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FOREWORD

Evaluation is an indispensable part of every sound educational
program. While there are several tools of evaluation in education—
the standardized test has become one of the most important.

To develop a good testing program and to make effective use
of test results in guidance, instruction, and administration, all sehool
personnel should have a basic understanding of the standardized
test. Those responsible for administering and using standardized
fests should become better acquainted with techniques and pro-
cedures for interpreting and using standardized tests.

It is hoped that the suggestions contained in this bulletin will
be of assistance to school personnel throughout the State who use

the results of standardized tests in guidance, instruction, and
administration,

Harry M. Sparks
Superintendent of Public Instruction
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SECTION I
THE STANDARDIZED TESTING PROGRAM

The use of standardized tests as psychological tools for measure-
ment of various components of behavior has become widely recog-
nized and accepted. The majority of educators and psychologists will
affirm that the schools can do a better job for their students by
using the various test and measurement devices. They can serve
many purposes in education. They have served many purposes and

have
tury.

changed to a great extent since the beginning of the last cen-
Noteworthy events from the historical background of the

testing movement would include:

1

2.

early survey of Boston School Children stimulated by criticisms
of schools by Horace Mann in early 1800’s

emphases placed on measurement by early pioneers, Galton and
Cattell

- contributions to the testing field by E. L. Thorndike and his

students at the close of the 19th century

. significant contributions in intelligence testing by the French

Psychologist, Alfred Binet

development of group intelligence tests and rating scales for use

by the Army in World War I which gave tremendous impetus to
testing in schools

widespread use of tests by all branches of the armed forces during
World War 11

use of tests by Veterans Administration in their advisory centers

- brovisions of the National Defense Education Act for testing of

secondary school students

continuous improvement and develbpment in test construction
from their earliest beginnings to today.

- A statement from Chauncey and Dobbin, “Testing, It’s Place in
u

n e

interesting

hard-won skills
€njoyah

ea,tior} Today”, will illustrate current thought for use of tests
ducational measurement.

When t.EStS are taken as they are intended to be taken as
Job samples on which the student can try out his
» the process is stimulating for most students and

D le for many. Learning is a satisfying experience; and as
testmg i

satisfyj
satisfac

s the proving part of that experience, it, too, can be
g and enjoyable. More important though, than the

tions it giveg directly to students, is the guidance that

1




good testing gives to the teacher, the counselor, the admissions
officer, and the student himself.1

NEED FOR TESTS IN EDUCATION

During the 1960’s there is a continued and growing interest in
testing and testing techniques at the national, state and local level
Many local districts are developing their own tests and testing
programs. National and state testing progrms are being expanded
and offered to local districts, in addition to, or as a part of their
local programs. The expansion of the National Defense Education
Act of 1958 has provisions which makes it possible for distriets to
test all pupils in the elementary, secondary schools and in junior
colleges.

The tremendous increase in school enrollment at all levels in
the past few years accompanied by an increase in the holding power
of the schools and the demands of a highly technical age have made
it increasingly difficult to develop and maintain an offective edw-
cational program for all boys and girls. School personnel are obli
zated more today than ever before to study their students thorough
ly, and change the curricula accordingly, to meet the needs of the

atudents.
s

INFORMATION TESTS CAN PROVIDE

An execellent discussion of testing program purposes and the .

. . . . . . 3 13 ()«
contribution testing can make is found in the publication, A Pro
posed 12 Year Testing Program.”

“Tests can provide much of the information needed to:

—understand the pupil better
—guide his learning and achievement
—evaluate his achievement in terms of his ability
—discover and guide his interests

—adjust to and provide for individual differences
—help each student understand himself

—give the student background for course select
planning.2

jon and cared!

; i
1 Henry Chauncey and John E. Dobbin, Testing: It’s Place in Edut

tion Today. Harper & Row, Publishers, 1963 p. 184. 2
2 Kent Area Guidance Council, A Proposed 12 Year Testing Progre%:
Ohio Scholarship Tests, State Department of Education, 1959, p- 1.
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Purposes for which tests are used are outlined in three broad
categories by Hill.

1. For instruction

—diagnostic, the study of pupils strengths and weaknesses in re-
lation to learnings desired

—placement, the study of pupil growth for the purpose of placing
the child in the most helpful learning situations.

2. For guidance
—for help in the selection of courses and subjects
—for help in making choices related to vocational planning

—ifor help in counseling and group guidance regarding educa-
tional and vocational planning and in assisting pupils to meet
personal and social problems.

3. For administration

—to provide data helpful in determining the efficiency of the
school system as a whole

—for help in determining promotion policies

—for help in determining policies regarding the grouping of
pupils for instructions

Obviously tests have many and various uses, and if used for the
purpose of making specific contributions to the total school program,
the testing programs may differ with each school system. The same
test may be used in different schools for the same or different pur-
Poses, and at the same time different tests may be used in different
Systems for the same purpose. This will point out the versatile nature
of tests and the necessity for purposeful testing as a service to the
System in achieving and improving the schools objectives.

The administrator may use a survey battery of achievement to
Study performance trends in subject matter areas of their student
bopulation for curricular revision. The principal may use the same
results as an aid in the grouping of students for instruction. The
counselor may use the results to aid the student in evaluating his
S'Bl“engths and weaknesses. Results from the same battery may be
Used in conference with parents to interpret student progress. Teach-
CIS may use the results to assess effectiveness of teaching methods or

to di : 5 :
diagnose student weaknesses. At the same time the testing director

\—‘

3 t“’ George E. Hill. The Staff Evaluate the School’s Testing Program.
A:E er for ?&]ducational Research, College of Education, Ohio University,
ens, Ohio, Pupil Services Series, 1960 No. 1,°p. 4
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may use the results to furnish data for compilation of local norms,
or for comparison with a larger population.

There are many other ways that tests and measurement devices
can be helpful to the school system. Characteristics unique to each
school or system, the necessity of testing for a purpose, readiness of
faculty to use the results, and many other factors necessitate a pro-
gram to fit a system designed to serve a function based upon sound
educational objectives.

A BASIC TESTING PROGRAM

To define testing programs in terms that would describe the
large school systems, as well as the small independent systems re-
quires a broad definition in very general terms. Findley in the NSSE
Yearbook, 1963, defines it as:

. . consisting of the systematic use, at more than one level and
in more than one area, of one or more tests where the selection,
administration, recording, and interpretation of the tests are all
planned and conducted in close accord with the major objectives
of the educational program.4

Attempting to outline a minimum or maximum testing prograll
applicable to all systems would be impossible. From attempts {0
develop a testing program conforming to the definition above Wil
come a framework which passes through a minimal state of develop
ment, upon which the development of an expanded program will be
possible. A minimum testing program hecomes a base beyond which
the school system may go, as qualified personnel, facilities, and
other criteria may determine.

Recognizing that there are certain needs common to all syster
many authorities in educational measurement have listed a minimi®
program, not intended to identify the program for the school, b‘_]t t'o
serve as a guide to identification of needs common to all and to ind>-
cate successful testing patterns which have served to provide O
monly needed information about each student. ;

The problems facing educators are complicated by a moré I
formed and concerned public, pressured by the rapidity of chang®
and further complicated by the basic belief inherent in a democtat®

4 Warren G. Findley. The Impact and Improvement of School Tesils
Programs. NSSE Yearbook LXII, Part II, 1963, p. 3.
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society, that each student has the right to make his own decisions or
choices.

The following statements from an annual report by Henry Chaun-
cey, President of the Educational Testing Service, illustrates this
point and implies an ever increasing obligation on the part of edu-
cators to provide assistance to each student:

“In an American educaticnal system, the student is offered
a number of choices about himself and his career as he progresses
through school, choices that he is enccuraged to make, and,
hopefully, is equipped to make. The variety and number of
choices are characteristic of American Education, as is the free-
dom of the student to make the choices himself. Almost without
exception, the educational systems of other nations in the west-
ern culture have only one of two choice points in the career of
the student, and almost always the choices are made for him
by someone else.

Here as in so many human endeavors, the extent of free
choice is sometimes limited by unequal school standards, by
variable home and community environments, and by the lost
development of potential in the early childhood and elementary
school years. But the fact remains that the framework for free
choice and a great variety of higher educational opportunities,
are open to the American student.”5

As they meet and cope with this challenge of change, educators
{rre_becoming more aware that purposeful action must be taken,
lr.ldlvidual needs must be better met, and that the individuals basie
}'1ghts must be recognized and assured. Prerequisite to all of these
'8 more and better information about each student, the curriculum,
and ﬂ.le instructional program accompanied by continuous and sys-
‘fematle evaluation which affirms that sound educational objectives
I harmony with sound educational philosophy are being reached.
~_-Sye}{ological tests and inventories can make a valuable contribu-
tlo.n I assisting the total educational program in achieving its
objectives.

AS pointed out by Willey and Andrews®, schools should not
nister any more tests than necessary. An extra test, admin-
= I:Jd, th.en filed and.forgotten is a waste of time which could be

St profitably used in developing ways and means to interpret

adm
iste

5
Serviihauncey, Henry. Annual Report, 1962-63. Educational Testing

S
ar Willey and Andrews, Modern Methods and Techniques in Guidance.
Per & Bros., Publishers, N.E., 1955, p. 167.

5




available test scores and place them in the hands of individuals
who can use them to help students help themselves.

The following minimum testing program for guidance follows
a pattern of testing for ability and achievement at the elementary,
junior and senior high school. It is designed to provide needed
information for guidance purposes.

Time of
Grade Administration Type of Test
First Beginning of Year Reading Readiness
Second
Third Beginning of Year Mental Ability
End of Year Achievement tests
Fourth Beginning of Year Diagnostic reading test
Fifth
Sixth End of Year Achievement tests
Seventh End of Year Mental ability
Eighth End of Year Achievement tests
Ninth Beginning of Year Mental ability
End of Year Achievement tests
Tenth Beginning of Year Interest test
Eleventh End of Year Achievement tests
Twelfth End of Year Achievement tests

Tests of mental ability and achievement are recommended at

the levels usually considered as transition points in the school life |

of the student. As mental ability and tests of achievement 1101'ma11')’
have high positive correlation coefficients, duplicative testmg I
avoided by placing them at different levels in the minimum pro-
gram. An interest inventory is recommended at the beginning of
the tenth grade as the student reaches a point of greater specializt:

tion. Special aptitude and personality measurement deviees 8 |

not included in the above program; however, many schools M4}
want to include them if they can administer and use them.

As there is a greater need for a general ability score early in
the student’s school life, many authorities recommend general ability

testing at the end of Kindergarten or at the beginning of the first ;

grade in addition to the mental ability test recommended above af

the beginning of the third grade. Others, because of low correlatiol |

coefficients of early ability scores with those obtained later reco™
mend the use of Reading Readiness and Reading Achievement i
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the first and second grade level. The mental ability test should be
as culture free as possible and not loaded with reading.

Schools with broad achievement testing programs for guidance,
instructional, and administrative purposes administer an achieve-
ment battery at the end of each grade level. In this case the need
for group mental ability testing at the upper grade levels will de-
crease, and the addition of special aptitude and personality de-
vices, supplemented by individual intelligence tests will change the
format of the above minimum program. The suggested minimum
program could be expanded considerably by shifting levels of mental
ability tests, including an achievement battery at the fifth and
seventh grade, and by substituing a multi-factor aptitude test bat-
tery at the ninth grade for the achievement battery. Aptitude test-
ing could then be enriched by using the USES General Aptitude
Test Battery at the twelfth grade. Problem checklists used as
pupil’s statements of their problems or concerns can be of value
m individual work with students and are used by many schools.
Although research data is consistently discouraging as to the value
of personality tests or inventories in group wide assessment, they
may be added if qualified personnel to use them are available.

Many authorities in measurement recommend a basic or mini-
mum testing program similar to the one listed above. Determining
the program needed in any particular school will require careful

planning and coordination as it develops from a minimum to a com-
plete testing program.




SECTION II
PLANNING THE TESTING PROGRAM

Testing, like many other aspects of education will not be ade-
quate without proper organization and planning. To insure an
effective program the school administrator must assume the central
point of responsibility. Spence! has suggested that a good testing
program should be supplementary not duplicative, usable not con-
fusing, economical not burdensome, comprehensive not sporadie,
suggestive not dogmatie, progressive not static. Several questions,
answered affirmatively, will provide a start toward initiating or
revising a testing program that ecould be described by the positive
aspect of the above phrases. Some of these questions are:

1. Do we have a well defined philosophy of education under-
stood by the staff?

9. Do we have a well defined philosophy of measurement under-
stood by the staff?

3. Is the role of measurement as it relates to the attainment of
educational goals and objectives clarified?

4. Do we need a standarized testing program?

5. Does the program need to be planned and coordinated to
meet the needs of the system?

A negative answer to any or all of the above questions will pin-
point the necessity for a system-wide testing committee to determiné
the needs to be served, to assure full cooperation and partieipation
of the entire staff, and to develop an organizational pattern or design.

differ

Testing Committee. Composition of the committee may
jst-

with each school system as it must function under the conditions ex
ing in the system. Representatives of the entire staff are recot
mended participants. These may be representatives from the ind-
vidual elementary and secondary school guidance or testing el
mittees and the system-wide testing coordinator designated to -
ordinate the development and operation of the total prograni.

No blueprint or universal application can be given t
planning a testing program, but a committee contemplating

o those
sueh @

1Ralph B. Spence, A Comprehensive Testing Program for Elemegm
Schools, Teachers College Record, Volume 34, pp. 979-284, Jan. 1932.
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“Planning the Standardized Testing Program”

program should give consideration to these factors; existing personr}el
for administering the testing program, experience of tea(.zhers with
test and testing techniques, attitude of school and community toward

standardized tests, and present and previous policies of the school or
System,

Steps in the testing program. Inability or failure to answer the
question, “Where do we start?’’ has resulted in many failures to
Keep testing in its proper perspective. The following steps or stages
through which g complete program must pass listed by Ross and

Stanley? are included to assist the committee in developing a func-
tional program,

L. Determining the purpose of the program
2. Selecting the appropriate test or tests
3. Administering the tests

4. Scoring the tests
\\‘—__

. 2C. C. Ross and Julian C. Stanley, Measurement in Todays Schools,
fentice Hall, Inc, N. J,, 1960, p. 212.

9




Analyzing and interpreting the scores

Applying the results
Retesting to determine the success of the program

SR IS

Making suitable records and reports.

Planning should begin with a study or review of the school’s

educational objectives and the translation of these objectives into |

specific behavior patterns. Vague generalizations should be changed
to concrete and attainable educational goals. Standardized tests
should be selected to provide the data which are best obtained
through the testing programs and plans made to secure other data
by more appropriate techniques. Planning should include preparé
tion of a detailed outline of the ways in which tests results will be
used, how scores will be made available for use, and the assustanct
to be provided for those who will be using them.?

