earn low test
scores, while many students from low income mathematical reasoning skills over time
.~ groups earn high test scores.

B3

(3) differential growth in verbal and

(4) lack of perfection in the measuring

12. Test scores add little to the prediction of instruments involved and (5) uncontrolled
college grades over the high school record
alone, while other forms of asgessment can
predict college success nearly as well .. some students might experience significant
better than test scores,

factors in resczarch design. Consequently,

score increases while others might experi-

Test scores provide a strong incremental ence significant score declines.
addition to the validity of predicting

e 11;
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The wide variety in the types cf test
preparation programs currently availiable
make it difficult to interpret the resulis
from the research and literature on the
possible effects of coaching for college
admission tests. Traditionally, the terms
“"coaching” and "special preparation' applied
only to short-term drill or practice on
sample test questions for a few hours.
More recently, coaching and special prepa-
ration of longer duration, up to 40 hours,
has been referred to as "instruction" or
"extended educational experience."

There is general agreement that as special
preparatién moves i1rom short-term drills
and cramming to formal instruction of

sufficient quality and duration in read-

"ing comprehension and mathematical concepts

(whethexr through intensive independent
study, additional academic courses, wide-
ranging reading, or extendec educational
experiences such as ;; 8-to~10 week
commercial preparatory course with home-
work) greater improvements can be expected
in a student's admissions test score.

Test critlcs maintain that a recen® College
Board study of the effectiveness of special
preparation programs at eight private and
public schools, which employed both control
and treatment groups and averaged 13 hours
of instruction, may have been of such short
duration that meaningful improvements in
test scores did not occur.

From 1567 to 1980 the decline in SAT 8cores
for males and females combined (42 SAT-V and
26 SAT-M points) was 68 points. The 25 test
points attributable to the effects of special
preparation, as estimated by the College
Board correspond to approximately 37 percent
of the total decline in test scores between
1967 and 1980. The 50 test questions attri-
butable to the effects of special preparation,

in a study by the Bureau of Consumer Pro-
tection of the Federal Trade Commission,
correspond to approximately 74 percent of
the tctal decline in scores between 1967

and 1980. The 100 test points attributable
to the effects of special preparation, in

a report by the Boston Regional Office of
the FTC, exceed the total decline by 47
percent. The maximum amount of test points
ever attributed to special preparation (143
test points, according to the National Ed-
ucation Association Study), exceeds the
total decline in test scores over the 13
year period by 110 percent.

The possibility that .large numbers of stu~
dents receive special preparation or coach-
!ng of an extended nature similar to "formal
instruction”" in commercial coaching schools
or in special preparatory classes, especially
in private college-preparatory high schools,
calls into question the claims of test
makers that standardized test scorcs place
students from diverse geographic, socio-
economic, and educational backgrounds on an
"equal footing."

There is some evidence that students who are
underachievers (those who do not perform
well on standardized admissions tests in
light of their previous grades in school,
class rank, and personal characteristics)
might benefit more from special preparation
than students of higher developed academic
abilities.

The possibility that coaching and other
forms of special preparation for taking
standardized tests for college admissions
could even mildly improve the test scores of
underachievers and others, under certain
conditions, raises the issue of possible dis-
crimination and the denial of equal access to
educational institutions. This is especially

relevant for economically and socially dis-




advantaged students who cannot aEford the

cost of a commercial coaching school or whe

do not attend a high school that offers
special preparation or rigorous academic
courses.

Considering the differences in the composi-
tion of the initial standardization group of
10,654 college-bound high school seniers who
were administered the SAT in April 1941 (whose
mean score average was 500 and to which all
subsequent groups of SAT takers have been in-
directly compared), and the changing composi-
tion of today's college youth, which includes
one miilion SAT takers and greater proportions
of Blacks, Hispan‘cs, women. and disadvantaged
students than in the past, the question arises
as to whether it is educationally desirable to
maintain an "unchanging st;ndard" for measur-
ing college potential.

