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1

Introduction

EOM THE earliest beginnings of society, men have measured the
abilities of other men and have recognized the existence of differ-
ences in the abilities possessed by different individuals. As human so-
cieties have grown in size and complexity the recognition of individual
differences has increasingly been reflected in the social structure of
societies. Ability is not the only basis on which social differentiation
occurs, of course, and it has only been in the past half-century in the
most highly developed societies that attempts have been made sys-
tematically to evaluate intellectual abilities and to make use of this
evaluation as a basis for allocating individuals to positions in the
society.

As we have pointed out elsewhere,! all societies must train their
members to perform the tasks necessary for the continuation and
development of the society. In addition, they must provide for the
allocation of individuals to positions in the society. The importance
of these two functions is reflected in the fact that, to the best of our
knowledge, no society leaves the development and allocation of man-
power to chance, although a great variety of means have been, and
are, used to accomplish these ends. In general, the techniques by
which individuals are channeled into one position or another (and
frequently given opportunities for one kind of training as opposed

1 Goslin, David A., The School in Contemporary Society. Scott Foresman and
Co., Chicago, 1965, pp. 106-107.

1



Teachers and testing 2

to another) may be classified into those that are based largely on
ascribed (or inherent) characteristics of the individual and those
that are based on his achievements or performance. In primitive
societies, and to a lesser but still significant extent in our own so-
ciety, an ascribed characteristic on which many important distinc-
tions are made is sex, women immediately being eliminated as can-
didates for many positions in the society (the same holds true, of
course, for men). Similarly, race, age, class, religion, birth order,
and ethnic group membership all are likely to play a more or less
important part in the process of status ascription in modern as well
as primitive societies.

Since the adequate performance of most adult roles requires
considerable training, particularly in technologically advanced so-
cieties, it may be postulated? that the earlier a person’s training for
a position begins, the more successful and complete it is likely to be,
and consequently the more able he will be to perform his duties.
Support for this proposition may be adduced from the fact that, his-
torically, prospective allocation to positions in the society has more
often than not preceded the acquisition of the requisite skills, as in
the case of the apprenticeship system and, in advanced societies,
selective admission to college. The intimate relationship between the
development of well-trained manpower and the most efficacious
allocation of that manpower is made more salient as the society
becomes more technologically complex and both the skills necessary
and the amount of training involved in the successful performance
of many roles are multiplied.

In the United States concern with the measurement of abilities,
and, in particular, intellectual skills, has grown steadily during the
past forty or fifty years. At present, from the time a child enters
school until he graduates from high school or college and enters the
work force his intellectual abilities are constantly being evaluated
and re-evaluated. In no other society do we find as great a preoccupa-
tion with accurate assessment of ability combined with the alloca-
tion of opportunity for advancement in the society on the basis of
ability. We have not as yet reached the point where a person’s
chances for success are completely determined by his abilities.

2 This point is taken from Linton’s classic analysis of status and role in human
society. See Linton, Ralph, The Study of Man, D. Appleton-Century Co., New
York, 1936.
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Ascribed characteristics such as family background, race, and sex
still play an important part in the allocation process for many in-
dividuals, but we have gone farther in this direction than any other
nation, with the possible exception of the Soviet Union.3 And we
have certainly done more about developing systematic techniques
for assessing abilities than any other society.

The development of standardized tests of ability has been a
major factor in this process in the United States. A person’s abilities
may be assessed by various means, the most obvious of which is his
performance in the position for which he is a candidate. As we have
pointed out, however, it is increasingly becoming impractical to give
everyone a chance to try out for every position, especially as the
training required for most jobs becomes more complex and expen-
sive. The result is the necessity for devising some way to predict
which individuals are best suited for which jobs before providing
them with the required training. One alternative is to use perform-
ance in school as an indicator of general ability, and to allocate
opportunities for further training, leading to high status positions
in the society, on the basis of this performance. It has long been
recognized, however, that teacher judgments of pupils are often
subjective and based on characteristics unrelated to the abilities of
the person being evaluated. In addition, standards vary from school
to school and from teacher to teacher within schools. The solution
to these problems has been the development of standardized, objec-
tive tests of ability which may be used to assess the capabilities of
large numbers of students having varying educational backgrounds.

Standardized ability tests, including intelligence and achieve-
ment measures, have been almost universally adopted by educa-
tional systems in this country. It has been estimated that each of
the fifty million or more school children in the United States takes,

3The case of the Soviet Union provides an interesting comparison with the
United States. Although Russia, as a consequence of rapid industrialization,
has moved in the direction of efforts to assess individual abilities, political ide-
ology in the Soviet Union is incompatible with the notion of inherited differences
in abilities between individuals. Consequently, assessment, where it occurs, has
tended to focus on achievement differences, assumed to be based on differential
motivation and individual effort rather than on innate variability. Taking the po-
sition that all variation in performance is due to differences in motivation per-
mits one to concentrate most of one’s effort on devising techniques for raising
motivation levels while de-emphasizing systematic assessment, particularly at
early agzs. See Goslin, David A., The Search for Ability: Standardized Testing in
Social Perspective, Russell Sage Foundation, 1963, chap. 2.
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on the average, three standardized tests each year.*t Testing prac-
tices differ widely from school district to school district and from
grade to grade with school systems. This means that some children
are exposed to more than three standardized tests in a given school
year while some take fewer or none. Nevertheless, it is a rare child
indeed whose abilities are not formally tested on several occasions
by the time he finishes secondary school.

Scores on standardized tests are used by schools and colleges
for admission purposes (not only to college, but to special elemen-
tary and secondary schools as well), for grouping children accord-
ing to their abilities for instructional purposes, for counseling pupils
and parents, and for a variety of other purposes, including identify-
ing pupils with special educational deficiencies and strengths.5 It is
generally acknowledged that standardized tests in current use are
less than perfect instruments for evaluating a given individual’s
capabilities. But there is strong evidence that in many instances
they are better than any alternative device available and, in most
cases, used in conjunction with pupil grades, they increase the like-
lihood of making accurate predictions of a pupil’s future academic
performance.®

Given the extent of test use and the importance of the kinds
of decisions about students who are influenced by their performance
on standardized tests, there is an obvious need for research on the
social implications and consequences of the widespread use of this
type of technique for assessing abilities. Toward this end Russell
Sage Foundation in 1962 initiated a program of research on the
social consequences of standardized ability testing. The aim of the
program is to assess the impact of testing on the individuals being
tested, the groups or organizations using tests, and, at the broadest
level, on the society itself. This report is one of a series of mono-
graphs presenting the findings of the research and including a dis-
cussion of implications for further studies along with policy recom-
mendations resulting from the data. Reports of the research done
thus far have been confined primarily to the effects of educational
testing, although a national survey of public opinion regarding tests

¢ Ibid., pp. 53-54.

5 Ibid., chap. 4.

¢ Lavin, David E., The Prediction of Academic Performance. Russell Sage Foun-
dation, New York, 1965. See especially chap. 4.
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has been completed” and a study of the use of tests in personnel
selection in business and industry is currently underway.8

The present report deals with one aspect of the use of tests in
schools, namely, the role of the teacher in testing. The teacher occu-
pies a central role in the testing and evaluation process for a number
of reasons. First, the teacher is the primary point of contact between
the child and the educational system, and what teachers say and do
are major influences in the process whereby the child learns to assess
his own abilities. This occurs not only as a result of the instructional
situation itself in which the teacher is constantly providing the pupil
with evaluative feedback, but also through informal interaction in
which the teacher unavoidably transmits his own general assess-
ment of the pupil’s abilities to the pupil and may actually engage in
counseling with pupils. Also, teachers are more likely to be in fre-
quent contact with parents than other school officials.

Second, the teacher very often serves as the administrator and
scorer of standardized tests, especially at the elementary level where
testing specialists tend to be scarcer. Even in situations where teach-
ers are not directly involved in administering standardized tests, vir-
tually all schools give teachers access to test scores and many
schools routinely provide teachers with scores made by their pupils.
Thus the teacher, in addition to being able to observe pupil perform-
ance in the classroom, has another source of estimates of his stu-
dents’ capabilities, one which has the added legitimacy of being
derived from a standardized, objective test. One of the hypotheses
with which we began our research was that this type of information
about pupils would have important effects on teacher attitudes and
behavior toward his students, and in many cases might actually
influence evaluations of classroom performance.

Finally, in a very real sense the teacher himself is being evalu-
ated as a consequence of the performance of his pupils on stand-
ardized achievement tests. Teachers, therefore, are not disinter-

7 Preliminary findings of this study are reported in Brim, Orville G., Jr., John
Neulinger, and David C. Glass, Experiences and Attitudes of American Adults
Concerning Standardized Intelligence Tests, Technical Report No. 1 on the So-
cial Consequences of Testing. Russell Sage Foundation, New York, 1965. Further
analyses of these data will appear in a forthcoming volume by the authors, en-
titled American Attitudes Toward Intelligence, to be published by Russell Sage
Foundation.

8 This study is under the direction of Stanley H. Udy, Jr., and Vernon Buck at
Yale University.
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ested observers of the testing process and may be expected to make
efforts to improve the performance of their pupils on standardized
tests, wherever this is practical. This, in turn, results in tests having
a potential impact on school curricula insofar as what is taught and
how it is taught is left to the teacher.

The data presented in the following pages are concerned pri-
marily with describing and analyzing those aspects of the teacher
role having to do with testing. Chapter 2 provides data concerning
the use of tests in schools generally: how many tests are given;
what kinds, when, and for what purposes. It also examines school
policies relating to such matters as whether teachers have access to
scores, whether pupils or parents receive scores, and who is respon-
sible for administering and scoring tests. Chapter 3 describes, from
the teacher’s standpoint, the extent of his contact with standardized
tests and objective measurement generally. Included here are data
on the amount of training teachers have had in test and measure-
ment techniques, self-reports from teachers on their familiarity
with various standardized tests, and estimates as to the frequency
with which teachers participate in the testing process by serving as
test administrators, scorers, and the like.

Chapter 4 provides information on teacher attitudes toward,
and opinions about, standardized tests, including whether teachers
think tests are accurate, fair, and useful for various purposes.
These items are then examined in relation to background character-
istics of teachers and such variables as the degree of their involve-
ment in testing. Opinion items are included in the study on the
assumption, to be tested, that teachers who believe that standardized
tests are generally accurate and useful will tend to rely more on test
scores in making decisions about pupils and in general will be more
influenced in their behavior toward their pupils by tests than those
teachers who feel that tests are not very useful or accurate. Data
comparing teachers’ opinions and attitudes with several indices of
their actual use of tests including the extent to which they report
scores to pupils and parents and use standardized test scores in
grading pupils are presented in Chapter 5.

Chapter 6 deals with the thorny issue of coaching for tests and
the consequent potential impact of standardized tests on school
curricula. It includes both self-report data from teachers and data
based on student responses to questions concerning the extent to
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which their teachers have made special efforts to prepare them for
tests. Finally, Chapter 7 summarizes the implications of the data
and sets forth tentative policy recommendations.

The primary source of data is a questionnaire survey of 1,450
teachers in 75 public secondary schools selected according to quota
sampling procedures to represent the universe of more than 21,000
public secondary schools in the United States.® The data were col-
lected by the Project Talent field staff of the American Institute for
Research and analyzed according to instructions furnished by the
Russell Sage Foundation research group. Although the total number
of schools involved in the survey was small, considerable care was
taken in sample selection and the number of individual respondents
is sufficiently large to warrant a degree of confidence in the validity
of the analyses based on this group of teachers.

In addition to the basic secondary school teacher sample, data
were available from several other sources and wherever possible
tables presented include comparisons between the responses of sec-
ondary teachers and other relevant groups. The latter include the
following:

In 39 of the 75 public secondary schools surveyed extensive
questionnaire data were collected from all pupils in the tenth and
twelfth grades. This generated a national sample of 5,321 public
secondary school students, and several questions were included in
the questionnaire on such topics as whether the student had ever
received reports of how well he had done on standardized tests taken
in school and, if so, from whom he had received them (teachers
constituting one response category); whether the student’s teachers
had ever made efforts specifically to prepare him for standardized
tests; and whether the student felt that tests were accurate and fair.
In most cases the questions asked were comparable to those asked
on the Teachers’ Questionnaire!® and comparisons between student
and teacher perceptions of standardized tests and testing are often
enlightening.

In all 75 public secondary schools questionnaires were admin-
® A detailed description of sampling and data collection procedures appears in
Appendix I. The Teachers’ Questionnaire is reproduced in Appendix II.

1 A copy of the Students’ Questionnaire may be found in Brim, Orville G., Jr.,
David A. Goslin, David C. Glass, and Isadore Goldberg, The Use of Standardized
Ability Tests in American Secondary Schools and Their Impact on Students,

Teachers, and Administrators, Technical Report No. 3 on the Social Conse-
quences of Testing. Russell Sage Foundation, New York, 1965, Appendix A.
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istered to all school personnel formally engaged in counseling activi-
ties with students. Completed questionnaires were received from
143 counselors (all of those eligible in the schools), and their re-
sponses are included for comparative purposes where the questions
asked of both teachers and counselors were the same.1! Although the
number of schools involved is the same for both counselor and
teacher reports, comparisons of percentage distributions between
counselors and teachers should be interpreted with some caution
because of the relatively small size of the counselor sample.