Determining the purpose. After translation of educational goals
into working hypotheses, relating of these to the system-wide philos-
ophy of measurement, isolation of those which testing can agsist 10
obtaining, and determining of those which other techniques @an.he
more helpful, the committee will have a list of purposes for a testing
program, common to systems who ascribe to identical goals, and
unique to their own system.

The following is an example of how a general objective cal be

hypothesized and how purposeful testing can make a significant cot

tribution toward its attainment.

Objective: Preparation of each student for effective American
citizenship.

S A 3 . : : . 1n-
This is a general objective of courses in social studies 1 the !
structional program.

Hypothesized this statement could read:

Hypothesis: The social studies program helps students to ac
quire knowledge and skills essential for good citl-
zenship.

Purpose for Testing: Periodic assessment at selected grad?
levels of standardized achievement test ©:

1. identify students strengths and weaknesses in the area

: rd,
8 State Department of Education, The Testing Service, Hart{0

Connecticut, June 1959, p. 3.
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. provide information for curicular revision or modifica-
tion

3. evaluate effectiveness of teaching methods being used

4. assist student in evaluation of their progress

5. provide comparative data with a larger population in-

dicating the degree of understanding in the area being
tested.

Command of the fundamental processes is a very broad generali-
zation commonly found in the schools statement of goals and objec-
tives. This encompasses all areas of the curriculum. For each area the
same and many other purposes could be listed for which standardized

tests of achievement can make a contribution toward realization of
a desired goal.

To provide for the student such assistance as may be needed for
the development of his aptitudes and the full utilization of his abilities
i a general guidance objective for which assistance from the testing
program is needed. Testing may serve other purposes providing

group data needed for planning curricular and instructional pro-
grams,

After the purpose is determined, the other seven stages listed
above must be planned. The succeeding chapters are concerned
with selection, administration, scoring, interpreting and using test
results in the school program. The major focus is upon testing in
the guidance program. The State Department of Education, Hart-
ford, Connecticut, in a bulletin entitled, “The Testing Service: A
Design for Program Development listed the following prineciples:

Guiding Principles for a Testing Program

Since tests provide data about pupils and the school program,
the testing program should be planned as an integral part of
the Et.lucational process. Tests should be used as an aid to
Planning and carrying out instructional activities, but they

should not determine the curriculum. They are its servants
rather than itg master.

2. :I‘esting should be used as an aid to pupil self-understand-
}ng. and to vocational and educational planning. But testing
In itself is not guidance nor should decisions in guidance be
made on the basis of tests alone.

Tests should be selected to meet the needs of the local

:ﬁhool. The school staff should participate in considering
thzse mlieds and the ways in which tests can contribute to
rea

ization of educational objectives. The nature and

16}




10.

11.

12.

13.

purposes of testing should be understood also by the stu-
dent body and interested persons in the community, especially
parents.

Testing should be planned to include measurement of sev-
eral pertinent aspects of pupil ability and achievement. The
testing program should not consist of isolated segments.

The quantity and type of testing should be limited by the
time and ability of the staff to use the results. What counts
is not how many tests are given but what use is made of
the results. A testing program should not attempt to do so
many things that none of them is done well. The purpose
most important to the school should have priority. Other
purposes may be left for later development.

Tests given to all pupils in a grade should be supplemented
by additional tests for selected pupils and groups as needed.

Evaluation is a continuous process and tests should be ad-
ministered at several grade levels. Test information should
be available when it will be used, especially at critical and
transition periods in the life of each pupil.

A test should be used only for those purposes for which it
is valid. There must be an understanding of what a test
can do and what it cannot do. Test scores should be in-
terpreted in relation to other evaluative data. The signifi-
cance of the results of any test is dependent on many factors
and relationships.

Tests should be interpreted and used only by competent
persons. The level of competence required depends on the
test and the use to be made of it. Test scores should be
made available only to persons who can make proper useé
of this information. Interpretations of the meaning of the
test results can be made to others who are entitled to this
information. The confidential nature of test information
should be respected.

Provision should be made for recording test data curnulE}"
tively and in a way that will make such data useful. This
takes time, clerical help, and professional knowledge of
tests.

The testing program should be under the direction of a per-
son who has the knowledge, skill, time, and the assistance
needed to assure its proper functioning.

The testing program should be evaluated regularly to de-
termine whether the tests are serving the purposes for which
they were selected, and to determine whether these purposes
continue to be important. )

The perfect testing program has not yet been developed-
Expectations must be kept as a realistic level. The best
guarantee of a good program is a plan for continuous de-
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velopment which includes modest objectives and sound pur-
poses designed to meet specific needs.4

Careful consideration of the preceding principles individually
' and collectively by the committee will promote orderly progression
through the remaining steps or stages in developing a complete test-
ing program. The types of test to be given and the grade levels
at which they will be used to meet the pre-determined needs of the
local school must come before the actual test selection. A general
, discussion of the most common types of tests and inventories used
in the complete testing program is included in the following chapter.
Succeeding chapters deal with test selection, administration, scor-

ing, interpreting and using test results in the school program.

¢Ibid., p. 10.




SECTION III
TYPES OF TESTS AND INVENTORIES

The multiplicity of test types make any attempt at classification
difficult. Many ways of classifying standardized tests can be found
in the educational literature. The following discussion of types of
tests and inventories is based on the classification by Cronbach
who lists two major classes; those which seek to measure the
maximum or best performance of a student and those which at-
tempt to measure the typical performance or what the student i
likely to do in broad situations.! Many other classifications can
be found. Representative of these are: verbal, non-verbal, group-
individual, general-specific, rating scales, checklists and many others.

The above classification by Cronbach, although general, avoids
sub-divisions which places the same test, for discussion purposes
in more than one sub-division. A standardized test is defined as

one in which the procedure, apparatus, and scoring have been

fixed so that precisely the same test can be given at different times
and places.2

Test of Maximum Performance

Tests of maximum performance are referred to as tests of abi-
ity. These include group tests of mental ability, proficiency tests
called achievement tests and special aptitude tests primarily used
to prediet success in some future undertaking. These test types
have common elements and their accuracy is initially determined
by how well they actually reflect the best the student can do O
the samples included in the instrument.

Achievement Tests. Achievement tests are tests of specifie skill
such as reading, arithmetic, social studies, ete. At practically 3}1
grade levels and in most content areas, tests to measure the students
proficiency are available. Here again accuracy of the tested Jevel
of attainment is determined by the degree of best performance re-
flected and adequacy of the instrument in sampling the area fested.
Two basic types are survey and diagnostic achievement tests, otk
designed to measure levels of attainment in specific areas. SV

1 Cronbach, Lee J., Essentials of Psychological Testing, Second ed-
tion, Harper and Bros., N. Y., 1960, p. 29-34.
2 Ibid., p. 22.
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tests, as the name implies, are designed primarily to yvield general
information regarding achievement levels, school or system wide.
The diagnostic tests are designed to give maximum information for
assessing individual or group strengths and weaknesses. Survey
instruments are easier to administer and less time consuming than
the diagnostic tests which yields the same and more information.
The appendix provides a list of frequently used tests of achievement
and other types described in this section.

Mental Ability, Intelligence or Scholastic Aptitude Tests.—This
type of maximum performance test is called by various names. They
are commonly called intelligence, mental ability, general ability,
scholastic aptitude and other names. A commonly accepted state-
ment regarding tests of mental ability is that they are instruments
yielding an estimate of learning capacity. It is important to remem-
ber that the score derived from any test of ability is only a numerical
deseription of a sampling of behavior, at that time, and the capacity
estimate is as valid as the tasks are actual samples which measure
capacity. It must recognize, also, internal and external environ-
mental conditions may affect the individuals performance at the time

of taking the test causing the score to reflect less than maximum per-
formance,

Tests of mental ability and achievement have many common
en.ts, Some more than others. Rummel, writing about differ-
eénces in achievement and intelligence tests stated:

The typical achievement test usually deals with a narrower
range'; of academic knowledge than the typical intelligence test
and includes more items for a comprehensive measurement of
that range. On the other hand, many parts of the typical intelli-
gﬂl{ce test involve novel situations not usually found in the
typical achievement test. Thus the intelligence tests’ novelty
and apparent unrelatedness to ordinary school subjects may
f}ll'eate greater interest and better testing morale on the part of
the students who have antipathies toward one or more sub-
Jects than will the achievement tests.

The inte1_1t of the intelligence test is not to provide a meas-
.:,l;e of behavior fre.e of learning; but to measure behavior free

CIa}ssroom learning. It should contain items which do not
?t‘?f;'ﬂr\lhzi the student who has fallen behind in school subjects.
sta douq‘ supplement the achievement testing, classroom and

ndardized, and provide an estimate of learning potential

Sampling those const i indicati i
ability 3 structs recognized as indicative of learning

\
3
tOber,RIugIégng’ ,;Iéhe Role of Intelligence Testing, Education, XXCI, Oc-
’ . .

elem,
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Aptitude Tests. A number of multifactor tests have been de
veloped to measure various kinds of developed or special abilities
other than academic. There are many differences in two students
having the same global general ability score. These include spatial,
abstract reasoning, clerical speed and aceuracy, motor coordination,
mechanical and many other carefully defined special abilities. Mult:
factor batteries and single area aptitude tests have been developed
to provide information descriptive of these abilities. Their use I
primarily in educational and vocational guidance to predict future
performance in higher educational attainment and oceupations.
Major out-of-school uses for these tests are for use in guiding per-
sons seeking work. The United States Employment Service is one
of the major users of maximum performance tests of this nature.

Tests of Typical Performance

The other class is described by Cronbach as tests of typieal
performance, and are designed to measure, not what a person can
do, but what he does. Measures of typical performance are divided
into behavior observations (attempts to study the student when
“aeting naturally) and self-report devices (asking the student t0
oive a report of his own typical behavior.) In this category are
personality tests, problem checklist, interest and many other types
of inventories.

Personality Tests. Because of the definiteness of the term gt
these instruments are most often called scales, questionnaires, -
ventories, ete. They are designed to measure personal adjustment,
to describe a person in terms of his personality traits, or to discover
the nature of his problems. Accuracy of the obtained score is de-
pendent upon the willingness and ability of the student to present
an honest and accurate report of his normal behavior, and adequacy
of the instrument to measure what it claims to measure.

Nunnally, discussing measurement of personality, states:

On the face of it, one would think that self report should
provide valuable measures of personality. The individual “ac-
companies himself” wherever he goes and is in a position to
observe himself in many types of social interactions. How-
ever, people sometimes are blissfully unaware of their th’n
personality traits. Also, when people are asked to descrlb_e
themselves on personality inventories, they tend to distort their
responses in such a way as to place themselves in the best
light. In addition, personality inventories are beset by language
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problems, and their results are influenced by numerous re-
sponse sets.4

Data on the validity and usefulness of personality inventories
are complex and confusing, but they suggest that such instruments
are most helpful in conjunction with other data which may be avail-
able in the cumulative record.

Much care should be exercised in the use and interpretation of

results, for much damage can be done when inadequately trained
people interpret inventory scores.

Interest Inventories. An interest inventory is designed to per-
mit & person to record in an organized manner his likes and dislikes,
or preferences, in a number of different situations, such as liking for
occupations, choice between activities, or reactions to peculiarities of
people. A person’s choices are then compared with the choices previ-
ously made by successful people in various oceupations, or, an in-
ventory may be scored to indicate a larger interest area, such as
computational, persuasive, musical, or social service. An interest
Score is no indicator of the ability of the person, although a person
May have a greater chance of success in work which he likes to do.
Research conducted thus far has shown that there is considerable
stability of interests after grade 10, which suggests a level after

=}

which this type of inventory might prove most useful in helping a
Student to make a vocational choice

External Tests

A number of external testing programs are available to the
S('lhools on a nationwide basis, primarily from non-governmental agen-
cles‘. 'An appropriate definition is stated by the North Central As-
i:c‘lflf}llon’s C(}mmittee on Articulation.? External tests are defined
i Ovlse W]il-lch are used primarily by some .institution or organiza-
= Whetlll‘ w .1eh the local school has or feels it has no real choice as
" EI.‘ 1ts students .take these tests. Common purposes of ex-

al testing programs include, screening for college admissions, se-

leetj .
aigt;ngtseholarshlp awards, placement of college students, counseling
y €T,

Many questions will ari
to sel

se as the selection committee attempts
elect external tests to be

included in the testing program. Tyler
‘Nunnally, yum c. g uecati

¥ ) . Ed ) i =

Graw_Hﬂl’ Inc., N. Y_’ 196 ,Ca.tw'g.a.l Measu7 ement and E'Ualuat'lon, Mec

ASSOOia(t)i?g: Cfent'ral Association Today, p. 1, Chicago: North Central
of Colleges and Secondary Schools, August 1961.
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discusses various problems as seen by school administrators which
merit careful consideration. They have been severely ecriticized as
time consuming, expensive, duplicative, exerting undue influence on
the curriculum, inciting invidious comparison of schools, and exert-
ing undue influence on schools to participate.b

There are many programs available which could be described s
external. A general description of some of these commonly used in
Kentucky schools may be helpful.

The American College Test. The test is an admissions, scholar-
ship, guidance and placement test battery administered at designated
test centers throughout the United States. The battery has two parts,
consisting of four tests, averaging 45 minutes in length, and a student
profile which takes about 20 minutes to complete. The test items
are designed to measure ability to perform the kinds of intellectual
tasks that college students typically perform. Initial cost of the test
battery is $4.00 with an additional cost of $2.00 in event of necessity
for re-registration, and $1.00 if additional score reports are desired.

The College Entrance Ezamination Board Test. The College
Board Test most used is the three hour Scholastic Aptitude Test for
seniors designed to provide reliable indications of a student’s ability
to do colleze work. Additional information is provided by another
series of entrance examinations — the subject matter Achievement
Tests. Scores are reported on a seale from 200 to 800 with 500 as the
mean. Tests are administered at selected test centers throughout the
United States at different times during the year. The PSAT is @
shorter version of the regular SAT, which has been available sinc
October, 1959. Tt is designed to assist in the guidance of high school
juniors with regard to college.

College Qualification Tests. Test is designed for 11th, 12th, alfd \

for use 1
is test art
Vice.

13th grade students. Tests are available from companies
regular school testing program and scoring services for th
available from Kentucky Cooperative Counseling and Testing Ser
Scores are provided in three (3) areas: Verbal (a synonym'Em)mny%n
test designed to measure verbal ability); Numerical (test of basie
skills using arithmetic, algebra, and geometric principles design®
measure ability to handle numerical concepts.)

ation in ¢

Information Tests. Such tests are of general inform s

fields of Science and Social Studies. Scores are reported percer

6 NSSE Yearbook, p. 193-210.
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with various reference groups. Tests can be administered in the local
schools.

General Aptitude Test Battery. Test is a battery of 12 tests
using “‘paper and pencil’’ group test and some mechanical apparatus
designed to measure potential abilities or aptitudes in the following
nine areas: Intellicence, Verbal Aptitude, Numerical Aptitude,
Spatial Aptitude, Form Perception, Clerical Perception, Motor Co-
ordination, Finger and Manual Dexterity. Scores made on the tests
constitute the students occupational pattern which can be compared
with standards established for aptitude patterns covering over 500
different occupations.