When making decisions regarding the prepara-
tion of college-bound students for standardized

admissions examinations, 8chool administrators

and policy makers face a basic decision: do the

relative merits of attempting to improve

admissions test scores through a test prepara-

tion program outweigh any possible negative
effects to the institutionai program for stu-
dents hoping to enter colleges not relying
heavily on admission test scores?

In secondery schools planning to implement

special test preparation activities there

are a host of factors to consider, including

whether

1. there will be curricular effects from
teaching for the tests;

2. the activities will be elective, extra-
curricular, or incorporated into the
regular classroom;

3. juniors\or seniors or both should partic-
ipate;

4. the activities should be of short-term or

long~term duration;
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5. the program should focus on both
vocabulory or r . hematical skills or
include other content matter;

6. commercial review books or teacher
handouts or both should be used;

7. homework should be assigned;

8. the program will be free or reflect
charges for instructional time and
materials used;

9. there will be any political consequences

for test preparation activities.

e The College Board advises secondary schools

concerned with improving theit students'
admissions test scores to strengthen the
regular curriculum and administer to groups
of students the complete sample test con-
tained in th: C¥EB booklet Taking the Sat.
Some students who are not acquainted wirh
the SAT may benegit from (1) a review of
mathematical concepts, especially if they
are not enrolled in a mathematics course;
and (2) instruction in test-taking skills
--including the format of the test, using
time efficiently, knowing how to approach
different types of questions, and knowing

when to guess gensibly.

e The National Education Association advises

tha. free coaching should be provided in
order to assure "eguity in access" for all
students to the college of their choice.
NEA further stresses that there are alterna-
tives to admissions test which can better
indicate a student's potential to perform
college-level work. The teacher associa-
tion recommends that in the admissions
process college and universi ies should:
1. place greater reliance on descriptive
statements of students' academic
achievement, strength, personal qual-
ities and activities;

2. place greater value on students'’

11,

products {. ari, science, and the
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performing arts;
3. assess students' work experiences and

personal events;
4, encourage universities to hold dis-

cussions with students; and P
5. oper admissions to universities for stu-

dents willing to accept a challenge.

Truth-in-Testing Legis!ation

¢ New York has passed a full test disclosure law
which requires the release of test questions P
and answers. California has enacted a limited
test disglosure law. Similar truth-in-testing
legislation has been introduced, postponed, or
rejected in as many as 20 states.

e Since the enactment of New York's truth-in-
testing law, approximately 4.8 percent of the
high school students taking the SAT in New York .
have requested copies of their test questions
and answer sheets, compared to approximately

17 percent of those taking the LSAT.

e There is evidence that test sponsors such as
the College Board and test makers such as the
Educational Testing Service are trying to
comply voluntarily with consumer requests for
more information about tests through the
adoption of a set of "Public Interest Princi-
ples" and by allowing stﬂdents to buy back
their SAT answer sheets and scoring keys, but
not the test questions, and by returning PSAT °
test questicns and answers to junior at no
charge.

e There is some evidence that many of ~the legal
and adminigtrative difficulties stemmingyfrom
the enactment of New York's standardized
testing law have been remedied through amend- °
ments to the law. Nonetheless, persors and
groups "caution that hastily enacted truth-in-
testing laws, with stringent provisions and
dive,se educational agencies entrusted to
enfocce the laws may seriously ''tie the hands

of the test makers.'

ERIC © )

Use of Test Scores in the College

Admissions Pro;:ess

With the exception of those students
applying to highly select colleges and
universities, there is some eviaence thac
gaining admission to college at the under-
graduate level is not as difficult today

as it was in the earl' 1970s, and may be
even ‘ess difficultethrough the 1980s.