Data were also collected from students, teachers, and counsel-
ors in 10 parochial secondary schools and 9 private secondary
schools. Schools in these two groups were not chosen randomly, as
in the case of the public school sample, but rather purposively to
reflect respective types of schools.’2 The same student and teacher
questionnaires used in the public secondary schools were completed
by 1,198 students and 158 teachers in the private schools, and by
2,636 students and 146 teachers in the parochial schools. Since the
samples of private and parochial schools are nonrandom and
small, in cases where responses of teachers and students in these
schools are compared with responses of teachers and students in the
public secondary school sample they should be viewed as merely
indicative of possible differences or similarities. Where large differ-
ences occur, as they do in several instances, we felt justified in pre-
senting the respective response distributions as indications of points
at which further research may prove to be especially worthwhile.

School officials in each of the 75 public secondary schools, 10
parochial schools, and 9 private schools completed a Testing Pro-
gram Questionnaire,!3 giving information about the use made of
standardized tests in the school as well as background information
on the school itself and the characteristics of the student body.

Finally, as part of a separate study of elementary school testing
practices, a mail survey of over 800 public elementary schools in
New York, Connecticut, and New Jersey was conducted in the spring
of 1962. Questionnaire responses were received from 714 elemen-
tary principals, describing in considerable detail testing practices in

11 A copy of the Counselors’ Questionnaire appears in Appendix C to the report
just cited.

12 See Appendix I of the present volume.

13 See Appendix III.
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their schools and including several items relating to the principals’
opinions about standardized tests and their use.l* On the basis of
responses to the Elementary School Testing Survey, 16 schools were
selected for intensive study and a research team subsequently inter-
viewed fifth-grade pupils in each of these schools, and collected
questionnaire data from teachers, pupils, and their parents. The
detailed results of this study will be reported in another monograph,
but in a few cases where the same questions were asked of elemen-
tary teachers and pupils as were asked of the secondary school
respondents, comparisons are included in this report. The 16 ele-
mentary schools chosen for intensive study were purposely selected
to represent both high and low frequency of standardized testing,
reporting and nonreporting of test scores to pupils and parents, and
homogeneous versus heterogeneous grouping practices within the
school, and therefore do not constitute a random sample of elemen-
tary schools in these states. Consequently, again, comparisons be-
tween responses of teachers in these schools and secondary school
teachers are intended only as rough indications of differences and
similarities between the respective groups as a whole and should be
interpreted in this light.

The following chapters, then, present data gathered from pub-
lic, private, and parochial secondary school teachers, public second-
ary school counselors and students, and elementary school teachers,
pupils, and parents. Comparisons are made between individuals
having different characteristics within the various respondent
groups with respect to their behavior and opinions, as well as be-
tween the different groups. Relationships between school character-
istics and teacher behaviors and opinions are also explored. In all
cases results are reported as being statistically significant only in
those cases where significance tests can legitimately be applied to
the data, for example, where two randomly selected samples are
compared or where comparisons are made within a single group of
respondents.

Although the data are, for the most part, descriptive, several
major themes will be discerned in the discussion that follows. The

14 The results of this survey are reported in Goslin, David A., Roberta R. Epstein,
and Barbara A. Hallock, The Use of Standardized Tests in Elementary Schools,
Technical Report No. 2 on the Social Consequences of Testing. Russell Sage
Foundation, New York, 1965.
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first of these concerns the adequacy of teacher preparation for that
part of the role of teachers having to do with administering and
interpreting standardized tests. The question of the kind of training
teachers need in order to participate in the testing process will be
raised in the light of data on actual training and experience of
teachers in test and measurement techniques. Second, an attempt
will be made to explore, at least superficially, the amount of con-
sistency in the opinions and attitudes held by teachers about stand-
ardized tests and their uses. It will become apparent, especially in
Chapter 4, that teachers’ beliefs about tests are not always consistent
although certain significant relationships are apparent. For example,
a belief that the abilities required to do well on a standardized test
are more influenced by innate factors than by learning appears to be
systematically related to positive attitudes about the accuracy and
usefulness of tests.

A third theme concerns the relationship between opinions and
practice. The literature of the social sciences is replete with exam-
ples of situations in which people express one belief and actually
behave in a way that is contrary to their expressed opinion. In the
present study similar contradictions are apparent in several in-
stances; for example, in the case of teacher attitudes about the re-
porting of test scores to children and parents, and their actual
behavior. Further, comparisons between a simulated behavioral
measure of reliance on objective information about children (for
example, test scores) and responses of teachers to questions on the
amount of reliance that should be placed on test scores give evidence
of discontinuity between expressed opinion and actual practice.

Finally, efforts are made to examine the relationship between
school testing practices on the one hand and teacher opinions and
behaviors on the other. Although our sample of schools is small, sev-
eral provocative findings emerge from the data. The teacher’s role
in evaluation has not been defined for the most part by schools and
this lack of clear-cut role expectations may account for much of the
observed ambivalence on the part of teachers with respect to how
they feel they should use test scores, how much they should partici-
pate in the guidance process, and the like.

It should be emphasized that for the most part this research
falls into the category of an exploratory study. Questionnaire re-
sponses in many instances are a poor substitute for direct behavioral
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observation and, more important, the varying nature of the tech-
niques used for selecting respondents makes firm interpretations
of observed differences hazardous. Nevertheless, the data point to
a number of interesting hypotheses which are, at the very least, de-
serving of further study.



2

The uses of
standardized tests
in schools

THIS chapter summarizes data gathered from several sources to
provide a picture of standardized test use in public elementary and
public, private, and parochial secondary schools. Basic information
on the frequency of test use is supplemented by reports of school
officials on the ways test scores are used in their schools, and data
on the frequency with which scores are reported to parents and chil-
dren will be analyzed. In most cases comparisons between testing
program variables, such as frequency of test giving, and other
characteristics of the school or community setting will be made.

By now, of course, a number of studies of the extent of testing
in schools have been completed, and a good deal of information in
this general area is available, ranging from impressionistic surveys
such as my own earlier work? to the data on school testing programs
gathered in connection with Project Talent? and the elementary

1 Goslin, David A., The Search for Ability: Standardized Testing in Social Per-
spective. Russell Sage Foundation, New York, 1963.

2 Flanagan, John C., John T. Dailey, Marion F. Shaycoft, David G. Orr, and Isa-
dore Goldberg, A Survey and Follow-Up Study of Educational Plans and Deci-
sions in Relation to Aptitude Patterns: Studies of the American High School,
Cooperative Research Project No. 226. University of Pittsburgh, Pittsburgh, Pa.,
1962. See chap. 8.

12
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school testing program survey conducted by the author.3 The present
data are presented both to confirm and to extend previous studies,
as well as to provide a specific frame of reference for subsequent
information on teacher opinions and practices. The source of most
of the data to be presented below is the Testing Program Question-
naire (see Appendix IIT) that was completed by the principal or
guidance chief in each of the 94 public, private, and parochial sec-
ondary schools included in the study. (See Chapter 1 and Appendix
1) In addition, some of the material gathered in connection with
the above-mentioned elementary school testing survey, results of
several items from the Counselors’ Questionnaire, and data from
one or two additional sources will be included.

The extent of testing

Table 1 summarizes the responses of principals in the 75 public
secondary schools included in our survey to a series of questions
concerned with the frequency of administration of standardized
achievement, intelligence, college-admissions, vocational-interest,
and personality tests in their schools. All of the principals reported
that at least some standardized tests were given in their schools.
The data indicate the relatively great frequency with which tests
and inventories of all types are administered in the three grades
covered, although only achievement tests, group intelligence tests,
multi-aptitude tests, and interest inventories appear to be given
with any regularity to all pupils in a given grade.

It will be noted that no type of test is universally administered
in all schools in our sample. Eleven principals (14.7 per cent) re-
ported that standardized achievement tests were not given in grades
10, 11, and 12 in their schools; 25 (33.3 per cent) indicated that no
group intelligence tests were given; and 9 (12 per cent) replied
that national college-admissions tests were not given in their
schools. Small town and rural schools in the South and Midwest
account for virtually all of these responses, a finding which coincides
with the data reported by Project Talent in 1962.4

% Goslin, David A., Roberta R. Epstein, and Barbara A. Hallock, The Use of
Standardized Tests in Elementary Schools, Technical Report No. 2 on the Social
Consequences of Testing. Russell Sage Foundation, New York, 1965.

¢ Flanagan, John C., and others, op. cit., chap. 8.
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Table 2: Percentage of public secondary schools that responded “yes” to
the question, “Are standardized achievement tests given in grades 10, 11,
and 12 in your school in one or more of the following fields?”

SUBJECT AREA

PER CENT OF SCHOOLS
GIVING TEST

English Fundamentals
Reading Comprehension
Foreign Languages
Social Studies
Biological Science
Physical Science
Mathematics

Total number of
schools responding

70.7
77.3
10.7
56.0
42.7
42.7
65.3

(75)

With respect to the frequency of standardized achievement test
use in specific subject-matter areas, the most widely given are tests
of reading comprehension, with English fundamentals, mathemat-
ics, and social studies tests also being given by more than half of the
schools in the sample (Table 2). According to public secondary
school principals, most twelfth-grade pupils spend on the average
from one to three hours during their final year taking standardized
tests given by the school and four to six hours taking tests sponsored

by outside agencies (Table 3).

Table 3: Average number of hours spent by public secondary school pupils
taking standardized tests during the twelfth-grade year according to school

reports
PER CENT OF SCHOOLS
SCHOOL- EXTERNALLY
AVERAGE SPONSORED SPONSORED
NUMBER OF HOURS TESTS TESTS
I1to3 40.0 29.9
4to6 34.5 49.9,
7to12 21.8 19.5
13 or more 3.2 1.5
Number of schools (55) (67)
Mean number of hours (5.5) (5.2)
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Data on the extent of testing in elementary schools indicate a
somewhat greater frequency of test-giving in grades kindergarten
through six than at the secondary school level. Principals in a ran-
dom sample of 714 elementary schools in New York, New Jersey,
and Connecticut were asked to list the various types of standardized
tests given in each grade in their school. Table 4 provides a tabula-
tion of their responses by grade and type of test. Since it may be
assumed that in most cases only one test of a particular type is given
in a single grade, the frequencies within any cell are roughly equiva-
lent to the number of schools that give such a test in that grade.
Since most of the schools in our sample included all grades from
kindergarten to six, we obtained an average figure of more than ten
tests per school through the seven grades. It should be noted that
only in the case of achievement batteries in grades 3, 4, 5, and 6
does the number of tests given approach the number of schools in
the sample (714), indicating that a very high proportion of schools
use achievement batteries in these grades. Only one principal re-
ported that no standardized tests were used in his school.

Some interesting findings emerge from an inspection of Table
4. In only one grade, the first, does the number of group IQ tests
reported exceed the number of achievement batteries given, empha-
sizing the concern of elementary schools with achievement. Eighty-
five 1Q tests are reported as being given in kindergarten, a figure
which almost certainly corresponds closely to the number of schools
giving Group IQ tests at this grade level since a school would not be
likely to give more than one such test in kindergarten. Given the
special problems involved in administering such tests to kindergar-
ten children,’ these findings raise interesting questions about the
use which is made of scores resulting from preschool tests and their
effect on the children involved.

Finally, the relatively infrequent use of individual IQ tests
should be noted, a fact which is no doubt largely due to the lack of
personnel qualified to administer and interpret such tests. A de-
tailed description of the findings of the Elementary School Testing
Survey may be found in Technical Report No. 2 on the Social Con-

8 See Anastasi, Anne, Psychological Testing, 2d ed. Macmillan Co., New York,
1961, pp. 297-300.
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sequences of Testing.® Since a great deal of information has been
accumulated about the intellectual capacities of individual students
by the time they reach secondary school, the testing being done in
elementary schools may have a somewhat greater impact in terms of
its relative contribution to the formation of opinions on the part of
school personnel about the potential of pupils. The need for initial
classification and evaluation of pupils serves to explain the greater
frequency of testing in the primary grades. We shall return to this
point below.

The extent of testing in elementary schools is positively related
to the average income level of families of children in the school and
to the number of full- or part-time counselors in the school. Public
elementary schools having a predominance of Protestant pupils also
tend to give more tests than those that report a large Catholic enroll-
ment. Size of elementary school does not appear to be related to
amount of testing.

The small size of our sample of secondary schools does not
permit detailed consideration of the relationship between extent of
test-giving and school characteristics; however, several fairly clear
general observations may be made. First, somewhat more testing is
done in urban and suburban schools than in small town and rural
schools, although size of school again does not appear to be consist-
ently related to extent of testing. Second, schools having a high pro-
portion of college preparatory pupils and a lower percentage of Ne-
groes give more tests than those having fewer college preparatory
students and a high proportion of Negro pupils. Finally, extent of
testing is positively related to per pupil expenditures and negatively
related to the percentage of male dropouts.