This test is available through a cooperative program provided by
the United States Employment Service. Schools desiring to use GATB

should request it from the nearest local office of the State employ-
ment service.

National Merit Scholarship Qualifying Test. This test is de-
signed for second semester juniors and first semester juniors. It is
used primarily as an instrument for locating scholarship winners. The
NMSQT is an initial screening test to select semi-finalists who are
later required to take the SAT. Scholarship donors using the NMSQT

are primarily colleges, industrial, philanthropiec organizations and
foundations.

The test is administered in the sehool and scores are obtained in
English Usage, Math Usage, Social Studies, Reading, Natural Science

Reading, Work Usage. All are expressed in percentiles and standard
seores,

The general descriptions above are not an all inclusive list of
external tests. There are many others which could be deseribed as
ieztzrnal.. Guiding principles which apply to other standardized tests
syst:sl will a:lso _apply to the national programs. When the school or

¢an justify the use of such tests in terms of individual pupil

gzogﬂzl and value to the overall instructional program they should
sed.




SECTION IV
SELECTION OF TESTS

From the common test types, previously discussed, the test se-
lection committee must choose the specific test that best meets their
needs. There is an ever increasing number of standardized tests and
inventories on the market. A systematic and business like procedure
is recommended in the selection process.

Test Selection Criteria. George E. Hill lists the following im-
portant criteria which the tests selected should meet.?

1. They should provide truly usable information.
2. They should be as easy to administer and score as possible.

3. They should be selected with an eye to cost, although cost
is a poor critrion of usefulness.

4. They should be appropriate to the range of abilities of the
children to be tested.

5. They should be valid—truly measure what is hoped to
measure.

6. They should be reliable—the results should be stable and
dependable.

7. They should come in equivalent forms so that re-testing is
possible.

8. The manual and other explanatory and interpretive material
should be readable and usable.

Characteristics of a Satisfactory Measuring Instrument

Ross and Stanley? list validity, reliability and usability as indis-
pensable qualities in any satsifactory measuring instrument. The
above criteria are descriptive of these three qualities. As the com-
mittee relates the various instruments under consideration to th'ese
criteria, they will be studying various technical and non—tech_ﬂlCal
features of a good test. Assuming that a test is generally good ]S,a;ll
unwarranted and false assumption. A test is good only for a specific
purpose or purposes with specific students. When they decide the
test that is better for their students than any other test in terms 0
the above qualities, they will be saying, ‘‘This test will best measure

1 George E. Hill, p. 5.
2 Ross and Stanley, p. 106.
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what we intend to measure and in our opinion will yield a depend-
able score.’’

Test and measurement terminology would state this as a valid
and reliable instrument; test manuals would report evidence sup-
porting the statement as validity and reliability co-efficients of cor-
relation, discussion of which would warrant many technical and
statistical concepts beyond the scope of this bulletin.

Validity. Validity is the most important single characteristie
of a test. Simply stated, a valid test actually measures what it was
intended to measure. It is valid only when it accomplishes the pur-
pose for which it was intended. Determining the validity of the in-
telligence test is considerably more difficult for the local committee
than of the achievement test. In the achievement test, of primary
concern to the committee is analysis of its content from the standpoint
of agreement with curricular materials being used in the particular
grade, subject or area being tested. It is possible for the committee
.to determine the statistical validity, provided an adequate criterion
i available; however, a eritical analysis made by principals, super-
VISors, counselors and teachers as they relate the test content to the
aterials commonly taught in the particelar subject field is most

O‘ften used to judge the adequacy of the achievement test under con-
sideration.

The content of the many ability tests in use is quite similar, and
Fhe tests correlate rather highly with each other. Analysis of the
telligence test content will be of little value to the testing commit-
tee })eeallse of the general nature of the test tasks or constructs com-
POSIng the typical test of mental ability. Final selection is most fre-
gl_lently base.d on practical considerations of test usability rather than
1ghly technical and statistical data. Some of the considerations often

g:termining the final selection of the mental ability test to be used
e:

Mechanical and administrative details of the total program
The grade level at which the test will be used
Type of test desired for the level to be tested

Pupil population characteristics—racial, ethnic, socio-eco-

nomic groups often penalized by environmental or cultural
influences

Ll ol

. Standardization population used to establish norms

; Edsl;}?ﬂ_ity 9f the instruments under consideration—ease of
inistering, scoring, interpreting, using, etc.
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These considerations will also apply to the other tests being
selected. Content is of major concern in selection of the achievement
battery as it is very necessary to test what is being taught in this
area. As the content nature of ability, special aptitude, interest, and
personality instruments are theoretically free of achievement with
validity and reliability established by author and publisher, usability
concerns are often the major determinants in the final selection by
the local committee of these types. This does not relieve the author
and publisher of the responsibility of providing a valid and depend-
able instrument in these areas, nor does it relieve the committee of
the mecessity of careful study of test reviews and accompanying
manuals insuring them that these two main ecriteria are being met.

Reliability. The dependability of a test is a built-in feature of
a good test. The responsibility for a reliable instrument must be as-
sumed by the test author and publisher. Assurance of reliable re-
sults is a responsibility of the system using the instrument. Reputable
test companies build instruments of sufficient length, standardize the
conditions, tasks and scoring procedures, and supply information in
form of reliability coefficients. Unless the tests are administered and
scored properly and the results used wisely, a reliable test may prove
to be highly unreliable.

Usability. Although validity and reliability are of primaly
concern, the testing committee must remain in the practability realm.
They must select instruments which can be justified from the stand-
point of funds available, time, ease of administration, scoring and
using the results.

Sources of Aid in Selection

The committee can find many aids to assist in the selection pro-
cess to determine the best instrument for their system meeting the
eriterion previously outlined by Hill.

Mental Measurements Yearbook. The mental measurement Y'ef”"
books? contain valuable information. Carefully edited descriptio™®
and critical reviews by test specialists of practically every standard:
ized test published are available in Buros’ Mental Measurement Yea"
book. The following example is a part of a review of one of the widely
used multi-factor aptitude tests.

8 Buros, Mental Measurement Yearbook, 5th edition, Entry 605.
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Differential Aptitude Tests — VR 4 NA Score
(Entry 605 in Buros Fifth Yearbook)
Grades 8-12

This score based on the DAT Verbal Reasoning and Nu-
merical ability subtests, was developed to provide the same cov-
erage as typical C-D level group tests of “mental ability”. . . .
The test items are well constructed and local reliabilities are
usually quite satisfactory. . . . The VR-NA score often cor-
relates quite well with cumulative teacher grade averages.

Authors: G. K. Bennett, H. G. Seashore, and A. G. Wesman
Publisher: The Psychological Corporation

Periodicals. Educational periodicals provide reviews of tests
which can also be valuable aids. The following example of the same

test used above was selected from the Personnel and Guidance
Journal 4

For the school system considering the use of a test battery
covering a variety of aptitudes, the Differential Aptitude Test
battery provides a series of relatively independent tests which
are easily administered and simple to score (particularly the
1963 edition). An abundance of material has been prepared to
aid in the interpretation of scores that can be readily profiled. . ..
In gddition to scores from eight different tests the battery yields
a single measure which is probably as good a measure of gen-
eral academic ability as any test they may now have in use.

The above two examples are not an endorsement of the particular
test, but are used to illustrate aids available to the committee to sup-

plement, the information provided by the publisher in the manual
dccompanying the tegt.

Other Aids. The school system will find it necessary to maintain
3I~n up-to-date file of the most important tests. A complete specimen
?:trﬁor each member of the committee of the tests under consideration
raﬁneommlended. Ma.l.ly comrr}ittees find the 1'1se. of standardized test
Valueg:ce} es helpful in selection, not nee.essarlly becaus‘e o_f _the point
e OfSSIEHed but‘ beea}lse of the attention fzalled to significant fea-
T rj‘tieSt Whlc.h nnght' be .overlookgd “flthout them. At some of
o servil ee pleetll?gs 1t 1s wise to bring in consultants. Consulta-

¢es are available through the State Department of Edueca-

tion e G 3 :
» the Universitieg and State colleges and other responsible agencies.

4 :
sonnelJagiédC' Merwin, “Review of the Differential Aptitude Test”, Per-
D, 401 Guidance J ournal, December 1964, Volume XLIII, No. 4,
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There are many other sources of aid such as test bulletins and
other aids from the publishing company, published and unpublished
research studies, checklists and appraisal devices, ete., not discussed
in this bulletin which the committee may use.

Trrespective of the specific test selected, the full participation
of the staff, the use of available aids, the tests serving specific pur-
poses selected to fit the conditions existing in the system will provide
a needed start toward development of a complete, functional program.
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SECTION V
ADMINISTRATION OF TESTS

All of the test maker’s efforts to construct precise well standard-
ized tests and the testing committee’s efforts to select the test best
built to meet their educational objectives can be nullified by improper
administration of the test. Valid and reliable instruments selected
by the testing committee can produce invalid and unreliable results
if principles of test administration are not followed closely. Numerous
administrative details necessary to obtain a reliable or dependable
score must be recognized and carefully coordinated.

Principles of Test Administration

L Test Administration should be under the direction of a person
who has knowledge, skill, time and the assistance needed for its
operation.

2. Tests should be given at the time when there is a need for the
result,

3.

A testing schedule should be arranged to utilize the best per-

sonnel, conditions, and facilities available during the testing
period.

4. Materialg and supplies should be in readiness prior to the test-

ing period.

2. Al concerned, administrator, tester, proctor, teacher, parent,
and pupil should understand the purpose of the test.

6.

The tester should maintain rapport, control and an impartial
attitude.

Test Administration.
to give them. The degree
tpe of test to be given.
charge of the testing
I{ersonnel available,
tion of tegtg.

Tests should be given by persons trained
of training necessary is dependent upon the
Usually in a school a trained person has
program. This person, dependent upon time and
either administers or supervises the administra-

i ?ndiVidual tests require the skill of a highly trained psycho-
1st. Many of the group tests are designed so that with careful
attention {

0 the manual a teacher may successfully administer them.

05t achievement tests are in the latter group.
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Administering the Standardized Test

Ross and Stanley?! list and discuss three requirements that &nﬂ-
one who administers group tests should meet; ability t? read well,
to keep time accurately, and the ability to follow direetlol‘ls. -

Very few training sessions are necessary for preparation Of‘ &
entire teaching staff to administer their own group tests. Appaleﬂ
advantages of teacher administration are: exis'tmg teacher—p:llllzlr
rapport and added teacher insight on pupil behavior. In thfe reg =
testing program using group tests of mental ability and achievemelb
the classroom teacher should usually administer the test.

Time of Testing. Tests should be given only when there 18 @ Itle;‘:
for the test results. The purpose for which is given and t}{e lthe
when the results will have the greatest utility should determine i
time of year a test is scheduled. The end of the sc}lool year 18 =
logical time to test if measuring end-of-course achle.vement OrFall
grouping students during the summer for the follovvl.ng yeall'- i
testing might be necessary for evaluation of pupil readiness, p anostic
learning activities for year or determining weaknesses for diagn

1Ross and Stanley, p. 226.
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instructional purposes. Fall testing allows the teacher more time to
study the significance of pupil performance on the test and to aec-
curately record the results.

Test Schedules. Test schedules, of necessity, have to be tailored
to best utilize the existing facilities and personnel within the school.
Administrators seem to agree that there are advantages to scheduling
the whole class or group at one time, whether in one large room or
in several rooms, rather than one room at a time tested by one ex-
aminer. A large comfortable, well-lichted, well-ventilated room with
tables is to be desired, especially if separate answer sheets are to be
used. In the absence of regular testing rooms, a library or lunch room
may offer the next best conditions. Sometimes it is necessary to place
chairs with wide arms in the gymnasium and use a microphone and
proctors. Sometimes regular classrooms are the only places available.
Testees should be seated in such a way to minimize the temptation
to cheat,.

Test administrators will find it necessary to schedule an in-service
training period prior to the test for those teachers or proctors who
are involved, during which time the purpose of the test is explained;
the manual, the room assignments, distribution and explanation of
test schedule. Taking the test to be given or sections of the test is a
recommended procedure in the training program.

The actual test administration has been approached in various
ways. Some test administrators find it advantageous, especially in
elementary schools, to schedule a day for testing in each school with
each teacher responsible for the administration in the homeroom. The
test coordinator or principal stands by for any assistance needed. In
some schools, tests are scheduled at such times that teachers with the
MOost training in testing can be free to administer the tests. In other
s'choels a pre-trained teacher has charge of a room, and taped instrue-
tons #re used. In other schools the test administrator moves from

oom to room giving all directions, leaving a designated proctor to
record the time.

A test battery should be scheduled in more than one test session
izfd at a time when the student body is rested and calm rather than
Gatioorx(: or .afjter a hohday, or follow-ing some strenu.ous p}llysieal ec.lu-
o 1‘3t1V1tY- Appendl-x D. contains a complete list of items which

e carefully studied prior to test administration.

. Achieving Test Readiness. Long before the scheduled test, the
Ster should know that all necessary materials are at hand. On the
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day of the test, the tester should have ready for each teacher the
correct number of pre-checked test booklets and answer sheets; pen-
cils; secrap paper; instructions; time report; timing instrument; a
Testing : ‘Do Not Disturb’’ sign and a proctor, or proctors, if needed.

Although schedules are developed cooperatively, before the test-
ing date the examiner or test-coordinator should double-check with
the principal to see that all rooms are in readiness, that no unforeseen
event has arisen, that classes have been rescheduled if necessary, that
no detail has been forgotten.

Student Readiness. The student, too, should be ready. He
should not be led to believe his whole future is dependent upon &
£/

Orienting Students to Test-Taking

single test, but he should know that the test is important ; for unleis
he cares about the result he cannot be measured. Orientation of test

takers to promote readiness may be designed with many purposes I
mind. Some of these may be:

1. What are standardized tests?

2. What do standardized tests measure?
3. What type questions can I expect?

4. How to take tests.
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5. How to mark and change answers on an answer sheet.
6. Should I guess on a test?
7. How is my test scored?

8. What does the score mean?

BEach student should be given a written test schedule and appro-
priate advance information concerning the type of test and its pur-
pose. Nothing motivates a student to do his best more than having
a purpose and knowing he will have his test results carefully inter-
preted.

Ezaminers Role. During the test the examiner should maintain
an impartial and scientific attitude. He must maintain effective con-
trol with good rapport, by being firm yet pleasant. He should see
to the physical comfort of each student and that each is in a position
to hear and to see any demonstration.

The examiner and proctors should give particular attention to
the name page or grid section of the test to see that all information
n.eeded is accurately supplied. These directions should be given
simple, singly, clearly, with proper emphasis. It is imperative that
the examiner be thoroughly familiar with the test and that he give
the directions exactly as provided in the manual. Test instructions
concerning questions about guessing, illness or other irregularities
S%lould be followed ; but even with the most explicit directions, some-
'lflmes a situation arises which requires a decision based on the good
Judgment of the tester.

