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FOREWORD

We recommend that schools, colleges, and smiversitic s
adopt more rigorous and measurable stardards . and
higher expectations. for academic perfermance and
student conduct, and that four-year colleges and wniver-
fn'h;i('.\' raise their requirements for admission. Tiis will
help students do their best educationally with challenge-
ing materials in an environment that suppoits leacning
and authentic accomplishment (National Commis -
Csion oL 1983, p. 27

This was the second recommendation of the Natenel
Commission on Excellence in Education as presented in
their report. A Nation at Risk: The dmiperative for Educe-
tional Reform. In making this reccommendation. the
Commission clearly articulated its belief in the interrelated
responsibility between clementary/secondary schools and
higher education in establishing standards and expectations
for students” academic peiformance.

This interrelationship can be traced throughout the
cyclical history of Z.merican education. Until the establish-
ment of u broad-based publicly-supported elementary and
secondary school system. colleges werc. in part. depen-
dent for their students upon private tutors or. primarily.
their college-run preparatory schools. Institutions there-
fore had direct control over the educationai development
of the students being admitted. With the rise of public high
schools. colleges increasingly lost that control and had to

" adapt to the educational backg\mpd of'the high school
graduates. As colleges became dissatisfied with high school
standards. they relied more heavily on standardized tests.
(e.g. Sciolastic Aptitude Tests and the American College
Tests) to screen their applicants. Reliance on these tests  *
allowed higher education institutions to regain some
control over acceptable applicant qualifications. The tests
also provided high schools with academic standards to use
in adjusting their own curricula. The turbulent 1960s
drastically influenced academic standards and expecta-
tions, and saw higher education institutions again lose their
control. With affirmative action and equal educational
opportunity accepted as part of the education mission.
rigorous admissions standards decreased. _

Three other conditions also contributed to the lowering
of academic performance. First was an experimentation
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with lcarning theory coupled with student demands for
more “socially relevant™ courses. Second was a combina-
tion of economic and social conditions. In particular, low
wages, lack of public support concerning discipline. and
heavier workloads contributed to a de-professionalizing of
clementary secondary teaching. As a consequeace, fewer
wp students entered the teaching profession at a time when
more gqualificd and dedicaied teachers were leaving. Third,
as the college-bound pool of students began to decrease.
many institutions lowered their admissions standards to
maintién student enroliments. ’

Socicty. through various study groups and national
COMMISSIONS. is NOW ¢Xpressing strong dissatisfaction with
the results of this trend. Increasingly there is a call for:

e Return to basic education,

e Increased use of competence-based standards to
justify high school graduation, and :

e Raising of college admissions standards.

These issues are skillfully addressed by Dr. Jean Preer. By
examining the issues of competency testing, standardized
testing. and new measures of achievement and competency
in college. Dr. Preer clearly identifies the Major issues,
responses. and consequences. This report will be im-
menscly useful as high schools. state. bourds of cducation,
and higher education institutions review their role in
raising our nation’s academic standards. r

Jonathan D. Fife

Dircctor and Scries Editor

ERIC Clearinghouse on Higher Education
The George Washington University
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Of Amgrican students for college seems to
on ncarly every front. In the past. a
went through high school into college-
cesstul completion of required courses
umbers of units. While high school grades
ywever, nationwids aptityde test scores
. A diploma no longer in'gt;ncd that the
juired the skills or masterad the subjects
with readiness for higher cducation. Even
ions were foreed to undertake remedial pro:
its il equipped to handle college-level work.
me, a diverse group of new students
higher’cducation without the traditional
tors of college success. Admissions
Iternative criteria by which to gauge a
lal. Legislators and educators faced an
iplex set of issues affecting new and
nis. low and high achicvers. basic and
Is.

> National Commission on Excullg nce i
forces of the Southern Regional Education
tieth Century Fund. and the Education
he States have reached a consensus
nagnitude of th= preblem and the need for
1. Specialists have reported the deteriora-
n at all levels in the humanities. foreign
ce, and mathematics and the inadequate
shortages of teachers in those areas.
quality and coherence is returning to
tion at the high school and college levels.
» which American education can respond
serformance of students nationwide, will
:urricular strategies, new measures of
new cooperation between schools,
inities, state legislatures. and the federal
icy makers have already begun to tackle
al issues:

and subjects are basic?
ools enhance and measure competeme’
onsible for setting higher standards?

basics may ipvolve new complexity rather
ty. Despite setbacks over the last two
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Returning to
the basics ma
involve new
complexity
raiher than
old simplicity.
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decades. American LdULdllon has made notable gains, .
especiallyin increasing the access of all studeats to hlghcr
cducation and in responding to the diverse needs these
students bring. Efforts to regain lost ground must also
guard against retreat in these arcas.

Sccondary schools aifl colleges current'y deL similar,
major questions. Despite the differences in student bodies
and institutional missiwns at the two ievels, efforts to
return to the basics yvill encounter common problems and
will require cooperative action.

4

What Skills and Subjects Are Basic? .
Efforts have begun in both high schools and in colleges to
idertify what skills and subject mastery are ¢ssential at
each level. Their methods have in common a return to
more rigorous and coherent course requirements. clearer
and morc specific performance standards. and additional
remcdial work for students falling behind.

At the high school level. these measures have taken the
form of minimum competence testing and stiffer course
rcquirements for gradu’dlion The movement to minimum
competence testing in the late 1970s was the first major
response tc the declining performance of American high
school students. Often initiated by state legislators rather
than by educators. minimum competence testing meant
established standards in basic skills. usually reading,
writing. and mathematics, necessary to function indepen-
dently as an adult. More than two-thirds of the states have
adopted some variation of competence \esting, either for
diagnostic or placement purposes or as a condition for
promotion or graduation. Most include remedial programs
to help students attain the required level of skills. The
trend is to establish levels of skills and to stagt competence
testing in the clementary grades.
~ Minimum competence testing may adversely aﬂ'ecl both
academically able and educationally disadvantaged stu-
dents. Education centered around basic skills may shost-
change students with high abilities. Testing as a condition
of graduation may deprive disproportionate numbers of
minority students of a high school diploma. In suits by
black students challenging such tests. implementation has
been delayed in previously segregated school systems. and
official®have been required to establish that the tests
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actually examine what is taught in schools. Nevertheless.,
when these conditions have been met. courts have upheld
the requirement for a test before graduation.

Competence testing is-oriented toward skills at a fairly
low level, often around 9th grade. Schools are also institut-
ing new subject-oriented requirements for graduation. The
trend is for local school districts to raise the number of
courses required in English. science. and mathematics.
The Advisory Panel on the Scholastic Aptitude Test Score
Dccline attributed some of the apparent drop to the prolif-
eration ot high school courses. relaxation in the number of
required courses, and dilution in course content. Schonl
districts and staie boards are already moving in what the
National Commission on Excel'cace in Education termed
the “five basics™: four years of English. three years each
of mathematics, science. and social studies. and one-half
year of computer science. Similarly. Project EQuality of
the College Board has formulated basic academic compe-
tencier and a basic academic curriculum detailing skills and
contént mastery for college-bound students. Tﬁcy are seen
as interdependent and fundamental aspects of preparation
for college. A number of state agencies and educational
institutions are already using Project EQuality in ‘setting
standards and revising curricula. ' .

How Do Schools Enhance and Measure Competence?

In an carlier era. the level of performance required by
minimum competence testing might have been sufficient.
but at a time when more than half of all high school gradu-
ates goon. to coliege. it is an unsatisfactory and anachro-
nistic geal. High schools must provide increasingly sophis-
ticated training for collcge-bound students. Traditionally
th= success of these students has beer: measured internally
by grade point average and class rank. It has been gauged
externally by scores on national standardized tests of
aptitude, such as those of the Educational Testing Service
and the American College Testing Program. Taken to-
gether, they provide the best predictor of a student sYikely
success daring the first year of coliege.

The limitations of all these measures have been ques-
tioned. particularly the fairness of standardized test scores
for minority youth. In the past. groups such as the NAACP
sought to correct cultural bias in the tests, to involve

o
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blacks in developing the tests, and to prevent the appro-
priate use of test scores. Recently, the NAACP has insti-
tuted a program to improve iow-income black students’
performance on the SAT and the ACT. Testing legislation
at the state level has had mixed results: test administra-
tions have been cut back. and the testing industry has
undertaken greater self-regulation. The Committee on
Ability Testing of the National Research Council has
opposed the regulation of testing at the federal level as his
the testing industry itself. |

Too many colleges continue to require students to take
standardized admiszions tests, although research shows
that only a few institutions rely on the results for.decisions
about admissions. Two-year colleges and nonselective
four-year colleges should examine their test requirements
and consider alternative methods of diagnostic and place-
ment testing after a student has enrolled. Admissions
officers at more selective institutions weigh a var ty of
factors. the most important being high school record. test
scores, and pattern of high school subjects.

Although the trend is for colleges to stiffen their admis-
sions requiremenis, many admissions officers, particularly
at the most selective institutions, often prefer flexible
admissions policies. Balancing stuffer requirements for
admission with flexible admissions policies will be a major
challenge of the 1980s. The use of inflexible cutoff scores
on standardized tests is widely criticized. The 1983 NCAA
Rule 48, which established an SAT/ACT cutoff score.
minimum gragle point average, and course requirements for
intercollegiate athletes, demonstrates the dangers of undue
rigidity for minority and low-income students. Even
selective private institutions. which profess to value
nonquantifiable personal qualities in evaluating applicants,
need to do a better job. Institutions should consider how
their admissions policies fit the school’s academic mission
and should provide better information to applicants on the
significance of different criteria for admission. Admissions
will increasingly be part of institutional development in the
1980s with targeted recruiting and a new emphasis on
attracting high-ability students. :

Some colleges are considering new methods of measur-
ing the competence of both applicants and students. They

13
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include the use of standardized achievement tests, now
taken by only a small number of the most able students, as
an alternative to aptitude tests. 1t is argued that this
practice would encourage students to take their high school
courses more scriously and schools to upgrade their
curricula in anticipation of subject-oriented examinations.
Colleges have also experimented with new course require-
ments. including foreign languages. for graduaticn. Some
have adopted competence-based curricula and instituted
competeace tests for admission to the upper division. The
trend to more coherent general education requirements or
to a core curriculum is another commonly reported re-
sponse at the college level. Some institutions have em-
ployed the value-added approach to measure the perfor-
mance of students and the effectiveness of programs. By
determining the progress of students over time, the value-
added approach provides a dynamic indicator of achieve-
ment that can be used with various types of assessment
instruments and at different types of institutions.

~ Who Is Responsible for Setting Higher Standards?

The return to quality and coherence in American education
must involve educators at the college. high school. and
elementary levels and policy makers in federal. state, and
local governments. Changes are already underway in each
sector. The federal government has scunded a call to
action. State boards of higher education are raising require-
ments for admission to state universities: school boards are
stiffening requirements for graduation from high school.
Often. however, the very autonomy of these separaie
sectors makes the realignment of siandards more difficult.

The interrelated nature of the various parts of the
education system is increasingly appreciated. If we are to
achieve what Jerome Bruner described as the spiral
curriculum, the links between programs, skills, and expec-
tations at cvery level will nave to be clarified and strength-
ened. Educators. legislators. and the public are newly
aware of the seriousness of the problems they jointly face.
A rc:urn to the basics—quality and coherence—will
require long-term adjustments in standards, preparation of
students and teachers. methods of assessment, and institu-
tional cooperation.

Returning 1o the Basics in Higher Education
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COMPETENCE TESTING

The trend toward minimum competence testing of the late
1970s nov. seems an established part of educational
assessment in American elementary and secondary
schoots. The legislation and programs implementing
minimuin standards for competence vary across the nation.
with what some call “dizzying diversity™ (Neill 1978, p.
41). The 1981 survey by the Educational Commission of
the States described minimum competence testing. either
for assessing students™ progress or as a requirement for
promotion or graduation, in 38 states (Pipho 1981). Despite
the varicty of standards. common characteristics can be
identified. They include mastery of basic. defined skills for
placement or for passage through the educational system.
frequentdesting of those skills, and the provision of
support services for students whose skills fall below the
minimum standard. Experience over the last five years has
demonstrated the complexities involved in “*returning to
the basics.” Educators and policy makers have struggled
to define what skills are basic. how those skills are to be
measured. and how schools are to use the results of
minimum compctence testing.

Proponents of minimum competence testing emphasize
the benefits of bringing all students up to a minimum level
of performance (Lerner 1981). Opponents warn against
minimum standards’ becoming maximum standards
(Wharton 1979). They caution against the adverse effects
of minimum standards on students with special needs—the
cducationally or ecconomically disadvantaged. those for
whom English s a second language. the handicapped—as
well as on students of outstarding academic ability. The
results of the first wave of L()mf)tanLC testing are just
being felt.

The impetus for minimum compelencc testing sets it
apart from other major educational innovations of the last
two decades. First, demands for change camenot from
educators and professionals but from IeglslatorsM
citizens groups (Pipho 1978). The continuing decline of
scores on national tests of scholastic aptitude was the most
visible indicator of trouble, although such tests as the SAT
and the ACT are not functional literacy tests but are meant
as predictors of success during the freshman year in
college. Along with the results of the National Assessment
of Educational Progress. the declining scores provided a
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rallying point for those who * anted to do somcething about
the current state of public education. The early involve-
ment of lawmakers rather than educators. however.
indicated the political potency of the issue. Second. the
movement has been a local grass roots phenomenon.
producing state laws and iocal standards rather than a
response to pressure from the federal goverument (Neill
1978, p. 42). The movement has been characterized by
innovation, experimentatio.~, and diversity, backed by

strong political support (Lerner 1981, p. 1064). Third. the

aims of efforts at minimum competence testing have been
as limited educationally as they have been widespread
geographically. It is an indication of the recent Uecline in
American education that massive public pressure and
legislative action have been mobilized to ensure that high
school graduates are functionally literate and in command
of fundamental life skills.

What Is Basic?

Even within a relatively homogeneous school population,
students have a wide range of educational and life experi-
ences. native ability. interests, and zspirations. Through-
out the 1960s. schools increasingly responded to the needs

The impetus
Jor minimum

of particular groups of students and gave greater autonomy COmpetence -
to students in choosing programs and courses. The trend to testing sels lt

minimum competence is an attempt to identify what skills
are needed by all stude:its to function effectively in soci-
ety—the lowest common denominator of survival skills.
They inclii : such skills as being responsible for routine
and persox. .+ affairs at home and at work, communicating
with other pe~rle, pursuing further formal or self-directed
education, getting and holding a job. and being a responsi-
ble citizen (American Friends 1979, p. 2). The Oregon
State Board of Education designed its competence-based
program and high school graduation requirements around
skills **to function in six life roles: individual, learner,
producer, citizen, consumer, and family member'" (Neill
1978, p. 43). Each of these areas embodies a variety of
skills and areas of knowledge.

Pressure for minimum competence testing has forced
school officials to fo.us on what is being taught and how
competence is measured. Underpinning this pressure is a

apart from
educational
innovations of
the last two
decades.

Returning 1o the Basics in Higher Education
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fairly general consensus that reading. math, and writing
skills are fundamental both to functioning in adult society
and in pursuing further education, either vocational or
academic. Lerner. for example, describes requirements for
functicnal literacy and numeracy not as arbitrary blocks to
progress but intrinsic necessities for most types of skilled
work in any advanced industrial society today (1981,

p. 1060). General agreement on the necc to return to the
threg Rs. however, does not make clear what degree of
mastery of each skill is sufficient or how traditional school
skills mesh with life or job skills {Pipho 1978, p. 586).

Minimum competence tests are criterion-referenced,
which means that the st dent’s performance is measured
by his mastery of certain skills or subject matter rather
than by comparison with the performance of other students
taking the same or comparable tests Commentators stress
the need for policy makers te consider in advance the
range of competencies and the variety of contexts .n which
they might be measured. Brickell posited five choice.:
hasic skills (such as rcading, writing, arithmetic), school
subjects (such as art, business, English), life areas (citizen-
ship. work. family). basic sl ills applied in school subjects,
and basic skills applied in life areas (1978, p. 589: Ameri-
can Friends 1979. p. 28). Deciding on one or another of
these choices has consequences for curricubvm and for
evaluation. The National Commission on E:xcellence in
Education, for example, stressed high standards for school
subjects but criticized such life skill courses as **bachelor
living™ (1983, p. 19).

Brickell also proposed a variety of schemes for measur-
ing competence. They include actual or simulated perfor-
mances. school projects, and traditional paper and pencil
tests (1978). While an actual or simulated performance
might be most appropriate for testing life skills, its use is
generally limited to individual classrooms. States and local
school districts almost universally choose paper and pencil
tests because they are cheap and easy to administer and
grade. As critics point out, the disadvantages of such tests
include their inability to predict future success and their
failure to measure personal qualities like energy, integrity,
or creativity.

The definition of minimum competence testing used at
hearings in 1980 sponsored by the National Institute of

17



O

ERIC

Aruitoxt provided by Eic:

Education (N1E) reflects possible variations in the focus
and use of tests:

Minimum competeney testing refers to programs
muandated by a state or loce! body which have the
Jollowing characteristics: (1) all or almost all sudents of
designated grades are required to tahe paper-and-pencil
tests designed to measare basic academic skills, life or
survival skills, or functional literacy: (2) a passing score
or standard for acceptable levels of sudent performance
has been established; and (3) 1est results mav be used to
certify students for grade promotion, graduation, or
diploma award: to classify students for or 1o place
students in remedial or other special services; to allocdte
compensatory funds to districts; to evaluate or to certify
schools or school districts; or 10 evaluate 1eachers
(Thurston and House 1981, p. 87).

Experience now suggests several decision points with
significant impact on the successful implementation of
minimum competence testing: the allocation of responsibil-
ity. frequency and appropriateness of tests, provision of
support services, gnd protection of special groups.

Local Input ;

The implementation of minimum competence testing has
broadly retained the traditional allocation of responsibili-
ties between state and local government (Haney and
Madaus 1978, p. 476; Whitla 1982, p. 30). Most commonly,
state officials set standards for students’ performance at
key transition points—for example, from 8th grade into
high school and at high school graduation. Local officials
retain control over curricular matters and decisions about
grade-to-grade promotions. California’s state legislature,
for example, required the adoption of proficiency standards
for reading, writing. and computation in effect for the
graduation of students in 1980 but left the adoption of
specific standards up to local school boards. The law’s
author, Gary K. Hart, a former high school teacher.
stressed the importance of school districts’ “'retaining local
ownership of the standard setting process™ (Hart 1978,

p- 593), Locally formulated standards ensure stronger
public support. tie what is tested more closely to what is

Returning to the Basics in Higher Education
-

13



O

ERIC

Aruitoxt provided by Eic:

taught. allow for diversity and flexibility. and ease the
reevaluation of goals. curricula. and remedial strategies.
The Calitornia law also provided that the State Board of
Education could supply performance indicators and
examples of minimum standards to assist local scheol
districts in formulating standards and test instruments
(Pipho 1981, p. 2).

