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Abstract

A model for the validation of standardized tests of academic

amples used

[4]
[0}

achievement upon pcopulations not represented in the
tc standardize the tests is presented and the results of a field
testing of the model are described. The 197% edition of the
Stanford Achievement Test and the Test of Academic Skills was
administered tc a sample of predcminantly West Indian students in
the public schools of the Virgin Islands of the United States.
retiabitity, content validity, and item discrimination indices.
Item analtysis revealed differences between the Iccal and

items on all siubtests. There were alsc indications of effects of
local dialects on résSponses to languags subtests. Finally; the
data indicated that most Students were unable to complete the

reading comprehension Subtests in the Standard time allctted.



Trie widespread use of standardized achievement testing in the
English speaking Caribbean has pcsed a series of prcblems for
sducators in this area of the world. Not the least of these
problems invelves the reliability of scores obtained from
students toc wriom these tests are administered.

During the colonial pericd, curriculum was imported; as a
more or less csmplete package, from the mother country, complete

with form examirations which were designed and standardized
overseas. Local school pecple had little or nc autonocmy in terms
of curriculum or evaluaticn prccedures. With the coming cof

naticnhosd; this control has disappeared and notional ministries
and departments of education now play the major role in
determining the curriculum, including evaluation procedures,
which will be used in theéir Schools. WHile most of these
smerging nations till hold strong emocticnal and cultural ties to
their former mother countries, there are strong pressures for
their educaticnal systems tc mcve toward mcre independent,
locally relevent curricula with the accountatility this type of
movement would dictate. Valid and reliable tests of achievement
are a necessary cocmponent of this accocuntability.

The use of standardized; commercially published achievement
the goal of high standard evaluation. The items on these tests

tend to be technically superior to thoSé found on informal tE8ts.
They have gone through a series of trials and ravisicns and have
met standards of clarity and precisicn that tend tc be high and

well defined. In additiocn, much is known about typical
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perfoeruwances of students in a particular populatiocn when they are

sdministersd these tests. Alsoc; test publishners gc tc great
efforts to determins the curriculum used in the target populaticn
Schocls and to include itéms which constitute a representative
sample of the cognitive cbjeéctives in the curriculum at these
institutisns. Pinally, machine scoring is usually available for
theses tests and results may be repcrted cut either in criterion
referenced form or norm referenced based on a reascrnably well
defined population.

It is in these latter +twc areas that English speaking
Caribbean jurisdictions find major difficulties: Pubtished stan-
dardized tests of achievement are standardized using ncn-
Caribbean pecples. This is not supprising considering the small
populaton of the area and the resulting small markets for such
tests: The costs of producing high quality tests are extremely
high and publishers must loock toward large markets when planning
new tests and revisions of prexisting examinations. As a result
of thHis, it is hard for pecple involved in decisiocn making at
Caribbean miriistries and departments of educaticn tc be confident
that a given test or series of tests evaluates a representative
sai.ple of the cbjectives in their curricula, i.e. that the test
is content valid.

Additicnally, while the items used on standardized

seem tc funciticn well for examinees in the
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achievement te
population from which the standardizaticn sample was drawn, there
mzy be scme Justifiable concern about whether cor not these items

witt function in & similar manner when administered toc Caribbean
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from which the standardization samples werc drawn (generattly
populatiocns of students in the continental United States, the
United Kingdom, or Canada). Given the possibility of cultural
tactors affecting test taking performance; Caribbean decisicn
makers might well be justified in being hesitant tc accept the

rasults of standardization procedures repocrted by the publishers
of these tests.

AD 0bVious Solution this this dilemma is for é4ch ministry
and department of education tc develcp and standardize a set of
achisvement tests appropriate for theé contént of its curriculum
and the test taking characteristics of its studen*s, keeping in
mind the need toc create alternative forms of these tests and the
need toc update them, pericdically. While this may initially
appear tc be a workable procedure, the costs in time and money

are probably beyond the rescurces of most of these educaticnal
systems. In addition, the technical expertise required tc carry
cut such an effort would mcst likely be unavailtable lccally and
the importing cof persons from the ocutside prohibitively expensive
and undersirable in cther ways.