After the test starts, proctors should see that each student has
started properly and that he is marking the answer sheet satisfactorily.

: .The tester, moving noiselessly when necessary to observe any

Individuals unusual behavior, to replace a pencil, or to answer those

flllestions the directions permit, should maintain a quiet atmosphere

I which the student can concentrate undisturbed. At no time should

the fester or proctor desert his post for even a minute.

. An accurate timing device and correct timing is of the utmost

mportance. Keeping a written record of the time the test starts is due

10 end greatly lessens timing inaccuracies.

. :When the final ‘“stop’’ is given, all materials should be checked
Stray marks and then quickly collected in order. Students should

e GO.mInended for their cooperation and work and, be given an ap-

Proximate date when the results can be interpreted.

- reTflbst _booklets and pencils should be counted and stored. A note
Plenish answer sheets should be placed in the order file.
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SECTION VI
SCORING TESTS AND RECORDING THE RESULTS

If we can assume nothing else about a test score, we should at
least be able to assume that it represents near-perfection in accuracy
of scoring and of transformation into percentiles, grade equivalents,
or I. Q.’s. If this assumption cannot be made and if large scoring
errors occur with any degree of frequency, it is doubtful that the
tests involved are useful, and they would better be discarded.!

Scoring Tests

Special training is necessary for proper scoring of standardized
tests. The most commonly used group tests are not so difficult to
score that a variety of personnel in each school system cannot be
trained in scoring techniques. With today’s attempts at mass educa-
tion, a realistic approach to the problem of scoring tests would tend
to favor use of the outside testing agency. These agencies are usually
better equipped to do more accurate scoring than the typical school
or teacher.

Many principals and authorities recommend use of regular class-
room teacher to score her own students achievement tests for immedi-
ate results read for use and the opportunity to learn about student
errors made on the test. Others because of unfavorable attitudes pro-
duced by additional work for the usually overworked teacher prefer
to use the clerical staff or machine scoring.

Hand Scoring. Tf the scoring is done within the school system,
adequate controls should be set up to insure accurate scoring. It must
not be assumed that merely because the directions are clear, the key
complete, the separate answer sheets well designed, and the process
entirely objective, perfect protection against errors is therefore af-
forded.2

Numerous studies give abundant evidence to contradict this as
sumption. They reveal two distinet types of error in scoring, deseribed
or discussed by Ross and Stanley as constant errors and variable
errors. A common example of the former type is misunderstanding

1 Leo Goldman, Using Tests in Counseling, Appleton-Century-Crofts
Inc, N, Y., p. 308. g S nseling, Appleton

2 Ross and Stanley, p. 231.
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the seoring directions; for instance, by counting omissions the same
as errors, when using scoring or correction formula. Such errors are
especially serious, because there is no possibility of their offsetting
each other aceording to any so-called ‘‘law of averages.’”’ Variable
errors, on the other hand, sometime tend to make the score too high
and at other times too low. While such errors may do serious harm
to individual pupils, they tend to cancel each other in group measures
such as averages. Examples of variable errors are errors resulting
from carelessness, errors in counting the scores, errors in entering the
scores on the front of the test booklet or on the record sheet, and
errors in adding up the total score.?> The following statements are
stated by Ross and Stanley as a means to prevent errors in scoring.4

1. The Scorers must be taught how to score the papers and
not merely told how to do it.

2. Check carefully the first few papers marked by beginners
to detect errors at the outset.

3. Score each page or part of the test through all the papers
in a set before going on to the second page or part of the
test.

4. If the scorers work in groups. to reduce the risk of error and
increase the speed of scoring, it is usually desirable, for
each scorer to specialize in marking one part of the test.

9. Inexperienced scorers should mark each item in a uniform
manner,

6. EXDErienced scorers will save time by marking only the
Incorrect and omitted items.

7. Each fifth or tenth paper, may be selected and carefully re-
scored, and if only an occasional minor error is found in
these sample papers, the whole set may be safely accepted.

8. It is important to have some person other than the original
scorer check the totals for each part of the test and for the
whole test, all substitutions in the scoring formulas, all trans-

scribing of scores, and all transmitting of point scores into
derived scores.

The standard of absolute accuracy should be accepted by
all scorers.

Machine Scoring. Tt is a time-consuming job to systematically
Store and organize test results. This job can in many cases, be effi-
cently and economically farmed out to agencies who have special

“quipment for this purpose. Many testing agencies may score answer
\
3 Ibid,

4Ibid,, p. 233-234.
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sheets, summarize test results and provide special statistical treat-
ment of test data.

Proper administration and practicing will relieve the necessity
of detailed re-marking of answer sheets after the testing session.

Automation will not insure accuracy of scoring. Careful at-
tention must be given to preparation of answer sheets to be sent fo
the scoring agency. The answer must be made with the proper sort
of pencil and must fill the answer space completely. General instrue-
tions for sending answer sheets to be machine scored are listed below.
Specific instructions from the scoring agency should be followed
closely.

1. Be sure answer forms are properly marked. (Check marks
or crosses cannot be properly scored by machine.)

2. Erase all stray marks on or near answer spaces.

3. Only one response (unless item calls for more than one)
should appear for each item.

4, Check to insure that all pertinent student data is on the
answer sheet, e.g., name, birth date, grade, etc.

5. Be careful not to crease or fold answer sheets.

6. Check for specific instructions from scoring agency being
used.

Recording Test Results

The recording of test results is an important aspect of the testing
program. Test results are meant to be used in the future as well as
at present. The meaningfulness of any one test inereases when it can
be compared with the results of other tests given at the same time
or at earlier dates. All tests should be recorded on some type of
permanent record.

In view of the realities of the testing program in terms of time
and expense, the recording of test information is usually a compro-
mise. The best method would ideally include all the information
concerning the individual. However, a compact and easily filed record
is needed. The data should be recorded in an easily accessible place
for the personnel who will use the information. Durability and avail-
ability are important when considering the recording of test results

A convenient record card would keep test results together. For
example, all achievement test results would be kept in one part of the
card, cumulative record, ete. The record should have space pI‘OVidﬁ"d
for special test scores such as those resulting from individual intelll-
gence tests.
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All essential information should be given on the testing record.
The following information is listed as desirable by Thorndike and
Hagen.?

1. Grade in which test was given.

2. Date (month and year) of the testing.

3. Complete identification of the test, including name, form
and designation of the specific subtests.

4. Norm group used for converting raw scores, where this norm
is relevant.

9. All meaningful and reliable part scores, in addition to the
total score. Part scores are needed because of their diag-

nostic and guidance value, much of which is lost in the total
score.

5 Thorndike, Robert L., and Hagen, Elizabeth, Measurement and

E'v_aluation in Psychology and Education, pp. 461-462, New York: John
Wiley & Sons, 1961.
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SECTION VII

INTERPRETATION OF TEST RESULTS

The basic assumption must exist from the inception of the fest-
ing program that interpretation and usage are just as much parts
of the program as are purchase, administration, and scoring. This
implies that the school administration must be willing to buy time,
human resources, and technical materials as readily as it purchases
test booklets.!

Provisions for making the results meaningful to staff, parents
and students will be necessary if the testing program is to achieve
the purposes it was designed to accomplish. Any test given, uninter-
preted or misinterpreted, unused or misused, should never have been
given.

The two most important things that should happen as a consé-
quence of testing are:

1. Positive changes in behavior
. . of staff toward children in instruction and counseling and
over-all planning.

. . of children themselves

2. Positive changes in attitude and/or understanding
. of staff and parents about children
. . of children about themselves2

If the consequences of testing listed above are to be realized, &
transformation of guantative data to positive changes can take place
by proper interpretation and use of the test results. The teacher Or
counselor attempting to interpret test results must have an under-
standing of the technical nature of test statistics and must be able t0
draw valid inferences and make a funectional application of thest
inferences. Merely reporting test scores to students or parents does
not assure the interpreter that a positive change in behavior 311(} 0
attitudes, insights, or understanding has taken place. Pre-concel"ed
notions, aspirations, ability of interpreter to communicate, readiness
of the student or parent to receive the information and many other
complex factors may influence any desired changes.

1 A Proposed 12 Year Testing Program, p. 19.
2 Ibid.
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Types of Interpretation

Goldman® outlines four types of test interpretation in terms of
the kinds of questions that are brought to it.

Descriptive. What kind of person is this man, woman, boy, or
girl? How well does he handle numerical reasoning? How does his
verbal intellicence compare with his non-verbal intelligence? What
does he like to do?

Genetic. How did he get this way? Is his reading deficiency
a result of emotional blockings, of inadequate development of basic
skills or of lack of interest?

Predictive. How is he likely to fare at college? How much satis-
faction will he have in a vocational high school course?

Evaluative. What course should he take? Which college should
he attend ?

Some counselors—probably the least directive or leading—em-
phasize the first of these categories, leaving inferences to the client
alone, or to a mutual client-counselor discussion. The Genetie kind
f)f interpretation may be less used than the others, but it has an
Important place in the work of the counselor who is concerned with
adjustment and with needed remedial work, since the genesis of a dis-
f)l‘der has implications for its correction or remediation. Predictive
111’5_91‘Pretation 1s probably the most frequent, since counselors deal
primarily with future plans. Finally, evaluative interpretation is an
area of controversy and confusion among counselors.t When it comes

to advice giving, each counselor or teacher will have to decide if he
should evaluate.

Merle M. Ohlsen® lists the following recommendations relating
to the interpretation of test scores.

1. Orientation for acceptance and use of test results should

Precede testing.

Until someone is qualified to use and interpret a test, that
test should not be given.

Tests and test scores should be released to only those per-

sons who are qualified to use and interpret the tests.
\“__——

3 Goldman, Leo, Usin Tests in Counseling, Appleton-Century-Crofts
Inc, N. Y., 1961, pp. 143-9144. o z >

41bid., p. 145,
5NSSE Yearbook, p. 254-255,
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10.

Test scores without meaning are of no value to anyone. Explan-
ation must be in terms the student can understand. Prior to any
attempt at interpretation both the interpreter and the student should
be aware that any test score reflects a sampling of a job, and there

Test scores should be interpreted to only appropriate indi-
viduals, e.g., students and their parents or legal guardians. In
all instances, the pupils’ scores should be interpreted within
a setting in which unauthorized persons cannot listen in on
the interpretation or see the results.

Inasmuch as test scores are often misinterpreted by lay-
men scores should be interpreted for pupils and parents,
not merely distributed to them. Furthermore scores should
be interpreted when pupils or their parents request infor-
mation. Unless there is a genuine felt need for information,
the odds are against an increase in self-understanding on
the part of the parent or even against the acceptance by
the parent of information about his child.

Before interpreting a test, a teacher or counselor should
familiarize himself with the non-test data available on
the student. During the test interpretation he should also
encourage the pupil to supplement the test results with non-
test data.

A test interpreter should encourage student participation
in interpreting test scores. To help a student recall what a
test, or a part of a battery, was like, the teacher or counselor
can describe it in a non-technical language, and he will
usually find that it is helpful to show the student sample
items from the test, before encouraging the student to esti-
mate how well he did on it. If the counselor is to do this
successfully, it is obvious that he must know the student
and be thoroughly familiar with the test in order to com-
municate accurate information to the student.

The test-interpreter must be sensitive to cues which suggest
that the student does not comprehend the information which
is being given to him.

The student should be encouraged to react to the test re-

sults—to raise questions or comment on how he feels about
the way the test or tests describe him.

There is no justification for arguing with a student about
his test scores. Moreover, little can be accomplished by
either defending a test or criticizing it. What test-inter-
preters should do is explain how the results may be used
by the student and to make certain predictions, and with
what certainty.

The Meaning of Scores
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fore, cannot be a measure of all of any ability, that performance can
change, and that every test score is a comparasion and an estimate.
Many kinds of test scores are reported, e.g., raw score, percentiles,
I. Q.s, age and grade equivalents and various forms of standard
scores based on the normal or probability curve. The most commonly
used scores are discussed below. A graph is included in the appendix
which shows the relationship between the various scores, use of which,
will make the types discussed more meaningful.

Raw Score. A raw score, has very limited meaning. It is ob-
tained by counting the number of right answers or applying some
scoring formula to correct for missed answers. It generally has sig-
nificance only for teacher-made tests.

Percentile. One of the most widely used score types is the per-
centile rank. It simply reports the proportion of students in the
comparasion group who have been surpassed by the student who made
this score. A score with a percentile rank of 40 means that the stu-
dent who earned it did better than 40 out of each 100 in the com-
parasion group.

Although widely used because of apparent ease of interpretation,
percentiles are often misused or misinterpreted because units of
leasurement are not equal at different points on the scale and are
10t subject to further statistical analysis for example, a common mis-
use-z 1S averaging percentiles as if they were actual scores rather than
Ponfs on a scale. Raw score changes of one point near the middle of
the distribution may result in a percentile change of five points due
TBO central tendency. Whereas, near the bottom or top of the scale
It may take a raw score change of five points to result in a percentile
change of one. These characteristics of percentiles may result in an
Over-interpretation of differences near the middle and an under-
mterpretation at the top and bottom of the distribution.

G?‘ade Equivalents. Grade equivalent scores are very popular
tSpecially in achievement testing. They are commonly misunderstood
b? Students, parents, and teachers. It is a comparasion score deter-
m_“}e(_i by averaging scores of children in two successive grades and
d”fdmg the difference between the two grade averages by ten and
cSlgnating this difference as a decimal, e.g., 6.1 grade equivalent is
twi;:’zli“&fﬁ seore of sixth grade plus one tenth of the differfanee be-
e ofz and seventh grade average. F(?r example, the a'rlthmetic
iy }?eventh grade student on an achievement test designed for

€ seventh grade places him at the grade equivalent of 9.0.
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This does not mean his arithmetic achievement is equivalent to an
average ninth grade student. It simple means that he can do seventh
grade arithmetic as well as the average ninth grade student can do
seventh grade arithmetic. The seventh grader would most likely be
lost in ninth grade algebra. He is a good seventh grade student who
did as well as the average ninth grade student on the arithmetic test.

Intelligence Quotients. The intellicence quotient is a commonly
used score type for reporting results of mental ability tests described
in Section IV. The older method of dividing mental age by chrono-
logical age and multiplying by one hundred is commonly understood
by test users. The newer method is the deviation I. Q. which has a
mean of 100 with a standard deviation of 15. The I. Q. is subject
to misinterpretation and the user must remain aware of the fact that
the score is a comparative, estimate of learning ability or capacity,
subject to change with any change in performance of the student.

