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The Test of English as a Foreign Language (TOEFL) was developed in 1963 by
a Nationai Council on the Testing of English as a Foreign Language. which
was formed through the cooperative effort of over thirty organizations. public
and private, that were concerned with testing the English proficiency of non-
native speakers of the fanguage applying for admission to institutions in the
United States. in 1965, Educational Testing Service (ETS) and the College
Board assumed joint responsibility for the program and in 1973 a cooperative
arrangement for the operation of the program was entered into by ETS. the
College Board, and the Graduate Record Examinations (GRE) Boara. The
merabership of the College Board is composed of schools. colleges, schoo!
systems, and educatinnal associations, GRE Board members are associated
with graduate education.

ETS administers the TOEFL program under the general direction of a Policy
Council that was established by, and is affiliated with, the sponsoiing organi-
zations. Members of the Policy Council represent the Coilege Board and the
GRE Board and such institutions and agencies as graduate schools of
business. junior and community colieges, nonprofit educationai exchange
agencies, and agencies of the United States government.

A continuing program of research related to TOEFL is carried out under the
direction of the TOEFL Research Committee. Its six members include repre-
sentatives ¢of the Policy Council, the TOEFL Committee of Examiners, and
distinguished English-as-a-second-language specialists from the academic
community. Currently the committee meets twice yearly to review and ap-
prove proposals for test-related research and to set guidelines for the entire
scope of the TOEFL research program. Members of the Research Committee
serve three-year terms at the invitation of the Policy Councii; the chair of the
committee serves on the Policy Council.

Because the studies are specific to the test and the testing program, most of
the actual research 1s conducted by ETS staff rather than by outside re-
searchers. However, many projec!s require the cooperation of other institu-
tions, particutarly those with programs in the teaching of English as a loreign
or second tanguage. Representatives of such programs who are interested in
participating in or conducting TOEFL /elated research are invited to contact
the TOEFL program office. Local r-oearch may sometimes require access to
TOEFL data. In such cases, the program may provide this data following
approval by the Research Committee. All TOEFL research projects must
v ~2rgo appropriate ETS review 10 ascertain that the confidentiality of data
will be protected.

Current (1982-83) membaers of the TOEFL Research Committes include the fol-

lowing:

G. Richard Tucker (chair) Center for Applied Linguistics

Alison d' Anglejan-Chatillon Universily of Montreal

Louis A. Arena University of Delaware

H. Duuglas Brown San Francisco State University
Frances B. Hinofotis University of California at Los Angeles
Henr' F. Holtzclaw, Jr. University of Nehraska
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Abstract

This set of 82 summaries is based on papers wriiten between 1963 and

1982 concerning TOEFL. The papers summarized counsist primarily of reports
of research involving TOEFL. Also included are a few dascriptive papers,

which are sunmarized here to provide a perspective an the history and

development of the test. The methods and criteria by which papers were
identified for inclusion, as well as a scheme for classification of the

papers, are presented in the Introduction.

\
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INTRODUCTION

Background

The Test of English as a Foreign Language (TOEFL) is currengly
required by more than 2,500 colleges and universities in the United States
and Canada to determine the English proficiency of applicants where native
language is not English. It is also required by various agencies and
boards in the United States and Canada concerned with the accreditation
and licensure of professionals trained abroad. Because of its prominence
in the field of second language testing, TOE '. has been the subject of
continual research since its development in 1963,

Many different issues have been addressed in this research. Studies
correlating TOEFL with other standardized tests of English language
proficiency have addressed the issue of TOEFL's concurrent validity.
Also relevant to concurrent validity are studies correlating TOEFL with
performance on cloze tests, dictation measures, oral interviews, writing
samples, instructors' ratings, and other direct and indirect indices of
English language proficiency. TOEFL's role as a predictor of academic
rerformance has been examined through studies correlating TOEFL with
students' grade-point averages. Still other correlational studies have
examined the test's relation to measures of aptitude, intelligence, and
achievement,

Another general group of studies lias been concerned with the perform—
ance of different groups of examinees on TOEFL. Within this category are
studies of various language or culture groups, studies of special popula-

tions, and comparisons of native English speakers' performance on TOEFL
with that of noannative speakers. Still other studies have been concerned

with statisticsl analysis of TOEFL or have addressed such issues as

effects of instruction on TOEFL, characteristics of TOEFL candidates,
effects of living environment, and others.

In light of the large amount of research that has now been conducted
involving TO-7L, the authors, with support provided by the TOEFL Research

Committee, have collected information regarding this resea:ich. The
present document consists of summaries of studies involving TOEFL that
have been conducted from its initial development in 1963 through 1982.
The studies summarized here include not only those that focus specificslly
on TOEFL but also studies that focus primarily on other instruments while
providing data that relate performance on those instruments to TOEFL.
Also, the 1973 and 198] versions of the TOEFL manuals are summarized here
because they present statistical dats gathered over teveral large-scale
sdministrations of the test. The 1973 version presents data for the
five-part test (which was in use before 1976; see below), and the 1981

version presents data for the current three-part test. (A 1983 version of

the manual is now available but is not summarized here, as it was not

available at the time these summaries were compiled.) Also included are a
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few publéshed papers that present analyses of TOEFL or describe its
history, in order to provide some perspective on the basis for, and

vrocedures followed in, development of the test. This collection has been
prepared for use by researchers, test developers, foreign student coun-
selors, admissions officers, teachers of English as a second language, and
others who use TOEFL and thus might have an interest in summaries of

reports relating to the test.

The collection is a result of a larger effort to identify all papers
related to TOEFL that have been written in English, which has resulted in
a comprehensive bibliography. This bibliography is to be published in the

Modern Languag~ Journal, Volume 67, No. 4, Spring 1984, under the title "A

conprehensive TOEFL bibliography, 1963-1982." In developing this bibliog-
raphy, the authors have identified relevant papers through the following

means:

l. A computerized literature search was conducted in December 1981
and updated in January 1983. Data bases for this search included the
Educational Rescurces Information Center (ERIC) system, Psychological
Abstracts, Dissertation Abstracts International, Language and Language
Behavior Abstracts, Social Science Citation Index, the Modern Language
Association International Bibliography on Languages and Linguistics, and

the ACTFL Annual Bibliography of Books and Articles on Pedagogy in Foreign
Languages, Vol. 1 (1968;--’V01. 8 (1975-76).

2. In April 1982 a letter inquiring about local studies or other
research involving TOEFL was sent to all directors of ESL teacher—training
programs listed in C. Blatchford (Ed.), Directory of Teacher -Preparation
Programs in TESOL and Bilingual Education - {Washington, D.C.:
TESOL, 1979).

3. In May 1982 a letter of inquiry was sent to 350 specialists in
second language testing. This list included all recipients of Langusge
Testing Notes, the newsletter of the Testing Commission of the Inter-
national Association of Applied Linguistics (AILA),

4. Development of the bibliography was announced at the Language
Testing Research Colloquium held at the sixteenth annual TESOL convention
in March 1982, with a request for assistance in identifying all relevant
studies.

5. During 1982 & call for information regarding relevant studies
appeared in the notes and news sections of several professional journals,

6. A draft bibliography was sent in March 1983 for inspection to

some 70 specialists in language testing listed on the Language Testing
Research Colloquium mailing 1list with a request for information regarding
any missing entries. .

In addition, all papers identified in the search were examined for
refererce to other papers that might be appropriate,

) 8
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Among the papers that have been identf{fied through this process,
research papers falling into the following categories have been included

in the present collection: (a) published papers (i.e., journal articles,
papers in edited volumes or published proceedings, and so forth); (b)
doctoral or master's theses; (c) papers included in institutional techni-
cal report series; and (d) papers presented at professional meetings.
Although many other unpublished reports have also been identified through
the search and are included in the published bdibliography, the research

papers in the present collection are limited to those falling into one of

the four categories listed above. There are undoubtedly other unpublished
studies that also deserve consideration, but space and resource limita-

tions dictated that this collection be restricted. It was decided that
the selection of studies to be included in this collection should be based
on objective criteria as opposed to a subjective assessment of quality by
the three researchers who compiled this report. It was reasoned that the
papers included here are more likely to have been subjected to some form
of review, by peers and other professionals, and this review was viewed as
exercising a form of quality control similar to that which might be
exercised in a8 subjective selection process. Peer review and evaluative
feedback 1s common in the preparation of articles for publication in
professional journals, and other media, and is also obtained in the
process of delivering a paper at a professionsl meeting. Similarly, the
writing of a thesis or dissertation also involves receiving and acting
upon evalua’ive feedback. On the whole, the application of the above—-
mentioned criteria is believed to havc provided a reasonably effective way
of selecting appropriate research papers. ¢

Because the primary focus of this collection 1is upon research, only a
few nonresearch papers are summarized. Selected from a larger set of
published descriptive or analytic papers about TOEFL, these are papers
that a.peared to provide the most extensive discussion about the history,
development, or use of TOEFL.

In a few instances, two different papers dealing with data from a
given study were identified-~for exsmple, a thesis as well as a book
chapter based on the thesis. In such cases, only one of the two papers is
sumnarized in this collection.

TOEFL

From 1963 to 1976, TOEFL consisted of five subtests: (a) Listening
Comprehension, (b) English Structure, (d) Vocabulary, (d) Reading Compre-

hension, and (e) Writing AbilZty. Since the September 1976 International
administration and since the 1977 Institutional administrations (see
definitions below), TOEFL has consisted of three sections: (a) Listening
Comprehension, (b) Structure and Written Expression, and (c) Reading
Comprehension and Vocabulary. The two forms of the test are described in
detail below.



The Five-Part TOEFL

N The five-part TOEFL consisted of 200 total 1temi (questions) and
required 2 hours and 20 minutes of aduministration time. The five parts

of the test were as follows:

Listening Comprehension (50 items, 40 minutes) mepsured the exam-
inee's a ty to understand spoken English. The oral information was

presented via tape recorder. This section consisted of three parts. In

the first part (20 items) the examinee heard short questions oxr state-
ments, then responded by 1nslicat1ng which of four printed alternatives

best answered the questioﬁ“‘or paraphrased the statement heard. In the

second part (15 items), the examinee heard a short dialogue followed by a
question about the diaslogue and marked the printed statement that best

answered the question. In the third part (15 items), the examinee heard a
simulated university lecture eight minutes in length and was allowed to
take notes. Terms that were used in the lecture were printed on a sepa-
rate page that was provided for note taking. The lecture was followed by
several questions and, after hearing each question, the examinee selected
the best answer to the question from four printed alternatives.

English Structure (40 items, 20 minutes) measured the examinee's
mastery o portant structural and grammatical points in spoken English.
In each item, a short printed conversation between two speakers, part of
which had been omitted, was presented. The examinee chose, from four
printed alternatives, the word or phrase that correctly completed the

conversation.

Vocabulary (40 items, 15 minutes) measured knowledge of word mean-
ings. This section contained two types of items. For each item of the

first type (15 items), a sencence was presented in which one word had been
omitted, and the examinee selected, from the four alternatives provided,
the one word that best completed the sentence. In each item of the second
type (25 items), a phrase was presented and the examinee selected, from
four options, the word or phrase with most nearly the same meaning as the
given word or phrase.

Reading Comprehension (30 items, 40 minutes) measured the examinee's
ability to read and understand English prose, including the ability to
make inferences and draw conclusions. Several passages were presented,
and the examinee answered several four-option multiple~choice questions

based on each passage.

Writing Ability (40 items, 25 minutes) tested the examinee's ability
to recognize effective style and appropriste usage and diction in uritten

I1n certain test administrations, additional items were included as

experimental items for purposes of test equating. These added items were
not part of the basic test, howe.er, and were not counted in deriving the,
examinee's score.

10
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English. This section contained two types of items. For each item of
the first type (25 items), the examinee read a sentence in which four

different words or phrases had been underlined, each marked with a differ-
ent letter from A to D. The examinee selected the letter corresponding
with the word or phrase that would not be accepted in standard written
English. In each item of the second type (15 items), the examinee read a
sentence containing a blank where a word or phrase had been deleted. The
examinee chose, from four alternative words or phrases, the one that best
completed the sentence.

The Three~Part TOEFL

This form of TOEFL, which is currently in use, consists of 150 items
and requires ] hour and 45 minutes of actual testing time. (As with the
five~part TOEFL, these figures apply to the basic test; additional items
are included in certain administrations for purposes of test equating.)

The three-part TOEFL is similar to the five-part test, except that
certain sections have been combined, and certain types of items within
sections have been deleted or revised. (See Summary No. 62, Pike, 1979,
for discussion of the empirical basis for revision of the test.)

Listening Comprehension (50 items, 35 minutes) measures the ability
to understand English as it is spoken in the United States. This section
contains three parts, with the oral material presented via tape recorder
in each part. For each item in the first part (20 items total), the
examinee hears a short statement a-d then chooses the printed sentence
(of four) that is closest in meaning to the one heard. For each item in
the second part (15 items total), the examinee hears a short conversation
between two speakers, which is followed by a dbestion asked by a third
voice. The examinee must choose, from four printed phrases, the one that
best answers the question heard. For each item in the third part (15
items total), the examinee hears a short talk, conversation or presenta-
tion, such as a simulated news broadcast, short lecture, or public an-
nouncement. The speech segment is followed by several orally presented
questions and, for each question, the examinee must choose, from four
printed phrases, the best answer to the question.

Structure and Written Expression (40 items, 25 minutes) measures
mastery of important structural and grammatical points in standard written
English. The language used in this section is more formal than that of
the Listening Comprehension section, and the topics are of a general
academic nature. This section consists of two parts. For each item in
the first part (15 items total), the exapinee reads a sentence from which
a word or phrase has been deleted. The examuinee must choose, from four
words or phrases, the one that best completes the sentence. For each item
in the second part (25 items total), the examinee reads a sentence in
which four words or phrases are underlined, marked A, B, C, and D. The
examinee must identify the one underlined word or phrase that would not be
accepted in standard written English.

11
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Reading Comprehension and Vocabulary (60 items, 45 minutes) measures
the a ty to understand the meanings and uses of words as well as the
ability to understand a variety of general reading materials. For each
item in the vocabulary part (30 items total), the examinee reads a sen—
tence in which one word or phrase is underlined. The examinee must then
select, from four words or phrases, the one that dbest preserves the
mesning of the sentence if substituted for the underlined word or phrase.
In the reading comprehension part (30 items total), the examinee reads a
variety of short passages, each of which is followed by questions about
the meaning of the passage. For each question, the examinee must choose
the printed word or phrase that best answers the question.

The Testing Programs

TOEFL is administered under four separate testing programs: the
International Testing Program, the Special Center Testing Program, the
Institutional Testing Program, and the Overseas Institutional Testing
Program. Under the International Testing Program, TOEFL is given at test
centers around the world on six regularly scheduled Saturday test dates a
year. Most applicants who need TOEFL scores for application to study in
the United States or Canada take the test under this program. Interna-
tional test administrations are provided both at overseas testing centers
(i.e., those outside the United States and Canada) and at domestic testing
centers (those within the United States and Canada).

TOEFL 1is offered under the Special Center Testing Program six times
a year, on regularly scheduled Friday test dates, in those months in which
International Testing Program administrations are not offc¢red. Like
International administrations, Special Center administrations are offered
at both overseas testing centers and domestic testing centers.

In the Institutional Testing Program, test forms previously used in

the International and Speciasl Center testing programs are made available
to institutions. The institutions administer the test to their studenrs,

primarily for the purpose of placing the students at appropriate levels f
an English language program or for determining the students' need for
additional work in English. This service is provided in the United States
and Canada. In other countries a similar service is provided through the
Overseas Institutional Testing Program.

Nature of the Summaries

The preceding sections provide background relating to the administra~-
tion of TOEFL that is necessary for understanding the methodology of the
studies summarized in this collection. We now turn to a description of

the sunmaries, with a drief overview of their structure and content.

12
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In each of the summaries, we have sought to -present a reasonably
accurate recapitulation of the points made in the original paper.
The reader is apprised that these summaries are not intended to be evalua-
. tive. Each summary has been written from the perspective of the author or
authors, with the details of method, results, and conclusions summarized
as presented by the author. Thus, all statements of interpretation or

conclusion presented here are those of the author. It is left for the
Teader to draw his or her own conclusions as to the quality of each

individual study. Because we are employed by the organization that
publishes TOEFL, we felt that it might be inappropriate to evaluate
critically the studies contained herein. However, we have occasionally
interjected comments; where we have done so, we have enclosed them in
square brackets to differentiate them from the summary of the author's
statements. These observations are generally not of an evaluative nature,
however, but are merely designed to note aspects of each study——usually

methodological details~~that may be unclear or missing from the report.

It would be useful for the reader to keep in mind, in examining these
sunmaries that some studies may be more thorough than others. Thus,
whether a given study's results lend themselves to fimm conclusions may

depend on a number of aspects of the methodology emwployed in the study.
For each study summarized here we have attempted to provide detail that
might aid the reader in this regard, including the size of the sample, the
nature of the sample, the circuas%ances of test administration, and so
forth. But it must be reemphasized that this collection is not intended
to serve the function of a critical review. Rather, its objeetive is to
call to the reader's attention the studies that have been done involving
TOEFL (as well as some background papers), and to give a general overview
of each study's method and results. The reader who wishes to look further
into these studies is encouraged to read the original papers; the classi-
fication scheme offered here should be of help in identifying studies of
particular interest.
f

Many of the studies summarized here focus specifically on TOEFL. In
" some of the studies, however, TOEFL has played only a minor role. In the
latter cases, we have focused principally on sspects involving TOEFL and
have provided a relatively brief discussion of other aspects. Some
.studies, particularly theses, have presented extensive introductory
material and reviews of the literature; in such cases, we have generally
focused on the empirical aspect of the papers, condensing the introductory
material into short statements of background.

In slmost every summary, we indicate which versiom of TOEFL was
used, the five~part or the three-part. In some of the reports summarized,
however, the suthor did not indicate which version was used and, in these

instances, we have indicared in brackets our assumption as to which was
used, usually based on the aste of testing. Also, where relevant informa-
tion was available, we report the type of administration that served as

the source of TOEFL scores veported——i.e., (a) International, (b) Special
Center, (c) Institutional, (d) Overseas Institutional, or (e) experi-

mental administration. Where the source was not presented and the report

13
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simply indicated that TOEFL scores were available (for students now
enrolied in a U.S. college or university), we indicate in brackets our

assumption that the TOEFL scores were derived from International or (after
1977) Special Center administrations prior to matriculation, since such

administrations are the principal sources of TOEFL scores in institutional
records.

Where irformation was provided about tests or other instruments
used, this information has been summarized. In some reports a test was

not described, but a description of the test often could be found in
another report. In such cases, the reader is referred to the summary of
the latter report for a test description.

In a few instances the format of a test may have changed over time.
Wherever a test description is provided in a summary here, it is intended
to summarize the author's description of the test at the time the descrip-
tion was written. Also, the names of some tests mentioned in reports
summarized here may hava changed since the reports were written. Wherever
this is true, the name in use at the time the report was written is used
here. A notable example is the Graduate Record Examinations Aptitude
Test, which, in 1982, was renamed the Graduate Record Examinations General
Test. The original name is retained throughout this collection, as it was
the name in use when the studies employing the test were conducted.

One measure that has been used frequently throughout these summaries
is grade~point average (GPA). This measure has not been explicitly
defined in many reports, perhaps becauyse common conventions are used in

computing GPA and authors have not thought it necessary to provide ex-
planation. Typically, students in U.S. colleges and universities are

givea letter grades A, B, C, D and F, which are assigned numbers 4, 3, 2,
1, and 0, respectively. A student's GPA for a given period of time (e.g.,
semester, year) is a weighted average of all grades assigned in that time
period, where the weight for a given grade is the numbet of credit hours

associated with that grade. Although there are variations to this system
(e.g., pluses and minuses attached to the letter grades are taken into

account; certain courses are not counted), the basic concept of the GPA is
assumed to be the same in all studies in which GPA is used as a variable.

Each summary begins with the bibliographic reference to the report on
which the summary was based. The style of the bibliographic reference
follows that recommended in American Psychological Association (1983),
Publication Manual of the American Psychological Association (3rd ed.).
Washington, DC: Author. The headings used in the summaries were devised
for use in this collection and follow the style typically used in researzch

papers. Headings used for empirical papers here are Purpose, Method,
Results, and Conclusions (or Results and Conclusions as a single section).
An additional section, entitled Background, is included in cases, such as
theses, in which the report includes extensive introductory material.
Other headings are also used in a few other instances. In the case of
descriptive papers and the two versions of the TOEFL manual, a short
Purpose section is followed by a single section entitled Discussion.

14
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. In some sunmaries, one or more papers are cited in the text. Biblio~
graphic references for the cited papers are provided in footnotes. If no
bibliographic reference is provided, the paper is among those summarized
in this collection, and the reader can turn to the appropriate summary for
the bibliographic reference. :

We believe this collection to be a nearly complete set of summaries
of reports written prior to 1983 that fit the above-mentioned criteria.

The TOEFL program is interested in studies relating to TOEFL that may be

conducted in the future and would like to request the author of any such
study to send a copy of his or her article to the Research Coordinatoer,

TOEFL Program Office, Educational Testing Service, Princeton, NJ, 08541~
0001, USA.

Classification of Reports

General Categorles

The reports summarized here fall into logical groups, such as (a)
studies of TOEFL's relation to similar, standardized tests of Eaglish
proficiency; (b) its relation to other indices of language proficiency;
(¢) 1ts relation to later academic performance, and so forth. Presented
delow is a classificaticn scheme that lists the principsl categories into
which the summaries can t: placed. Below each category name are several
numbers, which refer to reports summarized in this collection. The
numbers under a given category name indicate the reports in which the
principal issue under study relates to that category. In the case of a
few reports, two or sometimes three issues comprise the principal focus of
the report, and in theve cases the report is listed under both or all
three categories. Each general category is described below by a phrase
with & few examples. For more comprehensive definitions of the categories
the reader is referred to the subsequent section, "Index to Reported
Results,”

A The relation of TOEFL to similar, standardized objective tests of

English language proficiency (e.g., ALI/GU, CELT, MTELP--see list of
abbreviations below)

Reports: 24, 36, 42, 51, 58, 59, 68, 81

B The relation of TOEFL to other measures of English language profic~
iency (e.g., cloze test, interview, essay)

Reports: 19, 20, 23, 25, 29, 30, 32, 38, 39, 44, 47, 48, 49, 52, 53,
54, 62, 63, 67, 74

C The relation of TOEFL to tests of intelligence, academic aptitude,

and achievement (e.g., common admissions tests such as ACT and SAT;
reading achievement tests)

Rewrts% 2, 6. 8, 26, 29, 61, 6&, 65. 68, 69

15
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D The relation of TOEFL to later academic performance (r.g+, correlatio:
cf TOEFL with college grade-point average, or GPA; combination of

TOEFL with other variables in predicting GPA)

Reports: 1, 4, 5, 11, 13, 15, 17, 33, 35, 36, 37, 50, 55, 59, 66, 68,
70, 71, 72, 75, 77, 78

E Simple relat-.on of TOEFL to student characteristics (e.g., native
language, ccuntry, or region; ses; educational level)

Reports: 6, 9, 12, 1% 18, 41, 43, 46, 79, 80

F Complex relations involving studert characteristics—-i.e., differences
in patterns of results involving TOEFL as a function of student

charar “ristics (e.g., native language, country, or region; sex;
educat* evel)

Reports: .J, 26, 51, 76, 80

G Statistical analysis inveolving TOEFL (~2.g., correlations among t'.2
TOEFL subtests; factor analysis involving TOEFL)

Reports: 2 21, 22, 26, 27, 3, 33, 42, 56, 76

H VMiscellarcous research isrw s (e.g., effe*ts of liviny environment on
TOEFL performance; relation of TOEFL to admissinng cc.isions)

Reports: 14, 31, 34, 73

I General descriptive paperc (e.g., history and development of TOEFL;
TCEFL manuals)

Reports: 7, 27, 28, 40, 45, 57, 60, 82

Index to Reported Results

The above classificat{ n scheme lists each paper according to the
category that comprises the principal focus of that paper, as it relates
to TOEFL., In many of the reports summarized, however, TOEFL-related
results that are secondary or incidental to the main focus are also
presented, The following listing identifies all instances in which
results pertaining to TOEFL are presented, whether or not they bear on the
principal issue under study. For this purpose, a detailed subclassifica—
tion scheme has been developed. Under each general ce_egory Heading, a
l14st of subcategories 1is presented, each of which is designated by a
letter~-number combination. Following each subcategory name (or following
each exsmple where there are twe or more examples within a subcategory)
are listed the numbers assigned to reports whose summaries contain data
relevant to that subcategory. This listing thus serves as an index to
reported results involving TOEFL. As a further aid to the reader, each
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individual summary contains (in the upper-right corner of the summary's
first page) the letter-number combinations pertaining to ali relevant

subcategories of results presented in that summary.

A  The relation of TOEFL to similar, standardized objective tests of
"English language proficiency '

Al commonly used tests: ALI/GU (4); CELT (42); MTELP (1, 24, 59,
68) :

A2 miscel. aneous tests: experimental objective tests (62); Lado
tests (17); SC/GCE (58); TOEIC (81); UCB/EFL (51); WAIS-R Vocabu~-
lary test (36; .

B The relation of TOEFL co other measures of English language pro-
ficiency

Bl cloze test 423, 25, 29, 39, 44, 54, 62, 65, 66, 67)

B2 interviewv (1, 19, 20, 32, 38, 52, 62) and TSE (19, 20)

B3 essay tests (58, 62, 63)

B4 grades in E£SL classes (37, 42, 43); teachers' or other faculty
members' ratings of English proficiency (24, 47, 68, 77)

*1 dictation test (44); noise test (32, 74)

B6 rewritine task (30, 62)

B7 miscellanzous measures: article usage indices (49); editing test
(53); experimental oral listening comprehension test (48); Holtz-
man Stress—unstress test (38); IMOP (38); oral cloze test (74);
plscement in ESL courses (42)

C The relation of TOEFL to tests of intelligence, academic aptitude,
and achievement

Cl common admissions tests: ACT (9, 24, 46); GMAT (64, 80); GRE (6,
8, 11, 70, 71, 80); LSAT (68); SAT (2, 8)

C2 reading tests: Informal Reading Inventory (65); Iows test (61);
McGraw-Hill test (29, 61); Nelson~Denny test (61); Perkins-Yorio
test (29)

C3 miscellaneous tests: ITED /%49); Raven's Progressive Matrics Test

(29); SC/GCE achievement tests (58); TSWE (8)
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The relation of TOEFL to later academic performance

D1

D2

D3

simple correlation of TOEFL with grade-point average (GPA)
(1, 4, 5, 11, 13, 15, 17, 23, 33, 35, 36, 37, 40, 43, 50, 51, 55,
66, 68, 70, 71, 72, 75, 78)

coubination of TOEFL with other variables in predicting G?A
(5, 11, 15, 33, 68, 70, 72, 75, 78)

miscellaneous: relation of TOEFL to instructors' ratings of
performance (77); relation of TOEFL to self-reported GPA (64)

Simple relation of TOEFL to student characteristics

El
£2
E3
24

E5

E6

native language, country, or region (3, 26, 41, 47, 62, 75, 76)
sex (12, 41, 43, 47, 55, 79)

educational level (1, 8, 12, 69, 79)

major area of study (43)

native American vs. foreign (9, 46); performance of native Ameri-
can gtudents (6, 18) ‘

miscellaneous characteristics: age (1); currently U.S. citizen
vs, non-U.S, citizen (80); deaf vs. hearing parents, of deaf
examinees (16); English as primary ve. second language (80);
ethnic group (12, 55); occupation in home country (77); psrents'
education (55); planned degree (47); previous grades (1); reported

vs. did not report TOEFL scores to institutions (79); social
adjustment (69); TOEFL repeater vs. nonrepeater (79); TOEFL taken

in foreign vs. domestic center (79); type of secondary school
attended (55)

Complex relations involving student characteristics-~i.e., differences
in patterns of resuits involving TOEFL as a8 function of student

characteristics

Fl native language, country, or region (3, 4, 10, 26, 51, 59, 62,
64, 76)

F2 sex (43, 47, 51, 78)

F3 educational level (4, 35, 51, 75, 78)

F4 major area of study (35, 43, 51, 70, 78)

F5 miscellaneous charscteristics: English as primary vs. second

language (80); planned degree (47); sponsored vs. nonsponsored

(17)

¥
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Statistical analysis involving TOEFL

Gl correlations among TOEFL subtests (1, 20, 27, 28, 33, 42, 48, 58,
62, 63, 74) o ,

G2 factor analysis involving TOEFL (26, 33, 42, 56, 58, 69, 74,
76)

G3 test equating (21, 22)
G4 4item comparisons (3, 9)
Miscellaneous research issues: characteristics of TOEFL candidates

(79); effects of instruction on TOEFL (33, 41, 52, 68, 77); effects of
item disclosure on TOEFL (34); effects of living environment on TOEFL
performance (46, 73); relation of actual TOEFL scores to self-reported
TOEFL scores (64); relation of TOEFL to admissions decisions (14, 31):
relation of TOEFL to self-evaluation of English proficiency (4)

General descriptive papers
Il history and development of T0EFL (7, 45, 57, 60)

I2 TOEFL manuals (27, 28)

13 the role of TOEFL in admissions decisions (40, 8§2)
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Abbreviations Used

Throughout .this collection, certain abbreviations are used. Some of
these abbreviations, such as letters representing statistical terms, are

so common that they are presented without definition wherever they are

used. Most other abbreviations used here are acronyms of tests. These
abbreviations are defined at the beginning of any summary in which
they appear. However, it is useful also to present a list defining all

abbreviations and acronyms, so that the reader wmay refer to this list as
a reminder when necessary. The following list presents the full names

associated with sll adbbreviations and acronyms used in tt’e sunmaries.

Statistical symbols and terms

F ~ F test, generally from analysis of variance

£ -=- general fsctor
KR-20 -~ Kuder-Richardson reliability, formula 20

KR-21 — Kuder-Richardson reliability, formula 21

N ~- number of subjects (If presented in parentheses after a
statistic, this indicates the number of subjects on which
the statistic was based.)

ns -= not significant

P -- probability level, or significance level

r ~~ Pearson product-moment correlation

R — multiple correlation

Sb -~ standard deviation

t == Student’s t, generally used as test of difference between

means

General Terms and Organizational Acronyms

AACRAO -~ American Association of Collegiate Registrars and Admissions
Officers

AlD - Ageﬁcy‘ for International Development of the U.S. Department
of State |

20
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CAL

-] &

-~ College Entrance Examination Board (now the College

Board)

>

-- Test of the American Language Institute at Georgetown University

~- Comprehensive English Language Test for Speakers of English as

-- English Language Skills Assessment in a Reading Context

-=- English as a Second Langusge Achievement Test

-~ Foreign Service Institute; used here in reference to the FSI
interview, which is currently referred to as the Interagency

~=~ Center for Appléad Linguistics
CEES
EFL - Englé . as a foreign language
ESL -  4lish as a second language
ETS -~ Educational Testing Service
GPA ~— grade~pofint-average
GREB — Graduate Record Examinations Board
IRT ~- item response theory
JAN ~— Judgment Analysis Technique

Acronyms for Tests and Other Measures
ACT = American College Test
ALI/GU
CELT
a Second Language
CESL =— Test of the Center for English as a Second
(S1IU) Language at Southern Illinois University
ELSA
EPE - English Placement Examination
ESIAT
FSI1
Language Roundtable (ILR) interview

GMAT ~—— Graduate Management Admission Test
GRE ~ Graduate Record Examinations
IMOP == Indirect Measure of Oral Output
ITED ~— Iows Test of Educational Development
LCPT -~ Listening Comprehension Picture Test
LSAT ~— Law School Admission Test

21



MTELP --
PAA -

SAT -

SC/GCE

SLEP —-
STEL —
TOEFL -~
TOEIC —
TSC —_
TSE -
TSWE = ==

UCB/EFL~~

WAIS~R ~——

-1 6

Michigan Test of English Language Proficiency
Prueba de Aptitud Académica
Scholastic Aptitude Test of the College Board

Examination for the School Certificate and General Certificate
of Education of the West African Examinations Council

Secondary Level Ehglish Proficiency Test
§tructure Tests for English Language

Test of English as a Foreign Language

Test of English for International Communication
Tennessee Self-Concept Scale

Test of Spoken English

Test of Standard Written English

University of Califormia, Berkeley, Test of English as a
Foreign Language

Wechsler Adult Intelligence Scale, Form R
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SUMMARIES Al, B2, D!, E3, E6, GIl

1. Abadzi, J. (1976). Evaluation of foreign students {sic] admission
procedures used at the University of Alabama (Doctoral disserta-

tion, University of Alabama, 1975). Dissertation Abstracts
International, 36, 7754A. (University Microfilms No. 76-13,

884)

Purpose

As part of an examination of the admissions process for foreign

students at the University of Alabama, this study investigated the rela-
tion between academic performance at the university and several variables,

including the score on TOEFL and on other measures of English proficiency.

Also examined were effects of such background variables as age, country of
origin, undergraduate vs. graduate status, and major field. Of many

analyses, those pertaining specifically to TOEFL are emphasized in this
summary.

Background

Previous research has suggested a relationship between some of the
above~mentioned variables and academic success. The few studies located

relating academic performance to tests of English proficiency showed

generally low correlations. Studies relating foreign students' academic
success to their performance on American admissions tests also showed

relatively low.correlations. Research using TOEFL as a moderator variable
along with admissions tests has often yielded inconclusive results.

Method

The subjects were 70 foreign students (60 males and 10 females) who
entered the University of Alabama in £fall 1974 (N = 37) or spring 1975

(N = 33), Fifty-three were undergraduvates and 17 were graduate students.

The subjects ranged in age from 17 to 36 years and represented 28 differ~
ent countries. Several different major fields were represented, with the
modal number of subjects majoring in engineering (N = 34). The mean total

TOEFL score of the sample was 548, with mean subtest scores ranging from
52 to 57.

Individual interviews were conducted during the week preceding
registration with the 31 subjects who had just arrived in the United

States. (The others had been in the United States for several months or
years.) These subjects were asked some general questions then listened to
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a simulated lecture of approximately 180 words and recalled what they
understood of it. Approximately two months later a second interview was
conducted with thése 3i subjects, and the same simulated lecture was used.

The subjects were rated by two judges on three five~point scales: fluency
(F), pronunciation (P), and comprehension (C) (i.e., recall of the

passage). Agreement between judges was high, ss the coefficients of

correapondence ranged from .93 to .99 for the six scores (i.e., three
scales for each of two administrations).

All but eight of the 70 subjects took the Michigan Test of English
Language Proficiency (MTELP) on arrival at the university. The eight

subjects who did not take the MTELP were assigned the mean scores for

their countries on this test for purposes of data analysis. A composite
score based on the three subtests was used in the data analyses.

The MTELP is a multiple~choice test consisting of three sections:
Grammar, Vocabulary, and Reading Comprehension. In the Grammar section,
each item consists of a statement with a deleted word or short phrase, and
the examinee must choose, from four alternatives, the missing word or
phrase. In the Vocabulary section, mach item is either a sentence with a
deleted word or a sentence with an underlined word, and the examinee must
identify, from four choices, the deleted word or a synonym for the under-
lined word. The Reading Comprehension section consists of several reading
passages, and each passage is followed by several multiple~choice ques—
tions testing factual understanding or inference. [description para-
phrased from a recent publication related to the MTELP] :

Data from the five-part TOEFL |[presumably from International gdminis-
trations] were available for 25 of the subjects (TOEFL scores were gener-
ally not available for students who had previously attended institutions
in the United States or Britain or for certaln other students).

The grade-point average (GPA) and number of credit hours taken in
the first semester were tabulated for each of the 70 subjects. The GPA
and credit hours in the second semester were tabulated for each of the 33
subjects who entered in fall 1974. For all 70 subjects, an estimation of
previous academic performance [presumably performance in the institution
the student had just attended, whether in the United States or other
country] was obtained by transforming the subject's grade into a number on
a six-point scale equivalent to the U.S. grades A, B+, B, C+, C, and D.
Also, for the 19 sudbjects who had transferred to the university from a

junior college, the average junior college grade was calculated.

All of the above-mentioned variables were subnitted to correlational
analysis, along with two other variables: age and undergraduate vs.
graduate status.

=
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Correlations of the various measures used in the study with the TOEFL
subscores, TOEFL total score, and MTELP score are presented in Table l;
only those correlations exceeding .30 are reported. Note that the TOEFL
subtests, abbreviated in the table, are Listening Comprehension (LC),

English Structure (ES), Vocabulary (V), Reading Com;rehension (RC), and
Writing Ability (WA).

In additio.l analyses were conducted to determine the ef ects of
geographic area, major field, and classification (undergraduate, graduate,

transfer from abroad, transfer from junior college) (N = 70 in each case).
These analyses revealed differences as & function of the variables listed,

particularly with regard to first-semester GPA. Graduate students had the
highest mean GPA (2.46) and junior college transfers the lowest mean GPA
(1.12)., Among msjor field groups, science majors had the highest wean GPA
- (2.21), perhaps because most science majors were graduate students. Among

the countries representec, subjects from Taiwan had a relatively high mean
GPA (2.42), perhaps because they were almost all graduate students.

Multiple regression analyses were performed involving several vari-
ables; those involving TOEFL will be briefly mentioned. Prediction of the
TOEFL score from the MTELP score and the interview ratings yielded a
significant multiple R of .82. [The N for this analysis is unclear.]
Prediction of the MTELP score from the TOEFL subscores and total score
yielded a significant multiple R of .85 (N = 25), with each subscore
contributing substantially to the prediction. Prediction of first-
semester GPA from the TOEFL subscores and total score yielded a multiple R
of .67, which was not sigaificant, probably because of the low N (25).

For the 31 subjects interviewed, there was an improvement in ratings
over the approximately two-month period between interviews. For the 33 -
subjects who had both first- and second-~semester GPA scores, a t test
showed the latter to be significantly higher than the former; also, the
number of credit hours carried increased significantly from first to
second semester for these subjects.

Conclusions

.

Conclusions from this study must be regarded as tentative due to the
small number of subjects involved, First-semester GPA correlated moder-

ately highly with the total TOEFL score; also, the correlation between
first-semester GPA and the MTELP score, although only .29 (and thus not
appearing in Table 1), was significant. These data suggest that there
is some relationship between English proficiency and initial academic
performance. Correlations involving second~semester GPA were generally
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Table |

Correlations Involving TOEFL and the MTEI
with Absolute Values of .30 or Greater

A

TOEFL Subtest TOEFL
Variable N i E§ v RC WA Total MTELP
Age a -.73 -.32 -.30
Grad. (0) vs. U'grad. (1) a -.54
Semester 1 GPA a 45 032 .50 Y 43
Semester 1 No. hours a .53 .35 .32 40
Semester 2 GPA b <34
Semester 2 No. hours b -.38
Previous average grade 25 -.36 -.38
Average grade~-Jr. Coll. b .75 .86 .66 .85
Interview-F (admin., 1) b =40 ~-.59
Interview—-P (admin, 1) b - 42 -.65
Interview-C (admin. 1) b -.52 -.64
Interview=F (admin, 2) b - 47 ~-.30 ~.30 -.70
Interview-P (admin., 2) b -.60
Interview-C (admin, 2) b ~.49 -.30 -.68
TOEFL IC 25 35 L33 46 .62 49
TOEFL ES 25 .69 67 .81 .64
TOEFL V 25 .69 .67 .81 .71
TOEFL RC 25 .73 .89 72
TOEFL WA 25 .80 .65
TOEFL Total 25 .79

8Ns are 25 for correlations involving TOEFL and 70 for correlations
involving the MTELP.

b[Not reported are the numbers of subjects taking TOEFL among

students for whom second-semester GPA data are available; among transfers
from junior colleges; or among students who were interv}ewed.]
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lower than those involving first-semester GPA (even though the GPAs of the
two semesters were relatively highly correlated with each other--r = ,76),

For correlations involving TOEFL this difference can be seen in Table 1;
for the MTELP, the correlation dropped from a significant .29 to .00.
These results suggest that, while foreign students' initial grades are
related to their English proficiency, their grades become 1ncreasingly

independent of their initial level of proficiency.

The intercorrelations among TONEFL subsccres and TOEFL total ranged
from .20 to .88 [note, however, that the maximum r shown in Table 1 is
.89], suggesting that TOEFL is a well-structured test, with the subtests
showing some relationship to each other but, at the same time, measuring
somewhat different aspects of English knowledge. The correlation of .79
between the MTELP and TOEFL scores is consistent with earlier research
showing a relatively strong relationship between these two measures of
English proficiency.
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2. Alderman, D. L. (1982). Language proficiency as a moderator variable
{n testing academic aptitude. Journal of Educational Psychology,

74, 580-587. (Also TOEFL Research Rep. No. 10, 1981; ETS Re~
search Rep. No. 81-411. Princeton, NJ: Educational Testing
Service.

Purpose

This study examined the role of language proficiency in testing
academic aptitude and, specifically, t:s5' :d the hypothesis that proficien-
cy in a second larguage acts as & mocerator variable in accounting for
verbal aptitude scores on tests given in that language.

Method

A total of 361 nonnative English—speaking students at three public
and three private secondary schools in San Juan, Puerto Rico, participated
in the study. In exchange for a fee waiver on the tests and a nominal
stipend, in November 1980 each student took the College Board Scholastic
Aptitude Test (SAT), the Prueba de Aptitud Académica (PAA), and the
three-part TOEFL.

The SAT is a multiple-choice test written for applicants to U.S.
colleges and universities. It consists of verbal and mathematical apti-
tude sections and the Test of Standard Written English (TSWE)., The SAT
verbal section includes analogies, antonyms, reading comprehension, and

sentence completion items; the mathematical section measures ability to
solve problems involving arithmetic reasoning, algebra, and geometry. The

TSWE is a test for native speaers of English that assesses knowledge of

ihe conventions of standard written English; it contains questions involv-
ing the correction of sentences &nd questions involving English usage in

an error recognition format. The PAA contains verbal and mathematical
aptitude sections parallel to those found in the SAT and a8 test entitled
the English as a Second Language Achievement Test (ESLAT). The ESLAT is
written for nonnative speakers of English and contains questions on
grammar and reading comprehension.

A regression analysis of SAT scores on PAA and TOEFL scores was
performed to determine the significance of the interaction between the PAA
and TOEFL in accounting for scores on the SAT. A significant increase in
explained variance with the addition of a product term representing this
interaction would confirm the expectation that student proficiency in a
second language moderates performance on the SAT.
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Results and Conclusions

Table 1 displays the regressions of aptitude test scores obtained in
a second language (SAT) on aptitude test scores obtained in a first
language (PAA) and measures of second language proficiency (TOEFL, ESLAT,
TSWE). The two left-most columns of values shog an increase in the
multiple correlation (R) and explained variance (R®) as each independent
variable is entered into the regression. The regression coefficients
given in the table are the raw (b) and standardized (B) weights for the
three independent variables. The final column indicates whether the
inclusion of the dependent variable produced a significant increase in the
amount of explained variance for the dependent variable.

It is apparent that both TOEFL and the ESIAT accounted for signifi-
cant increases in the variance in SAT scores beyond that explained by
parallel aptitude tests in the examinee's native language. TOEFL alone
explained an additional 30 percent of the total variance on tne SAT-V and
about 10 percent of the total variance on the SAT-M. This finding sup-
ports the hypothesis that proficiency in a second language plays a signi-
ficant role in scores on aptitude tests administered in the second lan-
guage. Thus, when taking aptitude tests in English, students apparently
need a fairly high level of proficiency in English to adequately demon-
strate their aptitude. Scores on language proficiency tests such as TOEFL
should be taken into consideration as institutions make foreign-student
admission and placement decisions based on academic aptitude tests given
in English.
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Table 1

Regressions of Aptitude Test Scores in Second Language (SAT) on
Aptitude Test Scores in First Language (PAA) and Measures

of Second Language Proficiency

Multiple
Depandant Corrclltian! Indepmndmt Regression Coafficients Statistical Test of
Variable R R Variables »” B ses Moderator Fffect
SAT-V + 6655 Lhk29 PAA-V -.8303 -,97 .10
8568 7341 TOEFL ~.8329 - 94 Jdé
B934 .1982 TOEYL x PAA-V 0025 2.57 .00 F (1,357) = 113,36
{constant) 490.8048
SAT-V 6658 4429 PAA-V -,7913 - 92 09
8022 .6436 ESLAT ~-.7916 ~1.21 .10 .
8615 7423 ESLAT x PAA-V .0021 2.75 .00 ¥ (1,357) = 136.70¢
(constaat) 508.1330
SAT-V 6655 4429 PAA-Y 0952 . .08
.8780 7727 TSWE 2.2814 .23 2.26
.3805 -7756 m' PM-V .W71 oss -w Y (2 .357) - ‘-216
{constant) 68.4927
SAT~N . 7955 .6328 PAA-M -, 6207 -.70 .11
8514 7248 TOEFL -1,2167 -=1.17 16
8871 .7870 TOEFL x PAA-M . 0026 2.56 .00 F (1,357) = 104.26%
{constant) 5588.7010
SAT-M .795% .6328 PAA-M ~.5502 -.62 .10
8259 .6821 ESLAT ~1.0554 <~1.39 .11
8777 .7703 ESLAT x PAA-NM . 0022 2.66 .00 F (1,387) = 137.16%
{constant) 540.7829
SAT-N . 7955 . 6328 PAA-M . 0664 07 .09
8618 7422 TSWE -5.0486 .77 2.69
.8718 . 7601 TSWE x PAA-M .0220 1.51 .00 F (1,357) = 26.69
{constant) 236.5508
.p < .01
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3. Alderman, D. L., & Holland, P. W. (1981). Item performance across
native language groups on tl.e Test of Eggf?sﬁ as & roreign
Language. iTOEFL Research Rep. No. 9; ETS Research Rep. No.
81-16.§

Princeton, NJ: Educational Testing Service. (ERIC
Ducument Reproduction Service No. ED 218 922)

Purpose

A special chi-square statistic was used to determine the sensicivity
of TOEFL items to differences in native languages of examinees. Differ-
ences among Six language groups were assessed for every item on earh of
two TOEFL forus,

Method

The subjects were 12,379 examinees from six language groups: African,
Arabic, Chinese, Germanic, Japanese, and Spanish. The African group

conbined four languages: Efik, Fanti{, Ibo, and Yoruba; the Germanic group
combined Danish, Dutch, German, and Swedish. The data for analysis were
based on two International admirnistrations of the three-part TOEFL, one in
November 1976 and the other in November 1979.

In the principal analysis, data for each test were submitted to
chi-square analysis to determine each ftem's sensitivity to language
differences. In addition, specialists in English as a second language
(ESL) were asked to examine the results of the analysis based on the first

of the two test administrations and (a) to suggest explanations for items
with high sensitivity to language differences and (b) to identify items

from the second test administration that they believed would be most
sensitive to differences among the language groups.