Periodic Reassessment

Opponents of minimum competence tests w :n against
basing an important educational passage—graduation, for
example—on a single test score. The trend therefore is
toward more frequent and earlicr administration of tests.
California. which originally called for testing once between
grades 7 and 9 and twice between grades 10 and 11, added
a requirement for testing once between grades 4 and 6
(Hart 1978, p. 593: Pipho 1981, ». 2). In the District of
Columbia. students must complete 70 percenrt of required
proficiencies at the end of each semester, a policy now
being questioned by school officials (White 1983). In
general, the more serious the consequences for failing to
demonstrate the required basic skills, the more lead time is
necessary to publicize standards and bring students up to
par (Popham 1981. p. 90).

Appropriate Tests

To maximize the usefulness of minimum competence tests
for students and school systems, testing must be related
directly to the school district’s instructional program. The
minimally acceptabie score should be determined in a
systematic manner based on rescarch (Popham 1981. p. 90)
with careful advance planning. This method may require
pilot tests to determine how many students pass and a
determination of how many students a state or school
district could afford not to promote or graduate if remedial
programs failed (Brickell 1978, p. 591). Experience or
political pressure may dictate a reexamination of the
passing score. In Maryland, for example. officials began to
question a passing score of 80 on a state mathematics
proficiency exam when one-third of the students in Monat-
eomery County failed although the same group averaged in
the 78th percentile on the California Test of Basic Skills

10
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(Waish 1983). In Prince Georges County, ncarly three-
quarters of 9th graders failed (Wynter 1983b).

Support Services

Successful efforts to achieve minimum competence involve
teachers. students, and parents. Staff support and develop-
ment are essential. The program of measurement-driven.
instruction in Detroit, for example. included written
program manuals for teachers and audiocassettes describ-
ing the major competencies and instructional strategies,
workshops. and practice exercises (Popham and Rankin
1980). Even where teachers have been adequately trained
and adequate time allowed, some students will not demon-
strate the required mastery of basic skills. Unless remedial
programs are in place, repeated administrations of the test
may not improve a student's performance. Parents must
also be notified if their child is experiencing difficulties. In
some communities, handbooks have been prepared to help
parents understand the various types of tests and to
interpret what test scores mean (American Friends 1979:
D.C. Citizens 1978). Popular magacises are hiequently 2
source of information (Comer 1983).

While commentators and practitioners have thus identi-
fied a number of elements essential to a well-planned
program of competence testing, opponents have focused
on “'serious, unintended negative consequences associated
with the well-intentioned use™* of such progcams (Madaus
1981, p. 92). Ironically. they may affect both the most .
academically able as well as the most educationally disad-
vantaged students.

Dangers of a Single Standard

Although a major trend in education over recent decades
has been to recognize individual differences in capacity
and learning style, the minimum competence test iastitutes
a single standard of success, which for able students may
mean a diminution of quality. Courses aimed at the mini-
mum standard may neglect students who can do far more.
High schools need to prepare students who can not only
balance a checkbook but also reason and compute in highly
sophisticated ways (Bailey 1981). Teachers may focus on
repetition and drill to prepare students for the test at the
expense of other, more creative methods of learning the
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same material. A return to old standards need not mean a
return to old methods. The nising tide of mediocrity”
deplored by the National Commission on Exccilence in
Education (1983 p. 5) will not be stemmed by an Increase
in functional literacy alone.

The potential danger of overconcentration on basic skills
was suggested by an analysis of the results of the National
Assessment of Educational Progress released in carly 1983.
Some observers have likened the National Assessment to
the types and level of skills measured by minimum compe-
tence tests (Farr and Olshavsky 1980, pp. 528-29). The
study compared reading, math, and science scores regis-
tered by groups of 9-, 13-, and 17-year-olds during the
1970s. 1t found that low-achicving students, whose scores
fell in the bottom quarter. had made major gains, particu-
larly in reading, but that high-achicving students. with
scores in the top quarter, had lost ground, especially in
math and science. Although white students had higher
scores overall, black students in both high and low
achicvement groups had scored greater gains. Black low
achicvers scored significant gains in reading and math and
held their own in science. Experts who studied the results
attributed the gains te federally funded compensatory
cducation programs and to increased local emphasis on
basic skills. Noting the declining performance of high-
achieving students, however, they called for a reexamina-
tion of the back-to-basics philosophy. "Lower order, so-
called basic skills are not necessarily the building blocks
essential to acquiring higher order cognitive skills such as
problem-solving, analyzing. and synthesizing™” (Peterson
1983). Farr and Olshavsky agree. They concluded that
evidence from the National Assessment of Educationil
Progress shows a high level of basic literacy.

If a stute or school system wants to improve literacy
levels. it does not seem that greater emphasis is needed
on lower-level reading achievement. What is needed is
increased emphasis on higher level reading/thinking
skilly (1980, p. 530).

Using earlier data from the National Assessment, however,
Lerner found minimum competence testing justified by
unacceptably high levels of functional illiteracy and
semiilliteracy (1981).
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Misuse of Tests

As with standardized aptitude tests, the major problem
with nunimum competence testing is not the test itself but
how the results are used. Thus, the same test can be
harmtul or useful. The potential for harm must be mini-
mized with informed test makers, test takers, and test
users. Participants in the NIE debate on competence
testing agrecd at the outset that the results not be used to
allocate funds or cvaluate teachers (Thurston and House
1981, p. 87). The National Education Association has gome
on record against combining individual scores to evaluate
teachers’ performance. determine promotions, or compare
schools (1982, p. 51).

In states where failure to meet certain standards can
mean loss of a higk school diploma, handicapped and
learning disabled students may be unfairly affected
(Madaus 1981, p. 94). Commentators and practitioners are
increasingly sensitive to this issue (Higher Education
Daily 1982d), with the result that alternative standards are
being developed. Ir some states, laws governing minimum
competence testing provide specifically for handicapped
students. 1llinois law, for example. requires that minimum *
competence testing not be used to prohibit the graduation
of a handicapped student if failure is related to the handi-
capping condition (Pipho 1981, p. 5). Indiana law excludes
students whose dominant language is not English erants
discretionary participation to the mentally handicapped.
learning disabled, and emotionally disturbed, a..d requires
that handicapped students be tested in a manner appropri-
ate 1o their needs {Pipho 1981, p. 6). In contrast, North
Carolina requires that handicapped students take the state
competence test (Pipho 1981, p. 13).

The disproportionate adverse impact of minimum
competence testing on minority students has raised serious
questions of equity (NAACP 1983a). Test designers are
cautioned to guard-against cultural bias in test questions.
Detroit's program of measurement-driven instruction, for
example, involves a team of black test reviewers to detect
and eliminate items that might be biased against minority
or economically disadvantaged students (Popham and
Rankin 1980, p. 208). Opponents of testing, however, X
contend that such bias often creeps in undetected and that -
the test as a whole rather than individual items discrimi-
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nates against minority students. Minority observers point
to situations where the,phase-in period is too short o
comnensate for previously inadequate educational oppor-
tunitics (Down 1979: NAACP [983a, p. 1). Lewis distin-
guishes between competence-based education and mini-
mum competence testing. He contends that competence-
based education provides a way to structure educational
goals around outcomes, diagnosc individual needs, individ-
ualize instruction. and provide remedial help. In contrast,
minimum competence testing may lead to resegregation or
the maintenance of an inadequate status quo (Lewis 1979).
A major controversy surrounds the use of minimum
compztence tests as a ciiterion for receiving a high school
diploma. Both the NAACP and the National Education
Assaciation opposce such tests as a requirement for gradua-
tion (NAACP 19834, p. 1: NEA 1982, p. 51). In the case of
Debra P. v. Turlington, black students challenged Florida's
use of minimum competence testing as a condition of high
«chool graduation.* The suit promises to be an important
precedent for other states considering such a requirement.
Florida was the first state to require passage of a state-
wide functional literacy test as 2 requirement of high
school graduation (Fisher 1978; Glass 1978). The Educa-
tional Accountability Act, passed in 1976 and amended in
1978, requires completion of a minimum number of course
credits prescribed by local school boards, mastery of basic
skills, and demonstration of functional literacy. The law
provides that students who complete the credits but fail the
cxamination receive a certificate of completior: rather than
a high school diploma. It also requires periudic retesting
and locally developed programs of remediation. Although
statc education officials had been working on statewide
objectives for basic skills, trial testimony indicated the

_crucial role of the state legislature in redirecting this efiort

to functional objectives. Plaintiffs noted both the scanty
leg.siative language and the strict time limitations. The
State Board approved state minimum student performance
standards. drafted by the State Department of Education,
in April 1977. Results of the October 1977 testing were

* Debra P. v. Turlingion. 474 F. Supp. 244 (M.D. Fla. 1979); modified.
644 F. 2d 397 (5th Cir. i981); rehearing denied. 654 F. 2d 1079 (5th Cir.
1981). "
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announced in December 1977 so that students retaking the
test for the third time in April 1979 had only 13 months of
invtructional time in which to prepare.

Axs state officials had anticipated during development of
the test. the failure rate of black students was several times
that of white students. For purposes of scoring. the test
was divided into two parts—cemmunications (gcared to a
7th grade leveD and math (geared to an 8th grade level)—
with a 70 percent pas®ing score required on cach. A -
student passing one part did not have to retake it. On the
first administration. 36 percent of all students failed onc or
both parts, but 78 percent of black students failed one or
both parts compared 1o 25 percent of white students.
Further, 26 percent of black students failed communica-
tions compared:to 3 percent of whites, and 77 percent of
black students failed math compared to 24 percent of
whites. On subsequent administrations, the performance of
both blacks and whites improved., but black students still
failed at & disproportionately high rate.

Black students sought to enjoin the state of Florida and
its education commissioner from instituting the functional
literacy test as a condition of graduation from high school
In July 1979, a federal district court judge. citing the
vestigial effects of legally imposed segregation on black
students still in Florida schools, delayed for four years the
literacy test as a requirement to receive a high school
diploma (for a critical view of Judge Carr’s initial decision.
see Lerner 1980, pp. 144-47). In 1981, a federal circuit
court of appeals modified that ruling. The court looked not
only at the racially discriminalory impact of pr-vious
schooling but also at the relationship between what was
tested on the statewide examination and what was taught
in Florida schools. The court held that the use of the test
would be prohibited even beyond the four-year postpone-
ment “if the test is found to be invalid for the reason that it
tests matters outside the curriculum.” Such invalidity
would violate the Equal Protection Clause of the 14th
Amendment. In May 1983, Judge Carr upheld the validity_ o
of the test and ruled that Florida may deny high school
diplomas and grant only certificates of completion to
seniors failing to pass it. He also refused to delay imple-
mentation of his ruling while the case is again appealed. Of
the 1,300 students denied diplomas, two-thirds were black,
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although oniy one-fifth of Florida’s student population 18
black (Washinigton Post 1983¢).

The case of Debra P. v. Turlington focused on the end
point of a process beginning in the early grades. The
Educational Accountability Act provides for testing the
basic skills of all students in grades 3. 5, 8, and 11 with
promotion delayed until a student masters the requisite
skills. State officials set minimum standards for each grade
in reading. writing, and math. Local districts are responsi-
ble for establishing pupil progression programs compatible
with the standards. State funding for remedial programs
helps local districts bring students’ performance up to
minimum standards. Studenis, both black and white, now
entering Florida schools wiil take the functional literacy
test for high school graduation after years of exposure to
minimum; basic skills and practice with competence testing.
Experience has already shown that performance improves
on retesting. With sufficient lead time, clearly stated
standards, adequate diagnostic and remedial programs.
officials may expect the failure rate of both races to decline
and the performance levels of all students to rise.

In Georgia. a suit against a county school district raised
on the local level many of the issues that Debra P. v.
Turlington raised on the state level (Flygare 1981). Plain-
tiffs in Anderson v. Banks objected to the requirement that
graduating seniors score 9.0 in both reading and math on
the California Achicvement Test, a national norm-
referenced examination on which a 9.0 score indicates
achievement.at the level of the average beginning 9th
grader. Of 48 students who failed to score 9.0 in three
years of testing, 33 were black. Test results showed that
the average score rose and the number of students failing
each time dropped significantly. In a ruling similar to that
in the Florida case, a federal district judge held that the
diploma sanction could not be imposed until 1933, when
graduating students would not have been disadvantaged by
the district’s previously segrégated school system. The
court found that the lead time allowed and the remedial
courses provided were sufficient. Nevertheless, it‘held that

' the California test’could not be used unless district officials

could establish that the test items matched the curriculum
taught in Tattnail County schools. Presumably, for black
students in*states or school districts without a history of
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racial segregation but where black students failed compe-
tence tests in disproportionate numbers, this argument
- . might be sufficient to block the use of certain types of tests.
The experience to date with minimum competence
testing seems to confirm fundamental principles for the
successful implementation of any major educational
program or change. These principles include the impor-
tance of local inpt in planning and implementation,
adequate lead time and public information, periodic
evaluation, support services for staff and students, appro-
priate links between the pe,ceived problem and the prof-
fered solution. wnd sensitivity to the needs of special
students. The trend of recgnt court decisions is o uphold
diploma sanctions when protectiv-* measures for minority
students are in place.

[ ]
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PREPARING FOR COLLEGE

The goal of The movement toward minimum competence
testing—to increase the number and proportion of high
school graduates who are functionally literate—is worthy
but apparently anachronistic at a time when more than half
of all high school graduates go on to higher education. It is
one measure of decline that efforts to achieve 9th grade
competence in reading, math, and writing have stolen
center stage trom the goal of universal access to postsecon-
dary education. Just as many of the benefits of minimum
competence testing have been realized, so too have some
of its potential dangers. The application of a single mini-
mum standerd to a diverse high school population thicat-
ens the advanced skills of high achievers (Chroricle 1983f.
p. 13: National Commission 1983, p. 13: Peterson 1983;
Southern Regional Education Board 1982a, p. D). It
constitutes only one step in the long continuum of prepara-
tion from elementary school through college.

Educators, legislators, state and local officials, and the
public are increasingly aware of the connections between
clementary and secondary school programs and students’
performance in college. Preparation for college involves
effort¢ to determine what high school courses are neces-
sary for the college-bound student, what academic skills
are necessary to handle college-level work, and who is
responsible for defining, implementing, and funding
changes in requirements. Poor preparation is affecting
students of all levels of ability. Cooperative efforts are now
underway—but more are necessary—to improve prepara-
tory work at the high school level and to ea~e the transition
to college (Watkins 1983a).

Course Work :

Recent reports indiczte a renewed appreciation of the
relationship between curricula and acaderaic standards. In
a presentation to the College Board, Kirst outlined the
following trends:

® a serious decline in the frequency of students’ electing
more advanced courses

e reduced content and expectation in advanced courses

e weakened requirements for graduation

@ use of less challenging texts (1981, p. 5).

y3
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The National Commission on Excellence in Education
reported that secondary school curricula have lost coher-
encc and that they are “"homogenized, diluted. and diffused
to the point that they no longer have a central purpose™
(Chronicle 1983f, p. 12; National Commission 1983, p. 18).
Students have strayed from vocational and college prepara-
tory programs into a “general track,” with fewer students
taking more advanced. rigorous academic courses and
more students earning credits in health, physical educa-
tion, remedial training. and personal service and develop-
ment (Chronicle 1983f, p. 13; National Commission 1983,
p. 19). The commission found that in 13 states, require-
ments for graduation could be satisfied with more than 50
percent elective units. It has also become increasingly
difficult to gauge the academic rigor of a course. The
proliferation of courses offered in response to earlier
demands for “relevance™ transformed the educational
landscape, making it nearly impossible to compare offer-
ings at different schools (Kirst 1981, p. 17). Similarly. the
trend to higher grades has made it harder to compare
students on the basis of grade point average.

Writing in 1962 about the relationship between school
curricula and college, Otto Kraushaar envisioned a steady
improvement in precoli. ziate preparation. .

Suppose that within the next two decades good college
matriculants were to arrive equipped with ten years of
Sforeign language, with training in_@alhemali('s at least
through calculus, proficient in written and spoken
English, with a solid foundation in biological and

Recent reports

indicate a
renewed

appreciation
. of the

physical science. and a good general education in the I elations hlp
arts. What would the colleges make of this millenium?  hefween

(Menacker 1975, p. 50).

curricula and

Instead. colleges have iﬁcfeasingly assumed the burden of academic
remedial work to bring students up to college level (Fein- standards.

berg 1982a). Confronted with poorly trained students and
with diminishing resources to fulfill traditional institutional
missions, college officials are seeking to shift remedial
responsibilities back to the secondary schools (Southern
Regional Education Board 1982a).

College readiness can be gauged by the completion of
specified courses or the mastery of specific skills. Relying
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on the 1980 survey of state requirements for high school
diplomas, the National Commission on Excellence in
Education found that only eight states required that high
schools offer foreign language courses but none required
that students take them. Thirty-five states required only
one year of math; 36 required only one year of science
(Chronicle 1983f, p. 13; National Commission 1983, p. 20).
The National Association of Secondary School Principals
noted, however, that the trend was to greater concern for
students’ competence in a variety of subject areas as well
as basic skills (Parrish 1980).

The National Commission on Excellence in Education
called for strengthened state and local requirements for
high schiool graduation for all students. It described the
“five new basics’’ as the minimum foundation courset:
four years of English, three years of mdthen\alna three
years of science, three years of social studies,and one-half
year of computer science. It recommended two yem of
foreign language study for college-bound students and
urged that foreign language study begin at the clementary
school level (Chronicle 1983f, p. 14; National Commission
1983, p. 24). The President’s Commission on Foreign
1 .anguages and International Studies (1979) and the Twenti-
eth Century Fund (Chronicle 1983g) made similar recom-
mendations. The College Board's Project EQuality has
identified and described in detail six subject matter areas
deemed the basic academic curriculum. Complementing
the project's basic academic competencies, which tran-
scend particular discipiines, they include English, mathe-
matics, foreign or second language, history and social
science, natural science, and the performing arts (Chroni-
cle 1983i: College Board 1983, pp. 13-30; Watkins 1983e).

State and Local Action

Action on the part of both states and local school districts
is essential to the process of enhancing the quality of
preparation for higher education. Part of the difficulty
comes from joint responsibility and fragmented authority.
The role of states in setting requirements for graduation
from high school varies dramatically across the country. At
one end of the spectrum, a state may leave the matter
largely up to local school authorities. Michigan, for exam-
ple. does not even specify units for high schoo} graduation
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and requires only a single semester course in civics. In
such a system, school districts may rely on the standards
of school accrediting associations (Parrish 1980, p. 11). At
the other end of the spectrum, a state board may set
requirements for total units, course distribution for gradua-
tion, and different standards for state and locai diplomas.
In New York, the course distributions for a local and a
Regents diploma are the same, but a studert earning a
Regents diploma must complete 18 rather than 16 units and
must pass statewide Regents examinations in specified
subjects.