High school grades are the single best
predictor of college performance, with

an approximate validity of .50, when both
high school grades and standardizgﬁ test
scores are considered. There is an incre-
mental aédition of approximately .08, with
the combined predictors averaging about .58.
Colleges in general use no specific formula
in makihg admissions decisions., Different
weights, which in most cases are not pre-
cisely defiued, are assigned by each college
and university to various admissions
criteria such as: (1) high school academic
performance (2) standardized test scores
(3) extracurricular activities (4) letters
of recommendation from teachers and counse-
lors (5) sndividual talents (6) class

rank (7) personal interviews (8) student
motivation, and (9) previous accomplishments.
Statements from some college and university
admissions officers suggest that mére emphasis
is currently placed on the overall quality
and rigor of a student's high school academic
program than on standardized test scores
alone.

Less than one percent of private four-year
colleges and less than four percent of
public foJ}«year college. consider test
scores to be.the "single most important
factor'" in the admissions process. Never-

theless, 54 percent of private four-year




colleges and 60 percent of public four-year
colleges view admissions test scores as a
"very important factor', according to a survey
spons/ veC by the American Association of
Collegiate R:gistrars and Admissions Officers
ard the College Board.

® There are soms ~ndications that in the near
future assessments of an applicant's persogal
qualities, activities, and work zxperiences,
whick supplement test icores and grades, will
play a greater role in the selection of appli-
cants for crllege admission and possibly expand
the admissions process.

® Provided that an applicant meets a college's
minimum cutoff test score, if one exists’there
is evidence that college admissions officers
review all of the materials they can obtain on
an in lvidual applicant in order to assess the
apnl nt's potential to perform college-level

work.
How Test Scores Might Be ..aproved

® Statements by educators and officials from
colleg2s and univergsities professional
assoclations representing educators in various
areas (such as reading, English, mathematics,
and secondary schools) national teacher orga.i-
izations, and test makers provide an array of
recommendations for improving the standardized
test scores of secondary school students.

® The most frequently cited recommendation by

educators for improving college admission test
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scores is the 1mportance of . strong

secondary schcol curriculum, including
3-4 years of Englfsh and mathematics,
broad ranging student reading, and an
increased emphasis on written English.
Other frequent recommendations for
improving test scores include a serious
commitment to education by paients and
the community, a familiarization of
students with test fermats, and practice
with test materials provided by the

test makers.

Some believe that snecial preparation,
whether contained within the traditional
high scho2l curriculum or obtained through
commercial coaching schools, will help
students raise their test scores. But
others, in particular the test makers,
contend that coaching is not really
necessary for students to excel on che
SAT or the ACT. Instead ttey emphasize
the importance of a strong overall
curriculum experience for students.

When considering possible responses to
declining college admissions test scores
and ways to increase such scores, it is
impcitanc to take into account that these
tests are designea to measure higher
levels of reading and mathematical com-
prehension. Sc* ol programs designed

to improve college admission test scores
should not be cunfused with programs to
improve functional literacy or minimum

competency.
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APPENDIXES

"Application Procedures" Excerpt from the "Joint Statement on
Principles of Good Practice in College Admissions and Recruit-
ment," Developed by the American Association of Collegiate
Registrars and Admissions Officers, the College Board, the
National Association of College Admissions Counselors, and the
National Association of Secondary School Principals.

The Mathematical Association of America and the National
Council of Teachers of Mathematics Position Statement on
"Recommendations frr the Preparation of High School Students
for College Mathemacics Courses" .

National Council of Teachers of Mathematics '"Recommendations
for School Mathematics of the 1980s" .

"National Testing Movement": Basic Poli<y Statement,
Regsolutions on Education, National Association for the
Advancement o. Colored People, 1979

Operational Elements of "Public Interest .trinciples for the
Design and Use of Admissions Testing Programs," Proposed by
the College Board, Educational Testing Service, Graduate
Management Admission Council, Graduate Record Examinations
Board, and Law School Admission Council
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APPENDIX A

"Application Procedures’ Excerpted from the "Joint Statement on Principles of Good Practice 1n
College Admissjons and Recruitment," Developed by the imerican Association of Collegiate Registrars
and Admissions Officers, the College Board, the National Association of College Admissions Coun-
selors, and the National Association of Seconcdary School Principals
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Colleges and universities will:

A.