Results and Conclusions

Approximately seven-eighths of the items in each TOEFL form showed a
significant degree of sensitivity to language differences according to the

. chi~square analysis. The items that were most sensitive were those in the
Reading Comprehension and Vocabulary section, particularly in the first
test adnministration. It is suggested that knowledge of specific words in

single sentences and reading passages may be more susceptible to linguis-
tic contrasts than are either aural skills or syntactic rules. |

Subjects in each language group were placed into 10 strata according

to their overall TOEFL scores. Analyses showed that the relative advan~
tages and disadvantages for different language groups ¥+ e relatively

stable across strata.
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Analysis of overall test scores showed that the two language groups
with the highe. test scores were the Germanic and Spanish groups, the two

with the closes: affinity to the English language. The rank order of
language groups varied somewhat by test sectiom, hewever; the two highest
ranking groups for Listening Comprehension and for Reading Comprehension
and Vocabulary were the Germanic an’ Spanish groups, whereas the highest
ranking groups for Structure and Written Expression were the Germanic and
African groups.

The ESL specialists, when asked to identify reasons for certain
items' sensitivity to language differences, found this task very diffi-
cult, as they could only offer comments involving languages with which
they were familiar. Further, when asked to predict which items in the
second test form would be most sensitive to language differences, the
reviewers were generally unsuccessful. Prxdiction was only at a chance

level for Listening Comprehension and Structure and Written Expression;
for Reading Comprehension and Vocabulary the success rate was somewhat

higher but was still considered not reliable enough for practical applica-

tion. An a priori contrastive analysis of this type appears to be quite
speculative.

The study demonstrates a statistical procedure that can help deter-
mine the sensitivity of TOEFL items to language differences. It is
cautioned, however, that results that are significant by this method do
not provide a sufficient basis for excluding an item from the test; even a
relatively small difference can yleld a significant chi-square, and some
degree of variation is to be expected, based on known contrasts with the
English language. However, the method is useful in identifying items that
yield exaggerated or unexpected deviations from expected item performance
across language groups. '
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4. American Association of”Collegiace Registrars and Admissions Of ficers.
(1971). AACRAO-AID Participant Selection and Placement Study.

Report to the Office of International Training, Agency for
Internstional Development, U.S. Department of State. Washington,
DC: Author. ’ .

Purpose

The U.S. Agency for International Development (AID) annually sponsors
& program in which foreign nationals attend U.S. colleges and wmiversities

to prepare them ro assist in the economic and gocial development of their
home countries. Several aspects of these students' selection and place~

ment were examined. This summary focuses'primarily on data dealing with
prediction of academic performance, in which TOEFL played a role.

Method

The subjects were 1,004 AID program participants, including the first
regular participants arriving in 1967 and 1968 and 100 Vietnamese partici-
pants attending a six-month intensive English language program. Partici-
pants were selected by AID, with home-govermment approval, partly on the
basis of maturity and experience, and they were placed in U.S. colleges
and universities by AID or another U.S. federal agency.

Neaxr'v three-fourths of the subjects were from the Far East or Africa
(ve. one-rLaird of the total foreign student population in the United
States). Sixty percent of the subjects specialized in education, social
science, or agriculture (vs. 21 percent of all foreign stuients). The
subjects' median age was 28, 58 perceut had been out of school at least
three years, and the vast majority held professional positions in their
home countries. Thus, these subjects were different from the general
population of foreign students in the United States. Nevertheless, the
mean TOEFL score of the subjects (483) was nearly identical to the pean
score of =1l foreign applicants to U.S. institutions between February
1964 and April 1967 (484). The sample was 81 percent male (vs. 75 percent
for all foreign students).

e

Each subject completed a questionnaire indicating (a) year of birth,

(b) number of years since last school attended, and (c) rank in class (top
10 percent, top 25 percent, top 50 percent, bottom 50 percent)., Each
subject was also administered at least one of the following tests: TOEFL,

the English proficiency test of the American Language Institute at George-
town University (ALI/GU), and the College Board Scholastic Aptitude Test

(SAT) for undergraduates, or the Graduate Recor. Examinations (GRE)
Aptitude Test for graduate students.
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The ALI/GU is a battery consisting of four tests: English Usage,
Vocabulary and Reading, Listening (all multiple-choice), and Oral Rating
(interview). 1In the English Usage test, each item is a sentence with a
word or phrase deleted, and the examinee must choose, from three alter-
natives, the word or phrase that best completes the sentence. In the
Vocabulary and Reading test, each vocabulary item is either a sentence
with a deleted word or a sentence with an underlined word, and the exam-
inee must choose, from four alternatives, the correct deleted word or a
synonym for the underlined word. In the reading part of this test, the

examinee reads several short passages and, for each passage, answers
several multiple~choice questions. For each item of the Listening test,

the examinee hears a short question or a short statement and must choose,

from four printed alternatives, the correct answer to the question or a
correct psraphrase of the statement. [descriptionm paraphrased from a
recent publication concerning the ALI/GU test] Only these three tests
were administered to the subjects in the present study on their arrival in:
the United States, and the ALI/GU score reported here is a composite of
scores on these three tests. .

The SAT is a multiple-choice test of verbal and mathematical aptitude
for applicants to U.S. colleges and universities [see Summary No. 2,
Alderman, 1982). The GRE Aptitude Test [recently renamed the GRE General
Test] is a multiple—choice test designed for applicants to U.S. graduate
schools and measures verbal and quantitative aptitude. The verbal ability
section tests the abilities to discern, comprehend, and analyze relation-
ships among words or groups of words within sentences and written pass~
ages. The quantitative section measures basic mathematical skills,
understanding of elementary mathematical concepts, and ability to reason
quantitatively and solve quantitative problems. [description paraphrased
from a recent GRE publication]

Three ratings of each subject's quality of academic performance in
his or her home country were made, based on the subject’s transcript: ()
quality in relation to home-country standards, as judged on a five-point
scale by credentials analysts from the American Association of Collegiate
Registrars and Admissions Officers; (b) competitiveness of institution for
which the subject was suited, as judged on a four~point scale by the
credentials snalysts; and (¢) quality in relation to standards at the
subject's assigned institution, as judged on a five-point scale by receiv-
ing admissions officers., The above-mentioned factors all served as
predictor variables in the analyses to be presented.

The following indices, computed during the subjects' first year at a
U.S. college or wniversity, sexrved as criterion variables in the' analyses:

(a) grade-point average (GPA), on a four-point scale, for first semester,
second semester, and total first year; (b) credits earned during the first
year; and (c) first-semester and first~year "achievement index,” defined
as GPA squared times number of credits sarned., GCraduate students were
also rated by their advisers on a five-point scale (a) relative to othex
foreign students in the discipline and (b) relative to all other students
in the discipline.
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Results and Conclusions

Two initial results involving TOEFL are worth noting. First, the
correlation between scores on TOEFL and the ALI/GU was .84, indicating a
considerable amount of similarity in these two tests. Second. when the

subjects were asked 1f their English proficiency was adequate for full~-
time study, 74 percent of those who said “yes" had TOEFL scores of 450 and

above; 68 percent of those who said "np” had TOEFL scores below 450.

Thus, the subjects' TOEFL scores tended to correspond with their percep~
tions of their Engiish proficiency.

Prediction of Academic Performance—Undergraduates

Correlations of predictor and criterion variables were significant
but generally low. (Ns ranged from 260 to 413, as different data were
available for different subjects.) Of the correlations between the
predictors and the three GPA scores--first-semester, second-~semester, and
full-year GPA--those involving the full-year GPA were the highest in
almost every case. In the results presented below, the term “GPA” refers
to first~year GPA. The best predictors of GPA were the mathematicli
section of the SAT (r = .55), admissions officers' ratings of past aca~
demic record (.37), and birth year (.36), the last result reflecting
better performance for younger subjects.

Grade-point average was not predicted very well by either TOEFL
(.25) or the ALI/GU (.23). The first-year achievement index, which
combines GPA and credits received, correlated somewhat more highly with
these tests (TOEFL: .36; ALI/GU: .32), perhaps because those subjects

with low English test scnzes take more remedial courses and thus receive
fewer regular credits.

It might be assumed that the low correlations were due to matching in
quality of subjects and institutions. However, no clear relation was
found between admissions officers’' ratings of subjects' prior academic
performance and the selectivity of the subjects' assigned institutions.

The correlations could also have been reduced by éhe pooling of

subjects from many countries. Correlations were computed se¢parately for
two najor sending areas, Africa and Vietnam. For the Vietnamese subjects,

lg_qu;

— T~ CoTTEIRtISHN oY GPA with TOEFL and with the ALI/GU were both .47 (Ns were
between 127 and 227.); however, for the African subjects, the correlation
of GPA with TOEFL was only .17 and with the ALI/GU was nonsignificant (and
thus not reported)., (Ns were between 116 and 121.) Although the basis
for the difference between regions is not clear, apparently the value of
these tests for predicting performance cannot be waid to be the same for
all geographic areas.
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Prediction of Academic Performance for Graduate Students

For the graduate-students, GPA showed a correlation of .19 with TOEFL
and .14 with the ALI/GU; correlations with first-year achievement index
were slightly higher (.33 and .30, respectively). Separate correlations
were computed for four geographic subgroups, three curricular subgroups,

two levels of English proficiency, and for subjects out of school for
different lengths of time; none of these groupings resulted in improved

prediction of GPA.

It is concluded that English proficiency scores did not have strong
predictive value in this study. They appear to have been of greater value
in indicating how heavy an academic workload a student should take.
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S. Andalib, A. A. (1976). The academic success of undergraduate Iranian
students in selected Texas universities (Doctoral dissertation,

East Texas State University, 1975). Dissertation Abstracts
International, 36, 4881A. (University Microfilms No. 76-4618)

Purpose

This study assessed the degree to which the academic success of
Iranian students in selected Texas universities was predicted by TOEFL as

well as by five other variables: (a) American College Test (ACT) scores,
~b) College Board Scholastic Aptitude Test (SAT) scores, (c) high school
scholastic average, (d) age, and (e) years out of school.

Background

Examination of previous studies suggests that students' academic
performance in high school is related to their college performance. One
study (American Association of Collegiate Registrars and Adduissions
Officers, 1971) suggests that TOEFL is of limited value as a predictor, as
is the verbal SAT score, but that undergraduate grades are related to the
mathematics score on the SAT and negatively related to age and years out
of school.

Method

The subjects were Iranian undergraduates at several Texas univer-
sities. Of 336 students considered, 126 (117 males and 9 femsles) had

data for three predictor variables: high school scholastic average, age,
and years out of school; these students comprised the stud sample. In
addition to data for the above three variables, 42 of the subjects had ACT
scores (these subjects are called Group 1), 26 had SAT scores (Group 2),
and 16 subjects had TOEFL scores {Group 3) [all presumably obtained vis
preadmission testing; i.e., International administrations, in the case of
the TOEFL]. The total sample of 126 students is called Group 4. [Names
| and number of universities participating are not specified, nor are the
—- class standings of the subjects.] The criterion variable to be predicted
by the above-mentioned factors was the subjects' undergraduate grade-point
. average (GPA), defined according to the stardard five~-point scale (i.e., A
. . »4,B=w3 Ce2 D=l F=),

High school average was computed on a 20-point scale, based on the
subjects' performance in grades 10-12. For the approximately 5 percent of

the subjects who had attended high school in the United States, grades
were transformed to the 20-point scale according to common guidelines.
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The ACT is a multiple-choice test in four psrts. The English Usage

subtest measures knowledge of punctuation, style, and other aspects of

- writing. Mathematics Usage assesses mathematical reasoning abilitcy.

Social Studies Reading and Natural Science Reading measure reading and
reasoning skills in these tw subject areas.

The SAT contains two parts, the verbal (SAT-V) and mathematics
(SAT-M) sections. These two parts test understanding of verbal msterial

and mathematics reasoning ability, respectively.

TOEFL data were available from the five-part test [presumably
obtained via Internatioral administrations].

i

Results

For Group 1, correlations between ACT subtest scores and GPA ranged
from -.11 to .05 (N = 42). For Group 2, correlations between SAT and GPA
were SAT-V: <-,25, SAT-M: .32 (N = 26). For Group 3, the correlation
between TOEFL and GPA was .05 (N = 16). .

For the other variables, the most reliable correlations with GPA are
based on the full sample of 126 students (Group 4). These correlations
were high school average: .15; age -.17; and years out of school: -.01.
Only the correlation involving age was significant at the .05 level.

Multiple regression analyses produced many results, the most salient
of which are summarized hexre. For Group 1, the multiple correlation
involving all predictors with GPA was .47 (ns), and the multiple correla-
tion with the best set of predictors (ACT English, ACT Natural Science,
high school average, and age) was .46 (ns). The best predictor, high
school average, correlated significantly with GPA (r = .33), but the
addition of other predictors via stepwise multiple regression resulted in
nonsignificant multiple correlations.

For Group 2, the multiple correlation involving all variables was a
nonsignificant .59, and the multiple correlstion with the best set of
predictors (SAT-V, SAT-M, age, and years out of school) was a nonsignifi~
cant .58. The multiple correlation for the best two predictors (SAT-V and

: SAT-M) was a significant .49; addition of other predictors via stepwise
multiple regression yielded nonsignificsnt correlatioms.

For Group 3, the multiple correlation involving all variables vas a

2 nousignificant .64, The most effective prediction equation was that
involving age only (r = -.60). Stepwise regression showed that the

: sultiple R for the two best predictors (age and years out of school) was a

< significant ,63; correlations involving additional variables were not
ﬂi‘nif‘.mto
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For Group &4, the full sample, the multiple correlation involving all
three variables--high school average, age, and years out of school--was a

significant .28. The best prediction equation was that involving all of
these variables.

Conclusions

This study provides data that may be useful to admissions officers.
For the full sample of 126 subjects, undergraduate GPA was predicted by
the combination of high school average, age, and years out of school.

However, the relationship was low enough to suggest that use of equations
involving these scores may have only minimal value for making admissions

decisions. The TOEFL, SAT, and ACT were not good predictors of under~

graduate GPA for these Iranian students, and it {s recommended that these
tests not be used in making admissions decisions for such students.

Suggestions for further research include use of a larger sample and
inclusion of students from a wider geographic aresa and a wider variety of
colleges. A departmental test in Farsi, the Iranian students' nstive
language, ar well as tests in English, could be of value in assessing
Iranian students' knowledge as part of the admissions process.

*
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6. Angelis, P. J. (1977). Language telting';nd intelligence testing:
Friends or foes? In J. E. Reddon (Ed.), Proceedings of the First

International Conference on Frontiers in Lan e Proficienc

and Dominance Testing, Uccasional Papers on Linguistics, No. 1.

Tarbondale, 1L: Southern Illinois University. (ERIC Document
Reproduction Service No, ED 145 677)

Purpose

This paper reviews data and issues pertaining to relationships

between language proficiency and intelligence. Attention is given to the
requirements of verbal proficiency test items and the degree tb which such

items tap intelligence rather than language skills alone for momnative

English speakers. Special attention is given to TOEFL section scores and
patterns of performance on these sections.

Discussion

The work of Angoff and Sharom (1971) suggests that native English
speakers have 1little difficulty with TOEFL., However, an umpublished study
with 88 native English-speaking high school students shows that, while the
subjects had little difficulty with TOEFL overall, the Structure and
Written Expression and the Reading Comprehension and Vocabulary sections
were found to contain items that were more difficult than would be expect-
ed for native speakers. In the case of each of these subtests, one-fourth
to one~fifth of the items were answered incorrectly by at least 80 percent

of the subjects. Lack of gramuatical skills influenced the difficulty of
the Structure and Written Expression section. The difficulty of the
vocabulary ftems was affected by abstractness and frequency of vocabulary.
The difficulty of the reading comprehension items - us fnfluenced by the
need to make complicated judgments and inferences. The occurrence of
unexpectedly difficult items for native English speskers complicates the
interpretation of performance on such items.

Another unpublished study involved analysis of dats from TOEFL
[presumably the five~part version] and the Graduste Record Examinations
(GRE) Aptitude Test given to 91 foreign students applying for admission to

Texas A & M University. [See Summary No. 4, American Association...,

1971, for a dbrief description of the 73E Aptitude Test.] The correlation

between TOEFL score and GRE total score was found to be .53 (p < .0001),
which was slightly lower than the correlation of .55 (p < .001) between
the TOEFL score and the GRE verbal subscore. A lower correlation of .3l
(p < .01) was observed between the TOEFL score and the GRE quantitative
score. The correlation between the GRE verbal score and the GRE quantita-
tive score was only .13 (ns).
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When the subjects were divided into those who scored high and those
who scored low on the GRE verdal section and on TOEFL, 87 of the 9I
subjects scored low on the GRE verbal section, and these subjects were
about equally divided between those with low and high TOEFL scores.
However, when a similar subdivision of subjects was made using GRE total
‘score in place of GRE verbal score, the high GRE category was found to

contain 36 subjects and the low GRE category, 55 subjects; within both the
low GRE and high GRE groups, there were about equal numbers of low

and high TOEFL scorers. Thus, addition of the GRE quantitative score
apparently produced a more balanced array of scores.

Comparison of the content of TOEFL and GRE items shows that GRE

verbal items stress more difficult vocabulary, longer passages of text,
and more complicated and abstract inference requirements. The GRE verbal

test makes great demands on nonnative English speakers because of the

combined intellectual and language skills needed to comprehend and work
items. It is concluded that the GRE verbal test should not be interpreted

as testing language proficiency, a purpose that is better fulfilled by
TOEFLD )

Research done in Sweden found that scores on measures of inductive

and logical reasoning in Swedish appeared to be associated with English
reading rest scores. Also, the score on a measure of intellectual delib~

erateness showed a negative correlation with the score on an English

language test. These various results suggest the need for more research
on the relation between language and intelligence.
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7. Angelis, P. J. (1979). TOEFL i~ recent years. In B, Spolsky (Ed.),
Some major tests. adveaces in language testing series: 1.

Papers in applied linguistics. Arlington, VA: Center for
Applied Linguistics. (Edited volume available as ERIC Document
Reproduction Service No. ED 183 004)

~

Purpose

This is a descriptive paper dealing with developments in TOEFL since
1973, |It complements the papers by Jameson & Malcolm (1973), Oller &
Spolsky (1979), and Palmer (1965), summarized in this collection, which
describe the history of TOEFL prior to that time. ]

Discussion

Before 1973, the College Entrance Examination Board (CEEB) and
Educational Testing Service (ETS) held joint responsibility for the TOEFL

- program. In July 1973, a new arrangement was formed, whereby responsibil-

ity for the direction of the program was assumed by both CEEB and the
Graduate Record Examinations Board (GREB), with ETS continuing to manage
ihe program's operation. This change veflected the increase in the number
of graduate applicants taking TOEFL.

One oui.come of this change was the replacement of the National
Advisory Council on TOEFL with the TOEFL Policy Council as the policy-

making body for the test. Whereas the earlier council was a general group

representing sever-l different constituencies, the new Policy Coun_il had
a more strictly defined structure. It consisted of three members appointed

by CEEB and three menbers appointed by GREB~-who formed the six-member

Executive Committee~-along with nine other members representing foreign
student advisers, admissions officers, govermment agencies, and teachers

of English as a secqnd language.

The Committee of Examiners, which had existed since 1966, was now
made a standing committee of the Policy Council, Its role was enlarged to
include regular review of test items and coniribution of general advice on
test content. A second standing committee, established in 1976, was the

TOEFL Research Committee, a five-member panel formed to review research
proposals and monitor research projects.

The TOEFL program has continued to grow. As of 1977, there were five
annual adwministrations of TOEFL, .ud the number of special centers offer-
ing the test monthly had grown to cbout 15. The number of TOEFL examinees

had risen to nearly 150,000 in the year 1976-77.

The test was revised as a result of data obtained in a study by Pike
(1979). The English Structure and Writing ability subtests were combined,

P
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partly because of the high correlation found between them; the Reading
Comprehension and Vocabulary subtests were combined for similar reasons.

The new test thus consists of three sections rather than five, and the

change in format resulted in a reduction in number of items and testing
time as well as in changes in item types. [See Introduction for descrip-

tions of the three-section and five~section tests.] Since the equating
system and score scale remain the same, total scores on the three-part
test can be interpreted in the same way as total scores on the old five-
part test (although section scores caanot be compared). Since Listening
Comprehension now contributes one-third of the score, ~ather than one-
fifth as before, some shift in the role of listening may occur, and
further data are needed to determine the nature and extent of such a
shift.

Certain assumptions remain the same as they were in 1963, when the
test was first developed. Notably, a normative scale is still used,
whereby an examinee's proficiency is expressed in relation to that of all
others who have taken the test. -

Regarding the use and interpretation of TOEFL scores, surveys have
indicated that most institutions use section scores, particularly the
Listening Comprehension score, in making admissions decisions. Also
regarding score interpretation, it has repeatedly been stressed that TOEFL
scores are not appropriate predictors of future grades. Admissions
decisions presumably should be made by first examining a student's past
academic record and then using TOEFL scores to help determine whether the
student has the necessary English proficiency to do the required academic
work. Yet TOEFL does provide predictive information of a sort. If the
role of English proficiency in different programs of study were to be
determined, guidelines could be established concerning the meaning of
TOEFL scores for students at different levels and programs of study.

Since the formal program of TOEFL research began in 1976 under the
governance of the TOEFL Research Committee, several projects have been
initiated. [The studies mentioned are now completed and are among the

first reports published in the TOEFL Research Report series, which are
summarized in this collection.]

A new version of the TOEFL manual, due to appear shortly as of the
time of this writing, provides data on the three-part test. [The 1981
manual, which postdates the 1976 version to which Angelis refers, is
summarized in the present collection, with data presented for the revised
testol

An invitational conference in October 1977 was attended by 10 speci-

alists in English as a second language. Discussions among these special-~
ists, the TOEFL Committee of Examiners, and ETS staff led to suggestions

for further shifts in emphasis in the TOEFL--principally, to use more

extended contexts and more realistic situations, and to place more stress
on academic contexts, since the test is used primarily for college and

university sdmissions decisions.
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As continued input is provided by the various TOEFL committees and
other specialists in the field, and as research indicates new areas for

investigation, 1t is appropriate that the TOEFL program be responsive to
suggestions for further change.
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8. Angelis, P. J., Swintom, S. S., & Cowell, W. R, (1979). The perfor-
mance of non-native speakers of English on TOEFL ‘and verbal
aptitude tests (TOEFL Research Rep. No. 3; ETS Research Rep. No.
79-7). Princeton, NJ: Educational Testing Service. (ERIC
Document Reproduction Service No, ED 205 607)

Purpose

This study sought to determine the relationship between performance
on TOEFL and performance on two coumonly used measures of verbal aptitude:

the verbdbal section of the Graduate Record Examinations Aptitude Test
(GRE-V), taken by prospective graduate students, and the verbal section of
the College Board Scholastic Aptitude Test (SAT-V), taken by prospective
undergraduates. Because SAT examinees also take the Test of Standard
Written English (TSWE), which is often used to place native English
speaking students in freshman English courses, scores on the TSWE were
compared with scores on the TOEFL also.

Method

A telephone survey of 50 large universities was first conducted,
which showed that the TOEFL, the SAT, and the GRE are the most commonly
required tests of foreign applicants to umdergraduate and graduate pro-
grams. Subsequently, the experimental sample for the present study was
selected, which consisted of 396 volunteers. The subjects, wio included
210 undergraduate applicants and 186 graduate applicants, took ei.her the
GRE~V or the SAT-V and the TSWE after a regularly scheduled norming
administration of the three-section TOEFL. {The SAT and TSWE are briefly
descridbed in Summary No. 2, Aldermau 1982; the GRE Aptitude Test 1s
briefly described in Summary No. 4, American Association..., 1971]. All
testing was carried out at 13 domestic test centers. Background data
indicated that the group was typical of the TOEFL population. Thirty-five
different native languages were listed by the graduate students and 30 by
the undergraduates.

Mean scores produced by the sample were compared with mean scores for
representative comparison groups of about 1,500 examinees each: (a)

examinees randomly selected from the total population of exsminees who
were administered the same form of TOEFL, (b) native speakers who took the

same form of the GRE~-V, and (¢) native speakers asdministered the same

forms of the SAT-V and TSWE. Performance ou TOEFL was then correlated
with, and compared to, performance on one of the other tests.

Results and Conclusions

Table 1 depicts basic descriptive statistics on the four measures
included in this study for the experimental and comparison groups. The

W
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mean score of 269 on the SAT-V achieved by the nonnative undergraduates
shows that this group found the test very difficult. The mean score of
274 achieved by graduste monnatives on the GRE~V was also well below the
mean score for native speakers, even though the mean TOEFL score of
graduates included in this sample (523) was sbove the mean for all gradu-
ate examinees on TOEFL (506). Although scores on the SAT-V and GRE-V for

both nonnative groups were attenuated, the undergraduates were not as far
(1.5 SD) below their native speaking counterparts as were the graduates (2

SD). "It should also be noted that the reliability of both verbal aptitude
measures was considerably lower for nonnatives than for natives.

Table 1

Descriptive Statistics on Four Verbal Measures
for Experimental and Comparison Groups

)
3

flz

Test and subgroup N Mean S Reliability

TOEFL (undergraduates) 210 502 63 <94
(graduates) 186 523 59 .95
(comparison group) 1,540 493 75 .95

SAT-V (nonnatives) 210 269 67 W77
(natives) 1,765 425 106 91

TSWE (nonnatives) ' 210 28 8.8 .84
(natives) 1,765 42 11.1 .89

GRE~V (nonnatives) 186 274 67 78
(natives) 1,495 514 128 .94

The native-nonnative performance differential on the TSWE was slight-
ly less (1.4 SD) than was observed for the SAT-V, and the reiiability of
the TSWE was sinilar for both groups.

It is concluded that the SAT~V, TSWE, and GRE-V are all difficult for
nonnatives. Because their scores cluster in the lower extreme of each
test scale, 1n:erpretation of scores of nonnatives on these tests can be
- complicated.

The correlations among these measures are depicted in Table 2. The
correlation of .65 between TOEFL total and GRE~V indicates that these two

scores are related, although the skills being measured are not identical,
The Listening Comprehension section of TOEFL showed the lowest correlation
with GRE-V, which is to be expected, since listening skill is not measured
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with the GRE~V, The other two TOEFL sections exhibited stronger and
nearly equal correlations with the GRE~V. The same pattern occurred with

the SAT-V. The TSWE correlated more strongly with the TOEFL than did

either of the other two tests, with the weakest relationship between the
TSWE and any specific TOEFL section involving Listening Comprehension

(.51) and the strongest relationship involving Structure and Written
Expression (.71). The latter finding offers support for the construct
validity of the Structure and Written Expression section of TOEFL,
since it is similar {n format to the TSWE.

Table 2

Correlations between Scores on TOEFL and Scores
on Three Common Admissions Tests

TOEFL Section _ _
Listening Structure and Reading Comp. Total
Comprehension Written Expression and Vocabulary TOEFL

SAT-V (N = 210) «45 .64 .68 .68
TSWE (N = 210) .51 71 .66 .72

47
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9. Angoff, W. H., & Shéron, A. T. (1971). A comparison of scores earned
on the Test of English as a Foreign Language by native American

college students and foreign applicants to U.S. colleges. TESOL -

Quarterly, 5. 129-136.

Purpose

This study compared performance of native American students and
foreign students in performance on TOEFL.

Method

The native American subjects consisted of 71 entering freshmen at a
western state university who averaged at the 29th percentile on the
English subscore of the American College Test (ACT). The ACT English
subtest is part of a battery of tests for American students applying to
U.S. colleges and universities and measures knowledge of English usage.
The subjects were administered the five-part TOEFL in February 1969. The
sample of foreign students consisted of all candidates given an operation-
al [presumably International] TOEFL over a three—year period from 1964 to
1967 (N = 34,774).

Results and Conclusions

The average score of the native Americans was about two standard
deviations higher than that of the foreign students on Listening Conmpre-
hension, English Structure, and Vocabulary and about one standard devia-
tion higher on Reading Comprehension and Writing Ability. Furthermore,
the American students' score distribution was narrower than that of the
foreign students and was highly skewed in the negative direction, with a
higher proportion of students earning maximum or near-maximum scores.
These results show that the test was extremely easy for the native Ameri-
can students.,

The correlation between ACT English and TOEFL score for the native
American subjects was a relatively low .64, which cannot be attributed to
unreliability of the tests (reliabilities of ACT English and TOEFL are
reported by the tests' publishers to be .88 and .97, respectively). Thus,
TOEFL appears to measure somewhat different language skills from those
measured by the ACT English subtest.

Analysis of item difficulties showed that only 17 of 130 items were
more difficult for the native American than for the foreign students.

(This analysis excluded those items for which p values, or propu.tions of
the groups answering the items correctly, exceeded .95, since statistics
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on such items tend to be unreliable)., This result furthsr attests to the
ease of TORFL for native American students. Of these 17 items, 13 were

from the Writing Ability section, which taps exsminees’ knowledge of
grasmatical forms. The relatively large number of such items may reflect
the fact that Americans are frequently exposed to incorrect grammatical
forms in colloquisl English.

Listening Comprehension items were uniformly easier for the American
than for the foreign students; this finding may result from the fact that

English is transmitted in spoken form more often for the former students
than for the latter. English Structure items were also wmiforaly easier

for the American students, which could be due to the fact that this

section is intended to identify the types of language errors character-
istic of foreign speakers of English.

In general, the relative ease of TOEFL for the American students and
the narrowness and skewedness of the score distribution for these students
indicate that TOEFL is not an appropriate test of English for native
American students.
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‘10. Angoff, W, H., & Sharon, A. T. (1974). The evaluation of differences
in test performance of two or more groups. Educational and

Psychological Measurement, 34, 807-816.

Purpose

This study sought to determine whether there are differences among
language groups in the relative difficulties of various vocabulary items
on TOEFL. It also served to demonstrate statistical procedures by which

to address this question and identify items that are particularly easy or
particularly difficult for a given language group.

Method
’-—‘

The subjects were examinees taking‘%he five-part TOEFL at a regular
{presumably International] test administration in October 1969. All test
candidates (a total of 6,120) in six native language groups were included:
German, Spanish, Arabic, Chinese, Japanese, and Gujarati. The study also
included a sample of 1,000 cases drawn at random from the general popula-

tion of examinees at the same test administration. Performance on the 40
items in the Vocabulary section was examined.

Results and egnclusions

An analysis of vafY:nce was conducted with two factors: language
group and specific vocabulary item. A significant interaction between
items and groups showed that the patterns of performance on the 40 vocabu~
lary items were different for the six language groups. Thus, the rank
order of item difficulties tended to vary with the native language of the
examinee.

In additional snalyses, the difficulty level of esch of the 40 items
for a given language group was plotted against the difficulty level for

the geaeral ssmple of 1,000 examinees. This was done for each of the six
language groups, thus defining six elliptical scatterplots. For each

language group, items falling outside this ellipse were identified as
itens that were particularly easy or particularly difficult for that
group. Although the specific items 30 identified are not indicated in the

report, distrivutions of deviation sre presented as & means of demonstrat—
ing the value of the statistical procedure.

The study makes no attempt to assess item differences in terms of

linguistic considerations. It does suggest, however, that the {tems
seasure sufficiently different aspects of English vocabulary that they are
not consistently more difficult for one group than another, The study
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also demonstrates a statistical procedure that can be used to identify
those items that are unusually easy or unusually difficult for a given

language group.

ol.



-“6- ‘ Cl. Dl‘ Dz

11. Ayers, J. B., & Peters, R. M. (1977). Predictive validity of the
Test of English as a Foreign Language for Asian graduate stu-

dents in engineering, chemistry, or mathematics. Educstional
and Psychological Measurement, 37, 461-463.

Purpose

The relationships among college grades, Graduate Record Examinations
(GRE) Aptitude Test scores, and TOEFL scores were examined for 50 Asfan
students who had completed master's level programs in engineering,

chemistry, or mathematics.

Method

The subjects were 50 male foreign students enrolled at Tennessee
Technological University. The subjects' countries of origin were Asian

[identified simply as "Republic of China, India, Thailand, etc.”]. All
subjects had taken TOEFL prior to admission to the university. Fifteen of

the 50 students had completed the GRE Aptitude Test, which ylelded a

verbal score (GRE-V) and s quantitative score (GRE-Q). [The GRE is
briefly described in Summary No. 4, American Association..., 1971.]

Overall grade-point average (GPA) for each subject was obtained from
university records.

Results

Table 1 presents the principal data of the study. A stepwise
regression analysis was used to predict GPA from TOEFL and GRE-V scores.
The resulting equation was GPA = 0,004 TOEFL - 0.002 GRE-V + 2.38. The
multiple R for the equation was .71 (p < .05, df = 12), Addition of GRE—Q

to the equation failed to increase the multiple R.

/‘Table i

Descriptive Statistice and Intercorrelations among Variables

N Mean S Correlations
GPA TOEFL GRE-V
GPA 50 3.61 0.31
TOEFL 50 491 51,30 GO%W
GRE-V 15 286 73.50 .22 T ER*
GRE-Q 15 645 63.70 S5 o4k a7

*Signs ficant st the .05 level,
MSignaliicant at the ,01 level.

92
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Conclusions

The results suggest that TOEFL aay be a useful predictor of Asian
students’' parformance in master's level programs in engineering, chemis~
try, or mathematics. A combination of TOEFL and GRE-V scores appeared to
be 3 reasonable predictor of success. While it may not be possible to
generalize to other academic areas or to other samples of graduste stu~
dents, the results suggest the predictive value of TOEFL in selected

- Areas.
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12. Blanchard, J. D., & Reedy, R. (1970, September). The relationship of

a test of English as a second language to measures of achieve-
ment_and self-concept in a sample of American Indian students.
Recearch and Evaluation Report Series No. 58. Bureau of Indian
Affairs, U.S. Department of Interior. (Reprinted 1977). Paper
presented at the meeting of the American Psychological Associa-
tion, Miami Beach, FL. (ERIC Document Reproduction Service No.
ED 147 090)

Purpose

The objective of this study was to understand factors contributing to
the poor achievement levels of American Indian students. The study
examined interrelationships among scores on tests of English language
proficiency (including TOEFL), edfcational achievement, and self-concept.
One hypothesis was that primary language and self-identity may be closely
connected for American Indian students.

Method

The 99 subjects consisted of 49 males and 50 females in the eleventh
and twelfth grades at the Albuquerque Indian School, an off-reservation
**  boarding school managed by the Bureau of Indisn Affairs.. Six Indian
language families, or tribal groups, were represented. Navajos comprised
the largest group of students at the school (80 percent) and in the sample

(N = 69 of 99).

The tests administered included the five-part TOEFL, the Iowa Test of
Educational Development (ITED), the Tennessee Self-Concept Scale (1S8C),

and the Southwestern Indian Adolescent Self-Concept Scale (Q-sort). The
ITED is an achievement test consisting of eight subtests: (a) understand-
ing basic social concepts, (b) general background in the natural sciences,
(c) correctness and appropriateness of expression, (d) ability to do
quantitative thinking, (e) ability to interpret reading materials in the
social studies, (f) ability to inte pret reading materials in the natural
sciences, (g) adbility to interpret literary materials, and (h) general
vocabulary. The TSC consists of self-descriptive statements the subject

uses to portray himself or herself. Scores are derived on eight scales:

(a) personal self, (b) family self, (c) social self, (d) total P score

(1.,e., sense of self-worth), (e) defensiveness, (f) general maladjustment,

(g) personality disorder, and (h) personality integration. The Q~sort

test mesasures how adolescents feel toward themselves. All tests except
- one were administered under classroom~like comditions by teachers,
. with some ald from a school psychologist. .

o4
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Results and Coaclusions

One-way analysis of variance was used to determine whether tribe,
sex, and grade were associated with differences in individual test scores.
Four of the five TOEFL subscores and the total score were found to be
significantly higher for Apaches than for other tribes. Scores on two

subtests of the ITED (understanding of basic social concepts and general
background in the natural sciences) were significantly higher for twelfth

graders than for eleventh graders. TOEFL subscores did not differ signi-
ficantly across grades, except that scores on the Writing Ability subtest
were higher for twelfth graders. Only one significant difference between
grades war found for scales on the TSC and Q-sort test. Sex and tribe did

not have significant effects on scores on the ITED test, (Q—-sort test, or
the TSC test.

Multiple correlations were computed to investigate the association
of all scores on the four instruments to grade, sex, age, and tribe
separately. The results showed significant multiple Rs in every case.
When the original zero-order correlations were examined, the following
were significant. Grade correlated positively with ITED subtests in basic
social concepts, background in the natural sciences, and interpreting
materials in the natural sciences. Sex correlated positively with ITED
correctness and appropriateness of expression and TOEFL English Structure,
and negatively with Q-sort. Age correlated positively with ITED under-
standing of basic social concepts and with TSC family self and general
maladjustment, Tribe correlated negatively with TSE family self score.

Inspection of TOEFL subtest and total scores revealed that the
subjects had average scores falling in the range 300~449 on the Vocabu—
lary, Reading Comprehension, and Writing Ability subtests. Listening
Comprehension and English Structure scores were higher, more closely
approximating the mean for foreign students as a whole, but the mean total

TOEFL score of these Indian students was far beiow that of foreign stu-
dents as a whole.

The average ITED scores of subjects in this sample as well as stu-
dents in the tenth grade at the Albuquerque Irdian School were all below
the 10th percentile nationally., The results for TOEFL and the ITED
indicate that the subjects were not prepared for an English-speaking

academic environment. Scores on a scale of the TSC that reflected sub-
jects' self~image indicated that the subjects manifested low overall

self-esteem in relation to the published norms for this scale. These

Indian students also scored low relative to published norms on two other
scales of the TSC test--the general maladjustment scale and the person-—

ality disorder scale. Scores on the Q-sort test, however, did not suggest
pathological adjustment of Indians. The fact that the constructs under
measurement by the TSC test were not normed or developed for American

Indians must be considered in interpreting these findings.

The results of the study demonstrated that the American Indians under
Investigation showed low skills in Eng.iish as a second language. These

O
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individuals scored lower than nati»nal norms on all of the tests used in
this study. Perhaps American Indisn students' cultural and linguistic

backgrcunds are at odds with the type ~f education provided in mainstream
U.S. classrooms.

™
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13. Bostic, M. L. (1981)., A correlational study of academic achievement
and the Test of English as a decond [sic] Language (TOEFL)
(Doctoral dissertation, East Texas State University, 1981).
Dissertation Abstracts International, 43, 468A. (University
Microfilms No. 8116851)

Purpose

This research investigated the predictive validity of TOEFL for
freshman foreign students enrolled at Southeastern Oklahoma State Univer-
sity.

Background

Among the goals of the study was to determine the roles played by
each of two admissions policies for foreign students. Under one policy,
foreign students were admitted upon completion of a series of ESL classes.
under a second udmissions policy, foreign students were admitted if
they scored at or above 460 on TOEFL. The study had four hypotheses.
Hypothesis 1 was that there would be no difference in grade—point average
(GPA) as a function of admissions policy. Hypothesis 2 was that there
would not be a significant positive correlation between TOEFL score and
GPA. Hypotheses 3 and 4 were the same as Hypothesis 2 except that GPA in
nonverbal courses and GPA in verbal courses, respectively, were used as
the criterion variables. Nonverbal courses were defined as those courses

in which much of the subject matter could be understood without English
language skills. Courses meeting this criterion included all courses in

mathematics, physical sclences, computer science, drafting, engineering,

electronics, chemistry, art, music, and physical education. Verbal
courses were defined as courses that placed an emphasis on communication

of material through language. Such courses included offerings in the

fields of languages, hiumanities, social sciences, business, biology, and
conservation.

Method

The 154 students studied represented 19 countries of origin. All
subjects were enrolled as freshmen during the periods 1978~79 or 1979-80.

One hundred fifteen of the students for whom TOEFL scores were not avail~-
able were admitted to academic study through completion of prescribed
courses in English as a second language (ESL); 30 siudents were admitted
by achieving scores of 460 or better on the three-part TOEFL [presumably
obtained via International or Special Center administrations}; and nine
students who scored below 460 on the TOEFL were admitted after connleting
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required ESL courses. Students admitted in fall 1978 and spring 19/9 were
not required to present TOEFL scores. These students were required to

have earned passing grades in 12 hours of ESL courses before they could
enroll freely in non-ESL courses. Students admitted in fall 1979 and
spring 1980 had to present TOEFL scores of 500 or above to gain admission.
In the 1979-80 school year, it was not possible to apply this TOEFL
criterion uniformly; some students who had applied earlier fell under the
1978-79 admissions policy, while other students scored below 300 but were

admitted nonetheless.
Results

In the case of Hypothesis 1, a t-test revealed no differences between

the mean first-year college GPAs of subjects admitted under the two
different admissions policies. The mean GPA for those admitted under the

1978-79 policy was 2.81 versus a mean GPA of 2.67 for those admitted under
the 1979-80 admissions policy.

Relevant to Hypothesis 2, a correlation of .17 (N = 39) was found
between TOEFL score and freshman GPA; this correlation was not statisti-
cally significant from zero. Hypothesis 3 was rejected, as a statisti-
cally significant correlation of .50 (p < .05, N = 39) was found between
TOEFL score and GPA in nonverbal courses. Hypothesis 4 was not rejected,
as a nonsignificant correlation of ~.08 (N = 39) was found between TOEFL
score and GPA in verdal courses. Hypotheses 2, 3, and 4 were re-examined

using only those persons who scored at or above 460 on TOEFL. Re-examina-
tion of Hypothesis 2 led to its rejection; a correlation of .33 (p < .05,

N = 30) was found between TOEFL score and freshman GPA. Consistent with

the original findings, Hypothesis 3 was rejected and Hypothesis 4 was not
rejected among subjects scoring at or above 460 on TOEFL (i.e., there was

a significant correlation between TOEFL and GPA in nonveirt but not
verbal courses).

Conclusions

The findings support the conclusion that the two admissions cri-
teria~~completion of ESL course work and demonstration of a certain TOEFL

score--were associated with the same level of freshman GPA achievement of

foreign students. The analyses relevant to Hypothesis 3 show that TOEFL
scores might be helpful in predicting foreign students' academic acnieve~

ment in areas of study that do not emphasize verbal skills. Failure to

find a significant relationship between TOEFL score and GPA in verbal
courses was inconsistent with findings of previous research. In general,

it is concluded that TOEFL scores are a convenient and desirable method
for screening foreign students for admission.
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14, Campos—~Arcia, M., & McVay, J. (1978, October); Graduate foreign
student admissions decision—making: An application of the JAN

Technique. Paper presented at the meeting of the Southern
Association for Iastitutional Research, Nashville, TN, (ERIC
Document Reproduction Service No. ED 163 833)

Purpose

In determining whether to admit a foreign student to graduate school,
several factors may be considered, such as undergraduate grades, standard-
ized test scores, and so forth. The present study sought to determine
the degree of commonality among faculty members with regard to factors
used in admissions decisions for foreign graduate applicants.

Me thod

First, interviews were conducted with graduate administrators or
department heads in academic departments at North Carolina State Univer-
sity (NCSU) that had enrollments of 10 or more foreign graduate students.
Based on these interviews, four variables were selected as most important
in admission of foreign graduate students: undergraduate academic record,
TOEFL score [presumably obtained via International or Special Center
administrations;, Graduate Record Examinations Aptitude Test quantitative

score (GRE~Q), and letters of recommendation. [The GRE Aptitude Test is
briefly described in Summary No. 4, American Association..., 1971.]

Profiles were then constructed that simulated 40 aypothetical foreign
graduate applicants, using various values on each of the four vartables.

Sets of these 40 profiles were sent to each of 85 faculty members who were
asked to rate each hypothetical applicant on a five-point scale from
"poor" to "superior.” The raters were persons who had responsibility for
admissions decisions and represented 16 graduate departments at NCSU that
had enrollments of 10 or more graduate foreign students. Usable data were
obtained from 52 respondents.

The data were analyzed by means of the Judgment Analysis Technique
(JAN), which uses a multiple linear regression approach to describe the

rating policy used by each one of a group of judges. A judge's policy can
be described by the following type of multiple regression equation

Y =38 +B Xp + By Xg 4+ ===+ B X +E

Where Y is the judge's rating, the Xs are the variables on which the
rating is based and the Bs are the beta weights, which indicate the
relative impsrrtance of each of the M variables in the jucge's decision.
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‘B_ is a constant, and E is an error term. By analyzing a judge's ratings
£8r the 40 hypothetical applicants, it is possible to determiue the beta
weights, or importance, ascribed to each of the four variables by each

rater.
Results and Conclusions

The data show a considerable amount of difference among judges in
rating policies. At one extreme, one judge assigned substantial weight to

only one variable (GRE~Q), whereas at the other extreme, some Judges
assigned substantial weights to all four variables. The many different
rating policies used seemed generally to comprise seven different models,
representing different combinations of the four variables: (a) GRE-Q

only, (b) GPA and GRE-Q, (c) GRE-Q and letter of recommendation, (d) GPA
and letter, (e) GPA, GRE-Q, and letter, (f) GPA, GRE-Q, and TOEFL, and (g)

all four variables. (Within these seven models, variation among judges in
relative importance of variables was also apparent.)

Different rating policies among judges within departments were also

apparent, as shown in analyses of data from the 13 departments that were
represented by two or more judges. Similarly, when judges were grouped

according to years of experience in making admissions decisions for
foreign graduate applicants (0-3 years, 4 to 9 years, 10 or more years),
differences in rating policies were found within these subgroups. In
general, then, no single policy regarding admission of foreign graduate
students was found, ever within depariments or within subgroups of judges
with similar amounts of experience.
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15. Chai, S, H,, & Woehlke, P. L., (1979, September). The predictive
ability of standardized tests of English as a foreign language.
In R. Silverstein (Ed.), Proceedings of the Third Intermationel
Conference on Frontiers in Language Proficiency and Dominance
Testing. Occasional Papers on Lingulstics, No. 5. Carbondale,
IL: Southern Illinois University. (ERIC Document Reproduction

Service No. ED 186 476)

Purpose

This review paper considers issues and evidence regarding the use
of tests of English as a foreign language as predictors of foreign stu~

dents' academic achievement.
Discussion

An important consideration in the use of a standardized test of
language proficiency is its validity--content validity, construct valid-
ity, and predictive or criterion validity. Also important is the reli-
ability of a test. While English language proficiency tests are not
typically constructed to reflect an English language learning theory, they
nonetheless are expected to inferm college admissions decisions for
foreign students.

The central issue in the admissions context is how useful proficiency
test scores are in aiding admisesions decisions. Relevant to this issue is
the ability of proficiency test scores to predict certain academic criter-
fa--principally grade-point average (GPA). A review of selected studies
aids in evaluating the utility of various English proficiency tests as
predictors of college grades.