A sSecond soclution would be convincing commercial +test
publishers toc produce achievement tests which were content valid
for local curricula and Standardized on the local populaton of
students. It seems unlikely that +this effort would bear any
fruit based on gecgaphical consideratons and the relatively small
market that would be available for such tests.

The purpocsSe of this paper is tc suggest a third alternative

toc solving the problem of cbtaining valid and reliable



standardized tests of academic achiévement for uSe in the English
Speaking Caribbean and tc report on the procedures and the
results of using this model in a field setting. The model is
based on the assumption that while theére may havée been scie
changes in curriculum since political independence, most
Caribbean states retain much of the educaticnal structure that
existed during the coclcnial pericd due toc strong emcticnal and
cultural ties toc the former mother country and the usual strong

conservative predisposition of educaticrnal systems in most
demccratic countries. These are not unreasonable assumpticns and
the latter is supported by the facts that most high tevel school
cfficials involved in decision making capacities at ministries

and universities, and that most of the texts used in the English
Seaking Caribbean are published in thess three countries. The
latter is particularly important in light of the fact that, in
most classrooms, the content of the curriculum is determined
primarily [rom the content of the text bock or bocks being used.
Under thHesSe assumptions, the mcdel proposes that bﬁbliéﬁéa
standardized tests used and standardized in schocl systems
similar to those in gquestion be examined, first tc determine the

content validity of these tests given the curriculum in the lceal

and the test taking behavicrs of a representative sample of lccal
students in order tc determine the appropriateness of the chosen

est. Finally, if the test appears tc functicn well for the
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and/or test taking instructicns can be made based on the results
of the local validatiocn study before the test is placed in use on

a System wide basis.

The Testing Site

Improving basic skills achievement was a concern of the
Department of Education of the Virgin Islands of the United
States when it approached the College of the Virgin Islands to
provide aid in improving instructien in these areas. 1In an
effort %toc provide this service, the Caribbean Research Institute,
representatives from the Department and the Institute to
determine a course of action.

It became clear after the first few task force meetings that
ths dsvelopment of any strategy designed toc improve basic skills
achievement needed tc start off with a fairly detailed
descripticn of current achievement levels of students in
+erritorial Schicocls. This information was not available since the

school system had nc program of standardized testing in place.

Variocus published achievement tests from the continental United
States were administered from time to time at the discretion of
building principals; but the test used and the time of testing

were at the whim of these administrators and the reccrds kept of
fhese results were rather haphazard. The Icwa Test of Basic
Skills was administered, system wide, tG sixth graders, but scme
building administrators often refused toc have these tests

administered in their schools and there were years, due toc fiscal



in norm referenced form based on U:S: naticnal and tccal ncrms
and provided no informatisn as to the particular skil's students
posessed or lacked:. Finally; none of the tests used had been

validated using local students and there was a strong feeling
that cultural and curricular differénceés between mainland U.S.
and U.S. Virgin Islands students and schocls rendered the
reliability and validity of these scores guesticnable. There
were no Standardized tests of academic achievement administered
cn the secocndary level anywhere in the territory's public
schools.

The task force decided tc test the appropriateness of an
achievement test of basic skills devised and standardized in the
continental United States when it was administered tc students in
the U.S. Virgin Islands public schocls: The Virgin Islands of
the United States is an unincorporated territcry cf the U.S.
comprising some 50 islands and cays in the €Carivbbean Sea. The
two largest islands, St. Thomas and St. Croix, are separated by
40 mites: The island of St. John lies three milés east of St.
fhomas. The total lard mass of thé térritcry is 132 sguare
filss. Orly the three largest islands have a sSizable permanent
populaticn, estimated at about 120,000. This is augmented by a
transient populaticn of almost one million tourists each year.
0f the permanent populaticn, approximately 80% are of West Indian
heritage, either having been born in the U.S. Virgin Islands or

having immigrated from cther islands in the Lesser Antilles. 8t.
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Croix lias a significant Hispanic population, criginally from
Puertoc Rico and its smaller islands of Viegues and Calsbra. The
offirial language of the territory is English with many persons
speaking a patcis derived from Engtish, Dutch, and French at home

and in informal circumstances.