These data support the tentative conclusion that extensive test-
ing is both an urban and a middle-class phenomenon, although test-
ing is by no means restricted to urban and middle-class school situa-
tions. While existing tests may have greater validity when used in
urban settings and with college preparatory pupils, members of dis-
advantaged groups who are likely to have more difficulty estimating
their capabilities probably have a greater need for these data. The
same may be said about counselors who must work with disadvan-

8 Goslin, David A., Roberta R. Epstein, and Barbara A. Hallock, op. cit.
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taged pupils. One could argue, therefore, that our data raise ques-
tions as to whether those pupils who most need to be tested are
actually tested as much as they require.

The use made of the results

More important than the number of tests given is the use made of
the results. At the outset it should be pointed out that there is no
easy or very reliable way of obtaining information about how test
scores are actually used in school settings. Reports of school prin-
cipals and guidance counselors, the primary source of the data to be
presented here, may be assumed to be both impressionistic and
highly flavored with current philosophies about the way test scores
ought to be used. The implication is not that the school officials who
filled out the Testing Program Questionnaire at the secondary school
level and the Elementary School Testing Survey questionnaire at
the elementary level were deliberately giving a false report of their
schools’ policies, but merely that many schools may not have any
clear-cut policy concerning the use of standardized test scores. Fur-
thermore, it is extremely difficult for a principal to know to what
extent general policies with respect to tests, if they exist, are carried
out by guidance counselors, teachers, and other school personnel.

The combination of lack of policy and uncertainty about the
congruence between policy and practice means that one should in-
terpret the following data with considerable caution. While the
data are clearly suggestive of the broad lines of school policy regard-
ing tests, marked discrepancies may exist between reported policies
and actual practices in many cases. Some evidence for this assump-
tion may be seen in the reports of teachers on the way they use test
scores, particularly in regard to advising pupils about their work.
(See Chapter 5.)

Table 5 provides a summary of the responses of public second-
ary school principals to a series of items concerned with the impor-
tance of various reasons for the use of standardized tests in their
school. Of greatest interest is the fact that the four reasons receiv-
ing the highest vote of importance all involve dissemination of in-
formation resulting from the test (in one form or another) to the
pupil or his parents. By far the greatest importance is attributed by
principals to helping pupils to gain a better understanding of their
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Table 5: Reports of public secondary school administrators of the impor-
tance of various reasons for the use of standardized tests in their school
(Percentages)

DEGREE OF IMPORTANCE

OF VERY
OF NO LITTLE FAIRLY VERY NUMBER OF
IMPOR- IMPOR- IMPOR- IMPOR- SCHOOLS
REASONS FOR TESTING TANCE TANCE TANT TANT RESPONDING

To meet state testing
requirements 54.1 17.6 135 14.9 (74)

To section pupils in any
course by achievement
level 21.3 32.0 38.7 8.0 (75)

To section pupils in any
grade by level of
mental ability 29.3 30.7 33.3 6.7 (75)

To help in guiding pupils
into appropriate
curricula 1.3 6.7 45.3 46.7 (75)

To select applicants for
admission to your
school 87.8 9.5 1.4 1.4 (74)

To compare the average
scores of pupils with
those of other schools 26.7 36.0 34.7 2.7 (75)

To measure the level of
achievement of indi-
viduals at the end of
the school year 14.9 13.5 44.6 27.0 (74)

To measure the gain in
achievement made by
individuals during a
school year 12.2 14.9 43.2 29.7 (74)

To measure the average
gain in achievement
by all pupils in a
given course during
the school year 12.2 35.1 31.1 21.6 (74)

To help pupils gain a
better understanding
of their strengths and
weaknesses 1.4 1.4 25.7 71.6 (74)

To help in educational
and vocational counsel-

ing of pupils 1.3 .0 29.3 69.3 (75)
To help in counseling

parents 1.3 12.0 40.0 46.7 (75)
To evaluate the

school curriculum 2.7 18.7 49.3 29.3 (75)

To evaluate teacher
effectiveness 25.3 33.3 29.3 12.0 (75)
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Table 6: Reports of public secondary school administrators of the fre-
gquency with which standardized test scores are used for various purposes
in their school (Percentages)

FREQUENCY OF USE FOR THIS PURPOSE

NUMBER OF
OCCASION- FRE- VERY SCHOOLS
PURPOSES OF TESTING NEVER ALLY QUENTLY OFTEN RESPONDING

To diagnose reasons for

failure to learn on the

part of pupils 5.3 25.3 41.3 28.0 (75)
To assess pupils’

achievement 5.3 22.7 41.3 30.7 (75)
To provide a basis for

school marks 62.7 30.7 5.3 1.3 (75)
To assess the potential

learning ability of pupils 1.3 16.0 45.3 37.3 (75)
To provide a basis for indi-

vidualizing instruction 9.3 48.0 32.0 10.7 (75)
To identify under- or

over-achievers 1.3 24.0 44.0 30.7 (75)
To guide pupils in their

choices of specific high

school subjects 6.7 18.7 34.7 40.0 (75)
To guide pupils in their

choices of curricula 2.7 20.0 38.7 38.7 (75)
To guide pupils in their

decisions about post-

high school education .0 18.7 34.7 48.7 (75)
To guide pupils in their

choices of specific

colleges 10.7 36.0 24.0 29.3 (75)
To guide pupils in their

choices of occupations 5.3 28.0 42.7 24.0 (73)

To inform institutions of
higher learning about
their applicants for
admissions 5.3 20.0 29.3 45.3 (75)

To inform prospective
employers about
job applicants 8.0 52.0 22.7 17.3 (73)

To inform pupils about
their own abilities
and achievements 8.7 16.0 32.0 45.3 (75)

To inform teachers about
the abilities and achieve-
ments of their pupils 1.3 21.3 41.3 36.0 (75)
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strengths and weaknesses, helping in the educational and vocational
counseling of pupils, helping to counsel parents, and helping to
guide pupils into appropriate curricula. No other reason for the giv-
ing of tests comes close to the percentage of principals who think
that these uses are either very important and fairly important. Next
most important on the list of reasons are the items concerned with
measuring pupil achievement and evaluating the school’s curricu-
lum. Interestingly, despite strong feelings on the part of teachers in
opposition to such a practice (see Chapter 4), evaluating teacher
effectiveness is rated as either a fairly important or very important
reason for testing in 41.3 per cent of the schools.

In contrast to the importance of various reasons for giving
tests, Table 6 contains estimates of the frequency with which scores
from intelligence, scholastic-aptitude, or achievement tests are used
for a variety of purposes in their schools. The expected congruency
between reasons for use and frequency of use is apparent in a com-
parison between Tables 5 and 6. In general, schools report that test
scores are regularly or very often used for most of the purposes
listed, and on only one item, providing a basis for school marks, do
a majority of the principals indicate that test scores are never used
for this purpose. As in the case of reasons for test-giving, pupil
guidance appears to be the major function of school testing pro-
grams, while such potential uses of tests as grouping, grading, or
adapting the curriculum to the needs of specific pupils appear to be
less important.

At the elementary level a somewhat different pattern of test
usage emerges although many similarities are apparent. For all of
the tests covered in the Elementary School Testing Survey, diagnos-
ing individual difficulties was the single most widely reported use
(Table 7), with homogeneous grouping as the second most impor-
tant use mentioned. On the other hand, counseling pupils and coun-
seling parents are listed as uses of test scores in only a minority of
the cases. Thus, while the emphasis in both elementary and second-
ary schools appears to be on the individual pupil, the emphasis in
secondary school seems to be on guidance and the dissemination of
information to the examinee, and the emphasis in elementary school
is on the usefulness of test data in organizing and individualizing
the curriculum of the school. There are several interpretations of
+his finding.

The elementary school must deal, at the outset, with a largely
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undifferentiated pupil body that must be organized in the most effi-
cacious manner for instructional purposes. The capabilities of indi-
vidual pupils are unknown at the beginning and are subject to
fairly rapid change during the first five or six years of schooling.
During this period continual evaluation of pupil progress is neces-
sary if the school is to make the most of its resources and provide
each student with the educational experiences and opportunities he
needs most. At the same time, since most children are expected to
acquire generally the same set of skills in elementary school and
there is little opportunity for children to choose among various edu-
cational alternatives, the guidance function of testing tends to be-
come subordinate, while those functions relevant to increasing the
effectiveness of the school take precedence.

On the other hand, by the time a student reaches secondary
school a great deal of information regarding his academic capabili-
ties has been accumulated. More choices as to type of educational
experience exist, and the problem of helping students to decide
among the alternatives open to them is of major importance both
to the school and to the individual. Testing at the secondary school
level, therefore, can be expected to be more future-oriented, with
test scores playing a major role in the guidance and counseling
process.

This distinction between the use of tests in elementary schools
and secondary schools is far from absolute. Counseling and guidance
does take place in elementary schools, and test scores are frequently
an integral part of the process. In fact, the counseling that takes
place at the elementary level may have a much greater impact on
the formation of a child’s conception of his abilities than counseling
in secondary school. Many believe that it is precisely during this pe-
riod of relative malleability of self-conception that more systematic
information about the child’s abilities (and consequently, perhaps,
his possibilities for the future) should be provided. Nevertheless,
our data point to a greater concern with counseling and a greater
willingness to provide pupils with test scores and other information
about their abilities in secondary school than in elementary school.
We shall return to this point in the following section of this chapter
on school policies concerning the reporting of test scores and at sev-
eral points later in the book.

To provide a basis for comparisons between type of secondary
school and test use, an Index of Test Use was calculated for each
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school on the basis of the responses to items 51-66 on the Testing
Program Questionnaire,” concerned with the frequency of test use.
Again, because of the limited size of the school sample, inferences
must be drawn with care, but several interesting findings emerge
from the comparative analysis. First, the observed positive relation-
ship between an urban setting and giving more tests appears to hold
for frequency of test use as well; urban schools tend to score higher
on the index of frequency of test use. Second, although extent of
test-giving was positively related to per pupil expenditures in our
public secondary schools, extent of test use (as measured by the
simple sum of responses on the frequency of use items) appears to
be negatively related to per pupil expenditures. Thus, while high per
pupil expenditure schools give more tests, they make less frequent
use of them according to our data.

Finally, although the numbers are small there is evidence of a
curvilinear relationship between the percentage of college-bound
pupils in the school and extent of test use. The relationship is posi-
tive until one reaches a proportion of more than 75 per cent college-
bound pupils, at which point schools report that tests are used less
frequently.

In summary, while tests are given most in urban, high per pu-
pil expenditure schools, they are used most extensively in schools
having a heterogeneous student body (both college and noncollege-
bound students) in which problems of pupil guidance, classification,
and evaluation are likely to be more acute. Heterogeneous student
body schools, as opposed to schools having a homogeneous student
body (which tend to be college preparatory schools), might be ex-
pected on the average to be somewhat lower on the measure of per
pupil expenditure which would account for the observed negative
relationship between extent of test use and per pupil expenditure.

The reporting of test scores to
pupils and parents

While any standardized test given in a school can have a signifi-
cant impact on curriculum, school organization, or on the opportu-

7 See Appendix III, pp. 190-191. The Index was constructed by assigning numer-
ical values from one (Never) to four (Very Often) to the responses to items
51-66 and then taking the simple sum of all responses to these questions.
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Table 8: Public secondary school policy on the extent to which standard-
ized test scores are reported to pupils and parents (Percentages)

PER CENT OF SCHOOLS

SCHOOL- EXTERNALLY
SPONSORED SPONSORED
SCHOOL POLICY TESTS TESTS
The results are not reported in school 4.1 8.2
Only the scores themselves are reported 9.6 5.5
Only an interpretation of the scores is
reported 6.8 27.4
Both the scores themselves and an
interpretation of them are reported 79.5 58.9
Number of schools (73) (73)

Table 9: Public secondary school counselor reports of school practices
concerning the reporting of standardized test scores to parents, by type of
test (Percentages)

INTELLI- STAND-
GENCE ARDIZED VOCA-
AND ACHIEVE- PERSON- TIONAL-
APTITUDE MENT ALITY INTEREST
SCHOOL POLICY TESTS TESTS TESTS TESTS

Scores are routinely sent to
parents in written form 3.7 24.3 7 10.4

Scores are routinely given to
parents in personal

conferences 7.4 154 9.6 17.0
Parents may receive scores

routinely at their request 12.5 23.5 11.9 29.6
Parents may receive scores

only in special cases 14.7 4.4 5.2 3.7

Parents may not receive scores,
but can get interpretation of
the results routinely 37.5 22.8 8.9 18.5

Parents may not receive scores,
and can get interpretation of
the results only in special

cases 15.4 6.6 6.7 5.2
Test results are not given

to parents in any form 7.4 2.9 7.4 3.0
Tests are not given in this

school 1.5 .0 49.6 12.6

Number of counselors (136) (136) (135) (135)
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nities available to the pupils being tested, a direct effect on self-
conception of ability (and consequently, motivation, aspiration
level, and the like) is possible only where the student or his parents
receive some feedback on test scores. A major focus of the following
report, therefore, will be school policies and teacher practices con-
cerned with the dissemination of test scores to pupils and parents.
To provide a context for the analysis of the extent to which teachers
are involved in providing their pupils with test information, school
principals and counselors were asked to describe general school pol-
icies on this issue.