Five studies evaluating TOEFL alone as a predictor of college grades
and college final term sating are cited. Validity coefficients in these
studies ranged from .17 to .43, indicating that, at most, 18.5 percent of
the variation in academic performance measures was predictable from TOEFL
scores. When several predictors were used, such as combinations of TOEFL
total and subtest scores or TOEFL scores and oral interview ratings,
nultiple correlation coefficients ranging from .49 to .64 were observed.
Three studies are cited that used TOEFL and the Graduate Record Examina-—
tions (GRE) Aptitude Test as predictors of GPA. [See Summary No. 4,
American Associastion..., 1971, for a brief description of the GRE Aptitude
Test]. These studies found a moderate level of predictability, as corre~
lations ranged from .32 to .71,

Three studies are mentioned that examined the predictive validity

of the Michigan Test of English Language Proficiency (MTELP). [See
Summary No. 1, Abadzi, 1976, for a brief description of the MTELP.] The
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criterion measures in these studies were GPA or grades in selected course
areas. Sample sizes ranged from less than 10 to 213. Validity coeffi~-
cients ranged from .28 to .52. The largest proportion of MTELP variance
accounted for was 27 percent.

Four studies reviewed used a combination of TCEFL, the MIELP, and

other tests of English proficiency to predict college grades. Validity
coefficients ranged from -.05 to .70 in these studies, with sample sizes

ranging from 17 to 402. The largest validity coefficleuts tended to occur
for studies involving the fewest subjects.

Three other studies involved prediction of college grades, college
transcript ratings, earned credits, or an unspecified criterion of aca-
demic success. These studies utilized locally developed proficiency tests
or other measures of verbal skills or verbal proficiency as predictor
vgriables. Validity coefficients in these studies ranged from .02 to
L ] 4!

It is concluded that scores of tests of English as a foreign language
(EFL) do not show a consistent and substantial relationship to academic
achievement. Various factors might have attenuated the relationmships
reported. Unreliability is probably not a significant factor for the most
prominently used tests. Variation in gradirg standards is a factor that
may limit prediction of academic achievement. Also, the fact that the
samples in these studies consisted of students who were admitted, and thus
had a restricted range of English proficiency scores, could be a factor.
Finally, there is the possibility that EFL tests are not measuring lan-
guage and communication skills that are important for academic function-

ing.

College entrance examination test scores have shown higher relation—
ships to college grades for native speakers of English than have English
proficiency test scores for foreign students. Academic achievement in the
student's native language and mathematical aptitude may need further
investigation as predictors of a foreign student's academic achievement.
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16, Charrow, V. R., & Fletcher, J. D. (1974). English as the second
language of deaf children. Developmental Psychology, 10,
463-470.

Purpose

It was theorized that deaf children of deaf parents learn English as
if it were 8 second language, since such children usually learn sign
language first whereas deaf children of hearing parents do not. Three
derivative hypotheses were tested: (a) deaf children of deaf parents
should perform better than deaf children of hearing parents on any test of
language skills, (b) performance of foreign students on a test of English
as a second language should resemble that of deaf children of deaf parents
more than that of deaf children of hearing parents, and (c) the relation
between a standard test of English skills and a test of English as a
second language should be lower for deaf children of deaf parents than for
deaf children of hearing parents.

Me thod

Twenty-six ‘adolescents in a state school for e deaf served as
subjects; these included 13 deaf children of deaflﬁirents and 13 deaf
children of hearing parents. All were vogenitally deaf except three
children of hearing parents, who were deaf by 18 months of age. The mean
age of the subjects with hearing parents (18.3 years) was significantly
higher than that of the subjects with deaf parents (17.2 years). The
groups were similar in socio-economic status. TOEFL scores of a sample of
495 hearing foreign students were also available [the source of these
students is not specified].

The five-part TOEFL was administered, with the Listening Comprehen—
sion section omitted. All references to English as a foreign language
were deleted., The test instructions were given in Signed English, and
sample questions were written on a blackboard, signed, and fingerspelled.

Grade placement scores from the Paragraph Meaning and Language
subtests of the Stanford Achievement Test were also available for the 26
deaf subjects. The Paragraph Meaning subtest measures the subject's
ability to comprehend and draw inferences from written discourse, and the
Language subtest taps the subject's proficiency in usage, punctuation,
capitalization, dictionary skills, and sentence sense.

Results and Conclusions

The scores of deaf subjects with deaf parents were significantly
higher than the scores of those with hearing parents for each of the four
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TOEFL subtests (except Reading Comprehension), as well as for the total of
the four subtests and for both of the Stanford subtests. Correlation and
regression anslyses also showed & relation between parentage (as a dichot-
omous variable) and test scores. These results support the first hypoth-
esis, that deaf children of deaf parents outperform those with hearing
parents.

To test the second hypothesis, the number of persons answering each
item correctly was determined for each of three groups: foreign students,
deal subjects with hearing parents, and deaf subjects with deaf parents.
(Data were also obtained for the combination of the two deaf groups.)
Correlations were computed between pairs of groups, with individual items
as the units of analysis; this was done separately for each of the four
subtests of TOEFL. Correlations between the foreign—student group and
each of the two deaf groups were of particular interest, These correla-
tions were higher for subjects with deaf parents than for those with
hearing parents, for esch of the TOEFL subtests. This result tends to
support the second hypothesis in showing that, of the two groups of deaf
subjects, those with deaf parents performed more similarly to foreign
students on a test of English as a second language. (Similar results were
obtained in a second correlstional analysis, in which the dependent
variable was the number of responses to the most likely wrong answer,
rather than number of correct answers.)

The second hypothesis, however, would also predict that correlations
between the two deaf groups should be lower than the correlation between
foreign students and subjects with deaf parents. Such a pattern was
obtained for the English Structure and Writing Ability subtests but not
for the Vocabulary and Reading Comprehension subtests. Thus, evidence for
the second hypothesis was mixed.

The third hypothesis was that the correlations between TOEFL and the
Stanford tests would be higher for deaf subjects with hearing parents than
for those with deaf parents. Evidence for this hypothesis was equivocal,
as correlations of the TOEFL subscores with the Stanford Language subtest
were generally in the predicted direction, while correlations with the
Stanford Paragraph Meaning subtest were not.

In light of the mixed results for the second and third hypotheses, it
is possible that deaf children learn only some aspects of English as 1if it
were a second language. In any case, however, the superior performance of
the deaf children of deaf parents may result from having learned sign
language at an early age.
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17. Chase, C. 1., & Stallings, W. M. (1966). Tests of English language
as predictors of success for foreign students. Indiana Studies
in Prediction No. 8. Monograph of the Bureau of Educational
Studies and Testing. Bloomington, IN: Bureau of Educational
Studies and Testing, Indiana University.

Purpose

This study assessed the relation of students' grade-point average
(GPA) to TOEFL and other tests of English language proficiency for a
sample of foreign students at Indiana University. The few studies done
prior to this study suggest a low relation between English test scores and
GPA, possibly because such tests measure differences in class culture
rather than intellectual sbility.

Method

The subjects were foreign greduate, undergraduate, and nondegree
students attending Indiana University.

The five-part TOEFL was one of three English tests used. {[Scores
presumably were available from International administrations.] There were
37 students for whom both a TOEFL score and a GPA were available. Reli-
abilities (KR-20) of the TOEFL subtests are reported to range from .84 to
«94. [These figures, presented in the Method section, appear to be
reliabilities obdtained from previous publicetions; reliabilities for the
other tests used in this study are not reported.)

Also administered were two eubtests of a test developed by Robert
Lado at the University of Michigan. Lado Test B is a test of aural
comprehension. Lado Test C consists of three parts: (a) Structure, &
multiple~choice test requiring interpretation of English sentences; (b)
Pronunciation, requiring distinction of letter sounds and knowledge of
correct syllable stress patterns; and (c) Vocabulary, requiring selection
of the words or phrases most like those underlined in a& series of sen~
tences. Lado test scores and GPA were available for 343 subjects; both
Lado test scores and TOEFL scores were available for 50 subjects.

A third test, termed the Pennstate test, was developed at Pennsyl~-
vania State University and has six parts: (a) in Sound Discrimination,
the subject sees a pair of words and circles the word that corresponds to
the word being read; (b) in Incomplete Sentences, the subject completes a
sentence; (c) in Word Fluency, the subject lists as many words as possible
beginning with a certain letter; (d) in Reading Comprehension, the subject
indicates the meaning of a paragraph via multiple~choice responses; (e) in
the Scrambled Test, the subject constructs a sentence from words out of
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order; and {f) in the Vocabulary Synonyms test, the subject selects the
word most like a given stimulus word. This test was administered to 52
subjects.

Result. and Conclusions

The two Lado tests correlated .67 with each other, suggesting a
moderately high degree of overlap in skills measured by them. Correla-
tions with first~ and second-semester GPA, respectively, were: for Lado
Test B, .28 and .22; for Lado Test C, .20 and .23, These correlations
were all significant at the .01 level (N = 343).

When students were grouped according to various categories, such as
sex, sponsored vs. nonsponsored, and GPA above vs. GPA below a certain
level, the correlations between Lado tests and GPA generally did not
differ between groups. Exceptions were significantly higher correlations
between Lado Test B and second-semester GPA for undergraduates than for
(a) graduates and (b) contract (nondegree) students, perhaps because of
the homogeneity of ability of the latter two groups. Analyses by lan~-
guage/culture groups and by major-field groups showed ounly a few cases in
which correlations between the Lado tests and either first- or second-
semester GPA were significant at the .05 level. These involved the
romance languages and Chinese of 12 language/culture groups, and education
and the humanities of five major-field groups.

The five TOEFL subtests~-Listening Comprehension, English Structure,
Vocabulary, Reading Comprehension, and Writing Ability—correlated 022,
.26, .23, -.07, and .14, respectively, with GPA [whether first-semester,
second-semester, or combined GPA is not indicated]. The correlation of
first-semester GPA and Lado Test B was compared statistically with the
correlation of GPA and TOEFL Listening Comprehension, since these two
tests were comparable in format; for similar reasons the correlation of
first-semester GPA with Lado Test C was compared with the correlation of
GPA with TOEFL English Structure. These differences were not significant.

The two Lado tests correlated significantly with each of the TOEFL
subtests. Although correlations with the Lado tests were somewhat lower
for TOEFL Listening Comprehension and Reading Comprehension (r's = .45 to
.59) than for the other TOEFL subtests (.58 to .87), in g'éneral there
appeared to be substantial commonality in skills measured by these tests.

The Pennstate tests failed to correlate significantly with GPA
(E_'S - -015 to +ol3)o

In general, while the Lado tests correlated significantly with GPA,
based on an N of 343, these correlations were of approximately the same
magnitude as the nonsignificant correlations between TOEFL and GPA, based
on an N of 37. Given these results, and given the moderate to high
correlations between the Lado tests and TOEFL, it appears that the Lado
tests and TOEFL measure quite similar characteristics.
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None of the tests used here appeared to be very successful in pre-
dicting students’ academic performance. Interpretation of this result is
rendered difficult by the fact that GPA may be less reliable for foreign
students than for domestic students; also, subjects who took TOEFL and the
Pennstate test may have been less representarive of the total foreign
student population at Indiana University than the larger sample who took
the Lado tests. Nevertheless, the data suggest that better prediction of
academic success for foreign students may be achieved by examining vari-
ables other than English language ability,
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18, Clark, J. L. D. (1977). The performance of native speakers of
English on the Test of English as a Foreign Language (TOEFL
Research Rep., No. 1). Princeton, NJ: Educational Testing
Service.

Purpose

This study examined the performance of native English speakers on
TOEFL and sought to identify characteristics of items that are difficult
for these examinees.

Me thod

The subjects were 88 college-bound seniors from two New Jersey high
schools, who were paid for their voluntary participation. All participants
were native speakers of English and had had little or no exposure to
languages other than English except in school foreign language courses.

The three-part TOEFL wai administered one week prior to graduation in
each of the two schools. 7Iwo alternate forms of the test were adminis—
tered, each randomly assigned to approximately half the students per
school. The test was described only as an experimental English achieve-
ment test. The instructions were very similar to those used in the
administration of an operational TOEFL. In addition, however, the in-
structions urged the subjects to "make special note of any individual
questions which seem substantially more difficult than the others.” For
the Structure and Written Expression section and the Reading Comprehension
and Vocabulary section, the test admiristrator sought to provide suf-
ficient but not excessive time. The times actually cllotted in these
sections were about 80 percent of those allotted in operational test
administrations with foreign students, and this amount of time proved to
be adequate for these native English speakers.

~ After completion of the test, each subject completed a short ques—
tionnaire asking for judgments as to the relative difficulty of each

section and subsection of the test.

Results and Conclusions

The subjects scored high on the test, with mean scores of 134.42 (§g
= 10,19) and 134,91 (SD = 11.44) of a possible 150 on the two forms. The
range of scores was very restricted and the distribution was highly skewed
in the negative direction. These results contrast with considerably lower
scores, and wider, nonskewed score distributions for the foreign-student
group on which these forms were initially scaled. These results indicate
that the test would not be appropriate as an instrument for differentiat-
ing among native English~speaking students.
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To compare the different test sections, a "percent-fail" rate was
camputed for each test section; this was the percentuge of subjects
incorrectly answering or omitting an item, averaged across items in a
section. These rates were 4,4, 14.6, and 12.1 for the three sections,
respectively, showing that the Listening Comprehension section was easier
than the other two sections. The subjects were also asked to rank order
the sections in difficulty. The subjects gave lower average rankings to
the Listening Comprehension section than to the other two, showing t.at

they perceived this section as the least difficult.

Percent-fail rates and difficulty ratings were also obtained for each
part of each section. Within Listening Comprehension, subjective diffi-
culty ratings indicated that the subjects found the third part, listening
to passages, more difficult than either of the other parts, listening to
short statements or dialogues, perhaps because the passages require more
concentrates attention. Nevertheless, performance nn all three parts of

Listening .. 2 1-ion was relatively high.
With!» - Liructure and Written Expression section, percent-fail
rates showeu .- error recognition items were considerably more difficult

than sentence completion items, although the subjects’ difficulty ratings
did not show a difference in perceived difficulty between these twn item
types.

Within the Reading Comprehension and Vocabulary section, percent-fail
rates showed the vocabulary items to be considerably easier than the
reading passages, a difference that was also reflected in the subjects’
difficulty judgments.

In an analysis of individual items, tho.e items with percent-fail
rates above 20 percent were noted. Taking both test forms together, there
were only three such items in the Listening Comprehension section, but 22
in Structure and Written Expression =nd 22 in Reading Comprehension and
Vocabulary. Most of the difficult items for Structure and Written Expres-
sion involved structural aspects with which college-bound native English
speakers should be familiar; thus, the data do not indicate the presence
of an appreciable number of "feulty” grammar items. For the eight diffi-
cult vocabulary items, a clear relationship to lexical rarity or other
obvious factors could not be discerned. The 14 difficult Reading Compre-
hension items were primarily ones requiring the subject to summarize or
interpret the point of a passage; however, some factual questions were
also answered incorrectly.

In general, the data suggest that T?"Fi ‘. not an appropriate
instrument for differentiating among native Ei.glish speakers with respect
to English prcficiency. Assessment of native English speakers' perform-
ance might be useful in development of future tests. However, elimina-
tion of all items found difficult for this population would not be appro-
priate, because such a procedure would exclude items that test important
components of English proficiency.

L W
{)\
A s



-64— B2

19. Clark, J. L. D., & Swinton, S. S. (1979). An exploration of speakin
proficiency measures in the TOEFL context {TOEFL REsearc% Rep.
No. &4; ETS Research Rep. No. 79-8). Princeton, NJ: Educational

Testing Service. (ERIC Document Reproduction Service No. ED 201
641)

Purpose

The purpose of this study was to develop and field test a semi-direct
measure of oral English skills that could be administered within the
context of the TOEFL program.

Method

The main sample contained a total of 155 foreign students enrolled in
English as a second language classes at the University of Florida or at
the University of Pennsylvania during the fall of 1978.

Eleven experimental item types were selected for inclusion in an
experimental test of oral English skills that was administered on tape
with the aid of a picture booklet. The item types included (a) autobio-
graphical questions, (b) use of a pictured noun in a sentence, (c) use of
a pictured verd in a sentence, (d) reading aloud, (e) sentence repetition,
(f) dehydrated sentences, (g) fill-in-the-blank, (h) telling a story based
on a sequence of pictures, (i) answering multiple questions based on a
single picture, (j) a simulated telephone conversation with a voice on a
tape, and (k) persuasive speech based on a sequence of pictures.

Parallel forms of the experimental test were given to 12 examinees,
along with a long and short Foreign Service Institute (FSI) type oral
proficiency interview and the three-part TOEFL. Based on the results, two
item types, persuasive speech and use of a pictured verb in a sentence,
were eliminated and a new item type, sentence completion, was added to a
developmental edition of the test. Two forms cf the test wece constructed,
each containing 97 items, and both forms were administered to the main
sample of 155 students. The subjects also took an FSI-type interview and
the three~part TOEFL. FSI raters indicated which of five ratings the
examinees received on the five dasic criteria: prenounciation, grammar,
vocabulary, fluency, and comprehension. Items on the developmental
edition of the speaking test were scored for pronounciation, fluency, and
grammar,

A covariance matrix was developed relating all of the above vari-
ables. This matrix was examined tv determine {a) the correlation between
the total score on each form of the developmental edition of the speaking
test and the total score on tbe FSI and TOEFL, (b) the correlation between
each item type and the FSI and TOEFL part and total scores, and {(c) the

()
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correlation between each item and the FSI and TOEFL part and total scores.
A special item analysis program, SCALAR, iagentified the 48 items from each
form having the highest correlations with the total FSI score; also, a
comparable anslysis was performed using the total of TOEFL Section II
(Structure and Written Expression) and Section III (Reading Comprehension
and Vocabulary) in place of the total score, since TOEFL Section I (Lis-
tening Comprehension) was expected to correlate highly with speaking
proficiency.

Results

Based on the correlational analyses, four item formats were selected
to form a 20~item prototype Test of Spoken English (TSE), which showed an
internal consistency reliability of .91. The item formats and scoring
criteria selected were (a) reading aloud (pronunciation and fluency); (b)
sentence completion; {c) telling a story based on a picture sequence
(pronunciation, grammar, and fluency); and (d) multiple questions based on
a single picture (grammar and fluency). The prototype TSE had equal
correlations (.68) with FSI ratings and with TOEFL Structure and Written
Expression and TOEFL Reading Comprehension and Vocabulary. While one
might expect such a test to show higher correlations with the FSI inter-~
view than with TOEFL, the lower reliability (.74) of the FSI ratings may
have helped reduce the correlation between the TSE and the FSI. The
addition of the prototype TSE to the TOEFL scores caused the multiple
correlation with FSI to increase to .73, thus increasing the predictable
FSI variance by about 8 percent.

Conclusions

The final prototype T3E was presented to be considered for eventual
operational use in the TOEFL program. Subsequently, a modified version of
the TSE form developed in this study was pilot-tested under actual opera-
tional conditions at representative TOEFL test centers.
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20. Ctark, J. L. D., & Swinton, S. S. (1980). The Test of Spoken English
as a measure of communicative ability in English-medium instruc-

tional settings. (TOEFL Research Rep. No. 7; ETS Research Rep.
No. B0-33). Princeton, NJ: Educational Testing Service. (ERIC
Document Reproduction Service No. ED 218 960)

Purpose

The two principal objectives of this study were (a) to determine the
concurrent validity of the Test of Spoken English (TSE) in relation to the
Foreign Service Institute (FSI) oral proficiency interview, and (b) to
obtain criterion-related validity data on the relationship between TSE
scores and actual communicative effectiveness in classroom settings.

Method

For the concurrent validation analysis, the TSE and the FSI interview
were administered to 134 foreign teaching assistants at nine state univer-
sities. Relevant background data, such as length of residence in English-
speaking countries and years of English study prior to and subsequent to
arrival in the U.S., were collected. Scores on the three—part TOEFL,
obtained within the preceding 12 months [presumably via International or
Special Center administrations), were available for 31 of these students.
The TSE yielded scores in four areas: pronunciation, grammar, fluency,
and overall comprehensibility. [The TSE is further defined in Summary No.
19, Clark & Swinton, 1979.] Correlations were computed among the TOEFL
and TSE part and total scores and the FSI total score.

In the criterion-related validation phase, FSI and TSE scores of 60
foreign teaching assistants served as predictor variables in multiple
regression analyses. Criterion variables were student ratings on a spe-
cially designed questionnaire of the instructor's use of language in the
classroom and in other instructional contexte, and a standardized instruc-
tor/course evaluation instrument completed by the students.

v, Results

\

3

For the original group of 134 subjects the correlation between the
TSE and FSI totsl scores was .79. For the subset of 31 cases for which
TOEFL scores were available, the intercorrelations were as shown in Table
1.
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Table 1

TOEFL, TSE, and FSI Intercorrelations
(N = 31)

TOEFL. TOEFL TOEFL TOEFL TSE TSE TSE , TSE
1c S&WE RC&V  Total Pron. Gram. Flu. Comp.

TOEFL LC8

TOEFL S&WE® .77

TOEFL RC&V8 .67 .64

TOEFL Total .92 .91 .85

TSE Pron. .68 42 .38 .56

TSE Gram. .76 .54 56 .70 .86

TSE Flu. .65 .52 43 .60 .92 .89

TSE Comp. .69 46 .36 «57 .95 .88 .93

FSI Total .71 .57 .62 .71 .77 .73 .76 .76

8TOEFL LC = Listening Comprehension; TOEFL S&WE = Structure and
Written Expression; TOEFL RC&V = Readirg Comprehension and Vocabulary.

The TSE scores correlated more highly with the FSI rating vaan with
the TOEFL scores. The TSE grammar score correlated more strongly with the
TOEFL total (.70) than did the other TSE scores. The highest correlations
involving any individual TOEFL section were those among TOEFL Listening
Comprehension, the four TSE scores, and the FSI total score. Thus, the
TOEFL Listening Comprehension score showed a greater relationship to oral
English skills than did the other two section scores. The TSE scores
showed higher correlations with the FSI total than did any TOEFL score.

The multiple regression analysis showed that both the TSE and the FSI
scores served as good predictors of communicative proficiency as deter-
mined by student ratings on the special questionnaire; these test scores
also predicted more general aspects cf teaching performance. The TSE
score correlated with proficiency in delivering classroom lectures (.60),
understanding student questions (.52), answering questions (.53), and
communication during office appointments (.54). The TSE score also
correlated (.68) with the degree to which the instructor's pronounciation
interfered with student understanding. To a lesser extent the TSE score
correlated with the instructor's "overall teaching effectiveness” (r =
«29), and with other nonlinguistic variables, such as organization and
planning, interpersonal relations, assignments and workload, and evalua-
tion procedures. While FSI scores slightly exceeded TSE scores as predic-
tors, both the TSE anc FSI scores showed appreciably higher correlations
with communicative effectiveness than did the background variables.

73



-68-

Conclusions

The high correlation between TSE and FSI scores indicates that the
TSE may be considered a reasonable alternative to the FS{ interview when
it is not possible to carry out face-to-face testing. While the TSE
grammar score is closely associated with TOEFL scores, the TSE pronuncia-
tion and fluency scores appear to measure somewhat different aspects of
language proficiency than those measured by TOEFL or by the TSE grammar
score.
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21. Cowell, W. R. (1981, April). Applicability of a simplified three-
parameter logistic wodel for equating tests. Paper presented at
the meeting of the American Educational Research Association,
Los Angeles.

Purpose

This study examined differences in TOEFL scaled scores produced by
various methods used for ecuating TOEFL forms. The traditional linear
equating method was compared with three different equating methods based
on item response theory (IRT). For each model, equating was done based on
both large samples and small samples to determine the importance of sample
size in equating. Although data from the Secondary Level English Profi-
ciency, or SLEP, test were also examined, this summsary focuses on analysis
of the TOEFL data only.

Background

Each TOEFL is equated to previous tests, to ensure that a given
scaled score on one test is equivalent to the same scaled score on an-
other. Until September 1978, TOEFL forms were equated by means of a
linear equating model. Each test contained items from pretesting sections
of previous tests, and these common items formed a basis for transforming
scores on a given test to the scale used for previous tests. According to
this model, a linear relationship was assumed to exist betwsen the number
correct and the scaled score. Since September 1978, equating methods
based on the three-parameter model of IRT have been used as outlined by
Lord. This model assumes that, for each item on a test, the probabil-
ity that an examinee with a given ability level will answer the item
correctly is mathematically related to three parameters: (a) s measure of
item discrimination, (b) a measure of item difficulty, and (c) the prob-
ability that a very low ability examinee will answer that item correctly.
Statistics for the entire test are a composite of statistics for the items
making up that test.

A second possidle equating nodel is the simplified IRT model, which
is the same as the three-parameter model, except that parameters "a” and
“c" above are assigned constant values across all items, and only the
item-difficulty parameter is assumed to vary. A third possible model is
the Rasch one-parameter model, in which constant values are again assigned
to parameters "a"” and "c¢” (although not the same constants as in the
simplified IRT model), and only the item~difficulty parameter is assumed

to vary.

1Lord, F. M, (1980). Applications of item response theory to practi-
cal testing problems. Hillsdsle, NJ: Lawrence Erlbaum Associates.
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Method

The subjects were subsets of examinees who took TOEFL at an Inter-
national or Special Center administration in September 1976, September
1977, and August 1978. MNumbers of subjects in the large sample analysis
ranged from 2,069 to 3,172 examinees per test; Ns in the small sample
analysis ranged from 292 to 317 examinees per test.

Item calibration (i.e., derivation of IRT parameters for each item)
and test equating were done separately for each of the three test sec-
tions. Each section of the 1977 test form and the 1978 test form were
equated to the 1976 form, for both the large sample and the small sample,
using each of four different methods: (a) the linear method, (b) the
three~parumeter IRT method, (c) the simplified IRT method, and (d) the
Rasch one~parameter IRT method. The resulting scaled scores were then
examined, for each item in the test, to determine the degree of corre~
spondence in results obtained according to the different equating methods.

Results and Conclusions

The differences in results obtained according to the linear equating
and IRT equating models were relatively small over most of the score range
for all three of the IRT equating models and for both the small and large
sample sizes. On the average, the scaled score for a given raw score
derived by these various methods differed by less than one point on the
TOEFL scale. Thus, all of these equating methods evidently worked reason—
ably well and produced comparable results.

The simplified IRT model and the Rasch one~parameter IRT model
produced results more closely approximating those produced by the linear
model than did the three~parameter model. This is due to the fact that
the three-parameter model resulted in a somewhat more curvilinear function
relating raw and scaled scores: raw scores below a certain amount yielded
slightly higher scaled scores, and raw scores above a certain amount
yielded slightly lower scaled scores, than would be predicted by a linesar
relationship. As a result, the standard deviations of scaled scores based
on the three-parameter model were about &6 percent smaller than those based
on the linear model.

Comparison between pairs of IRT models yielded differences about
one~half the magnitude of the differences between the linear model and
each of the IRT models. Also, differences due to variation in model were
about twice as large as differences due to variation in sample size.
Estimation of costs required to equate tests according to each model
showed that 8 more substasntial reduction in cost would be achieved by a
decrease in sample size than by a change from the three-parameter to the
one-parameter model.

rx,‘\
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In conclusion, if the large~sample, three—parameter IRT approach now
in use were to be replaced in order to simplify the task of test equating,
the data suggest that it would be better to focus on reducing the sample
size than on reducing the number of parameters in the model.
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22, Cowell, W. R. (1982). Item~response~theory pre~equating in the TOEFL
testing program. In P, W, Holland & D. B. Rubin (Eds.), Test

equating (pp. 149-161). New York: Academic Press.
Purpose

This chapter describes the historical background of TOEFL test
equating, the initial conversion to item-response-theory (IRT) equating,
and the principal advantages of the use of IRT in determining scores on
different forms of TOEFL.

Background

A new form of TOEFL is given each month at test centers in 135
countries. To ensure equivalent scores for persons of equal ability,
regardless of the level of difficulty of the particular form of the test
they were administered or the level of English proficiency of those with
whom they took the test, each new form of TOEFL is equated to previous
forms. A score is reported for each section on a scale ranging from 2 to
80. The total score equals ten—thirds times the sum of the scaled scores
for the three sections. Prior to September 1978, equating was done by
including in each new form a set of items from a previously equated form.
Because the equating items had been used in a previous test, there was a
danger that they might appear in commercial coaching materials or that
they might be seen by test repeaters. In order to improve test security
and thus the accuracy of the equating process, it was decided to switch to
IRT equating methods.

Me thod

In July 1977 a feasibility study was initiated. The first phase
involved the IRT equating of all TOEFL forms administered between Septem—
ber 1976 and May 1977, plus three experimental forms. The items in these
forms and the items in several pretests were all calibrated to a common
scale using a three~parameter model of item performance. In the second
phase, new forms administered between September 1977 and August 1978 were
equated by both conventional (linear) and IRT methodology.

Results

Score conversion tables show that IRT equating produced scores that
were nearly identical to those obtained by linear equating. The largest
differences were typically about two points per section, except at the
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chance-score range, where differences as large as four points may have
appeared. These differences cannot be considered error for either method,
since there is no way to judge the superiority of one method over another.
Differences were particularly small in the mid-scale range.

Conclusions

The fact that scores were nearly identical and that differences were
smallest in the mid-scale range, which is usually where the critical
decision-making point is located, means that item-response-theory can be
employed operationally for TOEFL equating. The theory offers several
advantages that make it attractive for this purpose. IRT equating infor-—
mation can be obtained from different pretests that can be given to
relatively small samples (1,000 to 2,000) located at the most secure test
centers. For tests consisting entirely of precalibrated items, equating
can be done before the operational form of the test is administered,
thereby reducing the number of operations to be performed during the
period between test administration and score reporting. Finally, unlike
linear equating, IRT equating produces measurement error that is not
cumulative over forms.
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23. Darnell, D. K. (1970). Clozentropy: A procedure for testing English
language proficiency of foreign students. Speech Monographs,
37, 36-46. Also printed as "The development of an English
language proficiency tuvst of foreign students, using a clozen-
tropy procedure.” Final Report, U.S. Office of Education
Project No. 7-H-010, 1968. (ERIC Document Reproduction Service

No, ED 024 039)

Purpose

A procedure for obtaining scores on a cloze test was examined.
Entitled "clozentropy,” the procedure, in effect, measures the comparabil-
ity of a foreign student's English with that of native speakers of
English. For graduate and undergraduate students separately, clozentropy
scores were compared with scores on. TOEFL, which served as a criterion
measure of English proficiency.

Method

The subjects were 48 foreign students at the University of Colorado--
21 undergraduates, and 27 graduate students. Approximately half the
subjects in each group were engineering majors and half were nonengineer-
ing majors. Also, 200 native speakers of English at the same university
were given the clozentropy test (half undergraduate and half graduate and,
within each group, half engineering majors and half nonengineering ma-
jors). The samples were chosen at random, with supplementation from
volunteer subjects,

The foreign-student sample was administered the five—part TOEFL in a
special testing sessionm at the University of Colorado. Within a month
after the TOEFL administration, all subjects were administered the clozen-
tropy test (all but four of the foreign students took the clozentropy test
within a week after TOEFL, in one of two special group administrations).

The clozentropy procedure can be described as follows. As in the
typical cloze test, subjects (in both the foreign student sample and the
native speaker sample) read a passage from which words were systematically
replaced with blank spaces, and they sought to identify the words that had
been deleted. For the native English speakers, the frequencies of differ-
ent responses to each blank were computed and, for each blank, an "H"
value ("entropy”) was computed, which essentially varied with the number
of alternative responses to that blank. Then, for every student, an "I"
value was computed for each response, which reflected the rarity of that
response in the native speaker sample (1i.e., a high I value indicated that
the response was rare; a low value showed that the response was common).
Finally, for each subject, a deviation score, H minus I, was computed for
each blank. The sum of a subject's deviation scores for all blanks

50
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constituted that subject's clozentropy score. In effect, then, the higher
a subject's clozentropy score, the more the subject’s responses conformed

with those of the native English speakers.

Four test passages were used in the study, each 500 words in length:
an easy and a difficult passage from engineering texts, and an easy and a
difficult passage from liberal arts texts. For each subject, a clozentropy
score was obtained for each of these four passages as well as a total

clozentropy score.

In addition to the clozentropy scores and scores on TOEFL (five part
scores and total), each subject's grade~point average (GPA) was obtained.

Results

Reliability coefficients for the foreign student sample, computed by
a method based on analysis of variance, were .86 for both the clozentropy
test and TOEFL. Intercorrelations among scores for the four different
clozentropy passages ranged from .53 to .65, providing additional evidence
for the reliability of the clozentropy test.

Intercorrelations were computed among clozentropy scores, TOEFL

scores, and GPA for the foreign students. A relatively high correlation
of .84 was obtained between total clozentropy score and total TOEFL score
(.88 for graduate students alone, .78 for undergraduates &alome). Correla-
tions between total clozentropy and the TOEFL subtests were all signifi-
cant (all above .61). Interestingly, the Listening Comprehension subtest
of TOEFL correlated about as highly with the clozentropy score (.74) as it
did with the total TOEFL score (.75). GPA failed to correlate signifi-
cantly with the clozentropy test or with any of the TOEFL subtests or
total TOEFL score.

Analyses of variance assessing main effects and interactions involv—
ing seven different factors on the clozentropy scores were also computed.
Because this portion of the study does not bear on TOEFL, results of these
analyses will not be enumerated here, except to note that many variables,
including the subject's level of English proficiency, the subject’'s major
field, the context of the passage, and the difficulty of the passage, had
a main effect or interaction effect on the clozentropy scores. It appears
to be importaat, therefore, to consider the specialized needs of individu-
al students in testing language proficiency.

Conclusions

The relatively high reliability coefficients for both TOEFL and the
clozentropy score provide support for the reliability of the clozentropy

score. The clozentropy battery took only half as long to administer
as TOEFL, and further increases i{in reliability might be achieved by
increasing its length.
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24, Dizney, H., (1965). Concurrent validity of the Test of English as a
Foreign Language for a group of foreign students at an American

university. Educational and Psychological Messurement, 25,
1129-1131.

Purpose

This study was an early attempt to investigate the correlationmal
validity of TOEFL. At the time of the study, published information about
TOEFL validity included only correlations with instructors' ratings of
language proficiency.

Method

The sample of students included 20 foreign students at Kent State
University (19 males and one female) representing 15 countries. At the
time of testing, 13 subjects had been in the United States for less than
one month. Their ages ranged from 19 to 38, with a median of 23.5 years.

In September 1964 the subjects took the five-part TOEFL, the three-
part Michigan Test of English Language Proficiency (MTELP), and the
English subtest of the American College Test (ACT). The MTELP is a test
of English proficiency consisting of three sections: Grammar, Vocabulary,
and Reading Comprehension. [See Summary No. 1, Abadzi, 1976, for a
further description of the test.] The ACT English subtest is part of a
battery of tests for American students applying to U.S. colleges and
universities and taps knowledge of English usage. In recent research it
has shown a reliability of .84 and a correlation of .57 with grades in
freshman English courses. In addition, the subjects were rank ordered
with respect to English language proficiency by the foreign student
adviser; this was done six weeks after the start of the fall quarter.

Results

The means and standard deviations for the tests were TOEFL: 538 and
106; MTELP (raw score): 79 and 18; ACT English (raw score): 31 and 14.
Correlations among these tests were MTELP=-TOEFL: ,97; MTELP-ACT English:
.65; TOEFL-ACT-English: .74. Rank~order correlations between English
language proficiency ratings and ranks on each standardized test were
as follows: MTELP: ,78, TOEFL: .75, and ACT English: ,.62.

Conclusions

For this sample TOEFL and the MIELP were highly correlated (r = .97).
Thus, use of both tests to assess English proficiency may be redundant.
TOEFL accounted for almost 13 percent more variance on the ACT English
subtest than did the MTELP. The difference between TOEFL and MTELP
correlations with the foreign student adviser's rankings of English
language proficiency was negligible.
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25. Doherty, C., & Ilyin, D, (1981). Technical manual for ELSA: English
language skills assessment in a rcading context. Rowley, MA:
Newbury House.

Purpose

This manual describes the development of a set of tests entitled
~nglish Language Skills Assessment in a Reading Context (ELSA) and pro-
vides statistics from several samples showing the reliabilities of the
tests ana correlations with other measures of English language profi-
ciency, including TOEFL. The ELSA tests were designed to meet a placement
need for the more than 10,000 adults who enroll annually in English as a
second language (ESL) ciasses in adult schools in San Francisco,

Method

Data are reported for several different testing samples, drawn from
adult ESL programs in San Francisco and from intensive English programs at
the University of San Francisco and San Francisco State University.

The ELSA tests use a multiple-choice cloze format. Five different
ZLSA tests were constructed: two beginniiig tests, two intermediate tests,
and oae advanced tes- For the beginning and intermediate levels, one
test vsed a passage w h a conversation format (tests BZ and IC), and
another test used a passage with a narretive format (BN and IN). The
advanced test used only a narrative format (AN).

Eac™ test was constructed by writing passages in which every seventh
word elicited a specific espect of structure oc semantics; deletion of
these words produced 32 bla ks. Testing with severai hundred students
led to selection of the best 25 items (such that no more than 14 words
appeared between blanks) as well us identification of frequent errors,
which then served as diastractors in the final tests. The final version
of each test consisted of 25 items and required about 30 minutes to
administer.

The ELSA tes' - e compered with several other tests of English
proficiency. One s test wag .DEFL [oresumably the three-part version]
admini{stered through tne International/3pecisl Center rograms. Another
was the Comprehensive English Language Test for Speakers of English as a
Second .anguage (CELT). Two subtests of the CELT were used. The Structure
subtest consists of 75 multiple-choice items in a reading format. The
Listening subteost contains 50 items; for each ltem the subject listens to
a script and responds to one of several printed alternatives. [For a
further description of the CELT, see Summary No, 41, Hosley & Meredith,
1976.] The Listening Comprehension Picture Test (LCPT) is a multiple-
choice listening test in which the subject listens to orally presented
information, then hears a question and identifies the one picture of five

that depicts the correct answer. The Michigan Test of wnglisb Language
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Proficiency (MTELP) (Forms A, B and C) tests grammar, vocabulary, and
reading comprehension. [For a fuller description see Summary No. 1,
Abadzi, 1976.] In the Structure Tests for English Language (STEL) (inter-
mediate forms), students read and respond to 50 multiple-choice items.

Data were collected on different occasions from approximately 10
different ssmples of subjects between the fall of 1278 and the summer of
1980, for a tctal of several hundred subjects.

Results

The first results of interest concern reliabilities of the ELSA tests
(KR-20 formula was used for beginning tests and KR-21 for other tests).
The two beginning tests (BC and BN), for which data from over 600 subjects
were available, yielded reliabilities in the low 80s. The combination of
the two beginning tests ylelded a reliability of .92. Of the two inter-
mediate tests, test IN ylelded reliabilities of .79 and .80 in two sepa-
rate samples (Ns = 73 and 158, respectively). Test IC yielded reliabili-
ties of .76, .80, and .82 in three separate samples (Ns = 73, 212, and
115, respectively). Combination of the two intermediate tests ylelded a
reliability of .88 in each of two samples (Ns = 73 and 105, respectively).
The advanced test showed reliabilities of .80 and .83, respectively, when
given to (a) a combination of adult center and intensive English classes
(N = 250), and (b) to a later sample of intensive English classes (R =
115). Reliabilities computed separately for each level of English lan~
guage study tended tc be somewhat lower, due to restriction of range.
Combinations of tests generally yielded higher reliabilities than did
single tests.

Correlations between the LCPT (25-item version) and the two ELSA
beginning tests were significant and moaerately high, ranging from .58
to .61 (_I§_ = over 400 students}. The correlation between the two beginning
ELSA tests (BC and BN) was .82 (N = 664).

Correlations between the ELSA intermediate tests and scores on the
LCPT (33-item version) were significant and ranged from .53 to .58;
correlations between the ELSA intermediate tests and the STEL were .79 to
.82 (N = 73 for both sets of correlations). The ELSA IC test correlated
«73 with the MTELP and .83 with TOEFL (N = 113). [The relations between
test IN and the other tests are not reported.] The correlation between
the two intermediate ELSA tests (IC and IN) was .84, [N not indicated.]

The advanced ELSA test (AN) correlated .80 with CELI -Structure (N =
77), .56 with CELT-Listening (N = 75), and .82 with the MTELP (N = 113).
Correlations between the ELSA advanced test and TOEFL in two separate
samples were .73 and .84 (Ns = 77 and 29, respectively).

-
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Conclusions

Correlations between the ELSA tests and other tests of English
proficiency were relatively high, attesting to the validity of the ELSA
tests. The relatively high correlations between forms of the beginning
test suggest that these tests can be substituted for each other. The same
is true for the two forms of the intermediate test. Also, the correla-
tions between the intermediate tests and the STEL (.79 and .82) were high
enough to suggest that the intermediate ELSA tests, which are shorter,
could be used in place of the STEL if testing time were limited. The
advanced test correlated highly enough with CELT-Structure (.80) to
substitute for this measure; the same was not true, however, of CELT~
Listening.

The correlations between the advanced test and TOEFL (.73 and .84 for
two samples) are suggestive. Conclusions about the magnitude ot relation-
ship between these tests, however, must await research with larger
samples.
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26. Dunbar, S. B. (1982), Construct validity and the internal structure

of a forelgn language test for several native language groups.
Paper presented at the annual meeting of the American Education-
al Research Association, New York.

Purpose

Confirmatory factor analysis was used to examine the factor structure
of TOEFL for each of seven language groups. The objectives were to
determine (a) whether performance on TOEFL reflects the content specifica~
tions of the test, as shown in the test's factor structure, and (b)
whether there are differences among language groups in this respect.

Me thod

The subjects were examinees taking the September 1976 administration
of the three-part TOEFL. There were approximately 600 to 1,000 subjects
from each of the following language groups: African, Arabic, Chinese
(non-Taiwanese), Farsi, Germanic, Japanese, and Spanish. The African
languages consisted of Efik, Fanti, Ibo, and Yoruba; the Germanic consist-
ed of Danish, Dutch, German, and Swedish. (The sample was the same as that
used in the study by Swinton and Powers, 1980.) A reference sample of
close to 1,000 subjects drawn from all language groups in the test admin-
istration sample was also included in the study.

For the present analyses the test was scored in the following manner:
for Listening Comprehension, seven different composite scores were
derived, two or three composite scores for each of the three different
subtypes of items used in this section, according to TOEFL item specifica~-
tions; for Structure and Written Expression, fcur different composite
scores were computed, one for each of the four item subtypes; and for
Reading Comprehension and Vocabulary, seven composite scores, three or
four for cach of the two item subtypes.

Results and Conclusions

The language groups differed from each other in total TOEFL scores,
with the Germanic group differing most dramatically from the rest, shcving
the highest mean score and lcwest variability in scores.

Confirmatory factor analyses were conducted. Estimates of factor
loadings were obtained for three hypothetical models: (a) a null wodel,
as2uning complete independence of subscores; {b) a model with one general
factor; and {c) a model with four factors—--a general factor flactor
1) plus one factor corresponding to each of the three TOEFL subtests

86



-81~

(Factors II, III, and IV)., Goodness of fit analyses showed that the model
with one general factor accounted for the subjects' performance much more
accurately than did the null model, and that the four~factor model provid-
ed an even better fit to the data. {Note that the issue regarding the
total number of factors needed to account for the data is not addressed
with confirmatory factor analysis.)

In the znalysis involving four factors, intercorrelations among the
four factors were examined for each of the language groups. For the
African group, intercorrelations among Factors II, III, and 1V were
relatively high, particularly the correlation of Factor IV with Factor Il
(.83) and Factor III (.92). For the Arabic, Chinese, and Germanic groups,
Factor I1II showed moderate to high correlations (.48 to .82) with Factois
II and IV. These data suggest that, for different language groups,
different numbers of factors may be required to account for the data.

The issue of language group differences in factor structure was
addressed in other analyses as well., Targeted rotations of factor pattern
matrices were derived to allow comparison of the factor structure for each
language group with that for the reference sample, The resulting "con-
gruence coefficients” in comparisons with the reference sample were
uniformly high for Factor I, the general factor (coefficients ranged from
.991 to .998, wich 1.000 as the maximum possible coefficient), and for
Fact r II, the factor corresponding to the Listening Comprehension section
(coefficients ranging from ,.969 to ,998). F-or Factor III (which corre—
sponded to the Structure and Written Expression section), congruence
coefficients were high for three language groups, Arabic, Chinese and
Germanic (.959 to .995), but not nearly so high for the Japanese (.615),
African (.859), Spanish (.881), and Farsi (.906) groups. This result
calls intc question the assumption of equivalence of Factor III across
languag: groups.

For Factor IV (which corresponded to the Reading Comprehension and
Vocabulary section), all congruence coefficients were above .985 except
those for the Spanish group (.870) and the African group (.932). Thus,
for Factor 1V, congruence with the reference sample seemed generally high,
although so e language differences involving this factor were evident.

Further analyses helped to determine the role and anterpretation of
the various factors. The general factor dominated the factor structire
for all language groups. After the general factor was partialed out, the
Listening Comprehension items supported a relatively large factor (Factor
11); the seven different composite scores (types of content) in the
Listening Comprehension section appeared to be about equal to each other
in their degree of loading on this factor. Factor III was a much less
prominent factor, as lcadings of the composite scores on this factor were
as small as one~eighth the size of their loading on the general factor; as
with Listening Cowmprehension;, the different cc posite scores in the
Structure and Written Expression section appeared to be about equal in
thelr degree of loading on Factor III. ¥For Factor IV, the largest load-
ings were for vocabulary item types, as the loadings of reading comprehen-
sion item types were very small (the reading item types, instead, loacad

09
-}



-82~-

heavily on the general factcr). Thus, Factor IV appeared to be basically
a vocabulary factor.

In general, the data show the dominance of the genersl factor and, at
the same time, show the importance of factors associated with different
sections of the test. The data also provide moderaste support for the
notion that the factor structure of TOEFL is similar across language
groups. This similarity appears to be due primarily to the general factor
and, to a lesser extant, Factors II and IV. Although there were some
language group differences involving Factor III, this factor itself was
quite small in relation to the general factoxr, thus tending to lessen the
{impact of any group differences. Despite these observations, evidence of
at least some differences among language groups in number and nature of
factors suggests the possibility, which deserves further investigationm,
that TOEFL subtert scores may have differential validity for different
language groups.
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27. Educational Testing Service. (1973). Manual for TOEFL score recipi-
ents, Princeton, NJ: Author.

Purpnse

This document is an earlier version of the TOEFL Test and Score

Manual (Educational Testing Service, 1981) summarized elsewhere in this
collection. This 1973 edition is the most recent manual that deals with
the five-part TOEFL and is summarized here primarily to present statisti-
cal data for that version of the test. In most other respects the two
editions of the manual are similar, so the narrative in this edition is
summarized only where it differs from that presented in the 1981 version.