Standard Scores. There are several types of standard scores fre-
quently used. These scores are based on standard deviation units
above and below the mean or average score in a normal distribution.
The standard scores avoid difficulties of misinterpretation caused by
unequal intervals on the percentile scale and can be used for further
statistical analysis. Before the standard score can have meaning 0
the used, the standard deviation and mean score must be known and
generally understood. For example, the College Board mean score 1
500 with a standard deviation of 100. Stanines, a variant of the
standard score gaining popularity in use, ranges over a nine point
seale with a mean of five and a standard deviation of two. Each
stanine is equal to one-half of a standard deviation unit. Not many
teachers will use standard scores to report their own test result; how-
ever, it is essential that prospective users of standardized understand
this score type. Use of the graph in the Appendix will aid in under-
standing the relationship of the most commonly used types of stand-
ard scores.

Adequate Norms Make Scores Meaningful

A fundamental knowledge of score types and their deviation 15
essential for proper interpretation and usage. For the score to have
meaning just the awareness that the score is a comparasion I8 not
sufficient. Composition of the comparison group or norm group
must be clearly defined. Size, geographical distribution, age, sex and
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other factors must be carefully specified before true interpretations
of the tested population can be made.

National norms or general populational norms are supplied with
most tests. Regional norms are sometimes available. Close scrutiny
of the representative sample is necessary. Also of concern to the
user is the nature of the sample. Small samples of many schools in
each sample are more meaningful than norms based on large samples
taken from a few schools in each section of the nation, region or par-
ticular normative group. Also of concern is when the norms were
developed. Many factors may cause the norms to be outdated. To have
meaning the individuals relative position in a group must be fixed as
definitely as possible. For many types of tests this positioning needs
to be made in his own group of associates. This means that local
norms will need to be developed in order to achieve the best possible
meaning of a test score.

As an example of increased meaning of test scores from different
norm groups, Chauncey and Dobbin® have listed five kinds of com-
parative data in their likely order of usefulness and meaning in the
imterpretation of an individual students performance on an achieve-
ment test. If the teacher has these five kinds of comparison data
available for American History test, then student A’s test perform-
ance very well can have five different comparative meanings.

Class School System State Publisher
Norms Norms Norms Norms Norms
Percentile Percentile Percentile Percentile Percentile
Score
142 48 44 56 60 65

Interpretation of these would mean that student A was slightly
below the middle of his class on the test, somewhat farther below the
average of all classes in his school, but above the average in his state
a‘nd better than 65% of the students who took the test in the pub-
Lishers sample. The various interpretations tell the teacher and

¢ ‘ ' o v
klf.le student how hig performance stacks up in comparison with several
nds of competition.

Scores and Terms are Specific to Given Tests

Termmology used and scores derived from a given test are

ually peculiar to that test and cannot be applied to others with
= 0 _

b Chauncey & Dobbin, p. 49.
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accurate meanings . . . an Otis I. Q. and a California Mental Maturity
I. Q. do not represent identical measurements and equivalent dedue-
tions cannot be drawn from them. In achievement tests, identical
grade-level scores on two tests may have different meanings because
of the difference between the tests. The same is true in interest and
aptitude testing where vastly different scales may have identical
titles. There are many tests having the term ‘‘mechanical aptitude”
in their title and yet they are quite different tests—measure dif-
ferent things. The only way to interpret test scores accurately is to
know the test and form used and the norms applied.?

Test Scores are Subject to Error

No test is perfect. Any test developed cannot be completely free
of imperfections in the instrument. A test, being a sampling, can
never measure all of any ability, and to some degree will be inaccurate
in what it purports to measure. This margin of error based on relia-
bility of measurement is referred to as Standard Error of Measure-
ment. A particular test may have a standard error of three points.
This means that the true test score may be three points above and
below what was actually obtained. Some recently published tests are
relating the standard error statistic to a band score to aid profile
users in answering the question of when a difference in a subtest 18
actually a significant difference.

Tables* have been prepared for some of the commonly used tests
showing the number of points difference between a pair of scores that
Is a minimum at a prescribed level of confidence. Tables can be
prepared from information contained in the test manual of the
number of points difference necessary for significance at a certain
confidence level.

Presentation of Test Data

There is no universal technique or ready rule for presenting t‘?St
data to students. A number of graphic devices are available to assist
test users in making test data more usable and meaningful to parent
and student. Test bands and tables have been referred to in discus:
ing error of measurement. These may aid in presenting data.

7 A Proposed Twelve Year Testing Program, p. 20.

* An example of tables referred to above are those pl‘epare‘i by
Dr. Frederick B. Davis, Hunter College, N. Y.
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A commonly accepted opinion is that parents and students have
the right to know what schools learn about the students through the
use of tests. This does not necessarily mean the actual score must be
released, but does imply an obligation on the part of the school to
keep them informed of progress periodically or upon request.

Two principles and one verbal technique for interpretation has
been stated in a Test Bulletin by Psychological Corporation which
can be used to provide a sound basis for communicating information
to parents.8

1. Parents have the right to know whatever the school knows

about the abilities, performance, and the problems of their
children.

2. The school has the obligation to see what it communicates
is understandable and usable knowledge.

The verbal technique is just a few words: ‘““You score like

people who . . .”’ or, to a parent, “ Your son (or daughter) scores like
students who . . .7’

Some sample completions listed are:
“. . .. people who are pretty good at office work, fast and
accurate enough to hold a job and do it well.”

13

-+« . people who don’t find selling insurance a very satis-
factory choice. Three out of four who score as you do and be-

come insurance salesmen leave the job for something else in
less than a year.”

13

- students who find getting into liberal arts college and

getting a B.A. degree something they can attain only with extra
hard work.”

{3

- - students who don’t often, only about one out of four,
Manage to earn a C average their freshman year at State.”

Many other samples will come readily to mind. The most im-

POI‘jLant thing to note is that a satisfactory report combines two kinds
of information :
1. The test results of the individual person
2. tS_Omething known about the test or battery and its rela-
i;‘(;n to subsequent performance or others who have taken
_\\_

80n Telling Parents Ab ‘
; L -
i 9orporation, e A ;()).ul-3‘.23t Results, Test Bulletin, The Psycho \

? Ibtd" pn 3-
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Presentation Depends on Type of Test

Test seore information must be presented to the student or parent
in a frank manner, and in such a way that it is not placed in in-
proper perspective. There is no standard technique for doing this,
but the counselor should see to it that the student does not feel

threatened.

The degree of potential threat depends not only upon the rap-
port established by the interpreter but on the type of test employed.
The following guides for interpreting scores for various major fest
types are included below. The following outline is adapted from a
discussion by Merle Ohlsen.10

1. Before interpretive session

a.

d.

Review notes made on the test during in-service training
session.

Try to determine which sub-scores are valid for what.
Try to determine extent to which test reliability is a factor
is use of results.

Review manual for ideas which can be used to:

(1) diagnose learning problems

(2) describe test in meaningful way to parent or students.
Write out what he expects to say about each score.
Obtain reactions from someone who knows the test better
than he before attempting interpretation.

2. During interpretive session

d.

Describe briefly the type test, sub-tests, and type of in-
formation gained from each, e.g., (about a month ago you
took an achievement test. Perhaps you remember it had
five parts. The first part was called a vocabulary test;
compared with others in your grade, your score should
give you some idea how well you understand words yoU
read and hear others used.)

Show pupil samples from the various parts of the test 8
they are described. :
Encourage pupil to make self-estimate of how well he did.
Inform student of test scores; first in terms of local norms
then in terms of national norms.

Be prepared to answer questions relative to whether
scores are satisfactory.

10 NSSE Yearbook, pp. 278-281.
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Counselor Interpreting Test Results

3. After the interpretive session

a. File rating seale (profile, ete.) in student folder.
b. Complete and file notes on pertinent non-test data.

(1) pupils and/or parents reactions

(2) suggestions for using results

(3) recommendations for further testing and/or counsel-
ing.

¢. Complete and file notes on test data (maybe on rating
scale, profile, interpretive blanks, ete.)
(1) name and forms of test
(2) pupil’s age and grade
(3) date administered
(4) date interpreted and to whom

Shoufgtem?'eting Intel.lz'-gence Test Scores. Educators agree that we
Bt nft report specific I. Q.’s to parents. The T. Q.’s derived from
o ent tests vary to an extent that can mislead and confuse even

€ most alert parents, Intelligence tests differ in the aspects of
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mental ability they measure, in the reliability with which these as-
pects are measured, and in the nature of the norm population used
to derive the mental age and/or I. Q.11 Most educators will agree that
the student and/or parent should not be told a specific score, but
should know the general level as measured by mental ability test. If
is probably wise to interpret I. Q. scores in terms of learning aptitude.

It is relatively easy to inform the above average student that his
test scores indicate that he has the learning aptitude to finish college
(other factors considered, of course.) The average student can see
that with proper study he should have no great difficulty in finishing
high school or other types of training. Interpretation of intelligence
test score to the below average students presents a more difficulf
interpretive problem. Sometimes this is handled by telling a student
that his scores show that better use of his time and more study will
be mnecessary to reach his goal. Or, ‘““You score like students who
have difficulty completing a certain prescribed course.’’

Interpretation of Interest Imventory. The interest inventory
probably is the instrument which presents the least amount of threat.
Most interest tests compare the likes and dislikes of students with the
likes and dislikes of persons employed in the given interest area. Itis
essential that the interpreter remain aware and communicate to the
student that high interest in an area doesn’t mean high aptitude or
ability in that area.

The following statement is taken from Merle Ohlsen,'? ‘‘Inter-
pretation of Test Scores’’ and is cited to illustrate a way of interpret-
ing the interest inventory.

‘“These scores will help you discover how much more you
seem to like some things than other things. Frequently this
kind of study of interests can help you become acquainted
with broad areas of interests and job families; it may also
help you discover occupations which you could enjoy, it will
not help you decide whether you have the ability to do the
work. If for any reason my definition doesn’t make sense,
please feel free to ask questions . ..”’

The Inventory is interpreted in above example by having the stu-
dent estimate his score for ten scales of Kuder Preference Record
with counselor going back over them and informing the student where

. 11 How to Tell Parents About Standardized Test Results, Test Serv-
ice Notebook, No. 26, Harcourt Brace and World, Inc.
12 NSSE Yearbook, p. 291.
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the test estimate agrees and disagrees with his estimate. This is fol-
lowed up with suggestions that the student elect certain preferred
oceupations for study.

Interpretation of Multi-factor Aptitude Test. The aptitude bat-
tery may cause some concern on the part of the student but are still
in the category of discussable test information. Principles or dis-
cussion of the other test types previously discussed also apply to the
multi-factor batteries and or special area aptitude tests. The type
nterpretation most usually associated with these tests is predictive
as their design is to predict future level of performance. The intent
of the interpretation is not to tell the student whether he should try
to be a musician or engineer, or a doctor; but allow a comparison of
his skill in certain areas, with the skill of others. In this way, the
student can add to his own knowledge about himself,

A counselor, using percentiles to interpret verbal reasoning apti-
tude, might say,

“Your verbal reasoning score is probably higher than 60 of
each 100 of the others who took the same test. This area
refers to your aptitude to reason with words, written and
oral. It relates to practically all school subjects and in prac-
tically all occupations, especially those which require com-
munication with words.”’

Expectancy tables and/or prediction charts have been developed
for tlfe most common aptitude batteries. Extensive work has been
done in this area with the GATB used by the USES.

Interpretation of Personality Test. Personality inventories are
Wed by some counselors as a part of the systematic testing program.
The problem checklist is a commonly used instrument yielding stu-
g stated problems which can be discussed with the student. Many
fgrzonaht-y instruments, however, contain emotionally toned material
thzorrequlres. the ‘Sk.llls gainefi only through Stud)f of personality
or ;i e o 1d.e clinical experience. The interpretation of such tests

Inventories is beyond the province of this bulletin.
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SECTION VIII
USING TEST RESULTS

The most important study of eduecation is the study of the stu-
dent. Without a knowledge about the individual very little effective
teaching or counseling can be accomplished. Without complete in-
formation about students it would be extremely difficult to reorganize
the eurriculum or provide the parent with a report of progress.! Ad-
ministering a test is a means to an end, the purpose being to obtam
data about the individual which, in turn, may lead to the improvement
of instruection and adjustment.?

Everyone who is concerned with education wants to know how
much students learn in school. Teachers have for years attempted to
make judgments, using marks to record their judgments. Making
such judements is baffling business because no completely satisfac-
tory yardstick exists for making them. Wiley and Andrews? discuss
a number of reasons or characteristics which generally explain Why
standardized tests have assumed such an important role in education.
These are summarized below.

1. Foremost of the desirable characteristics of tests is their

impartial, objective nature.

2. The time saving element offered by the use of tests is an-
other desirable characteristic.

3. The results from standardized tests have approximately the
same meaning for all trained personnel.

4. Tests provide clues permitting user to gain facts not readily
observable.

5. The use of tests increases the probability of sampling all the
traits of the individual.

6. School wide testing supplements information gathered by
subjective observation in which we may have less confidence.

The versatile nature of standardized tests lead to an unlimiﬁﬁd
number of uses to which results can be put. The following outlne
suggests a few of these uses.t The list is not all inclusive and many
others could be listed.

1 Willey and Andrews, p. 125.

2 Ibid., 147-148.

8 Ibid., 148,

4 A Proposed 12 yr. Testing Program, p. 23-25.
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Testing for Understanding Children

1. Identifying individual children needing special attention

a.

b
(¢
d

Intellectual deviates, above or below norm

. Academic deviates, above or below norm

Those whose achievement is inconsistent with their ability

. Those whose performance is erratic, inconsistent, or

otherwise questionable or curious

Those whose performance suggests the presence of phys-
ical difficulties

Children needing referral for special study or other
attention.

2. Identifying groups needing special attention

a.

b.

Groups tending to be on the average, above, or below
norm in achievement or ability

Groups exhibiting special, specific academic, or mental
strengths or weaknesses that have educational significance
Groups tending to show academic efforts inconsistent
with ability level

Groups whose performance, on the whole, tends to be
erratic and inconsistent.

3. Diagnosing all children’s characteristics

a.

b.

Understanding the child’s specific mental strengths and
weaknesses

Understanding the child’s specific academic strengths,
weaknesses, and needs

Understanding the unique nature of each mental and
academic growth patterns

Understanding the many differences in all characteristics
which exist within the individual child.

Testing for Use in the Guidance Program

1. To help teachers

a.

b.

To identify common problems and those of individual
students

To provide for individual differences in ability, interest,
attitude, ete.

To motivate students to achieve

- To recognize need for referral for special services

To do a better job of understanding and helping students.
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. As an aid to effective school administration
a. To identify areas of student needs

b. To provide information important to curriculum revision
c. To provide data for grouping, scheduling, etc.

d. To provide facts for public relations activities
e

To provide information basic to total school program
evaluation.

. As a basis for effective cooperation with non-school agencies
a. To identify students in need of referral
b. To determine eligibility of special service

c. To provide background for service by non-school re-
sources.

. As an aid in counseling
a. To help students develop and accept self-concepts
b. To help students adjust in a social setting

c. To help students develop long range educational and
vocational plans

d. To help students and their parents make immediate de-
cisions concerning course choices, remedial or special pro-
grams, or exploratory activities.