The trend at the state level is to more specific require-
ments for high school graduation covering not only course
distribution but also refining the types of courses that will
fulfill the requirements in various fields. Activities like
working on the school paper are returning to their status of
extracurricular activities. States are increasing the number
of units required for high school graduation and are differ-
entiating more sharply the graduation requirements for
students in college preparatory courses. In 1983, Virginia's
Superintendent of Public Instruction called for completion
of 22 units by college-bound students, including three years
of study in mathematics, science, and foreign language
(Southern Regional Education Board 1983, p. 3).

While state boards may set requirements for units or
distribution or establish standards for minimum perfor-

mance, local school districts retain major areas of authority.

In states like Michigan, nearly the entire responsibility for
setting standards falls at the local level. More frequently,
however, local officials establish higher standards than the
minimal ones set at the state level. In Maryland, for
example, the'state requires 20 units for graduation (Parrish
1980, p. 2), but county school boards may add to the
minimums in various subject areas. The Prince Georges
County Board of Education voted to require additional
math and social studies courses for a total of 14 units in
academic subjects (Wynter 1983a). Such changes are being
instituted not only to better prepare graduates for college
or the changing job market but also to force seniors back
into classrooms during their final year in high school.
Changes in course requirements may not necessarily
improve students’ performance. Menacker, for example,
argues that subjects in high school are not as accurate a
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predictor of success in college as high school grade point
average combined with scores on standardized tests.
“Specific subjects as factors of the predictive formula de
not improve accuracy’ (1975, p. 11). The College Board
renorts that students’ achievement scores in mathematics
continued to drop in the period from 1977 to 1981 even
though students reported taking additional high school
courses in mathematics and rhysical sciences (1982b, p. 7).
A student is unlikely to learn French or chemistry without
taking a French or chemistry class, however. The coinci-
dence of increasingly diffuse academic programs with
manifest indicator, of declines in all areas suggests the
n2ed to return coherence to requirements in secondary
schools.

The adequacy of preparation for college may be gauged
not only by completio: of requisite courses but also by
mastery of skills essential for college-level work. "Lists of
required courses or hours in English or mathematics offer
only a crude quantification of what colleges look for in the

. way of academic preparation. Beyond credit units there are

invisible expectations™ (College Board 1982a, p. 1). In
response to the decling in academic achievement among
high school students, the College Board has undertaken
Project EQuality to strengthen the quality of secondary
education and to ensure equality of opportunity for
postsecondary education for all students. The project is
significant for its long-term commitment—it is planned as a
10-year effort—and for combining the major aspects of
minority access and academic excellence. It has sought to
relate learning skills and subject mastery as interdependent
aspects of preparation for college.

As a first step. Project EQuality helped formulate the
“basic academic competencies.’ which are a functionally
organized description of what academic preparation for
college in the 1980s should be. They transcend particular
subject areas and are defined as “'developed abilities which
come from learning and intellectual discourse, related to
and interdependent with basic subject matter and without
which knowledge of other disciplines would be unattain-
able” (College Board 1981a, p. I; College Board 1983. pp.
7-10). These competencies include reading competencies,
writing competencies, speaking and listening competen-
cies. mathematical competencies. reasoning competencies,
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and studying competencies. They are bascd on discussions
with school and coliege teachers and administrators. State
education policy makers are being encouraged to consider
them when formulating standards for graduation from high
school and requirements for admission to college.

Early signs indicate a favorable reception by a variety of
groups. The competencies have been accepted or endorsed
in part by the American Federation of Teachers and the
state higher education office or education agency in Cali-
fornia, ldaho. Kentucky. and Tennessee. Elsewhere.
Project EQuality is providing a way for high schools and
colleges to work together to improve the academic prep-
aration of high school students (Watkins 1983¢. p. 14). In
California. public college and university professors
adopted competencies in English. math. and reading.
reflecting Project EQuality’s concerns. which they expect
of incoming students (College Board 1982b; McCurdy
1981). Endorsed by the academic senates of California’s
public institutions, the statement concludes that requiring
completion of academic courses in high school is not
sufficient preparation. It calls instead for ““clear communi-
cation of the nature of these requisite skills to all high
school juniors and seniors.”

The early success of Project EQuality is an important
reminder of the value of dialogue between parts of the
academic community. Consideration of the basic academic
competencies by professors. academic unions. governors.
legislators, school boards. school teachers. teachers
colleges. and businessmen may redirect efforts to allocate
blame for declining education indicators. In particular. a
return to quality and coherence in education will require .
cooperation between state and local officials and between
cotlege and high school teachers and administrators.

Institutional Cooperation

Cooperation between high schools and colleges will be one
of the most important developments in the 1980s. Paradox-
ically. relations between high schools and colleges deterio-
rated in both boom times and hard times for education. In
the early 1960s. when well-prepared graduates competed
for limited spaces at selective colleges. rapport broke
down between high school counselors and college admis-
sions personnel (Sjogren 1982a, p. 15). Rising standards for
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admission pressured developers of high school curricula to
offer the requisite courses in the ""basic five' subject areas.
In the 1970s. hdwever. colleges tended to relax their own
degree requirements while maintaining rigid entrance
stundards. High schools again responded. offering more
numerous. more diverse, and often less ri, Orous courses
and reducing requirements for foreign language study,
mathematics. and laboratary science courses (Casteen
1982: Macroff 1983, p. 2: Sjogren 1982a, p. 17). In each
case. changes in standards at the high school level were a
reaction to perceived changes at the college level rather
than the result of consultation and consideration between

¢ lucators or administrators from the two scctors. Left on
their own, many students failed to take courses that would
best prepare them to get the most ot of college. "'Inits
peculiar way. justice prevailed, with nstitutions of higher
cducation being forced to mount remedial courses for these
same students’ (Macroff 1983, p. 3).

The current reflection on students’ performance and
educational excellence is in some respects a rediscovery of
old verities. seen through the prism of experience of the
1970s. While internal standards of performance are becom-
ing more rigorous at both the high school and college
levels. lines -etween the two are becoming more flexible.
Both institutional and attitudinal barriers will neced to fall.

The hasic answer to both problems of evaluating the
preparation of high school graduates for college and
integrating secondary education experience with college
education lies in improved articulation between school
and college (Menacker 1975, p. 50).

The intensified interest in the American high school
(Watkins 1982b) is one indicator that links between institu-
tional levels are already being renewed. As part of the
work of the Carnegie Foundation for the Advancement of
Teaching on the American high school. Ernest L. Boyer
proposed principles on which to base cooperative efforts
between high schools and colleges:

® 1o agree that schools and colleges have common
problems
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@ to overcome the traditional pecking order in which
higher cducation acts and high schools react

3 to focus collaborative cfforts sharply

® to concentrate on action and not on bureaucracy « nd
budgets

® to recognize and reward participants in collaborative
projects (American Association for Higher Education
1981, pp. 1-3: Macroft 1983, pp. 1-6).

Other groups sceking to raise academic standards have
also stressed the need for cooperative planning and joint
action. The Task Force on Higher Education and the
schools of the Southern Regional Education Board (SREB)
recommended that states establish joint committees with
representatives from state boards of education and higher
cducation ""to consider concerted action to establish and
raise standards both for the high school curriculum and for
the general education Lomponenl of higher education™
(SREB Task Force 1981, p. 19).

Although interest has huen rencwed in wllahorauve
efforts to improve the quality of secondary school prepara-
tion for higher cducation, some such programs arc well
established. The National Commi~sion on Excellence in
Education acknowledged the existence of meritorious
schools and progranis but concluded that **. . . their very
distinction stands out against a vast mass shaped by
tensions and pressures that inhibit systematic academic
and vocational achievement for the majority of students™
(Chronicle 1983t p. 12; National Commission 1983, p. 14).
In a study for the Carnegie Feundation, on the other hand.
Maeroff reported on a number of successful projects
representing a “dramatic upsurge in collaboration Col-
leges and schools have come together to accomplish clear,
explicit goals. objectives that should be pursued by cvery
institution in every state™” (19¥3, p. vii).

Collaborativ. efforts to improve the quality of prepara-
tion for college and to cas> the transition between high
school and college work involve variations on three major
components of education: time, course content. and
institutional organization. Examples of each show ways in
which flexibility and innovation combined with high
academic standards may produce inajor advances.
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Time

While concern is widespread that time in school be in-
creased and used more efficiently. support is also growing
for breaking the academic lockstep from kindergarten to
grade 12 and on to higher education.

Placement and grouping of students, as well as promo-
tion and graduation policies, should be guided by the
academic progress of students and their instructional
needs. rather than by rigid adherence to age (Chronicle
1983f. p. 14: National Commission 1983, p. 30).

Similarly, the report for the Carnegie Foundation questions
the sanctity of the traditional four years in high school
followed by four years of college. Relaxed standards for .
required courses in some sta. s have already created a
vestigial senior year. The report urges that “*colleges and
schools . . . work together to overcome the tyranny of
time. Students should be free to move at their own pace,
more flexibly to make the transition from school to col-
lege ™ (Maeroff 1983, p. viii).

Some states have provided ways for students to graduate
from high school early. California, which pioneered the
“early-out” test in 1975, permits students aged 16 (or
younger if they have completed or are about to complete
10th grade) to leave school immediately upon passing a
state proficiency examination covering basic skills. They
include communications skills (reading, writing, and
language) and probiem-solving skills (arithmetic reasoning,
computation, interpretation of graphs and scales) (sec Neill
1978. pp. 49-50, for examples of typical items). The test
was developed by the California State Department of
Education. which drew on a variety of sources, including
the National Assessment of Educational Progress and
commercial standardized tests. The test takes four hours to
complete, and a passing scor is set at the average level of
a second semester California high school senior. It requires
short answers and an essay and involves little recall of
facts. Those who pass receive a certificate of proficiency.-
which is legally equivalent to a high school diploma, and
are eligible 1o enter the state’s college system, The certifi-
cate may not be substituted for a transcript of course work
or standardized test scores. however.

Since 1977. Florida has offered 16-year-olds the option
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of lzaving school before graduation (Neill 1978, p. 52). Its
program differs from California’s in several respects. The
test is the high school equivalency test. the GED (General
Education Development). covering reading, writing. math.
social studies. and science. It takes 10 hours to complete
and is geared to a 9th grade reading level. Students taking
the test must have their parents’ permission and must
discuss their carcer or academic plans with a school
official. Students who pass must leave school and may not
return. (In California, in contrast. a passing student nced
not leave high school. and those who do may return.)

The value of the carly-out system is the flexibility it
gives to students in designating their high school program
and the apparent financial savings to the state. The benefits
inter s of quality are not so clear. An able student may
fulfill the requirements but lack depth: high schools may be
tempted to pass above-average students on to state col-
leges and concentrate on getting low achievers through
minimum competence tests: state colleges may be ill
prepared to handle the academic. social. and psychological
needs of a younger clientele: 16-vear-olds who do not wish
to continue their education may have difficulty securing
cmployment. As a corollary. many states that initially
considered a test for leaving carly did not adopt one (Neilt
1978, p. 50).

Course content

An alternative to sending students to college at an carlier
age is incorporating college-level courses in the high school
curriculum. The venerability of the 30-year-old Advanced
Placement (AP) Program of the College Board is testimony
to the program's inherent worthiness as well as to a
possible lapse in the imaginative powers of high school/
college collaborators. From 1973 to 1981. a period now
seen as one of significant academic decline. the number of
students participating in the AP program increased 152
percent (Southern Regional Education Board 1982¢, p. 2).
Taught by high school teachers in high school settings.
students in AP courses are tested and scored by the
Educational Testing Service. Upon entering college, these
students may receive academic credit and/or a‘ulomalic
placement in a higher-level course on the basis of their AP
examination. In 1982, over 140,000 students at 5,525 high

. « . Support is
. . . growing
Jor breaking
the academic
lockstep from
kindergarten
to . .. higher
education.
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schools nationwide took AP examinations (Maeroff 1983,
p. I7).

Problems of access may affect able students as well as
academically disadvantaged ones. The Southern Regional
Education Board has expressed concern that southern
states have not participated in the AP grogram to the same
extent that the rest of the nation has. In 1981, only 17
percent of the high schools in SREB states participated in
the program. coripared to 22 percent nationally. Only
Maryland. South Carolina, and Virginia excceded the
national ratio. Furthermere, the region suffered a net loss
of AP students who went to colleges outside the region.
Maryland and Florida were particularly aifected by this
outward migration, while North Carolina showed substan-
tial gains (Southern Regional Education Board 1982¢. p. 4),
suggesting that institutions iike the University of Mary-
land. which are trying to attract outstanding students from
other states. should increase their efforts to retain out-
standing natives (Muscatine 1983).

Because college-level courses offered in high schools are -

by their very nature aimed at the most able students, they
are also subject to charges of elitism. Because of probicms
in the past with students “'tracked ™ along racial or eco-
nomic lines. schools that offer enriched or accelerated
courses or special academic high schools must safeguard
against unfairness in their procednres for selecting students
(Southern Regional Education Board '982a. p. 6). In some
schools. labeling students as "gifted and talented™ has
become a problem comparable to labeling them as handi-
capped or otherwise disadvantaged (Zibart 1983). Most
observers consider that the presence of an AP or gifted and
talented program in a school invigorates the entire curricd-
lum. Nevertheless, the dangers of tracking. inflexible
admissions to special programs, and labeling need to be
kept in mind.

Special opportunities for high school teachers provide
another means to improve the quality of academic prepara-
tion in high school. Project Advance. run by Syracuse
University. is heralded by virtually every reporter (Ameri-
can Association for Higher Education 1981, p. 6;: Maeroff
1983, pp. 20-21: National Commission 1982a. p. 2: South-
ern Regional Education Board 1982c. p. 1). The project
involves courses taught for college credit in 75 high schools
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in four states by teachers who participate in special
summer workshops and who use the same materials in
class as freshmen at Syracuse in comparabic introductory
courses. Syracuse gives credit to participating students
who later enroll {hcrc or sends a transcript to another
institution. Ninety-eight percent of the students participat-
ing attended college and achieved higher grades, completed
degrees, and pursued graduate studics at significantly »
higher rates than the national averages. Only a small
percentage (12 percent) completed requirements for a
degree in less than the usual time. An important aspect of
the project is the status conferred on participating faculty:
They are called “"adjunct instructors™ and receive tuition
benefits for courses at Syracuse (National Commission
1982a, p. 2). .
Programs conducted on college campuses for high school
. students are another popular variety of collaborative
“projects. The Accelerated High School Student Program at
the University of California at Berkeley is one example. a
High school seniors may take up to two courses per
quarter, up to ten academic credits. in the same classes
and according te the same standards as regularly enrolled
students (Maeroff 1983, p. 19). Accarding to the Ofirnegie
Council on Policy Studies in Higher Education, nearly 40
percent of the nation’s community colleges and 16 percent
of liberal arts colleges allow participution of high school
students in courses on campus. But much of this pariicipa-
tion is on «.: ad hoc basis with little coordination between
institutions as to class schedules or academic calendars.
Speaking at the symposium held in honor of the tenth
anniversary of the Fund for the Improvement of Postsec-
ondary Education, Stephen Horn urged that educators at
different institutions, high schools, community colleges,
and four-year colleges in the same geographic location
make a great effort to know each other as a first step
toward working together in a more organized way.*

Institutional organization
Some states and school districts are moving beyond
“enriched curricula and joint high school/college programs.

*Remarks al the public forum on “*Priorilies for Improvemenl.” Wash-
ingion, D.C.. 27 March 1983.
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New institutional models are providing alternatives to the
traditional high school and to the customary time se-
quence. Southern states in particular are moving to resi-
dential high schools for gifted students. For example. a
special school for math and science is located in North
Carolina. a residential school for gifted and talenied | Ith
and 12th grade students is located on the campus of
Northwestern State University in Louisiana, and aresi-
dential school for gifted students is proposed for Virginia
(Southern Regional Education Board 1982b. p. 5).
Integrated or time-condensed programs provide an
altcrnative to the typical high school organization. Both
Middle College of LaGuardia Community College in Loong
Island City and Matteo Ricci College in Seattle. Washing-
ton. were established in the mid-1970s to function as both
high school and college. Students can complete high schovl
requirements and earn concurrent credit for college work
(American Association for Higher Education 1981, p. 7:
Maeroff 1983, pp. 50-53). At Matteo Ricci. students enter
at grade ¢ and can complete a B.A. degree by grade 14.
Curriculum. intended to eliminatc duplication and fragmen-
tation. is composed of three-year integrated courses in

" composition. agsthétic development, unified science.

foreign language. mathematics. cultural studies. re;igious
development. humanistic inquiry, and psychophysical
development. According to the American College Testing
Program Comprehensive Outcomes Measurement Project
analysis (COMP), Matteo Ricci ents perform at levels
comparable to or higher thaz‘lf;:nd national control
groups (Maeroff 1983, pp. 46—48: National Commission
1982a. pp. 2-3). .

Middle College High School differs from the new state-
supported schools for gifted and talented students in its
appeal to a constituency of ethnic and @cademic diversity.
It provides an.important model for the academic prepara-
tion of minority students. Organizationally, Middle College
benefits from its ties to the New York City Board of
Education and the City College of New York. Its high
school-age students benefit from the proximity of the
community college and the motivational role of career
education supervisors. Eighty-five percent of Middle
College graduates go on to college (National Commission
1982a. p. 6).
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Some programs, such as Project CHAMP at the Univer-
sity of Wisconsin-Parkside, arc aimed specifically at
increasing the mouvauon of underprepared and minority
students. The staff of Projccl CHAMP encourage students

to take more challenging courses and to consider appropri-
ate carcer goals and postsecondary education. Summer
workshops combine motivational strategi@s with emphasis
on improving basic skills (Nationai Commission 1982a,

p. 5). Other programs have a particular academic empha-
sis. For example, the Sclect Program in Science and
Engineering of the City College of New York involves 480
10th graders from 16 New York City high schools in
Saturday morning programs ceniered around math and
laboratory sciences. High school teachers also participate
so that the momentum generated by the special program
can be sustained in regular classroom work (Maeroff 1983,
pp. 64-65: National Commission 1982a, p. 7).

These efforts coincide with the reSommendauons of the
Commission on the Higher Education of Minorities con-
cerning the precollegiate cducation of minorities:

-® that secondary school counselors and teachers en-
courage minority students to enroll in college prepara-
tory curricula and take courses in mathematics.
languages, naturai sciences, and social science:

® that secondary school teachers and administrators,
working in collaboration with faculty from nearby
colleges and universities, define intellectual competen-
cies crucial to effective performance in college and
develop tests to measure such competencies (Commis-
sion on the Higher Education of Minorities I982
. 25: Middleton 1982a, p. 10).