Discuasion

In 1973 TOEFL could be taker at International, Institutional, and
"walk-in" administrations. In the International Testing Program, TOEFL
was administered on four test dates per year. The Institutional Testing
Program was offered only within the United States and Canada. "Walk~in"
test centers were established at six locations in the United States at
which TOEFL was administered, usually on a weekly basis, as a sgervice to
institutions with an iumediate need for TOEFL scores ¢f applicants
currently in the United States.

Statistical characteristics of the test were examined for all forus
of TOEFL administered from October 1966 through June 1971. Mean KR~20
reliabilities for the five sections and total were Listening Comprehen-
sion, .90; English Structure, .86; Vocabulary, .89; Reading Comprehension,
.84; Writing Ability, .86; and total score, .97. Mean stendard errors of
measurement for he five sections and total, respectively, were 3.0, 2.9,
2.8, 3.3, 2.9, and 14.77. This last figure indicates that any two exsam-
inees' TOEFL scores should not be interpreted to represent different
levels of proficiency unless the difference between their scores was
greater than about 30 points [see Summary No. 28, Educational Testing
Service, 1981, for explianation].

Intercorrelations among subtests, averaged over the forms mentioned
above, were as shown in Table 1.
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Table 1

Intercorrelations among TOEFL Subtests

TOEFL Subtest LC ES v RC

Listening Comprehension (LC)

English Structure (ES) .64

Vocabulary (V) .56 .72

Reading Comprehension (RC) 65 .67 .69
writing Ability (WA) .60 .78 T4 o712

Tables are also presented in the manual showing the percentile ranks
corresponding to various TOEFL scores, broken down by intended major
field. The data are based on the 215,48F xaminees seeking admission to
U.S. colleges and universities who took .OEFL from October 1966 through
June 1971. The data are tabulated separately for (a) graduate candidates,
(b) undergraduate ¢ .ndidates, and (c) all candidatey, for total TOEFL
score and for each section. Also, TOEFL score means are presented for
each native language and each native country represented.

The use of THEFL scores is discussed, and a table is presented
showing data from a 1969 survey of institutions regarding the role of
TOEFL in their admissions practices. Presented separately for institu-
tions with and without special ESL courses, and separately for undergradu-
ate and graduate applicants, are the numbers of institutions for whom the
lowest acceptable score ranges for admission of candidates were (a) below
400, (b) between 400 and 449, and so forth. Also, a composite of the
admissions policies of two U.S. universities with large numbers of foreign
students is provided, which shows the kinds of decisions associated with
each of several ranges of total TOEFL scores. Decision possibilities
include admission with or without restrictions depending on the students’
patterns of TOEFL section scores, their educational levels, and, for
graduate students, their intended major fields.

In ofher respects, the information presented in the manual is gerer-
ally gimilar to that presented in the 19§1 version, including a b ief
overview cf TOEFL's early history, a description of the test, illustration
of the score report, and a discussion of guidelines for proper use of
TOEFL scores. ‘
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28. Educational Testing Service. (1981). TOEFL test and score manual.
Princeton, NJ: Author.

Purpose

This manual presents a description of TOEFL, explains the operation
of the TOEFL program, and provides information and statistics relevant to
interpretation of TOEFL scores.

Discussion

An overview of the TOEFL program is offered first, with a brief
account of the history of TOEFL, beginning with its initial development
in 1963. The three subtests (sections) of the current TOEFL are de-
scribed, and the process of constructing test questions is briefly dis-
cussed. The procedures for reporting test results are outlined with an
illustration of the TOEFL score report and an explanation of the methods
for deriving section scores and combining section scores into total
scores. [See Introduction for a description of the three~part TOEFL and
for reference to summeries detailing TOEFL's history.]

The four major TOEFL testing programs are described. These include
the International and Special Center testing programs, each of which
provides test administrations (typically every other month) for persons
seeking admission to institutions in the United States or Zanada or
seeking professional certification., Also included are the Institutional
Testing Program and the Overseas Institutional Testing Program, which
provide previously used TOEFL forms to institutions for testing their own
students, principally for placement in English courses or determining the
need for additional English study.

In a discussion of the use of TOEFL scores, the following guidelines
are presented: (a) base the evaluation of an applicant on all available
relevant information; (b) do not use rigid “"cut~off” scores in assessing
an applicant's TOEFL performance; (c) consider scores on the three test
sections as well as the total scores; (d) consider the kinds and levels of
English proficiency required in different fields and levels of study and
the admitting institution's capacity to provide English language training;
(e) consider TOEFL scores in interpreting an applicant's performance on
other standardized tests; (f) do not use TOEFL scores for predicting
academic performance; and (e) gather information about the vaiidity of
TOEFL score requirements at the admitting institution.

Results of a’'1980 survey of institutions regarding their use of TOEFL
scores in admissions decisions are provided. Dats from 386 respondents
(principally four~year undergraduate institutions and graduate and
professional schools) show the kinds of TOEFL score ranges considered
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acceptable for making various decisions, including (a) admit with no
restrictions, (b) admit on part-time basis with supplementary English
instruction, and (c) refer to full-time English program.

pata for a reference group (N = 473,944) of examinees taking TOEFL
between September 1978 and August 1980 are presented. Mean scores were
Listening Comprehension, 51.5 (SD = 6.9); Structure and Written Expres-—
sion, 48.6 (SD = 7.8); Reading Comprehension and Vocabulary, 49.4 (SD =
7.2); and total score, 499 (SD = 67). Percentiles corresponding to
various scores are provided, and breakdowns are given by planned level of
study (or licensure) and by examinees' native language and native country
or region.

Statistical characteristics of the test are provided for the seven
forms of the test administered between February 1980 and August 1980. [N
not indiceted.] The data show the difficulty levels of these forms to be
appropriate, as the average raw score per section ranged from 54 to 69
percent correct (62.5 percent provides the best measurement). (Note that
differences among forms are corrected in computing the scaled scores
reported to students and institutions.) Speed was apparently not a major
factor, as the data met the conditions used by Educational Testing Service
to determine adequacy of time allowed, namely, (a) 80 percent of examinees
should finish nearly every question in each sectiom, and (b) three-fourths
of the questiuns in a section should be completed by nearly all examinees.

Reliabilities (KR-20) for the seven forms ranged from .86 to .89 for
Listening Comprehension, .81 to .87 for Structure and Written Expression,
.86 to .90 for Reading Comprehension and Vocabulary, and .93 to .95 for
total score. Standard errors of measurement, averaged across forms, were
2.2 for Listening Comprehension, 2.9 for Structure and Written Expression,
2.5 for Reading Comprehension and Vocabulary, and 14.6 for total score.
The last figure shows that an examinee's "true score” (i.e., hypothetical
score that would be achieved if there were no errors of measurement) is
within 14.6 points of the observed score for two—-thirds of the examinees,
and double this figure, or about 29 points, for 95 percent of the examin-
ees. Thus, two examinees' scores cannot be regarded as representing
different levels of proficiency unless thers is a difference of at least
29 points between them.

Averaged over the seven forms, Listening Comprehension correlated .70
with Structure and Written Expression and .68 with Reading Comprehension
and Vocabulary; the latter two subtests correlated .77 with each other.
Thus, there appears to be a reasonably strong relationship among skills
tapped by the different sections, but the section scores still provide
some unique information.

The question of validity is considered, with reference to several
studies summarized in this collection as well as some wmpublished dats.
In general, the studies examined suggest that (a) TOEFL correlates rela-
tively highly with other standardized measures of English proficiency; (b)
relevant sections of TOEFL correlate reasonably highly with direot mea~
sures of writing ability; (c) TOEFL discriminates effectively among
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foreign students but not among native speakers of English; and (d) the
discrimination power of standardized aptitude tests is greatest for
students who do not have low TOEFL scores.

Brief additional sections of the manual discuss procedures at TOEFL

test centers, describe other tests developed by the TOEFL program, and
list various TOEFL publications, order forms, and research reports.
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29, Flahive, D. E. (1980)., Separating the g factor from reading compre-
hension. In J., W, Oller, Jr., & K. Perkins (Eds.), Research in
language testing. Rowley, MA: Newbury House.

Purpose

Two questions of interest in this study were: What 1is the role of
intelligence in language comprehension? and, To what extent is reading
comprehension associated with intelligence? Information relevant to these
questions was obtained by examining the interrelationships among a nonver-—
bal IQ test, TOEFL, and three reading tests.

Method

The subjects were 20 students, representing seven different native
languages, in a semi-f ‘~ensive English class. The subjects' TOEFL scores
averaged 509 and range. crom 437 to 568.

Five tests were administered within a one-week period. The Raven's
Progressive Matrices Test (Standard Form), a measure of nonverbal intelli-
gence, requires the subject to examine a pattern that has a portion
missing and to choose, from among eight alternatives, the one that best
completes the pattern. The five-part TOEFL was administered; only the
total score was used in this study. The first of three reading tests was
the McGraw~Hill Basic Skills System Reading Test. It consists ¢. 10
passages, five of approximately 250 words each, and five of approximately
75 words each, followed by 30 multiple-choice questions, This test
measures the subject's ability to make inferences, to identify main ideas
and supporting points, and to discover organizational patterns. The
second reading test, the Perkins-Yorio test, contains 50 items; in each
item the subject reads a sentence and then chooses, from among four
alternatives, the sentence that best paraphrases the target sentence. The
third reading task was & cloze test that contains a passage of approxi-
mately 400 words from an introductory economics text. Every seventh
word has been deleted, to yield a total of 50 blanks, and, for each blank,
the subject is required to determine the missing word. The appropriate—
word scoring method was used; i.e., suitable substitutes for each deleted
word were accepted as correct.

Results and Conclusions

The mean score on the Raven's test was just above the 75th percentile
of the norming group for this test, suggesting that the subjects were
above average in nonverbal intelligence. Performance on the McGraw-Hill
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test ranged from the 9th to the 85th percentile compared to a reference
group of college freshmen and sophomores, indicating a wide range of
proficiency; consistent with this is the wide range of TOEFL scores
reported above. Perkin-Yorio scores were only slightly lower than those

of a reference group of college freshmen,
Takle 1 preseuts the intercorrelations among measures.

Table 1

Intercorrelations among Tests Used in the Study

Raven's McGraw-Hill Perkins-Yorio
Test TOEFL Test Test
Raven's Test
TOEFL .61
McGraw=Hill Test .84 .59
Perkins-Yorio Test .68 .84 .67
Cloze Test .61 75 65 62

The relatively high correlations among most of these tests are not
surprising, since most of the tests measure reading and/or language
proficiency. However, the high correlation between the Raven's and
McGraw-Hill tests is unexpected, since the former is a measure of nonver-
bal intelligence and would not be expected to be a strong predictor of
- reading performance. Single- and multiple-regression analyses showed that
adding TOEFL to the Raven's test significantly improved prediction of
scores on the Perkins-Yorio and cloze tests but not scores on the McGraw—
Hill test; this result again reflects the strong relationship between the
Raven's test and the McGraw-Hill multiple~choice reading test.

In general, the high correlations among tests observed here suggests

that intelligence is a major component of performance on reading subtests
in widely used measures of nonnative language skills.
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30, Gaies, S. J. (1976, May). Sentence-combining: A technique for
assessing proficiency in a second language. Paper presented at
the Conference on Perspectives omn Language, University of
Louisville, Louisville, KY. (ERIC Document Reproduction Service
No. ED 130 512)

Purpose

Indirect measures such as those included in TOETL measure the
ability to recognize but not produce syntactically correct sentences, and
written compositious directly measure a combination of many aspects of
writing. The present study assessed the effectiveness of a rewriting task
as a direct measure of a specific component of students' writing ability:
syntactic control. Performance on the rewriting task was examined in
relation to performance or selected TOEFL subtests for learners of English
as a second language.

Method

The study included a total of 41 subjects--16 native speakers of
English in graduate school at Indiana University, five highly proficient
nonnative speakers in graduate school, and, in the principal sample, 20
nonnative speakers of English in intensive English language classes.

The subjec: s were giveY tte rewriting task developed by 0'Donnell and
described by Hunt (1970)." The subjectr were given a pas-age coasisting
of many very short sentences, and they were asked to rewrite the passage
by combining sentences, changing word order, and eliminating redundancy.

Three scoies were derived from this task, reflecting syntactic
wmaturity of the subjects' rewritten passages: (s) words per clause, (b)
clauses per T-~unit, and (c) words per T-umit (which combines the first two
scores). The T~unit is defined as "one main clause plus any subordinate
clause or nonclausal structure that is attached to or embedded in it”"
(Bunt, 1970, p. 4). The subjects' scores on the five-part TOEFL were also
available [presumably from International administrati~ns].

Results and Conclusions

The native speakers in this study performed similarly to the e'illed
adults in Hunt's study, and the five proficient nonnative speakers here

lﬂunt, K. W. (1970). Syntactic maturity in school children and
adults. Monographs of the Society for Research in Child Development, 35,
(Serial No, 134), ‘
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performed at an eve. higher level. The target sample of 20 nonnative
speakers, however, showed an average level of syntactic complexity coapa-
rable to that of the seventh graders in Hunt's study (although a wide
range of scores was observed here). The average number of words per
clause for these nornative speakers was 6.25 (range: 4.59 to 8.57);
clauses per T—unit, 1.27 (range: 1.00 to 1.67); ard words per T-umit, 7.96
(range: 4.59 to 12.2?).

Spearman rank correlations for the 20 nonnative speakers were comput-
ed among the three rewriting scores, TOEFL total, and two TOEFL subtests,
English Structure and Writing Ability. Low correlations were observed
between TOEFL English Structure and rewriting scores (ranging from .01 to

.32). This result suggests that the ability to recognize correct gram-
matfcal structure is not always accompanied by proficiency in writing, and

that active and passive skills in grammar are not necessarily related.
Correlations involving TOEFL Writing ’Ability were .49 to .57, and correla-
tions involving TOEFL totsl were .23 to .55.

Definitive judgments of the rewriting task’s effectiveress cannot
bc made from this studv, and later research should (a) look into refine-
mznts in the scoring method, (b) examine performance with additional
stimulus materials, and (c) examine the degree to which the rewriting task
correlates with free writing samples.
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31. Gharavi, E. (1977). Admission of foreign graduate students: An
analysis of judgments by selected faculty and administretors at
North Texas State University (Doctoral dissertation, North
Texas State University, 1977). Dissertation Abstracts Inter—
nationsl, 38, 1148A. (University Microfilms No., /7-19,

Purpose

This study sought to determine, by use of the Judgment Analysis (JAN)
technique, the admissions volicies of faculty and administrators at North
Texas State Unive-sity for foreign graduate students.

Method

The subjects were 64 male Iranian graduate students randomly selected
from among all 123 Iranian graduate students enrolled at North Texas Svate
University during the spring semester of 1976. For each subject, data on
the following variables were obtained from the graduate admissions office:
age, marital status, school last attended, degrees held, years of English
study, grade-poirt average (GPA) in English courses, score on the five~
part TOEFL [presumably obtained in an International administration],
monthly income, Graduate Record Fxaminatione (GRE) Aptitude Te-” verbal
score (GRE-V), GRE quantitative score (GRE-Q), GRE total score, credit
hours attempted during the first semester of emrollment, credit hours
complrted, cumulative first-semester GPA, and major field. [The GRE
Aptitude Test is described briefly in Summary No. 4, Americaa Association
..., 1971.] A profil: data sheet was construcred for each subject that
included information on all of the above variables.

Twenty-eight judges (eight members of the central administration and
20 departmental graduate advisers) examined the profile data sheets and
rated each subject on a five-point scale: 1 = poor, 2 = below average, 3
= average, 4 = above average, and 5 =~ outstanding. Each judge used
whatev~-r information in the profile he or she thought most useful to judge
the quality of the studeit, essentially simulating the type of rating that
might be made in rendering an admissions decision [except that certain
information used here, such as first-~semester GPA, typically would not be
available at the time of an admissions decision]. These ratings were
analvzed using JAN, with the objective of determining which variables were
commonly used by the judges, and how the variables were weighted, to
assign ratings. In esserce, JAN analyzes the predictor equation used by
each judge~-i.e., the equaticn predicting the rating from the variables
listed above~~-and then examines the consistency of the predictorx equations
across judges. A stepwise multiple regression analysis was also conducted
to determine the effect of each predictor variable on the predictive
efficiency of the full regression model used in the JAN procedure.
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Results

Statistical analysis of the different policies (i.e., prediction
equations) used by the 28 judges showed that the policies of 20 of the
judges could be classified into seven different types of policy, with each
of the remaining eight judges using a policy unique to the individual.
Thus, although there wgs some consistency in the manner in which the
judges made their ratings, the judges did not use a single policy for
judging the subjects' qualifications. The strongest predictor variables
(TCiFL, GRE~V, GRE-Q, GRE total, and first-semester GPA) showed high
positive correlations with the judges' ratings. [Correlations with
individual policies are given. However, correlations between the predictor
variables and the ratings assigned by the entire group of 28 judges are
not.] Monthly income in U.S. dollars was negstively correlated with the
judges’ ratings. The most frequently cconsidered variable was the TORFL
score, which contributed significantly to the prediction equation for each
of the seven types of policy mentioned above (i.e., those associated with
more than one judge each).

JAN was found to be reliadle in identifving and analyzing rating
admission policies. Also, JAN showed that by attempting to group all
Judges into one judgmental poiicy, the predictive efficiency of the system
dropped dramatically from .76 to .32, a 44 percent loss in predictive
efficiency. '

Conclusions

It appears that, for the sample studied, (a) there was no single
admissions policy for foreign graduate students; (b) while individual
judges were reliable in their ratings, policies varied across judges and
groups of judges; and {(c) the most salient variables considered in the
admissions process for foreign graduate applicants were the TOEFL score,
GRE-V, GRE~Q, GRE total, and first—semester GPA. It is suggested that in
future studies judges be restricred to rating only applicants to their own
departments, rather than all applicants.
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32, Gradman, H. L., & Spolsky, B. (1975). Reduced redundancy testing: A
progress report. In R. L. Jones & B. Spolsky (Eds.), Testing
language proficiency, Washington, DC: Center for Applied
Linguistics. ‘

Purpose

This paper summarizes the results of several studies involving the
noise test, a form of dictation test in which white noise is added to the
stimulus message. Of the research discussed in the paper, an experiment
examining the relation of the noise test to TOEFL is emphasized in this
Summary.

Background

The rationale underlying the noise test is that a decrease in redun-
dancy of the message in a dictation test; such as that produced by back-
ground noise, should result in a greater increase in the difficulty of the
dictation test for a nonnative English speaker than for a native English
speaker. Thus, d¢ifferences between these groups should be accentusted,
allowing greater precision of measurement.

The original work with the noise test consifted of several experi-
ments designed to develop the most effective test.” The effects produced
by varying the specific sentencas used, the signal te noise ratio, and
other factors were examined. The final ver.ion of the test correlated .66
with both an aural zomprehension test and an objective paper-and-pencil
test, and .51 with an essay test. Other investigators have observad
correlations in the .50s between the noise test and other [unspecified]
measures of English proficiency.

Method

*

In the experiment involving TOEFL, the subjects were 26 Saudi
Arabian students in a specizl English training program at Indiana Univer-
sity. The students were all given the noise test, the f.ve-part TOEFL,
the Ilyin Orsl Interview, and the Grabal Oral Interview.

1Spolsky, B., Sigurd, B., Sako, M., Walker, E., & Arteiburn, C.
(1968). Preliminary studies in the development of techniques for testing

overall second language proficiency. Language Learning, 18, Special Issue
No. 3, 79-101.
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The noise test used here was a multiple-choice version in which the
subjects were given five alternatives and told to choose the one that most
closely approximated the sentence that was presented on tape with accom—

-panying white noise. The 50 sentences developed in the original work
. cited above were used. In the Ilyin Orsl Interview, the subject is shown

pictures and asked specific questions about them, The Grabal Oral Inter-
view {8 a test of free conversation; the subject's responses are rated on
& nine~-point scale for 10 categories by two separate judges,

Results and Conclusions

The noise test correlated .75 with total TOEFL score, which was
higher than its correlation with any other test or any TOEFL subtest. All
correlations involving the noise test were above .60, except the correla-
tions with English Structure (.44) and Writing Ability (.33). Unexpect-
edly, the noise test correlated .73 with TOEFL Vocabulary and .68 with
Reading Comprehension.

The Grabal Oral Interview correlated .73 with TOEFL totsl. Of
correlations reported between this measure and the TOEFL subtests, the
correlation with Vocabulary wss .71, but that with Writing Ability was
only .17, and that with Reading Comprehension was .38, The correlation
between the Ilyin Oral Interview and TOEFL was .54.

Other reported results include a cerrelation of . ~" between the noise
test and the Ilyin Oral Interview and a correlati.. of .59 between the
Ilyin and Grsbei Oral Interviews. [Note that, as an integrative paper,
this repor: 1is not designed to present all possible correlatioms.)

The dats indicete that the noise test was somewhat more highly
related to a discrete item test, TOEFL, than to either of the oral inter-
views, which are presumably more functionally oriented, This may be due
partly to the fact thar the noise test used here was a multiple-choice
type, so that it was, in effect, a cross between a functional test and a
discrete item test. In general, the results suggest that the noise test
functioned well, providing a type of data that was not provided by the
somewhat lese structured interviews,

The data from this experiment are generally in line with the results
obtained in another study involving 25 Saudi Arabian students administered
the noise test, the Grabal Oral Interview, and the TOEFL. In that study
the noise test correlated .66 with TOEFL totel, .75 with TOEFL Listening
Comprehension, and. .79 with the Gtabal Oral Interview.

Additional Discussion

Results from subsequent research on the noise test not involving
TOEFL are also discussed. In one study, both the multiple-choice and
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original dictation version of the noise test were administered to 17
native speskers of English and 17 nonnative speakers. For each test, the
top scores were earned by native speakers and the bottom scores by nonna-
tive speakers, showing that the test effectively discriminates between
these two groups. The two forms of the test correlated .89 for the
nonnative speakers, indicating that both forms tend to measure the same
thing. In an additional study with 71 nonnative Inglish speakers, the
standard (non-multiple-choice) form of the test correlated .56 with the
Indiana University placement examination, a test of English proficiency
with several subtests.

In general, the data show that the noise test clearly separates
native from nonnative speskers; it correlates relatively well with other
measures of language proficiency; and it discriminates well between weak
and strong nonnative English speakers. Among the test's advantages 1s 1its
ease of administration and scoring.
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33. Gue, L. R., & Holdaway, E. A. (1973)., English proficiency tests as
predictors of success in graduate studies in education. Langu-

age Learning, 23, 89-103.

Purpose

This research studied the validity of TOEFL scores and interviews as
predictors of grade-point average (GPA) among a group of Thai graduate
students in education. Gain in TOEFL scores as a result of participation

in an intensive English language program was also assessed.
Method

The subjects were 123 Thai educators participating in 1967 through
1970 as graduate students in a one~year program in education at the
University of Alberta. The areas of the subjects' specialization were
administration, supervision, academic curriculum, industrial arts, and
guldance and counseling. The subjects ranged in age from 25 to 56 years;
79 were males and 44 were females.

The subjects were administered the five-part TOEFL twice. The
firet administration was in late June or early July after arrival at the
University of Alberta; this administration is here termed the "summer
TOEFL.” Three months later the subjects were administered TOEFL again;
this adwinistration is termed the "fall TOEFL.” In the intervening
period, the subjects participated in an intensive English language pro-
gram. For each subject, the GPA wus computed at the end of the one-year
educational program. Interview scores were also collected by Canadian
interviewers in Thailand prior to selection of the students for admission
to the program in 1967 and 1968. The 1967 panel ratings were given as one
global score, while 1968 panel ratings were subdivided into scores labeled
"language fluency"” and “potentisl for the Alberta program.”

Results

Intercorrelations amo~=g TOEFL subtest scores were computed, with
subjects pooled across years. Correlations among subscores ranged from

.62 to .82; all of these correlations were significant at the .01 level.
The correlations within each of the years showed more varistion, the

extremes ranging from .37 to .89. For data from each of the separate
years, the highest correlations were between English Structure and Writing
Ability (r > .70) and between Vocabulary and Writing Ability (x > .65). A
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two-factor factor anslysis with varimax rotations was conducted for summer
and fall TOEFL scores, with data pooled across years. The first factor
identified was most closely associated with Engligh Structure and Writing
Ability, the second factor was closely associated with Listening Compre-
hension and with Reading Comprehension. A three-factor analysis identifi-
ed the same fi<st factor; a second factor, on which Reading Comprehension
and Vocabulary subscores showed the highest loadings; and a third factor,
on which Listening Comprehension showed the highest loading.

The subjects' grades ranged from 1 to 9, with 5 considered a passing
mark. Overall, the average GPA of the subjects was 6.6, with the range
extending from 6.4 to 6.9 over individual years. Mean scores on the
summer TOEFL ranged from 374.3 to 452.5, with an overall mean of 424.6.
Fall TOEFL score means ranged from 391.7 to 480.2, with an overall mean of
447.8 across years. For each year, fall TOEFL scores were 20 to 30 points
higher than summer TOEFL scores. Over the four yeers, intercorrelations
among summer TOEFL subscores and fall TOEFL subscores ranged from .28 to
.73. For data pooled across years, summer and fall TOEFL scores correlat-
ed .49 and .59 with final GPA; these correlations were significant at the
.01 level.

Table 1, based on pooled data, summarizés the TOEFL summer and
fall subscore means, the correlation of summer and fall subscores with
GPA, and the level of significance of the correlations.

Table 1

Mean and Correlation of Each TOEFL Subtest with GPA

GPA~-
Subtest
Subtest Time Mean Correlation

Listening Summer 43.6 0.38
Comprehension Fall 46.8 0.52
English o Summer 44,6 0.51
Structure Fall 47.2 0.55
Vocabulary Summer  39.6 0.34
Fall 42.4 0.48

Reading Summer 42.0 0.38
Conprehension Fall 43,1 0.51
Writing Summer  42.5 0.51
Ability Fall 44.4 0.53

Note. All correlations are significant at the .01 level.
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Stepwise multiple regression analysis was used to predict GPA
from summer TOEFL subscores for each program year and for program years
combined. The results did not consistently identify any single TOEFL
subscore as more important than any other subscore in predicting GPA. The
addition of interview panel ratings as predictor variables in regression
analyses for 1967 and 1968 students led to contrasting results. The 1967
interview panel rating did not add significantly to prediction of GPA. In
contrast, the language fluency rating obtained in the 1968 interview by
itself accounted for 41.5 percent of final GPA variance; this rating was
far more {mportant in predicting final GPA than were the summer TOEFL
subscores.

Conclusions

The high intercorrelations smong TOEFL subscores were consistent with
the results of previous studies. The clustering of Vocabulary, English
Structure, and Writing Ability into one factor suggested that TOEFL could
be reduced in length without loss of predictive power.

The contents of some Listening Comprehension items might be criti-
cized, as the use of narratives concerning disasters and unhappiness could
affect examinees' responsiveness. In addition, the TOEFL scores obtained
in the present study might have been affected by the organizational
climate of test taking: the examinees were aware that their TOEFL scores
would not be used for their selectinn into a program, and this awareness
may have had an indeterminate effect on their performance.

Gains in TOEFL scores across summer and fall sdministrations were
encouraging and were greatest for those students who needed the summer
language program the most. Nineteen other students, however, earned lower
TOEFL acores in the fall than in the summer. Reasons for these declines
were not apparent.

A number of factors may constrain the generalizability of the results
obtained, including differences in Thai student cohorts participating in
the study and the zrading standards of the University of Alberta. Use of
interview panel! ratings of English proficiency as adjuncts to TOEFL
deserves further exsmination.
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34. Hale, G. A., Angelis, P. J., & Thibodeau, L. A. (1980). Effects of
item disclosure on TOEFL performance (TOEFL Research Rep. No. 8;
esecarch Rep. No. 80-34.) Princeton, NJ: Educational

Testing Service.

Purpose

Following several TOEFL administrations each year, the test forms
used at those administrations are disclosed, or made public. Items from
nondisclosed tests are reused in the Institutional Testing Program, and if
reuse of disclosed items for this program were also to be considered, it
would be important to know how TOEFL performance would be affected 1if
candidates were to have access to some of the items before a test adminis-
tration.

To address this issue experimentally, specially constructed TOEFL
forms, called "disclosed forms,"” were made available to foreign students
in intensive English language programs. Later the students were adminis~-
tered a special TOEFL consisting of items from those forus and a 10EFL
with all new items. Superior performance on the former test would indi-
cate a disclosure effect.

If students must cover a large number of disclosed forms in order to
be exposed to all items that will appear on a later TOEFL, they should be
less likely to benefit from having the disclosed forms available than if
they need only cover a small number of forms. To test this hypothesis,
items to appear on the special TOEFL were spread through six disclosed

forms for students in some institutions, and through 12 forms for students
in other institutions.

It was assumed that, in reality, disclosed TOEFL tests are used in
TOEFL preparation courses. Thus, to simulate a test—-preparation situa-
tion, the students discussed a portion of the disclosed forms in class.

Method

The subjects were foreign students in intensive English language
programs at 20 U.S. universities; the final sample consisted of 668
subjects who took all tests.

Two three~part TOEFLs constructed from retired operational items
comprised the "posttests”™ given at the end of the study. The pnsttests
were administered one week apart at most institutions. A TOEFL “pretest”
was also given at the outrcet of the study, to be used as a covariate for
statistical control. Tests were administered by the participating insti-
tutions according to ETS guidelines for Institutional administrations.,
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The “disclosed forms” made available during the study were also
constructed from retired operational items and were similar to operationsal
TOEFLs except that each correct snswer was starred. Interspersed through
the disclosed forms were items that would appear on one of the posttests,
termed the “disclosed posttest”; the "undisclosed posttest,” in contrast,
contained all new items.

The disclosed forms were distributed to students in 16 institutions,
and the subjects were told of the upcoming special TOEFL, in which they
would encounter items from the disclosed forms. The subjects were in~
formed that their test scores would have no bearing on their academi
standing or their admissions status.

Subjects in eight institutions were given six forms, and in eight
other institutions, 12 forms. The forms were available for a median of 29
days. Within each of these groups, subjects in four institutions received
the "disclosed posttest™ first, and subjects in four other institutions
received the "undisclosed posttest™ first. Tapes of the audio portions of
the Listening Comprehension sections of these forms could be obtained from
a central facility for listening to at that facility or at home.

*

Subjects in four additional control institutions were given only the
pretest and two posttests, to check on the relative difficulty of these
tests, [The data showed only a small difference between posttests, and
the counterbalancing in order of tests wa. expected to correct for this
difference; results for these four control institutions are not presented
here.}

The items from the disclosed forms that were discussed in class
comprised the equivalent of one full. TOEFL, although not all items were
taken from the same form, and approximately five hours was devoted to the
class discussion.

"

Results and Conclusions

A significant disclosure effect was observed, as scores were 4,6
percentage points higher on the disclosed posttest (55.9 percent correct)
than on the undisclosed posttest (51.3 percent). (Scaled scores cannot be
provided for these specially constructed tests.) Analysis of covariance,
with the pretest as a covariate, showed that this effect could not be
attributed to group differences in English proficiency. It appears, then,
that when TOEFL items were made avafilable for a few weeks before the
administration of a test containing those items, the subjects tended to
study and recall many of those specific items.

For {tems discussed in claés, the disclosure effect, examined only

for the condition finvolving six disclosed forms, was a full 11.8 percent~
age points. Yet an effect was shown for items not discussed in class as
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well-=-4.4 percentage points for students given six disclosed forms, and
2.0 points for those given 12 f{orms; all of these effects were signifi-
cant. To some extent, then, the students studied the disclosed forms on
their own initiative. This conclusion is reinforced by data from a
questionnaire, in which the subjects reported averaging between three and
four hours of listening to the tapes and between five and six hours of
reading the disclosed forms. Thus, it appears that stuients are motivated
to study disclosed items that will be encountered on a later TOEFL, even a
nonoperational test.

The disclosure effect waz greater when the items to appear on the
posttest were spread through six disclosed forms (6.3 percentage points)
rather than 12 forms (2.9 percentage points). The data thus support the
hypothesis stated above: If students must cover a relatively lsrge number
of disclosed forms in order to be exposed to all items that will appear on
a later test, they are less likely to benefit from the opportunity to
study disclosed forms than 1f they need cover a smaller number of forms.
This result has important implications regarding possible reuse of dis-
closed items in Institutionsl TOEFLs. As the pool of disclosed TOEFL
forms increases over time, there should be a decresse in the proportion of
items in the pool that students can study and remember and, thus, a
decrease in the effect due to disclosure.
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35. Harvey, M. J. (1979). Academic achievement as predicted by the Test

of English as a Foreign Language. Unpublished master's thesis,
Portland State University, Portland, OR.

Purpose

This study evaluated TOEFL as a predictor of foreign students’
academic schievement during their firet two terms at Portland State
University, with attention given to the influence of graduate versus
undergraduate status and college of enrollment within the university. The
initial sections of the thesis review measurement and other problems in
devising prediction schemes for foreign students' achievement on the basis
of language proficiency information and academic aptitude information.
Various studies involving the relation of TOEFL to other proficiency tests
and to college grades are reviewed.

Me thod

The subjects were 78 foreign stidents at Portland State University
who met the criteria specified below. Scores on the three—part TOEFL
[presumably earned in Iaterrational or Special Center administrations] and
grades were obtained from administrative offices at Portland State Univer-
sity. From the total population available, students were eliminated on
the following bases, to yleld the final sample of 78 subjects: (a) a time
span of more than six months between test date and enrollment; (b) TOEFL
score based on the earlier five-part examination; (c) TOEFL score below
500 [note, however, that analyses reported below involve subjects with
TOEFL scores below 500); (d) concurrent enrollment in an intensive English
course during the first two terms at Portland State University; (e)
enroliment in less than eight hours of academic work at the beginning of
the first or second term of study; and (f) transfer of previous coursework
from another American school to Portland State University.

Results

TOEFL total scores correlated .18 with grade point-average (GFA) for
these foreign students (2_ < .05). Correlations of GPA with the Listening
Comprehension section and with the Reading Comprehension and Vocabulary
section of TOEFL were both .15; the correlation of GPA with the Structure
and Written Expression section was .03. Graduate students who scored
below 500 on TOEFL or between 500 and 550 earned higher average grades
than did undergraduates in the same TOEFL score ranges. Undergraduates
earned a higher mean GPA “han did graduates in the TOEFL score range 350
and above.
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Examination of relationships between TOEFL scores and grades within
college of enrollment was based on tabulation of average grades in the
three TOEFL score ranges: below 500, 500-550, and above 550. The colleges
investigated were arts and letters, science, social science; health a:d
physical education, and business administration. Interpretation of the
resulting data was inconclubive, with trends going in ~pposite directions
for the lowest two TOEFL score levels. GPA was higher for students with
TOEFL scores above 550 than for students with TOEFL scores in the 500-550
range. This relationship was evidenced for four of the five colleges. In
contrast to this pattern, students in business administration earned lower
grades 1f they scored above 550 on TOEFL.

Conclusions

The present data demonstrated that TOEFL scores were of limited value
in predicting GPA,_ [Mention 1s made of a lack of consistent correlation
between TOEFL total and TOEFL part scores according to college of eurcll-
ment; however, the relevant correlation coefficients are not presented in
the thesis.] A redesign of TOEFL might be considerxed, with the various
TOEFL test sections bearing a wore natural relation to everyday academic
tasks than is currently the case. A measure of writing is needed and, in
general, the importance of productive skills in assessing English profi-
ciency must be considered. It is suggested, however, that revision of
TOEFL might not necessarily lead to its improvement as a predictor of
college grades, since the importance of English language proficiency to
academic achievement may have been exaggerated in the literature.
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36. Hassan, K. I. (1982)., The correlation between performance on the
WAIS-R Vocabulary subtest and the TOEFL. Unpublishe” master's

thesis, Washington University, St. lLouis, MO.

Purpose

This study compared interrelationships in performance on the five-
part TOEFL, the Vocabulary subtest of the Wechsler Adult Intelligence
Scale-Revised (WAIS-R), and college grade-point average (GPA) among 30
male Arabic students at Washington University in Missouri. Three hypo-—
theses are set forth: (a) There is a significant relationship between
TOEFL score and the score on the Vocabulary subtest of the WAIS-R; (b)
There is a significant correlation between TOEFL score and semester
grade-point average (GPA); and (c) There is a significant crrrelation
tetween the score on the Vocabulary subtest of the WAIS-R and semester
grade—~point average (GPA).

Method

The 30 subjects under study were enrolled as full-time undergradu.te
students at Washington University; all were male and had Arabic as the
native language. Subjects ranged in age from 18 to 29 years with a median
age of 21.5 years. Student records indicated that they had studied
English for a period ranging from three to six years. The tests used in
the study were the five~part TOEFL and the Vocabulary subtest of ihe
WAIS~R. In the WAIS-R Vocsbulary subtest there are 35 words to be definmd’,
arranged in order of increasing difficulty. For each word the subject .3
to state what the word means. This test was administered to the subjects
in the spring semester of 1982, TOEFL scores and semester GPA were
compiled for the subjects; the subjects had taken TOEFL prior to the
study [presumably in International or Special Certer administratiomns].
Pearson product-moment correlations were computed for psirs of measures.
Multiple regression snalysis was used to predict semester GPA from TOEFL
scores and from WAIS=R Vocabulary scores.

Results and Conclusions

The means and SDs for the three measures were WAIS-R Vocabulary
(6,66, 1.68); TOEFL (459.10, 58.08); and GP4 (2.45, .35). The WAIS-R
Vocabulary score correlated .25 with TOEFL total score; this relationship
was not statistically significant. The TOEFL score correlated .45 with
semester GPA; this relationship was significant at the .01 level. The
WAIS-R Vocabulary subtest score correlated .27 with semester GPA; this
relationship was not statistically significant.

111



=106~

The regression analyses ylelded the following prediction equations:
GPA = ,056 (Vocabulary) + 2.08, with standard error of estimate » ,34; and
GPA = ,0027 (TOEFL) + 1.211, with standard error of estimate » .80. [No
regression analysis is reported including both TOEFL score and Vocabulary
score as predictors of GPA.]

The findings are brsed on a small sample of students, and caution is
vrged in attempting to generalize .he findings to other wuniversities.

Further research involving non~-Arabic speaking foreign studeatsr is sug-
gested,
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37. Heil, D. K., & Aleamoni, L. M. (1974). Assessment of the proficiency
in the use and understanding of English by foreigm students as
r=asured by the Test of English as a Foreign %me Report
No. RR-!SES. Urbana, 1L: Undiversity of Illinois. (ERIC

Document Reproduction Service No. ED 093 948).

Purpose

This study 1hvestiga:ed the prediction of foreign graduate students'
academic achievement using scores on tests of English language proficien-
cy. The specific ob?:ctives of the study were:

(a) to determine the predictive validity of TOEFL, with first- or
second- semester graduate grade—point average (GPA) serving as the
criterion;

(b) to examine the predictive validity of the English Placement
Exaninatinrn (EPE) developed at the University of Illinois at

Urbana~Champaign (UXIUC), using first- and second-semester gradu-

ate GPA as the criterion;
(c) to exsal.e the concurrent validity of TOEFL and tba EPE;

(d) to determine the predictive validity of TOEFL and the EPE, using
grade in s remedial English course as the criterion; and

(e) to estimate the degree of change in total TOEFL score resulting
from living in an English-speaking country and taking a remediel
Ernglish courss for one semester.

Method

The subjects were 148 incoming graduste foreign students accepted for
admissfion to UIUC in the fall of 1970. Scores on the five-~part TOEFL,
[ presumably administered in the Institutional Testing Program] were
obtained from admissions office records. A second set of TOEFL scores was
slso obtained, based on an administration of TOEFL upon the subjects'
arrival at the university in September 1970. Students scoring in the
range of 480-569 on the preadmission TOEFL were required to take the EPE
test administered by the Division of English as a8 Second Language (ESL).
The EPE consists of four parts. The Structure section tests recognition
of English grammar and sentence structure in writing. The Aural Compre-
hension section tests understanding of spoken English at normal speed.
The Original Composition section tests ability to write on an assigned but
familiar topic for which an outline has been provided. The Pronunciation
section tests ability to understand and be understood orally.

113



-108~

The results of these examinations were used f¢ place students in one
of five levels of ESL courses. Those scoring aoove 569 on TOEFL were
placed in one of the two highest-level ESL courses. Students scoring
below 480 usually were not admitted to the university. The numbers of
subjects entering into different analyses in the study varied; 89 of the
original 148 subjects were enrolled and completed coursework in the ESL
classes.

Results

Total GPA in either the first or second semester of study was found
to correlate significantly with TOEFL scores obtained before and upon
arrival at the university; correlations for part and total TOEFL scores
ranged from .16 to .39. Higher correlations with TOEFL scores were
observed for second-semester GPA than for first—semester GPA. TOEFL
scores obtained prior to admission correlated slightly higher with GPA
than did TOEFL scores obtained at the time of admission.

Correlations between (a) EPE part and total scores and (b) first- and

B second-semester CPA were such lower-than the correspoading correlations. ...

between TOEFL and GPA; the former correlations ranged in value from -.04
to .12,

TOEFL score (based on postadmission testing) was not significantly
correlated with the subjects' grades in their ESL classes, and EPE scores
also generally failed to correlate significantly with ESL grades. Of
grades received in the three most heavily attended ESL classes, the grade
in the lowest class was significantly cozreleted with GPA easrned in the
second but not the first semester; the reverse was true for the next
higher level. For the third most heavily attended ESL class (the second
highest level in the sequence), ESL grade was significantly associated
with both first- and second~semester GPA.

Results of s regreusion analysis indicated that the grade in each of
the two lowest ESL classes was significantly predicted by comnbined EPE and
TOEFL scores. In the case of one of these classes, the second-level ESL
class, EPE score significantly improved prediction of ESL grade when added
to TOEFL as a predictor variabie in regression analysis.

Conclusions

The predictive validity of TOEFL for foreign students appears to be
similar to the predictive validity of admissions test scores for native
Apericans. This result suggests that academic success may be no more
predictadle for foreign students than for native Americans. Correlations
between TOEFL part scores and GPA might be improved if part scores more
adequately reflected skills required in college work.
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38. Hillman, R, E. (1973). A correlational study of selected vocal-
verbal behaviors and the Test of English as a Second [sic]
Language (TOEFL) (Doctoral dissertation, Pemnsylvania State
University, 1972). Dissertation Abstracts International, 34,
1397A. (University Microfilms No. 73-20, 090)

Purpose

This study attempted to validste TOEFL as a measure of the ability
to encode oral English by using vocal=verbal behaviors as criterion
measures. It also atteupted to test the hypothesis that nonnative English
speaskers exhibit more proficiency when speaking about experiences in their
home countries than when apeaking about experiences in the United States.

Method

The subjects for the study were 124 undergraduate and graduate
students enrolled at the University of Wisconsin during the fall semester
0ofF 1971. Due to attrition and technical difficulties, data are presented
for only 47 students. A 1968 form of the five-section TOEFL was adminis-
tered as part of the study. Also, the five vocal-verbal behaviors de-~
scribed below were elicited during a structured oral interview. The
interview included questions about life in the student's home country and
life in the United States. Each interview was recorded on audio tape and
transcribed. The subject's first 100 words regarding life in the home
country and first 100 words regarding 1life in the United States were
scored separately for each behavior.

The five behaviors chosen were (s) amount of silent pause time
(including any pause greater than .25 seconds as determined by a recorder,
which transmitted speech onto continuous graph paper); (b) number of
verbalized pauses, such as "uh” and “well,” as counted by five judges; (c)
type/token ratio (the number of different words divided by the total
number of words); (d) average mmber of words five judges were unable to
ident1fy; and (e) average overall English language proficiency (ELP)
rating as assigned by 10 judges on a seven-point bipolar scale, with
"native” and "ponnative” serving as the poles.

In addition, two indirect measures of English proficiency were
administered to the subjects. These were the Indirect Measure of Oral
Output (IMOP) and the Holtzman Stress—unstress test. The IMOP is a
20~minute listening test in which the examinee classifies speakers as
either native or nonnative. The Holtzman Stress—unstress test requires
examinees to read aloud & list of 31 words; each response is scored for
correct placement of stress.

Intercorrelations were computed among TOEFL scores, the five vocal-
verbal criteria corresponding to the home country and U.S. portions of
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the oral interview, and the two additional measures. In addition, an
analysis of variance was performed to determine if the scores from the
home country and U.,S. sections of the interview could be merged. Inter—
rater reliabilities were determined where appropriate.

Results

The mean TOEFL score for the group was 475, which is slightly below
the average of all examinees taking TOEFL in International and Special
Center administrations. The standard deviation, 83, was five points
greater tham average. As noted above, the three variables that employed
more than one judge were verbalized pauses, unidentified words, and
overall English language proficiency. Reliabilities of the ratings for
verbalized pauses (.87) and for English language proficiency (.90) were
regarded as acceptable, as both were greater than .80, However, the
reliability of unidentified word counts (.29) was not acceptable.

The analysis of variance showed that the means of scores on the five
vocal-verbal criteria for the home-country context did not differ signifi-
cantly from the means for the U.S. context. However, analysis of the
intercorrelations between the five vocal-verbal behaviors and two indirect
measures showed that some significant relationships did exist between home
country and U.S. speech behavior. Verbalized pauses, unidentified words,
and English language .proficiency each yielded correlations above .60
between the two speech contexts. Verbalized pause counts and unidentified
words yielded the highest correlations with English language ratings.

The correlations between TOEFL total score and the five direct and
two indirect criterion measures are presented in Table l. It was hypothe—
sized that the TOEFL score would show a negative correlation between
number of silent pauses, verbalized pauses, and unidentified words.
Similarly, it was hypothesized that TOEFL score would correlate positively
with ELP ratings and type/token ratio. It was also hypothesized that
TOEFL score would show a positive correlation with the two additional
me asures.
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Teule }

Correlations between TOEFL and Seven Language Measures

Home Country U.S.
Vv  iadble Context fntext
Silent pause 07 -.23
Verbaligzed pause -.951% -.29
Type/Token ratio 14 —ol2®
Unidentified words 27 -.13
ELP ratings 56% «36
MOP 52%
Stress-unstress test .35

#*Significant at the .01 level.

As indicated in the table, few correlations significant at the .0l
level were obtained with this sample. TOEFL correlated significantly with
(a) verbalized pauses in the home-country context, (b) type/token ratio in
the U.S. context, (c) English language proficiency in the home-country
context, and (d) the IMOP test of ability to recognize the pronunciation
of a native speaker. Thus, only four of the 12 comparisons yielded
statistically significant correlations. For each of the five direct
measures, the difference between correlations in the home-country context
and the U.S. context was examined statistically; the difference was
significant for three of the direct measures. However, the general
direction of the differences favored a stronger relationship between TOEFL
scores and the ability to use English when speaking about home-country
experiences.

Conclusions

Foreign students with high TOEFL scores may exhibit fewer verbalized
pauses and greater English language proficiency when talking about what
they have experienced in their home countries than when talking about what
they have experienced in the United States. Thus, the ability of TOEFL to
predict vocal-verbal behaviors may depend on the context of those behav~
iors.