Testing for Use in Curriculum and Instruction

. With individual children

a. To identify the grade-level at which instruction should
be planned

b. To determine how fast instruction should proceed

c. To discover or confirm the specific kinds of skills which
need reteaching, initial teaching, strengthening, etc.

d. As an aid to selecting instructional materials of proper
level, difficulty, etc.

e. To identify those who need services of a special nature
as readiness, remedial, enrichment, slow learning, ete.

f. To evaluate the degree of severity of problems SO time
can be spent with pupils most needing it

g. To assist in confirming the identification of children for
whom retention or acceleration should be planned. This
does not imply that children should be passed or failed
by the evidence of test program results.
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2. With groups (Points a through d under “Individual Chil-
dren” above can be applied to groups as well.)

a.

b.

To provide basis (along with other data) for grouping,
either within a class or among classes.

To identify groups of children with common, specific
problems whose needs can be met with small group
techniques

To provide the teacher with diagnostic picture of the
academic skills of the class or group as a whole

To identify the range and nature of individual differences
which occur in a class so the educational program can
be planned to meet these differences in as many ways as
possible

To indicate which kinds of problems, if any, are more

critical than others so time spent on them can be planned
more efficiently.

3. With building as a whole

a.

To identify strengths and weaknesses in the total in-
structional program in terms of specific skills taught or
not taught, extent to which the building program meets
the needs or deviates, etc.

To provide evidence for greater coordination of material
taught from grade to grade; i.e, are there omissions,
overlaps, etc.

To identify the number of children needing special at-
tention in the total building so plans can be made for
their accommodation

To provide data for effective vertical grouping, groups
within groups, etc.

To suggest areas of instruction or child study that might
be appropriate for building-level curriculum study.
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Appendix-A

A GLOSSARY OF MEASUREMENT TERMS

Ability

Achievement
Age

Achievement
Test

Age Norms

Age Grade
Tables

Alternate-form
reliability

Aptitude

Arithmetic
Mean

Average

The power to perform a designated responsive act.
The power may be potential or actual, native or
acquired. The term implies that the act can be
performed now, without further training, if the
necessary circumstances are present.

The performance level or achievement test score
expressed in terms of the chronological age group
for which this performance level or achievement
test score is average.

A test that measures the extent to which a person
has achieved something—acquired certain infor-
mation or mastered certain skills, usually as 2
result of specific instruction.

Values or scores representing typical or average
performance for individuals classified according
to chronological age, usually expressed as central
tendencies, percentiles, standard scores, Or sta-
nines. In achievement test, which are standardized
by grades, it is the “age equivalent” for grades,
with interpolation between given reference
points.

A table showing the relationship between the
chronological ages of pupils and the school grade
in which they are classified.

The closeness of correspondence, or correlation,
between results on alternate (i.e. equivalent of
parallel) forms of a test.

The capacity to acquire proficiency with training:

The sum of a set of scores divided by the number

of scores,

A general term applied to measures of centrdl
tendency. The three most widey used averages
are the arithmetic mean, the median, and the
mode.
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Articulated
Test

Battery

Ceiling

Centile

Chronological
Age
Equivalent

Class Analysis
Chart

Class Interval

Correction for
Guessing

Coefficient of
Correlation (r)

A series of tests in which different levels of the
test are used for different ages or grades and which
have been constructed and standardized so that the
same or comparable elements or objects are meas-
ured in the overlapping ranges among the various
levels of the test. Well articulated tests have con-
siderable overlapping from level to level in order
to test the wide ranges of abilities and achieve-
ments in any given grade or class.

A group of several tests standardized on the same
population so that results on the several tests are
comparable. Sometimes loosely applied to any
group of tests administered together, even though
not standardized on the same subjects.

The upper limit of ability measured by a test.

A value on the scoring scale below which are any
given percentage of cases. According to some
statisticians, the term Centile is often superflu-
ously called PERCENTILE.

The mean or median test score for a specified
chronological age group. (See Derived Score)

A chart, usually prepared in connection with a
battery of achievement tests, that shows the rela-
tive performance of members of a class on the
several parts of the battery.

The divisions of a frequency distribution bounded
by upper and lower score values.

A reduction in score for wrong answers, some-
times applied in scoring true-false or multiple-
choice questions. Scores to which such corrections
have been applied—e.g. rights minus wrongs, or
rights minus some fraction of wrongs—are often
spoken of as “corrected for guessing.”

A measure of the degree of relationship, or “going-
togetherness,” between two sets of measures for
the same group of individuals. Unless otherwise
specified, “correlation” usually means the product
moment Correlation cooefficient, which ranges
from .00, denoting complete absence of relation-
ship, to 1.00 denoting perfect correspondence, and
may be either positive or negative.
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Criterion

Decile

Derived Score

Deviation I1.Q.

Diagnostic
Test

Difficulty
Value

Discriminating
power

Dual
Standardization

Educational
Age

Equivalent Form

A standard, norm, or judgment used as a basis for
quantitative and qualitative comparison.

Any one of the nine percentile points (scores) in
a distribution that divide the distribution into
ten equal parts every tenth percentile. The first
decile is the 10th percentile, the ninth decile the
90th percentile, etc.

A score that has been converted from a qualita-
tive or quantitative mark on one scale into the
units of another scale. Examples: Grade Place-
ment Equivalent, Chronological Age Equivalent,
Educational Age, Intelligence Quoitient, Mental
Age.

A measure of intelligence based on the extent to
which an individuals score deviates from a scoré
that is normal for the individual’s age.

A test used to ‘“diagnose,” that is, to locate spe-
cific areas of weakness or strength, and to de-
termine the nature of weaknesses or deficiencies.

The per cent of a specified group who answer a

~ test item correctly.

The ability of a test item to differentiate between
persons possessing much of some trait and those
possessing little.

The procedure of standardizing two tests simul-
taneously on one sample, thereby integrating the
two instruments.

A pupil’s achievement test score expressed.l;]l
terms of the chronological age group for whi
his achievement score is average.

Any of two or more forms of a test that are closely
parallel with respect to the nature of the content
and the difficulty of the items included, and that
will yield very similar average scores and meas-
ures of variability for a given group.
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Error of
Measurement

Extrapolation

Frequency
Distribution

Grade Norm

Grade Placement
Equivalent

Intelligence

Intelligence
Quotient

Interpolation

Inventory mest

Indicates how closely the individual’s score com-
pares with his true score. If the standard error
is 3.0, the chances are two to one that the score
lies within 3.0 points either way of his true score,
or nineteen to one that it is not more than 6.0
points from his true score.

A process of estimating values of a function be-
yond the range of available data.

A tabulation of scores from high to low (or low
to high showing the number of persons who obtain
each score or group of scores.

The average test score obtained by pupils classi-
fied at a given grade placement.

A score or a scale developed to indicate the school
grade and month in that school grade which is
then assigned to the average chronological age,
mental age, test score, or other characteristics of
pupils classified at this school grade. A grade
placement equivalent of 6.4 is interpreted as the
fourth month of the sixth grade.

The ability to perceive and understand relation-
ships, such as logical, spatial, verbal, numerical,
and recall of associated meanings.

Originaly, the ratio of a person’s mental age to
his chronological age (MA/CA) or, more pre-
cisely, especially, for older persons, the ratio of
mental age to the mental age normal for chron-
ological age (in both cases multiplied by 100 to
eliminate the decimal.) More generally, I. Q. is
a measure of brightness that takes into account
both score on an intelligence test and age.

A process of estimating intermediate values be-
tween two known points. :

As applied to achievement tests, a test that at-
tempts to cover rather thoroughly some relatively
small unit of specific instruction or training. The
purpose of an inventory test, as the name suggests,
is more in the nature of a “stock-taking” of an
individual’s knowledge or skill than an effort to

23




Item

Item analysis

Mean

Median

Mental Age

Mental Maturity

Modal age

Modal-age
Norms

measure in the usual sense. The term sometimes
denotes a type of test used to measure achieve-
ment status prior to instruction.

Many personality and interest questionnaires
are designated “inventories” since they appraise
an individual’s status in several personal charac-
teristics, or his level of interest in a variety of
types of activities.

A single question or execise in a test.

Any one of several methods used in test construc-
tion to determine how well a given test item dis-
criminates among individuals differing in some
characteristic. The effectiveness of a test item de-
pends upon three factors: (1) the validity of the
item in regards to curriculum content and educa-
tional objectives; (2) the discriminating power of
the item in regards to validity and internal con-
sistency; (3) the difficulty of the item.

The sum of a set of scores divided by the number
of scores.

The middle score in a distribution; the 50th per-
centile; the point that divides the group into two
equal parts. Half of the group of scores fall below
the median and half above it.

The age for which a given score on an intelligence
test is average or normal. If a score of 55 on an
intelligence test corresponds to a mental age of
six years, ten months, then 55 is presumably the
average score that would be made by an unse
lected group of children six years, ten months of
age.

Intelligence, mental ability. (See Intelligence)

That age or age range which is most typical oF
characteristic of pupils of specified grade place
ment.

Norms based on the performance of pupils of
modal age for their respective grades, which aré
thus free of the distorting influence of under-agé
or over-age pupils.
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Normal
Distribution
Curve

Normalized
Standard
Score

Norms

Omnibus Test

Percentile

The score or value that occurs most frequently in
a distribution.

A derived curve based on the assumption that
variations from the mean are by chance. It is
bell-shaped in form and adopted as true because
of its repeated recurrence in the frequency dis-
tributions of sets of measurements of human char-
acteristics in psychology and education. It has
many useful mathematical properties. In a normal
distribution curve, scores are distributed sym-
metrically about the mean, as many cases at vari-
ous equal distances above the mean as below the
mean, and with cases concentrated near the aver-
age and decreasing in frequency the further one
departs from it. (See Appendix E)

Usually called T-scores, made to conform to stand-
ard score values of a normal distribution curve
by use of percentile equivalents of the normal
curved area; and most frequently expressed with
a mean equated to 50 and a standard deviation
equated to 10.

Summarized statistics that describe the test per-
formance of reference groups of pupils of various
ages or grades in the standardization group for the
test. Grade, age, standard score, and percentile
are common types of norms. (See Derived Scores.)

A test in which items measuring a variety of
mental operations are all combined into a single
sequence rather than being grouped together by
type of operation. The test has one time limit
and yields a single score.

One of the 99 point scores that divide a ranked
distribution into groups, each of which contains
1/100 of the scores. A percentile rank is a person’s
rank in a standard group of 100 persons represen-
tative of the full range of the normative popula-
tion. If a person obtains a percentile rank of 70,
his standing is regarded as equaling or surpassing
70 per cent of the normative group on which the
test was standardized; mean that 30 per cent of
the normative group excel this person’s test per-
formance. (See Centile, Decile.)
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Performance
Test

Personality

Power test

Profile

Projective

Technique

Prognosis test

Quartile

Broadly speaking, every test is a performance test
whether the performance is oral responses to ques-
tions, written responses to an essay test or an
objective test, or the application of manual skills
in a test situation. However, pencil-and-paper or
oral tests are not usually regarded as performance
tests. Performance tests generally require the use
and manipulation of physical objects and the ap-
plication of physical and manual skills in situa-
tions not restricted to oral and written responses.
Shorthand or typing tests in which the response
called for is similar to the behavior about which
information is desired exemplify work-sample
tests which are a type of performance test.

The sum total of everything that constitutes a
person’s mental, emotional, and temperamental
makeup. Personality refers to the manner and
effectiveness with which the whole individual
meets his personal and social problems, and indi-
rectly the manner in which he impresses his
fellow.

A test intended to measure level of performance
rather than speed of response; hence one in which
there is either no time limit or a very generous
one.

A graphic representation of the results on several
tests, for either an individual or a group, when
the results have been expressed in some uniform
or comparable terms. This method of presentation
permits easy identification of areas of strengths of
weakness.

A method of personality study in which the.sub-.
ject responds as he chooses to a series of stimull
such as ink-blots, pictures, unfinished sentences
ete.

A test used to predict future success or failure in
a specific subject or field.

One of the three points that divide the cases m
a distribution into four equal groups. The lower
quartile, or 25th percentile, sets off the lowest
fourth of the group, the middle quartile i the
same as the 50th percentile, or median and the
third quartile, or 75th percentile, marks the
highest.
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Random Sample

Range

Raw Score

Readiness test

Reference
Population

Reliability

Reliability
Coefficient

Representative
Sample

Scholastje
Aptitude

A sample of the members of a population drawn
in such a way that every member of the popula-
tion has an equal chance of being included.

The difference between the lowest and highest
scores obtained on a test by some group.

The first quantitative result obtained in scoring
a test. Usually the number of right answers, or
number right minus some fraction of number
wrong, time required for performance, number of
errors, or similar direct, unconverted, uninter-
preted measure.

A test that measures the extent to which an indi-
vidual has achieved a degree of maturity or ac-
quired certain skills or information needed for
undertaking successfully some new learning ac-
tivity. Thus a reading readiness test indicates the
extent to which a child has reached a develop-
mental stage where he may profitably begin a
formal instructional program in reading.

The total population from which a sample is
selected for measurement. The term is synonym-
ous with Standardization Population.

The extent to which a test is consistent in meas-
uring whatever it does measure; dependability,
stability, relative freedom from errors of measure-
ment.

The coefficient of correlation between two forms
of a test, between scores on repeated administra-
tions of the same test, or between halves of a
test, properly corrected.

A sample that corresponds to or matches the popu-
lation of which it is a sample with respect to
characteristics important for the purposes under
investigation—e.g., in an achievement test norm
sample, proportion of pupils from each state, from
various regions, from segregated and non-segre-
gated schools, etc.

A combination of native and acquired abilities that
is needed to do school work.
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Sigma

Skewness

Skill

Speed Test

Standard

Standard
Deviation

Standard
Error

Standardization
Sample

Standardized
Test

Designation for STANDARD ERROR and most
frequently applied to Standard Deviation.

The tendency of a distribution to depart from
symmetry or balance around the mean.

The efficient performance of mental or physical
tasks.

A test in which performance is measured by the
number of tasks performed in a given time.

A level of performance agreed upon by experts
or established by local school personel as a goal
of pupil attainment. Not to be confused with
norm.

It is a statistic used to express the extent of the
deviations from the mean for the distribution.
It is obtained by taking the square root of the
mean of the squares of the deviations from the
mean of a distribution. If the group tested is @
normal one their scores, if plotted graphically
would yield a normal distribution curve. Ap-
proximately two thirds of the scores would lie
within the limits of one standard deviation above
and one standard deviation below the mean. One-
third of the scores would be above the mean by
one standard deviation, and one-third below the
mean by one standard deviation. About 95% of
the scores lie within the limits of two standard
deviations above and below the mean. About
99.79% of the cases lie within the limits of three
standard deviations above and below the meal

See Error of Measurement.