. In the same vein, Maeroft recommends that institutions
of higher education play a greater role in the elementary
and secondary preparation of disadvantagedsstudents.
Early intervention measures might include summer pro-
grams, work with parents, campus visits, and academic
advising (Maeroff 1983, p. xiii). In this area, as in others,
“sensitivity to the special needs of minority students can
inform our view of what must be done generally 10 im-
prove the responsiveness of schools and colléges to the
needs of all students.
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STANDARDIZED TESTING

The role of tests in the transition of siudents from high
school to college is highly visible but also widely misunder-
stood. In recent years, secondary schools, college admis-
sions personnel. cducation researchers. minority groups.
and taxpayers have all expressed concern about the use
~ and misusc of standardized aptitude and achievement tests.
Ironically, demands for minimum competence testing
nationwide have coincided with calls for greater scrutiny
and regulation of the testing industry and dess reliance on
test scores for decisions about admitting students to
college (Brandt 1980, p. 657: National Research Council
1982. p. 7). Some have argued that competence testing is
an inappropriate response to the decline in scholastic
“aptitude test scores (Farr and Qlshavsky 1980). Both Kinds
of tests are important “education indicators.” But they
i provide different information and suggest different con-
cerns in restoring academic excellence.

Competence Testing versus Standardized Testing
Minimum competence tests and standardized aptitude and
achicvement tests measure different skills at different
levels for different purposes. Competence tests evaluate
basic academic or survival skills to determine a student’s
ability to function in adult society. The standards. set
cither at the state or local level. constitute a lowest com-
_mon denominator for students’ performance. Competence
“tests are criterion-reference: the test is not meant to

compare one student with another. It measures whether a
student has mastered skills the school system is trying to
teach. States prescribing minimum levels for competence
testing generally have also formulated basic skills for each
grade level, which school systems are expected to incorpo-
rate in their curriculd. In legal challenges to minimum
competence tests. the link between what is covered by the
tests and what is actually taught in schools has become
crucial 10 court approval of conditioning promotion or
graduation on a passing score. The results of this type of
testing can be used for diagnostic purposes, to identify
particular weaknesses in a single student or to pinyoinl
arcas where instructional methods might be impraved.
Feedback can be used immediately to improve p;rformance.

. Standardized tests for college admissions are prepared

' by testing companies lik= the Educational Testing Service

2 . !
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or the American College ‘Testing Program rather than by
state or local educational personnel. They are designed to
_predict a student’s ability to perform successfully during
the first year of college. Standardized tests are adminis-
tered nationwide. They are norm-referenced rather than
criterion-referdnced: a student’s performance is measured
“against the performance of other students taking the same
test or comparable tests given in the past. Aptitude tests do
not measure a student's mastery of a given body of mate-
rial. Questions are not derived from any particular course
of study and coaching before the examination is supposed
to be of minimal value in raising scores. although this is a
matter of some debate (National Research Council 1982.
pp. 196-98). Test results are often used to identify trends or
to compare academic performance in different regions, of
different ethnic minorities, or of the whole nation over
time. They are generally not intended for diagnostic
purposes and provide little particular information on
deficient skills.

Achievement to Aptitude _
Nationally standardized tests. such as the Scholastic

Aptiltude Tt!:sl.l were milginally intendsdltg givedc?':legt;:s a Minimum
way to evaluate an applicant’s potential beyond the often

parochial or limited information available about his per- competence
formance in high school. To a significant degree, this tests and
rationale still applies. The large-number of high schools standardized
nationwide has traditionally made comparisons between - .

academic programs difficult. More recenily. problems of aptltude e e
inflated grades and proliferating courses have added new tests measure
complexities. Scores on standardized admissions tests are dl:ﬂ'erent skills
- the lingua franca of college applicants amid a babble of .

conflicting, confusing, and subjective indicators. at dﬁerent

The eatly history of educational testing indicates the link levelsfor

between aotitude, achievement, and precollegiate training. dl:ﬂ'erent

When only a small proportion of the population attended

college, prospective students sat for examinations prepared. purposes.

by the college they hoped to attend. Helen Keller, for

example, took examinations in German. French, English,

Greek and Roman history, Latin, Greek, geometry, and

algebra 10 qualify for admission to Radcliffe College in T T T
1900 (Keller 1902, pp. 82-88). As the number of public high

schools grew, the link between secondary preparation and
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collegiate requirements became attenuated. Students at a
distance from the East Coast had no way to sit for exami-
nations. promising candidates often lacked the traditional
classical training. and college officials had insufficient
information to evaluate unknown students from largely
unknown schools.

The College Entrance Examination Board was formed in
1900 in response to these changes. The introduction of
standard achievement tests provided a way to compare the -
academic preparation of students from many parts of the
country. A small group of eastern colleges required
applican.s to take the College Board examinations or
accepted them as a substitute for their own examinations.
Most colleges. however, continued to rely on high school
certification of applicants (National Research Council
1982, p. 92). As the number of qualified high school
graduates increased, some colleges were faced with more
qualified applicants than they could accept. Standard
aptitiude tests were introduced in 1926, signaling a further
break from reliance on a prescribed set of precollegiate
courses in favor of a more generalized display of verbal
and mathematical ability. The Scholastic Aptitude Test was
described as a test of a student's ability to learn rather than
of mastery of information already learned. Over the
following decade, the multiple choice aptitude test sup-
planted the essay-type achievement test as the instrument
used to evaluate students seeking admission to the more
selective eastern colleges (Resnick 1982, pp. 186-88). By
the early 1940s, two other modifications in the testing
program effectively established its present organization.
First, at the urging of some of its members, the College
Board administered the Scholastic Aptitude Test at loca-
tions across the country, thus-expanding the pool from
which promising students might be drawn. Second,
achievement tests were recast into an objective format,
eliminating for several decades the use of an essay exami-
nation as an admissions requirement (National Research
Council 1982, pp. 92-93).

Standardization

The Scholastic Aptitude Test introduced standardization of
several different sorts to admissions testing. Scores may be
compared to those of students who took the examination at
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the same time or who took other editions of the test in the
past:

The purpose of the siandardization process is to vield a
measurement containing as little as possible of what we
might call “irrelevant variance’ and bias and to vield
fair, objective scores on a scale with a common cur-
rency, one that will apply equaily to all students every-
where who take the test. Ultimately, the goal of stan-
dardization is to achieve comparability—from student to
student. from group to group, from one geographical
ared to anothe,, and from one point in time to another
(Angoff 1981, pp. 17-18).

Test designers seek to ensure that different versions of
the same test zre comparable. By a process known as
equating, psychometricians use statistical formulas to
convert raw scores to a scaled score. A scaled score
indicates a level of ability comparable to that represented
by the same scaled score earned by a different student on
another administration of the test. This process is meant to
eliminate inevitable variations of difficulty from form to
form on the same test. Scaled scores are not distributed on
a curve whereby the proportion of high, medium, and low
scores remains the same regardless of changes in the
quality of students’ performance. Grading on a curve
would eliminate the comparability of scores over time and
would make a student’s score dependent in an inequitable
way on the caliber of students tested at the same time
(Angoff 1981, p. 19).

Until recently. both the Scholastic Aptitude Test and the
American College Test Program examinations maintained
scaled scores by equating new forms of the tests to pre-
vious forms. The score scales of the verbal and mathemati-
cal parts of the Scholastic Aptitude Test were established
in 1941 with mean scores of 500 and standard deviations of
100 on a scale of 200 to 800. The score scales for the
American College Testing Program examinations were
established in 1959; they were based on the score system

. of the lowa Test of Educational Development from which it

evolved. The 25th, 50th, and 75th percentile ranks of high
school seniors in 1973 fell at 11, 16, and 20 on a scale of
1 to 36 (National Research Council i.382, p. 48). Although
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the ACT is more closely tied to traditional subject areas
(English. mathematics. social science. and natural science)
than the SAT. a student’s scores on the two tests tend to be
closely related. Some colleges accept cither score as part
of the student’s application (National Rescarch Council
1982 p. 185). Recently the average scores on both have
declined.

As a result of the disclosure of contents of the examina-
tions now required by New York State’s testing law, the
Educational Testing Service no longer maintains the
equating process. It has developed a process called **sec-
tion precquating’ to guarantee equivalence of scores by
statistical formulation. Experimental sections of the
Scholastic Aptitude Test. which will not count toward the
student’s score and will not be disclosed, will be equated
with other parts of the same test and used in a new form
the following year (Biemiller 1981c. p. 6).

Declining Scores

In considering possible causes for the extended decline in
average test scores, the Advisory Panel on the Scholastic
Aptitude Test Score Decline concluded that the test itself
had not become inherently harder or less relevant to
preceding training (Shane 1977). “The SAT score decline
does not result from changes in the test or in the methods
of scoring it”" (Advisory Panel 1977, p. 8). The panel
decided that shortening the test by one-half hour to include
the separately scored Test of Standard Written English had
not affected the scores. It reported technical analyses
indicating an upward drift of eight to 12 points in scores so
that the decline, as indicated by the scores, had probably
becn underestimated. The panel attributed the decline to a
varicty of factors. including less rigorous high school
curricula, lower standards, inflated grades. less qualified
teachers, and forces beyond the control of the schools’
(turbulent times, changes in family life, and vastly in-
creased amounts of time spent watching television) (Advi-
sory Panel 1977, pp. 44-48).

In their publications, testing organizations warn against
using standardized test scores as a broad measure of the
effectiveness of elementary and secondary education. Such
tests. they remind us, are specifically designed to predict a
student's likely performance, as indicated in academic
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grades, during the first year of college. Nevertheless, the
high visibility of the Scholastic Aptitude Test in particu-
lar—along with its built-in comparability over several
decades—makes it an important education indicator. The
National Commission on Excellence in Education, for
example, pointed to a virtually unbroken decline from 1962
to 1980 on the SATSs, declines on College Board achicve-
ment tests in such subjects as physics and English, and a
decline in the numbers and proportions of students demon-
strating superior achigvement on the SATs (Chronicle
1983f, p. 11). Similarly, other reports regarded falling test

primary symptom of the nation’s poor educa-
uonal health (Farrell 1983f, 1983g: Task Force 1983).

The overall declines are unmistakable. From 1967 to
1982, the average SAT verbal score dropped 40 points,
from 466 to 426, and the avcrage SAT math score dropped
25 points, from 492 to 467. Looking at an earlier 15-year
period, the advisory panel reported that, when standard
deviation was taken into account, the decline meant that
only one-third of the test takers in 1977 did as well as onc-
half the test takers in 1963 (1977, p. 5).

Nevertheless, it is important to brcak down recent
results further to ascertain hidden trends or harbingers of
change. The 1982 scores indicate a very slight improve-
ment over the 1981 scores (SAT verbal scores up two
points, SAT math scores up one point). The average total
score on the Test of Standard Written English rose from
42.2 10 42:3 between 1981 and 1982, the first time since the
test has been given. The average of scores on achievement
tests also rose, up fi/e poirits to 537, the highest since 1976
and 10 points above 1973 (College Board 1982c, p. 6).
Although these po .t gains are small compared to the size
of the declines, they are the first upward movement in
nearly two decades. Officials of the College Board greeted
them with ““cautions optimism that the rise may presage
the end of the long decline in scores’ (Biemiller 1982c, p. I).

Variations in Scores

The test performances of men and women vary. Of the

I million students who took the SAT in 1982, 52 percent
were women, a proportion that has steadily increased over
the last decade. The larger number of women taking the
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test may have affected average scores. In 1967, the average
SAT verbal score for women exceeded that for men by five
points (468 compared 1o 463). now the average for women
falls behind the score for men by 10 points (421 compared
o 431). From 1981 to 1982, however, the average SAT
verbal score for women rose three points, compared 1o one
point for men. On the SAT math portion, the average score
for men rose one point from 1981 to 1982, but the score for
women did not change. The gap between scores for men
and women on the SAT math portion has also grown
significantly, from 37 points in 1967 to 50 points in 1982,
Among the students in the top teath of their high school
classes, the gap is even greater: The average math score
for men exceeds that for women by 64 points (College
Board 1982¢, p. 3).

Concerns of Minorities

The performance of minority students on standardized
aptitude and achicvement tests continues 1o be an area of
concern and controversy. The Advisory Panel on the
Schelastic Aptitude Test Score Decline specifically exam-
ined allegations that the changing composition of the test-
taking population had caused scores to drop. The national
thrust to more universal access to higher education in the
mid-1960s meant that a cumulatively larger proportion of
students with relatively low grade point averages went on
1o college. In 1952, only one half the school age population
graduated from high school, and only one-quarter of those
went on to college. In 1970, three-quarters graduated from
high school, ard one-half of those went on to college
(Advisory Panel 1977, p. 13). Furthermore, less selective
colleges were requiring students to take standardized tests
for admission. Thus, test takers were no longer students
heading only to the lvy League but also to state universi-
ties and even open-admission community colleges.

The Advisory Panel concluded that the changing compo-
sition of the college-bound population had affected the
average test scores but for a more limited time and to a
lesser extent than assum’a/The panel proposed a “‘two-
decline"" theory that was supported by similar patterns in
the scores of other major’standardized tests, notably thOSe
of the American College Testing Program. -
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® Between 1963 and 1970, the largest part (between two-
thirds and three-quarters) of the SAT score decline
was identified with compositional changes in the mix
of the SAT test-taking group. both in terms of scoring
groups and in plans for going to college.

® Between about 1972 and 1977, comparatively little
(one-fifth to one-third) of the score decline could be
attributed to the changing composition of the test-
taking group (Advisory Panel 1977, p. 20).

In the latter period. declines were registered across the
board. among high and low achicvers, high and low
incomes, blacks and whites, students in public, private,
large. and small schools, in both academic and vocational

courses.
Although the overall downward trend was linked to _

many educational and societal factors affecting both white

and black students, the historical gap in test scores re- The

mained alarming. In view of the public interest in the issue.

the College Board in-1982 for the first time released an perfqrmqnce

analysis of the performance of racial and ethnic groups on of mmo"ﬂy

the Scholastic Aptitude Test (Biemiller 1982d; College students on

Board 1982c, pp. 7-8). Based on the class of 1981, 18.1 .

percent of which belonged to an ethnic minority, the Standardlzed

results showed over a 100-point gap between the scores of « « « £€SES

whites and those of blacks. On the SAT verbal portion, continues to

whites averaged 442, blacks 332; on the SAT math portion,

whites averaged 483, blacks 362. an area Of
But once again. the gross indicators must be considered ~ CORCErn and

in context. The College Board also issued for the first time controversy,

information on the median income and median years of

parental education of students taking the Scholastic

Aptitude Test. The figures confirm the link, often cited by

test opponents (Nairn 1980) between minority status,

income, and test scores. (Release of this type of break-

down had been resisted by test producers lest the statistics

be misinterpreted or used to obscure the significant number

of minority students who scored well.) For white students.

parents’ median income was $26,300, compared to $12,500

for blacks. Fathers and mothers of white students had

completed 14,2 and 13.4 years of schooling, respectively,

compared to 12.2 and 12.4 years completed by the fathers

and mothers, respectively, of black students. Upon publi-
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cation of the figures. George H. Hanford, president of the
College Board, expressed hope *that the data, to the clear
advantage of minority youth, will serve to illuminate the
extent and nature of the educational deficit this nation nust
overcome’ (Biemiller 1982d; Kurtz 1982a).

Shortly after issuing its analysis of minority perfor-
mance. which was generally announced in articles emphasiz-
ing the 100-point gap between white and black students,
the College Board released scores on the 1982 examina-
tion. They showed net only that the national averages were
up for the first time i - decades but also that much of the
increase could be att ibuted to strong showings by minority
students. Overall. the SAT verbal score rose two points,
but verbal scores of black students rose nine points; the
SAT math score rose one point, Fut math scores of black
students rose four points. 2=tween 1976 and 1982, the
scores of white students declined (451 to 444 on SAT
verbal, 493 to 483 on SAT math), while the scores of black
students gained (332 to 341 on SAT verbal, 354 t0 366 on
SAT math). with much of the increase coming recently
(Biemiller 1982¢:; Kurtz 1982b).

For many years, the disparity between white and black
students’ performance on standardizec aptitude tests used
for college admissions has been the object of analysis and
action. Major criticisms have focused on a variety of
issues:

® Culiurc! bias: Researchers have questioned the
existence of a standardized test of vocabulary when
there is no such thing as a standard vocabulary
(Hilliard 1979. 1980. 1982).

® Lack of participation by minorities: The NAACP has
called for a greater role for black psychometricians in
the design and construction of standardized tests
(1976, p. 20).

® Effects of previeus schooling: Less progress has been
made here. Minority students generally suffer from
inadequate secondary school preparation. Fewer
enroll in college preparatory coyrses. Court cases
involving minimum competence tests have taken into
accourt the effects of inadequate training on test
performance.




Recent evidence scems to indicate somc—albeit smaljl—
improvement in all these areas.

Changes

Organizations like the NAACP have recently developed a
new approach to standardized testing that focuses on
improving the performance of minority test takers rather
than on changing the nature of the test. In 1983, the
NAACP launched a program to provide inexpensive
coaching for low-income students preparing to take either
the SAT or ACT examinations. Designed by black psycho-
metricians in cooperation with the Educational Testing
Service, the project offers 14 three-hour coaching sessions:
the fee for the course is applied to the cost of registering to
take either test (Biemiller 1983b; NAACP 1983b). Project
organizers also plan an evaluation (o help determine what
factors influence black students’ nerformance. The benefi-
cial effects of coaching are not cl:ar (DerSim. "~p and
Laird 1983; National Research Council 1982, - '0-98,
200). although some studies indicate :hat low students
benefit most (NAACP 1983b, p. 5). It is known that a
student can raise his score 15 to 30 points simply by
re.aking a test so that ihe experience gained in test-taking
skills may prove useful. Additionally, because the costly
coaching courses are usually the province of students from
higher-income families, the NAACP program is another
Wway to tackle the economic aspects of the gap in scores
(Raspberry 1983a). It also inveclves parents. Parents are
expected to participate in an orientation session and to
agree that students wili attend all the sessions and com-
plete the assignments. The initial program is funded by a
grant from the New York Community Trust. The NAACP
hopes to attract additional financial support and to estab-
lish similar programs in areas with a large black population
and an active NAACP branch.

! The movement for testing legislation has also reflected a
concern for the effects of testing on minority students. As
early as 1974, the NAACP called for a moratorium on
standardized testing until tests were corrected for cultural
bias (NAACP 1976, pp. 2. 5: NAACP 1983a, p. 2). It also
recommended that the testing industry take steps to
improve its tests and the use of its tests by:
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e providing specitic data regarding predictive validity
(do they predict accurately what they promise?),
content. and prescriptive ability on various types of
standardized tests

e providing scparate validity cocfficients for cthnic
groups where standardized assessment results in the
disproportionate sorting of groups according to
cthnicity

® supporting an independent rescarch and development
corporation to identify problems of assessment
affecting minority groups

® abidipg by the principle of informed consent, by fully
describing test objectives and procedures

e making clear in all descriptive infoimation concerning
a test the specific uses for which the test is uesigned,
the specific limitations of the test instrument, and how
test results should be interpreted

e adopting a fair testing code covering test construction,
standardization, administration, use and interpreta-
tion. and rescarch (NAACP 1983a, pp. 5-6, 25-28).