It is possible that the generally superior relationship between TOEFL
scores and ability to encode in the home-country context is due to greater

familiarity with the home-country context. The learners, being familiar
with what is an appropriate response to questions in that context, may be
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able to utilize their language proficiency to monitor their output. Lack
of familiarity with the nature of expected responses in the U.S. context
may result in the monitor either not being invoked or being underused.
Thus, & reduced correlation between verbal output and TOEFL score would be
expected. While the data do not provide strong support for a relationship
between TOEFL score and real language use, the precise relationship may be
impossible to establish until research yields more information on the
vocal-verbal behavior of nonnative speakers of English. The absence of &
correlation between pause-time and ELP ratings suggests that appropriate
pause~time parameters for nonnative speakers need further investigatiom.
The same may be true of other variables included in this study.
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39. Hinofotis, F. B. (1980). Cloze as zn alternative method of ESL
placement and proficiency testing. In J. W. Oller, Jr., & K.
Perkins (Eds.), Research in langusge testing. Rowley, MA:
Newbury House.

Purpose

This article, based on the author's dissertation, addressed two basic
questions relating to cloze testing: (a) Can a cloze test serve as a
surxogate measure of English language skills without significant loss of
information and (b) Should cloze tests be scored by accepting only the
exact word deleted, or should other graamatical and contextually suitable

substitutes be accepted as well?

Method

Inconing foreign students representing a variety of native language
backgrounds served as subjects. All were enrolled at the Center for
English as a Second Language (CESL) at Southern Illinois University. A
total of 107 subjects took both a cloze test and the CESL Placement Test
at the beginning of twe consecutive six-week terms during the summer of
1976. (The CESL Placemeant Test is a three-part test ylelding a total
score and subscores for listening comprehension, structure, and reading.
Scores are grouped within six proficiency levels.) In addition, 52 of
the subjects, who scored at level three (of six) or above on the CESL

-Placement Test, also took the five-part TOEFL at the univeraity testing

service.

The cloze test employed &8 427-word passage, adapted from an inter-
mediate level text in English as a second language, that described differ~
ent means of transportation used for long distance travel. Every seventh
word was deleted from the passage to yield a total of 50 blanks. The
subjects were given 30 minutes to complete the cloze passage. First,
scores were obtained by accepting as correct only the exact word that had
been deleted (cloze-exact method). Then, the papers were rescored by
counting as correct responses that were grammatically and contextually
acceptable (cloze~acceptable method). Correlations were then obtained
between section and total scores on the two tests of English language
proficiency and scores on the cloze test as computed by the two methods.

Results

As shown 1in Table 1, total scores on the CESL Placement Test and
TOEFL were highly correlated with scores on the cloze test obtained under
both scoring methods. Also, reading scores on both tests correlated more
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highly with the cloze test than did scores on any other subtest. (The
correlations were all significant beyond the .005 probability level.)
However, the correlations may have been attenuated due to the lack of
reliability of the cloze passage (.61 for cloze-exact score and .85 for
cloze-acceptadble score), which was found to be very hard for this group of
students.

Cloze-exact and cloze-acceptable scores did not show significantly
different correlations with the CESL Placement Test (.80 and .84) but did
show significantly different correlations with TOEFL (.71 and .7Y).
Still, the correlation between these two scores was .97,

Table 1

Correlations of Cloze Test Scores with Total and
Subtest Scores on the Criterion Measures

Cloze=-exact Cloze—~acceptable

Score Score N
Total CESL Placement Test .80 84 107
CESL Listening Comprehension .71 73 107
CESL Structure 63 69 107
CESL Reading .80 .80 107
Total TOEFL o771 79 52
TOEFL Listening Comprehension 47 51 52
TOEFL English Structure .51 .58 52
TOEFL Vocabulary _ .59 62 52
TOEFL Reading Comprehension .68 77 52
TOEFL Writing Ability .55 64 52

Conclusions

The high correlations obtained in this study warrant the cautious
use of the cloze test as a measure of English language proficiency.
Although the two scoring methods apparently cause subjects to rank order
in the same manner, the cloze-acceptable method shows much greater vari-
ance and greater reliability., The cloze—exact method is less time consum-
ing, but the cloze-acceptable method is more reliable and therefore
preferable. :
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40. Homburg, T. J. (1979). TOEFL and GPA: An analysis of correlations.
In R. Silverstein (Ed.), Proceedings of the Third International
Conference on Frontiers in Langusge Proficiency and Dominaggg
Testing. Occasional Papers on Linguistics, No. 6. Carbondale,
IL: Southern Illinoif*University.

Purpose

This paper discusses advice rendered the advisory board of the Office
of International Education at Southern Illinois University (SIU) on use of
TOEFL. TI® 1979, SIU required a minimum TOEFL score of 550 for foreign
applicants to graduate programs and & minimum TOEFL score of 525 for
foreign applicants to undergraduate programs. At SIU there were contrast-
ing views regarding use of cutoff scores in admissions. Some expressed
concern that the cutoff scores used for admission, particularly graduate
admission, were set too high for students with good credentisls. Others
expressed concern that minimal TOEFL score requirements were not adequate
indicators of linguistic ability to perform in certain prograns of gradu-
ate study. In considering possible changes in the use of TOEFL scores in
graduate admissions, three questions were addressed: (1) How are TOEFL
scores used? (2) What are some of the problems with this process?
(3) What should be done to improve the current system?

Discussion

The 1978 TOEFL manuall! recommends that use of TOEFL in admissions
should not include the prediction of scores on academic achieveament
indices, such as grade-point average (GPA). TOEFL is a test of profi-
ciency in English as 8 second language and not an achievement test., There
is no systematic or intentional connection between TOEFL test demands and
academic materials that foreign students may have mastered earlier.

The TOEFL manual also warns against using cutoff scores on TOEFL.
This recommendation is supported by two factors. First, TOEFL scores are
legitimate indicators of the relative standing of examinees with regard to
English language skills; these scores are not intended to convey informa-
tion about candidates' English language skills in particular situations at
particular institutions. Second, because there 1s some degree of error in '
measurement, use of cutoff scores in admWwsions can lead to mistakes in
application of a TOEFL cutoff score in admissions decisions.

The inappropriateness of TOEFL score as a predictor of achievement is
demonstrated in a study at SIU that investigated the correlation between
TOEFL score and GPA in each of two groups of foreign graduate students
(§s = 134 and 54). [The source of TOEFL scores, and whether they were
derived from the three-part or five-part TOEFL, are not indicated,]

1Educational Testing Service (1978). TOEFL test and score manual,
Princeton, NJ: Author.




~1 16"‘

The first group had completed their program of studies while the second
group had not. The correlations between TOFFL scores and GFAs for the two
groups were ~.07 and .22, respectively. For both groups combined, the
correlation between TOEFL score and GPA was .1l. Resi. “s8 of a regression
analysis indicated that there was not a significant di. ‘erence in GPA for
the two groups; both groups demonstrated high mean GPAs, vf 3.58 and 3.39,
respectively., It is concluded that numerous factors could affect achieve-
ment that might not be reflected in aimissions test scores,

Guidelines for using TOEFL scores cited in .ne TOEFL manual are
discussed. [These are essentially the guidelines that are listed in the
summary of the 1981 manual (Summary No. 28, Educational Testing Service,
1981) gsummarized elsewhere in this collection.]
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41. BHosley, D. (1978). Performance differenc=s of foreign students on
the TOEFL. TESOL Quarterly, 12, 99-100.

Purpose

Anong foreign students in an intensive English -anguage program,
differences in TOEFL:sccres as a function of such variadbles as country of
origin and sex were examined.

Me thod

The subjects were 147 foreign students in the Center for English as a
.Second Language (CESL) at the University of Arizona. The subjects in the
sample comprised. 28 percent of the total number of students in the CESL
program and were drawn from 19 different countries. For data analysis,
the subjects were placed into six groups: Mexico, Saudi Arabia, Libya,
Venezuela, and Japan (the five most common countries of origin), and
others. Scores on the five-part TOEFL were available [presumably obtained
through International test administrations.]

Regults and Conclusions

Analysis of variance of the TOEFL scores showed the effect of country
to be significant, with scores of Mexicen subjects being the highest and
significantly different (via post—hoc tests) from those of Saudi Arabian
and Libyan subjects, which were the lowest.

Differences among the TOEFL subtests were also significant, with the
mean score on the Writing Ability subtest higher than scores on the other
subtests. The interaction between subtests and country of origin was also
significant, with a post-hoc test showing that the Listenfing Comprehension
and Vocabulary sections contributed most to the superior performance of
the Mexican subjects.

A comparison between 58 students who had been in the CESL program and
89 new students showed that TOEFL scores were signi’icantly higher for the
new students. The difference between males and females was not signifi-
cant. These data should help to identify variables that can affect TOEFL
performance and provide hypotheses for further study.
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42. Hosley, D., & Meredith, K. (1979). Inter— and intra-test correlates
of the TOEFL. TESOL Quarterly, 13, 209~217.

Purpose

The constructs measured by TOEFL and the nature of language profi-
ciency were examined using data obdtained from students enrolled in an
intensive English program.

Method

One hundred sixty-nine students enrolled at the Center for English as
a Second Language at the University of Arizona had scores on the five-
section TOEFL [presumably administered via International or Special Center
programs) and the Comprehensive English Language Test for Speakers of
English as a Second Language (CELT). The CELT consists of three sections:
Listening, Vocabulary, and Structure. The Listening section contains
three parts. In the first part, the examinee hears a short question and
then selects, from four alternatives, the correct answer to the question.
In the second part, the examince hears a statemeant and chooses, from four
printed statements, the one closest in meaning to the one heard. In the
third part, the examinee hears a short dialogue between two speakers and a
question posed by a third speaker and must select, from four printed
alternatives, the correct answer to the question, The Vocabulary section
contains two parts. For each item in the first part, the examinee sees &
sentence with a deleted word and must select, from four alternatives, the
deleted word. For each item in the second part, the examinee reads a
short phrase and then selects, from four alternatives, the word described
by the phrase. For each item in the Structure sectionm, the examinee reads
a short conversation between two pcrsons, with a word or phrase deleted
from the last sentence; the examinee must select, from four slternatives,

the deleted word or phrase. [description paraphrased from a recent CELT
manual ]

Correlations between the five TOEFL sections were determined and a
factor analysis was performed. The subjects were also divided into three
proficiency groups on the basis of CELT scores and teacher recommenda-
tions. The correlation between TOEFL score and group placement was then
determined, as were the correlations between subtest scores on both tests
and between TOEFL scores and grades in courses in English as a second
language.

Results

Mean TOEFL scores we ‘e about two—-thirds of a standard deviation below
published norms (cf., Educational Testing Service, 1973). The highest

124



-119-

correlations between TOEFL sections were found between Reading Comprehen-
sion and Vocabulary (.73) and between English Structure and Writing
Ability (.67). Factor analysis indicated that all TOEFL section scores

. loaded on a single factor. Scores from the Reading Comprehension and
Writing Ability subtests loaded more heavily on this factor than did
scores from the other three subtests. Intercorrelations and factor
loadings are indicated in Table 1.

Table 1

TOEFL Subtest Intercorrelations and Factor Losdings

TOEFL Subtest Loadings on
TOEFL Subtest 1€ ES v RC WA Main Factor
Listening Comprehension (LC) 75
English Structure (ES) .57 .73
Vocabulary (V) 50 .45 .70
Reading Comprehension (RC) .66 .60 .73 .89
Writing Ability (WA) 62 .67 52 .67 .80
Total TOEFL .82 .78 .80 .89 .83

Correlations between CELT and TOEFL subtests ranged from .36 to .79,
The correlation between total scores on the two tests was .64. The
intercorrelations between CELT and TOEFL subtests are depic;ed in Table 2.
Table 2

Intercorrelations between CELT and TOEFL Subtests

TOZFL Subtest

CELT Subtest LC ES \' RC WA
Structure 79 .38 .36 .5l .63
Listening Comprehension »53 .52 72 W74 .65
Vocabulary .59 o 77 .41 .63 .71
Total 52 52 .39 43 .50

The pairs of subtests that correlated the highest were not those with
the same labels (e.g.,vocabulary, listening comprehension, and atructure),
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Correlations between TOEFL scores and class grades were low and generally
nonsignificant. However, there was a high correlation (.63) between TOEFL
score and group placement.

Conclusions

A single factor accounts for most of the variance on the TOEFL
subtests. The existence of this factor is also supported by the interre—
lated nature of the TOEFL subtests and the moderate to strong correlstions
with CELT subtests. Grades in an intensive English program apparently are
not predicted by TOEFL score.
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43. Hwang, K. Y., & Dizney, H, F. (1970). Predictive validity of the
Test of English as a Foreign Language for Chinese graduate
students at ar American wiiversity. Educational and Psychologi-
cal Measurement, 30, 475-477.

Purpose

This paper, based on the first author's doctoral dissertation, was
concerned with the validity of TOEFL as a predictor of grades in a course
in English as a second language (ESL) and as a predictor of first temm
grade-point average (GPA) in graduate courses for Chinese students at the
University of Oregon. :

-‘Method

Sixty-three sulbjects (32 male and 31 female) were chosen for study
from the 120 Chinese graduate students who enrolled at the University of
Oregon between fall 1966 and fall 1967, All of the subjects had taken the
five-part TOEFL prior to admission to the university [presumably via the
International Testing Program]. The subjects had received from seven to
13 years of instruction in English before arriving in the United States.
The age of the subjects ranged from 22 to 36 years, with a median of 29
years. The subjects majored in education (ED), social and professional
services (SPS), natural sciences (NS), social sciences (SS), and architec~
ture (ARCH). Twenty of the 63 subjects enrolled in an ESL course during
their first term of graduate study.

Results and Conclusions

Table 1 reports means and standard deviations of TOEFL gscores and
GPAs for subjects in various subgroups.
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Table 1

Descriptive Statistics for TOEFL and GPA

Sex or Major TOEFL GPA
Area cf Study N MEAN SD MEAN SD

Male 32 504 32.7 3.13 .45
Female 31 505 42.5 2.97 .51
ED 21 479 22.3 2,93 48
SPS 16 527 38.5 2.88 .47
NS 11 522 37.5 3.26 .29
SS 9 513 21.1 2.89 .49
ARCH 6 489 25.4 2.98 .52
Entire Group 63 505 38.8 3.03 .37

Total TOEFL score correlated .66 with ESL course grade for the 20
subjects who had taken the ESL course {n the first year of graduate work.
This correlation was significant at the .05 level. Correlstions between
TOEFL score and first-term GPA in various study areas are shown in Table
2; none of these correlations attained statistical significance.

Table 2

Correlations between TOEFL Score and GPA

Sex or Major Correlation of
Area of Study N TOEFL with GPA
Male 32 017
Female 31 .18
ED 21 .21
SPS 16 .05
NS 11 022
Ss 9 ‘e -032
ARCH 6 .69
Entire Group 63 .19

The results of the study indicated that TOEFL was 8 relatively good
predictor of ESL course grades for Chinese graduate students at the
University of Oregon but not a very good predictor of graduate course
grades, Further studies involving Chinese students in other universities
and college. are needed, as well as studies focusing on other groups of
foreign students. 1 2 8
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44, 1Irvine, P., Atai, P., & Oller, J. W., Jr. (1974). Cloze, dictation
and the Test of English as a Foreign Language. Language Learn-
ing, 24, 245-252.

Purpose

This study investigated the performance of foreign students on a
cloze test, a dictation test, and the five-part TOEFL. One objective was
to determine whether TOEFL scores would correlate with the other measures
in a way consistent with integrative proficiency testing theory. A second
objective was to verify that performance on the cloze test and dictation
test, both presented in English, would correlate with each other for a
group of examinees based in a foreign country.

Method

The subjects were 159 native Farsi speakers located in Tehran, Iran.
[No other details are given on the characteristics of the subjects.] The
five-part TOEFL was administered by trained staff according to standard
procedures. After the test, voluntary participation to take the cloze and
dictation tests the next day was requested.

The dictation test employed two separate passages. The easier
passage was taken from a college-level text on community health; the more
difficult passage came from Scientific American. The psssages were read
by a native English speaker and required sbout 20 minutes to read. The
total di~tation score was the total number of words written by the subject
in origi.al sequence for the two passages combined. The cloze test was
based on a8 394-word passage taken from an English text. Every seventh
word in the passage was deleted, except for the first 43 words, which
remained intact. Two ~loze test scores were derived. The exact cloze
score was the total number of verbatim reproductions of the deleted words.
The acceptable cloze score was the total number of words that were accept-
able substitutes, as judged by a native speaker of English.

Results

The exact cloze score correlated .94 with the scceptable cloze sccre,
and the two cloze scores correlated in & very similar fashion with other
measures. The acceptable cloze score correlsated .75 with the total
dictation score, a correlation that was higher than the correlation of ary
TOEFL section with any other TOEFL section. The acceptable and exact
cloze test scores correlated more highly with the TOEFL Listening Compre-
hension subscore than with any other TOEFL subscore.
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Correlations were computed between each individual TOEFL section
and the combination of all remaining sections; the cloze and dictation
test were also correlated with these combined scores. With one exception,
cloze test scores proved to be better predictors of the combination of
TOEFL section scores, excluding a given section, than did the score on the
excluded section or the dictation test score. Correlations of cloze
scores with the various combinations of four (or all five) TOEFL sections
ranged from .74 to .81.

Conclusions

The pattern of correlations obtained is judged to support the pre—
vious claim that dictation and cloze tests represent integrative language
proficiency skills. For example, there was s moderately high correlation
of .69 between the dictation score and the TOEFL Listening Comprehension
score. This finding bolsters the contention that separate tests, empha-
sizing different language tasks, measure the same underlying range of
integrated language skills.

It is concluded that the TOEFL total score provides little interpret—
able information beyond that provided by the cloze test, the dictation
test, and the TOEFL Listening Comprehension subtest. It is also concluded
that the patterns of intercorrelations among scores do not support the
notion that the separate TOEFL subscores measure highly differentiated
language skills.
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45. Jameson, S. C., & Malcolm, D. J. (1973). TOEFL--The developing
years. International Educational and Cultural Exchange, 8,

57-62.

Purpose

This descriptive paper provides an account of the events in the early
history of TOEFL. [See also Palmer, 1965; Oller & Spolsky, 1979. Note
that this summary, as well as summaries of other papers, directly reflects
statements made by the authors. Thus, the summary is written in the

present tense and refers to groups and organizations by their titles at
the time of writing, even though some of those organizations have since

changed their names.]
Discussion

At a 1961 conference on testing, the need was expressed for a system—
atic method of assessing the English proficiency of foreign applicants to
U.S. colleges and universities. As s result, the National Council _on the
Testing of English as a Foreign Language was established, :ln‘xd:lng
representatives of approximately 30 organizations. With support from the
Ford and Danforth Foundations, the Council began the groundwork toward
development of the Test of English as a Foreign Language, and actual test
development was well underway by the summer of 1963. The test, which
consisted of five parts, was first administered in February 1964 to 920
examinees in 34 countries.

The council soon recognized that a well-established organization
would be needed to sponsor the TOEFL program. In July 1965, the College
Entrance Examination Board (CEEB) and Educational Testing Service (ETS)
assuned cooperative responsibility for the program. CEEB asswumed respon-
sibility for promoting use of the program by colleges and universities and
to ensure that the program would be responsive to the needs of those
institutions and of the examinees. ETS assused responsibility for opera-
tion of the program, including prepsration of test forms, examinee regis-
tration, establishment of test centers, test scoring and score reporting,
statistical analysis, research, and other functions.

The TOEFL program’s growth is seen in marked increases from the year
1964~65 to the year 1971-72 in number of exsminees tested (from approxi-
mately 2,400 to 64,000), average number of test centers per administration
(from 80 to 400), and other statistics.

The large majority of colleges and universities in the United States
now require, or strongly recommend, that foreign applicants take TOEFL.
Also, the test is used by many government agencies, businesses, and
foundations, and it is required by many organizations as a basis for
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licensure or accreditation of professionals educated outside the United
States. TOEFL's advantages include the security of the test, the value cf
the test scores for admission and placement, and the fact that the test is
offered in so many locations abroad.

In 1966, CEEB and ETS appointed a six-member Examiner Committee,
comprised of specialists in linguistics, psycholinguistics, and the
teaching of English as a foreign language. The Examiner Committee reviews
new test forms, provides advice regarding research, and brings to bear
knowledge of new developments in the field. The National Advisory Council
on TOEFL, which evolved from the original TOEFL Council, serves to advise
CEEB and ETS on matters of general policy regarding the test. The Council
consists of representatives of undergrsduate institutionms, graduate and
professional schools, teachers of English as a foreign language, adumis~
sions officers, and various agencies.

Several procedural changes have been made over the years. Scores are
now given directly to examinees as well as to institutions; the aiminis-
tration of test centers and of the registration process have been decen-
tralized in many places; four International administrations rather than
three are now offered each year; and a totally new test form is used at
each International administration. Also, an Institutional Testing Program
has been established, through which TOEFL forms are provided to institu-
tions for administration to their own students, Further, walk-in test
centers were established, whereby students could take TOEFL at times other
than the International administrations test dates.

The program has benefited from cooperation between government
agencies and institutions of higher education. From the outset, support
has come from the Bureau of Educational and Cultural Affairs of the
Department of State, and the Agency for International Development.
Encouragement has also comwe from the Institute of International Education,
the American Friends of the Middle East, and the Latin American Scholar-
ship Program of the American University. The wvidespread use of TOEFL has
also been due, in part, to strong recommendations by the American Associa-
tion of Collegiate Registrars and Admissions Officers and the National
Association for Foreign Student Affair< that U.S. institutions require
foreign applicants to take TUEFL.

With the growth of the TOEFL program, va:ic i ,—plications relating
to the test have been prepared, including interpretive umasirri. s for TOEFL
users as well as a guide for students., A technical manual {s planned that
will summarize research on TOEFL and present detailed informstion about
its psychometric characteristics.

As TOEFL continues to be used, it is important that scores oe
properly interpreted by those who use thewm, TOEFL should not be regarded
as an aptitude test or as a predictor of academic success, and cutoff
scores should not be used. Research should be conducted by institutions
that use the test so they can establish norms by which to make proper
decisions at the local level. '

¥
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46. Johnson, D. C. (1977). The TOEFL and domestic students: Conclusive-
ly inappropriate. TESOL Quarterly, 11, 79-86.

Purpose

This study examined the performance of native English speakers on
TOEFL, parrly to determine the appropriateness of cutoff scores on the
test used by the University of Tennessee for admission of foreign stu-
dents.

Method

The subjects were 173 American freshmen and sophomores enrolled in a
psychology course at the University of Tennessee. Of the 173 subjects,
152 were from Tennessee, 96 from urban areas, and 56 from rural areas
(towns with populations of less than 30,000). Scores on the American
College Test (ACT) indi:cated that this sample was representative of the
student body at the university. [The ACT is described briefly in Summary
No. 5, Andalib, 1976.] .

Participation in the study was voluntary and resulted in research-
participation credit and an opportunity to win prize momey. The five-part
TOEFL was administered to the subjects as part of the study.

Results and Conclusions

Mean scores on the five parts of the test were Listening Comprehen-
sion, 69.9 (of a possible 73); English Structure, 64.3 (of 66); Vocabu-
lary, 65.2 (of 69); Reading Comprehension, 56.6 (of 66); and Writing
Ability, 58.0 (of 65), for a total score of 628. Thus, consistent with a
similar study conducted at a western state wniversity (Ang~ff & Sharonm,
1971}, the scores were relatively high, and the lowest subscores obtained
were those for Reading Comprehension and Writing Ability, with the levels
of performance on the other subtests also generally similar to those of
the earlier study. The relatively high scores of this native-English-
speaking ssmple suggests that the minimal TOEFL score of 475 established
for admission to the University of Tennessee is not unreasonably strin-
gent.

Subjects from urban and rural areas were compared with respect to
their Listening Comprehension scores. The difference between them was
slight and nonsignificant, indicating that speaking of regional diaslects
has little relastionship to ability to perform this listening task, perhaps
because of the subjects' exposure to radio and television.
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The correlation between total TOEFL score and ACT English score was
.67 (compared with .64 in the Angoff & Sharon study). That this correla-
tion was not higher is attributed to the difference in difficulty of the
two tests and the fact that they aré intended for use with different
populations.

Scores for this sample were compared with those available for the
215,486 foreign candidates who took TOEFL worldwide between October
1966 and June 1971. The mean of the present sample, 628, 1s considerably
higher than the mean of 490 for the foreign candidates. Also, the stand-
ard deviation of this sample, 35.1, is considerably lower than the 80.0
observed for the foreign candidates.

In general, the results demonstrate that TOEFL is inappropriate
for use with domestic students. The relatively high mean score of the
present sample and the narrow distribution of scores reflect the fact that
the test was not developed to discriminate among native speakers of
English.
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47. Komvichayungyuen, N. (1978). Test of English as a Forelgn Language
as a predictor of actual English proficiency (Doctoral disser~
tation, Florida State University, 1977). Dissertation Abstracts
International, 38, 6666A. (University Microfilms No. 7804978)

Purpose

Previous validity studies have usually assessed TOEFL's relation to
other tests of English proficiency or have examined TOEFL's ability to
predict academic success, This study, in contrast, examined the relation
between TOEFL scores and teachers ratings of students' English profi-
ciency.

Method

The subjects were 57 students who had taken TOEFL and were selected
from 108 foreign graduate students enrolled in 15 different programs in
the College of Education at Florida State University between 1974 and
1977. The sample consisted of 32 males and 25 females; 40 were Ph.D.
students. Tueir ages ranged from 22 to 46, with a mean of 30.8 years.
They were drawn from 22 countries, representing the following regions:
Far East Asia (N = 8), Southeast Asia (N = 14), Middle East Asia (N = 15),
South America (N - 11), and others (N = T 9).

The five-part TOEFL had been administered to the subjects prior to
admission to the university [presumably via International or Special
Center administrations].

v Each subject's English proficiency was rated in four aress: writing,
reading and vocabulary, aural comprehension, and speaking. The rating
scale had five levels: elementary proficiency, intermediate proficiency,
minimal academic proficiency, partial academic proficiency, and full
academic proficiency. Esch subject was rated by one or more faculty
members; only faculty members who knew a subject well provided ratings for
that subject. A subject's ratings were averaged across judges and summed
over all four areas to yield a total rating of English proficiency.

Results and Conclusions

Reliabilities of the ratings were determined by a specisl procedure
described by Ebell since different subjects were rated by different

'Ebel, R. L. (1951). Estimation of the reliability of ratings.
Psychometrika, 16, 407-424.
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numbers of faculty members. The obtained reliabilities, which were based
on three ratings for each subject, were writing, .29; reading and vocabu~-
lary, .32; aural comprehension, .39; speaking, .28; and total of the
ratings, .71. The resader is referred to overall data reported in Educa-
tional Testing Service (1973) for the reliabilities of the TOEFL subtests.

The subjects in this sample averaged 520.75 for total TOEFL score,
which is more than one-half of a standard deviation above the mean of all
foreign candidates in the field of education. Mean part scores on the
TOEFL Listening Comprehension, English Structure, Vocabulary, Reading
Comprehension and Writing Ability sectioms, respectively, were 47.43,
50,80, 55.09, 55.39, and 51.0¢.

Mean English proficiency ratings for writing, reading and vocabulary,
aural comprehension, and speaking, respectively, were 3.98, 4.33, 4.04,

and 3.80, for a mean total score of 16.16.

visual inspection of the data shows that the highest TOEFL scores and
ratings were earned by subjects from Southeast Asia; women earmed higher
TOEFL scores and ratings than did men; and master's students earned higher
TOEFL scores but lower ratings than did doctoral students.

High intercorrelations among ratings in the four different areas of
proficiency were observed (.84 to .91), probably due to a halo effect in
the ratings—--that is, the tendency for a rater to be influenced by percep—
tion of & subject's skill in one area in judging his or her skill in
another. :

The correlation between total TOEFL score and total rating was .53, a
moderate but highly significant relationship. Correlations between total
TOEFL score and rating for éach of the four areas of rated proficiency did
not differ greatly, ranging from .45 to .55. It appears that TOEFL is a
moderately good predictor of English proficiency as determined by the
rating procedures used in this study. Separate correlations were computed
between TOEFL and proficiency ratings for each sex and planned degree, and
no significant differences in correlations were {o>ound as s function of
these variables. Thus, TOEFL's ability to predict rated English profi-
ciency does not appear to depend on the sex or planned degree of the
subject.

Tables are presented indicating the kinds of rated proficiency levels
associated with each of several ranges of TOEFL scores. It is concluded
that more data need to be gathered for subjects with TOEFL scores below
500 in order to derive a more reliable content-referenced scale.
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48. Ku, E. J., & Frisbie, D. A. (1979, April). An examination of the
confounding in measures of foreign language listening comprehen—
sion. Paper presented at the meeting of the Natiomal Coumcil or
Measurement in Education, San Francisco.

Purpose

The moderate to high relationship between measures of reading compre-
hension and listening comprehension on TOEFL and similar tests may be due
to the structure of the typical test of listening comprehension, as it
requires the subject to read the response alternatives. To address this
issue, this study examined the correlation between TOEFL Reading Compre-
hension and each of two measures of listening comprehension: (a) the
TOEFL Listening Comprehension subtest, and (b) a completely oral wmodifica—
tion of that subtest.

Method

The subjects were 150 foreign students from Hong Kong and Taiwan,
undergraduate and graduate student volunteers at the University of Illi-
nois at Urbana-Champaign. Of these 150 subjects, 30 comprised the sample
for a pilot study, and 120 formed the main sample. In the pilot study,
all 30 subjects were administered the Reading Comprehension subtest; 15
were also administered the traditional Listening Comprehension subtest and
15 the experimental 1istening test. In the main study, 120 subjects were
administered the traditional Reading Comprehension subtest; 60 were also
aduwinistered the traditional Listening Comprehenrion subtest and 60 the
experimental listening test (with presentation c1 2r counterbalanced to
eliminate possible order effects).

The traditional Listening Comprehension and Reading Comprehension
subtests of the five~part TOEFL were administered as described in the
Introduction to the summaries. Fifty items were used in the Listening
Comprehension test. The experimental (oral) listening test used a
true~false format and included 64 items (to ensure that testing time would
be equal to that for the traditional Listening Comprehension subtest).
For example, in one part of the test the subject heard "When did Tom come
home?”™ "By taxi”; the subject was then asked to indicate whether the
response heard made sense in relation to the question. The measures used
in the pilot study and in the main study were basically the same except
that eight of the 64 items in the experimental listening measure were
revised in preparation for the main study to improve the test's discrimi-
nation power.
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Resul ts

In the pilot study, KR-21 r-iiability of the experimental listening
test was found to be lower (.65) than that of the traditional Listening
Comprehension subtest (.81). -Attenuated correlations between Reading
Conprehension and listening scores were .90 for the traditional Listening
Comprehension subtest and .47 for the experimental listening test.

In the main study, KR-20 reliability of the experimental listening
test was .73 and of the traditional Listening Comprehension subtest, .86.
In contrast with results for the pilot sample, the data showed nearly
i{dentical correlations between the Reading Comprehension and the tradi-
tional Listening Comprehension subtests (.59) and between the Reading
Comprehension subtest and the experimental listening test (.57); correla-
tions corrected for attenuatioa were .78 and .77.

Conclusions

Despite a suggestion to the contrary from the pilot data, the TOEFL
Reading Comprehension subtest did not correlate more highly with the
traditional Listening Comprehension subtest than with the experimental
listening test. Thé rationale for expecting & higher correlation in the
first case than the second still seems logical, however, since the tradi-
tional TOEFL Listening Comprehension subtest requires the reading of
response alternatives. Perhaps both the reading and traditional listening
tests used here were too easy for these subjects (high meaus and low
standard deviations of scores suggests that this may have been the case)
and that a more diverse sample might well show the expected difference in
correlations. also, the guality and reliability of the experimental
listening measure could be further improved. In general, conclusions
should not be dr .wn until the study can be repeated on a larger scale,
with a more diverse group of subjects and a revised experimental list-ning
test,



-133~ B7

49. Little, B. G. (1980). Acquisition of determiner functions. Unpub~
lished master's thesis, University of California--Los Angeles.

Purpose

This study examined Japanese students' knowledge of when to use
definite, indefinite, and zero articles in Englisch, a particular problem
for Japanese students because their language lacks a comparable arcicle
system. Questions under investigation were: (a) Are there clear differ-
ences in article usage between high and low proficiency students? (b) Do
measures of article usage correlate with scores on TOEF. and the Michigan
Placement Test? and (c) Are there patterns showing the relative difficulty
of different functions served by the different articles? This summary
focuses primarily on the relation to TOEFL and the Michigan test; the
various functional patterns are treated only briefly.

Me thod

The subjects for the study were 27 Japanese students, 10 female and
17 male, in the intensive English program at the University of California
at Riverside. Two proficiency groups were defined according to scores on
the Michigan Placement Test (high group: 64 to 95; low group: 28 to 54).
The 27 subjects were those (among 94 total Japanese students in the
program) who (a) were present for the duration of the study, (b) were in a
writing class, (c) completed both parts of the Article Survey described
bel:w, and (d) had Michigan test scores in the ranges indicated above.

Twe measures of article usage were used: (a) the Survey of the
English Determiner System, or “Article Survey” developed by the author,
and {b) article usage in a written composition. The Article Survey was a
two-part test. The first part consisted of 50 multiple-choice items. For
each item, a sentence containing a blank space was presented and the
subject was to indicate which of the follewing choices correctly filled
the space: “a,” "an,” “the,” "no determiner,” or "optional.” The second
part was a modified cloze test, with 35 blanks to be completed using the
correct article (or zero article). The text was edited from a story in a
fourth-grade science book. In earlier research with 40 nonnative adult
FSL students, KR-20 reliability of the Article Survey was found to be .89;
the correlation between parts was .75, Although a second study of 30
advanced English students given Part I showed a reliability of omly .49,
this was probably due to restriction in range. Part I reliability for the
two samples combined was .78,

In the present study the composition was written during a regularly
scheduled writing class, with 50 minutes allowed for its completion. The
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topic for the composition was "A typical American cowboy,” and 30 relevant
vocabulary words were provided. Article usage was analyzed in the follow-
ing manner. The presence or absence of the required article was deter-
mined for each obliratory context. The number of errors was subtracted
from the number of obligatory contexts, and the difference wss divided by
the number of obligatory contexts to yield the subject's score.

Scores were available on TOEFL [presumably the three~part versionm,
administered via the International or Special Center program]. The
Michigan Placement Test was administered to all subjects at the outset of
the academic quarter, a few weeks before the beginning of this study.
{The structure of this test is not described.]

Results and Conclusions

Scores on the Article Survey were significantly higher for the high
than the low proficiency group. Separate analyses for each of the two
articles, "a" and "the,” and for the zero article (i.e., the absence of an
article) also showed the two groups to differ significantly in all three
cases. Analyses according to specific function of each article were also
performed (four functions of the indefinite article, five of the definite
article, and two of the zero article; e.g., functions of the indefinite
article include (a) the number one, (b) one undifferentiated specimen in a
class, etc.). In these analvses the group differences were generally too
small to be sigaificant. For the written composition, the trend was in
the direction of a difference between proficiency groups in correct
article usage, but the group difference in this case was not significant
(p = .10).

The Article Survey correlated .71 with the Michigan Placement Test
and .58 with TOEFL (both correlations were significant). Thus, the
Michigan test appears to be a moderately good predictor of overall per-
formance on the test of article usage, and TOEFL also a moderately good,
though a slightly less valid, predictor. Separate scotes for the various
article functions did not correlate well with TOEFL and the Michigan test,
as the only significant correlations were those involving the general use
of the zero article (TOEFL: r = .65; Michigan: x = .74).

Article usage scores derived from the composition correlated .47 with
TOEFL and .37 with the Michigan test. While both of these correlations
were significant, apparently the scores on these t:sts do not provide very
accurate prediction of correct article usage in writine Overall the
results involving correlation with TOEFL and the Michigan test indicate
that scores on these tests do not strongly reflect the subject's ability
to use the English article system correctly. Scores on these tests do
not, therefore, bear directly on development of strategies for teaching
article functions.
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Other results of interest include the following: (a) Various func-
tions of the articles showed roughly the same rank ordering of difficulty
for both the low and high proficiency groups. (b) When the data for the
Article Survey and the composition were combined, article omission consti-
tuted 51 percent of all errors; incorrect ure of the indefinite article,
25 percent of errors; and incorrect use of the definite article, 24
percent of errors. (c) In the compositions, more than half of the low
proficiency group failed to produce situations involving seven of the 1l
functions, and more than half of the high proficiency group failed to
produce situations involving three of the same seven functions. This last
result supports earlier clains that second language learners tend to avoid
certain situations in which they are unsure of correct article usage.

Both the low and high proficiency groups had the greatest difficulty
with the definite article followed by the indefinite article, then the
zero article. This observed order of difficulty differs from that found
in two other studies cited-—-one involving Japanese subjects only, the
other involving 29 different language groups--in which the order of
difficulty from highest to lowest was indefinite, definite, and zero
article: Reasons for the difference among studies remain to be deter-
mined. Perhaps the difference is due to the different degrees of profi-
ciency of the subjects in the various studies or differences in the
instruments used,
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50. Martin, G. M. (1971). A wmodel for the cultural and statistical
analysis of acedemic achievement of foreign graduate students at
the University of North Carolina at Chapel Hill (Doctoral
disgertation, University of North Carolina at Chapel Hill,
1971). Disse.tation Abstracts International, 32, 2311A.
(University Microfilms No. 71-30, 5/8)

Purpose

This study addressed four sets of questions regarding academic
performance of foreign graduate students at the University of North
Carolina: (a) Do students who have taken TOEFL and been admitted with
satisfactory scores differ from those who have been admitted without
having taken TOEFL? (b) Does the difference between the above-mentioned
two groups vary ag a function of the students' geographic origin or major
field of study? (c) Are there differences in academic performance among
students from different geographic regions or among students enrolled in
different major fields? (d) For those who have taken TOEFL, what is the
relation between academic success and scores on each of the TOEFL sub~-
tests?

Backgroum‘i

For the past five years (1964~1969), the University of North Carolina
at Chapel Hill has begun to require TOEFL of all foreign applicants.
However, the requirement has not been strictly enforced, and only about 25
percent of enrolled students have taken TOEFL and received the minimum
score required by the university (see below). For others, English profi~
ciency has been determined on the basis of (a8) certification by & U.S.
government official or local English professor, (b) interview with a
university representative, (¢) school record, or (d) the student's self-
evaluation or correspondence in English.

Method

The subjects were 144 male foreign graduate studenis who had begun
their studiey at the Universi®y of North Carolina at Chapel Hill between
fall 1964 and Jall 1969. (Too few females were available for i{nclusion in
the sample.) total of 72 subjects had taken the five-part TOEFL and
received the required minimum score. (At the time of the study, the
university's required minimum was a total score of 500 and a score of 50
on each subtest; however, previous scores had not met these criteria in
every case.) These subjects were matched, with respect to geographic
origin and major field, with 72 other students who had not taken TOEFL.
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Forty countries were represented. For statistical analysis, subjects were
grouped according to three msjor geographic regions: Europe and South
America (including Cyprue, the Dominican Republic, and Puerto Rico; N =
44); Middle East (N = 42); and Asia (N = 58). A total of 35 major fields
wvere represented; for analyvsis, these have been subdivided into four
groupe: the humanities (N = 22); the social sciences (including philos-
ophy and political science) (N = 40); the sciences (natural sciences and
mathematics) (N = 32); and professional schools (N = 48). [Major fields
for two students are not reported.]

Data from the five-part TOEFL were available from the subjects’
records [presumably based on administrations of the test in the Interns—~
tional Testing Prograa].

Grade-point averages (GPAs) were calculated by the investigator.
Although the University of North Carolina has no grade-point system as
such, the following grades are given in each course: H (highest), P, L, F
and Incomplete. The investigator assigned the following numbers to each
grade: H = 3, P =2 L =1, F=0, and Incomplete = 0. An average was
then calculated, with the grade for each course weighted by the number of
credit hours for that course.

Results and Conclusions

T tests were used to test for differences among various subgroups.
It is noted that, because of the large number of t tests computed, some
may have been significant by chance.

The first analyses of interest were comparisons of students who hed
taken TOEFL with those who had not. T tests showed the TOEFL takers to
have significantly higher GPAs for both the first semester (2.20 vs 1.85)
and the secound semester (2.13 vs 1.67). A breakdown by geographic area
shows the difference between TOEFL takers and non-TOEFL takers to be
significant for all three major groups: Europeans and South Americans,
Asians, and Middle Eastern subjects. A breakdown by major field shows
that TOEFL takers had significantly higher first-semester grades than
non-TOEFL takers for the sciences and the professions and significantly
higher second-semester grades for the sciences, professions, and social
sciences.

Analyses were also performed comparing the grades of the major
geographic groups, separstely for TOEFL takers and non~-TOEFL takers. Only
two of 12 possible differences were significant, both involving first-
semester grades: (a) Middle Eastern subjects outperformed Asians among
those not taking TOEFL, and (b) Middle Eastern subjects outperformed
Europeans and South Americans among those taking TOEFL.

Comparisons among major-field groups showed eight of 24 differences
to be significant. For TOEFL takers, first-~semester grades were higher
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for the sciences than for (a) the humanities, (b) the social sciences,
and (c) the professions; second-semester grades were lower for the humani-
ties than for (a) the social sciences, (b) the sciences, and (c) the
professions. For non~TOEFL takers, second-semester grades for the sciences
exceeded those for the social sciences and for the professions.

Correlations were computed between GPA and each of the TOEFL sub-
scores for the 72 subjects who had TOEFL scores; correlations of GPAs
(first— and second-semester) with TOEFL subscores ranged from -.17 to -.09
(all nonsignificant).

In general, subjects who took TOEFL and received scores satisfactory
for adaission perfrrmed better in both semesters than did those who had
not taxen TOEFL, and this was true for subjects from all three geographtc
groups. Thus, TOEFL appears to be a factor in the academic achievement of
foreign male graduate students, at least those in the present sample.

For those admitted on the basis of satisfactory TOEFL scores, the
lack of a significant correlation with GPA for any of the subtests indi-
cates that, for these students, a relationship between TOEFL and academic
performance cannot be inferred and no one TOEFL subtest is a better

predictor than another.
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51. Maxwell, A. (1966). A comparison of TOEFL and the UCB/EFL test.
Unpublished master's thesis, Sacramento State College, CA.

Purpose

This study investigated the validity of the University of California,
Berkeley, Test of English as a Foreign Language (UCB/EFL) by correlating
it with TOEFL. The study also examined the predictive validity of both
measures as reflected by correlations with students' overall grade-point
average (GPA).

Method

The five—part TOEFL and the UCB/EFL were administered to 238 foreign
students enrolled at the University of California, Berkeley, during the
fall of 1964. The UCB/EFL consists of five parts. Part 1 consists of 55
multiple-choice items covering grasmatical points included in a book on
English sentence patterns. Part 2 consists of 20 multiple~choice itexs
based on everyday vocabulary. Part 3 contains 10 multiple-choice items
testing punctuation points for which there are firm rules. Part 4 consists
of 20 low=frequency words that must be spelled by the subject. This part
emphasizes major spelling patterns and the ability to discriminate English
sounds ("r” ve. "1", etec.). Part 5 is a 100-150 word dictatio. test.

Student GPA for the 1964-65 academic year was based on content
subject areas only. Thus, grades in physical education and remedial
speech were deleted from the data. Separate correlations were calculated
for separate subject areas.

Results

The correlation between TOEFL and the UCB/FFL was .87. The subjects
showed a mean TOEFL score of 525 with a standard deviation of 79. Corrxe~
lations with GPA for groups larger than 20 are depicted in Table 1.
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Table 1

Correlations of TOEFL and UCB/EFL with GPA
for Various Groups of Subjects

Correlation Significance
with GPA Levels
Subject Group N TOEFL UCB/EFL TOEFL UCB/EFL
All subjects 238 17 11 01 ns
Undergraduates 191 .58 .53 .01 01
Graduate students 47 .02 -.01 ns ns
Zconoaics/business nmajors 39 045 .37 .01 .05
Engineering majors 101 24 .20 .05 .05
Langungg/“tenture majors 21 .16 .07 ns ns
Natural science majors 27 .38 .16 .05 fry
Subjects from Europe & 109 .07 .01 ns ns
Subjects from the Middle East 27 «50 49 .01 .01
Subjects from the Far East 61 24 .15 ns ns
Males 202 .15 12 .0 ns
Females 36 .33 .15 .05 ns
Conclusions

The high TOEFL~UCB/EFL eorrelation indicates that both tests are
measuring similar characteristics. Both are valid predictors of GPA at
the undergraduate ‘ievel, while neither is a valid predictor at the gradu-
ate level. Considering the nmber of cases in which each test was signi-
ficant, it would appear that TOEFL is the better predictive measure
overall,
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52. Mullen, K. A, (1978). Determining the effect of uncontrolled scurces
of error in a direct test of oral proficiency and the capability
of the procedure to detect improvement following classroom
instruction. 1In J. L. D. Clark (Ed.), Direct testing of speak-
ing proficiency: Theory and application. Princeton, NJ:
Educational Testing Service.

Purpose

This study sought to determine the reliability of an oral interview
procedure and to determine the effects of classroom instruction in English
as a second language (ESL) on the amount of improvement in both oral
interview and TOEFL scores and on correlations between TOEFL and interview
scores.

Me thod

The main sample consisted of 107 students in the ESL program at the
University of Iowa who were given an oral interview both before and after
a period of insestruction. For 15 of these subjects, the five-part TOEFL
was administ *red both before and after imstruction; three additional
subjects were given the Listening Comprehension subtest of the TOEFL at
both times.

Each oral ‘nterview was conducted by two experienced ESL instructors
and lasted 15 t- 20 minutes. One interviewer took the lead in the inter-~
view, while the ‘ther listened and occasionally interjected questions to
facilitate the c nversation. After a general discussion to put the
subject at ease, the subject was asked sbout & topic on which he or she
could speak with authority for some time—-e.g., regarding his or h¢¥
family, education, academic interests, goals, opinions, impressions, or
attitudes. After eacl interview the two interviewers rated the subject on
five scales: listening comprehension, pronunciation, fluency, grammar,
and overall proficiency. For each scale, five rating categories were
used: poor, fair, good, above average, and excellent; interviewers were
allowed to give ratings midway between any two categories, thus producing
a nine-point rating system.

The subjects were interviewed twice, once when first evaluated for
placement, and again after a semester of instruction. Instructors inter-
viewed students who had not been in their classes, and some new students
were interviewed during the second session to ensure that interviewers

could not distinguish old and new students.
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Results and Conclusions

Interviev reliabilities obtained for the first and second sessions
were not significantly different from each other for any of the five
gcales, and the mean reliabilities for these five scales ranged from .78
to .89. (Note that mean ratings provided by the two interviewers for each
subject did not differ significantly, and, in ~il analyses, a subject's
interview score was the average of the tw interviewers’ ratings. These
reliabilities were based on 115 subjects interviewed in the first session
and 152 subjects in the second.)