The data presented in Tables 8 and 9 show that a good deal of
information about pupils’ performance on standardized tests appar-
ently does reach the pupil involved or his parents at the secondary
level. In only six schools, for example, are scores on school-sponsored
standardized tests (of all types) not reported in any way to pupils
or parents. But only 10 per cent of the secondary school counselors
in the same schools report that parents are routinely given scores on
intelligence and scholastic aptitude tests either in written form or
in personal conferences. These data corroborate the finding on the
Testing Program Questionnaire that in only eight of the 75 pub-
lic high schools in our sample do parents routinely receive informa-
tion about their children’s aptitudes. In most cases our data indicate
such information is available to parents, but dissemination depends
on the initiative of the guidance counselor, teacher, or the parents
themselves. We may conclude that while secondary schools appear
to be engaging in considerable dissemination of achievement score
data, they remain somewhat reluctant to provide pupils and parents
with aptitude and intelligence test scores except where parents ask
for it or when guidance counselors feel that it would be helpful as
part of the counseling process.

In elementary schools the above-mentioned tendencies to pro-
vide achievement test scores, but no IQ or aptitude scores, are even
more pronounced. Data from the elementary school testing survey
indicate that very little, if any, routine reporting of intelligence test
scores goes on. Some routine reporting of standardized achievement
test information is available on request. (See Tables 10 to 13.)

Both in secondary school and elementary school the social
class composition of the student body appears to be related to policies
concerning the reporting of test scores. Secondary schools with a high
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proportion of college-bound pupils are more likely to provide pupils or
parents with scores, and principals of elementary schools in upper-
income areas indicate that more reporting of scores to parents takes
place (although the degree of reporting to children remains the same
regardless of income level ). Project Talent data indicate that, at the
secondary school level, reporting of scores to parents is strongly re-
lated to extent of testing and extent of test use; test scores being
reported considerably more often in schools that do a great deal of
testing® and report more uses of test scores.®

Again, it should be emphasized that school policies may not
bear very much relationship to what actually goes on in schools and
we shall return to the problem of test score reporting in Chapter 5
when we discuss teacher uses of tests.

The reporting of test scores to teachers

In most of the public secondary schools in our sample, both stand-
ardized achievement and intelligence test scores are retained in
an administrative office, and any teacher who wishes may look them
up. In only about 10 per cent of the secondary schools surveyed are
actual test scores routinely given to the teacher. This practice con-
trasts with the situation in elementary schools in which teachers
actually receive scores about 80 per cent of the time and have free
access to all scores (with the partial exception of individual IQ test
scores) in the remainder of the cases.

Data will be presented in Chapter 3 on the extent to which
secondary school teachers report that they actually look up their
pupils’ test scores and also on the extent to which teachers are in-
volved in administering and scoring tests. It is quite clear, however,
that teachers, at the very least, have the opportunity to find out
scores made by their pupils on standardized tests. The impact that
this has on teacher behavior is the subject of the remainder of this
report.

8 See Brim, Orville G., Jr., David A. Goslin, David C. Glass, and Isadore Goldberg,
The Use of Standardized Ability Tests in American Secondary Schools and Their
Impact on Students, Teachers, and Administrators, Technical Report No. 3 on
the Social Consequences of Testing. Russell Sage Foundation, New York, 1965,
Table 13, p. 269, and Table 66, p. 295.

¢ Ibid., Table 67, p. 296.
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Experience of teachers
with tests
and testing

ALONG with data on school policies concerning standardized
testing, we were interested at the outset in knowing more about the
amount of contact individual teachers have had with standardized
tests, both in their training and in their role as teacher. This infor-
mation is important not only in its own right, as an indication of the
part standardized tests play in the day-to-day activities of teachers,
but also as a major factor in the extent to which tests influence
other aspects of the teacher role, for example, as a stimulus to modi-
fying course content or methods.

The data presented in this chapter deal with three aspects of
this topic: (1) teacher reports of formal training they have re-
ceived in testing and measurement techniques, (2) reports of fa-
miliarity on the part of teachers with specific test instruments, and
(3) reports of experience administering and scoring standardized
tests. Responses of teachers to questions in each of these areas will
also be examined in relation to background characteristics of teach-
ers and to characteristics of the schools and school testing programs.

In succeeding chapters these data, particularly the indices of
familiarity with tests and experience administering and scoring
tests, will be compared with teacher opinions about tests and reports
of test usage in an effort to provide a basis for inferences about the

33
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impact of testing on teacher behavior. The demonstration, for exam-
ple, of a relationship between familiarity or experience with stand-
ardized tests and teacher behavior would lead us to hypothesize
that changes in school testing programs resulting in greater teacher
contact with tests or in aspects of the curricula of teacher training
institutions concerned with measurement techniques would, in turn,
have an effect on the way teachers carry out some aspects of their
duties in the classroom.

It should be emphasized again here that the data reported for
parochial and private secondary school teachers and elementary
school teachers are based on small, nonrepresentative samples of
the respective groups of teachers, and all comparisons between
these groups and the public secondary school sample should there-
fore be made with great caution. Responses of parochial, private,
and elementary teachers are presented only to provide a preliminary
indication of possible differences between teachers in different types
of schools, and only where the observed differences are quite large
can they be presumed even tentatively to represent real differences.

Formal training in measurement
techniques

Table 14 indicates that slightly more than a fifth of the public
secondary school teachers surveyed had never taken a graduate or
undergraduate course in tests and measurements. An additional 27.9
per cent of the public secondary school teachers reported having
taken only one such course. Of the elementary school teachers, 24.7
per cent had never taken such a course and 85 per cent reported hav-
ing taken fewer than three courses. By way of contrast, all but 4 per
cent of the public secondary school counselors in the same schools
had taken at least one course in measurement techniques and two-
thirds of them reported having taken at least three such courses.
Parochial secondary school teachers reported almost the same
degree of exposure to testing courses as public school teachers, but
the private school teachers surveyed were a different story, 63 per
cent indicating that they had never had a course in testing. Although
not an unexpected finding since private schools are more likely to
recruit teachers without formal preparation in education, it is worth
noting since this lack of exposure is reflected in the responses of
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Table 14: Responses of secondary school teachers, public secondary school
counselors, and elementary school teachers to the question, “Approximately
how many graduate or undergraduate courses in the following general
area have you had: tests and measurements (sample course titles: indi-
vidual testing, analysis of the individual, psychological measurements,
diagnostic testing, group tests and techniques, mental measurements, per-
sonality testing, etc.)?” (Percentages)

SECONDARY ELEMENTARY
SECONDARY SCHOOL TEACHERS

NUMBER SCHOOL SCHOOL
OF COURSES PUBLIC PRIVATE PAROCHIAL COUNSELORS  TEACHERS®

None 22.1 63.0 23.9 4.2 24.7
One 27.9 20.8 31.7 11.9

61.8
Two 23.5 9.1 17.6 19.6
Three 15.1 4.5 12.0 22.4

11.2
Four 5.8 1.3 7.0 14.7
Five or more 5.6 1.3 7.7 27.3 2.2
Number of

respondents (1440) (154) (142) (143) (89)

= The response categories to question 11 on the Elementary School Teacher Ques-
tionnaire were: “none,” “one or two,” “three or four,” and “five or more.”

private school teachers to a number of related questions, such as
familiarity with tests and opinions about tests.

A roughly similar pattern is found in the responses of teachers
and counselors in each of the several groups to a question concerned
with the number of courses taken in research methods. Table 15
shows these data. Again, public and parochial secondary school
teachers report roughly the same number of courses as elementary
teachers, with private school teachers having had considerably less
exposure.

Taking into account background characteristics of teachers as
related to their having taken testing courses, our data indicate that
male teachers are significantly more likely to report having taken
such courses than females; younger and older teachers (as opposed
to middle-aged teachers) report less formal training; teachers’ col-
lege and school of education trained teachers report more courses;
and majors in languages, the humanities, and the natural sciences
have had fewer courses. As we shall see, these differences are re-
flected in the opinions and practices of teachers of various types.
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Table 15: Responses of secondary school teachers, public secondary school
counselors, and elementary school teachers to the question, “Approximately
how many graduate or undergraduate courses in the following general
area have you had: methods of research (sample course titles: research in
education, statistical methods in education and psychology, statistics, edu-
cational statistics, methods in educational research, research design,
etc.)?” (Percentages)

SECONDARY ELEMENTARY
SECONDARY SCHOOL TEACHERS

NUMBER SCHOOL SCHOOL

OF COURSES PUBLIC PRIVATE PAROCHIAL COUNSELORS TEACHERS®
None 33.9 64.3 39.0 8.4 54.5
One 29.5 19.5 32.6 28.7

36.4
Two 18.6 9.1 9.9 27.3
Three 10.0 2.6 9.2 18.9 8.0
Four 4.0 1.9 3.5 7.0 '
Five or more 4.0 2.6 5.7 9.8 1.1
Number of
respondents (1433) (154) (141) (143) (88)

® Response categories to question 12 on the Elementary School Teacher Ques-
tionnaire were: “none,” “one or two,” “three or four,” and “five or more.”

A rather sizable proportion of public and parochial secondary
school teachers, as well as a comparable group of elementary teach-
ers, reported having attended one or more clinics or meetings in-
tended primarily to acquaint teachers with the content, philosophy,
or methodology of standardized testing (Table 16). The fact that as
many as 20 to 40 per cent of teachers have taken part in such a
clinic or meeting is evidence of the degree of teacher interest in test-
ing and the salience of this activity for their role as a teacher. These
figures reflect the establishment of clinics on testing and guidance
procedures sponsored by the National Defense Education Act, as
well as the continuing efforts of testing firms to acquaint test users
with their products. As tests become more widely used and informa-
tion about their use becomes more commonly available not only to
teachers, but to parents as well, these percentages are likely to
increase.

Notwithstanding the finding above, the relative lack of train-
ing in testing techniques evidenced by elementary school teachers
deserves comment. Data from the Elementary School Testing Survey
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show clearly that it is the teacher in elementary schools who is re-
sponsible for administering most of the standardized tests given in
the school. Furthermore, as noted in the previous chapter, elemen-
tary teachers are more likely than are secondary school teachers to
receive their students’ test results routinely. Although elementary
school teachers do not typically have formal responsibility for inter-
preting test scores to pupils and parents, the mere fact that they
possess test scores opens up the possibility that this information will
have an influence on their attitudes toward pupils (for example,
on expectations for the attainment of particular students), as well
as on such things as grouping for instructional purposes within the
classroom. Yet many of these teachers have never had any formal
training in measurement techniques, and it may be presumed that
even those who do report having taken a course or attended a meet-
ing or clinic have had only minimal exposure to the philosophy and
methodology of standardized testing. A direct implication of our
data, therefore, is the need for increased emphasis on preparing ele-
mentary teachers for this important aspect of their role in the class-
room.

In our sample of secondary schools no significant relationships
are evident between such school variables as size or type of residen-
tial area served (urban vs. suburban vs. rural, and the like) and
the proportion of teachers who report having taken courses in test-

Table 16: Responses of secondary school teachers and elementary school
teachers to the question, “Have you ever attended any clinics or meetings
intended primarily to acquaint teachers with the content, philosophy, or
methodology of standardized testing (not counting courses taken in college
or graduate school)?” (Percentages)

SECONDARY SCHOOL TEACHERS BLEMENTARY
SCHOOL
RESPONSE PUBLIC PRIVATE PAROCHIAL TEACHERS

Yes, within the past two years 8.5 5.8 13.8 5.7
Yes, prior to the past two years 11.1 6.5 15.2 11.4
Yes, both within and prior to

the past two years 3.7 6.5 10.3 8.0
Never 67.3 77.4 54.5 71.5
I don’t remember 9.3 3.9 6.2 3.4

Number of respondents (1421) (155) (145) (88)
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ing, with one exception. Teachers in public schools having a high
proportion of children whose parents are engaged in professional
occupations report significantly lower exposure to courses in tests
and measurements. On the other hand, several testing program
characteristics, including the use of tests to section pupils by ability,
the use of tests to inform pupils of their strengths and weaknesses,
the use of tests to evaluate teachers, and the overall extent of testing
in the school are significantly related to teacher reports of having
taken a greater number of courses. We may conclude that where
more use is made of tests and more tests are given, a greater
proportion of the teachers in the school will have had some formal
training in testing.

Familiarity with tests

A major section of both the secondary school and elementary school
teacher questionnaires was devoted to a set of questions designed
to investigate the familiarity of teachers with a variety of specifically
named standardized tests. A wide range of tests were mentioned,
including relatively familiar tests like the College Board Scholastic
Aptitude Test, and somewhat less widely known instruments such as
the Bell Adjustment Inventory (a personality test) and Educational
Testing Service’s Sequential Tests of Educational Progress (STEP).
Teachers were asked to indicate their familiarity with each test on a
four-point scale, ranging from “I have never heard of the test” to “I
have examined (or studied about) the test and am familiar with it.”
Tabulations of the responses were made separately by test; in addi-
tion, a composite index of familiarity with tests was constructed to
make possible comparisons with background, behavior, and opinion
data. A complete summary of the data by test may be found in Appen-
dix IV; however, several interesting findings deserve mention here.