The concerns of the NAACP dovetailed with those of
other powerful interests (Lerner 1980, pp. 121-23). The
National Education Association opposed the use in public
schools of standardized tests that were biased or used to
compare schools and teachers, as the sole criterion for

- graduation or promotion, or as the basis for pay raises or

promotions for teachers. It stated that his crically tests
have been used to differentiate rather tha  ™easure per-
formance and have prevented equal educativnal opportuni-
ties for all students, particularly minorities, lower socio-
economic groups. and women (NEA 1982, p. 51). As an
alternative to standardized norm-referenced tests, it favors
criterion-referenced tests carefully designed to test stu-
dents’ performance on developed curricula. It supports
testing laws that include provisions for test takers to
receive a copy of test questions, scores, and rationales for
correct answers. Fred Hargadon, of the College Board, ’
however. called the NEA's position “‘one more attempt to
make it difficult for the public to render independent
judgment on the efficacy of schools™ (1981a, p. 102).

The attack by Ralph Nader's associates on standardized
testing and on the Educational Testing Service in particular
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suw testing as a big business, students as unprotected
consumers, minoritics as disadvantaged victims, and the
American public 4s unwitting dupes in a massive educa-
tional fraud (Ficlds and Jacob-.on 1980). The vehemence
and comprehensiveness of the Nader group’s report called
public attention to the widespread use of tests in American
life and the potential for the misuse of tests (Nader and
Nairn 1980; Nairn et al. 1980). In particular. Nader's
associates objected to equating test scores with intelligence
and emphasized the correlation between a student’s

.performance on a standardized test and his family’s

income level. The report has been criticized on many
grounds (Lerner 1980), including its neglect of the distribu-
tion of students’ scores at all income levels and its over-
estimation of their influence (Brandt 1980, p. 655).

The testing law passed by New York State anticipated
some of Nader's concerns and recommendations. It
requires that a test producer file the contents of a test with
th= state commissioner of education within 30 days of the

“tes!’s administration and that questions and correct an-

swers as well as the student’s answers be disclosed to th
student upon request. In the short run, test makers feared
that disclosure would eliminate their ability to reuse test
questions and would force a cutback in the number of test
administrations. In fact, the number of administrations was
cut back (Scully 1979a), and some testing companies werc
forced out of business in the state altogether (Fitzgibbon
1981). Minority students have not sought test information
as much as hoped or expected, although the ease with
which they may do so has been shown to significantly

-affect the number requesting it. Researchers have benefited

from access 10 old tests in conducting research on the
effects of coaching (Powell and Steeclman 1983, p. 33).
The legislation has produced additional benefits. Al-
though the Educational Testing Service opposed New
York's law. it has been abfe 1o produce new tests and to
restore the number of administrations of aptitude tests
(Biemiller 1981c, p. 6). In April 1981, the College Board
decided that students nationwide. not merzely in regulated
states, could request copies of their own and official
answers on the Scholastic Aptitude Tests. This decision
followed an earlier one to disclose answers to the Prelimi-
nary Scholastic Aptitude Tests (PSATSs consist of questions
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from previous SATs) (Biemiller 1981b). In November 1981,
Gregory R. Anrig. the president of the Educational Testing
Service, proposed that testing organizations voluntarily
prepare and abide by a code of fair testing to further the
principle of openness in testing, seeing such a code as an
alternative to federal regulation that might entail undesir-
able bureaucratic intrusion (Biemiller 1981¢).

As part of its efforts at self-regulation, the Educational
Testing Service invited a committee of outside educators to
evaluate its compliance with its Standards for Quality “nd
Fairness. Chaired by former Commissioner of Education
Harold Howe 11, the committee concluded that the ETS
was doing a good job. It urged. however, greater efforts to
inform the public about standardized tests and to discour-
age the misusc of tests, particularly by colleges that set an
absolute cutoff score for admission (Biemiller 1982b).

For several sessions of Congress. Representative Ted
Weiss (D.-N.Y.) has proposed a federal educational testing
act, patterned after New York's law. The bill introduced in
1983 was identical to H.R. 1662 introduced in the 97th
Congréss in 1981, The testing agency would be required ta
submit information to the Secretary of Education and to
provide information to 4ch test taker, including:

® the purpose of the test

® the subject matter of the test and knowledge and skllls
being tested

® correlation of data on students’ grades and test scores

® carecr performance and test scores. margin of error

® tic ability of a test preparation course 1o improve

students’ scores

how scores will be reported

how background information on students will be

reported

students’ rights of privacy

how long students’ scores will be kept

time in which students will receive scores

comparison of students’ performance according to

major income groups

notice how a student may receive his own answers

and the official answers, and how he may appeal or

review his score.




The testing industry opposes such federa? legislation. as
does the Task Foree on Ability Testing of the National
Research Councit (National Research Con il 1982,

p. 200

Currently. handicapped students are raising issues about
the validity and administration of tests comparable to those
raised carlier by minority students. Similarly, the testing
industry is responding with concerns about high costs and
the lack of feasibility (Higher Education Daily 1982d:
National Research Council 1982, p. 232).

Despite progress on several fronts, problems remain.
The inordinate attention paid to the d-scovery of two
€rrors on recent aptituce tests and the subsequent readjust-
ment of scores obscure a more fundamental issue (Chroni-
cle 1981b; Jacobson 1981b, p. 1). The question remains
how standardized test scores are used and how they fit into
the admissions process as a whole,

:
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USING TESTS

Standardized test scores are the mosi highly visibte indica-
tor of education. They assume extra importance because
they are administered nationwide and at the key transition
point between high school and college. Ironically, the
demands for testing legislation by test opponents and
opposition to such laws by the testing industry may have
increased the public's perception that test scores dominate
the college admissions process. The debate has obscured
the degree to which test opponents and the testing industry
agree on the use of test scores:

® that college admissions personnel should not rely too
much on test scores in selecting students

® that college admissions personnel should consider a
variety of objective and subjective factors in making
decisions about admissions.

Receni reports demonstrate that generally (1) more
institutions require students to take standardized tests than
may be necessary, (2) even at sclective institutions stan-
dardized test scores are only one criterion among many used
in the admissions process. and (3) colleges need to articu-
late clearly their policy on admissions and how it fits with
the institution’s academic mission.

In recent years. the number and proportion of high
«chool graduates going on to col’ege has risen dramatically.
So has the number of students taking standardized tests for
college admissions. In 1978-79, almost 2 million SATs and
ACTs were given (with an unknown number of students
taking both). The American College Testing Program
estimates that about 90 percent of the nation’s 1,700 four-
vear undergraduate colleges require applicants to take
cither the SAT or the ACT (National Research Council
1982, p. 184). The national average of the scores of this
large group stands in sharp contrast to the enormous
diversity among the students themselves—in ability. in
previous training, in educational and career goals (National
Research Council 1982, p. 237). Over the last 20 years, as
the college-going population has expanded and diversified
so have the systems of education to which they apply. The
nuimber of possible combinations of students and colleges
has therefore increased geometrically, The number of




factors to be considered by both colleges and students has
also increased. This €hapter focuses on how institutional

+  diversity and student diversity tend to undermine over-
reliance on standardized test scores. And it considers
possible new torces that will affect the admissions process.

Institutional Diversity

In contrast to the single, all-important test score portrayed
by test opponents, representatives of the testing industry
emphasize the autonomy and diversity of American
institutions of higher education in their design of curricula,
admissions policies, and standards for hiring faculty
(Hargadon 1981a, p. 99). Practices followed in the admis-
sions process are diverse in several ways:

® [nstitutions use different criteria in different combina-
tions:

® ‘Institutions usc similar criteria but accord them
different significance (Hargadon 1981a, p. 100).

Which criteria are applied and what weight they are given
are affected by the type of institution and-the number and
quality of applicants.
A survey conducted in 1979 provided a comprehen-.ve -‘
picture of admissions policies and practices nationwide

(American Association/College Board 1980; Chronicle . . . more

1981a: Hargadon 1981b, pp. 1114-16).-The 1,463 respond-  » oy 42
ing institutions reported admissions practices falling into mstltyt:ons
three categories: require
. students to
® Open door: All who wish to attend are admitted ‘*-take

without review of conventional academic qualifica- .
tions, or any high school graduate or equivalent is standardized
admitted (34 percent of respondents). tests than may
® Selective: A majority of applicants who meet some
specific level of academic achievement or other be necessary o
qualification beyond high school graduation are * o e
admitted (56 percent).
® Competitive: Only a limited number of those appli-
cants who meet specified levels of academic achieve-
ment or other qualifications beyond high school
graduation are admitted (8 percent).
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Institutions of different sorts fell at different points along
this range of selectivity. While 34 percent of all responding
«chools were open door. 89 percent of the two-year public
colleges fell into this category. Seventy percent of four-
year public institutions had either an open door or selective
admissions policy. whereas 90 percent of four-year private
institutions had either a selective or competitive admis-
sions policy. Only 56 percent of all institutions reported a
selective policy. but at public and private four-year institu-
tions these figures were 70 percent and 77 percent, respec:
tively. These figures mean a huge arca exists in which
admissions personnel must consider and select among
applicants who meet or exceed some level of academic
qualification beyond high school. If test scores were the
only factor considered, the job could be done by computer,
saving endless hours of agonizing decisions (National
Public Radio 1981) and substantial amounts of staft sala-
ries. The question then is on what basis a particular
institution will decide to admit a particular student. 1t is
already known that a well-developed test may be a good
predictor of performance of people in the aggregate but a
poor predictor of the periormance of any particular indi-
vidual (National Research Council 1982, p. 237).

Colleges of all sorts compiled records. including the high
school transcript, evidence of high school graduation or its
equivalent, and standardized test scores. To a lesser
degree. schools called for letters of recommendation,
personal essays, autobiographies, or interviews. How this
information was used and the minimum standards re-
ported. however, varied with institutional needs and
ambitions. The minimum academic standards differed
between two-year and four-year colleges surveyed with
lesser differences between public and private institutions in
cach sector. But schools reported less variation in mini-
mmum academic standards than might be supposed. Al-
though many more four-year private institutions (58
percent) reported having a grade point average standard
than did two-year public institutions (6 percent), the
minimums themselves were very close: 2.0 and 1.9,
respectively. Similarly, the average percentile requirement
for high-school class rank was 39 for two-year public
colleges compared to 44 for four-year private ones. The
largest variation appeared in minimum scores on standard-
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ized tests. At two-year public colleges. the reported
minimums were 650 SAT combined score or 15.5 ACT
composite score: at four-year public institutions. they were
740 SAT and 16.2 ACT: and at four-year private institu-
tions, they were 754 SAT and 16.4 ACT (Chronicle 1981a).

The closeness of announced minimum standards means
thatadmé - officers at institutions that are **competi-
tive” or ., .tive” still retain a great deal of diseretion in
considering the various types of information provided by
an applicant. The study made a start at compiling empirical
evidence as to how institutions weigh and use test scores.
high school records. and supplementary information
(Hargadon 1981b, p. 11i4). The three most significant
considerations, according to the survey, were academic
performance in high school. scores on aptitude tests, and
the pattern of high school subjects.

® Acadcmic performance in high school was considered
the single most important factor or a very important
factor in admissions decisions by 84 percent of four-
year private institutions and 77 percent of four-year
public institutions,

® Scores on standardized aptitude tests were considered
the single most important factor or a very important
factor by 55 percent of four-year private institutions
and 63 percent of four-year public institutions.

® The pattern of high school subjects was considered
the single most important factor or a very important
factor by 38 percent of four-year private institutions
and 25 percent of four-year public institutions.

The other characteristics and credentials mentioned.
including interviews. essays. letters of recommendation.
declared major. and ability to pay tuition and fees. were
significant factors to varying degrees, but all fell far behind
high school record. test scores. and high school program.
To make the admissions brew even richer. each type of
institution reported offering admission to less qualified

- applicants from specific groups. including athletes, rela-

tives of alumni and faculty, racial or ethnic minorities,
disadvantaged or physically handicapped persons. students
with a particular talent. and older students.

Most colleges follow a three-part sorting process for
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considering applicants. The Committee on Ability Testing
described this breakdown as the presumptive-admit
category (for students with strong academic credentials),
the hold category (for students with less outstanding
records but with special qualifications reported in support-
ing materials). and the presumptive-deny category (for
students whose credentials appear weak) (National Re-
search Council 1982, p. 185). Willingham and Breland
dubbed these categories “likely,” “‘uncertain,’” and "‘un-
likely™ (1982, p. 5). The University of Maryland has a
group of preferred admits (applicants with high grade point
averages and high SAT scores), regular admits (a space-
available category for applicants who have lower scores
and grades but an unusual talent, including athletic ability),
and individual admits (a category for applicants who do not
meet the university's regular standards but who may
constitute up to 15 percent of the university's systemwide
enrollment). “"Threes™ dominate the admissions process at
Dartmouth College. Three yes votes by three admissions
officers mean acceptance, three no voles rejection. At a
round table where the bulk of applications are individually
discussed. an applicant may be put in one of three drawers
with increasing likelihood of acceptance (National Public
Radie 1981).

Iz this plethora of criteria, standardized test scores are
one among many and are not necessarily of primary
importance. The assumption that test scores exert power-
ful influence over the lives of millions of people is false.
Despite the vast changes in the number and kinds of
students applying to college. . . . almost all students who
apply for admission to college are admitted to some
institutions ; the tests actually keep few if any applicants
out of college altogether' (Harnett and Feldmesser 1980,
p. 3). And. contrary to another stereotype. most students
apply to only one or two institutions, and most institutions
admit most of the students who apply to them. Fewer than
10 percent of four-year institutions admit fewer than half
their applicants, while about one-third are virtually open
door (Harnett and Feldmesser 1980). The do-or-die role of
test scores described by test opponents appears to have a
limited applicability.

Selectivity can take various forms. It can refer to the
proportion of applicants chosen for admission or to the
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mean SAT scores of those students who enroll. And the
two need not coincide. Studies shew that even colleges
generally regarded as the most selective have a fairly high
acceptance rate. The selective institutions belonging to the
Consortium on the Financing of Higher Education (includ-
ing Stanford. Duke. MIT, and Williams), for example.
report overall a high percentage of acceptances (69 percent
of applicants admitted to at least onc of the institutions in
1973-74). An institution may admit a large proportion of
applicants but be *'selective™ as indicated by the academic
ability of its student body. Examples include large institu-
tions like the University of Chicago and small liberal arts
colleges like Reed College whose entering students have
higher mean SAT scores than those entering Stanford.
which admits a smaller proportion of applicants (Harnett
and Feldmesser 1980, p. 5). Further, the same institutions
that are most selective in either sense tend to be those that
emphasize the importance of flexib!s admissions criteria.

~ Many of these institutions routinely reject candidates with

high scores. For example, the 30 institutional members of
the consortium reported turning down 430 applicants with
SAT verbal scores between 750 and 800 while admitting in
the same year 5.531 applicants with verbal scores between
500 and 550 (Brandt 1980, p. 657). In their analysis of the
admissions decisions of nine selective colleges. however,
Willingham and Breland found less reliance on nonquanti-
fiable personal accomplishments than institutional policies
suggested (1982).

Sclf-selection is an important aspect of the admissions
process. At some institutions asking applicants to submit
SAT or ACT score:, the test requirement may have more
influence on whether a student applies than on whether the
school is likely to admit him. Some observers regard this
factor as a beneficial use of standardized test scores. Test
scores may help students gain a more realistic idea about
their potential for college success (Ebel 1982, p. 22) or may
encourage students to raise their educational sights (Brandt
1980, p. 657) or may confirm what students already know.
**. .. Many students make decisions about college long
before they see SAT scores. It's not as if SAT scores come
out of the dark. as if before the scores students don't know
how they are doing relative to other students®' (David Wise
quoted in Paul 1983, p. 23). This view coincides with the

Returning to the Basics in Higher Education

60

51



Q

ERIC

Aruitoxt provided by Eic:

fact that despite widespread grade inflation, the distribu-
tion of standardized test scores roughly follows class rank.
Test scores correlate dramatically with subsequent drop-
ping out. Scores are comparable between students who do
not attend college and those who attend but drop out
(Manski and Wise 1983). Sensitive and knowledgeable high
school counseling is essential to prevent low-scoring
students from deciding not to apply to college where
nonquantifiable factors. such as character, creativity,
persistence, or unusual talent, would make the student a
likely candidate for admission nonetheless. That statement
is true for students in general and for minority students in
particulai.

The clear thrust of recent reports and recommendations
is that institutions across the range of selectivity should
reconsider and clarify their use of standardized test scores
in the admissions process. It is particularly hard to justify a
required test score for admission to an open door institu-
tion. But such requirements exist, suggesting that schools
may be using test scores for inappropriate purposes—to
create an aura of selectivity for example—or for informa-
tion that could better be obtained in other ways. Because it
is known that a student’s high school record is the best
indicator of success in the first year of college. nonselec-
tive institutions can rely on the information about grade
point average or class rank they would ordinarily obtain.
Furthermore, standardized aptitude tests are not designed
tfor diagnostic purposes so that questions about remedial
work or class placement might better be answered by tests
created for that purpose administered after the student has
enrolled. Additionally, a requirement that an applicant take
a standardized test for admission to an open door college
falls most heavily on the very-lew-income students best
served by such an institution. Harnett and Feldmesser
urged that more research be done on the actual and
claimed uses of standardized tests because so many
schoo!s require them but so few rely on them (1980, p. 6).
The Committee on Ability Testing of the National Research
Council went a step further in its conclusions on admission
to undergraduate institutions:

Despite the lack of selectivity in many colleges. the vast
majority of them continue to require applicants to
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submit SAT or ACT scores. To the extent that scores are
not used. students who are not planning to apply to
selective schools are incurring unnecessary expense and
inconvenience. There is also danger that students with
poor or mediocre test scores may be discouraged from
applying even to nonselective institutions in the mistaken
belief thut their chances of being admitted are small
(National Research Council 1982, pp. 198-99).

The committee recommended that college admissions
officers examine their policies on testing and determine the
usefulness of requiring applicants to take admissions tests
(Biemiller 1982a; National Research Council 1982, p. 201).
At least one state has considered and rejected a proposal to
reduce the number of students having to take standardized
tests for admission to its public universities. The lowa
Board of Regents in 1981 voted down a plan whereby only
students in the bottom half of their class would be required
to take the SAT or ACT, although the state has to admit
any graduate in the top half of his class regardless of test
scores (Biemiller 1981a).