Accépt full responsibility for admissions decisions and for proper notification of
those decisions to candidates and, when possible, to secondary schools.

Receive information about candidates in confidence and respect completely, within the
confines of federal and/or state laws, the confidential nature of such data.

Not apply newly revised requirements to the disadvantage of a candidate whose secondary
school course has been established in accordance with earlier requirements.

Notify candidates as soon as possible if they are clearly inadmissible.

Not deny admission to a candidate on the grounds that their institution does not have
aid funds to meet the candidate's apparent financial need, except for foreign students.

Not require candidates or their schools to indicate the order of candidates' college or
university preferences, except under early-decision plans.

Permit candidates to choose, without penalty, among offers of admission until they have
heard from all colleges to which they have applied, or until the date established under
the Candidates Reply Date Agreement.

Maintain a waiting 1ist of reasonable length and only for a reasonable period of time.

State clearly the application procedures for transfer students by informing candidates
of deadlines, documents required, courses accepted, and coursaz equivalercy.

Secondary schools will:

A.

Provide for colleges and universities accurate, legible, and complete transcripts for
their school's candidates.

Describe their school's marking system and method of determining rank in class.

Describe clearly special curricular opportunities (e.g., honors, advanced placement
courses, seminars, etc.).

Provide accurate descriptions of the candidates’ personal qualities that are relevant to
the admissions process.

Report any significant change in candidates’ status or qualifications between the time
of recommendation and graduation.

Urge candidates to recognize and discharge their responsibilities in the admissions
process by:

e complying with requests {or additional information in a timely manner;

e responding to institutional Jdeadlines on admissions and refraining from stockpiling
acceptances;

e responding t institutional deadlines on room reservations, financial aid, health
records, and.prescheduling where all or any of these are applicable.

houlRN
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G. Not, without permission of candidates, reveal the candidates' college preference.

H. Advise students not to sign any contractual agreement with an institution without
examining the provisions of the contract.

I. Advise students to notify other institutions when chey have accepted an admissions
offer.

3.  Community agencies will:
A. Exercise their responsibility to the entire educational community.
B. Discourage unrecessary multiple applications.

C. Discourage students from stockpiling offers of admission.

SOURCE: American Council on Education. "Self-Regulation tnitiatives: (uidelines for Colleges
and Universities.”" Washington, DC: ACE, October 1979, . 2.
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APPENDIX B

The Mathematical Association of-America and the National Council of Teachers of Matbematics
Position Statement on "Recommendations for the Preparation of High School Students for College

Mathematics Courses.

The Board of Governors of the Mathematical Association of America and the Board of Directors
of the National Council of Teachers of Mathematics make the following recommendations:

1.

Aruitoxt provided by Eic:

Proficiency in mathematics cannot be acquired without individual practice. We, there-
fore, endorse the common practice of making regular assignments to be completed outside
the class. We recommend that parents encourage their children to set aside sufficient
time each day to complete these assignments and that parents actively support the request
of the teachers that homework be turned in. Students should be encouraged to develop
good study habits in mathematics courses at all levels and should develop the ability

to read mathematics.

Homework and drill are very important pedagogical tools used to help the student gain
understanding as well as proficiency in the skills of arithmetic and algebra; but
students should not be burdened with excessive or meaningless drill. We, therefore,
recomrz2nd that teacheres and authors of textbooks step up their search for interesting
problems that provide the opportunity to apply these skills. We realize that this 1s a
difficult task, but we believe that providing problems that reinforce manipulative skills
as a by-product should have high priority, especially those that show that mathematics
helps soive problems .n the real world.