25,000 with education being compulsery from age six o sixtesn.
Standard English is the language of instruction: ihe populaticn
of students attending USVI public school is primarily West Indian
and Hispanic:. Approximately 94% of students attending are
entitled tc free lunch under the U.S. Department of Agriculture's
school lunch program. The vast majority of residents from the
continental U.S. and other middle scciceconomic status families
send their children toc ocne of the many private day schools in the
territory.

Although it is separated from the U.S. mainland by 1100 miles
of ccean, the USVI is hardly isclated. The thres local
television staticns broadcast network television (including PBS)
and television stations from Atlanta; Chicags, and New York are
available on cable television. New York and Miami newspapers are
available on a same day basis and U.S. magazines are available on
a regular basis: Nor is the school system curricularly isclated.
Most basic szills curriculum is imported, intact, from +the
continental United States. Reading is taught using the Ginn 720

s and matiematics usingthe series published by Silver—

]
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Burdette, Co.; for instance: English grammar i$ taught using the
time honored series by Warriner and literaturs texts published by

mainland U.S. publishers are used in both élementary and
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secondiry Schools.

Tsachers in the public schocl system tend tc have been
trained primarily at the Ccllege of the Virgin Islands, the
territory's public land grant cocllege, or at mainland U.S:
colleges and schocls of education: The former provides a
standard U.S. college curriculum with a traditicnal program of
teacher educaticn.

Given these similarities in curriculum and teacher
preparation; and the degree 6f communication with the continental
U:S:; the task force agreed toc cheocse and attempt toc validate a

standardized test of basic skills which had been publshed in the

Gmaintand U:8: and used in mainland U.S. Schools.

The Instrument

In choosing a test battery tc be validated on U.S. Virgin
Islands students, the follsewing criteria were used:

1) The test needed tc be technically scund in terms o

reliability and item descriminaticn, at least for the
2) The test needed tc be content valid for U.S. Virgin
Islands public school students: That is; the test needed to

content and behaviors actually taught at varicus 1levels in
the USVI public schools.

3) The +test publishers needed toc include a detailed
deseription of the cbjectives tested while providing an item

by cbjectivé keying procedure.
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4) Scovres which indicated students' performances relative to

cach cbjective needed tc be available. That is, criterion
referenced scoring was a requirement.

The 1973 version of the Stanford Achievement Test and the

Pest of Academic Skills was chosen as the test battéry which best

appeared to meet the above critéria.

Vulidation Procedure

Sampling The June 1, 1980 enrcllmeént in the publc schools in
the Virgin Islands of the United States was 25,426 according to
the statistics issued by the USVI Department of Education. It
was clear that testing this number of students was economically
unfeasible. The preferred alternative would have been to
generate a random sample of students in grades K-12 tc be tested;
but it was equally clear that this would have produced an
intclerable disrupticn of classroom activities. Therefore; in an

total K-12 studeént populaticn in each grade in each district and
aSSuUming a class size of 30 in the elementary schools and 27 in
the seccndary schoocls.

Selecting whole classes presented an additicnal difficulty:
The small number of classes selected in each 3rade might have

made obtaining a representative sample of students more

difficult. This is due tc the fact that while classes in a given
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elementary school may be hetercgenecus; the schools themselves
are noct: fThis ic because elementary schools in the U.S. Virgin
Islands are essentially neighborhood schosls. Virgin Islands
neighborhoods tend tc be homcgenesus in terms of Scciceconomic
status of residents:. fTo overcome this problem; it was decided to
increase the number of classes tested in a given grade (theéreby
increasing the number of schocls within the territory from which

scceptable since many of the cbjectives tested by the Stanford
Achievement Test carry across adjacent levels of the test and

achievement of students in even numbesred grades were different
from +hose in odd numbered grades: Classes in grades 2; 4; 6; 8;
10, and 12 were given the %test. Bliss (1982) describes this
classes rather than individual students.