Student Diversity

Selective institsitions have also been urged to reconsider
their admissions policies. These colleges are expected to
be most adversely affected by economic retrenchment and
by projected declining enrollments. Fuller consideration of
applicants’ personal qualities, such as leadership and
creativity, 1s more a goal than a reality in current practice
among selective colleges (Jacobson 1982a; Willingham and
Breland 1982). By measurirg a residual selection rate (a
school’s actual selection rate for a particular type of
student minus the selection rate expected on the basis of
high school rank and test scores alone), Willingham and
Breland found that:

® Personal qualities played a greater role in decisions .
about admissions at the more selective of the institu-
tions studied;
® Minority group status had the largest residual effect in
decisions;
® Institutional affiliation (as for children of alumni) also
had a positive effect, although economic or social
standing did not;
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e Noteworthy extracurricular accomplishments during
high school affected the selection of relatively few
applicants (1982).

Distinguishing between applicants whose admission was
initially judged likely/uncertain/unlikely. they found that
background characteristics (alumni ties or minority status)
resulted in preference for unlikely or uncertain admits.
Personal achievements (such as demonstrated leadership
qualities - ~d qutstanding references) more often deter-
mined choices between applicants with otherwise similar
academic credentials.

Opponents of standardized admissions tests have rightly
observed that such tests do not measure nonquantifiable
traits like creativity, persistence, personality, or special
talents. The testing industry has emphasized the limited
information provided by test scores and their usefulness in
predicting only first-year success in college. The Wil-
lingham and Breland study confirms the need to use both
types of indicators in college admissions. A student’s high
school record remains the best predictor of early success in
college; when coupled with test scores, the predictive
value is enhanced. Persistence to the sophomore year,
however, was found to be targely unrelated to any pre-
admission measure, a finding confirmed by the ACT
College Outcome Measures Project study (Forrest 1982,

p. 25), while “'personal achicvements measures were neither
a useful substitute for nor a supplement to rank and test
scores in predicting grades™ (Willingham and Breland

1982, p. 7). )

Institutions of all sorts must be more explicit about what
criteria they are using to make decisions about admissions.
For selective institutions, doing so involves determining
how much weight particular characteristics and types of
achievements should have in the admissions process. This
step is essential for internal operations, but it is also
important for public understanding as well. The extent to
which the role of standardized test scores is misunderstood
reveals part of the problem.

When people stop thinking of tests as panaceas or using
them as scapegoats. when they understand that testing
is a useful. but limited, means of estimating one of the
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characteristics of interests in selecting or assessing
people_ i.e.. ability or tulent. then a good part of the
conflict ubout testing will be alleviated (National Re-
scarch Council 1982, p. 208).

A close scrutiny of institutional interests and practice may
reveal that some test requirements are unnecessary—
indeed counterproductive.

Public information about the process is also essential.
Some have suggested that individual institutions adopt
policies comparable to the “truth-in-testing™ disclosures
now madc by the testing industry. Explicit statements
about admissions criteria in packets sei to potential
applicants may demystify the role of standardized test
scores (Dixon 1981, p. 70). It may also reduce some of the
tension involved in the admissions provcess (Sacks 1978,

P. 9. The Committee on Ability Testing recommended that
college admissions officers inform applicants how test
scores and other sources of information are used in making
decisions. Students should know if tests are optional to be
able to decide whether to take them (National Research
Council 1982, p. 201). Statements on the importance of
personal qualities and achievements may encourage a
student with somewhat lower scores to apply.

Every admissions officer can point to students who were
accepted despite poor quantitative indicators and who
succeeded academically nevertheless (Brandt 1980, p. 656
Wickenden 1980). Both colleges and their potential stu-
.dents would benefit from further analysis of which factors
made the difference in the initial decision about admission
and in the student's college career. Higher education is at a
turning point:

Colleges thus appear to be entering an era in admissions
characterized by a less exclusive emphasis on academic
comperence and a more balanced concern with aca-
demic standards and the wide range of personal quali-
ties relevant to recruitment as well as selection (Wil-
lingham and Breland 1982, p. 3).

What the Committec or Ability Testing sbserved con-
cerning minority students  true for the admissions
process generally: *hat fine distinctions based on numerical
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predictors is a misuse of tests (see also Lerner 1980): that
decisions about admissions must be made case by case:
that the goal should be a delicate balance between “sclect-
ing applicants who are likely to succeed in the program.

_recognizing excellence, and . . . increasing the pres-
ence of identifiable underrepresented subpopulations™
{National Rescarch Council 1982 p. 196).

New Issues and ldeas Affecting Admissions

New issues in admissions will center around the positive
aspects of institutional development and the negative
factors associated with declining enrollments and shrinking
funds. Neither the limits of the potential student population
nor the ingenuity of educational policy makers has becen
reached. Responses to changing conditions may prove
beneficial. and lessons learned from experience in increas-
ing minority participation may prove gencerally applicable.

New participants in the admissions process

High school admissions counselors and college faculty are
among those recently suggested as part of the admissions
tcam. Menacker, for example, urging better cooperation
between high schools and colleges, recommended consul-
tations between the college admissions officer and the high
school guidance counselor. Such consultation would
combine. on a decision about a particular admission.
detailed knowledge of the college's requirements and in-
depth familiarity with a student’s overall record (1975,

p. 52). Ebel recommended that students themselves
participate in the process. an interesting proposal that
would require institutions to compile and make available
important background information.

Instead of imposing a decision, the admissions officer
may simply recommend it, leaving the applicant free to
accept or reject the reccommendation. Apprised of the
information on which the recommendation was based
and of the implications of that information on probable
success in the program, most applicants are likely to
concur. If they do not, they assume the burden of
proving by their achievement that admission was war-
ranted (1982, p. 23).
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Ebel argued that this methad would recognize at the ontset
the student’s own responsibility for his education and
would reward effort as well as aptitude.

Faculty are also being involved in the admissions
process (Perry 1982). Some institutions have tied increases
in salary to student enrollments in an effort to mobilize
faculty in recruiting. Where some departments or programs
are struggling for survival or where faculty positions are
Jeopardized by declining enrollments, the use of faculty in
recruitment may involve risks (undue pressure or unfair
inducement to enroll, for example) as well as benefits.
Thus, faculty participation should involve appropriate
truining and supervision. Some institutions have found
faculty members ill suited to this work (Menacker 1975,

p. 184). Institutions secking to attract outstanding high
schovol students are also using faculty and administrators in
recruitment (Hook 1983b: Hymowitz 1983; Zigli 1983). A
recent development is to grant scholarships on the basis of
ability to academically talented applicants regardless of
their financial need. Public institutions may waive tuition
to attract able students (Washington Post 19821). Outstand-
ing scholars and deans are used to demonstrate the instutu-
tion’s excellence and its personal interest in the future
student.

Admissions and institutional development

This new role tor faculty and administrators in admissions
is part of a larger trend to relate a school's admissions
policy to its institutional mission. In the developmental
model proposed by Willingham and Breland. the recruit-
ment, selection, and retention of students are part of a
single process that defines both the student body and the
institution’s character (1982, p. 184). This method requires
more specificity than merely going after the “"best™ stu-

dents. An institution must articulate its academic mission. .

define institutional programs that will advance that mis-
sion, and describe with_some. specificity what type of
students might benefit from and contribute to such an
ende~vor. Willingham and Breland see the use of personal
qualities as a bacis for targeted recruiting, but the essential
matter is the institution’s awareness of its own goals.
Institutions like the University of Maryland. which is
working to join the ranks of the nation's top 10 public
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univensities, see the quality of their student bodies asa
measure of academic excellénce (Muscatine 1983). So far,
howéver, Maryland is concentrating on @ *antifiable
achicvements with a new policy of waiving tuition for
students with a combined SAT score of 1.000. a Test of
Standard Written English score of 50. and a high school
grade point average of 3.0 (Washington Post 1983f).
Developing better programs and attracting better students
become interrelated parts of the overall process of institu-
tional development.
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NEW MEASURES OF ACHIEVEMENT

Colleges are instituting stitfer course requirements for
admission and are considering the use of standardized
achievem:nt test scores as new measures of precollegiate
academic preparation. More explicit course requircments
suggest a new clement of rigidity, while the use of achieve-
ment scores suggests a somewhat more flexible alternative
to the traditionally required aptitude tésts, Yet the two
mcasures have in common:

® the need for a clearer picture of what students have
actually studied and learned in high school:

® the hope that such a change will force high schools to
overhaul their curricula and offer more demanding
subjects.

The rationale for both is clear—that past achievement is
the best predictor of future performance.

Courses Required for Admission

The National Commission on Excellence in Education
strongly advocated that colleges and universities raise their
admissions standards just as it urged that school boards
and state legislatures strengthen requirements for gradua-
tion from high school:

Four-vear colleges and universities should raise their
admissions requirements and advise all potential appli-
cants of the standards for admission in 1erms of specific
courses required, performance in these areas. and levels
of achievement on standardized achievement tests in
cach of the five basics (English, mathematics, science,
social studies, and compurer science) and. where
applicable. foreign languages (Chronicle 1983f. p. 14:
National Commission 1953 p. 27).

In an appearance at the University of Maryland. Secre-
tary of Education Terrel H. Bell urged that institution to
stiffen its entrance requirements for undergraduates
(Muscatine 1983). Biit as some observers have noted. the
trend to higher entrance requirements. including those at
the University of Maryland. preceded the commission’s
support of such a move (Scully 1983). As of spring 1982, 27
state universities had increased their admissions require-
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ments or had them under review. In 13 states. they in-
cluded course requirements (Thomson 1982).

In addition to requiring higher test scores and high
school grades. colleges and universities are expanding the
number and type of courses they expect prospective
Jtudents to take i1 high school. Reasons for the change
include the needs (o limit enrollment, to raise the level of
preparcdness of incoming freshmen. to reduce the amount
of remedial work necessary at the college level, and to
encourage sccondary schools to improve their college
preparatory courses. 1t should be recalled. however, that
rigidity does not guarantee quality. Both Mcnacker and the
Committee on Ability Testing registered a caveat concern-
ing course requirements. noting that the Eight-Year Study.
conducted during the 1930s. demonstrated that the quality
of performance in any high school subject was a better
predictor of performance than the particular courses taken
(Mcnacker 1975, pp. 70=71: National Rescarch Council
1982, vol. 2. p. 186). Nevertheless, the trend to stiffer and
more specific course requirements is clear.

Foilowing the 1981 recommendations of the Advisory
Commission on Articulation between Sccondary Educa-
tion and College. Ohio State University grants uncondi-
tional admission only to students completing a college
preparatory curriculum that includes ! least tour units of
Englich and three units cach of mathematies, science.
social science. and a foreign kinguage (Higher Education
Daily 1982a: Scully 1981b, p. 13 Southern Regional
t-ducation Board 1982a. p. 6).

In California. state cclleges and universities are intro-
ducing new course requirements. In fall 1984, freshmen
entering the California state university system will have to
have taken four years of English and two of mathematics.
At the University of California, incoming students will
nced 15 rather than 11 high school units in academic

* subjects. including English. mathematics, laboratory

sciences. foreign languages. histors . social sciences. and
finc arts (Scully 1981b).

Similarly. state colleges and the state university in
Marviand are stiffening their course requirements to
include 12 college preparatory courses. including four in
English. two in laboratory sciences, and three cach in the
social sciences and mathematics (Chronicle 1982b: Fein-
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berg 1983, The Univeraity of Many fand. which in the past
did not speeity any high school couises. will work with
locil school administrators to designate which courses
meet university requirements. Said one member of the
state Board of Regents, We're trying to put pressure
downward (on the high schools) so there will be a better
educational system for all. Thisis i v ehicie to get aquality
stadent body ™ (Feinberg 1982¢). 1talso set new standards
requiring a high school average of Cand a combined SAT
score of 650 but retanined its rule permitting that 15 percent
ot cach treshman class be admitted without meceting
minimum requirements. The Southern Regional Edircation
Board. which recommended cooperative action to raise
admissions requirements. noted:

bnthe gencral climate of campetition for students it will

he duttrcudt 1o gain adherence to higher standards by —
voltowary action of individual colleges. Recent adction in

Marvland 1o raise admission requirements at each . .. colleges

public institution simudtancousiy is an example of

needed coordination 1o prevent the sacrifice of standards * * ° are.
(SREB Task Force 1981, p_ I8). expanding the
number and

As noted ¢arlier. Maryland has also approved the waiver of
tuition for students meeting certain academic require- type Of courses
ments, not to exceed 1.5 pereent of tull-time enrollment they expect
(Hl'u.\ K/ll‘nyhl)gxl;u.\rl] I‘)‘Kfﬂ'). / Board of R . . . . Students

n May 3. the Massachusetts Board of Regents ot . .
Higher Education adopted new admission standards for to take in hlgh
four-year state colleges and universities. incfuding u sliding SChOOl.
scale for high scheol class rank and standardized test
scores. Hovoted 1o require applicants in 1987 to have com-
pleted 16 college preparatory courses (Chronicle 1983h).

Scveral steps must be taken along with such changes to
ensure effective and equitable implementation:

e adequate lead time so that students may complete the
courses reguired

e adequate information so that all students wilt know
what 1s required

® adequate counseling so that minority students will not
be adversely attected by the new requirements

e coopcration between university officials and local
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~chool personnel. preferably betore the final adoption
ot new standards.

Ihe trend toward stiffer admissions requirements also
appears to be atfecting the traditionally “open door™
community cotleges. Most two-year colleges are instituting
more rigorous standards for obtaining associate degrees.
But some are sceking to improve students” skills before
cnrollment. In New Jersey, Essex Community College and
Passaic County Community College have established
standurds requiring demonstrated math and reading skills
at about the 8th grade level, New Jeriey requires all
institutions of higher education to place students who do
not achieve a4 minimum proficiency on basic skills tests in
remedial courses until they can do college-level work. The
New Jersey Council of Community Colleges has es-
tablished a committee to recommend to the state board of
higher education revisions in the state policy that now
guarantees admission to a two-year college to all high
school graduates (Watkins 1982a). New Jersey's response
to the problem of poorly prepared students entering two-
year colleges is indicative of the recently noted shift to
state-level policy making for the locally oriented community
college (Cohen and Lombardi 1979, p. 25: Watkins 1983d).

Reservations about raising admissions standards and
particularly about making course requirements more ngid
have been expressed by college admissions officers and
minority group spokesmen. The combined pressures of
falling cnrollment and increasing minority participation
suggest that flexible admissions policies might be pretera-
ble. A flexible admissions policy:

® sceks the best students available from th -~ diverse
constituencies served by the university

@ requires reliable information about the applicant’s
high school and acknowledges wide variations among
schools

e cmphasizes the complete educational readiness of an
applicant and allows the admission of the brightest
minority. foreign, older, and late-blooming applicants,
regardless of courses or rank and without relying on a
“discretionary’ category.
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In contrast, an inflexible admissions policy :

® places an unnecessanly heavy emphasis on admission

® neglects or works against a student’'s total preparation
it tavors (by standards for grade point average or
course requirements) students who attend weak high
schools or take tess demanding courses (Jacobson
1982b: Sjogren [Y82b).

It can be argued that the move to more flexible admis-
stons standards. which benetits higher educaton generally .
was tostered by the need to dentfy promising minority
students whose academic potential was not apparent from
traditional numerical indicators. As seen carlier. minority
groups have worked to improve tests and are now working
to upgrade the test-taking skills of minority students.

The decision in January 1983 by the National Collegiate

Athletic Association (NCAA) to set mimmum stindards for

tirst-year students participating in intercollegiate sports
wits i move in the opposite direction. Starting in August
1986 the rule. unless amended. will require entering
students to have a 2.0 (C) grade point average in 11 aca-
demic high school courses. including three courses in
English. two in mathematics. two in social science. and
two in natural or physical science (Crowl 1983). In addi-
tion. a student wouid nced a combined SAT score of 700 or
a composite ACT score of 15, The head of the Educational
Testing Service. Gregory R. Anrig. opposed the use of a
fixed cutoft score. He noted the disproportionate eftect of
such i policy on black athletes and proposed consideration
of alternate admissions standards (Vance 1983a). The rule

- was severely ceriticized by presidents of black colleges that

historically have used flexible admissions standards in
response to the needs of economically disadvantaged and
poorly prepared black youth, The National Association for
Equal Opportunity in Higher Education, a group represent-
ing |14 historically black colleges, cailed for a repeal of the
new require.nents. It proposed alternatives that would not
exclude black athletes from competition and would ensure
that they receive an adequate education as well (Farrell
1983c, 1983d).

The dangers of an inflexible standard. such as that
proposed by the NCAA. must be weighed in advance as
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istitations consider changes in adniission: policy. Survey-
ing the new requirements adopted or considered by state
aniversities. Scott Thomson of the National Association of
Sccondary Schoal Principals suggested possible benehits: a
salutary effect on students” attitudes toward serious study
in high school. a more workmanlike atmosphere. pressure
from parents for higher standards. more attention to
precollegiate counseling (1982, pp. 7-8). Raising academic
standards while maintaining flexibility in college admis-
sions policies will be a major challenge of the 1987r..

Achievement Tests Reconsidered

Educators are now considering achicvement test scores as
an alternative to standardized aptitude test scores in
cvaluating a student’s preparation for higher education. As
discussed carlier. the admissions testing program of the
College Board began with subject-oriented achievement
tests. The more recently developed examinations of the
Amcrican College Testing Program are organized around
subject arcas. At present. the College Board offers one-
hour achicvement tests in the following subjects: European
hi~tory. American history. biotogy. chemistry. English
composition, literature, beginning mathematics. advanced
mathematics, physics, French, German, Hebrew, Latin,
and Russian. Like SATs. these achievement tests are
presented in a multiple-choice format.

Only a small percentage of colleges. usually the most
selective ones. require that students take onc or several
achicvement tests. Only 0.5 percent of all institutions and
7 percent of four-year private institutions consider achieve-
ment test scores a very important factor in decisions about
admissions (Chronicle 19814).

Presently only a small percentage. about 20 percent, of
students taking the SAT also take one or more achicvement
tests. They tend to be abler students. According to the
profile of college-bound scniors in 1982, only one student
in four who took the SAT had scores at least as high as the
SAT average of those who took achievement tests (Colleg-
Board 1982¢c. p. 6). In terms of SAT scores. the most able
students took the achievement tests in advanced mathe-
matics. physics. chemistry, and Latin, The relative popu-
larity of the tests varies. In 1982, for example, the number
of students taking the German test declined 19 percent,
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while the number taking Latn increased 20 pereent. ‘The
average score for oli tests rose five paints o 537, the
highest since 1976, Overall. the number of students taking
achicvement tests has declined by one-third since 1973 so
that the rising score may reflect the self-selected nature of
the test population (College Board 1982¢., p. 6).

Achicvement test scores in the 750-800 range have
dropped (Whitla 1952, pp. 20-25). Between 1976 and 1981,
upper scores dropped precipitously in almost atl subjeci
arcas with the exception of physics. which had experi-
enced an carlier decline (p. 23). Despite this downward
trend in achievement scores. they are aseful as an indicator
of college success. At Harvard University. scores on
achicvement tests have been a better predictor of grades
than the Scholastiz Aptitude Test and recently have
surpassed secondary school grades as an indicator as well.
“I‘rom a national standpoint . . . achievement measures
arc a very important commodity in the  ducational market-
place and it is worth taking a serious look at the results of
these tests™ (p. 20).