Of all the tests included, the Stanford-Binet Intelligence Test
turned out to be most familiar to public school teachers, both ele-
mentary and secondary, despite the fact that it is an individual test
which most children do not take. As one might expect, the College
Board SAT, the Kuder Preference Record, and the Iowa Tests of
Educational Development also received high familiarity ratings, al-
though, surprisingly, 10 per cent of the public secondary school
teachers indicated they had never heard of the SAT. Table 17 shows
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Table 17: Distribution of public, private, and parochial secondary school
teachers on the index of familiarity with tests (Percentages)

SECONDARY SCHOOL TEACHERS
SCORES ON THE INDEX °

OF FAMILIARITY PUBLIC PRIVATE PAROCHIAL
Low Familiarity: 1st Quartile 16-27 15.3 26.8 6.6
2nd Quartile 28-39 47.0 48.2 42.6
3rd Quartile 40-51 30.2 19.6 38.2
High Familiarity: 4th Quartile 5264 7.8 4.9 12.5
Number of teachers (1320) (141) (136)
Mean (37.22) (33.86) (40.33)

that parochial school teachers reported evidence of greater overall
familiarity with tests, a finding due perhaps to the selectivity and
small size of our sample of parochial schools (it will be remembered,
however, that public and parochial school teachers did not differ
significantly with respect to number of courses in testing). As ex-
pected, private school teachers gave evidence of significantly lower
familiarity with tests.

Because of their importance to college-bound secondary school
graduates, we asked several separate questions about exposure to
college-entrance tests and, in particular, whether the teacher had
ever had an opportunity to examine a complete copy of the SAT, the
College Board Achievement Tests, the National Merit Scholarship
Qualifying Test, or any of the American College Testing Program
Tests. Slightly more than 16 per cent of the fourteen hundred public
secondary school teachers in our sample reported that they had ex-
amined a complete copy of the SAT (their own experience in taking
the SAT was specifically excluded). Somewhat higher proportions of
the private and parochial school teachers and 28 per cent of the
guidance counselors gave similar responses (Table 18).

These percentages are themselves fairly small, but the SAT is
one of the most carefully guarded of all standardized tests. To the
extent that these responses are representative of general teacher
contact with the SAT, they indicate both widespread interest in the
SAT and the difficulties in keeping a test like it completely secure.
No doubt many of those who responded affirmatively to this ques-
tion had worked in examination centers during the administration
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of the SAT and had taken advantage of this opportunity to go over
the test. Obviously, having examined an old copy of the SAT is not
like knowing the questions in advance, since new forms of the test
are constantly being prepared. The significance of these figures lies
primarily in the fact that they demonstrate the availability of means
by which teachers and other school personnel may gain direct fa-
miliarity with tests. In general, the position of the College Board and
Educational Testing Service, which administers the test, has been
that general knowledge about their tests on the part of teachers and
counselors, as well as students, is a good thing. These data merely
underscore the importance of continuing to revise the instruments
used.

Another interesting finding is that over half of the public sec-
ondary school teachers, 62.5 per cent of the parochial school teach-
ers and, surprisingly, 75.2 per cent of the secondary school counse-
lors had never taken the SAT themselves (Table 19). An additional
13.1 per cent of the public secondary school teachers were not
sure, but did not think that they had ever taken the SAT. These
figures are understandable in that many institutions that train
teachers do not require candidates for admission to take the College
Board tests. But they substantiate the conclusion that many col-
lege preparatory students probably take courses from teachers who
have never had to take the SAT in the course of their own training,
a fact which makes the efforts of the College Board and the Educa-

Table 19: Responses of secondary school and elementary school teachers
and public secondary school counselors to the question, “Have you ever
taken the SAT?” (Percentages)

SECONDARY SCHOOL TEACHERS SECONDARY ELEMENTARY

PRI- PARO- SCHOOL SCHOOL
RESPONSE PUBLIC VATE CHIAL COUNSELORS  TEACHERS

Yes, more than

once 4.1 19.7 9.0 7 8.0
Yes, once 17.6 22.9 17.4 9.9 27.3
I don’t think so 13.1 1.9 4.9 12.1 4.5
No 52.2 52.2 62.5 75.2 53.4
I don’t know 13.1 3.2 6.2 2.1 6.8

Number of
respondents (1430) (157) (144) (141) (88)
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tional Testing Service to acquaint teachers with characteristics of
their admissions tests even more important. In this regard, we found
that only 40 per cent of the public secondary school teachers in our
sample had ever seen a copy of the booklet, distributed by ETS and
the College Board, entitled A Description of the College Board Scho-
lastic Aptitude Test, which is available to all teachers in schools in
which there are pupils who take the SAT. Although 86.7 per cent of
the counselors in our schools had seen the booklet (Table 20), addi-
tional effort might be made to get it into the hands of teachers who
have responsibility for college-bound pupils.

In the next section we shall be concerned with teacher reports
of their experience administering and scoring standardized tests.
Characteristics of teachers and of the schools in which they teach
will be examined in relation both to teacher familiarity with tests
and to experience administering and scoring tests in a later section
of this chapter.

Experience in administering tests

Contact between teachers and tests occurs when the teacher is asked
to administer a test to his students. As noted before, much of a

Table 20: Responses of secondary school teachers and public secondary
school counselors to the question, “Have you ever seen a copy of the book-
let, ‘A Description of the College Board Scholastic Aptitude Test’ (pub-
lished by Educational Testing Service)?” (Percentages)

SECONDARY
SECONDARY SCHOOL TEACHERS SCHOOL
RESPONSE PUBLIC PRIVATE PAROCHIAL COUNSELORS
Yes, a copy of each year’s
edition is distributed to
teachers in our school 2.0 29.5 23.8 20.3
Yes 39.7 54.5 47.6 66.4

No, but I have often
wondered how I might
get a copy 11.1 1.9 7.7 2.1

No, this is the first time
I have seen a reference
to the booklet 17.9 1.9 7.7 6.3

No 29.4 12.2 13.3 4.9
Number of respondents (1426) (156) (143) (143)
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teacher’s familiarity with tests probably derives from this aspect of
his regular duties. Roughly half of the public secondary school
teachers reported having administered a standardized achievement
test at least once since they began teaching. For elementary school
teachers this figure was 70 per cent (Table 21). Of the public sec-
ondary school teachers nearly one-fourth (23.5 per cent) reported
that they were routinely responsible for administering a standard-
ized achievement test each year, or every other year (Table 22).
Since our sample of teachers includes many who do not teach sub-
jects in which standardized tests are normally given, these figures
point to a fairly sizable degree of teacher involvement in testing. The
proportions drop markedly when one considers group intelligence
tests, although elementary school teachers still turn out to be heavily
involved in test administration (a quarter of them being asked to
administer a group intelligence test regularly). The involvement of
teachers in administering other types of tests (personality, interest,
and the like) appears to be minimal with a few minor exceptions.

The expected difference between public and private school
teachers shows up strongly, private school teachers reporting sig-
nificantly less experience in administering and scoring tests than
public school teachers. Unexpectedly, however, parochial school
teachers turn out to differ greatly in the opposite direction. As may
be seen from Table 21, parochial school teachers report more ex-
perience in administering tests in each category, and on the overall
index of experience administering and scoring,! outscore public
and private teachers by a wide margin (Table 23). Because of the
size of the sample and the small number of schools from which it
is drawn, this finding must be interpreted with considerable caution.
Data from the Testing Program Questionnaire (see Chapter 2) indi-
cate that these data may reflect in part a greater use of standardized
tests in parochial schools. They may also be due to the existence of
a smaller number of specialized testing personnel in these schools.
In any case, as we shall see in the following chapter, this greater
experience on the part of parochial school teachers appears to have
important consequences for their attitudes and opinions about tests.

Perhaps most significant of these findings is the fact that the

1 The index of experience in administering and scoring tests was constructed by
taking the simple sum of “yes” answers to questions 104—-127 on the Teachers’
Questionnaire. See Appendix II.



Teachers and testing 46

Table 23: Distribution of public, private, and parochial secondary school
teachers on the index of experience in administering and scoring tests
(Percentages)

SECONDARY SCHOOL TEACHERS

SCORES ON THE INDEX OF EXPERIENCE PUBLIC PRIVATE PAROCHIAL
Low Experience: 1st Quartile 0-5 78.8 89.4 40.3
2nd Quartile 6-11 16.9 7.0 38.8
3rd Quartile 12-17 4.1 3.5 18.6
High Experience: 4th Quartile 18-24 2 .0 2.3
Number of teachers (1272) (142) (129)
Mean (3.13) (1.93) (7.22)

least well-prepared group of teachers (see Table 14), those in ele-
mentary schools, appears to have the greatest responsibility for ad-
ministering standardized tests. This is a reasonable finding since
most elementary schools do not have the services of a full-time guid-
ance or testing specialist, but it does raise some questions about
what can be done to improve the competence of elementary school
teachers in this area. The problem is particularly critical since im-
proper administration procedures may contribute to the anxiety of
those taking the test and recent research has indicated that the
long-range effect of high test anxiety on the performance of elemen-
tary school children is cumulative and negative.? Although we have
no data on the extent of variation in test administration practices,
at elementary level, it seems likely that some variation does exist and
increased sophistication in test administration procedures may be
required to overcome the effects of this variation among children
whose performance on tests during the first few years of school is
poor.

Background in relation to teachers’
familiarity and experience

The most striking thing about the results of comparisons between
background characteristics of teachers and their reported famili-
arity and experience with tests is that except for a strong relation-

3 Sarason, Seymour B., and others, Anxiety in Elementary School Children. John
Wiley and Sons, New York, 1960.
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ship between age of the teacher and experience in administering
tests, the major background variables appear to be only marginally
related to familiarity and experience with tests. As one might pre-
dict, teachers holding a master’s degree or doctorate report more
familiarity and experience with tests than those holding only a BA
degree. Guidance and education majors also tend to rate higher on
familiarity with tests and experience in administering and scoring
tests than do teachers in the humanities and the natural sciences.
Interestingly, teaching experience and age do not seem to be
related to reported familiarity with tests, although both variables
bear the expected positive relationship to experience administering
and scoring tests. Reported familiarity with tests, however, is related
to experience in administering and scoring tests. Our index of fa-
miliarity with tests, measuring as it does knowledge of a wide
variety of different standardized tests, appears to be heavily influ-
enced by formal training in tests and measurements (Table 24).
Teachers in urban and suburban schools as well as those in
larger schools score higher on the index of familiarity with tests
although not on the index of experience in administering and scor-
ing tests. In general, positive relationships exist between most of the
test use items on the Testing Program Questionnaire and both the
familiarity and experience indices, although these relationships do
not attain significance in all cases. Specifically scores on the index

Table 24: Comparison between familiarity of public secondary school
teachers with tests and reported number of courses taken in tests and
measurements (Percentages)

NUMBER OF COURSES IN TESTS AND MEASUREMENTS

FAMILIARITY FOUR OR
WITH TESTS NONE ONE TWO  THREE  MORE
Low familiarity 39.2 26.8 21.8 16.5 10.0

29.9 29.2 26.4 20.7 16.7
21.3 23.9 25.7 26.6 25.3
High familiarity 9.6 20.2 26.1 36.2 48.0

Number of teachers (301) (377) (307) (188) (150)

x2 = 122.5; p < .001

NortEe: x2 calculations were based on a procedure developed by Yates, Armi-
tage, and Cochran for analyzing linear trend data and described in Maxwell,
Albert E., Analyzing Qualitative Data, John Wiley and Sons, New York, 1961,
pp. 63-71.
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of familiarity correlate significantly with: (1) the use of tests to sec-
tion pupils by ability, (2) the use of tests to counsel parents, (3) the
use of tests to identify under- and over-achievers, (4) the use of tests
to inform teachers about the abilities of their pupils, (5) the use of
tests to inform pupils of their abilities, (6) the reporting of scores
to parents and children, and (7) the overall index of extent of test
use. The index of experience in administering and scoring tests cor-
relates weakly with nearly all of the test use items, but significantly
only with the overall extent of test-giving and not with the index of
test use.

In summary, it would appear that although the two indices,
familiarity with tests and experience in administering tests, are re-
lated to each other, they are measuring different attributes of teach-
ers. Familiarity with tests appears to be a function of formal train-
ing in measurement and the actual use to which tests are put in the
school. High scores on the index of experience in administering
tests, on the other hand, appear to be the result of many years’ teach-
ing as well as the sheer extent of test giving in the school (as op-
posed to extent of test use).



4

The opinions of
teachers about tests

THE OPINIONS that teachers hold about tests and their use comprise
a major dimension of the complex of variables influencing the way
in which tests are actually used by teachers, as well as how they
affect the teacher’s performance of his duties. In this chapter we
shall consider two distinct sets of opinions about tests: opinions
about the nature of tests and the abilities they allegedly measure,
and opinions about how test instruments ought to be used in schools.
In our approach to the general question of the role of teachers in
testing, we assumed that the attitudes and opinions held by a teacher
would directly affect the teacher’s use of tests, his interpretation of
test scores, and, ultimately, the impact that a test might have on
the student who took it. As we shall see in the following chapters,
opinions and attitudes about tests do influence use, although the
relationship is not so strong as we anticipated in all cases.