Testing Procedures Testing was done at the grade level

recommended by the test publisher. This was done primarily %o
insure the content validity of the examinatiscns. Tests were
administered by classroom teachers or guidance ceunselors, at the
discretion of building administratscrs. FBach perscn who was to
administer tests attended a twc hour training session at either
the Cocllege of the Virgin Islands St. Thomas or St. Croix

campuses. During this time the purpcse cf the testing was
explained, the test and instruction manual were reviewed; a

testing schedule was distributed and reviewed, and testing

10
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materiuals were distributed:. These included a practice test tc b

[N

given tc students in grades 2, 4, and 6 the day prior tc the
first day of testing in order tc give these students experience

in reading and answering items on this type of test: Answer

Content validity The content validity cf the var-ous leveils

cf the Stanford Achievement Test was determined using the
following strategies:
1) €ollecticn of written curriculum guides used in the
public schocls. Phe objectives explicitly stated or
implicitly inferred in these documents were Compared with
the 1lists of ocbjectives tested provided by the test
publisher.
2) Text bocks used in the teaching of basic skills subject
matter were cocllected from selected schools: Stated and
implicit cbjectives in these texts were compared with the
test publisher's cbjectives.
3) The test objectives were shown tc elementary and
secondary subject area superviscrs who were aske’ %o
determine the degree of match between those csbjectives and
what was taught at the indicated grade levels.
4) Selected building principals in St. Thomas were asked to
review the objectives of the test and give their cpinicns
concerning the degree of match between these cbjectives and
the cbjectives taught toward in their schools.
5) Teachers who administered the tests in their classrocons
were asked tc review the test publisher's cbjectives and to

determine the degree of match between these cbjectives

1 =
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and the basic skills they expected their students tc have
cbtained.

Using these technigues, the researchers were satisfied that
the test did, indeed, test a sample of objectives that was
consistent with the cbjectives used in teaching in the public
schoocls of the Virgin Islands of the United States:

Reliability Kuder-Richardson 20 estimates of internal

consistency were calculated for each test of each battery for the
entire USVI sample and the subsampies from each of the two schoocl
considerably lower than those reported for the standardization

group. This is not an uncommon phencmencn and is commonly foun
when testing samples drawn from populaticns compssed largely of
perscrs from low Sccicecocrcmic status homes: Since the
reliability of a test is partially dependent con the
letercgeneity of the scores cbtained (the greater the spread of
scores, the higher the reliability); the local scores were
ad justed for homocgeneity using a procedure described by Allen and
Yen (1979): See Bliss (1982) for details of this procedure.

There needed tc be az critericn for making decisions regarding
the acceptability of the adjusted reliability estimates. The
Stanford Achievement Test is considéred tc have more than
acceptable reliability when administered tc the pcpulation of
examinees uUpon which it was standardized (i.e. continental U.S.
students). Among the indications of this are numerous reviews of

the test in the literature (Kasdon, 1974; Lehmann, 1975; Chase,

12

15



1978; bkbel, 1978; Thorndike, 19785 and the fact that it is widely
used in the schools. However, the literature is replete with
studies which indicate that standardized tests of academic

less reliable sccres when
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achievement tend t

administered %o students from low scociceconomic status homes and
tc those who are culturally different from the majority of those

on whocm the test was normed (SPe reviews and discussions in
Anastasi; 1958; Tyler,; 1956; and Deutsch; 1960). Therefore; if
the reliability estimates cbtained from a sample of U.S. Virgin
Islands students who tock the Stanford Achievement Test are at
least egqual to the rellablllty estimates ocbtained from the
standardization sampléé; it is reascnable to conclude that the
fésf scores are reliable indicators of academic achievement for