Christopher Jencks is another advocate of increased
reliance on achicvement test scores. He argues that the
SAT does not measure aptitude but rether vocabulary,
rcading comprehension. and quaniitative reasoning. all of

which reflecr ¢ tormal and informal educationai . ri-
ence. OO cants have never had either equ
opportunit. al incentives to master anything. A

‘pure’ measu, . o ptitude for higher education is therefore
unattainable ™ (Jencks and Crouse 1982, p. 26). The Com-
mittec on Ability Testing of the National Research Council
agrees. “While a distinction is often made between tests of
aptitude and tests of achievement. this report is not much
concerned [with] this differentiation. because ability is
always a combination of aptitude and achicvement™
(National Research Council 1982, p. 10). Achievement
tests measure aptitude as well as does the SAT. predict
college completion better than aptitude scores. and are
equally as good at predicting economic success for adults
(something the SAT does not claim to do). What SAT
scores are meant to do—predict freshman yéar college
grades—can be done as well by achievement test scores.
They can be used interchangeably. as the SAT and ACT
often are now (Jencks and Crouse 1982).
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Additional reliance on achicvement test scores might
also affect secondary school preparation. Tests related to
specific subjects might encourage students to take their
course work more seriously and might encourage schools
to offer more demanding courses. Although achievement
tests are now the domain of academically able students,
changes in curriculum to prepare students for them might
benctit students generally (Jencks and Crouse 1982, p. 34).

Standardized tests of achievement . . . should be
administered at major transition points from one level of
schooling to another and particularly from high school
10 college or work. The purposes of these tests would be
to: (a) certifv the student’s credentials; (b) identify the
need for remedial intervention; (¢} identify the opporitu-
nitv for advanced or accelerated work. The tests should
be administered as part of a nationwide (but not federal)
svstem of state and localized standardized tests. This
svytem should include other diugnesiic procedures that
assist teachers and students 1o evaluate student progress
(Chronicle 19831, p. 14; National Commission 1983, p. 28).

Ironically, testing legislation has threatened the availabil-
ity of achievement tests. Under the Lavelle Act, the
College Board was obliged to disclose the questions and
answers for one edition of cach achievement test every
three years. In March 1983, the Colicge Board announced
that it would stop offering nine of 14 achievement tests
previously given in New York State because of the prohibi-
tive cost of preparing new tests to replace those disclosed
(Biemiller 1983a). Faced with the prospect of New York
residents’ traveling to adjacent states to take the discontin-

ued tests, the New York legislature revised the law.
Editions of the less popular achievement tests must be
disclosed only every eight years instead of every three
years; editions of tests taken by more than 5,000 students
yearly (American history, biology. chemistry, English
composition, beginning mathematics) must be relcased
every five years (Chronicle 1983)).
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COMPETENCE IN COLLEGE

Not only are educators increasingly concerned that stu-
dents enter college better prepared. They are also looking
at ways to improve the academic performance of students
carolled in two-year and four-year institutions. As at the
high school level, they must define what skills are most
important. develop programs or courses to foster those
skills. and evaluate students and programs to determine an
institution’s effectiveness, At the college level. however. it
is even more crucial that these cfforts be undertaken in the
context of a clearlv formulated institutional mission. The
programs at schools as diverse as Miami-Dade Community
College. Harvard University. and Alverno College illus-
trate the importance of tailoring curricula to the articulated
nceds of the institution and its student body. Several
methods are used to increase and measure the competence
of college students:

® raising standards in cxisting programs. particularly at
two-year colleges

® changing course requirements for graduation at four-
year colleges

® instituting a competence-based curriculum at both
two- and four-year colleges

® dcfining achicvement in terms of a value-added
approach,

By cach of these means. educators are seeking to regain a
measure of academic excellence, 10 restore coherence and
quality to their programs. and to meet the varied needs of
their students,

Higher Standards for Existing Programs

No type of institution in American higher education has a
more diverse student body than the two-year community
college. Founded as a locally based steppingstone to a
four-ycar baccalaureate program. community colleges now
provide vocational and career training, continuing educa-
tion. remeadial courses. and noncredit activities. Among the
most dramatic changes in the community college sector has
been its growth, Between 1968 and 1978, the number of
new institutions grew by 250, and the number of students
more than doubled. to 4.2 million (Cohen and Lombardi
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1979. p. 24). The other vast change has been inits student
hudyf increasing numbers of minority students. women,
lower-income students, and working adults are enrolled
(Knocll 1982, p. 7). With these demographic shifts have
come changes in course offerings—away from liberal arts
curricula. credit for which can be transferred to a four-ycar
imstitution, toward occupational programs (Kissler 1982,
pp. 19=20). Of total full-time and part-time students
cnrolled for any reason in credit courses. *[fewer) than

S pereent cach year in states with thriving community
college systems transterred as juniors to colleges and
universities” (Cohen and Lombardi 1979, p. 25). This great
hodgepodge of students, differing in ability. preparation,
intcrests. and aspirations. has forced a movement toward
competence at two-year colleges similar to that in Ameri-
can h

W ¢s adhere o the open door
adnu- cen their hallnuark, many are
demanan., ~ . ace ot achievement from students in

their course W e s evidenee may mean merely a
change in the grading system. A stricter grading policy
instituted at Passaic County Community College in 1976,
for cxample, resulted in probation or suspension for one-
third of its students. Students not only received Ds and Fs
tfor the first time but were required to demonstrate profi-
ciency in reading, writing. mathematies, and speech.
Despite short-run difficulties, Passaic’s president reported
long-term benefits: more students enrolling, more passing
professional examinations, and more going on to complete
four-ycar degrecs (Middlcton 1981).

Because of the apparently declining basic skills of
college students, more community colleges are requiring
remediation before students enroll in transfer courses that
demand certain levels of reading, writing, and math skills
(Knocll 1982, p. 15). The program instituted in 1979 at
Miumi-Dade Community College involved remedial work,
curricular changes, and stiffened academic requirements
(McCabe 1982, pp. 3—4: Middleton 1981). All new students,
including part-timers, arc tested, and thosc falling below
wha' e regarded as “reasonable expectations™ in math,
reads. 4. or writing for the start of college work must take
basic skills courses. After developmental work, students
must take five general education courses from a core group




1 the humaninies, social sorences, and matural sciences.
Betore proceeding beyond the corel students are tested to
show that thew reading and writing skills have improved.
Students” progress is assisted by courses on career
chorces, study shalls. and timie management. 1is closely —
monitored, and course load s restricted accordimg to
pertormance. A student who has completed seven eredits While most
birt has not achieved o Canverage (2.0) and has not passed .
halt his courses must reduce his load. A tull-time \(ludcnl C(”n"llllllly
not making adequate progress atter 17 credits is imited to COIIegeS

nine credits per terme An unsuccesstul student at 30 credits adhere to . ..
is told that the imsttution can do no more tor him. Over the

program’s first 20> vears, 10,000 students were suspended open. d(.)or
(McCabe 1982, p 4). admissions
; Ilhc lem;n;n cmh;»dic\ sin basie ﬂclp\ that Miuami- .. 'nany are
ade’s preswdent believes are essential to strenethening o
acaden stundards while maint.oaning opena. o (MceCabe demandl.ng
1981 ot and K- Y p T Gl <houic- Hore evidence
® inureasc ther exvpectations ol students J
® hecome more directive m therr program designs ac’lleve'nent
® implement varable timetables for completion of
. rom
Programs f students
® provide more information to students o o

@ «ctstrict guidelines for suspension and dismissal of
students who tail to meet the college’s standard of
Progress

® commit themselves to adhering to their standards
(McCabe 1981,

At Miumi-Dade. every student receive:, a report every
term based on information submitted by faculty members
and processed by computer. Students” progress is mea-
sured according to institutional standards. Students in
trouble are urged to sce counsclors or instructors. The cost
per pupil is low. and the program has had significant results:
over half the students whose progress is initially described
as unsatistactory pass courses by the end of the term.
Minimum competence testing and stiffer course require-
ments are an important trend in the transition betwecen
two-year and four-year colleges. Preliminary results of a
study being conducted by the American Association of
Community and Junior Colleges indicate the need to
upgrade associate degree programs both in general educa-
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ton and in the development of basic skills. 1t recommends
that tw o-year colleges establish standards of competence
and require students to pass tests to meet the standards
betore receiving their degrees (Watkins 1983¢). Starting in
August 1984, the Florida Department of Education will
administer a basic skills test for students secking either an
associate degree or admission to the upper division of a
state four-year institu@ion. Requested by the state legisla-
ture and developed by faculty members of two-year and
four-year institutions. the test will cover communications,
computation. and rcasoning. Since July 1983, California’s
community coliege system requires students to complete
1% rather than 15 units of general education courses,
including writing and analytical thinking. to carn an
associate degree. Students also have to ‘mecet standards for
proficicney in reading. writing. and mathematics c¢stab-
lished by cach college to graduate. A failing F grade has also
hccnjcinslzllcd (Watkins 198Za).

Although the rend is to require all students in commu-
nity colleges to meet higher standards. the programmatic
gap between liberal arts and vocational students remains a

ton '082). Students in vocational
“ st f1h. ~-quirements and oppor-
tunities involved . . aoes. TThogoad s
not to force students into transic. | cogr bur

them about educational and carcer opportunities ar the
baccalaurcate level. including student aid. in relation to
their own interests and ability”™ (Knoell 1982, p. 13).
Community colleges therefore need to identify the particu-
lar needs of transfer students in the liberal arts and to
reexamine their liberal arts courses for ways to make them
more relevant and important to vocational students
(Middicton 1979). :

A report by the Southern Regional Educaticn Board
considered ways to facilitate lateral mobility L >r commu-
nity college students between different types of programs
at the same level. While the SREB was particularly
concerned with the movement of minority students, the
idecas presented would benefit all students:

e minimize a loss of credit in changing programs
e involve college personnel and community representa-
tives in the development of policy
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® include as many genceat education courses as possible
in vocational and technical curricula

® c¢mphasize competencies rather than normative
grading

® require students to periodically reexamine their
cducational goals

e formulate and publicize relationships with other
institutions on the transfer of credits and articulation
of courses (Southern Regional Education Board 1977,
pp. 12-13).

" The SREB considered a broad commitment to students’

mobility atid a strong program of taculty and statt develop-

- ment essential to designing effective courses and procedures.

Even theugh transfer to the upper division occupics a
less important place in the mission of the community
college. vertical mobility can also be facilitated. This
movement is particularly important for minority students,
over halt of whom enter higher education by way of a
community college. and for students ir states like Florida
and Calitornia with elaborate community college systems.
The transfer process has become more complex (Knoell
1982, p. 3). The transfer student faces increasingly strin-
gent requirements for graduation from four-year institu-
tions and stiffer competition from “native”" students in
high-demand majors. At Miami-Dade, the Advisement and
Graduation Information System each term provides cvery
student with @ printout showing how he stands against
Miami-b. Jde adu  onrequirements, which are locked
in at thg time « . his entry. It also compares the student’s
record with 2« missions requirements in a specified major at
the 13 Florida universities 1o which Miami-Dade students
usually transfer. By the terms of a statewide articulation

- agreement between the university and community college

systems. the general education requirement of the bacca-
laurcate degree is the responsibility of the community
college awhirding the associate in arts degree. A student
entering an upper division program may not be required to
fulfill additional general education courses but must
comply with the requircments for the major field estab-
lished by thé university. This type of generally accepted
lower-level transter course may be preferable to specific
articulation agreements between institutions (Knoell 1982,
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pp. 15-16). 1o casc the transition, Miami-Dade students
carning an associate degree must now take a cluster of
courses, similar to a major. totaling. 24 credits of more
demanding second-level work (McCabe 1982 p. S: '
Schimott and Kelly 1982).

Stiffer Course Requirements for Graduation

At four-year colleges. the trend is similar to the once in
Amcrican high schools and in community colleges. Institu-
tiens are sceeking to bring order to general education,
described as a “disaster arca” (Scully 1981a). Colleges arc
pulling back from the enormous latitude in course selection
granted to students in the 1970s. But in reinstituting more
sharply defined requirements. particularly for gencral
cducation courses, cach college needs to consider its own
academic misston, the special needs of its students. and
how policies can best advance the interests of each. Every
mstitution must ¢stablish its own balance between com-
monahty and diversity.

The circle of educational change is now closing. In the
1970s. the proportion of prescribed gencral education
courses decreased. partly in response to students® de-
mands for greater freedom. While requirements for major
courses stayed fairly constant. general education require-
ments yielded to a growing component of electives. The -

job market also dictated that undergraduates prepare “or a

carcer. Students took electives related to their majors to
prepare for admittance to graduate or professional school
or 10 better their chances for employment. Fewer students
studied literature, foreign languages. mathematics, and
social sciences. They enrolled instead in such profes-
sionally oricuted fields as business administration and
computer sciences (Astin 1982a; Southern Regional
Education Board 1979, p. 3). A similar pattern prevailed in
the intentions of ‘college-bound seniors in 1982 (College
Board 1982¢, p. 9). High school curricula followed the
same trend. reducing general education requirements and
increasing electives. For those'and many othgr reasons
(Advisory Panel 1977). freshmen were poorly prepared to
handle college-level work. The coincidence of inadéquate
preparation and incoherent curricular standards prompted
a reconsideration of what constitutes the basic academic
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program ot a college and the basic acadenue accomplish-
ments of its students,

The reexamination of vencral education today seems to
stemt more from a realization that undergraduate general
cducation has become too wunstructured., is dealing with
students unprepared in the basic sKills. and is laching in
central purpose than because of a fundamental rediseoy-
ery of the values of teaching the cultural heritage
tSouthern Regioial Education Board 1979 p. 1) -

The core curnculum adopted by Harvard College in 1978
and implemented over tour years provides an example of
the process of adjusting requirements and of many possiblc
configurations ¢Change Magazin¢ Editors 1979). The quest
tor a core curriculum was based on Harvard's conception

v educated person, whose major attributes. described

vy Rgan Henry Rosovsky. in 7 de the ability to think and
write clefirdy and effectively, kaowledge of some field in
depth. critical appreciation of the ways we gain and apply
knowledge about society, the ability to understand and
think about moral and ethical problems. and awareness of
other cultures and times. Students are ‘expected to concen-
rate a substantial part of their work in a single subject as
well as to take courses designated part of the core curricu-
lum in five arcas: literature and the arts, history. social
analysis and moral reasoning. science. and foreign cul-
tures. The 10 course requirements, with some overlap. are
meant to constitute the equivalent ot one academic year.

“These different arcas of the core curriculum are finked by
a common question: How do we gain and apply knowledge
and understanding of the universe. of society, and of
oprsclves? The underlying purpose of the coreis to seta
minimum standard of intellectual breadth for our.students™
{Change Magazine Editors 1979, p. 9). Students are also

expected to demonstrate competence in expository writing
and the application of mathematics and quantitative
reasoning, and to dequire an elementary knowledge of
computer programming.

*While charges are well underway at colleges of all sorts, g review of
Brown University s 13- vear-old “new curniculum.” which allows consider-
able flexability and continues to attract large numbers of apphicants. is
expected to produce few magor changes (sec Desruisseaux 1983b).
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Natiomaide. Changos i course regurenents outside o
student’s magor 1ettect movement i two directions: away
from narrow speciaiization and professional education
tow ard broader educationad purposes tKlem and Gatl {982,
p. Sibut also awan from overbroad. untettered diseretion
wimong fintdess course offernings. Thus, the new reqguire-
ments are sunaltancoushy itended to be more broad and

Smore nartow . bna survey of 2102 colleges ot alt ty pes,

Klcm and Gatbidentitied aspects of what they regarded as
onational revival of general education” (Chronicle 1982c¢:
Magarrell TOR2). Fhese curricular changes involved:

® . laiger poartion of required general education courses
OF 11 some Cases chunged offermgs within the same
time frame

o additonal structure and fewer choices tor students,
with most programs combining himited distribution, an
mterdisciphnary core, and required courses

o more iberal arts subjects, mcludmg increased require-
ments m the lmanities. arts. natural sciences, and
soctal sciences

® morce attention to hasic shills, including writing and
mathematios . and advanced skills Hike critical thinking,
problem solving. rescarch Library skills toreign
Eanguage. computer hitericy, and jnterpersonal rela-
HHOTIS

® gualitative changes towird more interdisciplinary
approaches, global perspectises. monlecture pedagogy.,
with general education courses tahen over four years
rather than confined to the first two years (Kiein and
Gaff 1982, pp. 4=7: Southern Regional Education
Board Y79, p. §).

A core curriculum or more sharply defined programs of
general education thus suggest botn a restoration of a
shared educational experience (Boyerand Kaplan 1977)
and a return to individual achievement of academic excel-
fence. Klein and Gaft found a major intgrest in analytical
thinking. including the ability to examine arguments and
teason logically and critically. as well as in synthetic
thinking, that is. the ability to make connections. They also
found consideration of morai. empirical, and aesthetic
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modes of thinking. They contrast this return o rationality
with the “relevance and “narcissism™ of carlier reforms
(1982, p 61 1t should be observed as well, however, that
the current movement also ephasizes originality and
creativaty rather than a rote mastery of predetermined
soflutions.

Critics of the trend towurd a core curriculum or en-
hanced general education regard them as a step backwand
tor education and bemoan their obeisance to the depart-
mental structure and thewr failure to incorporate the
insights derived from the experience of the Last two de-
cades. Reviewing proposals for restructaring curriculi at
25 institutions. Barry OConnell concludes:

Lutle instututional self-examination occurs, and when it”
does it covers a narrow range; what new courses are
needed, what means can be devised 1o improve tedach-
ing, how best to cope with financial stringencies. Only a
few docunients inquire about the reasons for poor
teaching. the fragmentation of the faculty. or the exis-
tence of thoughtlessly designed departmental majors .

- —Lhe crucial questions—about the role of the univer-
siy in maintaining inegaality and about the desired ends
of an undergraduate education—are left untouched
(Change Magavzine Editors 1979, pp. 27-28).

L.con Botstein, president of Bard College and himself a
proponcnl of greatly strengthened basic language training
in college curricula (Watkins 19814). has urged that the.
general education movement begin the task of ““creative
‘addpllon of past models of curriculum and gandards of

,Ldllt.dll()n. Doing vo would include incorporating the

technological and scientific revolution into the liberal arts
curricula, fighting inappropriate fragmentation of the
curriculum by disciplines. and adding an acsthetic dimen-
sion to general education (Botstein 1982), In proposing
alternative models for undergraduate education. Hall and
Kevles state that a college curriculum must recognize the
diverse interests of its heterogeneous clientele and include
socictal imperatives (1982, p. 37). Other observers emphy-
size the need to devise a future-oriented curriculum (Shane
1981).