Besides their relationship to testing practices, teachers’ opin-
ions about tests are of considerable interest in their own right. For
one thing, they provide some direct evidence of the general sophisti-
cation of teachers about tests and, consequently, of the effectiveness
of efforts on the part of test publishing firms to disseminate informa-
tion about standardized tests and their proper use. It is clear from
the evidence presented in Chapter 3 that teachers are heavily
involved in the testing process. One might predict that through

49



Teachers and testing 50

this involvement teachers as a group would hold relatively homo-
geneous opinions about tests paralleling those of the professional
testers whose role they are taking when they serve as test adminis-
trators. However, we found considerable diversity of opinion about
tests. While the largest number of respondents falls into the expected
categories of response to our opinion items, a surprisingly large
number of teachers express beliefs divergent from the modal cate-
gory. Nothing like uniformity of opinion exists among teachers,
even on some of the basic questions such as the accuracy or useful-
ness of tests. We shall try to examine these differences of opinion in
relation to background characteristics and experiences of the teacher
and to suggest some possible consequences for testing practice.

The nature of tests and intelligence

In an effort to find out what teachers think about the accuracy of
standardized tests and the kinds of aptitudes or abilities they meas-
ure, we asked several of the same questions that were put to stu-
dents, counselors, principals, and the adults in our national sample
survey. The answers teachers gave as compared to those given by
other groups of respondents are of particular interest.

Accuracy

Table 25 shows the responses of public, private, and parochial sec-
ondary school teachers, public secondary school counselors, ele-
mentary teachers, and elementary principals to the question, “How
accurate do you (personally) feel most standardized intelligence
or aptitude tests are in measuring a student’s potential?” The simi-
larity of opinion between public elementary and secondary school
teachers and elementary principals is apparent. But secondary
school counselors and parochial school teachers differ sharply from
the previously mentioned groups in the direction of a greater confi-
dence in test accuracy, while private school teachers express sig-
nificantly less confidence in the accuracy of tests. Here again, as in
the previous chapter, we find parochial school teachers more closely
resembling counselors than public school teachers while private
school teachers voice a dissident opinion. One is tempted to draw
the obvious conclusion that greater involvement in testing leads to
greater confidence in the accuracy of the instruments being used,
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Table 26: Responses of secondary school teachers, public secondary school
counselors, and elementary school teachers to the question, “Which one of
the following kinds of information do you feel provides the SINGLE MOST
ACCURATE measure of a student’s intellectual ability?” (Percentages)

SECONDARY ELEMENTARY
SECONDARY SCHOOL TEACHERS

SCHOOL SCHOOL
MEASURES PUBLIC PRIVATE PAROCHIAL COUNSELORS TEACHERS
Grade average 14.8 15.9 15.9 15.4 8.0
Parent opinion 2 .0 7 .0 .0
Standardized
achievement
test scores 27.4 11.9 22.8 17.5 12.6
Intelligence or
scholastic apti-
tude test scores 38.3 37.7 42.1 56.6 47.1
Teacher opinion 18.0 32.5 17.2 9.8 31.0
Student’s own
opinion of
his ability .8 7 7 .0 .
Peer opinion .5 1.3 7 7 1.1
Number of
respondents (1425) (151) (145) (143) (87)

but this hypothesis is not supported by comparisons between the
index of familiarity with tests and the index of experience adminis-
tering and scoring tests and opinions about the accuracy of tests
(see below).

The second observation which may be made from these data
is the somewhat surprising (in the light of rumored hostility to
tests) degree of acceptance by all groups of the accuracy of tests. In
no group do more than 10 per cent of the respondents think that
standardized tests are less accurate than other measures of a stu-
dent’s potential (that is, teacher evaluations, grades, and the like).
Actually, a majority feel that tests are better indicators than other
measures.

This acceptance of objective tests, and especially intelligence
tests, as the most accurate measure of intellectual potential is strik-
ingly reflected in the responses to a question asking teachers and
others to select the best measures of an individual’s potential from
a list that included grade average, achievement test scores, intelli-
gence test scores, teacher evaluations, parent opinions, and others.
These data are summarized in Table 26. Again, counselors, fol-
lowed this time by elementary and parochial school teachers, evi-
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dence the greatest confidence in objective tests. Interestingly, the
vote for grade average as the best indicator of intellectual potential
is relatively light, although the combined categories of teacher opin-
ions and grade average account for a significant percentage of the
responses, especially from the private school teachers.

Data from the Students’ Questionnaire, from the national adult
survey, and from a questionnaire administered to parents of ele-
mentary school students indicate that standardized test scores—
both achievement and intelligence tests—account for only a small
proportion of personal estimates of intellectual capacity (Table
27). Only about 15 per cent of the public secondary school students
Table 27: Responses of American adults, public, private, and parochial
secondary school students and elementary school parents to the question,
“What has been most important to you in deciding how intelligent you (or
your children) are?” (Percentages)

SECONDARY

AMERI- ELEMENTARY
SOURCES OF CAN? SCHOOL STUDENTS SCHoOOL
INFORMATION ADULTS PUBLIC PRIVATE PAROCHIAL PARENTS?

Grade average 14.2 30.4 21.0 31.6 29.9

Standardized

achievement test

scores (reads College

Board for secondary

school students) — 2.3 6.5 5.5 5.4
IQ or scholastic

aptitude test scores 3.0 14.6 7.7 16.2 1.1

Teacher opinion 5.0 7.0 7.0 9.3 38.6

Parent opinion 4.0 4.7 8.3 4.5 —

Peer opinion 3.0 1.4 1.5 7 —

Other evaluations 3.0 7.2 7.2 4.7 —

Individual’s own

opinion 11.2 — —_— — —
Other; none of these 53.5 17.8 30.1 17.1 22.7
Don’t know; never

think about it;

Mo response 1.0 14.6 10.7 10.3 2.2

Number of

respondents (1482) (5286) (1188) (2623) (184)

2 Respondents were given a card on which were listed various ways in which
people decide how intelligent they are: Question then read: A. Pick the three
things from that card that have had the most effect on you in deciding how
intelligent you are. B. Which of those three was most important?

b Question 30 on the Elementary Parents’ Questionnaire read: Which source of
information has been most important to you in deciding how intclligent your
son or daughter is?
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in our sample indicate, for example, that IQ or scholastic aptitude
test scores had been most important to them in deciding how much
intelligence they have. We are faced, then, with a situation in which
teachers apparently tend to rely fairly heavily on standardized test
scores in evaluating the intellectual capacity of students, while
students make use of other indicators, primarily grades. No doubt
this is in large part due to the fact that intelligence test scores are
not widely disseminated to students (see Chapter 5), but it does
underscore the point that teachers and students may be using differ-
ent sources of information in the formation of ability estimates. We
can only speculate that under some circumstances this may result
in communication difficulties and misunderstandings between
teachers and students.

With respect to the relationship between background character-
istics of teachers and their opinions about tests, it is interesting to
note that none of the items appears to account for more than a frag-
mentary part of the expressed differences of opinion. Teachers hold-
ing advanced degrees have a slightly greater tendency to express the
opinion that tests are more accurate, as do teachers’ college gradu-
ates and education majors. Teachers who report having taken the
College Board SAT tend to be slightly more negative in their atti-
tudes about the accuracy of tests.

Most interesting of the comparisons is the lack of a relationship
between either of our indices designed to measure involvement in
testing (index of familiarity with tests; index of experience adminis-
tering and scoring tests) and opinion about accuracy. As noted
above, the differences in opinion between public, private, and paro-
chial school teachers, and secondary school counselors suggest that
opinion about the accuracy of tests was partly a function of contact
and familiarity with tests. At least within groups of teachers, this
does not appear to be the case. We shall want to consider the impli-
cations of this point below.

Relevance of tested intelligence to
qualities necessary for success
in school and after school

In addition to opinions about the accuracy of intelligence and apti-
tude tests, we were interested in opinions about the relevance of the
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kinds of abilities measured by such tests to performance in school
and in subsequent nonacademic situations. Specifically, we asked
teachers how important they thought the kind of intelligence meas-
ured by intelligence tests is for success in school, in the professions
(such as law or medicine), and in the business world. The responses
to these items are summarized in Tables 28 and 29A and 29B.

Less than one-fourth of the teachers indicated that the abili-
ties measured by intelligence tests are more important than most
other qualities for success in school or college, while almost as many
replied that these abilities are less important than others. About 10
per cent of the public school teachers and a smaller percentage of
private and parochial school teachers thought that these abilities
are more important than most others for success in the business
world. On the other hand, a third of the public school teachers felt
that tested intelligence is very important for success in the profes-
sions. This difference appears to reflect the current ideology that
success in the business world depends less on intelligence than on
other personality characteristics, while success in the professional
world depends even more on intelligence than does academic per-
formance, even though there is no solid evidence that intelligence
makes less of a difference in business success than for success in the
professional world.

Interestingly, students indicate significantly greater confidence
in the importance of the abilities measured by such tests, at least
for academic performance, than do teachers. In this respect they
resemble secondary school counselors in their opinions, as can be
seen from Table 28. Even more striking are the opinions of parents
of elementary school children, the majority of whom felt that such
abilities were of primary importance for school achievement (as
compared to elementary school teachers, who were even more skep-
tical than secondary school teachers).

Again, no single background characteristic or set of character-
istics of teachers bears a significant relationship to the opinions
expressed, although advanced training, experience, an education
major and, to some extent, number of courses in tests and measure-
ments are slightly correlated with a belief in the greater importance
of tested intelligence. Familiarity with tests and experience adminis-
tering and scoring tests do not show any relationship at all to these
opinions.
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Table 29A: Responses of secondary school teachers and public secondary
school counselors to the question, “How important do you feel the kind of
intelligence measured by standardized tests is for success in one of the
professions, such as law or medicine?” (Percentages)

SECONDARY SCHOOL TEACHERS SECONDARY SCHOOL

OPINION PUBLIC PRIVATE PAROCHIAL COUNSELORS

It is the most important

quality for success 3.1 2.8 2.8 2.8
It is more important than
most other qualities 31.7 25.4 26.9 39.7

It is about the same in
importance as most

other qualities 47.3 45.1 55.9 42.6
It is less important than

most other qualities 10.5 16.2 12.4 12.8
It is not important at all 1.4 1.4 .0 .0
No opinion 5.8 9.2 2.1 2.1
Number of respondents (1403) (142) (145) (141)

Table 29B: Responses of secondary school teachers and public secondary
school counselors to the question, “How important do you feel the kind of
intelligence measured by standardized tests is for success in the business
world?” (Percentages)

SECONDARY SCHOOL TEACHERS SECONDARY SCHOOL

OPINION PUBLIC PRIVATE PAROCHIAL COUNSELORS

It is the most important

quality for success .9 14 1.4 2.1
It is more important than
most other qualities 9.3 4.9 7.6 12.1

It is about the same in
importance as most

other qualities 53.7 42.3 57.6 52.5
It is less important than

most other qualities 28.2 32.4 29.2 30.5
It is not important at all 2.1 6.3 1.4 .0
No opinion 5.7 12.7 2.8 2.8

Number of respondents (1407) (142) (144 (141)
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Genetic vs. learning components in
tested intelligence

Of all of the opinions expressed about standardized tests and the
nature of the abilities measured by such tests, perhaps most critical
is the belief about the extent to which these abilities are inborn
as opposed to learned. A major factor in the potential influence of
test scores on the recipient, whether the sponsoring agency or the
examinee, is whether the abilities the score is believed to represent
are perceived as basically changeable or unchangeable. Since this
issue is one on which the scientific community is itself still di-
vided,! we predicted the existence of great diversity of opinion on the
part of all groups involved in the testing process.

This prediction is fully substantiated by our data (Table 30).
Among secondary school counselors, all of whom presumably have
been exposed to at least a minimum amount of training in current
psychometric theory and practice, a bi-modal distribution of re-
sponses to this question was found. In general, all groups surveyed
tended to lean away from a view of tested intelligence as being pri-
marily inborn, although very few respondents expressed the belief
that the abilities measured by tests were entirely learned.

We encountered significant differences between groups of re-
spondents in regard to the configuration of their answers to this
question. Parochial secondary school teachers and counselors were
most inclined to stress the importance of innate influences on test
performance, followed, in order, by elementary school teachers, pri-
vate secondary school teachers, public secondary school teachers,
private school students, parents of elementary school students,
adults in our national sample, parochial school students, and
finally, public secondary school students. The most striking differ-
ences occur between students on the one hand, and teachers and
counselors on the other.

Most interesting about opinions on this issue is a strong rela-
tionship between one’s belief in the importance of innate factors in
test performance and in the accuracy and relevance of tests. A belief
that the kinds of abilities measured by intelligence and aptitude
tests is mostly inborn is strongly associated with a belief in the
accuracy of standardized tests, with a high opinion of the value that

1 Goslin, David A., The Search for Ability. Russell Sage Foundation, New York,
1963, chap. 6.
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ought to be accorded test scores in a variety of possible test use
situations, and with a belief that IQ tests provide the single most
accurate measure of a student’s potential. The tendency to lay more
stress on inborn abilities is also significantly related to the opinion
that the abilities measured by such tests are relevant for success in
school, in professional occupations, and to a lesser degree, to success
in business. We may conclude that there is some evidence in sup-
port of the contention that opinions about the accuracy of tests,
their usefulness, and the origin of abilities are part of a more or less
internally consistent belief system, a major component of which
appears to be a belief that tests measure innate abilities to a signifi-
cant extent.