T tests for the main sample of 107 subjects showed that there was
significant improvement from the first (pre~instruction) session to the
second (post-instruction) session on all five interview scales. For the
subsample of 15 subjects for whom TOEFL scores were availabtle (18 subjects
for Listening Comprehension), significant improvement was evident on four
of the five interview scales (all but grammar) as well as the overall
score and cn three of the five TOEFL subtests (Listening Comprehension,
English Structure, and Writing Ability) as well as the total score.

Of the TOEFL subtests, Listening Comprehension is most relevant to
the topic of this paper, assessment of oral proficiency. Since this
subtest requires some reading as well as listening, it is possible that
inmprovement on this subtest could be at least partly due to improvement in
reading proficiency. However, since the mean score on the Reading Coupre-
hension subtest did not also show a significant improvezent from the first
to the second testing session, the performance change in Listening Compre-
hension appears to be due to a change in actual aural proficiency. This
is consistent with the observed improvement in scores on the listening
comprehension scaie of the interview, as well as with the improvement in
the other oral skills showm in the interview: pronunciation and fluency.

The TOEFL English Structure subtest might be regarded as a measure of
passive control over English, since this test allows contemplation of
possible choices, whereas the interview might be regarded as a measure of
active control., If this is true, and if passive control is greater than
active control. it would be expected that TOEFL and intervisw scores would
not be highly correlated in the first testing period; however,‘u the
subjects receive instructiun and experience in English, they should
develop active control as well as passive control, and thus the correla- .
tion between the interview and TOEFL scores should be higher for the
gsecond testing period. This was indeed the case., None of the correla-
tions between TOEFL subtests and the interview was significant in the
first session (r's ranged up to .37), whereas several correlations were
significant in the second session, particularly for two TOEFL subtests:
TOEFL Listening Comprehension correlated significantly with interview
scores in listening (.45), grammar (.43), and overall score (.54); and
TOEFL Vocabulary correlated significantly with interview scores in listen-
ing (.46), pronunciation (.70), grammar (.46), and overall score (.44).
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In general, the results demonstrate & reasonably reliable interview
procedure for testing subjects' speaking proficiency. Low correlations
between TOEFL and interview scores in the first session suggest that,
initially, proficiency is low and passive control exceeds active control.
However, the increase in correlation between TOEFL and interview scores
as the student receives language instruction suggest a diminution in the
difference between active and passive control of English.

149



144~ B7

53. Mullen, K. A. (1979). An alternstive to the clozc test. In C. A,
Yorio, K. Perkins, & J. Schacter (Eds.), On TESOL '79, The

learner in focus (pp. 187-192). Washington, DC: Teachers of
English to Speakers of Other Languages.

Purpose

This study compared performance on an editing test with performance
on a cloze test and two direct tests of English proficiemcy. The two
direct tests were an oral interview and a writing task. Relationships of
these measures with TOEFL were also investigated for subjects with TOEFL
test scores.

Method

The subjects were 54 foreign candidates for admission to the Univer—-
sity of Louisville, including some who were seeking to transfer from
community colleges. The subjects, who varied in their exposure to English
language programs, were administered four proficiemcy tests: an editing
test, a cloze test, a writing task, and an oral interview. Scores on
the three-part TOEFL were available for 22 of the subjects [ presumably
obtained in International or Special Center administrations].

The editing test, based on a paseage written at & seventh-grade
reading level, required that the subjects cross out 50 words that did not
belong in the passage. The 50 words in question had been taken from the
original passage and had been subsequently inserted at random into that
passage. Two performante scores were obtained for this task. The mis-
identification score was the number of words that belonged but were
crossed out. The nonidentification score was the number of words that did
not belong but were not crossed out.

The cloze test was also based on a passage written at a seventh-grade
reading level. Every tenth word was deleted from the target passage and
replaced by a blank, for a total of 50 deletions. The subjects were asked
to f11l in each blank with & word consistent with the grammar and meaning
of the surrounding text. The cloze-exact score was based on the subject's
reproduction of the exact wrds deleted. The cloze-acceptable score was
based on the subject's generation of words that were semantically and
syntactically acceptable in the context.

In the writing task the subjects wrote an essay on a topic selected
from a number of possible topics. No time limit was imposed. Four
readers evaluated each composition, and each reader assigned a score from
1 (poor) to 9 (excellent) on each of four dimensions: structure, organi-
zation, quantity, and vocabulary. The £inal score was the percent of
total possible points a subject had earned, combined across all dimensions
and readers.

-
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Forty-three of the 54 subjects were administered the interview test.
The scoring procedures were similar to those used for the writing task,
except that the four rating dimensions were comprehension, fluency,
control over structure, and pronuncistion.

Results and Conclusions

Table 1 displays the mean score, standard deviation, and sample size
for each measure.

Table 1

Mean Scores and Standard Deviations for Editing Test, Cloze Test,
TOEFL, and Composition and Interview Evaluations

Measure Mean SD N
Editing——Nonidentification ( # wrong) 19.44 13.62 54
Editing~-Misidentifications ( # wrong) 17.98 14.20 54
Cloze~Acceptable ( # right) 21.50 10.45 54
Cloze-Exact ( # right) 14.90 8.27 54
TOEFL Listening Comprehension 47.27 5.56 18
TOEFL Structure and Writtten Expression 46.78 7.35 14
TOEFL Reading Cowmprehension and Vocabulary 48.21 7.06 14
TOEFL Total 468.40 51.66 22
Composition-—Z of possible points 54.50 21,98 54
Interview—2 of possible points 62.41 22.30 43

Table 2 displays the correlations among the various measures. These
cotrelations indicate that the nonidentification score on the editing test
tended to correlate higher with the o%her measures than did the misidenti~
fication measure or a composite of the nonidentification and misidentifi-
cation measures. ' :
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Table 2

Pearson Product-Moment Correlations of Scores on the Editing Test with the
Cloze Test, TOEFL, and the Compcsition and Interview Evaluations

Score on Editing iec:

Misident.+
Measure Misident. Nonident . Nonident. N
Cloze-Exact ~.25% =, 7 3%%% -. 58k %% 54
Cloze—~Acceptable —o3g%% ~.85%%% — T 4Rk 54
TOEFL Listening Comprehension -.32 —. 60 * ~. 53 18
TOEFL Struc. & Written Express. -, 55%% —o 60N K —_~ -, H4k* 14
TOEFL Rdg. Comp. & Voc. ~.05 »  ,16 N7 14
TOEFL Total -e25 -l 3% -.43% 22
Composition - 39%% -, 82% %% - 7 1%%% 54
Interview -.15 -, 7 l4Rk% - H3NNk 43

*p < .05 **p < 01 *¥p < ,001

Interestingly, the number of insertions correctly identified on the
editing test (i.e., the complement of the nonidentification score) corre-
lated higher with the composition score (.82) and with the interview score
(.74) than did the cloze-acceptable score. (Corresponding correlations
for the cloze—acceptable score were .77 and .67.) An inspection of item
facility and discrimination indices showed that the two scores on the
editing test had more desirable item characteristics than did the two
scores on the cloze test. The interitem reliability of the number of
insertions correctly identified on the editing test (.96) was higher than
the corresponding reliability of the cloze-acceptable score (.92).

In summary, the data suggest that the nonidentification score on the
editing test was superior to the misidentification score or the combina-
tion of the two, and was superior to the cloze-acceptable score, as
measured by correlations with the direct indices of English proficiency.
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54. Mullen, ¥ A. (1979). More on cloze tests as tests of proficiency in
Englirh as a8 second language. In E. J. Briere & F. B. Hinofotis
(Eds.), Concepts in language testing: Some recent studies
(pp. 21-32). Washington, DC: Teachers of English to Speakers
of Other Languages. :

Purpose

This study investigated performance on a cloze reading test as a
function of cloze passage difficulty and method of scoring. It also
investigatad the criterion validity of ~loze test performance in relation
to performance on an oral interview, TOEFL, and a composition task.

Method

There were 154 subjects in the study, all of whom were administered
an oral interview, a writing proficiency (l.e., composition) test, and a
cloze test. TOEFL scores were available for 80 of the 154 subjects [the
source of the subjects and whether the three— or five—part TOEFL was used
are not indicated].

The oral interview was 15 minutes in length, and 15 pairs of inter-
viewers were involved. Interviewers first asked general questions related
to the subject's background and future plans, then asked more specific
questions. The two {interviewers judged the subject's speaking proficiency
on four scales: listening comprehension, pronunciation, fluency, and
grammar. Scores ranged from one to nine on each scale.

The cloze test was administered following the oral interview. This
test consisted of two passages, one classified as easy, the other as
difficult, drawn from reading instruction material. The easy passage was
identified as a seventh-grade level text, and the difficult passage, a
twelfth-grade level text. The cloze versions of the passages were con~
structed by deleting ev--- tenth word after the first paragraph, for a
total of 50 deletions. Order of presentation of the easy and difficult
cloze passages was counterbalanced across subjects. One hour was allotted
for completion of the entire test.

The composition test was administered after the cloze test. The
subjects were given a booklet and were allowed one hour to write on an
unspecified topic; they were told that their compositions would be evalu-
ated on the basis of accurate sentence construction, appropriate use of
vocabulary, organization of ideas, and quantity of writing. Compositions
were scored by pairs of judges randomly selected from among eight pairs.
Scores consisted of ordinal ratings on control over English structure,
organization of ideas, gquantity of writing, and appropriateness of vocabu-
lary.
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The data for analysis consisted of the interview score, the coaposi-~
tion score, and the TOEFL score. Performance on the cloze test was
described in terms of four measures: easy/exact score, easy/ac~eptable
score, difficult/ exact score, and difficult/acceptable score. These
terms referred to the difficulty level of the passage and whether the
subject was scored according to reproduction of the original word deleted
(exact score) or a semantically acceptable response (acceptable method).

Results and Conclusions

Analysis of variance indicated that cloze test performance was most
affected by individual djfferences smong subjects and, to a much lesser
degree, by method of cloze scoring, passage Gifficulty, and the order in
which the passages were presented. Method of cloze passage scoring
accounted for more variance in scores than did level of passage diffi-
culty, despite the fact that the easy passage was rated at the seventh-
grade level and the other passage was rated at the twelfth-grade level.

The correlation between exact~word cloze score and oral interview
score was not significantly different from the correlation between accept~
able-word cloze score and oral interview score. This was true for both
easy and difficult cloze passages. The highest of these four correlations
was that involving the acceptable~word score for the easy passage (r =
.57).

The correlation of exact-word cloze score with TOEFL score was not
significantly different from the correlation of acceptable-word cloze
score with TOEFL score. This findiag applied regardless of cloze passage
difficulty level. The highest of these correlations was between the
acceptable~word cloze score for the easy passage and TOEFL score (5_ -
.69), which accounted for 47.8 percent of the variance in TOEFL scores.

v

The pattern of correlations involving the compositions w * somewhat
different. For the difficult (but not the easy) cloze passage, ..e accept-—
able~word cloze score correlated significantly higher with composition
score than did exact-word score. Acceptable-word scoring of the easy
cloze passage produced the highest correlation with composition test score
(.76), predicting 58 percent of the variance in composition scores. In
summary, the easy cioze passage score was the best predictor of scores on
all three criterion measures, and this effect was most prominent for
acceptable~word scores.

Inspection of the reliability coefficients for the various measures
indicated that the correlation between a given cloze measure and a given
proficiency test score was always less than the reiiability of the test
scores involved in the correlation. The reliability data indicated that
each criterion score measured some aspect of second language proficiency
that was not measured by the cloze test scores. This 1is shown by the fact

15.1
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that the percentage of reliable variance in the interview that was not
predicted by the cloze test ranged from 58 percent for easy/acceptable
score to 69 percent for difffcult/exact score; analogous percentages for
TOEFL ranged from 45 percent to 62 percent and, for the composition, from
32 percent to 53 percent.

In general, it appears that the predictive ability of various clore
test scores was dependent on whether speaking or writing was the criterion
measure.
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55, Odunze, O. J. {1982). Test of Englich as a Foreign Language and
first year GPA of Nigerian students (Doctoral dissertation,

3 University of Missouri-~Columbia, 1980). Dissertation Abstracts
International, 42, 3419A-3420A. (University Microfiims No.
8202657)

Purpose

The objective of this study was to determine the relationship between
TOEFL and the academic performance of Nigerian students in four U.S.
universities. The study also sought to determine whether TOEFL scores
differ as a function of various background variables.

Me thod

Questionnaires soliciting participation were sent to 289 Nigerian
students in four Missouri universities, and questionnaires were returned
by 260 students. A total of 220 respondents were undergraduates, and 118
of them had taken either the three-part or the five-part TOEFL between
fall 1975 and winter 1980 [presumably via International or Special Center
administrations] (none of the graduate students had taken TOEFL). These
118 students comprised the samplie for the study. Three of the four major
ethnic groups of Nigeria were represented: Ibo (40 subjects), Yoruba
(40), and Efik (38); no Hausa students had taken TOEFL.,

Grade-point averages (GPAs) were available for all subjects, sepa~
rately for the first semester and the second semester at their U.S.
universities.

Background information was also obtained from the students' question-
naires, including (a) ethnic group, (b) type of secondary school attended,
(¢) performance on the West African School Certificate examinations, (d)
sex, and (e) parents' education.

Results and Conclusions

Correlational analyses showed no significant relationship between
TOEFL scores and either first-semester GPA (5_- .05) or second—-semester
GPA (r = .00). Several analyses of variance were also computed, to
determine whether TOEFL scores differed as a function of various back-
ground variables. These analyses revealed no significant differences in
TOEFL scores (a) among the three ethnic groups; (b) between subjects
passing the West African School Certificate examination in division II and
those passing in division III; (c) between males and females; (d) between
students from government and private secondary schools; (e) between
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students from Catholic and Anglican private schools; or (£f) between
students whose level of parental education was elementary, high school,

university, or none.

Analyses of variance also showed that students from Catholic, Angli-
can, and govermnent secondary schools did not differ in first-semester GPA
{analysis of second~semester GPA is not reported] and that neither first-
nor second-semester GPA varied as a function of ethnic group.

Analyses were also conducted involving TOEFL Listening Comprehension
and English Structure subscores. [“English Structure,“ for those taking
the three-part TOEFL, 1s assumed to mean the Structure and Written
Expression gection. Analyses involving a “Vocabulary” score are also
reported, but a separate vocsbulary score cannot have been available for
students taking the three~part TOEFL, so these analyses are not suumarized
here as their meaning is not clear.] The correlation between Listening
Comprehension and first-semester GPA was significant (r = .26). English
Structure was not significantly correlated with first—semester GPA (r =
«04). [Comparable analyses for second-semester GPA are not reported. ]

It is concluded that TOEFL is not & good indicator of academic
success in college. Although there was a small, significant relation
between Listening Comprehension and academic performance, the replica-
bility of this result needs to be determined.
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56. Oller, J. W., Jr., & Hinofotis, F. B. (1980). Two mutually exclusive
hypotheses about second language ability: Indivisidle or
partially divisible competence. In J. W. Oller, Jr., & K.

Perkins (%ds.), Research in language testing (pp. 13-23).
Rowley, MA: Newbury House. {ERIC Document Reprgauction Service
No. ED 139 267).

Purpose

To gather evidence that would support either a unitary or a divisible
competence hypothesis about the nature of second language proficiency,
interrelationships among messures were explored.

Method

Test data were gathered from two groups. The first group was com-
posed of 159 students at the University of Tehran in Iran. With the help
of the university and the American Field Service, all of these subjects
were adoinistered the five-section TOEFL plus a cloze test and a dictation
test during 1972 and 1973. The seven measures were intercorrelated and a
factor analysis was performed on the data.

The second group was composed of 106 students at the Center for
English as a Second Language (CESL) at Southern Illinois University (s1U).
All of these subjects took a cloze test, the three-part (Listening Compre-
hension, Structure, snd Reading) CESL Placement Examination, and the
Foreign Service Institute (FSI) oral proficiency interview, which produced
five scores: accent, grammar, vocabulary, fluency, and comprehension. A
subgroup of these students (N = 51) took the five—-gsection TOEFL; these
students generally fell into the top half of the sample with respect to
English proficiency. ([The nature of the test administration is not
indicated.] Intercorrelations were computed among the nine measures for
the larger group (and among the 14 measures for those taking TOEFL);
principal components factor analyses were also performed.

Results

The analysis for the Iranian students indicated that a single factor
accounted for 100 percent of the total variance in the matrix. The
product of the loadings of each pair of tests on the first or general (g)
factor was slmost identical to the correlation between the tests. This
indicates that the genersl factor accounted for the correlation between
each pair of measures.

158



~153-

Factor analysis for the SIU students identified two factors that
accounted for 100 percent of tie total variance. The first factor ac-
counted for 87 percent of the variance and received no loading less than
69 percent on any single measure. Thus, about 13 percent of the total
variance was not accounted for by the g factor. Examination of the factor
solution suggests the existence of a8 separate oral factor that explains
the loading on the FSI interview.

Among the subgroups that took TOEFL, there was considerably less
variance on the CESL and FSI measures. In this case, the g factor ac-
counted for only 65 percent of the total variance on the three batteries
of tests. Analysis of data for the subjects who took TOEFL indicated the
possible existence of a third factor (listening), since heavy loadings on
this factor were observed for both the TOEFL and CESL Listening Comprehen~
sion sections.

Conclusions

Considering the results of all three sets of data, there is no
support for the notion of separate components of structure, vocabulary,
and phonology. There is some evidence for a speaking factor associated
with performance on the FSI {nterview. Overall, the evidence points to
the existence of a gemeral proficiency factor that accounts for 65 percent
or more of the total variance in the several tests investigated.
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57, Oller, J. W,, Jr., & Spolsky, B. (1979). The Test of English as a
Foreign Language. In B. Spolsky (Ed.), Some major tests.
Advances in language testing series: 1. Papers in applied
linguistice (pp. 92-100). Arlington, VA: Center for Applied
Linguistics. (Edited volume available as ERIC Document Repro-
duction Service No. ED 183 004)

Purpose

This descriptive/analytic paper deals with the history of TOEFL's
development, assumptions underlying the test, its use and interpretation,
and future directions. [See also summaries of Jameson & Malcolm, 1973,
and Palmer, 1965, for details on the early history of TOEFL. ]

Discussion

History of TOEFL

At a 1961 conference on English language testing, the need was
expressed for a systematic method of assessing the English proficiency of
foreign applicants to U.S. colleges; this need was made further apparent
by a 1962 survey of U.S. colleges, showing that several methods for
evaluating applicants' English proficiency were in use at the time. On
the basis of suggestions made at the 1961 conference, the National Council
on the Testing of English as a Foreign Language was formed, representing
30 organizations. With foundation support, the National Council estab—
lished a staff to develop a test, to be named the Test of English as a
Foreign Language, or TOEFL. The test was developed in 1963 and first
administered in 1964, This objective test consisted of five parts [as
described in the Introduction to this collection.]

Various procedural changes have taken place over the years. Until
1969, all new questions were specially pretested with foreign students at
American institutions; thereafter, all regular administrations in domestic
test centers included experimental items to be included in later opera-
tional tests. Also, local agents have taken over administrative functions
wvhere possible., Further, a new equating system was developed that would
not require the reuse of items and thus jeopardize test security. Despite
such procedural changes, however, the basic format of the test had not
changed substantially at the time of this writing.

Assumptions

The following principles were set down to guide TOEFL development:
(a) contrastive analysis should not serve as a8 basis for test coastruc—
tion, (b) testing of reading comprehension should not involve difficult
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vocabulary, and (c) language should be presented in a reslistic context.
In addition, test development also appeared to involve two implicit
assumptions: (a) the test should be standardized in relation to a large
population of nonnative speskers, and (b) varfous skills should be tested,
with the test containing both discrete-item sections (English Structure,
Vocabulary, and Writing Ability) and more integrative sections (Listening
and Reading Comprehension).

From a linguistic standpoint, these last two agssunptions might be
questioned. Regarding the first assumption, one could argue that the test
should be standardized in reference to native rather than nonnative
speakers, particularly if the test is to be used to estimate readiness to
study in the U.S. Angoff and Sharon (1971) found that, in the Writing
Ability section of a certain TOEFL form, nonnative speakers outperformed
native speakers on a full 21 percent of the {tems. This would suggest
that all TOEFL sections have not always focused on tasks that mative
speakers do well. _

Regarding the second assumption, thure is much research to suggest
that the subscores on TOEFL or any other language proficiency test tend to
be highly intercorrelated. Although the TOEFL manual (Educational Testing
Service, 1973) reports low correlations between Listening Comprehension
and other parts of the test, for most nonnative speakers the ability to
listen with comprehension is highly related to reading and writing skills,
as shown in research with the cloze test, dictation, and other measures.
Perhaps the low correlations between TOEFL subscores reflect low validity
of one or more sections. Of course, the notion of testing separate
subskills predated much of the current research, and it 1s hoped that
future test development will take account of this and later research.

Use and Interpretation of TOEFL

An issue ot debate concerns prediction of a foreign student's academ~
ic success on the basis of scores on TOEFL (or other English proficiency
tests). Some scholars have argued that grade~point average (GPA) is not a
relevant criterion for validating TOEFL, while others maintain that GPA
should be predicted by TOEFL., The 1968 TOEFL manuall referred to several
studies claiming to relate TOEFL to GPA as a criterion for validation,
Howcver, the 1973 manual (Educational Testing Service, 1973) noted that
such studies "have generally yielded positive correlations... but...
usually so low as to be of little practical usefulness in the admission
process.” The manual notes that this result is to be expected if TOEFL
scores are used appropriately. If only those students with high English
proficiency are admitted, or if course loads and English training are
sdjusted to meet the student's needs, English proficiency should not
be a major factor in determining academic success.

IE.':‘luc:at:icmal Testing Service (1968). Test of English as a Foreign
Language: Interpretive informatipg. Princeton, NJ: Author.
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Another issue often raised is that TOEFL scores should not be inter-
preted in an absolute manner and that a TOEFL score should be regarded as
falling within a certain range of proficiency. The TOEFL interpretive
manuals have sought to discourage absolute interpretations and the use of
cutoff scores. The 1968 manual urged institutions to conduct their own
studies; at the same time, however, it did provide guidelines for admisg~
sions decisions based on various TOEFL score ranges, as suggested by some
colleges®' experiences. The later, 1973 manual, was more cautious, as it
did not provide guidelines but, rather, presented the results of a 1969
survey showing the TOEFL score ranges associated with various decisions at
a number of institutions. It also stressed seversl principles for fhe
proper interpretation of TOEFL scores [see Summary No. 27, Educational
Testing Service, 1973].

Future Directions for the TOEFL

At the time of writing of this paper [probably ca. 1974}, changes in
the TOEFL are under consideration, based partly on data from the study by
Pike (1979), and partly on input from specialists. It has been difficult
to say exactly what the five sections of TOEFL are measuring, and data
from studies such as that of Pike will be helpful in addressing this
i{ssue. The Pike data show that, surprisingly, Listening Comprehension
correlated better with an essay than with an interview score, and Writing
Ability correlated no better with the essay test than with the interview
and a cloze test. In general, Pike's data suggest that all the TOEFL
subtests may be highly interrelated, so there appears to be little basis
for concluding that the various test sections are measuring different
skills. This view coincides, in part, with the recommendation from the
Pike study that the number of test sections be reduced, with consolidation
of those that are particularly highly correlated,

It is hoped that the changes under consideration will help improve

the test's effectiveness as a measure of English proficiency, just as
recent changes have improved the efficiency of TOEFL's administration.

162



=157~ A2, B3, C3, G1, G2

58. Osaryinbi, J. A. (1975). A concurrent validity study of the West
African School Certificate and General Certificate of Education
English Language Examination, using Educational Testing Ser—
vice's Test of English as a Foreign Language as the criterion
measure (Doctoral dissertation, University of Wisconsin, 1974).
Dissertation Abstracts International, 35, 5130A-5131A. (Univer-
sity Microfilms No. 74-22,

Purpose

This study determined the relationships among TOEFI, and the part and
total scores on the West African Examinations Council School Certificate
and General Certificate of Education (SC/GCE) English Language Examination
for a sample of the November 1972 SC/GCE candidate population in Nigeria.
The SC/GCE English part and total scores were treated as predictor vari-
ables, to be correlated with a set of criterion measures, TOEFL and the
SC/GCE aggregate score (defined below). The objective was to obtain
information that could be used to improve the validity of the SC/GCE
English test.

Me thod

The subjects were 217 male and female graduating high school students
in Nigeria in the fall of 1972, All students enrolled in five high
schools randomly relected from 30 high schools located near a TOEFL test
center in the state of Lagos served as subjects. The subjects were
administered the SC/GCE general achievement and English language tests
through standard operationsal testing procedures. They were also adminis-
tered the five~part TOEFL in a special experimental session. One~hundred-
sixty students also took the optional Oral English Test of the SC/GCE test
battery.

The SC/GCE English test consists of four subtests: two composition
tasks, a test of reading comprehension and summary writing, and a8 test of
vocabulary and syntax. The f£irst subtest, labeled 1A, 15 a 45-minute
analytically scored essay written on a common topic, about which substan-
tial information is provided. Subtest 2A is an additional measure of
writing lasting 45 minutes., Usually four essay topics are given in
Subtest 2A, with much less information provided for the examinee's use
than on the first essay; any one of the four topics may be attempted.
Subtest 1B is a 75-minute test of reading comprehension and Summary
writing that requires the exsminee to read three prose passages and then
write a precis on one passage and give written answers to questions on the
other two., Subtest 2B is a 100-item multiple~choice test of vocabulary
and syntax; the 50-item vocabulary index is entitled Lexis (2B-L), and the
50-item syntax index is called Structure (2B-S). The battery also includes
an optional Oral English Test that consists of a 150-word passage to be
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read aloud; a listening comprehension measure in which the examinee is
required to identify significant English stress, intonation, and phoneaic
contrasts in words and sentences; and an oral composition measure in which
the examinee speaks for two minutes on & single topic chosen from a list
of five topics.

The SC/GCE examinations also include separate achievement tests
selected by the studen: in 54 subject areas; the SC/GCE aggrcgate score is
the sum of the six best scores on the SC/GCE subject tests.

Results

The mean TOEFL score of the subjects was 542, indicating that the
group was above average in comparison with the general population of
examinees taking TOEFL. The KR-20 reliability of TOEFL for this group was
.973, which compsres favorably with the average reliability of .965 cited
in the 1973 TOEFL manual (Educational Testing Service, 1973). The inter-
correlations between the two test batteries are presented in Table 1.

Table 1

TOEFL ~ SC/GCE Intercorrelations

Variable
variable T 2 3 4 - 6 7 8 9 10 11 12 13 14 15
SC/GCE 1A
SC/GCE 7A 57
SC/GCE 1A & 2A 85 91
SC/GCE 1B 42 47 50
SC/GCE 2B-L 21 25 26 43
SC/GCE 2B~S 53 50 58 61 60

SC/GCE 2B~L+2B-S 36 39 42 54 91 87

SC/GCE Eng. tot. 66 72 78 78 68 85 84

SC/GCE Oral Eng. 28 23 28 30 26 46 38 41
SC/GCE Aggregate 642 45 49 53 60 63 67 70 22

TRl ol ol el
VB WR OO~ S Wi

TOEFL 1C 32 39 41 53 62 66 72 70 55 51

TOEFL ES 53 52 59 61 56 84 76 83 58 58 75

TOEFL V 35 37 41 55 73 73 82 76 42 63 69 78

TOEFL RC 30 32 35 56 65 62 73 68 29 62 62 61 75

TOEFL WA 46 50 55 59 65 81 80 81 37 62 67 70 76 61

TOEFL Total 4 48 52 65 74 83 87 86 54 67 88 90 90 81 86

Note: The decimal point has been omitted from each cf these correlations
to save space.
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A principal components factor analysis was applied to the Intercorie-
lations shown above. This analysis identified three factors that accounted
tor 76.4 percent of the variance. A general language ability factor
accounted for 38.9 percent of the variance on both tests. The TOEFL
scores showed heavier loadings on this factor than did the SC/GCE scores.
An "essay” factor accounted for 21.5 percent of the variance. The SC/GCE
scores loaded more heavily on this factor than did any of the TOEFL
scores. Only the TOEFL English Structure and Writing Ability sections
showed a moderste correlation with the essay factor. An oral English
factor accounted for an additional 6 percent of the total varia-ce,
although only the SC/GCE Oral English test showed a strong relationship
(.93) to this factor. Among the TOEFL sections, Listening Comprehension
showed the highest relationship (.56) with the oral English factor.
English Structure was the only section to load significantly on all three
factors, which probably explains why it was the best predictor of overall
proficiency as measured by SC/GCE English tntal (see correlational data
above), The Vocabulary section loaded heavily on the general factor and
only slightly on the oral English factor; the Reading Comprehension
section ' . . .1 the general factor only. The Writing Abilicy section

loaded . » «ily on the general language ability factor than on the

essay 1. n.8 presenting only slight evidence of its construct

validity - : .1 ‘ogate direct measure of essay writing skill.
Conclusions

The two SC/GCE essay subtests did not correlate well with TOEFL
Writing Ability. They showed low correlations with overall ESJL competence
and only a moderste correlation with each other, which is probably a

result of their lack of reliability, Thus, their replacement by a multi-
ple-choice measure of writing ability should be considered. The subtest

measuring reading comprehension and summary wr.ting should be replaced by
8 single multiple-choice measure of reading comprehension. Because this
subtest confuses receptive and productive skills, $t does not predict
TOEFL Reading Comprehension and shows its highest correlations with TOEFL
English Structure and Writing Anility. The Lexis and Structure subtest
was found to be a valid measure. The Lexis score from this subtest
correlated highest with TOEFL Vocabulary, while the Structure score
correlated highest with TOEFL English- Structure. The relationship of
English language test scores (TOEFL and SC/GCE) to the SC/GCE aggregate
score shows the extent to which zchievement in other subjects in West
African high schools is related to English proficiency.



-~160- Al, Fl

59. Ppck, A. C. (1972). A comparison between TOEFL and Michigan test
scores and student success in (1) freshman English and (2)

completing a college program. TESL Reporter, J, 1-7, 9.

Purpose

This study examined (a) the relationship between the Michigan test
and TOEFL, (b) the relationship between these tests for different language
groups, and (c¢) the predictive validity of the tests for students at the
Church College of Hawaii.

Method

A search was conducted of the records of students who attended the
college between September 1960 and February 1972. Scores on the five-part
TOEFL [ presumably obtained via Internaiional administrations], the Michi-
gan test, and freshman English grades were available for 402 students.
The Michigan test was the battery of tests including the Test of Aural
Comprehension and the three-part Michigan Test of English Language Profi-
ciency (MTELP), which tests grammar, vocabulary and reading comprehension.
[For a more complete description of the MIELP, see Summary No. 1, Abadzi,
1976.] For the tctal group the mean TOEFL score was 435 while the mean
score on the MTELP was 67. Twenty-three members of this group graduated
during this period.

Results

Correlations between TOEFL and the Michigan test were obtained. The
correlations between equivalent sections on both tests were Aural or
Listening Comprehension, .45; Structure~Grammar, .52;, Vocabulary, .62;
Reading Comprehension, .49; and total test score, .66, [Note that the
total score for the Michigan test used here is the total on the MIELP,
which excludes the aural test.] Correlations were also obtained between
total scores on these two tests for subjects from seven native countries.
The correlations were Samoa, .55; Tonga, .69; Japan, .21; Taiwan, .66;
Fiji, .80; Korea, .39; and Tahiti, .97. [Ns are not indicated. )

FEach test showed a signiticant positive correlation (p < .001) with
first-semester English grade. The test scores were not related to the
probability that an examinee would graduate. [The obtained correlations
and Ns are not given; also, the way in which probability of graduation was
examined is not indicated.]
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Conclueions

The correlation between TOEFL and the Michigan test was only moder-
ate. Thus, these two tests are not interchangeable. While TOEFL and
Michigan test scores are significantly related to the grade obtained in
the first English course taken, they are not related to grsdes-obtained in

subsequent English courses nor are they related to the probabil ty that an
examinee will graduste.
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60. Palmer, L. A. (1965). TOEFL: Testing of English as a Foreign
Language. Bulletin of the National Catholic Education Associa-
tion, _6_2_’ 235-2 580 )

Purpose

This is a descriptive paper that details the background and early
development of TOEFL [see also summaries of Oller & Spolsky, 1979, and
Jameson & Malcolm, 1973].

Discussion

In May 1961, a conference on testing was held, sponsored by the
Natiocnal Association for Foreign Student Affairs, the Institute of Inter—
national Education, and the Center for Applied Linguistics. Participating
in the conference were members of the sponsoring organizations, government
agencies, and professional associations involved with admission of foreign
students, as well as organizations concerned with the testing of English
as a foreign language. The purpose of the conference was to comsider how
to evaluate the English proficiency of foreign applicants to U.S. colleges
and universities.

Despite the growing number of foreign applicants, English-language
training facilities were inadequate at most institutions in which foreign
studerts were enrolled. Furthermore, methods of determining these appli-
cants' English competence prior to admission were quite varied. A U.S.
Department of State survey of 950 institutions of higher education that
enrolled foreign students revealed four types of criteria in use: (a)
English test score (approximately 25 percent of institutions); (b) certi-~
fication by a local official or English teacher, or an interview with a
representative of the U.S. college or university (about 35 percemt); (c)
the applicant's school record (about 15 percent); and (d) the applicant's
self-evaluation or correspondence in English (10 percent). More than 100
institutions indicated that they required no evidence of English profi-~
ciency.

Since the second of the above-mentioned categories, certification by
a government offical, often involved testing, the majority of applicants
were likely given some type of test. Still, there were serious problems
with the tests and testing practices in use. Test security was a major
problem, as tests were being used repeatedly under nonstandard conditions,
so that test results could not be interpreted with confidence. Even less
confidence could bde placed in students' self-evaluations, or in school
transcripts, which provide no direct evidence of English proficiency.
Also, interviews tended to be unreliable, as the typical four-point rating
scale allowed the rater much flexibility in interpretation.
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Participants at the 1961 conference unanimously agreed on the need
for a comprehensive testing program to evaluate the English proficiency of
foreign applicants. Almost 95 percent of over 500 colleges and universi-
ties surveyed in 1962 also indicated a need for such a program.

As a result of the 1961 conference, the National Council on the
Testing of English as a Foreign Language was formed in January 1962. The
following year, with support by foundations to the Modern Language Associ-~
ation of America, the National Council established a program office at the
Center for Applied Linguistics in order to develop the proposed test,
which became known as the Test of English as a Foreign Language, or TOEFL.
A contract was signed with Educational Testing Service to administer and
score the test and report the test scores.

Development and administration of the test followed the guidelines
proposed by the 1961 testing conference: (a) the test would be given
under secure conditions on a worldwide basis three times a year (on the
same dates at all teat centers), with a new form develnped for each
administration; (b) the tests would be written by experienced teachers in
English as a foreign language; (c¢) the policy-making body for the test
would consist of representatives of government agencies and professicnal
organizations involved with language assessment:; and (d) the test would
provide, along with a total score, reliable subscores indicating an
examinee's listening comprehensiou, reading comprehensicn, knowledge of
grammatical structure, command of English vocabulary, and recognition
of appropriate style and usage in formal writing. The test that was
developed consisted of five sectiuns [see Introduction to this collection]}
providing subscores in the five areas specified above.

The test was first administered in February 1964 and again in Novem—
ber 1964 and January 1965, which was the last administration as of this
writing. The tests were given in 107 cities in 59 countries (including 13
centers in the United States), and examinees included speakers of 71
different languages. More than 100 schools and institutions have made use
of the services of the TOEFL program. Although the total number of
candidates for the first three administrations was relatively small
(1,800), the number is expected to increase greatly in the comirg years.
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61. Perkins, K., & Pharis, K. (1980). TOEFL scores in relation to
standardized reading tests. In J. W. Oller, Jr., & K. Perkins
(Fds.), Research in language testing. Rowley, MA: Newbury
House.

Purpose

The issue under research was the extent of association between the
TOEFL score and scores on three standardized reading tests. It was
hypothesized that there should be a moderate to strong correlation between
the TOEFL score and reading measures among foreign students who were
almost ready for college study in English. Reading was selected as an
areas for investigation due to its importance in the college curriculum and
the fact that nearly all proficiency testing in English as a second
language requires that the examinee possess discourse reading skills.

Me thod

The subjecte were three groups of students enrolled in fall 1976 or
spring 1977 at the Center for Englisb as a Second Language (CESL) at
Southern Illinois University, Carbondale., The subjects were all classi-
fied in the top two (of six) levels of English proficiency based on
TOEFL, Michigan, and CESL placement test scores.

Each of the three groups was given one of three English reading tests
along with TOEFL [presumably the five-part version], which was adminis-
tered routinely by the Center. Group 1 (N = 23) was administered the
Nelson-Denny Reading Test, Form D, intended for grades 9 through 16. This
test contains subtests of Reading Rate, Comprehension, and Vocabulary.
Only the Comprehension and Vocabulary subtests were used here, Group 2 (N
= 47) was administered level 2 of the Iowa Silent Reading Test; this level
is intended for grades 9 through l4. Only performance on the Vocabulary
and Comprehension sections of this test were examined, The Vocabulary
section consists of 50 items intended to measure the depth, breadth, and
precision of the student's general reading vocabulary. The Comprehension
section contains 50 items tapping literal detail, reasoning in reading,
and evaluation of information read. Thirty-eight questions are based on
six short passages, which the reader can reread while answering the
questions. Twelve questions test short-term recall; each question follows
a different passage and must be answered without looking back at the
passage. Group 3 (N = 40) was administered the McGraw-Hill Basic Skills
System Reading Test, which contains 10 short passages followed by a total
of 30 questioms teiting for main ideas and supporting details.

Results and Conclusions

For Group 1 there was a correlation of .49 {p < .05) between TOEFL
score and the Nelson-Denny test score. The TOEFL Reading Comprehension
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subscore correlated .15 with the Nelson-Denny score. For Group 2,
the TOEFL total score correlated .46 (p < .01) with the Iowa test score.
The correlation between the TOEFL Reading Comprehension subscore and the
Iowa test score was .23. For Group 3, only the TOEFL Reading Comprehen-
sion subscore was used; this subscore correlated .91 (2 < .01) with the
McGraw—-Hill test score.

It 18 concluded that the TOEFL total score, as hypothesized, is
moderately to strongly related to reading test scores. Regarding the
finding that TOEFL Reading Comprehension subscores did not correlate as
well as expected with reading test scores for Groups 1 and 2, either of
two explanations for this finding seems most likely. First, the number of
items conprising the TOEFL Reading Comprehension section is smaller than
the number of items on the whole TOEFL. This would reduce the variance of
observed scores, and, as a result, the correlation between the TOEFL
Reading Comprehension section and reading test scores might be expected to
be smaller than the correlation between TOEFL total score and the reading
measures. Second, the standardized reading measures used here might be
speeded for nonnative English speakers. As a result, the comnstruct
validity of the reading tests might be questioned for nonnative English
exsmineeés.

171



-166- A2, Bl, B2, B3, B6, El, FI,
Gl

62. Pike, L. W. (1979). An evaluation of alternative item formats for
testing English as a foreign language. (TOEFL Research Rep. No.
2; ETS Research Rep. No. /9-6. Princeton, NJ: Educational
Testing Service. (BRIC Document Reproduction Service No. ED 206
627.)

Purpose

Data were collected that would contribute to evaluating the five-part
TOEFL and determining ways in which the test might be revised. Correla~
tions were examined between sections of the test and (a) direct measures
of speaking and writing ability, (b) indirect measures of writing ability,
and (c) cxperimental multiple~choice tests. Students in three different
countries were included to determine the generality of the relationships
observed.

Method

The subjects were 98 examinees from Peru, 145 from Chile, and 199
from Japan. Scores on the five-part TOEFL were obtained from the October
1971 International administration for all subjects in the Peruvian sample
and for about half the subjects in the other groups; scores were obtained
from a special administration of the same TOEFL form for the remaining
subjects. The five TOEFL subtests are Listening Comprehension, English
Structure, Vocabulary, Reading Comprehension, and Writing Ability [see
Introduction to summaries].

Other instruments were administered a short time after the adminis-
tration of TOEFL. The subjects' scores on an essay test and an interview
were obtained, to provide direct evidence of writing and speaking ability.
[Both essay form and essay content were assessed, although essay form was
of principal interest in this study.] The cloze test, in which the
subjects determined the words deleted from s passage, also provided an
index of writing ability that was more direct than a multiple-choice test
but less direct than an essay (it is also thought to provide evidence of
reading ability). A rewriting test, requiring the subjects to rewrite a
passage of short, choppy sentences, provided another indirect measure of
writing ability. Finally, four experimental objective tests were adnin~
istered. In the sentence comprehension test, the subjects read and
answered questions about written questions or statements. In the words in
context test, the subjects selected the word or phrase that best matched
that underlined in a sentence. The combining sentences test required the
subjects to choose the best combination of several short sentences. The
paragraph completion test was a multiple-choice cloze test; for each blank
in a passage, the subject was to choose the deleted word from among four
choices.
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Results and Conclusions

Mean scores on the nine objective measures were lowest for subjects
from Peru, while scores for subjects from Chile and Japsn were relatively
comparable to each other, with some variation across measures. Mean
scores on the other measures were lowest for Peru and highest for Chile.
These differences may reflect social class differences in the samples.
Reliabilities of the measures (both objective and subjective) were
highest for Peru (.82 to .98), most likely due to the fact that there was
greater variation in scores for this group; in most cases, reliasbilities
were lowest for Japan (.66 to .92).

Intertest relationships were examined by correlations corrected
for attenuation {(unreliability). The Listening Comprehension ocubtest
showed lower corrected correlations with the eight other objective mea-
sures than did the latter tests among themselves. Thus, the listening
~ ask apparently contributed variance not contributed by tests presented in
the written mode. Reasonably high corrected correlations between Listening
Comprehension and interview scores (ranging from .75 to .84 across groups)
suggest that Listening Comprehension is an effective estimator of spoken
communication ability. These results point to the value of retaining
Listening Comprehension as a separate measure in TOEFL.

English Structure generally ranked second among the nine objective
tests in reliability (.78 to .92 across countries). It was usually the
best estimator of the essay form score (corrected r's of .81 to .98) and
was one of the two best estimators of the interview scores (corrected r's
of .69 to .88). These results indicate the value of retaining the English
Structure section in TOEFL. A high relationship between this section and
Writing Ability (corrected r's of .82 to .97) suggest that these two
sections could’ be combined.

The Vocabulary score showed 8 relatively high relation to Reading
Comprehension (corrected r's of .88 to .95) suggesting that these two
sections could be combined.

Reading Comprehension correlated highly with three of the four
experimental tests: words in context, combining sentences, and paragraph
completion (corrected r's of .93 to .99) as well as with cloze test scores
(.88 to .97). Thus, these other t=sts could also be used to tap processes
related to reading ability.

Writing Ability estimated the essay form score reasonably well, with
corrected r's of .93, .88, and .73 for Peru, Chile, and Japan, respective-
ly. Thus, for the first two populations at least, the data did not
support the notion that the TOEFL Writing Ability section should be
replaced with a writing sample. English Structure correlated highly with
Writing Ability (corrected r's of .82 to .97), suggesting that these two
sections could be combined. Of the two subtests of Writing Ability, the
one requiring error recognition correlated more highly with the essay form
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score (corrected r's of .75 to .93) than did the one requiring sentence
completion (.55 to .84), uplyin.g that the former section is more useful
as an indirect index of sudbjects' writing ability.

0f the experimental subtests, three showed high corrected correla-
tions with Reading Comprehension, as noted above. The fourth, the sentence
conprehension test, showed lower corrected correlations with Reading
Comprehension (.78 to .91), apparently because many subjects received
perfect or near-perfect scores on this test, thus restricting the range of
sCores.

The scores for the rewriting test showed disappointingly low correct-
ed correlations with the essay form scores (.19 to .54), perhaps because
of the wide range of structural complexity in the subjects' responses,
indicating that the rewriting task may be of linited value in its present
form.

The clore test was a reasonably good estimator of essay form scores
(corrected r's of .78 to .94) and Reading Couprehension (.88 to .97),
indicating 1ts value as an indirect measure of writing or resding ability.
The cloze test, in turn, was well estimated by several multiple-choice
tests, including the words in context test (.94 to .98), the paragraph
completion test (.86 to .99), and TOEFL English Structure (.82 to .93).

In general, the results suggest that the Listening Comprehens.on
scores are relatively independent of the other multiple-choice measures;
English Structure and Writing Ability form one cluster, and Reading
Comprehension and Vocabulary form another. An implication is that TOEFL
could be revised to previde three scores, corresponding to these three
apparent groupings.
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63. Pitcher, B., & Ra, J. B. (1967). The relation betweer scores on the
Test of English as a8 Foreign Language and ratings of actual
theme writing (Statistical Rep. No. §7-9). Princeton, N:
Educational Testing Service.

Purpose

This .tudy sought to determine the degree to which students' writing
ability can be measured with an objective test by assessing the relation
between the quality of students' writing samples and their scores on
TOEFL, particularly the Writing Ability section.

Method

The subjects were 310 foreign students who had recently arrived in
the U.S. and were enrolled in university courses in English as a foreign
language or in intensive English language courses at six different insti-
tutions of higher education. '

Scores on the five-part TOEFL were available for each student [pre-
sumably from International administrations]. Also, each student was given
30 minutes to write each of four themes dealing with (a) a holiday or
festival, (b) a family member, (c) a city, and (d) a significant event.
Fourteen persons served as readers, and each theme was rated by two
readers. After a practice session in which rating standards were estab-~
lished by examining 10 sample themes, the themes were rated on a four-

point scale. During the readings, the readers occasionally discussed and
rated "problem themes,” to further ensure consistency of rating standards.

A student's overall score was the sum of the two ratings on each of the
four themes; scores thus ranged from 8 to 32.

Results and Conclusions

One possible method of estimating reliability of ratings would be to
obtain a correlation between the two ratings of each theme, for all 1,240
themes; this correlation was .64, Note, however, that this method ignores
theme tupics and counts each subject four times. A method that avoids
these problems is to correlate the sum of the first four ratings with the
sum of the second four ratings, for the four themes written by each
subject. The correlation obtained by this method was .85. Application of
the Spearman~-Brown correction to this figure ylelded a reliability coeffi~
cient of .92 for the sum of all eight ratings combined.

Correlations with overall theme rating for the TOEFL part scdres were
Listening Comprehension, .56; English Structure, .74; Vocabulary, .71;
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Reading Comprehension, ,65; and Writing Ability, .74. Correlation with
total TOEFL score was .78.