For each adjusted reliability estimate cbtained from the USVI
sample, a reliability difference was found by subtracting the
standardization group's reliability estimate from the lccal group
reliabili%y estimate:. The median reliability difference acrocss
with the distribution scmewhat ﬁégé‘ti\?ély skewed. When 2

reliability estimates, t-tests revealed two subjects out of the
total 36 examined where the local sample reliability estimates
were significantly lower than those of the standardization group
at the p=.05 level (see Bliss, 1982). This is approximately the
number that would be expected by chance. The standard errcrs of
measurement (which are noct affected by the variances of the

scores) were treated in a similar manner and it was found that



there were only three cut of 36 standard error estimates which
were significantly higher than those cbtained from the standardi-

zaticn sample.

Item discrimination The item discrimination index indicates

egree toc which responses on cone item are related to

{I
Q.

th

responses on other items of the test. The statistic indicates

Uy

whether a person who doces well on the test as a whole (that is, a
perscn who is presumably high on the trait being measured) is

doces poorly on the test as a whole. In cther words; the item

discrimination index indicates whether an item discriminates

between those who dc well and do poorly on the test as a whole.
Taking the item difficulty and the item discriminatiocn index into

consideration, the devel.pers of tests desire tc construct tests
which discriminate well among examinees with varying levels of a
trait.
The item discrimination index is calculated by the formula
d=(U-L)/N where
U= the number of exaniinees who have total test scores in the
upper range of total test scores and who alsc have the item
correct.
L= the number of examinees who have total test scores in the

correct.
N= the number of examinees in the upper or lower range ocf

the test scores.
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By detinition, d i8 the différence between the proportiocn of high
loWw Scoring eéxaminees who got the itém correct. ThHeé upper and
lower ranges generally are defined as the upper and lower 10% to
33% of the samplé, with examinees ordered on the basis of their
total test score. When total scores are normally distributed,
using the upper and lower 27% produces the best estimate of 4
(Kelly, 1939). If the distribution of total test scores is
flatter than the normal curve, the optimum percentage is larger
and approaches 33%. However, Allen and Yen (1979) found that,
for most applications, any percentage between 25 and 33 will
yield similar estimates of d. In this study, 2773 was used as the
upper and lower percentages because examination of selected dis-
tributions of actual test scores revealed nearly normal distribu-
tiocns.

The theocreétical range of d i§ between =1 and ¥1. However,
maximum discrimination is 1likely tc ccecur when the difficulty
index equals .50. When p=.50 the variance in item scores, which
is p(1=-p), is maximized. As an item becsomes more difficult, it
is less likely that any student will score correctly on it: As
it beccmes less difficult it is more likely that any student will
get it correct. This could lead to the suggestion that all items

intercorrelaticns among items. In an extreme case, if the items
on a test all intercorretated perfectly and had difficulties of
0:50, half the examinees would receive a total test grade of zerc
and the other half would have perfeéct test Scores. Herice, there
would be no fine distinctions between examinee's levels of

15
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achievement on whatever trait is being measured. In general,
test designers try tc choose items with a range of difficulties
that average arocund .50. Items of particularly low difficulty
are cfien included for motivational reaschs.

Item discrimination indices were calculated in this study to
provide indications that items may be flawed when used with USVI
students: Such flaws are ambiguity, the presence of clues; the
presence of more than one correct answer, and cther technical
defects:. If none was found upon examinaton of the item, and it
was determined that the item did, indeed, appear tc measure the
cbjective it was intended to, the item was included in the
cverall analysis of the results: 4ny item that discriminates
rositively can make a contribution toc the measurement of pupil
achievement and low indices of discrimination are frequently
cbtained for reasons other than item defects.