We are aware that teachers must struggle to maintain standards of performance in courses
at all levels from kindergarten through college and that serious grade inflation has been
observed. An apparent growing trend tc reward effort or attendance rather than achieve-
ment has been making it increasingly difficult for mathematics teachers to maintain
standards. We recommend that mathematics departments review evaluati 1 procedures to
insure that grades reflect student achievement. Further, we urge administrators to
support teachers in this endeavor.

In light of 3 above, we also recognize that advancement of students without appropriate
achievement has a detrimental effect on the individual student and on the entire class.
We, therefore, recommend that school districts make special provisions to assist students
when deficiencies are first noted. [emphasis in the original]

We recommend that cumulative evaluations be given throughout each course, as well as at
its completion to all students. {emphasis in the original] We believe that the absence
of cumulative evaluation promotes short-term learning. We strongly oppose the practice
of exempting students from evaluations.

We recommend that computers and hand calculators be used in imaginative ways to reinforce
learning and to motivate the student as proficiency in mathematics is gained. Calcula-

_tors should be used to supplement rather than to supplant the study of necessary

computationa’ skills.

We recommend that colleges and universities administer placement examinations in mathe-
matics prior to final registration to aid students in selecting appropriate college
courses.

We encourage the continuation or initiation of joint meetings of college and secondary
school mathematics instructors and counselors in order to improve communication concern-
ing mathematics prerequisites for careers, preparation of students for collegiate mathe-
matics courses, joint curriculum coordination, remedial programs in schools and c¢olleges,
an exchange of successful instructional strategies, plauning of in service programs, and
other related toplcs.




10.

Schools should frequently review their mathematics curricula to see that they meet the
needs of their students in preparing them for college mathematics. School districts
that have not conducted a curriculum analysis recently should do so now, primarily to
tdentify topic' in the curr:. ulum which could be either omited or de-emphasized, if
necessary, in order to provide suf 1ent time for the topics 1ncluded in the above
statement. We suggest that, for exa ,le, the following could be de-emphasized or
omitted if now in the curriculum:

a. logarithmic calculations that can better be handled by calculators or computers,
b. extensive solving cf triangles in tiigonometry,

c. proofs of superfluous or trivial theorems in geometry.

We recommend that algebraic concepts and skills be incorporated wherever pess.ble into

geometry and other courses heyond algebra to help students retain these concepts and
skills.

SOURCE:

The Mathematical Association of America and the National Council of Teachers of
Mathemacics. '"Recommendations for the Preparation of High School Students for
College Mathematics Courses.” Washington, DC: MAA, n.d., p. 4.
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APPENDIX C

National Council of Teachers of Mathematics "Recommendations
for School Mathematics of the 1980s'

The National Council of Teachers of Mathematics recommends that--
1. problem solving be the focus of school mathematics in the 1980s;
2. basic skills in mathematics be defined to encompass more than computational facility;

3. mathematics programs take full advantage of the power of calculators and computers at
all grade levels;

4. stringent standards of both effectiveness and efficiency be applied to the teaching of
mathematics;

5. the success of mathematics programs and student learning be evaluated by a wider range of
measures than conventional testing;

6. more mathematics study be required for all students and a flexible curriculum with a
greater range of options be designed to accommodate the diverse needs of the student
population;

7. mathematics teachers demand of themselves and their colleagues a high ievel of
professionalism; and

8. public support for mathematics instruction be raised to a level commensurate with the
importance of mathematical understanding to individuals and society.