Correlations were computed among TOEFL subtests. The highest
correlations were those smong En;, 11sh Structure, Vocabulary, and Writing
Ability (ranging from .75 to .79); Listening Comprehension showed the
lowest correlations with the other partes of the test. However, the
range of correlations was relatively small—-.60 to .79,

Stepwise regression analyses were also performed in which thenme
ratings were predicted from various combinations of TOEFL part scores.
This analysis showed that the combination of English Structure and Writing
Ability provided somewhat more effective prediction (multiple R = .78)
than did either of these two subtests alone, and that prediction was
improved slightly by also including the Vocabulary score (multiple R =
«79). The other two TOEFL subtests are believed to measure aspects of
language proficiency that are less important in predicting theme writing.
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64, Powers, D. E. (1980). The relationship between scores on the Gradu-
ate Management Admission Test and the Test of English as a
Foreign Language (TOEFL Research Rep. No. 5; ETS Research Rep.
No. 80-31). Princeton, NJ: Educational Testing Service. (ERIC
Document Reproduction Service No. ED 218 329)

© Purpose

This study investigated the relationship between section and total
scores on the Graduate Management Admission Test (GMAT) and TOEFL. Of
particular interest was the role played by the examinee's native language.
It was hoped that the results would provide an explanation for the common—
ly observed "discrepancy” between TOEFL and GMAT scores. A second objec-
tive was to investigate the accuracy with which GMAT examinees report
their TOEFL scores, in order to determine if self-reported scores could be
used in certain contexts.

Method

A sample of 5,781 GMAT candidates, who had also taken the three~part
TOEFL via International or Special Center administrations, were drawn from
test files for the period between September 1977 and August 1979. The
GMAT, a multiple-choice test designed for applicants to graduate schools
of business, measures general verbal and mathematical abilities. The
verbal section measures ability to understand and evaluate what is read
and to recognize basic conveantions of standard written English., The
quantitative section tests basic mathematical skills and understanding of
elementary mathematical concepts, as well as the ability to reason quanti-
tatively, to solve quantitative problems, and to interpret data given in
graphs, charts, or tables [description paraphrased from a recent GMAT
publication]

Only examinees who indicated that they were not U.S, citizens and
that English was not their primary language were selected. The average
TOEFL score for the group was 552, which is considerably greater than the
average of 506 for all graduate-level TOEFL examinees during 1976~77. The
mean GMAT total score of this group was 394.5 as compared with a GMAT
population mean of 500. The mean verbal score on the GMAT (GMAT-V) was
16.7 as compared to 26 for the GMAT population, and the mean quantitative
score (GMAT-Q) was 28.4 as compared to 27 for all GMAT candidates tested
during 1975~1978. Thus, these foreign candidates scored considerably
below the mean on the GMAT~V and on the total test, and they scored

slightly above the mean on the GMAT~Q.
Section and total scores on both tests were correlated using linear

and curvilinear (quadratic) regression. The relationships were computed
for all candidates and for the countries with the largest contingents.
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The reported TOEFL scores of GMAT candidates were correlated with the
actual TOEFL scores recorded in TOEFL program files, and the relationships
between those scOres and other selected variadbles were compared.

Results and Conclusions

Table | shows simple linear correlations between GMAT and TOEFL
scores. As can be seen, the correlations between TOEFL subscores and
GMAT~V score are considerably higher (.58 to .69) than those between TOEFL
subscores and GMAT-Q score (.29 to .39). Thus, while these aptitude test
scores consistently correlated with proficiency in English, the correla-
tion was much higher for aptitude in the verbal domain than for aptitude
in the quantitative domain. Table 1 also shows that the overall pattern
of correlations of TOEFL scores with GMAT-V and GMAT-Q scores provides
support for the discriminant validity of TOEFL as a measure of verbal
rather than quantitative skills. The Listening Comprehension section
showed a lower relationship with GMAT-V than did the other two TOEFL
subscores. This finding is to be expected since the GMAT-V does not
measure listening comprehension.

Table 1

Correlations Between GMAT and TOEFL Scores

TOEFL Score

Structure Reading
& Comp.
Listening Written &
GMAT Score Comprehension Expression Vocabulary Total
GMAT-Verbal «58 .66 .69 .71
GMAT-Quantitative 29 .37 .39 .39
GMAT-Total .52 .61 .64 66

The use of curvilinear regression significantly increased the corre-
lations between TOEFL scores and GMAT~-V (increases ranged from .02 to .05)
but did not increase the correlations with GMAT~Q. As would be expected,
the increase in correlations with GMAT-Total, which is a combination of
the verbal and quantitative scores, is midway between those for GMAT-V and
GMAT-Q.

Using a quadratic equatfon, the relationship between TOEFL and GMAT-V
and total scores was determined for the five native language groups having
the largest number of GMAT candidates (India, Iran, Japan, Taiwan, and
Thailand). The relationship between GMAT-V and TOEFL scores was similar
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across language ygxroups, excep. that the correlations were lower for -
Iranian examinees. The Iranians received lower scores than did any other
Rroup on both tests, and because the GMAT scores should show little
differentiation among very low scoring candidates, the correlations
between GMAT and TOEFL scores would also be _xpected to be lower for this
group. '

.Finally, the mean section and total scores on both tests were calcu~
lated for each of 137 different native country groups. The native country
means on both tests were then correlated and each correlation was found to
be .91 or higher. Thus, the discrepancy observed between the TOEFL and
GMAT scores of foreign studeuts was consistent from country to rcountry and
was related to examinee English language proficiency. While nonnative
English spcakers consistently score lower on the GMAT than do native
speakers, examinees who score higher on the TOEFL also tend to score
higher on the GMAT.

The rorrelation betwe:n self-reported and actual TOEFL scores was
found to oe .91 or .92 (depending on the regression method used). The
correlations ol self-reported and actual TOEFL scores with GM.T scores and
with self~reported undergraduate grade-point average were nearly identi-~
cal. This suggests that self-reported TOEFL scores may be a useful
substitute for actual TOEFL scores in studies in which the focus is on
averages for groups or relationships among variables rather than on
individuals.
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65. Ratchford, D. L. (1982). Readi;z abllity of entering freshmen
international students at a soutuwestern state university: Some
implications (Doctoral dissertation, University of Oklahoma,
1981). Dissertation Abstracts International, 42, 3088A-3089A.
(University Microfi{lms No. 8129435)

Purpose

The present study examined the reading ability of foreign students
seeking enrollment at & southwestern state university. One objective was
to determine how well students were prepared to read textbooks, where this
assessment was based on the students' cloze test scores and experts'
judgments of the students' reading ability. A second objective was to
assecs the validity of scores on TOEFL, the Nelson-Denny Reading Test, and
the cloze test against students' reading grade level as determined by the
panel of expe:sts.

Method

The subjects were 70 foreign students beginning their freshman year
at the University of Oklahoma. All subjects had scores on the three-part
TOEFL |[presumably obtained in International or Special Center administra-
tions]; only the original TOEFL score was used for any subject who had
taken the test more than once. Students were sampled so that exactly 14
subjects fell into each of five TOEFL score ranges: 400~449, &£50-499,
500-549, 550-599 and 600-649., The sample included only students majoring
in engineering or nonscience related fields.

The subjects were administered the Nelson—Denny Reading Test. T[his
test, designed for grades 9 to 16, consists of 100 vocabulary questions
and 36 reading comprehension questions (based. on eight reading passages)
.equiring 10 minutes and 20 minutes, :espectively, to adminisier. The
total score on this test is the score on the vocabulary items plus twice
the score on the comprehension items. (Although the test also yields a
reading rate score, this score was not used iu the present study). The
subjecis were also administered two clc.e tests. One was the general
cloze test, which was constructed from a political s:ience text. The
passages used in this test fell in the upper one-~third of reading diffi~
culty (as determined by the Dale-Chall Readability Formula) among a set of
passages sampled from general core course textbooks encountered by under-
graduates. The second cloze test was either the nonscience cloze test
(administered to 31 subjects) or the science cloze test (administered to
39 subjects). The nonscience cloze test used a passage from a journalism
text, while the science cloze test used a passage from an engineering
text. In constructing cloze test passages, every fifth word was deleted
from the passages, which varied fn length from 297 to 340 words.
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A panel of reading experts assessed the general reading level, and
reading level within the major field, for each subject. For this purpose,
an instrument known as the Informal Reading Inventory was administered
individual’y to a subject by one of the panel members. The subject read a
series of passages, selected so as to represent readability levels raaging
from the fourth through the sixteenth grade, as determined by use of the
Fry and Flesch Readability Formulas. After reading a passage, the subject
wrote answers to a8 brief set of questions about the passage [the exact
number of questions is not given]. The panel member then evaluated the
subject's answers. If an answer was vague the panel member restated the
question until a response was given that indicated understanding or lack
of understanding of the passage. If a subject was fnund to exhibit
at least a 75 percent comprehension of a passage (as determined by a
criterion established in other research), he or she was permitted to go on
to the next most difficult passage. The total number of passages read by
a subject was thus dependent on attaining a criterion level of perform-
ance. The final performance score assigned to the subjects was an
integer from 4 to 16 that represented their reading grade level. A
comparison of reading level judgments of the four pinel members showed
very high agreement for a sample of three subjects.

Results and Conclusions

Four sets of hypothes:s were tested. Hypothesis 1 was that there
would be a relation between the general cloze test score and the TOEFL
acore., Inspection of the data shows thet, even though only four subjects
answered 40 percent or more of the cl~ze tiexe correctly (and thus were

defined as falling into the group « ssified as the "instructional
level”™), the general cloze test score ¢ .related .71 with the TOEFL score

(p < .001).

Hypothesis 2 was similar to Hypothesis 1, except that it involved the
relation between TOEFL and either the nonscience or science cloze test.
For the nonscience cloze test, although only five of the 31 subjects
scored at the instructional level, the score on this test correlated .78
with TOEFL score (p < .001). For the science cloze test, only three
subjects scored at the instructional level, and the correlation with TCEFL
score was .55 (p < .001). -

Hypothesis 3 was that the eypert panel's judgment of the subject's
general reading grade level would relate to the other measures in the
study--1.e., scores on the TOEFL, cloze, and Nelson-Deany tests. The
TOEFL ccore was found to correlate .67 (p < .001) with the panel’s judg-
ment of reading grade level as determined by the Informal Reading Inven-
tory. Performance on the general cloze test correlated .61 (p < .001)
with judgment of th~ subject's reading grade level. The total Nelson-Denny
score correlated .68 with the subject’s reading grade level (p < .001);
the correlation for the Nelson-Denny Vocabulary subscore was .61
(p € .001) and the correlation for the Nelson-Denny Comprehension subscore
was .62 (p < .004).
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Hypothesis 4 investigated whether there was a relationship among the
experts' judgment of the subject's reading grade level, Nelson—-Denny
Reading Test score, general cloze test score, and performance on the
nonscience or science cloze test of reading ability. TOEFL scores were
also reconsidered in the ensuing analyses. Inspection of the correlatioms
between judged reading grade level and other scores for nonscience majors
showed no correlation higher than .65. (This latter correlation was
established as a criterion for deciding that a given proficiency measure
was an adequate indicator of a subject's reading abllity.) A very similar
result was found for science majors. While none of the correlations
attained the .65 level, the correlstions ranged from .45 to .63 for the
nonscience majors, with the highest correlation between Nelson-Denny total
score and judged reading grade level. The corresponding correlations for
science majors ranged only from .29 to .57, with the highest correlation
between TOEFL and judged reading grade level.

In general, the TOEFL score and the Nelson-Denny Reading Test score
appear to be useful for screening entering foreign students with regard to
their reading ability. Perhaps the Nelson-Denny Reading Test could be
used as a supplement to TOEFL in making decisions about these students'
English reading proficiency. Further research could provide additional
information on the validity of the instruments used in the study.
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66. Riggs, J. M. (1982). Cloze testing procedures in ESL:. A prediction
of academic success of foreign students and a comparison with
TOEFL scores (Doctoral dissertation, Indiana University, 1981).
Dissertation Abstracts Internstional, 42, 5048A. (Univers!ty
MicroZilms No. DA 8211187)

Purpose

This study examined the relation of first-year grade-point average
(GPA) to cloze test scores and to TOEFL scores for foreign students at a
community college.

Background

-

!

Although the purpose of TOEFL is not to predict academic success, and
the evidence suggests that it is not very effective for this purpose,
college faculty use TOEFL scores, in effect, to make decisions about
probability of student success. Therefore, another test should be used,
at least as a supplement to TOEFL, to determine a foreign student's
ability to begin academic work. One possibdbility in this regard i{s the
cloze test, in which students determine the words that have been deleted
fr>n a prose passage. The cloze test is an integrative, functional test
in that it measures general language proficiency in the context of speci-
fic subject matter. TOEFL, in contrast, is a discrete-point type of test,
which assesses knowledge of specific lexical, grammatical, or syntactical
items. An integrative test 1is believed to be more related to one's
ability to handle language in a contextually rich enviromment and thue
more suitable for predicting academic success.

Method

The subjects were 23 foreign students who registered in fall 1977 at
Vincennee University, a two-year community college in Indiana (seven
additionas students in the original sample were excluded due to transfer
or placement into ESL classes)., The large majority of the subjects (18 of
the 23) were Arabic speaskers and all but one were males. Students can
begin academic work &t Vincennes either by presenting a TOEFL score of
at least 500 or by completing s set of courses in English as a second
language, [The range of TOEFL scores reported below suggests that practi-
cally all subjects were in the latter category.]

The five—-part TOEFL was administered before registration in fall 1977

to all subjects. The cloze test was administered within one week of the
TOEFL. The cloze test consisted of three pa: ages, two taken from a
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general chemistry text used at Vincennes University and one from the
commonly used freshman composition text. Every seventh word of each
passage was deleted (except that the first and last sentence of eagh
passage remained intact). The passages contained a total of 148 blanks,
with approximately the same number of blanks per passage. The subject was
to f111 in the word that best completed each blank. All subjects finished
well within the two hours alloted. The synonym, or acceptable-word,
scoring method was used, i{n that synonyms for deleted words were accepted
as correct; misspellings were not counted as mistakes.

CPAs were obtained for the fall semester, for the spring semester,
and for the combined two semesters of the first year for each subject.

Results

TOEFL scores for the 23 subjects ranged from 314 to 522, with a
median of 374. Relationships with GPA were examined by Spearman rank
correlastion. TOEFL score and cloze score, respectively, correlated .29
and .57 with overall GPA, .33 and .67 with fall-semcoster GPA, and .10 and
,27 with spring-semester GPA, The correlation with overall GPA was
nonsignificant for TOEFL but significant for the cloze test.

A separate analysis was done for subjects taking Composition 1 and
chemistry, based on ihe combined grade for those courses alone [N not
reported]. The Spearman rank correlation with this score was «50 for
TNEFL ana .70 for the cloze test.

The KR-21 reliability of the cloze test was .97. Reliabilities of
the five parts of TOEFL ranged from .78 to .89. Scores on the cloze test
cortelated .77 with those on TOEFL.

Conclusions

The low correlation between TOEFL and GPA found here is consistent
witii-the findings of some other rcudies. The small sample size makes it
difficult to draw general conclusions, but the difference in correlations
with TOEFL and the cloze test are worth noting. The suggestion is that a
cloze test such as that used here more closely approximates a measure of
the student's ability to perform in a language situation involving course-
work than does TOEFL. 'Ihe .77 correlation between the cl.ce test and
TOEFL suggests some commonality between these tests, but the differential
correlations with GPA suggest that the cloze test may be tapping an
additional factor, perhaps something resembling academic readiness.

The fact that correlaticns with GPA were lower for the second semes—
ter than the first may be due to improvement in students' English skills
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during the firet semester, which tends to reduce the role of language
sbility in determining academic performance.

It is suggested that a test such as the cloze test be cconsidered as a
supplement to TOEBFL in making adwissions decisions about foreign students.
More extensive empirical work would be needed, however, to determine the
predictive validity of the test for this purpose and to establish appro-
priate decision scores for any specific institution that would use it.
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67. Scholz, G. E., & Scholz, C. M. (1981, Detroit). Multiple-choice
cloze tests of EST discourse: An exploration. Paper presented
at the fifteenth annual TESOL convention. (ERIC Document
Reproduction Service No. ED 208 656)

Pur pose

This study examined various types of cloze tests, including a stand-—
ard open-ended cloze test and several multiple-choice cloze tests that
differed in the method by which distractors were selected. For groups of
Chinese scientists, correlations were computed between these tests and
criterion measures, including selected subtests of TOEFL and of the
Comprehensive English Language Test for Speakers of English as a Second
Language (CELT).

Method

The principal subjects were Chinese scientists attending an exchange
program between Chin and the University of California--Los Angeles in the
People's Republic of China. The subjects were drawn from many regions of
China and ranged in age from 37 to 45. Most of them were lecturers,
researchers, or professcrs in universities and technical institutes in
China.

Two passages were used for the cloze test, one of 415 words involving
science as an academic subject, ani the other of 440 words involving
science as a topic of popular interest. In each passage, every seventh
word was deleted, except that one or two sentences at the beginning and
end remained intact. There were 50 deletions per passage.

For tne standard, open—ended cloze test, the subject was to write, in
the blank space corresponding to each deleted word, the word that woul d
best fill the space. Acceptable-word scoring was used; i.e., reasonable
substitutes for the deleted word were accepted as correct. Four multiple-
choice (MC) cloze tests were also developed. In one, the interlingual MC
cloze test, the distractors were the three most common errors made by a

sample of 161 Algerian students of the English language; the fourth
response alternative was the deleted word.

To develop the other MC cloze tests, the two above-mentioned cloze
tests were administered to a sample (Sample 1) of 187 Chinese scientists,
the open-ended cloz~ test to 91 subjects, and the interlingual MC cloze
test to 96 different subjects in the sample. The interlingual MC cloze
ter. was then item—analyzed, and items witb facility less than .15 {i.e.,
fewer than 15 percent of the subjects answering them correctly) or greater
than .85 w2re eliminated, as were iiems with a discrimination parameter of
.25 or less (i.e., corr~lation of .25 or less with total test score). The

186



~181~

result was the revised interlingual MC cloze test, which consisted of 20
items. In addition, the intralingpal MC cloze test was developed by
using, as distractors for each deleted word, the three most common errors
made by the 91 Chinese subjects in Sample 1 who were given the open—ended
tloze test. Finally, a teacher-made MC cloze test was developed by having
Chinese and American teachers of English as & second language, working in
groups, write what they believed to be the best distractors for each
deleted word.

These last three MC cloze tests (revised {nterlingual, intralingual,
and teacher-made) were administered to three randomly selected groups
drawn from a second sample (Sample 2) nf 167 Chinese scientists (Ns = 57,
56, and 54, respectively, for the three types of cloze test.) Also
administered to all subjects were the Structure and Listening subtests of
the CELT and the Reading Comprehension, Vocabulary, and Writing Ability
subtests of the five~part TOEFL. The combination of these five scores,
here labeled “"composition proficiency score,” was also computed for each
subject,

Results and Conclusions

Reliabilities of the TOEFL subtests ranged from .55 to .81 for Sample
1 (N = 187) and frow .60 to .90 for Sample 2 (N = 167), with the lowest
reliability observed for Writing Ability and the highesr for Vocabulary ia
each case. Reliabilities for the CELT subtests ranged from .52 to .78
across samples, and reliabilities for composite proficiency scores wers
.87 and .90 for the two samples. The homogeneity of the samples may have
contributed to relatively low reliabilities for some subtests.

Reliabilities of the various versions of the cloze test, excluding
the revised interlingual MC cloze test, were relatively consistent,
ranging from .52 to .68. (For the revised interlingual MC cloze test,
which bad 20 rather than the full 50 items, relisbilities were .67 and .48
for the academic and popular passages, respectively.) Although these
reliabilities are somewhat lower than those observed in previous studies,
this finding may have been due to the homogeneity of the samples.

Data pertaining to the criterion validity of the cloze tests are
available in the correlatinrns between each of the cloze tests and the CELT
and TOEFL subtests and tiie composite proficiency score (see Table 1). As
Table 1 shows, performance in the open-ended cloze test correlated moder-
ately strongly with composite proficiency (.67 and .64 for the two pas-
sages) and with TOEFL Reading Comprehension (.73 and .61). Also, the
teacher-made MC test correlated moderately highly with the composite
proficiency score (.62 and .74),

187



~182~

{ Table !

Concurrent Validity Coefficients

Couposite
English Proficiency Subtest® Proficiency
Cloze test CELT-S CELT-L TOEFL~-RC TOEFL-V TOEFL-A Score
Open—ended
academic pasasge .39 31 .73 42 .31 67
popular passage .40 o4l .61 42 52 64
Interlingual MC
academic passage «39 .31 42 o21 45 45
popular passage .39 «35 .57 «40 .53 .58
Revised Interlingual MC
scademic passage 29 .29 .56 .16 <36 A2
popular passage .28 .08 .39 .31 «32 .38
Intralingual MC
academic passage .33 4l .53 ¢35 A2 49
popular passage .43 49 .64 b2 .55 «66
Teacher-made MC
acadenic passage .35 46 e55 .53 . 54 62
popul ar passage 48 48 .69 .66 .59 74

8subtests, listed in order, are CELT~Structure, CELT-Listening,
TOEFL-Reading Comprehension, TOEFL~Vocabulary, and TOEFL-Writing Ability.

In general, the validity coefficients were highest for the open-ended
and teacher-made MC tests, and coefficients for the intralingual MC test
were next highest. The lowest correlations were those involving the
revised interlingual MC test; this may have been due partly to the fact
that this test contained only 20 items, in contrast with the 50 items for
each of the other tests.

For the MC cloze tests, correlations with the criterion measures were
generally higher for the popular passage than for the academic passage.
This may have resulted from the fact that the text of the academic passage
was similar in nature to the text of the passages in the TOEFL Reading
Comprehension subtest.

It appears that the open-ended cloze test is a slightly more valid
measure »f English proficiency (particularly reading comprehension) than
are multiple~choice cloze tests when an academically oriented science
passage is used. However, the intralingual and teacher-made MC cloze

tests appear to be a:c least as valid as the open—ended cloze test when the
text involves science as a topic of popular interest.
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68. Schrader, W. B., & Pitcher, B. (1970). Interpreting performance of
foreign law students on the Law School Admission lest and the
Test of English as a Foreign Language (Statistical Rep. No.
70-25). Princeton, NJ: Educational Testing Service.

Purpose

This study examined the degree to which foreign students' performance
in a pre-law school orientation program and later performance in law
school was predicted by (a) TOEFL, (b) the Law School Admission Test
(LSAT), and the Michigan Test of English Language Proficiency (MTELP).
The study also assessed the amount of change in scores on TOEFL and the
LSAT during the orientation program. '

Me thod

The subjects were drawn from a group of 121 foreign students enrolled
in an eight-week summer orientation program designed to prepare them to
enter one of 23 law schools in the United States., Scores were available
for 112 subjects on all of the tests described below, and data indicating
performance in the orientation program were available for 108 of these
subjects., These 108 subjects came from 36 different countries, grouped as
follows: Europe (N = 41), Asia (N = 33), Latin America (N = 24), and
Africa (M = 10). A total of 63 subjécts had first—-year average grades in
one of four law schools: Columbia University, Harvard University, the
University of Michigan, and New York University.

The five-part TOEFL and the LSAT were administered by orientation
program staff near the beginning and again near the end of the summer
session,

The LSAT produces a single score but has several parts: (a) Reading
Comprehension requires the subject to read several passages and answer
questions about them; (b) Reading Recall is similar but does not allow the
subject to look back at the passages when answering the questions; (c)
Data Interpretation requires the subject to answer questions about graphs
or tables; (d) Principles and Cases measures reasoning similar to that
required in legal studies; and (e) Figure Classification requires veason-
ing involving geometric symbols.

The MTELP, administered before the subjects came to the United
States, also produces a single score and has three parts: (a) Grammar,
which taps understanding of English grammatical structure; (b) Vocabulary,
which tests knowledge of words commonly encountered in university study;
and (c) Reading Comprehension, which requires reading and answering
questions about prose passages. [For a more complete description of the
MTELP, see Summary No. 1, Absdzi, 197¢.] The Michigan Test of Aural

Comprehension was also administered to the subjects, but the data from
this test were not analyzed.
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At the end of the orientation program the subjects were graded in
each of their two courses on & nine~point scale. Each instructor also
rated the subjects on a four-point scale with regard to (a) their written
English and (b) their spoken English.

Average law school grades were obtained for each of 63 subjects.
Because of possible differences in grading standards smong schools, it was
decided that the mean and standard deviation of law school grades and of
all other measures should be assumed to be uniform for the four law school
groups. Thus, score adjustoents were made such that each measure for a
student was evaluated according to the student's score relative to other
students in his or her own law school.

Results and Conclusions

Scores on the LSAT, total TOEFL, and each TOEFL scclicn except
Reading Comprehension showed significant increases over the eight-week
orientation program. The mean initial TOEFL score of 570.1 was at the
84th percentile of all ‘rreign students seeking admission to U.S. colleges
between February 1964 ad June 1969; the mean final ecore of 601.5 was at
the 91st percentile. The mean initial and final LSAT scores, respectively,
vere at the 12th and 25th percentiles of all candidates given the LSAT in
academic years 1966-67 and 1967-68. These gains may have been due to the
orientation program or to such factors as living in the United States for
eight weeks or the experience of having taken the test once before.

Analyses involving prediction of orientation-program grades included
the inftial LSAT, the MTELP, and initisl TOEFL (including part sc c8)
(N = 108). First, correlations among predictors re examined, All but
three (of 28) correlations were above .50, The LSAT correlated .66 with
TOEFL total and .52 with the MTELP; the latter twa tests correlated .87
with each other. Among TOEFL part scores, the ong that correlated most
highly with LSAT was Reading Comprehension (r = .43; other r's = .45 to
.55). Correlations with the MTELP were in the lcd 80s for three of the
TOEFL sections: English Structure, Vocabulary, nd Writing Ability;
correlations with the other two sections were in khe 50s. In general,
there appears to be much overlap in abilities measur by the LSAT and the
English language tests, although these abilitiles are hot identical, There
is evidently a strong commonality between TOEFL and the MTELP.

Average grade in the orientation program co related .41 with the
initisl LSAT (N = 108). Average grade correlate «29 with the initial
TOEFL snd .18 with the MTELP, showing that prediption of academic per~
formance from these English language tests was relativeiy poor. The fact
that the MTELP was used as a& bdasis for selecti may have reduced its

predictive validity.
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Orientation-program instructors’ ratings of writing ability correlat-
ed .35 with the initial LSAT, .34 with the initial TOEFL, and .19 with the
MTELP; ratings of oral English correlated .35, .43, and .33 with these
three tests, respectively. The two course grades correlated .57 with each
other; the two ratings of writing ability correlated .59, and the two
ratings of oral English correlated .62.

Post-orientation program TOEFL scores correlated .36, .42, and .48,
respectively, with grades, written English ratings, and ~ral English
ratings. These correlations were slightly higher than the correlations
with initial TOEFL scores. Correlations of LSAT with these three measures,
respectively, were .37, .34, and .32, which were slightly lower than those
with the initial LSAT.

Prediction of grades in law school was based on 63 subjects [and the
data were subjected to the above-mentioned adjustment] so the results must
be interpreted with caution. Of the scores on the initial tests, five
scores correlated higher than ,40 with grades: LSAT (.47), TOEFL (.41),
MTELP (.42), and two TOEFL sections, Writing Ability (.47) and Reading
Comprehension (.43). (r's for other TOEFL sections ranged from .27 to
.31.)

The multiple R of initial scores on the LSAT and TOEFL scores with
law school grades was .48. Given that LSAT and TOEFL Writing Ability each
correlated .47 with grades, joint use of TOEFL and the LSAT does not
appear to improve prediction compared with use of either one of these two
tests alone.
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69. Scoon, A. R., & Blanchard, J. D. (1970, March). The relation of a
test of English as a second language to measures of intelli~

ence. achievement, ard adjustment in a sample of American
Lgaian students. Paper presented at the fourth annual TESOL
Convention, San Francisco. (EKIC Document Reproduction Service
No. ED 039 530)

Purpose

This study investigated performance on, and interrelationships smong,
intelligence ard pervonality tests and TOEFL for a group of bilingual
American Indian students. Several hypotheses were investigated. The
first hypothesis was that Indian students would manifest an English
ability skill, as measured by TOEFL scores, that was discriminable from
personality adjustment and intelligence test scores. A second hypothesis
was that low TOEFL scores would be associated with low scores on the
personality adjustmer . test. A third hypothesis was that scores on a
verbal intelligence test would be significantly different from ecores on a
nonverbal intelligence test for these Indian students. Further questions
for research were (a) whether there would be sex differences on these
tests and (b) whether these Indian students would show changes in their
test scores from the ninth through the thirteenth year of school.

Method

The subje ts were 142 bilingual American Indian studeants at the
Institute of American Indian Arts im Santa Fe, New Mexico. JStudents
attending this school were selected for admission on the basis of their
artistic ability. The sample included 78 male and 64 female subjects from
11 Indian languave families.

The instruments used in the study were the five-part TOEFL, the Otis
" Quick Scoring Mental Ability Test, Gamma, which was regarded as a test of
verbal intelligence {VIQ), the Chicago Non-Verbal Examination, regarded as
a test of nonverbal intelligence (NVIQ), the Iowa Test of Educational
Development (ITED), and the Bell Adjustment Inventory Revised (1962)
Student Fo-r (Bell). |[No details about these tests are given. However,
for a brief aescription of the ITED, see Summary No. 12, Blanchard and
Reedy, 1970.]

Not all subjects took all tests. Subjects In Set 1, which consisted
of 78 students in grades 9-12, took the VIQ, NVIQ, TOEFL, ITED, and Bell
tests. Set 2 subjects, consisting of 16 students in grades 9, 11, ~nd 12,
took the VIQ, NWIQ, TOEFL, and ITED tests. Set 1 subjects, consisting of
33 students in grade 13, took the VIQ, NVIQ, TOEFL, and BELL tests. Set 4
was the combination of subjects in Sets 1, 2, and 3 plus six additional
subjects; analyses for Set 4 involved only the VIQ, NVIQ, and TOEFL
8COYEB.
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Results

Over all subjects, NVIQ scores were found to be higher (mean = 107.7)
than VIQ scores (mean = 90.6); this difference was statistically signifi-
cant beyond the .001 level. The correlation between NVIO scores and VIQ
scores was .52, Some Indian language groups manifested higher NVIQ and
VIQ scores than others. 'The average ITED scores for these subjects were
generally low-~below the 10th percentile nationally on all subscales of
the ITED.

The mean total TOEFL score of the subjects was 483. Scores on the
TOEFL sections showed a steady increase from the ninth through the thir—
teenth grade, with the exception of scores on the Listening Comprehension
and English Structure sections, which showed a decline in the twelfth
grade. Correlations between TOEFL subscores and total score and among the
~abtests of the ITED were modest to high; all of these correlations ranged
crom .48 to .88. The correlations across the TOEFL and ITED subtests were
not as high, overall, as were the correlations among subscores and
total TOEFL score. Correlations between TOEFL (part and total) scores and
the scales on the Bell test were low, and none reached statistical signi-
ficance,

Seventeen percent cf the 133 subjects who took the TOEFL scored 550
or above, indicating no restriction based on their English proficiency for
college work. Fifty-three percent of the subjects scored in the range
450~549; these students were judged to need some classwork in English as a
second language (ESL) but no restriction in their college course load.
Twenty-nine percent of the subjects scored in the range 300-449; these
students were judged as needing considerable ESL classwork and a reduced
college class load. Only one subject scored in the range 200-299, indi-
cating the need for full-time ESL class work.

Factur analyses were performed separately on the data for Sets 1
through 4. Across all analyses, the TOFFL, intelligence, and achievement
test scores emerged as imponrtant contributors to a first, general factor.
This factor was interpreted as Fnglish language facility.

Conclusione

TOEFL appears to be a valid measure of English language skills of
Indian students. The observed variation in TOEFL scores was simi’ar to
that typically observed amorg foreign students. ITED scores were judged
to measure language ability, although the ITED generally appeared too
difficult for these subjects. Colleges might benefit from evaluating the
TOEFL scores of Indian students in making admissions decisions, as the
ability of Indian students to succeed academically might be associated
with their English proficiency.
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70. Sharon, A. T. (1972). English proficiency, verbal aptitude, and
foreign student success in American graduate schools. Educa~
ticnal and Psychological Measurement, 32, 425-431. Also printed
as Test of English as a Foreign Language as a moderator of
Craduate Record Examinations scores in the prediction of forei
students’ grades in graduate school, 1971 (ETS Research Bulletin
No. 71-50). Princeton, NJ: Educational Testing Service. (ERIC
Document Reproduction Service No. ED 058 304)

Purpose

This study sought to investigate how TOEFL would add to the predic-
tive validity of the Graduate Record Exaninations (GRE) Aptitude Test.
One hypothesis was that TOEFL, as an English proficiency test, and the
GRE, as a measure of academic aptitude, should yield different information
about the preparation of foreign candidates for graduate school. A
further hypothesis was that GRE verbal (GRE-V) scores should be better
predictors of graduate school achievement for students with high TOEFL
scores than far students with low TOEFL scores.

Method

A total of 975 foreign students wer: studied. Scores on the five
part TOEFL, GRE Aptitude Test scores, and graduate school grade—point
average (GPA) were supplied by 24 graduate schools. [For a brief descrip~
tion of the GRE Aptitude Test, see Summary No. 4, American Association

..e, 1971 8 Test scores were presumably obtained via preadmissions test-
ing--e.g., International tes’ administrations, in the case of TOEFL.]

Information was also obtaine¢ regarding major field of study, numper of
semesters upon which the GPA was based, and whetker the subjects had
withdrawn from graduate school. For purposes of the study, major areas of
study were categorized as (a) engineering, technology, and mathematics,
(b) natural sciences, and (c) other.

Results and Conclusions

The TOFFL and GRE scores of the 975 subjects in this study were
noticeably different from those of reference samples of examinees who had
taken TOEFL aud the GRE, The average TOEFL score of the present sample
was 537 as compared to an average score of 487 for 113,975 foreign stu-
dents who had taken the TOEFL in the period February 1964 through June
1969. The average GRE scores of the students in the present study were
348 for verbal (GRE-V) and 609 for quantitative ( GRE~Q) score. These
scores contrast with average scores of 516 for GRE-V and 524 for URE-Q for
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those taking the test in the period May 1966 through April 1969. (The
latter examinees, who numbered approximately 539,000, were almost all
native Americans.)

GRE-V score correlated .70 with TOEFL score for subjects in the
present study. While this correlation is high, it is nonetheless consis-
tent with a hypothesis that the tests are not measuring exactly the same
underlying abilities. N

The relationships of GPA with GRE~V, GRE~Q, and TOEFL scores were
investigatel separately for different major areas of study as well as for
all majors combined. Linear regression analysis was used to determine how
well GPA was predicted by combined GRE~V and TCOEFL scores, and by combined
GRE~Q and TOEFL scores. A special linear regression procedure was used
that accommodated for differences in grade distributions across the 24
schools that were studied.

Over all majors, GRE-Q correlated .32 with GPA; this correlation was
hi, her than tha* between GRE~V and GPA (r = .24) and that between TOEFL
and GPA (r = .26). Grade-point average correlated more highly with GRE-Q
than with TOEFL for both engineering,.technology, and mathematics (GRE=-Q:
r = .39; TOEFL: r = ,21) and the natural sciences (GRE-Q: r = .59;
TOEFL: r = .39}, For the "other” category, however, GPA correlated
slightly higher with TOEFL (r = .39) than with GRE~Q (r = .28) or with
GRE-V (r = .35). Combining TOEFL with GRE-V scores or TOEFL with GRE-Q
gscores was judged not to result in significantly higher predictability of
GPA than was observed when the single best predictor was used. [No tests
of statistical significance are cited to support thic statement. )

Assoclations between GPA and GRE scores were examined based on
whether the subjects had scored in a low, middle, or high TOEFL score
range. These associations were investigated separately for (a) engineer-
ing, technology and mathematics and (b) other. (The natural sciences area
was not investigated because of the small number of subjects in this major
area.) For subjects with TOEFL scores in the low and middle ranges there
were stronger relationships between GPA and both GRE-V and GRE-Q scores
than had been observed when all levels of TOEFL scores were combined. For
subjects with high TOEFL scores, howeve~, there was no strong indication
of a similar pattern of results. Further, prediction of GPA by GRE-V
scores was better for subjects with low and middle TOEFL scores than for
subjects with high TOEFL scores in the area of engineering, technology,
and mathematics. This result was nor consirf*ent with the hypothesis
that GRE-V scores should correlate better with GPA among students with
high TOEFL scores than among those with low scores.
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71. Shay, H. R. (1975). Affect [sic] of foreign students' language
proriciency on acadenmic per formance. (Doctoral dissertation,
West Virginia University, 1975). Dissertation Abstracts Inter-
national, 36, 1983A~1984A. (University Microfilms No. 75-21,
931)

Purpose

This study ascertained the degree to which academic success of
foreign graduate students in a U.S. university is related to (a) Graduate
Record Examinations (GRE) Aptitude Test scores and (b) TOEFL scores. The
study also inquired whether the predictive relationships for the GRE tend
to differ for foreign and American graduate students.

Background

The literature for American and foreign students shows that the GRE
is not a consistently reliable predictor of academiz performance in
graduate school. One problem for foreign students is that English lan-
guage preparation in certain foreign countries is not adequate, TOEFL was
developed to assist in making admissions decisions for foreign students.
The test has been shown to correlate to a moderately high degree with
other tests of English proficiency and thus appears to have good concur~
rent validity. However, relatively low correlations have been found
between TOEFL and measures of later academic success. It nhas been argued
that TOEFL's primary function for graduate students is as a moderator
variable, te be used along with the GRE and other data in making admis-
sions decisions.

Me chod

The subjects were graduate students who attended West Virginia
University between May 1964 and May 1974, There were four groups of
subjects: 174 foreign students who completed 30 hours toward a graduate
degree (Group 1); 61 foreign students who failed to complete degree
requirements (Group 2); 145 American students who had been undergraduates
at West Virginia University (Group 3); and 165 American students who had
been undergraduates elsewhere in the United States. (Group &4). The
gubjects in Groups 1, 3. and 4 were matched according to field of study
and year of graduation. The foreign students were drawn from 31 different
countries. ’

Graduate Record Examinations verbal (GRE~V) and quantitative (GRF—Q)
Aptitude Test tcores were available from preadmissions testing for 166
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students in Group 1, 14 in Group 2, 144 in Group 3, and 164 in Group 4.
[For a brief description of the GRE Aptitude Test, see Summary No. 4,
American Association ..., 1971.] Scores on the five-part TOEFL were
available from preadmissions testing [presumably International administra-
tions] for 69 students in Group 1 and 55 students in Group 2. (Mean TOEFL

scores of Groups 1 and 2 were 507 and 499, respectively; Sbs = 52 and
42-)

Crade-point averages (GPAs) were calculated for all students at three
stages in their graduate training: after completion of (a) 9 credit
hours, (b) 21 credit hours, and (c¢) 30 credit hours.

Results and Conclusions

Analyses of variance showed no significant differences in GRE scores
between groups of foreign students (Groups 1 and 2) or between groups of
American students (3 and 4). However, significant differences in both the
GRE~V and GRE-( scores were found between the principal group of foreign
students (Group 1) and each of the two groups of American students (3 and

4).

Correlational analyses performed separately for 9-, 21~, and 30~cred-
it hour GPA revealed the following effects: GRE-V did not correlate
slgnificantly with any of the GPAs for Group 1 (r's = .06 to .09) or Group
3 (all r's = ,15) but showed low significant correlations with the GPAs
for Croup 4 (r's = .18 to .29). GRE-Q showed low but signific : - correla-
tions with the GPAs for Group 1 (.26 to .27), Group 3 (.25 . - .28), and
Group 4 (.16 to .25). Correlations for Group 2 were based on too few
cases to interpret (N = 14). These data show that GRE-V failed to predict
academic success for most groups and, while GRE-Q generally correlated
significantly with GPA, this score accounted for only a small percentage
of the variance in students' GPAs and thus may be of limited value as a
predictor of academic success.

For the principal group of foreign students (Group 1), GRE-V was
significantly correlated with total TOEFL score (r = .52) and with scores
on four of the TOEFL subtests: Listening Comprehension (.30), Vocabulary
(.46), Reading Comprehension (.43), and Writing Ability (.41). Thus,
there appears to be at least some commonality in skills measured by these
two tests,

For the principal group of foreign students (Group 1), correlations
were computed between TOEFL and GPAs ‘based on 9~, 21~, and 30-credit
hours., Correlations betw.en total TOEFL score and the GPAs were very low
(ranging from .08 to .12)., Of correlations involving the TOEFL subtests
and GPAs, the only significant ones were those between English Structure
and (a) 2l-credit GPA (r = .29) and (b) 30-credit GPA (r = .33), All
other correlations fell between ~,10 and +.20 and were nonsignificant.
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These low TOEFL-GPA correlations indicate that TOEFL is not a reliable
predictor of academic success in graduate school.

It is recommended, among other suggestions, that admissions decisions
be based on undergraduate transcripts and that currently used vecbal

aptitude and language proficiency tests be excluded as admissions criter-
ia.
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72, Sokari, H., (1981). Predictors of college success among foreign
students from various ethnocultural backgrounds (Doctoral
dissertation, University of San Francisco, 1980). Dissertation
Abstracts International, 41, 3543A-3544A. (University Micro-
films No. 81

Purpose

This study examined the role of several variables in predicting
college grade-point average (GPA) for foreign students in two colleges.
Predictor variables included TOEFL scores, high school grades, sex, age,
resident status (resident vs. commuter), college major, scores on the
College Board Scholastic Aptitude Test (SAT), number of college units
(credits) completed, and school attended.

Background

Three studies reviewed show that TOEFL appears to be a moderately
good predictor of college success. However, these studies were limited in
that two of them focused only on Asian students, and these studies did not
compare TOEFL with other predictors. Research suggests that potential
predictors include sex, age, high school grades, college entrance examina-
tion scores, resident status, and college major.

Method

The subjecis were 420 undergreduate foreign students at two Catholic
colleges in northern California (207 subjects from College 1, and 213 from
College 2), each of which enrolls approximately 3,500 to 4,000 students
annually. [The specific colleges are not named.] The total sample
included 196 males and 224 females, drawn from 35 different countries of
origin. The subjects ranged in age from 18 to 32 years, and TOEFL scores
ranged from 412 to 660, -

TOEFL scores were available from school records for College 1 only
[these are presumably scores on the three-part TOEFL obtained via Inter-
national or Special Center administrations]. Data for other predic’or
variables were avsilable for both schools (except that resident status s
not a variable for College 1, as all students there were commuters). Data
available from school records included (a) scores on the SAT {for a brief
description of the SAT, see Summary No. 2, Alderman, 1982] ; (b) average
high school grade [whether transformed to a single scale is not indicat-
ed]; (c) age of the subject; (d) resident status (i.e., resident on cawpus
vs. commuter); (e) major field; (f) number of scholastic units completed;
and (g) ethnocultural backround, grouped into seven categories: Africa
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(Gambis only), Oceania, (Cuba and Guam), North America (Canada), Europe
(10 countries), Near and Middle East (seven countries), Middle and South
America (six countries), and Far East (eight countries). '

| Results

Stepwise multiple regression analyses were per formed separately for
College 1 and College 2, with GPA as the criterion and each of the other
variables mentioned above as predictors. The analyses included three
scores from the SAT: verbal (SAT-V), mathematics (SAT-M), and total
(SAT-V + SAT-M) scores. For College 1 (the college for which TOEFL scores
vere available), SAT-M score accounted for most of the total variance (57
percent) and, after the effect of SAT-M had been taken out, other vari-
ables accounted for negligible amounts of variance (each &4 percent or
less). For College 2, average high school grade accounted for 26 percent
of the total variance in GPA, SAT-M score added about 9 percent, and sex
added 6 percent; other variables accounted for negligible amounts of
variance (i.e., each 4 percent or less). Analysis for both colleges
combined showed that SAT-M accounted for the greatest amount of variance
in GPA (28 percent), with sex accounting for an additional 8 perceant,
and average high school grade an additional 6 percent; other variables
accounted for negligible amounts of variance (3 percent or less).

A stepwise multiple regression analysis was also performed for
College 1 with TOEFL as a criterion and all other variables, including
college GPA, as predictors. In this analysis, total SAT .accounted for the
largest amount of variance in the TOEFL score (27 percent), with other
variables accounting for negligible amounts of variance (each 1 percemt or
less).

Additional analyses were also performed to test the effects of each
predictor separately on college GPA. Each analysis consisted of a contrast
between groups, with the mean difference in GPA cowpared to the common
standard deviation. These analyses showed significant differences in GPA
as a function of college attended (grades at College 1 were higher than
those at College 2) and sex (males ourperformed females), with the level
of significance greater for students from male-dominated geographic
regions, especially for certain college majors (humanities, physical and
life sciences, and business administration). GPA was also significantly
related to the subject's age (older subjects outperformed younger stu~
dents) and to average high school grade for College 2. Also related to
GPA were SAT scores, particularly SAT-M, and number of scholastic units
completed. There was a suggested relation between resident status ard
GPA, with residents performing better than commuters, slthough the lack of
resident students at one college prevents strong conclusions in this
regard. Finally, the relation of TOEFL to GPA was examined for subjects
at College 1 by dividing these subjects into two groups according to their
TOEFL scores: %412 to 609 and 610 to 660, No significant difference
between groups was found, indicating a failure of the TOEFL score to
predict college GPA.
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Conclusions

The results suggest that TOEFL is not a good predictor of college
acedemic performance. Of the variables studied here, the best predictor
appeared to be the SAT-M score. Also of some value as a predictor is the
student's sex (particularly for students from male-dominated societies)
and, to a lesser degree, the student's age. The results regarding effects
of average high school grade are mixed, as a significant relation of this
variable to GPA was found for one college but not the other. Perhaps the
cole of high school grades is moderated by the student's major and/or
region of origin; the college in which a significant relation was found
had a high percentage of Middle and South Americans majoring in engineer-
ing, whereas in the other college, more than half the foreign students
were from the Far East and there was a higher percentage of business
administration majors.
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73. St. Martin, G. M. (1979), Effect of sojourner housing situations on
second language acquisition. Paper presented at the meeting of
the Society for Intercuitursl Training, Education, and Research,
Mexico City. (ERIC Document Reproduction Service No. ED 183
005)

Purpose

This study sought to determine whether living with an American family
while taking an intensive English language course would improve foreign
students' learning of English.

Me thod

The subjects were 83 students enrolled in a l4—week intensive English
language course who had chosen to live with American families ("homestay
subjects”) and 83 other students (“non-homestay subjects”) who were
matched with them in scores on the Michigan A or Michigan Placement Test.
[The structures of these tests are not described.] In most cases, pairs
were also matched for sex and native language. Non~houestay subjects
lived in dommitories or apartments, typically with, or close to, speakers
of their native languages. Eleven different native languages were repre-
sented.