As might be expected, background characteristics of teachers
bear the same general lack of relationship to opinion on the con-
tribution of inborn abilities as they do to opinion about the accu-
racy of tests. Teachers with a master’s degree or a doctorate have a
tendency to put more stress on inborn characteristics, as do teachers
in the age range from forty-six to fifty, natural science majors, and
those who have had more experience administering and scoring
tests. None of these relationships attains significance, however; all
are in part explained by variations in the percentage of responses
that fall into the “no opinion” category. In general, we may con-
clude that on this item, as in the case of opinions about the accuracy
of tests, observed differences of opinions are the result of a complex
and subtle mixture of a number of variables not specifically in-
cluded in our analysis. We would speculate that such things as the
respondent’s own ability level, his or her experiences in school or
college, his family orientation, and the attitudes of significant others
throughout his formative years, as well as in his present occupa-
tional situation, have much to do with the formation of beliefs
about the nature of abilities and their origin. The fact that opinions
on these key issues do vary significantly, and appear to be related
to other attitudinal items, as well as a number of behavioral indices
(see Chapter 5), indicates the importance of further research on
their origin and development.

Testing practices

We also wanted to learn something about how teachers felt about
the amount of testing that is going on, the way tests are being used,



The opinions of teachers about tests 61

and how they should be used. Despite the extent of public discussion
over testing and the expressions of hostility toward tests on the part
of many groups, we found teachers to be accepting in their attitudes
about the way tests are being used and generally not disposed to
criticize. No doubt, this is in part due to the professionally defined
role of the teacher as a major test user. In social-psychological terms
considerable dissonance would be created for the teacher who was
extremely critical of tests and who at the same time was required
to participate actively in a school testing program. Thus through
his or her involvement in the testing process, the teacher is neces-
sarily recruited as an ally of testing, and this fact is reflected in a
variety of the responses we received to questions concerned with test
use.

The number of tests being given

Most teachers felt that about the right number of school-spon-
sored standardized tests were being given in their schools. Only
about 8 per cent of the public secondary school teachers and only
3.4 per cent of the elementary school teachers expressed the opinion
that too many tests were being given, while 11.9 per cent of the
public secondary school teachers and 16.1 per cent of the elemen-

Table 31: Responses of secondary and elementary school teachers to the
question, “How do you feel about the number of school-sponsored stand-
ardized tests that are given in your school?” (Percentages)

SECONDARY SCHOOL TEACHERS ELEMENTARY SCHOOL

OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS

Far too few tests are

given 2.5 7 7 3.4
Too few tests are given 11.9 2.0 9.1 16.1
About the right number

of tests are given 54.7 58.0 55.9 66.7
Too many tests are given 8.2 16.0 17.5 3.4
Far too many tests

are given 3.3 3.3 2.8 1.1
No opinion 19.4 20.0 14.0 9.2
Number of

respondents (1423) (150) (143) (87)
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tary school teachers felt that too few tests were being used. Although
a significant number of teachers declined to express an opinion on
the issue, the figures above signify a fairly sizable vote of confi-
dence in current testing programs. Somewhat greater reservations
about the extent of testing were voiced by parochial and private
school teachers (and fewer tests are given in private schools), but
the majority were still on the side of current practice.

Somewhat the same picture results from a question about the
extent of use of test scores, although a much larger percentage of all
teachers felt that not enough use of tests is currently being made.
This appears to reflect the general testing industry feeling that while
many schools give tests, much better use could be made of the result-
ing information about pupils.

The only qualifying evidence on this point is that when charac-
teristics of school testing programs are compared with the opinions
expressed by teachers in those schools, a significant negative rela-
tionship is found between some school indicators of extent of test-
ing and extent of test use and teachers’ opinions about the desirabil-
ity of more testing. For example, in schools in which the principal

Table 32: Responses of secondary and elementary school teachers to the
question, “How do you feel about the amount of use that is made of
scores on school-sponsored standardized tests in your school?” (Per-
centages)

SECONDARY SCHOOL TEACHERS ELEMENTARY SCHOOL

OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS

Much more use should be

made of test scores 20.6 7.9 21.0 14.6
Slightly more use should

be made of test scores 249 152 24.5 19.1
About the right amount

of use is being made

of test scores 29.0 43.7 32.2 52.8
Slightly less use should

be made of test scores 3.8 6.0 5.6 5.6
Much less use should be -

made of test scores 2.5 3.3 2.1 1.1
No opinion 19.3 23.8 14.7 6.7
Number of

respondents (1426) (151) (143) (89)




The opinions of teachers about tests 63

or guidance counselor reported that tests were frequently used to in-
form teachers about the abilities of their pupils or to inform pupils
about their abilities, a larger (but still small in absolute terms) pro-
portion of the teachers expressed the opinion that too many tests
were being given. Thus, while many teachers reported that they
would like to see more use made of test scores, when such use was
actually made (according to the testing program questionnaire),
greater hostility to the tests was apparently generated. It should be
pointed out again, however, that these data are based on a small
number of schools and that the legitimacy of statistically comparing
the opinions of teachers in such a small number of schools is open to
question. Also, as we indicated, the percentage shift in teacher opin-
ion is still small as compared to the majority of teachers who con-
tinued to express general confidence in the characteristics of testing
programs in their schools.

Little criticism of external testing (for example, externally
sponsored college-admissions tests) was evident either, although
here the proportion of teachers who had no opinion increased sub-
stantially, presumably because of lack of contact. It is clear from
these data that public complaints about the amount of time students
are required to spend away from their studies owing to pressures of
external testing programs are grossly exaggerated, at least from the
teachers’ perspective.

The weight to be given test scores

One of the aims of our survey was to achieve some perspective on
the opinions of teachers about the relative importance of various
measures of pupil abilities, including standardized test scores, in a
variety of counseling and decision-making situations involving pu-
pils. A series of 42 items was presented on which teachers were
asked to estimate on a six-point scale the amount of weight which
ought to be given to intelligence test scores, standardized achieve-
ment test scores, overall grade average, personality test scores, vo-
cational-interest inventory scores, recommendations of former teach-
ers, and information about a student’s family background for each
of the following purposes: (1) assigning a student to an accelerated
track or special class for advanced students, (2) assigning a student
to a special class for slow students, (3) writing a recommendation
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for college admission or scholarship aid, (4) allowing a student to
take extra courses, (5) counseling a student on occupational plans,
and (6) counseling a student about his choice of a college.

A summary of mean scores on each of the weight items is pre-
sented in Table 33A-C.2 Several observations may be made about
the mean weight scores presented in this table. First, despite the
finding reported earlier that teachers felt test scores and grade aver-
age to be the most accurate indicators of a student’s potential and
ability, these measures did not receive the highest scores here. On
the other hand, recommendations of former teachers received rela-
tively high scores across the board and the highest weight in assign-
ing students to advanced classes. It is not surprising to find that
teachers tend to feel that their own evaluations are important and
accurate assessments of their pupils’ capabilities, but documenta-
tion of this fact helps to temper the previously expressed formalistic
confidence in objective measures. It is clear from these findings that
where teachers (or former teachers) are involved in such decisions
as those given, test scores and grades may not always be the crucial
factors in the outcome. Interestingly, the tendency to rely more on
subjective judgments is less noticeable among parochial school
teachers (Table 33—C) who tend to assign higher weights to objec-
tive factors in all cases. This fact again substantiates our view of the
parochial school sample as tending to be more psychometrically ori-
ented.

Second, it is interesting to note the high mean weight assigned
to vocational interest inventory results for counseling about occu-
pational plans. This may be due in part to a tendency for the re-
spondents to answer questions in this section rapidly and without
much thought, and to a lack of psychometric sophistication on the
part of teachers. It might also be interpreted as an affirmation of the
ideal that children ought to be encouraged to do what most interests
them. Most research data in this area indicate that vocational-inter-
est tests add very little to the accuracy of predicting future occupa-

2 A complete record of the distribution of responses by individual items may be
found in Brim, Orville G., Jr., David A. Goslin, David C. Glass, and Isadore
Goldberg, The Use of Standardized Ability Tests in American Secondary Schools
and Their Impact on Students, Teachers, and Administrators, Technical Report
No. 3 on the Social Consequences of Testing. Russell Sage Foundation, New
York, 1965.
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tional or academic success in particular fields.? Yet such inventories
continue to be widely used in schools. Our data point up the impor-
tance of further research on the extent to which these inventories
actually influence decisions made about pupils, as well as the kind
of advice and counsel given.

Finally, a striking fact about the overall distribution of mean
weights is the general rationality of the picture that emerges. Predict-
able and sharp shifts in mean weights occur at a number of points
on the table; for example, in the attention given to family back-
ground characteristics for counseling about college choice as com-
pared with assignment to a special class. Intelligence test score
weight drops sharply with respect to recommendations for college
scholarship aid, while overall grade average weight is highest for
allowing a pupil to take extra courses. Again, it should be emphasized
that at this point we are unable to determine whether this rationality
of opinion is reflected in actual practice.

In addition to analyses by individual items in the series and the
calculation of mean weights for each use category, indices were com-
puted for each of the indicator variables (for example, intelligence
test weight index) and for a combination of the intelligence and
achievement test items (total test weight index) covering all six of
the situations presented. Weight indices were calculated by con-
verting the scale responses into numerical values (none = 1; a very
slight amount = 2, etc.; a great amount = 6) and simply summing
the six (or 12 in the case of the total test weight index) scores for
each indicator variable.

Table 34 summarizes the percentages of secondary school
teachers who fell into each numerical quartile on each of the vari-
ables. For example, 1.3 per cent of the public school teachers, 1.4 per
cent of the private school teachers, and none of the parochial school
teachers were in the lowest (least weight) quartile on intelligence
test score weight, while for family background weight, 30.4 per cent
of the public school teachers, 47.8 per cent of the private school
teachers, and 21.0 per cent of the parochial school teachers were in
this quartile. Since six situations were posed for all indicators except

8 Lavin, David E., The Prediction of Academic Performance. Russell Sage Foun-
dation, New York, 1965, chap. 5.
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achievement test scores,* a weight index score between 6 and 12.75
(the first quartile range) indicates an average score of between 1
and 2 (“none” and “a very slight amount”). A weight index score
falling into the fourth (highest) quartile (28.26-36.00), requires
the teacher to have assigned on the average at least moderate weight
for all six situations.

The greater weight attributed to recommendations of former
teachers shows up even more strongly in this table. Sixty-one per cent
of the public school teachers, 73.2 per cent of the private school
teachers, and 59.3 per cent of the parochial school teachers were in
the fourth (high weight) quartile on this item, the highest propor-
tions of any indicator variable. Conversely, the percentage of teach-
ers in the fourth (high weight) quartile on the three test score in-
dices (IQ, Achievement, and Total Test Weight) is dramatically
lower, and grade average weight receives the second highest vote.
The picture that emerges from these data and from the estimates of
the accuracy of various indicators reported earlier is that although
teachers tend to take the formal position that tests (along with
grades) provide the best estimate of a pupil’s potential, when it
comes to making use of the alternative measures available, they still
have greatest confidence in their own evaluations.? They are not will-
ing to disregard test scores completely, but express a clear preference
for teacher recommendations and overall grade average when it
comes to assigning one or two variables particularly high weight for
all purposes.

Again, the extent to which actual practice diverges from the
opinions given is not known. The actual decisions made about stu-
dents are the result of a very complex blend of the various pieces of
information available with the weights assigned to each piece vary-
ing in accordance with changes in their absolute values and the de-
gree of concordance among them, as well as with individual charac-
teristics of the teacher or counselor who is making the decisions.

4+ “Assigning grades” was added as a possible use of achievement test scores.
Consequently, the index score range for these items is 7-42.

5t should be noted that teacher evaluations of pupils (recommendations of
former teachers, overall grade average) may be based in part on standardized
test scores. Therefore, the alternatives presented on the questionnaire are not
distinct from one another in practice. Another interpretation of our data would
be that teachers prefer to rely on a multi-factor indicator (for example, recom-
mendations of former teachers) rather than a single-factor indicator, such as a
test score.
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Some clues to this process can be derived from the analysis of the
card sort data, to be discussed in the following chapter.

Comparisons with background characteristics of teachers again
show the same general configuration of correlations found on the
items dealing with opinions about the accuracy of tests, with a few
exceptions. The amount of weight assigned to objective tests is posi-
tively related to being a female teacher, age, amount of education,
teachers’ college training, and the index of teaching experience. As
in the case of the accuracy opinions data, these variables do not
show the expected correlation with the index of familiarity with tests
or with the index of experience administering and scoring tests (an
exception is a slight positive correlation between the index of famil-
iarity with tests and opinions about the weight to be given to achieve-
ment test scores in assigning children to accelerated classes, classes
for slow children, and in counseling about college admission). Hav-
ing taken the Scholastic Aptitude Test of the College Board is con-
sistently negatively related to all test weight indices, a finding which
is probably a function of type of college attended and field of special-
ization. (Teachers’ college graduates and education majors would be
less likely to have taken the SAT since it is not required at teachers’
colleges and state universities.)