SOURCE: The National Council of Teachers of Mathematics. An Agenda for Action: Recommendations
for Sehool Mathematics of the 1980s. Reston, VA: NCTM, 1980, p. 1. Copyrlght 1980 by
The National Council]l of Teachers of Mathematics, Reston, VA.
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APPENDIX D

"National Testing Movement': Basic Policy Statement, Resolutions on Education, Nationmal Associ-
ation for the Advancement of Colored People, 1979

whereas, the use of tests 1s escalating in our society and standardized tests 1n some in-
stances are proposed as the sole criteria for nonpromotion of students; and,

Whereas, state legislation autnorizing competency testing for high school students has
spread to 36 states and proposals are being discussed at the Federal level to rzquire a national
test for high school graduation; and,

Whereas, increased use of testing is being imposed with changes in the curriculum, 1n-
gervice teacher training or the effective use of diagnostic-prescriptive measures to assess
student needs; and,

Whereas, such untrammeled use of testing instruments is another way of biaming the student
victim;

Therefore, be it resolved, that the NAACP work for truth in testipg legislation at the
Federal level;

Be it also resolved, that the NAACP reaffirm its policy dem 1ding a moratoiinm cn standard-
ized testing wherever such tests have not been corrected for cultural bias; and,

Be it further resolved, that the NAACP adamantly oppose the use of testing results in an
adverse fashion and any movement geared to the use of scores on a national test as prerequisite
for high school graduation.

Be it also resolved, that we direct our units to request specific information from schools
re: coursges and programs including goals and cbjectives, planned activities and substance;
measures used for evaluation, expectations for student and teacher competencies and sample assign-
ments required for success in the course or program.

Be it finally resolved, that the national office develop a positive national strategy to
implement this reseclution.

SOURCE: National Association for the Advancement of Colored People. ''National Testing Movement."
Basic Policy Statement, Resolutions on Education. Washington, DC: NAACP, 1979,
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APPENDIX E

Operational Elements of "Puolic Interest Principles for the Design and Use of Admissions Testing
Programs,' Proposed by the College Board, Educational Testing Service, (raduate Management Admis-
sion Council, Graduate Record Examinations Board, and Law School Admission Council

The separately constituted and governed groups sponsoring testing programs may choose to im-
plement these principles in differeut ways. This probable diversity stems from differences in the
nature and purposes of the tests in the several programs and from the specifics of their structure
and operation. Examples of possible approaches include the following:

1. Each prospective examinee should be able to receive a full-length sample of each t-st,
similar to the one he or she will take, with the intended answers and with instructions
for self-administration and self-scoring.

2. For tests given o a sufficient number of students annually to support the cost, at least
one operational form of the test should be published periodically, in addition to the
regular sample. A specific schedule of publication should be designated for each program.

3. Non-technical information about the testing program should be furnished routinely to
test-takers, users, and the general public. It should include a description ¢f what each
test measures, the error of measurement, how the scores are intended to be used, and a
summary of the validity of the scores for the intended uses.

4. A technical publication should provide information on the same topics in sufficient depth
to permit professionals in the field to assess the evidence aud the accuracy of the non-
technical summary.

5. Studies of the use of the test by professionals othier than those in the sponsoring or
administering agency should be actively encouraged ard facilitated by provision of the
necessary Jata with safeguards for individual privacy. The results of those studies
should be published in regular journals and also incorporated in the technical and
non-technical publications.

6. The test sponsor should ensure that operational forms of the tests are independently
reviewed before they are given. The review should include the appropriateness of the
content of the test and in particular should seek to detect and remove potential racial,
cultural or sex bias or other influences extrinsic to the characteristics, skills or
knowledge to be measured. The review should also detormine that the operational form
is fairly represented by the sample test already distributed.

7. Test takers should have the right to question the accuracy of scoring, administrative
procedures, specific questions in a test, or allegations of irregularities in test
administrations. Current procedures to deal with this right should be reviewed and
modified 1f necessary to ensure a fair and prompt response.

We hope communication of these principles and operational guidelines leads to greater under-
standing and constructive dialogue about the important issues surrounding testing. We stand
ready to work with all interested groups in discussion of the policies and improvement of the
procedures under which testing programs are conducted.

SOURCE: Educational Testing Service. "Public Interest Principies for the Design and Use of
Admissions Testing Programs." Princeton, NJ: ETS, January 2, 1980, p. 3.
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