Instructicn consisted of 22.5 total hours per week of classes in five
areas: spoken English, grammar, composition, reading, and laboratory. At
the end of the lé-week term, all students were graded in all areas except
the laboratory. Also, most subjects took the three—part TOEFL [preswably
at International or Specfal Center administrations}, yielding 69 pairs of
subjects on which analysee involving TOEFL were based.

Results and Conclusions

Analysis of variance showed significant differences between honestay
and non-homestay subjects in total TOEFL score and in two subsections:
(a) Listening Comprehension, and (b) Reading Comprehension and Vocabulary;
the difference for the third section, Structure and Written Expression
section, was in the same direction but was not significant. Analyses of
variance also showed significant differences in favor of homestay subjects
in grades in all areas: spoken English, grammar, reading, and composi~-
tion.

The results support the assumption that the best way to acquire
language competence is to live iu ar environment in which it is used.
Agong possible reasons for this {s that homestay students may be encour—
aged to experiment with English in a relatively relaxed atmosphere. The

202



~197~

present results, however, might also be due to the fact that students who
choose the homestay situation are less shy and have & more positive

attitude toward English and English language speakers than do students who
do nut choose this situation.
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74, Stevenson, D. K. (1975). A preliminary investigation of construct
validity and the Test of English as a Foreign Language (Doctoral
dissertation, University of New Mexico, 1974). Dissertation
Abstracts International, 36, 1352A. (University Microfilms No.
75-18, 664)

Purpose

The first portion of this thesis discusses the assessment of validity
in relation to TOEFL and language tests in general; the second portion
describes a project to develop an oral cloze test and determine its
relationship to TOEFL and other measures.

Background

Several forces led to development of TOEFL, including the need for a
language measure to use in selecting foreign students for admission to
colleges and universities in the United States and Canada. Although
TOEFL appears not to be a suitable predictor of college performance, it is
most important that TOEFL assess the language proficiency required for
academic success. A problem is that it has been difficult to define such
a requirement. Yet the validity of TOEFL as 8 measure of English language
proficiency needs to be established.

Content validation is one approach. Unfortunately, linguistic theory
does not imnclude specifications that can provide a firm basis for content
validation of TOEFL. Expert judges can only determine if the content
seems reasonably in accord with theory. Even then, the content sele~ted

by such judgmental procedures might prove to relate more to a foreign—
speake: standard than to the more appropriate nagtive~speaker standard.

A second method is criterion-related validation——determining if the
test is sufficiently related to another, sccepted measure of English
proficiercy. A problem, however, is that it is difficult to find a
criterion measure whose own validity has been clearly established. Also,
1f the criterion is to be a behavior sample, appropriate quantification
poses some difficulty.

A third approach--construct velidation--is advocated here. This
approach involves demonstrating (a) that two or more intended indices of
the same skill ar~ relatively highly related (thus showing "convergent

validity”) an- hat two intended indices of different skills are less
highly relat. .8 showing "discriminant validity”). The discriminant
validity of ths TOEFL subtests may not be sufficient to conclude that

these different parts are measuring different skills (cf., data from Pike,
1979)0 .
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A multitrait multimethod approach to examining the validity of the
TOEFL Listening and Reading Comprehension section is advocated. By
this method, convergent and discriminant validity would be demonstrated if
correlations among tests of a single skill, using different methods, were
higher than correlations between tests of different skills, using similar
methods. In this regard, it is proposed that the TOEFL Listening and
Reading Comprehension subtests be administered along with an oral and a
written cloze test in order to examine interrelationships among these
tests. The research summarized below is an effort to develop an oral
cloze test that might be used for this purpose and to determine its
relation to TOEFL and to another test of listening ability.

Method

[Development of the oral cloze test included several phases, and only
the phase involving comparison with TOEFL is summarized here. Development
of a written cloze test, which was not compared with TOEFL, is also not
discussed. ]

The subjects were 101 foreign students at Indiana University,
46 of whom were included in the analyses involving TOEFL.

In the oral cloze test, the subjects listened to two passages total-
ing 434 words of difficulty appropriate for junior-high level native
English speakers. Every seventh word w«s replaced with & bell sound,
and a8 six-second pause was inserted after every sentence to facilitate
responding. The subjects guessed each deleted word by writing it on a
separate answer sheet. Each passage was repeated four times. Responses
were scored by an exact-word criterion (i.e., only the precise word that
had been deleted was scored correct).

A multiple-choice version of the noise test (see Gradman & Spolsky,
1974) was also administered. 1n this test, the subjects listened to 50
sentences with a white noise overlay and, for each sentence, chose the one
sentence out of five listed on an answer sheet that matched the sentence
heard. Scores on the five-part TOEFL [presumably obtained at Internation—
al administrations] were available from the students' institutional
records.

Results and Conclusions

For the full sample of 101 students, the oral cloze test showed a
suitable score range (0 to 36, of a possible 50) and KR-21 reliability of

-

ICampbell, D. T., & Fiske, D. W. (1959). Convergent and discriminant

valﬁ?atigu by the multitrait-mult;~ethod matrix. Psychological Bulletin,
56, 81-105.
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.84, For the 46 students for whom TOEFL Jata were available, the score
range was 2 to 36, and the KR-21 reliability was .76. For the noise test,
a KR-21 reliability of .51 was observed for these 46 students,

Correlations were computed among the oral cloze test, the noise test,
and the five TOEFL subtests. Initial results of interest included the
following: (a) intercorrelations among the TOEFL subtests were not as
high as in most studies (here, .05 to .67, median = .54 ); (b) the oral
cloze test correlated most highly with the noise test (.67); and (c)
correlations with the TOEFL subtests were higher for the oral cloze test
(.29 to .51) than for the noise test (.19 to .45). Of particular interest
is that the oral cloze test correlated more highly with TOEFL Reading
Comprehension (.51) than with Listening Comprehension (.32). This last
result implies either (a) that the oral cloze test may not be an effective
test of listening ability, or (b) that the TOEFL subtests may be deficient
in construct validity.

A factor analysis of the seven variables was performed, and loadings
on two factors were generated by varimax rotation. The highest loadings
on one factor involved the oral cloze test, the TOEFL Listening Comprehen—
sion subtest, and the noise test; the highest loadings on the other factor
involved the other four TOEFL subtests. Although caution is warranted in
interpreting the data from such a small sample, one factor observed here
is tentatively identified as a listening factor and the other as a general
language proficiency factor.

The oral cloze test, developed as an experimental measure, shows

promise as un instrument for further research on the construct validity of
TOEFL and other language measures.
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75. Stover, A. D, (1982)., Effects of language admission criteria on
academic performance of non-native English-speaking studentr
(Doctoral dissertation, University of Arizona, 1981). Disserta-
tion Abstracts International, 42, 4374A-4375A. (University
Microfiims No. DA 8207017) -—°

Purpose

This study investigated the contribution of TOEFL scores, average
grade in the final semester of pre-university classes in English as a
second language (ESL), native language, and major area of study to predic-
tion of first—-semester university grade-point average (GPA). Two indepen-
dent samples of students were employed in order to ascertain the gener-
alizability of results.

Method

The main sample of subjects were 159 students (98 undergraduate and
61 graduates) who enrolled in the Center for English as a Second Language
(CESL) at the University of Arizona between spring 1978 and fall 1979 and
later enrolled in the regular academic curriculum at the university.
Admission to the University of Arizona required a TOEFL score of 450 or
above and a minimum average grade of 2.5 in CESL classwork. These subjects
had taken the three-part TOEFL.

The validation sample consisted of 142 students (91 undergraduates
and 51 graduates) who enrolled in the CESL during summer 1976 to fall
1977, then enrolled in the regular academic curriculum at the University
of Arizona. There was no minimum CESL grade requirement for university
admission in force for the validation sample, which had matriculated
earlier than the main sample. The validation sample had taken the five-
part TOEFL. For both samples, TOEFL scores [presumably obtained in
International asdministrations] and first-semester university GPA were
obtained from school records.

The predictive validity of TOEFL and the average CESL grade were
examined for Arabic, Japanese, Spanish, and “other"” language grouge.
Also, the data were examined separately for several major areas of study:
agriculture, business, engineering, liberal arts, fine arts, socilal
sciences, and "others.”

Results and Conclusions

In both samples, subjects with a minimum grade of 2.50 in the final
semester of the CESL obtained an average GPA in their first semester of
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regular academic study that was higher than the minimum GPA requiraed to
avoid academic probation; this finding applied for subjects who scored at
or above 450 on TOEFL. The (three-~part) TOEFL score of the main sample
and the (five-part) TOEFL score of the validation sample werc found to
correlate .21 (p < .05) and .16 (ns), respectively, with undergraduate
GPA. TOEFL score did not correlate significantly with graduate GPA for
either sample.

There did not appear to be any systematic differences in GPA among
language groups or among major areas of study, either at the undergre’soce
or the graduate level. The Arabic language subgroup, howevevr, obtained a
lower mean TOEFL score than did the otner language groups in the main
‘sample of subjects. ,Regression analyses indicated that the graduate
versus undergraduatévariable was the strongest predictor of first-
semester college: GPA and that the svcrage CESL grade was a strnger
predictor of first—semester college GPA than was the TOEFL score in both
the main and valfdation samples. This result was not unexpocted, given

that ESL course - “ence was similar tc regular course experience at the
university. Ti. regsion analyses also showed that preliction of
first-semester GP. .. 1 TOEFL was better frr subjects given the three—part

TOEFL than for those giveu the five-part TOEFL, These analyses also
indicated that languege group was a significant predictor of university
GPA for the validation sample but not for the msin sample of subjects.

Graduate school first-scmegicr G \ was not significantly releced ¢o
any predictor varisile vxcept majnr irea. Major arsa » counted for 29
percent of the varisace of first-seme ter graduste GPA, a» higher Zrades
vere earned by subjects in the 1libzr.1 arts, “ine srts, and social sci-
ences than in other majors.

A combination of TOEFL scu.se and average CESL grauv sesm~¢ effective
for predic~ion of undergraduate college GPA. Score. on TUEFL and the
average CESL grade appeared to measure different language related phenow
ena. More research is needed regarding the En,iish language requirements
of academic work in college. A discrepancy between the main and validation
samples in the importance of language group in determining GPA suggests
that more attention needs to be given to how native language uay irnfluence
English proficiency and academic achievement.
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Swinton, S. S., & Powers, D. E. (1980). Factor analysis of the Test
of Fnglish as a Forecign Language for several language groups
(TOEFL Rrcoearch Rep. No. 6; ETS Research Rep. No. 80-32).
Princeton, NJ: Educational Testing Service. (ERIC Document
Reproduction Service No. ED 218 921)

Purpose

This scudy sought to identify the component abilities that are
measurea by TOEFL and to determine whether there are differences among
language groups in the patt-rns of abilities tested. Toward this end,
factuor analysis was used to determine the factor structure of the test for
each of seven major lanjuage groups.

Metnod

Approximately 600 to 1,000 subjects from each of seven language
groups wzre chosen from the total population of examinees at the November
1976 International TOEFL administration. The language groups were Arabic,
Chinese (non-Taiwanese), Farsi, Japsnese, and Sparish, along with Zroup-
ings of African and Gorumani. languages. Represented in th: African group
were Yoruba, Ibo, Eiik, and other West African languages; and in the
Germanic group, German, Duteh, Swedish, Norwegian, Danish, and Icelandic.

Each item in the three-part TOEFL (excluding one item omitted from
operational scoring) was used as & variable in the analyses. For each
language ¢ o.p, the matrix of tetrachoric interitem -orrelations was
computed. (ihis corrutation required that items arswered correctly
by more than 96 pevcent of a group be omitted.) Factor analysis was
performed, and a four-ractor varimax rotation was applied for each lan-
guage group. An additional factor analysis was also performed using an
orthogonal rotation to fit the design structure of the test, as described
below.

-

Results

There was subtantisl variation among language groups in mean TOEFL
scores, with the Germanic group receiving the highest scores and the Farsi
speakers the lowest. Also, the patterns of subtest scores differed
somewhat across language groups; speakers of African languages, for
example, ranked second on Structure and Written Expression but sixth on
Listening Comprehension.,

Preliminary data from the factor analysis suggested that three to
five factors are appropriate to account’ for the performance of each
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language group except the Germanic group, for which as many as eight
facters might be appropriste. The four-factor varimax rotation was
applied and, for each language group, the number of items with the highest
loadings on each factor was determined, Listening Comprehension items
were found to form a separate factcr for all language groups. Of the
items in the Structure and Written Expression section, the written expres-
sion items clustered with the structure items for some pnative languages
but not for others, and the vocabulary items formed a dimension separate
from the reading comprehension items in many groups.

The four-factor solutions for each language group were then submitted
to an orthogonal rotation to ensure that they would fit the design struc-
ture of the test. The first factor was specified as that on which a
sample of 14 listening comprehension items showed maximum loadings; the
second target factor was defined by maximum loadings of all 14 structure
items; and the third target factor was defined by maximum loadings of a
sample of 14 vocabulary items. The fourth factor remained unspecified.

A clear, unambiguous factor relating to listening comprehension was
identified for all language groups. Other factors, however, were subject
to group differences. For the African, Arabic, Chinese, and Japanese
groups, the majority of structure, written expression, and reading compre-
hension items showed their highest loadings on Factor II, while the
majority of vocasbulery items showed their highest loadings on Factor III.
For the Spanish and Germanic gSroups, on the other hend, the preponderance
of structure items and written expression items showed their highest
loadings on Factor II, while most vocabulary items and reading comprehen-
sion items showed highest loadings om Factor III. For Farsi speakers,
these tuwo factors were much less differentiated. For most language
groups, there was no obvious association between Factor IV and any parti~
cular item type.

Correlations were computed between each factor and the subjects' sex,
ege, scademic status, and the number of times TOEFL had been taken. The
correlations that were most consistent across language groups were those
between Factor III and (a) age and (b) academic status, suvggesting that
vocabulary items may be more susceptible than any of the other item types
to training or experience.

Conclusions

Three major factors appesar to underlie performance on TOEFL. The
first involves listening comprehension for sll language groups. The
nature of the second and third factors depends on the language group in
question. For the two Indo-Furopean language groups, whose languages are
most similar to English (the Germanic and Spanish groups), the second and
third factors correspond with the current format of TOEFL, 4n which
structure and written expression items contribute one subscore and resding



=205~

comprehension and vocabulary {items contribute another. For most other
groups studied--African, Arabic, Chinese and Japanese——reading comprehen~
sion items cluster with structure and written expression items, with
vocabulary forming a separate dimension.

These results indicate the value of examining not only the total
TOEFL score in assessing language competence but section scores as well.
The results also suggest that, although the score on the third section of
TOEFL is based on a combination of performance on reading comprehension
and vocabulary items, there can be value in examining performance on these
two item types separately, since for some language groups these item types
apparently tap different factors.

An important issue of recent debate concerns the degree to which
language proficiency is divisible into separate language skills. The
present results suggest that the answer to this issue may depend on the
sample used, as the Farsi speakers showed relatively little differentia-
tion among factors, whereas the Germanic speakers showed considerable
differentiation, with other groups falling between these extremes. That
these two language groups also represented the extremes in average TOEFL
scores suggests that the degree of differentiation may relate to overall
level of English proficiency.
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77. warner, C. J. (1982). A study of the relationships between TOEFL
scores and selected performance characteristics of Arabic
students in an individualized competency based training program
(Doctoral dissertation, University of Tennessee, Knoxville,
1981)., Dissertation Abstracts International, 42, 4810A.
(Universify Microfilms No. DA 8209009)

Purpose

This study addressed the following questions regarding Arabic train—
ees in a special two-year vocational education program in the United
States: (a) How does the distribution of TOEFL scores coﬁzare with the
distribution of instructors' performance ratings? (b) Is there a differ-
ence in distribution of performance ratings given by English language
{nstructors and those given by instructors in individusl areas of special-
1zation? (c) How do TOEFL scores compare with students' class rankings?
and (d) Do trainees in different job categories differ in TOEFL scores?

Background

Crade-point average (GPA) for foreign students may be affected by
their relatively low English proficiency and instructors' attitudes
toward them, thus obscuring the students' academic accomplishments. The
low relationship between TOEFL and academic success found in some studies
may relate to this facr and to the fact that TOEFL measures knowledge of
formal English structure but not necessarily ability to communicate, A
stronger relationship might be observed 1f, as in the present study,
academic success were measured by instructors' ratings rather than GPA.

Method

Eighty-one individusls from [an unnamed] Middle Eastern country
participated in a two-year training program in the United States. The
progras prepared trainees, both professional and technical, to participate
in the development of vocational education centers in their home coun—
tries. The subjects attended English-language training programs during
the first six months and professional/technical training classes for the
remainder of the two years. English training was provided at six U.S.
universities, and professional/technical training was provided at four
U.S. universities.

Scores on TOEFL [presumably the three-part version] were obtained

for all 81 subjects at the end of their English training; except where
noted, these are the TOEFL scores used in analyses reported below. TOEFL
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had also been administered to 61 of these subjects at the beginning of
their English language training to pe' .t assessuent of gain. Both sets
of TOEFL scores were obtained from U.S. Department of Labor records [the
scores were presumably earned in international or Specisl Center adminis~
trations]. 1In addition, subjects were rated on a five-point scale by
their English language instructnrs and professional/technical instructors
on four variables: (a' .cademic ability, (b) dependability, (c) profes-
sional attitude, and (° ability to communicate.

Results and Conclusions

The cverall mean TUEFL score after English language training was
373.1, (SD = 39.0). The mean change in TOEFL score, for the 61 subjects
+% «d at both times, was 34.6 points (SD = 38.4).

The subjects were placed into five groups based on their TOEFL
scores. The middle group was defined by adding one-half SD and subtract-
ing one~half SD from the mean, and score ranges for groups 2 and 4 were
equal to one §D. Hence, the TOEFL scores for the five groups were (a)
less than 314.6, (b) 314.6 to 353.5, (c) 353.6 to 392.5, (d) 392.6 to
431.5, and (e) greater than 431.5. The numbers of subjects falling into
these five groups—--1, 23, 40, 12, and 5, respectively~—comprised the
distribution of TOEFL scores. *

The numbers of subjects falling into each of five academic~perform-
ance groups (poor, below average, average, above average, and outstand-
ing), as rated by their English language instructors, were 5, 19, 31, 21,
and 5, respectively. A chi-square goodness’' of fit analysis showed that
this distribution was significantly different from the distribution of
TOEFL scores. Analyses were also performed involving distributions
of English instructors' ratings on each of the other three variables
described above and professional/technical instructors' ratings on each of
the four variables. All of these distributions differed significantly
from the TOEFL distribution. [These results do not permit conclusions
about the degree of relationship between TOEFL scores and instructors'
ratings. Since scores were apparently provided to the investigator
without identification by subject name, it was not possible to conduct the
types of analyses, such as correlational ans'ysis, that could indicate the
degree of match between individuals' scores.]

The distribution of ratings by English language instructors was
compared with the distribution of ratings by professional/technical
instructors for each of the four factors. For the academic ability
factor, these distributions differed significantly, with the first group
giving a modal rating of "average” and the second group, "above average.”
The distributions also differed significantly for the professional atti-
tude and ability to communicate factors, but not for dependability. On
all factors except dependability, then the students were rated more
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favorably by their professional/technical instructors than by their
English language instructors. These results may have to do with differ—
ences in frame of reference, as the English language instructors' primary
experience is with foreign students preparing to enter college—~degree
programs, whereas the professional/technical instructors are accustomed to
students studying vocational education.

The professional/technical instructors were asked to place their
students into three groups: top third, middle third, and bottom third of
the class. No significant difference in TOEFL scores among these groups
was observed, as the three groups had mean TOEFL scores of 388.5, 362.9,
and 357.1, respectively.

Five subgroups of trainees were identified: (a) administrator,
coordinator (N = 13); (b) instructor—educator, TV director, media produc-
er/supervisor (N = 13); (¢) curriculum developer, media developer, engi-
neering technician, computer technician (N = 7); (d) instructor, main—
tenance engineer (N = 39); and (e) media operator, technician, recording
engineer, illustrator/artist (N = 9). Subjects were placed into three
groups based on their post-training TOEFL scores: (a) below 353.6, (b)
between 353.6 and 392.6, and (c) above 392.6. A chi-square test of
independent samples showed a significant relation between job classifica~
tion and TOEFL score. Mean TOEFL scores of the five groups were 379.2,
382.2, 401.0, 366.8, and 357.0, respectively. (No significant relation
was observ:d between job classification and gain in TOEFL score due to
English training, however.) English proficiency thus seems to have been

involved to some extent in selection of trainees for their jobs.
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78. Wilcox, L. 0. (1975). The prediction of academic success of under-
graduate foreign students. (Doctoral dissertation, University
of Minnesota, 1974). Dissertation Abstracts International, 35,
6084B. (University Microfilms No. 75-12, 178)

Purpose

This study examined the predictive validity of prior academic record
and standardized test scores for students from Hong Kong enrolled at a
state university and for students from Vietnam enrolled at several insti-
tutions.

Method

The subjects in this study were (a) 99 students from Hong Kong in
their freshman year at the University of Wisconsin--Madison between 1968
and 1973 and (b) 84 Vietnamese students in their freshman year at 16 U.S.
institutions during 1967 and 1968. The subjects from Hong Kong all
- received financial support from their families, while the subjects from
Vietnam were financed by the Agency for International Development. The
Hong Kong group had taken the Hong Kong Certificate of Educatior Examina-
tion (HKCEE), which is used to determine which students will be permitted
to enroll in a local two-year course of study leading to enrollment in a
university. There are two comparable versions of the HCKEE, one in
Chinese and one in English; data from the latter were used in this study.
Students take examinations in five to nine subject areas and, in each, are
graded on an eight-point scale. For this study, the student's score wes
the sum of his or her six best scores.

The Vietnamese subjects had taken the Baccelaureate Second Part
Examination (Bac II), which is required in South Vietnam for admission to
a university and for deferral from the military draft. The Bac II con-
sists of essay questions fn philosophy, natural science, physics and
chemistry, mathematics, and two languages; and multiple-choice questions
in history, geography and civics. The results of each test are weighted
and summed tn provide a total score on a five-point scale.

/'1 subjects had graduated from secondary school in their home
countries and had taken the five-part TOEFL [presumably in International
administrations] and the College Board Scholastic Aptitude Test (SAT).
[For a bdbrief description of the SAT, see Summary No. 2, Alderman, 1982.]
The subjects from Hong Kong had also taken at least two College Board
Achievement (Ach) tests. College Board Achievement tests, offered in
I5 subject areas, consist of multiple-choice items testing students’
knowledge of the particular subjects. The group from Hong Kong took all
tests in their native country while the group from Vietnam was tested upon
arrival in the United States. The Hong Kong sample was divided into
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subgroups by curriculum (liberal arts vs. engineering), year of enroll-
ment, and sex. The Vietnamese sample was divided into those studying in a
California university ard those studying at any of 12 other U.S. institu-
tions,

Test scores and prior academic record were correlated with first-
semester grade-point average (GPA) for Hong Kong subjects, and with
first-year GPA for Vietnamese subjects. Multiple regression analysis was
then applied to the predictors to determine the best coubination of
variables for predicting GPA and the relative contribution of each vari-
able. Both Bayesian and least squares regression weights were applied and
compared. Bayesian procedures are considered preferable for analyzing
data from small samples.

Results and Conclusions

The correlation between the HKCEE and first-semester GPA for Hong
Kong subjects was .40. This 1is slightly less than the correlation between
high school performance and college GPA for U.S. students reported in the
literasture, although the correlation increased to .50 when corrected for
restriction of range. The correlation between the BAC II and first-
semester GPA for Vietnamese subjects was .34; the correlation with full
first-year GPA was .50. For this same group, high school grade average
correlated .47 with first-year GPA.

The correlations of these and other standardized tests with GPA are
depicted in Table 1. The data show that SAT mathematics (SAT-M) scores
were significantly related to GPA in both the Hong Kong and Vietnamese
sanples. These correlations are comparable to those commonly reported for
U.S. students. For the Hong Kong group, the average score on three SAT
schievement tests (ACH Ave) functioned as a useful predictor of GPA (r =
.49)., When sdded to HXCEE scores, ACE Ave scores contributed signifi-
cantly to the prediction possible from HKCEE alone. For both groups, the
addition of SAT-M to the measure of high school achievement (HKCEE or Bac
II) increased the correlstion with freshman GPA by about .10.

TOEFL score was unrelated to GPA in the Hong Kong sample but corre-
lated significantly with GPA in the Vietnamese sample. TOEFL did not
improve the prediction of GPA when combined with other good predictors
for either group.

The two groups differed considerably in the mean and standard devia-
tion of their TOEFL scores (Hong Kong: mean = 570, SD = 41; Vietnamese:
mean = 459, SD = 78), Far greater variation in the Vietnamese than the
Hong Kong subjects may partly account fpr the difference in correlation
for the two groups. Also, a threshold variable may have been operating.
That is, English skills and academic success may be related st low levels
of proficiency but unrelated at levels above the threshold value. This
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Table 1

Simple and Multiple Correlations of High School Academic
Achievement and Test Scores with College GPA

e
Group Predictor(s) Correlation with GPAS
Hong Kong HRCEE A0
N = 99 SAT-V .01
 SAT-M WAL
W ACH Ave A
TOEFL .00
HKCEE + ACH Ave . 56%
HKCEE + TOEFL + ACH Ave . S6%
Vietnamese BAC I1I « 50%
N = 84 SAT-V Mk
- SAT-M . SIn
TOEFL WA
Bac II 4 SAT-M . 60%
Bac II + SAT-M + TOEFL .60%

8First-semester GPA for Hong Kong sample; first~year GPA for Vietnamese
sample.

*p < ,01

might explain why the Hong Kong subjects showed no relationship between
TOEFL and GPA while the Vietnamege subjects, whose English proficiency was
lower, showed a significant relationship between these measures.

The Hong Kong and Vietnamese samples were subdivided according to
year of enrollment, sex, and curriculum, None of the resulting correla-

tions for a particular predictor or set of predictors was significantly
different from the correlation for the total group. The least squares and
the Bayesisn regression procedures predicted equally well,

A final analysis for the Vietnmmese sanple examined whether English
proficiency served as a moderator variable in ermining the predictive
validity of aptitude test scores. This sanple was divided into high and
low scoring groups on TOEFL, with the midpoint being a score of 450.
No significant difference between groups was found in the correlations
with GPA for SAT-V or for SAT-M,
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79. Wilson, K. M. (1982)., A comparative analysis of TOEFL examinee
characteristics, 1977-1979 (TOEFL Research Rep. No. 11; ETS
Research Rep. No. 82-27). Princeton, NJ: Educational Testing

Service.
Purpose

To gain a better understanding of the role of TOEFL in the education~-
al plans of foreign students, this study examined the characturistics and
performance of foreign nationals who took TOEFL during the period from
September 1977 through August 1979 and reported that they were doing so
in order to study in the United States or Canada.

Method

A history file was created using TOEFL program records containing
data on personal and academic characteristics provided by examinees on the
TOEFL answer sheet. These data include the examinee's sex, age, native
language, native country, country of residence, level of intended degree
progran (and intended department of stuly for graduate level aspirants),
previous TOEFL testing, and pattern of score reporting (1.e., designating
or not designating institutions/agencies as score-report recipients).
Descriptive statistics on these data were computed. Section and total
scores on the three-part TOEFL were determined for subgroups on each
varisble. Finally, correlational analyses were performed in order to
quantify the relationship between membership in relevant subgroups and
performance on TOEFL. The analyses included only International and
Special Center testing program examinees who designated native countries
and indicated that their reason for taking the TOEFL was to study at a
university in the United States or Canada. A total of 235,738 examinees
met these criteria.

Results and Conclusions

0f the many findings reported in this study, the following are some
of the more salient.

A total of 163 countries were named as native countries by two or
more degree seekers. The 25 largest native country groups accounted for
84 percent of all degree seekers. Five coumtries accounted for 54 percent
of all degree seekers; Asian and Mideastern countries accounted for 50
percent and 23 percent, respectively.

About half of all degree seekers were prospective undergraduate
students, and about half were prospective graduste students. Almost

218



-213-

one~third had taken TOEFL previously. More than sever in 10 were male,
and almost three in 10 were tested in the United States or Canada. The
typical (median) undergraduate Jdegree seeker was 20 years old, and the
typical graduate degree seeker was 25. Only 50 percent designated insti~-
tutions to receive TOEFL score reports. Sixty perceant of all prospective
graduate students did not name specific depa’g.ents of study. Among the
40 percent that did, 50 percent named onewI the natur.l sciences, 20
percent named a business school, 20 percent named one of tie social
sciences, and 8 percent named & subject in the humanities.

Prospective graduate students performed better on TOEFL (mean total
score = 511) than did prospective undergraduates (499). Undergraduates
typically outperformed graduate students cn the Listening Comprehension
section and graduate students typically scored higher on Structure and
Written Expression and on Reading Comprehension and Vocabulary. Women
tended to outperform men (mean scores = 513 and 502, respectively), and
examinees tested in foreign centers did better than those tested domesti-
cally (mean scores = 512 and 488, respectively). Repeaters tended to
attain a lower mean score (496) than did those taking the test for the
first time (505). The 57 percent who did not request that official score
reports be sent to insicitutions received a considersbly lower mean score
(486) than did the total group (505).

For 129 native country subgroups with 15 or mcve degree planners, the
following relationships were identified. The percentage of nonreporting
of scores to institutions was inversely related to TOEFL score (r = -.553).
The percentage of repeaters wae inversely related to TOEFL score (r =
~-,64)., Native courtries with a higher percentage of women examinees had a
higher TOEFL score (r = .40). On the average, examinees from developed

countries included higher percentages of women, were younger, and had
higher TOEFL scores (especially on the Listening Comprehension subtest)
compared to examinees from developing countries.

Based on the above findings, the following conciusions seem warrant—
ed. Many examinees (perhaps the majority) do not apply to take TOEFL at
or around an appropriate time of testing for admission for the following
academic year. Those who designate institutions to recelve score reports
gre closer to the time of enrollment than are those who do not. The
latter group of examinees are primarily interested in assessing their
English proficiency to determine if they should apply for asdmission now or
continue to study English and repeat TOEFL until they attain an acceptable
score.
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B0. Wilson, K. M. (1982), GMAT and GRE Aptitude Test performance in
relation to primary lgggggge and scores on TOEFL (TOEFL Research
Rep. No. 12; ETS Research Rep. No. 82-28). Princeton, NJ:
Educational Testing Service.

Purpose

This study was conducted with two main goals: (a) to describe the
performance of foreign examinees on the Graduate Management Admission Test
(GMAT) and the Graduate Record Examinations (GRE) Aptitude Test in rela-
tion to self-reported primary language (English vs. other) and in relation
to the performance cf the total population -’ examinees on these tests,
and (b) to analyze the relationships betwe. . performance on TOEFL and
performance on the GMAT and GRE.

Method

Through the use of cross-file matching of data maintained by the
GMAT, GRE, and TOEFL programs, & history file was constructed that con~
tained data on the performance of examinees who took either the GMAT and
TOEFL or the GRE and TOEFL between September 1977 and August 1979. [The
GMAT is briefly described in Summary No. 64, Powers, 1980; the GRE Apti-
tude Test is briefly described in Svummary No. 4, American Association ...,
1971; TOEFL scores were presumably obtained via International or Special
Center administrations.] Separate analyses were conducted for foreign
candidates who indicated on their GMAT or GRE answer sheets that English
was their primary language (EPL) or second language (ESL). EPL examinees
vwere those who reported that they communicated better or were more fluent
in English than in any other language. The subgroups were further broken
down according to self-reported citizenship status (U.S. vs. foreign).

The GMAT consists of verbal (GMAT-V) and quantitative (GMAT~-Q)
aptituds sections, and the GRE consists of verbal (GRE-V), quantitative
(GRE-Q), and analytical (GRE-A) aptitude sections. For each group of
examinees, means and standard deviations were obtained for section and
total scores on each test. Also, a linear correlation was computed
between the score for each section of the GMAT or GRE and the TOEFL
score,

Results and Conclusions

GMAT/TOEFL

Over 5,000 examinees took both the GMAT and TOEFL during the period
in question. Table 1 shows mean scores on the two tests. Also indicated
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are perceatile ranks showing the standing of the examinees either (a) on
the GMAT relative to all examinees taking the GMAT between (Cctober 1977
and July 1980, or (b) on TOEFL relative to all prospective graduate
applicants taking TOEFL between September 1978 and August 1980. The
typical GMAT/TOEFL examinee apparently was well above average in English
language proficiency. The TOEFL mean (553) for this group was at the 77th
percentile in the distribution of scores for all prospective graduate-
level examinees. Percentile ranks on GMAT subscores were considerably
lower for this select group of TOEFL examinees, except for the score on
the quantitative section, which was above the mean for all examinees on
the GMAT. While the foreign EPL examinees (from non-English-speaking
countries) had higher verbal scores than the ESL examinees, %hey were
still substantially below the mean for all G(MAT examinees.

Table 1

Means and Percentile Ranks on TOEFL and GMAT
for TOEFL/GMAT Examinees

Foreign EPL Foreign ESL EPL & ESL

(N = 1197) (N = 3918) (N = 5115)
Mean Rank Mean Rank Mean Rank
GCMAT-Verbal 20.2 25 15.7 13 16.8 18
GMAT-Quantitative 27.5 52 29.0 60 28.6 60
GMAT-Total 418.0 31 389.8 23 396.4 26
TOEFL Total 589.4 89 541.8 71 552.9 77
TOEFL LC® 58.2 83 54.8 71 55.6 75
TOEFL S & WE 58.7 88 53.0 68 54.3 72
TOEFL RC & V 59.9 88 54,8 67 56.0 74

aTOEFL sections, abbreviated here and in Tables 2 and 3, are LC: Listen-
ing Comprehension; S & WE: Structure and Written Expression; and RC & V:
Reading Comprehension and Vocabulary.

The correlations between section and total scores on the GMAT and
TOEFL were nearly identical to those reported by Powers (1980). They show
that the TOEFL scores were strongly related to the GMAT verbal scores but
only moderately related to the quantitative scores. The correlation
between TOEFL and the GMAT-V was slightly higher for ‘the EPL group (x =
.76) then for the ESL group (r = .68). However, the EPL group attained
higher scores on the GMAT-V than did the ESL gtoup. Thus, the lower
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correlation for the ESL group may have resulted from the fact that this
group had lower and more homogeneous scores on the GMAT, thus producing &
possible cellar effect. Also, because of the EPL exaninees' greater
proficiency in English, their performance may have been more reliably
assessed by the GMAT. Although it is not possible to identify precisely
the cause of the discrepancy in the correlations for the EPL and ESL
groups, the differences are small enough that, for purposes of interpret-
ing GMAT scores in light of TOEFL scores, separate treatment of EPL and
ESL subgroups may not be necessary.

GRE/TOEFL

Table 2 shows the means and percentile ranks for nearly 4,000 GRE/
TOEFL examinees. Reference groups for deriving the perceantile ranks here
are (a) for TOEFL, all graduate-level candidates who took TOEFL between
October 1977 and August 1980, and (b) for the GRE, all candidates who took
the GRE between October 1977 and June 1980. The data show that the
typical GRE/TOEFL examinee was above average in English language profi-
clency, as reflected in TOEFL performance (80th percentile). Performance
on the GRE, in contrast, was considerably lower for this subgroup of
examinees than for all GRE examinees on the verbal and analytical aptitude
sections, although it was above average for the quantitative section.
while the foreign EPL examinees exhibited higher ranks on TOEFL than did
their ESL counterparts (84 vs. 76), they were still substantially below
the mean for all GRE examinees on the GRE verbal and analytical subtests.
The foreign EPL candidates performed better than the ESL group on the
verbal section of the GRE but not on the other two sections.

Table 2

Means and Percentile Ranks for TOEFL/GRE Examinees

Foreign EPL Foreign ESL | EPL & ESL
(N = 1366) (N = 2422) (N = 3808)

Mean  Rank Mean  Rank Mean  Rank
GRE-Verbal 386 23 345 16 360 18
GRE—-Quantitative 603 72 606 72 605 72
GRE—-Analytical 406 24 400 23 402 23
TOEFL Total 573 84 552 76 559 80
TOEFL LC 56 76 55 72 55 72
TOEFL S & WE 57 83 54 72 ' 55 76

TOEFL RC & V 59 84 56 74 57 78
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Table 3 depicts the relationships between GRE and TOEFL scores for
the EPL, ESL, and combined groups of GRE/TOEFL examinees. The combined-
group data show that TOEFL total score was strongly related to the GRE
verbal score (r = .70), moderately related to the GRE analytical score
(r = .62), and only weakly related to the GRE quantitative score (r =
«21). The correlations between TOEFL and the GRE verbal and analytical
measures were slightly higher for the EPL than the ESL group. Among TOEFL
sections, List:ning Comprehension consistently correlated lowest with
the GRE scores. This finding 1s not surprising since the GRE does not
assess listening skills. Of the three TOEFL sections, Reading Comprehen-
sion and Vocabulary showed the highest correlation with the GRE verbal
scores, which is not surprising either, since reading is more consistently
required for successful performance on all three sections of the GRE than
is listening or aspects of writing tapped by the TOEFL Structure and
Written Expression section. In general, the pattern of correlations
supports the construct validity of the three-section TOEFL.

Table 3

Correlations between Scor.s on TOEFL and Scores on the
GRE Aptitude Test for EPL, ESL, and Combined Group

GRE~Verbal GRE-Quantitative GRE-Analytical
EPL ESL Comh. “EPL ESL Comb. EPL ESL Comb.

Vs
TOEFL Total 74 .66 .70 21 .21 .21 64 .61 .62
TOEFL LC .60 .48 .52 .14 .08 .10 53 .47 .49
YOEFL § & WE .69 .56 .63 .20 .22 .21 .58 .52 .53
TOEFL RC & V .72 .67 .70 23 .25 .24 .61 .58 .56

A general conclusion suggested by the data is that limited English
proficiency is a major factor contributing to the depressed scores of
foreign examinees on the GRE and the GMAT.
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81. Woodford, P. E. (1982). The Test of English for International
Communication (TOEIC). In C. Brumfit (Ed.), English for Inter-
national Communication. Oxford: Pergamon kress. (ERIC Document
Reproductin- Service No. ED 198 146)

Purpcse

This paper provides a basic overview of the Test of English for
International Communication (TOEIC).

Method

The TOEIC is a secure multiple-choice test of the ability to under-
stand spoken and written English that is published by Educational Testing
Service. It consists of two sections: Listening Comprehension and
Reading Comprehension. Each section contains 100 items. Separate scaled
scores are provided for each section. Section scores range from 5 to 495;
thus, total scaled scores range from 10 to 990. The first form of the
TOEIC was administered to 2,710 Japanese adults in December 1979. From
this population, several samples representing five different section score
ranges were selected. Section scores were compared with scores obtained
on direct measures of listening comprehension, speaking, reading, and
writing. These included a measure of the ability to answer questions
asked in the native language by a Japanese examiner, a similar exercise
involving comprehension of written English, a letter-writing exercise, and
an oral English proficiency interview. One hundred eighty—seven of the
TOEIC examinees also took TOEFL in & special adninistration.

Results and Conclusions

The subjects were divided into five proficiency levels according to
their section scores on the TOEIC. The mean TORIC score of each group was
then contrasted with the mean score on each direct measure of language
skills and on the Listening Comprehension and Reading Comprehension
gsections of TOEFL. Although mno correlation coefficients were computed,
mean scores on all the direct measures and on TOEFL Listening and Reading
Comprehension showed a consistent relationship with mean TOBIC section and
total scores, as shown in comparisons of the five groups.
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82. VYalden, J. (1978). TOEFL and the management of foreign student
enrollments. TESL Tslk, 2, 16-21.

Purpose

This essay considers the issue whether the TOEFL is an appropriate
instrument for making admissions decisions for foreign applicants to
Canadian colleges.

Discussion

In using TOEFL scores, two major issues must be considered: (a) how
to interpret the scores and (b) whether TOEFL provides appropriate
information. Regarding score interpretation, the TOEFL manual states five
principles for the use of TOEFL in admissions decisions: (a) consider
part scores as well as the total score; (b) consider the different kinds
and levels of proficiency required in different fields and levels of study
and the colleges' resources for developing students' English language
skills; (c) do not use "cutoff” scores; (d) use all available relevant
information, not just TOEFL scores; and (e) assemble information on the
validity of admissions decisions based on TUEFL scores (Educational
Testing Service, 1973). The manual also reports score ranges found
acceptable by institutions.

It has been argued that Educational Testing Service (ETS) is incon-
sistent in its instructions, stating the above-mentioned principles while,
at the same time, offering acceptable score ranges to assist in score
interpretation., Actually, the manual is clear in cautioning users against
misuse of TOEFL scores; yet there is some evidence that certain cautions
provided in the manusl are being ignored. In a survey of Canadian colleges
and universities that admit foreign students for a particular program, a
fixed score on TOEFL was menticned as a condition for acceptance by almost
all respondents, without reference to part scores or to use of other
measures,

In seeking toc ensure the proper use of TOEFL scores, it is essential
to consider the second of the two main issues mentioned above: whether
TOEFL provides appropriate information. It has been argued that TOEFL, as
an American-msde instrument, is not appropriate for use in Canada. This
is not & major problem, however, since Canadian English is similar enough
to the type of English tested by TOEFL. The argument that TOEFL is an
unreliable test is also inappropriate, as research has shown that stu-
dents' scores do not vary greatly across administrations within a specifi-
ed time frame.

Arguments about TOEFL'S validity have also been raised, Studies at
ETS and elsewhere have addressed several aspects of validity. Concurrent
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validity has been shown in high correlations of TOEFL with similar tests
of English language proficiency as well as with quite different types of
test, such as the cloze test. Concerning predictive validity, relatively
low correlations have been observed between TOEFL and later grade-point
average (GPA). ETS notes, however, that prediction of GPA 1s not an
appropriate criterion for evaluating TOEFL.* The fact that TOEFL differ-
entiates among foreign students but not smong native American students
(Angoff & Sharon, 1971) is taken by those authors as evidence of comstruct
validity, in showing that TOEFL avoids the types of discriminations for
which 1t was not intended.

It must be asked whether the TOEFL subtests measure the skills
they are intended to measure, in light of findings such as that of Darmell
(1970) that the cloze test correlates more highly with the Listening
Comprehension section of TOEFL than with any other section. To understand
the origin of TOEFL subtests requires looking at different trends in
language assessuent.

Three trends have been 1dent1fied.2 During the prescientific
trend, issues of objectivity and reliability were ignored and teachers
were assumed capable of judging students'’ skill. The second, psychometric-
structuralist trend, grew out of a school of thought in which phonology,
morphology, syntax, and semantics were believed to comprise a hierarchy of
speech levels and that these levels should be assessed separately, a
should the four skills, listening, speaking, reading, and writing.
TOEFL was developed out of this "discrete-point” testing approach and
contains subsections to measure separate skills.

The third, 1ntegrative-sociolinguilt1c trend, involves testing of
overall language proficiency, according to the view that an underlying
general language competence is common to all of the modalities of language
use (cf., articles by Spolsky and Oller cited in footnotes). In recent
studies, "integrative™ testing techniques derived from this view have been
found to intercorrelste at high levels.

It is not clear at this stage whether the discrete~point or integra-
tive approach is best, and perhaps both approaches have their merits.
what is needed is s functional definition of the levels of language

lgducational Testing Service. (1970). TOEFL manual of interpretive
information. Princeton, NJ: Author.

2Spolsky, B. (1978). Introduction: Linguists and language testers.
In B. Spolsky (Ed.), Approaches to language testing. Papers in applied
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linguistics, advances in language testing series: 2., (Pp. 5~9). Arling-
ton, VA: Center for Applied Linguistics.

30113:, J. W., Jr. (1976). A progrsa for language testing research.
In H. D. Brown (Ed.), Papers in second language acquisition. Ann Arbor,
MI: Language Learning Special Issue No. 4.
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competence required for academic study, Until such a definition can be
reached, discrete point testing is the only available alternative. It
i1s hoped that a different type of testing approach can eventually be
developed based on functional statements for each situation in which
proficiency is to be determined. Meanwhile, those involved in admissions
decisions should be made aware of TOEFL's purpose and how TOEFL scores
should bde interpreted.

o <27



TOEFL Research Reports currently available . . .

Report 1.

Report 2.

Report 3.

Report 4.

Report 5.

Repon 8.

Repont 7.

Report 8.

Report 9.

Report 10.

Report 11.

Report 12.

Report 13.

Report 14.

Report 15.

Report 16.

The Performance of Native Speakers of English on the Test of English as a Foreign Language.
John L. D. Clark. November 1977

An Evaiuation o’ Alternative item Formals for Testing Enghsh as a Foreign Language
Lewis W Pike. June 1979

The Performance of Non-Native Speskers of Enghsh on TOEFL and Verbal Aptitude Tests
Paul J Angelis, Spencer S. Swinton, and Witham R. Cuweli. October 1879,

An Exploration of Speaking Proficiency Measures in the TOEFL Context. John L. D. Clark and
Spencer S. Swinton. October 18979,

The Rslationship between Scores on the Graduate Management Admisston Test and the Test of
English as a Foreign Language. Donald E. Powers. December 1980,

Factor Analysis of the Test of English as & Foraign Langusge for Several Language Groups
Donald £. Powers and Spencer §. Swinton. December 1880.

The Test of Spoken English as & Measure of Communicative Ability in English-Medium Instructional
Semings John L. D. Clark and Spencar S. Swinton. December 1880
. !

Effects of Item Disciosure on TOEFL Performance. Gordon A. Hale, Paul J Angelis, and
tawrence A. Thibodeau December 1980

item Performance Across Native Language Groups on the Test of English as a Foregn Langusge.
Donald L. Alderman and Paul W. Holland August 1881

Language Proficlency as a Moderator Vanabie in Testing Academic Aptitude. Donald L. Alderman
Novembaer 1981

A Comparative Analysis of TOEFL. Examinege Characteristics, 1977-1979, Kenneth M. Wilson
July 1882

GMAT and GRE Aptitude Test Parformance in Relfation to Primary Language and Scores on TOEFL.
Kenneth M. Wilson. July 1982.

The Test of Spoken English as a Measure of Commurucative Ability in the Health Professions
Vahoation and Standard Setting. Donald E. Powers and Charles W. Stansfield. January 1983

A Manual for Assessing [ anguage Growth in Instructional Seftings. Spencer S. Swinton.
February 1983

Survey of Academic Writing Tasks Required of Graduate and Undergraduate Foreign Students
Brent Bridgeman and Sybil Carlson. September 1983

Summaries of Studies Involving the Test of English as & Foreign [ anguage, 1963-71982.
Gordon A Hale. Charles W. Stanstieid and Richard P Duran F- - rary 1984

| If you wish additional information about TOEFL research or would like
to be placed on the mailing list to automatically receive order forms
for newly published reports, write to:

TOEFL Program Office
P.0. Box 2817

Princeton, NJ 08541-2917
USA

P 228