Refers to that part of the reference pOPUIaﬁo_n
which is selected for use in norming a test. Thi
sample should be representative of the reference
population in essential characteristics, such 8
geographical representation, age, and grade.

A test that is composed of empirically SeI.eCted
materials, has definite directions for administra-
tion, scoring and use, data on reliability an
validity, and has adequately determined norms.
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Standard Score
(Sigma Score,
T-Score, Z-Score)

Stanines

Stratified
Sample

Survey Test

Talent

Transmutation
of Scores

Validity

Variability

Adapted from

A score expressed as a deviation from the mean
in terms of the standard deviation of the distribu-
tion (raw score minus the mean, divided by the
standard deviation.) (See Normalized Standard
Score)

A unit that divides the norm population into nine
groups.

A sample in which cases are selected by the use
of certain controls, such as geographical region,
community size, grade, age, sex, etc.

A test that measures general achievement in a
given subject area. It is used to test skills and
abilities of widely varying types. A survey test
may also yield diagnostic information. (See
Diagnostic Test)

A relatively high order of aptitude. It refers to
an individuals susceptibility to an unusually high
degree of training.

The changing of scores from various tests to a
common or equivalent scale so that the scores may
be compared or combined.

The extent to which a test does the job for which
it is used. The validity of a test is always specific
to the purposes for which the test is used, and
that different kinds of evidence are appropriate
for appraising the validity of various types of
tests.

The spread or dispersion of scores, usually indi-
cated by quartile deviations, standard deviations,
range of 90-10 percentile scores, etc.

€«
4 Glossary of Measurement Terms”, California Test Bureau, Monterey,

California.

{3
A Glossary of 100 Measurement Terms”, Test Service Notebook, No. 13
arcourt, Brace and World, Inc.
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APPENDIX B

Representative Standardized Tests for Use at
Various Grade Levels*

Mental Ability Tests

(Includes Scholastic Ability, Academic

Aptitude and/or Intelligence
Quotient, I. Q. Tests)

I\

" COOPER.

k
Pub- GRADE LEVELS
Name of Test lishers 8910/ 11 _IZﬁ_C_‘
ACADEMIC APTITUDE TEST 1 .
Non-Verbal Intelligence 89|10 11[12[C
Verbal Intelligence g (9|10 11]12|C,
AMERICAN COUNCIL ON EDUCATIONAL 8
PSYCHOLOGICAL EXAMINATION FOR
HIGH SCHOOL STUDENTS 9 10| 11]12)C
AMERICAN SCHOOL INTELLIGENCE TEST 3 819 BRIy
ARMY CLASSIFICATION TEST 18 0\
First Civilian Edition 9101112/ 0"
ARMY GROUP EXAMINATION, ALPHA 4 891011 ,l_zf,c—
ARMY, BETA (revised) 13 _1_LJ,2_£?
CALIFORNIA CAPACITY QUESTIONNAIRE 5] 8|9 iO___I_l___lz__,\
CALIFORNIA SHORT-FORM TEST OF 5
MENTAL MATURITY
Junior High Level 8 |9 |- | e
Secondary Level —IQ‘J‘I"LZ'/C
Advanced Level 10111212
CALIFORNIA TEST OF MENTAL 5
MATURITY (1957)
Junior High Level 8 |19 | cleanlem
Secondary Level 9 _lQ___l_l,,lg‘-f
Advanced Level ﬂil,._ll/ ?
CATTELL CULTURE FAIR S J
INTELLIGENCE TEST
Scale II g.| 07| uaies T
Scale III 10 il}/l,/\
C A
CHICAGO NON-VERBAL EXAMINATION 13 g |o|10| 1l
C b
COLLEGE QUALIFICATION TEST 13 gl

*This list is not to be thought of as either an all inclusive or a recommende

of tests.
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Name of Test

Pub-
lishers

GRADE LEVELS

8

9

10

11

12

COOPERATIVE SCHOOL AND COLLEGE
ABILITY TESTS (SCAT)
Level I

8

12

Level II

10

11

12

Level III

=]

10

Level IV

DETROIT GENERAL INTELLIGENCE
EXAMINATION

16

10

11

12

DETROIT INTELLIGENCE EXAMINATION
Alpha Level

16

Advanced Level

10

11

12

HENMON-NELSON TESTS OF
MENTAL ABILITY (rev.)
Intermediate Level

©

High School Level

10

11

12

HENMON-NELSON TESTS OF
MENTAL ABILITY (self-marking)
High-School Level

10

11

12

KENTUCKY CLASSIFICATION BATTERY
Lower Level

11

10

11

Upper Level

11

KUHLMAN-ANDERSON INTELLIGENCE TEST
Booklet @

14

KUHLM_AN-FIN CH INTELLIGENCE TEST
Junior High School

Senior High School

10

11

12

LORGE-THORNDIKE INTELLIGENCE TESTS
Level 1V

Level V

10

11

12

OHIO STATR UNIVERSITY PSYCHOLOGICAL
TEST, FORM 21

18

11

12

OTI8 CLASSIFICATION TEST (rev.)

22

OTIS GROUP INTELLIGENCE SCALE
Advanceq

22

10

1

12

0TIS QUICK-S
~-SCORI
%?tILITY TESTSNG MENTAL
a

e

22

ammg

Qi

10

11

12
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Pub- GRADE LEVELS
Name of Test lishers | 7 |8 | 9| 10| 11 12[C
OTIS SELF-ADMINISTERING TESTS OF 22 " Naz
MENTAL ABILITY _ Na
Intermediate Level 71819 AMERICAN
Higher Level 9|10 11|12/C Advanc
PITNER-GENERAL ABILITY TESTS: 22 | CALIFORN
Non-Language 718 |9 |10 LIEI0. “Spdon
| oLy
PITNER GENERAL ABILITY TESTS: 29 _Advanc
VERBAL CALIFO
Intermediate Level 71819 & Intel%}nlz
Advanced Level 9 [10{1M 120 ———
COOPERAT
PRESSEY CLASSIFICATION AND 16 —
VERIFYING TEST )|  ESSENTIAT
Senior Classification Test 7181910 E _12_,,, _ CONTE
' iy . 89|10 e
Senior Verifying Test 7 _lgc w
: ; 10| 11[12[C
PURDUE NON-LANGUAGE TEST 18 9 — GRAY-VOT
SRA—NON-VERBAL FORM 18 9|10/ 11[12C ﬁggInEW
| . =Gvang
SRA TESTS OF EDUCATIONAL ABILITY 18 Abbrevi
TEA—(6-9) 7|89 [ g
TEA—(9-12) 9 (10| 11]12] ' IOWA EVE]
= — Advane
SRA TESTS OF GENERAL ABILITY 18 OWA T
s 71819 Bl TES'
TOGA (6-9) =173 | _ DEVEL
TOGA (9-12) g [10]11f12] | — —AVELS
METR
SRA—VERBAL FORM 18 o | 0|t} SEHEOL
SCHRAMMEL GENERAL ABILITY TESTS 4 9|10]11]12/C  Advane
MINN
SURVEY OF MENTAL MATURITY: 5 | A(?EI?ET‘-
CALIFORNIA SURVEY SERIES gl
Junior High Level 71819 ______,,72»/ NATIONAL
Advanced Level 10,,1_14.:;—* E;‘idl@lg
TERMAN GROUP TEST OF MENTAL ABILITY | 22 |7(8|9[10)11/% @TLS_C_Q
TERMAN-McNEMAR TEST OF e =
MENTAL ABILITY 22 |7]8[9|10| 12, SRA grop
, G| Seri
TEST OF WORD-NUMBER ABILITY 20 10| 10122 me—?
iV}
THURSTONE TEST OF MENTAL a1t FROGR
ALERTNESS (rev.) 18 9110 Level
Level T
( \\
 STANFORp
 — Advance
—2EVEL(
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1

———

P

1)t

120

12/ C

12/C Junior High Level

|

1 ESSENTIAL HIGH SCHOOL
2L _ CONTENT BATTERY

—— NATIQ

Achievement Test Batteries

Name of Test

Pub-
lishers

GRADE LEVELS

8

9

10

11

12

T AMERICAN SCHOOL ACHIEVEMENT TEST

Advanced

3

' CALIFORNIA ACHIEVEMENT TEST (1957 ed.)

©

! Advanced Level

10

11

12

CALIFORNIA BASIC SKILLS TEST
ntermediate

COOPERATIVE GENERAL AHIEVEMENT TEST

12

22

10

11

12

? fUNDAMENTAL EVALUATION TEST

20

10

11

12

= GRAY-VOTAW~ROGERS GENERAL
ACHIEVEMENT TEST
! Advanced

20

-J

(=<}

Abbreviated (ed.)

| lowa EVERY-PUPIL TEST OF BASIC SKILLS
dvanced

0OWA TEST OF EDUCATIONAL
DEVELOPMENT

18

10

11

12

, ME?;I;%POJJ)ITAN ACHIEVEMENT TEST
ed.

s Advanceq

S

22

VINNESOTA HI
1 GH SCHOOL
| __ACHIEVEMENT TEST

10

11

12

NAI, ACHIEVEMENT TEST
dvanced

— Vi

— PUPIL Schoof, ACHIEVEMENT TEST

16

' SRA ACHIEVEMENT SERIES

18

RV
4 RAsléII_GH SCHOOL PLACEMENT TEST

Tles A

18

- SEQUENTIAT,

TEST OF EDUCATIONAL

9l ¢ ROGRESS (STEP)

10

11

12

y STAPQRD ACHIEVEMENT TEST
[ dvanceq Battery

22

TEST OF
ENERA
DEVET GoRAL EDUCATIONAL

23

10

11

12




Multiple Aptitude Test Batteries

Name of Test

Pub-
lishers

GRADE LEVELS

8

9

10

1L

12/ (¢

ACADEMIC PROMISE TEST

13

8

9

DETROIT GENERAL APTITUDE
EXAMINATION

10

11

THE DIFFERENTIAL APTITUDE TEST

13

10

11

FLANAGAN APTITUDE CLASSIFICATION
TEST
19 test edition

18

10

11

16 test edition

GUILFORD-ZIMMERMAN APTITUDE SURVEY

19

10
10

11
11

HOLZINGER-CROWDER UNI-FACTOR TEST

22

10

11

THE MULTIPLE APTITUDE TEST

10

11

SRA PRIMARY MENTAL APTITUDE TEST
Intermediate Level

19

10

SECTION IV.

Interest Inventories or Aptitudes

Name of Test

Pub-
lishers

8

9

10

11

11

APTITUDE TEST FOR OCCUPATIONS

5

9

BRAINARD OCCUPATIONAL PREFERENCE
INVENTORIES

13

GUILFORD-SHNEIDMAN-ZIMMERMAN
SURVEY

19

KUDER PREFERENCE RECORD—
OCCUPATIONAL

18

KUDER PREFERENCE RECORD—
VOCATIONAL

18

OCCUPATIONAL INTEREST INVENTORIES
Intermediate

Advanced

PICTURE INTEREST INVENTORIES

STRI(\)/ING VOCATIONAL INTEREST PLANNING
en

Women

THURSTONE INTEREST SCHEDULE

13

VOCATIONAL INTEREST ANALYSIS

YOUR EDUCAIONAL PLANS (YEP)
Junior High School

18

High School

PUPIL RECORD AND EDUCATIONAL
PROGRESS (PREP)

18
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APPENDIX C

List of Some of the Major Test Publishers and Distributors

Acorn Publishing Company
Rockville Centre, New York

American Guidance Service
2106 Pierce Avenue
Nashville 12, Tennessee

Bobbs-Merrill Co., Inc.
170 East 38th Street
Indianapolis 6, Indiana

Bureau of Educational
Measurements

Kansas State Teachers
College

Emporia, Kansas

California Test Bureau
916 Williamson Street
Madison 3, Wisconsin

Columbia University
Teachers College

Bureau of Publications
New York 27, New York

Consulting Psychologists
Press

977 College Avenue

Palo Alto, California

. Cooperative Test Division

ducational Testin Service
P. 0. Box 589 :

Princeton, New J ersey

Houghton-Mifflin Compan
3130 Piedmont Road, N. Ey
Atlanta, Georgia

Institute for Personality and
Ability Testing .
1602-4 Coronado Drive
Campalgn, Illinois

Kentucky Cooperative

Couqseling & Testing
ervices

R09m 303,

Bul‘lding

Unn_rersity of Kentucky
exington, Kentucky

Psychometric Affil
Bis 1695 filiates

Chicago 90, Mlinois

Administration
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13.

14.

15.

16.

157

18.

19.

20.

21.

22.

23.

Psychological Corporation
304 East 45th Street
New York 17, New York

Personnel Press, Inc.
188 Nassau Street
Princeton, N. J.

Psychological Research
Services

Western Reserve University
Cleveland, Ohio

Public School Publishing Co.,
345 Calhoun Street
Cincinnati, Ohio

Scholastic Testing
Service Inc.,

3774 West Devon Avenue
Chicago 45, Illinois

Science Research
Associates, Ine.,

259 East Erie Street
Chicago 11, Illinois

Sheridan Supply Company
P. O. Box 837
Beverly Hills, California

The Steck Company
Austin, Texas

Western Psychological
Services

10655 Santa Monica Blvd.,
West Los Angeles 25,
California

Test Department
Hargrove-Brace and World
2126 Prairie Avenue
Chicago 16, Illinois

Veterans Testing Service
American Council on
Education

1718 Massachusetts Ave., N.E.
Washington 6, D. C.




Yes

APPENDIX D
Test Giver’s Self-Inventory

by

Dr. Anton Thompson, Director of Research
Long Beach City Schools, Long Beach, California

No

Before Tests are Given

. In scheduling testing periods, do I avoid giving

tests immediately after a vacation or on the last
day before a vacation?

. In scheduling tests, do I try to avoid giving tests

in a period immediately following a strenuous
physical education activity?

. Have I ever taken the test myself?

. Before attempting to give the test, do I study the

content of the test manual?

. If T am giving tests for a teacher, do I ask the

teacher to serve as a proctor while I administer
the tests?

. Before the tests are given, do I make clear t0 the

room teacher the importance of having the Pu_Pils
in a state of “readiness” for the testing period’
(Absence of hysteria or undue tension; absence
also of lethargy or indifference; desk or table toPs
clear of books, etc.; no disorder; pupil understand
ing of fact that on standardized tests the pupil must
work independently and at moderate speed, and
that one expects to find some “hard” items that
most pupils can’t answer; general idea of geparate
answer; sheets if they are involved, etc.).

. Do I understand and accept (and do I help my

associates to understand and accept) this state
ment by Professor Lee J. Cronbach: “A test 1:
necessarily a frustrating experience, gince it 11;
designed to include many items which the Stude]i‘e
willfoils the task of the tester is to md

frustration mild.”?
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No

— 11,

— 15.

——1{3}

Do I refrain from any special coaching on the sub-
ject matter of the test?

Before I give a test for the first time, do I re-
hearse to the extent of reading aloud all the direc-
tions and noting the timing for each section?