Standardiz2d achievement tests are designed to measure

everal different types of learning cutcomes (e.g. knowledge,

w

understanding, applicaticn, etc.). Where this is the case, the

emphasis will tend tc have poor discriminating power. For

exampte, if a test has forty items measuring knowledge of

specific facts and ten items measuring understanding, the latter
items can be expected tS have low discriminaton indices: This is
because the items measuring understanding have less
representation in the total test score and there is typically a

low correslation between measures of knowledge and measures of
understanding. Low discrimination indices here merely indicate

16
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that these items are measuring something different from what the
major part of the test is measuring:. Removing such items from the

test would mak= it a more homogenesus measure of knowledge

cutcomes; but it would alsc damage the content validity of the

test because it would nc longer measure cobjectives in the under-

standing area. Since achievement test atteries need tc mcasure
time, they tend toc be fairly hetsrcgénecus in natiure and
moderately low discrimination indices tend ts be the rule rather
To summarize, a l.. discrininaticn index alerts test users to
the posible presence of defects in test items, but does not cause
them toc discard these items if they appear to be functioning as
they should. A well constructed achievement test will,; of
necessity, contain items with low discriminating power and to
discard them would result in a test which is less, rather than
more, valid. Due tc these consideraticns; in this study items
were examined if they had discriminaticn indices lower than .20.
This is a rather conservative criterion Since items that
discriminate as low as this may provide useful informaticn, but
given the unknown test taking characteristics of USVI students,
it was decided toc be particularly cauticus in the item analysis.
For the most part, items which did not discriminate
satisfactorily tended tc be those which had extremely high or low
difficulty indices (i.e. items which the local sample of students
found either very easy or very difficult): In nc case did the

items seem ambiguous or discriminate negatively:

17



Student Skills @nd Test Taking Behaviors

Difficulty indices Difficulty indices for each item on the

st were repcrted cut by the test scoring service. In addition,

ctl
[ON

difficulty indices for examinees in the standardization group in
the same grade as local examinees at approximately the same time
of year were reported: The test scoring service used a chi-

hypctheses that the proportions of 1ccal students scoring

correctly at theé p=.05 level of significance. Significant

differences in either direction were nsted.

Level I and Level II Objectives A close look at the

difficulty indices tended tc diSclcse a consistent pattern.
There appeared toc be a set of skills and knowledges which the
students in the USVI sample were able tc master at levels
comparable to students in the standardization sample. From
grades 2 through 12, the proporticns of students scoring
correctly on items testing these skills and knowledges tended to
be as high or higher than the proporticn of students in the
standardization sample. A second set of skills and knowledges
seemed to exist which the USVI sample of studen*s appeared tc be
consistently less successful in masStering than thé examinees in
the standardizaticn group.

The Taxonomy of Educatiocnal Objectives (Bloom, 1956) appears
tc provide a conceptual hook for understanding these twoc item

groups. The vast majority of items in the first group appear to

D

test objectives which would be classified in the lcower three
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tevels of the taxconomy (i.e. knowledge; comprehensicn; and
application). Theése include items which require students to
spell, compute sclutiocns tc mathematical equations using simple
algorithms, sclve simple, one step mathematical problems to which

an algocrithm can be directly applied; and tc determine éxpiiéif

meaning in written passages. Most items in the second group
three levels of the taxonomy (i.e. analysis, synthesis, and
evaluation). These items reguire students tc sclve multistep
mathematical word problems, determine relationships, make choices
cocrncerning appropriate language useage from context, and
determine global, contextual, and inferential meaning from
written passages. These findings seem consistent with those of
Jensen (1968) concerning the interacticn of scciceconomic status
and Level I and Level II abilities:

Jensen ncted that there were scciceconomic differences in
students' abilities tc master objectives which woald be
classified in the three higher levels of the taxcnomy (Level II
abitities) with non-middle class students having greater
difficulty mastering these objectives +than students from middle
class homes. Theére were no differences between these twc groups
of students in their abilities tc master cbjectives in the three
lower catagocries of the taxonomy (Level I abilities). Table 1

correctly on items testing Level I and Level II abilitities for

19
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Table 1

Compariscns of Scores on Level I and Level II Objectives

LEVEL I OBJECTIVES LEVEL II OBJECTIVES

No. of P Cor.. P Cor. No: of P Cor: P Cor

Subtest Items Stan. Grp USVI Items Stan Grp  USVI
Grade 2
Vocabulary 37 .67 :69 © — —_—
Reading Comp. 64 .71 73 23 <71 72
Word Study Sk. 60 17 .78 0 —— p—
Math Concepts 19 .63 161 13 60 <44
Math Comput. 18 <73 17 14 .64 -54
Listen. Comp. 5 .82 <80 21 .70 .61
————————— grade 6

Vocabulary 50 :55 .43 0 === o~
Reading Comp. 23 :63 -59 48 <47 <39
Word Study Sk. 50 :58 .57 0 —-—= -—=
Math Concepts 21 .58 .60 15 <50 :36
Math Comput-. 45 .54 .56 0 — ——
Math Applic. 18 .62 :59 22 54 :40
Spelling 60 .55 59 0 - e
Language 59 .58 .56 21 49 38

Reading 18 .78 77 50 .62 .51

English 34 .79 <79 35 .65 .53

Mathematics 21 <75 T2 27 +70 .03
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subtesis 1n the batteries given toc examinees in gradss 2, 6, and
10 as illustrations of this phencmenon. The fact that most USVI
public schoocl children come from non-middle ¢lass homes while
middle class students were represented in the standardization
sample tends toc support this model as an explanaticn for these
findirgs.

Language Ir the area of language useage, it was ncted that
the responses of many students were consistent with the grammar
and syntax of the local dialect: This included the dropping of
plurals, the confusing of the nomative and sbjective forms of
pronouns with the cveruse of the ncomative form, the dropping of
of insStructiocn in +thé Schoold i& officiaily standard English and

the cbjectives cf the scheol call for instructiou in the use of

dialect.

Omitted responses of the reading test Finally, an

examinaticn of the proporticns of smitted responses for each item
indicated that for all subtests except reading cumprehension,
examinees had sufficient time to attempt all items when the time

recommended by the test publisher was allcowed for completion of
the subtest. On the reading comprehenson subtest, it was noted

that examinees in grades 6 through 12 showed proporticns nf cmits

cn each test with more than 50% of the exsminees cmitting the
last 15 or sc items on the tests. Figure 1 shows this phencmensn
21
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Figure 1
Proporrions of Omitted Kesponses on the Reading Comprehension Test

For Grade 8 Examiness

BioikH ot 9% 9 ooy
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graphically for grade 8 examinees.
A nur.ver of explanaticns for this phencmencn are being

slowly and do not skim passages to be read. A second is that
local examinees have a lower attention &pan and simply Stop
taking the test after a certain point and before the end of the
testing pericd. Both of these are renderesd plausable by the fact
that this phencmencn is no% cbserved in grade 2 where the gues=
tions are asked crally by the examiner and the test is divided
intc twc pericds, a day apart. Egually ncteworthy is the fact
that the phencmencn appeared only in the second half of the
fourth grade reading test: The first half of the test consisted
of a series of independent short answer items while the second

consisted of the passage reading type used in the higher grades.

Summation
The model presented and illustrated for the validation of

Caribbean appcars toc be a workable cne. It has been demcnstrated
that the Stanford Achievement Test is appropriate for use in %the
U.8. Virgin Islands provided that certain modificaticns are made
in the method by which the reading comprehenscn tests are
administered. Further research is being planned tc determine the
causes of the difficulties found in these tests at certain grade
levels.
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Sts can provide valuable information toc teachers and
administrators in terms of curriculum effectiveness and cultural
differences which might necessitate alteratiocns in test
administration procedures which would allow for ocbtaining valid

and reliable scores when these instruments are used.
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