Returning to the Basics in Higher Education
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Competence-based Curriculum

In contrast to the detailed course of distribution require-
ments being reinstituted in geaeral education programs.
some colleges are moving to a competence-based curricu-
fum in the hberal arts (Knott 1975). Some disciplines.
notably English. have developed a competence-based
curriculum (Cooper 1981 Hibbs 1980). Alverno College. a
small women's college outside Milwaukee, has put itself on
the higher education map by devising a four-year degrec
program shaped around competencices rather than tradi-
tional disciplines (Loacker 1981: Olive 1978: Scully 1975).
Each of these eftorts involves a fundamental decision by
school or department to determine what is basic. how it is
to be taught or developed. and how mastery is to be
measured.

Returning to highet standards need not be dull nor need
it mean a return to old subjects or methods (Advisory
Pancl 1977, pp. 41. 46, Desruisseaux 1983a). Indeed. both
proponents and critics of the current changes in program
suggest that institutions should be more consciously
imaginative about what they want to do and how they plan
to go about it. Cross-disciplinary links need to be strength-
encd. Efforts to improve writing skills. for example. may
involve a number of academic departments. requiring a
new flexibility. not an old rigidity (Southern Regional
Education Board 1982b: Whitla 1982 p. 6). Returning to
guality and coherence may require blending old skills with
new arcas of study or fitting new technology to old disci-
plines. The possibilities are endless. united by more
rigorous standards for skill and mastery of content.

The Value-added Approach
Although the general trend is to reinstitute more rigorous
course requirements or to adopt a core curriculum, in most
colleges traditional grading practices are still being fol-
towed. Traditional grading can be improved (Milton and
Edgerly 1977). but some researchers are recommending
and some institutions are using new methods of measuring
and enhancing students” achievement. The most widely
discussed is the value-added approach.

In contrast to letter or numerical grades that provide a
static indicator of performance. the value-added approach
measures changes in a student’s performance from the

8o
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beginning to the end of an educational ¢ xperience (Com-
misston 1982, pp. 24-25). Proponents argue that the value-
added approach can be used at any academic level in
comunction with rather than instead of traditional grades.
It canimvolve many sorts of assessment instruments.,
including objective or essay tests. oral e xaminations, or
other indicators appropriate to the course of the program.
Inats simplest form. the value-added approach can involve
ananitial Upretest” to indicate the student’s entering level
of competence. This informatien would be used both for
counscling and course placement and for later evaluation
of 4 pupil’s progress when compared with the student’'s
Tposttest” performance.

Unlike traditional course grades. which do not necessar-
v reflect what students have learned but merely rank
them in relution to each other at a single point in time,
bhefore-and-atter testing indicates whether and to what
extent students are actually benefiting from their edunca-
tional ¢xperience (Astin 1982b. pp. [5-16).

The value-added approach can benetit both students and
schools For students, the approach means that:

® (pportunitics are not denied because ot performance
below the normi: a student’s progress is gauged
acvording to his own bascline: students at any level
can show progress:

® A dvnamic indicator of achicvement is used in con-
trast to the static measure of standardized or exit
tostag

® lcedhick on the individual’s performance can be used
to foster additional improvements.,

For institutions, the approach means that:

® Lixcelience is not restricted only to institutions with
resources. prestige. or high-ability students ( Astin

® Dctailed information about pupils’ progress can help
in program modifications:

® Mcthods of assessment can be diverse and flexible.

Returning to the Basics in Higher Education 77
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I he vatue-added approach can be used ona short-term
basis . as for a single course, o1 for a four-year academic
career. It can be used by open admissions institutions or
highly competitive ones,

Harvard University has applied the value-added con-
cept. Supported by the Fund for the Improvement of
Postsecondary Education, the Harvard project measured
change between freshman and senior year on eight objec-
tives of liberal education (which coincide to some degree
with the aims of the core curricutum): (1) the ability to
communicate with chirity and style: (2) the capacity to
amaly z¢ problems by collecting relevant data and marshal-
ing pertinent arguments: (3) a sensitivity to cthical consid-
crations and the capacity to make discriminating moral and -
value choicest (4) an ability to master new concepts and
materials across major disciplines: (5) a critical apprecia-
tion for the ways we gain an understanding of the universe.
socicty. and ourselves: (6) a sensitivity to interpersonal
relations: (7) the extent to which life experieaces are
viewed in i wide context: and (8) a broadening of intellec-
tual and aesthetic interests (Whitla 1982, pp. 4-5).

Fach of these areas required its own type of measure-
ment. far surpassing in sophistication the type of preiest/
posttest analysis that might be uscd for a single course.
The resulty were extraordinarily rich, showing differences
between majors. between men and women. between those
who had taken a particular course and those who had not.
Lividing students into three groups according to SAT/ACT
scores. the project found significant gains by each, with the
lowest group gaiving most in fundamental writing and the’
akility to think cffectively. the highest third gaining most in
analytical ability . and the middle third falling between
(Whitla 1982, p. 12).

The value-added approach is ilso useful at various types
of institutions. Of the schools compared. students at
Boston State College registered the strongest gains in
performance between the freshman and senior years.
Boston State’s freshmen performed very poorly compared
to the rest of the sample but ended in a strong and competi-
tive position, confirming Astin’s observation that the
value-added concept enables us to identify excellence in a
variety of settings.

The Harvard project links the value-added concept and

8§/
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the goals of the core carnculum. Sinalarly . the College
Outcome Mceasures Project of the Amenican College
Testing Program links students” competence and persis-
tence to programs of general education (Forrest 1982).
Organized in 1976, COMP aids colleges in improving
general educotion, providing instruments to measure skills
and know ledge. and offering support services. Two out-
comes are expected trom general education programs:

® Students should acquire the basic abilities and motiva-
tion needed to ~uccesstully complete courses in a
chosen ficld of conceatration and other requirements
tor graduation;

® Students should acquire the basic abilities and motiva-
tion needed to function effectively in a number of
adult roles after graduation (Forrest 1982 p. 1),

COMP assessment instruments measure learning in six
general arcas: communicating., solving problems. clarifying
values. functioning within socia! institutions, using science
and technology. and using the arts. Colleges use COMP to
evaluate the effectivencess of their general education
programs. which can be done by testing a group of fresh-
men and retesting the group before graduation or by testing
matched groups of freshmen and seniors.

In o study of 44 institutions of various types that had
used COMP, analysts found a wide range of gains in
average scores and varying rates of persistence. The
results showed a correlation between high score gains and
high persistence to graduation but a weak relationship
between high store gains and persistence to sophomore
year (Forrest 1982, pp. 24-25). Further. the results asso-
clated higher average score gains with institutions that:

® provide the most comprehensive program for orienta-
tion and advising :

® devise student-oriented goals and proficiency exams

® require a large general education component and an
cven distribution of required courses

o offer formal remedial and off-campus instruction.

The report urged that institutions with gernsral education
programs state their expectations clearly in terms of
benefits to students and analyze the results closely to see
whether thosc objectives are being met.

Returning to the Basics in Higher Education
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COMPETENT T l-“\( Hl- RS

{ he nationad debate over teacher training and certification
involves cach of the issues already scen in carlier discus-
sions of standards and course work at the high school and
college levels: What skills #nd academic training should
teachers hive” How shoul . they be measured? What is the
appropriate role of standaidized testing”? What are the
particular issues tor minoriey student: preparing to enter
the teaching protession?

he problem of teacher training is mu'tifaccted. Some
aspects are similar to those of other professions. Questions
Jds 10 what makes i good teacher, like those ubout what
mahes a good doctor. suggest ihat tangivle measures of
collegiate course work and standardized test scores do not
tell much about intangible qualities of character. patience.
perseverance. or creativity, which are also desirable
professionad traits. Unlike law or medicine. however,
teaching is neither a high-p-estige nor a high-salary profes-
wion. While entry to law schoo! o medical school has
become highly competitive (Sacks et al. 1978). interestin
teaching has declined. Observers greet this decline with
some ambivalence . attributing at least part of it to in-
creased opportunities for women and minorities in fields
that previously excluded them. Once there was a surplus of
teachers: now a serious national shortage is predicted by
[98S (Watkins 1981b). Most teachers colleges have become
general state colleges or state universities with the conse-
quent loss of focus and identity for teacher training (Astin
1982b. pp. 24-26). The best students no longer choose to
be teachers: of those who study education. the least able
are more likely to complete the coursc (Chronicle 1983f.

_14: National Commission 1983, p. 22).

l very major .eport reviewing the current s.ate of high
school preparation for college considers better teacher
training essential to long-range improvements. The Na-
tional Commission on Excellence in Education cited both
the declining quality of America’s teaching profession and
the worsening working conditions of America’s teachers. It
recommended improved pay. career ladders, a better work
environment. and incentives to draw and keep the most
qualified people in the nation's schools. But it also recom-
mended higher standards of performance for teachers:




Porsons preparime 1o teach showldd be required 1o mect
fuch cducational standards. 1o demonstrate an apiitud
for teachung, and 1o demonstrale ¢competence i an
acadenuc divapline. Colleces and wniversities offering
teadclicr preparation programes showld be jedecd by frow
woell thew craduates ncer these critesta CChronicle TYR3Y,
P Natonal Commussion 1983 po 30).
Hoalso recommended that decisions about salury . promo- _
toncretention, and tenure be based on evaluation, includ- .
iy pect review . so that superior teachers can be re- Unhke law or
warded, average ones enconraged. and poor ones cither 'nedlc"le, o« o
improved or termunated™ (Chronicle 1983, pp. 1415 teaching is
:\d.llﬂ.lldl (annn\'\m'n I‘)SK. p‘. 31).). ‘()nc ug_!‘mn‘\cndulmn I neither a
the designation of master teachees and their involvement in . .
the preparation and superviston of teachers (Chronicle hlgh-prestlge
l‘m%gl. Farreltb 19835 The concepi of nm\l'cr teacher, nora
icluding mesit payv. has been strongly endorsed by Prew- .
dent Reagan and s being pushed by Governor Lamar hlgh-sa,lary
Alexander i Tennessee, where it is apposced by the attiliate pr0f€SS10n-
ot the National Education Association tHoftman 1983
Shiclds T983)
Better teachers must themscelves be better trained. which
means higher levels ot academic accomplishment in
addition to the traditional courses in educational theory
and technique. All the academic arcas in which studentsy
preparation must be improved. including scicnce. mathe-
matics. and foreign languages. require many more teachers
with specialization in the subjects (Rutherford 1983). A
1981 survey of 45 states found shortages of math teachers
in 43 states. and half the newly employed math, science.
and English teachers are not qualificd 10 teach those
subjects (Chronicle 19831, p. 14: National Commission
1983, p. 23). Of 1Y ticlds of study analyzed by the Ameri-
can College Testing Service, education myjors ranked 14th
in English ability and 17th in math ability (Raspberry 1983¢).
The content and requirements of programs tor education
majors must be reconsidered. ‘the Southern Regional
Education Bourd recommended both an upgraded subject
component for education majors and a reduced require-
ment for cducation courses for subject specialists seeking
certification to teach. It urged:
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e hetler cooperation between faculty in teacher educa-
tion programs and tuculty in arts and sciences depart-
ments who teach general education courses to future
teachers during their first two years:

o streambined certification regulations. including provi-
sionad certification for taculty in arts and sciences
departments who teach general education courses to
tuture teachers during their first two years:

o .trcamlined certification regulations. including prov:-
sional certification for arts and sciences graduates to
teach in their major field in secondary schools while
their performance is monitored or they take required
protessional courses:

e more flexible certification standards with increasing
fevels of subject competence in math and science for
more advanced high school courses (SREB Task
Force 1981, pp. 8-10: sce also Winn 1983).

The National Commission on Excellence in Education
recommended that recent graduates with degrees in math
and science. graduate students. and industrial and retires
scicntists be used immediately. with appropriate prepara-
tion. to alleviate the shortage of math and science teachers
(Chronicle 1983, p. 15: National Commission 1983, p. 31).
Virginia has already adopted a flexible teacher certification
plan. Liberal arts graduates may be provisionally certified
tor two years to teach in secondary schools while they take
nine semester hours in teaching methods and are observed
and counseled by experienced teachers (Ingalls 1982),

The level of teachers™ competence demonstrated by
standardized test scores is @ matter of continuing debate
and concern (Boardman and Butler 1981 Witty 1982). As
with all nationally normed tests, those bsed to certity
teachers cither for employment or promotion are subject to
misusc. have a disproportionately adverse effect on
minoritics. and do not indicate nonquantifiable traits
desirable in a professional teacher. Several years before
the Supreme Court ruling in Washington v. Davis that
employment tests must be job related. * a circuit court of
appeals declared it unconstitutional for a school board to"
use Graduate Record Examination scores in hiring or

“Washington v. Davis, 426 U.S. 229 (1976).
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retiming teachers.® The court concluded that the GRE was
neither a reliable nor a valid measure tor choosing good
teachers and had no reasonable function in the process of
sclecuing teachers.

The more commonly used National Teacher Examination
is specttically designed to measure the academic prepara-
tion of teachers. It too. however, may be misused. In a
1976 case.t the tederal government challenged North
Carolina’s use of a cutoft score of 950 on the National
Teacher Examination to determine the salary. retention.
and tenure ot teachers with substantial inservice experi-
ence and to determine e certitication of prospective
teachers with no experience (Manning 1977). Minority
teachers and students fell below the cutoft in dispropor-
tionate numbers. In a friend of the court brief (Willens
1975). the Educational Testing Service, which prepared the
test, defended the merits of the examination but opposed
the use of a fixed cutoff score. According to the ETS brief,
the National Teacher Examination as then constituted was
preparsd for pros ~~tive teachers with no professiovdr’
cxperience. The briet detailed the steps taken by E'TS to
ensure against inherent racial or cultural bias (pp. 17.29)
and ta include positive references to areas identified with
minority groups (p. 17). As a subject-oriented test, the
teacher examination was as much an indicator of the
quality of teacher training programs as it was of the
achievement levels of their graduates. The brief coneluded:

Af the educational institutions that the examinees attend

do notimpart the knowledge, or enough of the knowl-

edge. required to answer correctly the questions on the

National Teacher Examinations, then a low score will

result, regardless of the race of the examinee (p. 30).
The Educational Testing Service urged, as it does with its
othur standardized instruments, that a cutoff score not be
used unless it could be validated against other criteria. It
suggesied that school district personnel weigh all evidence
of a teacher’s ability, including college record. recommen-
dations. interviews, and student fexching experience. as
well as test scores. The federal district court held that the

“Armstead v Starkille Mumicipal Separate School District. 361 F. 2d
276 (Sth Cir 19720,

NV State of North Carolina. 300 F. Supp. M43 (E.D.N.C. 1975,
vacated 425 Fo Supp. 7RO (E.D. N.C 1977),
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state of North Carohina had the right to adopt academic
requirements and wntten achievement tests designed and
validated to disclose the minimum amount of knowledge
necessary to teach effectively. It concluded that the
National Teacher Examination probably measured a
cntical amount of knowledge in an academic subject area
and that a cutofl score could be established for the requ-
site knowledge. The Supreme Court's decision in Washing-
ton v. Davis. requiring that an employment test be demon-
strably job refated. caused this ruling to be vacated.

In a similar suit in South Carolina, the United States
Department of Justice. acting on a complaint from the
Equal Employment Opportunity Commission. along with
the National and South Carolina Education Associations.,
sought to bar the use of the National Teacher Examination
as a requirement for certification to teach grades K through
12. When suit was filed. a combined score of 975 was
required taass. with a score no less than 450 on cither the
common ¢ xamination of basic academic knowledge or the

_ subject area test. In 1976, the test was upgraded and higher
scores were required. depending on the subject area,
ranging from the 15th and the 30th percentile. Plaintifts
argued that the test discriminated against new black
teachers. Overall, 60 percent of graduating seniors who
took the test. but only 3 percent of the seniors graduating
from the state’s black colleges. passed in South Carolina.
In April 1976, a three-judge pancel ruled that the test was
not discriminatory in intent although blacks failed to do as
well as whites (King 1977). The case was appealed to the
Supreme Court, which upheld the use of the National
Teacher Examination in decisions about employment and
salaries of teachers (McDaniel 1977; Wity 19820 p. 11).

Since a two-year study by the National Teacher Exami-
nation Policy Council appointed by the Educational Testing
Service in 1979, the National Teacher Examination has
been significantly changed. Since December 1982, the test
has been made up of three parts instead of two:

® Professionai education emphasizes the teacher as
problem solver:

® General education tests math, science. social studies,
fiterature. and fine arts, focusing on concepts rather
than simple skills:

9o
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® Communiation vhils includes a multuple-chowe
English testean essav. and bistening and reading skills
(Phi Delta Kappan 19%1).

I'he test measures performance at an Xth or 9th grade level
and s considered so elementary that some states. like
Florda. have raised the mimmmuni score required to pass
(Harris 1983b). Administration of the test has been made
more flexible. The three sections may be teken séparately
or together and as ¢arly as the sophomore year to aliow
students to improve their skills or change to another field
(Witty 1982 p. I2D). '

According to the American Assoctation of Colleges tor
Teacher Education, more than half the states have taken
some acuon involving the use of standardized tests at some
or all the key transition points for future teachers: adnut-
tance to a teacher alucation program. graduation from.
such a progriam. or initial teacher certification (Watkins
1983b). Most states in the South already us the test for
hinng and certification. By 1985, 25 states are expected to
have a sinular teaching license examinaiion.

Nationwide. minority students register significantly
lower scores than whites. In Califormia, the minority
failure rate was 70 percent: in Arizona. 75 percent of
blacks and nativie Americans failed. compared, to 66
percent of Hispanies and 25 percent of whites. In.Florida,
only onc-third ot bluck applicants passed. compared o 90
percent of whites (Harris 1983b). In that state. & minimum
competence requirement for a high school dinloma has
been upheld in court despite the disproportirnately high
failure rate of black students. Some critics have argued
that the gutestions or problems on problem solving are

v culturally biased in favor of white middle-class values.
« Other suggest that the test reRects the culture in which
minority teachers will have to function.

Standardizcd tests cannot measure patience. love of
children and of learning the abilitd to maintain order
and a hundred other things that make up teacher.conipe-
tency. But the tests can measure whether a teacher has
learned the hasics of pedagogictechnique twhich we
consider important. else why vould we mandate educa-
tion courses for tcachers?y and whether ¢ teacher has a
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Black cducators and civil rights feaders caution against
overrehance on tests and urge that further research is
necessary (Boardman and Butler 1981, p. 67: Higher
Fducation Daily 1982¢: Witty 1982, pp. 19-23) particularly
to determine the relationship between test scores of
teacker college graduates and their later effectiveness as
teachers. T '

ASs with the issue of teacaers preparation and perfor-
mance on standardized tests, the question of competence has
come full circle. Students in all grades need adequately
tratned teachers to maximize their academic potential.
Teachers themselves need more rigorous preparation to
develop the professionabskills and mastery of subjects
necessary to do their part in returning American education
at all levels'to its fundamental excellence and coherence.
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