Before starting to test, do I make sure that I have
an adequate supply of tests and an extra supply of
pencils, erasers, and scratch paper if needed?

If I give a test requiring the use of a stop watch,
do I make any check before testing time to see
that the stop watch is working accurately?

. Before the test begins, do I try to anticipate the

questions the pupils will probably ask during the
minutes just before they get the signal to begin?
Do I have answers ready—answers from the man-
ual, or, if necessary, from careful reasoning? (Ex-
ample: “Should we skip the hard questions, or
should we guess at the answers?”)

. Before starting to test, do I check the seating

arrangements to see that the pupils (including the
left-handed ones) can handle the test materials
comfortably? Are pupils seated in such a way as
to encourage self-reliance?

. Before starting to test, do I check to see that the

physical aspects of the testing room are satisfactory
(heat, light, ventilation, etc.)?

Before the testing period, do I make arrangements
so that pupils being tested won’t be interrupted by
administrative announcements, fire drills, visitors,
etc.? Before I begin the test, do I also put a sign
on the door (e. g., “TESTING—DO NOT DIS-
TURB”) to prevent unnecessary interruptions?

Before a testing period in which separate answer
sheets are used, determine whether the questions in
the booklet are in perfect alignment with the cor-
responding answer spaces on the answer sheet?
Within the limits allowed by the test manual, do
I alert pupils to the fact that the answer spaces
don’t line up exactly with the questions—if they
don’t?
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Yes

T

18.

19.

20.

21.

22.

23.

24.

25.

26.

27,

28.

Before giving a machine-scorable test, do I check
the test booklets to see that they are clean and
usable?

If pupils are to take a machine-scorable test for
the first time, do I make sure that a practice ses-
sion covering the manipulation of separate answer
sheets and the method of marking answers has
been held before the day of testing arrives?

Before testing begins, do I check to see whether
pupils are properly motivated? If I’'m testing older
pupils, do they know why the tests are given and
do they care about the results?

When testing young children, do I give them 2
chance to go to the toilet and get a drink before
starting the test?

Do I make sure that pupils have removed all
extraneous books, desks and tables?

Before I administer a test, do I understand why
the test is to be given?

During the Testing

If all pupils are not present when the class
period begins, do I delay the start of the test
a minute or two in order to reduce the interrup-
tion caused by the entrance of the tardy?

Do I try to be matter-of-fact in my manner'SO
that the pupils will understand that the testing
experience “is neither a crisis nor a lark”?

When I given the group necessary directions, d0

I expect them to be followed?

Without being rigid or stilted in manner do I fol-
low the test authors’ directions exactly?

Do I refrain from trying to recite test directions
from memory?

Do I read the directions slowly, in a clear voice

loud enough to be heard in all parts of the rOOIT’
and do I give proper emphasis to key words 2
phrases?
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— 29.

— 32.

— 33.

— 34,
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Within the limits allowed by the test manual, do
I supplement oral instructions with blackboard or
chart illustrations for filling out basic data, etc.?

. If a test is to be machine-scored, do I check to see

that every pupil uses the necessary type of special
pencils for all parts of the test?

. Do the room teacher and I refrain from exchang-

ing semi-audible remarks during the testing? Does
the room teacher also refrain from writing on the
blackboard?

Do I allow pupils the precise amount of time
which the directions specify?

Within the limits of the test directions, do I re-
lieve pupils’ tensions over the amount of time
available for a long test by posting the ending
time on the blackboard?

During the pupils’ working period, do I move
quietly around the room in order to note any in-
dividual’s unusual behavior, to provide a replace-
ment for a defective pencil, to answer those ques-
tions which the directions permit answering, to
maintain order, and to encourage a good at-
mosphere for quiet work? Do I also avoid gazing
over any pupil’s shoulder so long that he becomes
self-conscious?

. Even though a test is easily administered and has

long working periods for the pupils, do I refrain
from the temptation to step out into the corridor
(or the cafeteria, or library, etc.) for a minute or
two?

Before collecting machine-scorable answer sheets
and test booklets, do I ask the pupils to erase any
stray marks or words on the materials? Do I ask
pupils to blacken the answers well?

When the test is ended, do I collect materials
promptly and completely?
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Yes

No

38.

39.

40.

41.

42,

43.

44,

45.

46.

After the Testing Period

Before sending a set of answer sheets to the
scoring center for machine-scoring, do I take these
minimum steps: inspection of papers to see that
they are scorable; removal of any paper clips or
rubber bands; careful packaging so edges of answer
sheets are protected?

When an individual pupil’s behavior during test
strongly suggests that his score will be an invalid
measure, do I make a note to that effect on his
completed paper and do I arrange for his retest-
ing?

Do I arrange for “pick-up” testing for those who
miss tests because of absence?

If tests are to be hand-scored by someone else
do I give the scorer an adequate explanation as {0
best procedure?

Do I re-score a sample of the tests that others
have scored (whether scored by hand or machine)
before I proceed to record or use the test data?

If there are part scores to be added to arrive at
a pupil’s total score, do I check the accuracy of
my addition (or of the person who has done t.he
adding)? If scoring involves the use of pupils’
ages, do I check the accuracy of the age data?

If the test results are to be recorded on pupil
folders by someone else, do I review with my
assistant the essential data that should be 1€~
corded? (Usually these are the essentials: title
and form of test; date of testing; norm; raw score
earned and its equivalent value in terms of the
norm.)

If the test results are to be used by someoné else
(e. g., a teacher), do I prepare an easy-to-gnder-
stand summary, such as a ranking from high 10
low of the grade equivalents, percentile ranks, Of
aptitude indexes of all pupils, in a classroom
group?

Do I use judgment and discrimination when P‘}pﬂs
ask: “How did I do on the test?” In such f“ﬂgs
as arithmetic computation and language usage,
I help the pupils analyze the results on their score
papers—not in terms of norms but in terms 0
correct responses and incorrect responses?
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Yes

— 47.

— 48.

— 49,

—— 20,

At All Times

Do I avoid making a statement like the following
to any pupil or parent: “Your (Helen’s) I. Q.
is 97.7°?

Do I stress with my association the axiom that
a standardized test must be given under standard
conditions if it is to provide reliable information?

Do I meet periodically with my principal to review
my work in the administering of standardized
tests?

Do I understand and accept the fact that giving
group tests properly is a worth-while activity and
that I can make a contribution to instruction,
guidance, and school administration by obtaining
valid and dependable scores for individual pupils?
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APPENDIX FE
Methods of Expressing Test Scores

The fundamental equivalence of the most popular standard score
systems is illustrated by the following chart. The chart is reprinted from
Test Service Bulletin, No. 48, The Psychological Corporation. The dis-
cussion of the chart is adapted from the same bulletin. The chart repre-
sents the bell shaped normal curve and shows how various types of
scores are related to the theoretical normal distribution.

Per cent of cases
under portions of

2.14%  013%

the normal curve 0.13% 2.14% 34.13% 34.13%
Standard i A ) : : E
Peviations —4g -3¢0 —20 —1¢ 0 +10 +20 +30
] I I 1 1 I I
Cumulafive Percentages 0.1% 2.3% 15.9% 50.0% 84.1% 97.7% 9.9
Rounded 2% 16% 5196 84% 9196 l
)
| | | |
4“/
P i 1 1 | Fae L] e B | 1 1
/
L = T | TITITHNEITEE e
1 5 10 [20130 40 50 60 701 80| 90 * L/
; Q, Md Q, .
Typical Standard Scores | J_____L,__J—J y
Z-scores L ' 1 ) 1 L 1 1 1 \ 1 1 1 A i
~40 -3.0 —2.0 -1.0 0 +1.0 -+Zf_—_4‘_;fiﬂ__L‘J
T-scores | \ 1 ; 1 . 1 ' | ) 1 L 1 5
20 30 . 40 50 60 70 ___,_’__[_,"[
| CEEB scores L 1 1 L 1 1 1 ) | L I 1 1 5
| 200 300° 400 500 600 TOOM ‘
AGCT scores L 1 L L 1 s I L | ‘ 1 A 1 160
* L 7 T T T e
| L
Stanines 1 ] 2 J 3 I w4 I 5 | 6 ] 7 I 8 I 43_—-—-/
E Pér cent in stanine I 4% 7% 12% 7% 20% 17% 12% 7% ! 4% 1 i
Wechsler Scales i | | I J_/‘I—’) i
Subtests’  L__ 1 | 1 | | 9
1 4 7 10 13 ;f_,,‘J'/ [
Deviation IQs L 1 1 | 1 | 145
55 70 85 100 115 130 1 AGCTH {
: ¢ 20 on )
NOTE: This chart cannot be used to equate scores on one test to scores on another test. For example, both 600 on the CEfBif:g;mm different gt
one standard deviation above their respective means, but they do not represent “equal standings because the scores were bt

1 72

Ther
generaliz
on any t
particula
zero, In
Similarly
the scale
for the
These te
tribution
deviatior
equivale
be equiv
equivale

The
scores ir
score sci
right an
the cury
ages of
in a no:
Practical
below —
£3 is ne

The
mon sta
cases lie
every te
Value ar

Belc
Per cent
included
memori;
centile ¢
in the ¢

Dey

Per




13%

1

|

g . -

e

o AGOT
erent vt

There are no raw scores printed along the baseline. The graph is
generalized; it describes an idealized distribution of scores of any group
on any test. We are free to use any numerical scale we like. For any
particular set of scores, we can be arbitrary and call the average score
zero. In technical terms we “equate” the mean raw. score to zero.
Similarly we can choose any convenient number, say 1.00, to represent
the scale distance of one standard deviation. (The mathematical symbol
for the standard deviation is the lower case Greek letter sigma o.
These terms are used interchangeably in this article.) Thus, if a dis-
tribution of scores on a particular test has a mean of 36 and a standard
deviation of 4, the zero point on the baseline of our curve would be
equivalent to an original score of 36; one unit to the right, + 1 o, would
be equivalent to 40, (36 + 4); and one unit to the left, -1 ¢, would be
equivalent to 32, (36-4).

The total area under the curve represents the total number_of
scores in the distribution. Vertical lines have been drawn through the
score scale (the baseline) at zero and at 1, 2, 3, & 4 sigma units to the
rght and left. These lines mark off subareas of the total area under
the curve. The numbers printed in the subareas are per cents-percent-
ages of the total number of people. Thus 34.13 per cent of all cases
N a normal distribution have scores falling between 0 and -1. For
Practical purposes we rarely need to deal with standard deviation units

belo.w -3 or above -3; the percentage of cases with scores beyond
3 is negligible.

The fact that 68.26 per cent fall between =1 gives rise to the com-
mon statement that in a normal distribution roughly two thirds of all
tases lie between plus and minus one sigma. This is a rule of thumb
SVery test user should keep in mind. It is very near to the theoretical
value and is a useful approximation,

Below the row of deviations expressed in sigma units is a row of
?:crl C;ntg; these show cumulatively the percentage of people which is
= u e'd to the left of each of the sigma points. The simplest facts to
fmorize about the normal distribution and the relation of the per-

centj e i :
'ent11e System to deviations from the average In sigma units are seen
I the chart, They are

Deviations from

the mean -20 -1o 0 +16 +26°
Percentile

equivalent 9 16 50 84 98
We can

T threaqily_ seeT that ten per cent of the area (people) at ’fhe

e e distribution embraces a smaller distance on the baseline

tange o , e than ten per'cent of the area (people) at the ends O.f the

at the midc(li(;res, for the snnplg reason that the curve is much higher

tom 4 persoe' A person who is at the 9§th percentile is farther away

ot the 554 n at the 85th percentile in units of test score than a person
Percentile is from one at the 45th percentile,

midd]
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The remainder of the chart, that is the several scoring scales drawn
parallel to the baseline, illustrates variations of the deviation score
} principle. As a class they are called standard scores.

Z-Scores

T-scores

CEEB

Stanine

These are the same numbers as shown on the base-
line of the graph. z-scores are computed by equating
the mean to 0.00 and the standard deviation to 1.00.

These are directly related to z-scores. The mean is
equated to 50, with a standard deviation of 10.

The College Entrance Examination Board sets the
mean at 500 and the standard deviation at 100.

The stanine plan divides the norm population info
nine groups with a row of percentages below indi-
cating the per cent of the total population in each
of the stanines. Thus 7 per cent of the population
will be in stanine 2, and 20 per cent in the middle
group, stanine 5.

Reprinted and Adapted from:

“Methods of Expressing Test Scores”, Test Service Bulletin, No. 48,
The Psychological Corporation, January, 1955.
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e APPENDIX F
Checklist of Successful Organization and Administration of the
se- Testing Program
ng
00. . A Coordination and Leadership
i ’ Yes No
' 1. A system wide testing program coordinator is
appointed
he
2. A system wide testing committee has been ap-
pointed.
1t0 : 3
i ' 3. Fach elementary school has functional testing
ch committee.
b 4. Each secondary school has functional testing
ile committee.
5. Specific responsibilities in the testing program
' has been assigned.
48750 6. In-service training opportunities have been

scheduled for those who administer, score, and
interpret tests.

7. In-service training opportunities have been
scheduled for staff to assure better and wider
use of test results.

B. Selection of Tests

. Tests have been well selected with respect to
a. Reliability

b. Validity

¢. Adequacy of Norms
d. Correspondence with the school program

: €. Cost and ease of administration and scoring

There is periodic evaluation by appropriate staff

members of each test to determine whether it | :
should continue to be used. | :

j C. Administration of Tests

- Persons assigned responsibility for administer-
1ng tests have been thoroughly prepared.
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2. There is an established maximum pupil-tester
ratio.

3. Efforts are made to help children understand
and accept the importance of the test they are
going to take.

4. Proctors have been assigned in advance to help
with testing before the tfesting session.

D. Testing Facilities

1. Private rooms with minimum noise level is used
for group testing.

2. Testing rooms are well lighted and ventilated.

3. There is adequate, carefully supervised facilities
for storage and control of testing materials. —_—

4. All testing supplies are subject to continuing
inventory and checked as to usability. —_—

E. Facilities and Means for Use of Test Resulis

1. The results of tests are filed in places easily
available to the persons who should use them. e

2. In-service training opportunities have been
scheduled for staff to assure better and wider
use of test results. e

3. Private rooms are available, in which staff mem-
bers can counsel pupils. s

4, Cumulative folders are carefully reviewed by
appropriate staff member, to insure that test

data are properly organized and as easily usable
as possible. e

5. Assistance is provided in the interpretation of
test results to teachers. e

Adapted from:

1. George E. Hill, “The Staff Evaluate the Schools’ Testing Prograr:r.
Center for Educational Service, College of Education, Ohio Univ
sity. Pupil Services Series, 1960, No. 1, pp. 21-23.

e
2. “Checklist of a Successful Testing Program,” Bulletin, Guldaﬁfl
Services in Kentucky’s Program of Education, Department of

cation, Volume XXXII, April, 1964, No. 4, p. 90.
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