The use of tests to evaluate teachers

All four groups of teachers (public, private, and parochial secondary
school teachers, and elementary school teachers) were asked how
they felt about the use of standardized achievement test scores by
school administrators for evaluating the effectiveness of teachers.
Predictably, very little enthusiasm for this use of tests was expressed
by teachers. As can be seen from Table 35, virtually no teachers
thought that this is the best (or almost always the best) way to eval-
uate teacher performance, and a sizable proportion felt that tests
should never be used in this manner. A somewhat greater proportion
of parochial school teachers were accepting of this usage of tests
(again, very possibly a result of characteristics of our sample), while
elementary teachers tended to be somewhat more hostile to the idea.
Female teachers, those in the humanities, and those with
higher scores on the index of familiarity with tests were more likely
to feel that tests should not be used in this manner. Conversely, how-
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Table 35: Responses of secondary and elementary school teachers to the
question, “How do you feel about the use of standardized achievement test
scores by school administrators for evaluating the effectiveness of teach-
ers?” (Percentages)

ELEMENTARY
SECONDARY SCHOOL TEACHERS SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS

This is almost always the
best way of evaluating
a teacher’s effectiveness 6 1.5 7 .0

This is sometimes the best
way of evaluating a
teacher’s effectiveness 19.7 21.3 30.5 11.6

This is a relatively poor
way of evaluating a
teacher’s effectiveness 47.7 54.4 51.8 59.3

Achievement test scores
should never be used to
evaluate a teacher’s
effectiveness 31.9 22.8 17.0 29.1

Number of respondents (1393) (136) (141) (86)

ever, a belief that tests were sometimes a good way of evaluating a
teacher’s effectiveness was significantly related to the teacher’s opin-
ion about the accuracy of tests and his opinions about the impor-
tance of the kind of intelligence measured by tests for success in
school, the professions, and business. Interestingly, teachers in
schools where the principal reported that tests were, in fact, used to
evaluate teacher effectiveness were significantly more likely to ac-
cept this as a legitimate function of tests! (See Table 36.)

The use of test scores in
assigning grades

Most public and parochial secondary school teachers felt that the
teacher ought to take into account the average intelligence level of a
class when setting the passing mark in assigning grades. Private
school teachers differed sharply on this point, no doubt in part be-
cause of the relative homogeneity of intelligence levels in private
schools and the general lack of tracking. Evidence in support of the
latter hypothesis is provided by the fact that teachers in public sec-
ondary school reporting that tests are used to group students by
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Table 36: Opinions of public secondary school teachers on the use of tests
to evaluate teachers’ effectiveness, by school policy concerning the use of
achievement tests to evaluate teachers (Percentages)

OF VERY
OF NO LITTLE FAIRLY VERY
IMPOR- IMPOR- IMPOR- IMPOR-
OPINION TANCE TANCE TANT TANT

This is almost always the
best way of evaluating
a teacher’s effectiveness — 3 1.9 —_

This is sometimes the best

way of evaluating a

teacher’s effectiveness 15.4 18.1 25.3 28.2
This is a relatively poor way

of evaluating a
teacher’s effectiveness 51.0 49.2 45.0 42.2

Achievement test scores should
never be used to evaluate
a teacher’s effectiveness 33.6 32.4 27.9 29.6

Number of respondents (396) (598) (269) (135)

x2 = 139.3; p < .001 (See Note to Table 24.)

ability are significantly more likely to be in favor of considering av-
erage intelligence levels before assigning grades than teachers in
schools that do not indicate grouping to be a function of testing.

Elementary teachers were asked whether they thought teachers
should consider their pupils’ intelligence and achievement test
scores (not the average intelligence level of the class) in assigning
pupils’ grades. Surprisingly, there was more hostility to the idea of
considering standardized achievement test scores in grading than to
using intelligence test scores in grading. Forty-one per cent of the
elementary teachers felt that a teacher should never consider a
standardized achievement score in assigning a grade in their course,
as compared to only 29 per cent who felt that teachers should never
consider an intelligence test score in grading.

Providing pupils and pupils’ parents
with intelligence test scores

Tables 38 A-D summarize the responses of elementary and second-
ary school teachers to four questions concerning their opinions about
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Table 37: Responses of elementary school teachers to the questions, “Do
you think that teachers should consider their pupils’ intelligence test scores
in assigning grades?” and “Do you think that teachers should consider
their pupils’ standardized achievement test scores in assigning grades in
their courses?” (Percentages)

INTELLIGENCE ACHIEVEMENT

OPINION TEST SCORES TEST SCORES
Yes, always or nearly always 3.4 6.9
Yes, frequently ) 22.7 12.6
Only in special cases 39.8 34.5
No, never 29.5 41.4
No opinion 4.5 4.6
Number of teachers (88) (87)

whether teachers should provide pupils or their parents with either
specific or general information about test performances. At the out-
set, it is clear that most teachers feel hesitant about providing either
the pupil or his parents with specific information (for example, a
numerical score) except under “special circumstances.” Further,
almost as many public secondary school teachers (7.7 per cent) felt
that a teacher should never give a pupil even general information
about his intelligence as felt that teachers should give such informa-
tion to most or all students.

Table 38A: Opinions of secondary and elementary school teachers on
whether teachers should give a student specific information about his in-
telligence (Percentages)

SECONDARY SCHOOL TEACHERS BLEMENTARY
SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS
Yes, to most or all students 2.1 4.5 2.1 1.1
Yes, to any who ask 6.4 7.7 5.7 2.3
Yes, to some students 2.8 1.3 5.0 1.1
Yes, to some who ask 8.7 4.5 11.3 .0
Under special circumstances 49.5 44.5 57.4 37.9
No, never 26.7 32.3 17.7 55.2
No opinion 3.8 5.2 7 2.3

Number of teachers (1429) (155) (141) (87)
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Table 38B: Opinions of secondary and elementary school teachers on
whether teachers should give a student general information about his in-
telligence (Percentages)

SECONDARY SCHOOL TEACHERS BLEMENTARY
SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL  TEACHERS

Yes, to most or all students 8.3 7.8 21.0 10.5
Yes, to any who ask 18.3 14.9 23.1 4.7
Yes, to some students 8.0 9.1 16.1 1.2
Yes, to some who ask 19.8 18.2 17.5 9.3
Under special circumstances 37.8 37.0 21.0 54.7
No, never 7.7 13.0 1.4 15.1
No opinion .0 .0 .0 4.7
Number of teachers (1418) (154) (143) (86)

These attitudes on the part of teachers do not appear to stem
primarily from a belief that the provision of such information to pu-
pils and parents is the function of the school counselor. Much the
same distribution of responses was obtained when teachers were
asked whether teachers, or counselors, psychologists, etc., should
give secondary school students specific information concerning their
intelligence (Table 39). Again, over half of the teachers felt that
such information should be given only in special cases, and another

Table 38C: Opinions of secondary and elementary school teachers on
whether teachers should give a pupil’s parents specific information about
the pupil’s intelligence (Percentages)

ELEMENTARY
SECONDARY SCHOOL TEACHERS SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL  TEACHERS
Yes, to most or all parents 5.6 7.1 9.7 8.0
Yes, to any who ask 14.9 12.2 13.9 5.7
Yes, to some parents 3.7 8.3 7.6 1.1
Yes, to some who ask 15.1 19.2 16.7 14.9
Under special circumstances 41.5 34.0 41.7 54.0
No, never 16.7 16.0 9.7 13.8
No opinion 2.5 32 7 2.3

Number of teachers (1424) (156) (144) (87)
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Table 38D: Opinions of secondary and elementary school teachers on
whether teachers should give a pupil’s parents general information about
the pupil’s intelligence (Percentages)

ELEMENTARY
SECONDARY SCHOOL TEACHERS SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL  TEACHERS

Yes, to most or all parents 13.6 21.2 23.8 29.9
Yes, to any who ask 25.5 18.6 26.6 12.6
Yes, to some parents 8.2 10.3 19.6 5.7
Yes, to some who ask 25.2 23.7 154 28.7
Under special circumstances 22.3 20.5 11.9 21.8
No, never 3.6 3.8 2.1 .0
No opinion 1.5 1.9 i 1.1
Number of teachers (1421) (156) (143) (87)

17.8 per cent of the public school teachers felt no student should
ever be given specific information.

Teachers having had more formal education tended to be
slightly more receptive to the idea of giving pupils general informa-
tion about their intelligence, while female teachers and those having
a greater familiarity with standardized tests tended to be more re-
sistant to giving pupils specific information. In general, however,
background characteristics of teachers did not relate significantly to

Table 39: Responses of secondary school teachers to the question, “Do you
feel that teachers, counselors, psychologists, etc., should give high school
students specific information concerning their intelligence?” (Percent-
ages)

SECONDARY SCHOOL TEACHERS

OPINION PUBLIC PRIVATE PAROCHIAL

All students should be given

this information routinely 4.9 5.1 7.6
Most students should be given

this information 18.0 16.0 18.6
Only in special cases 53.8 53.2 59.3
No student should be given

this information 17.8 20.5 14.5
No opinion 5.5 5.1 .0

Number of teachers (1422) (156) (145)
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Table 40: Responses of secondary and elementary school teachers to the
question, “Do you feel that teachers ought to have their pupils’ IQ scores?”
(Percentages)

ELEMENTARY
SECONDARY SCHOOL TEACHERS SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS

Teachers should receive
these scores routinely 27.9 35.8 45.1 56.8

Teachers should have access
to these scores whenever
they wish 62.0 57.6 48.6 42.1

Teachers should see these
scores only under

special circumstances 8.0 4.6 2.8 1.1
Teachers should never see

these scores .8 .7 7 .0
No opinion 1.3 1.3 2.8 —_
Number of teachers (1431) (151) (142) (88)

differences in attitudes on these items. Nor, surprisingly, were teach-
ers’ opinions about the accuracy of standardized tests significantly
related to their feelings about giving pupils or their parents test re-
sults. On the other hand, public high school teachers who felt that
the kind of intelligence measured by standardized tests was impor-
tant for success in school also tended to favor giving pupils general
information about their intelligence. But no relationship was found
between opinion about the importance of test intelligence for suc-
cess in business or the professions and providing information.

Teachers in schools in which the principal reported that test
scores were used for grouping students according to their abilities
were significantly less likely to feel that pupils ought to be given any
information about their intelligence. Also, where principals reported
that test scores were used in grading students, teachers were signifi-
cantly less likely to express the opinion that parents ought to have
specific information.

Despite the general resistance to giving intelligence test infor-
mation to parents and pupils, nearly all teachers expressed the opin-
ion that teachers ought to have free access to such information about
their students (Table 40). Thus teachers in general tend to regard
such information as privileged, with the implication, at least, that
although it is an important part of the teaching process, its free dis-
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Table 41: Responses of secondary school students to the question, “Do you
think that high school students should be given specific results of their
performance on intelligence tests?” (Percentages)

SECONDARY SCHOOL STUDENTS

OPINION PUBLIC PRIVATE PAROCHIAL

All students should be given

specific results 65.9 43.7 65.8
Only bright students should be

given specific results 2.2 2.3 1.9
Only “well-adjusted” students

should be given specific results 7.5 15.4 11.3
Only slow students should be

given specific results 2.1 5 1.2
No students should be given

specific results 13.9 27.6 13.0
None of the above 8.3 10.5 6.7
Number of students (5261) (1193) (2614)

semination to those from whom it was collected would be detrimen-
tal to many. As we shall see in the following chapter, the opinions of
teachers on this matter appear to be reflected in actual practice, at
least according to self-reports of the teachers themselves. We shall
consider some of the implications of these findings in Chapters 5
and 7.

Most interesting about the opinions of teachers on these ques-
tions is the sharp contrast between them and the opinions held by
students and their parents. Our data indicate clearly the desire on
the part of both parents and student respondents to have access to
test score information. For example, nearly two-thirds of the more
than five thousand public secondary school students in our sample
felt that either IQ scores or a percentile rank ought to be made avail-
able to them on a routine basis (Table 41). Similarly, 61 per cent of
the parents of elementary school students in our sample indicated
that they would like to have intelligence test information reported
routinely by the school while only 2 per cent of these parents felt
that the school should keep this information confidential (Table 42).

This divergence of opinion about access to test scores is repre-
sentative of a growing area of conflict between the school and its
clients. With increasing professionalization in the field of education
and a consequent specialization of educational services in the school,
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Table 42: Responses of elementary school parents to the question, “Do you
feel that parents should be given specific information concerning their
children’s performance on intelligence tests?” (Percentages)

ELEMENTARY SCHOOL

OPINION PARENTS
Yes, routinely 61.2
Yes, on request 23.5
No, except in special cases 9.3
No, never 2.2
No opinion 3.8
Number of parents (183)

the likelihood that parents will feel estranged from the activities of
the school is increased. Access to test scores is only one of several
areas in which parental uneasiness at the present situation will be
expressed. But because the issues are rather clearly focused here, we
may predict more and more discussion between parents and educa-
tors with respect to the issue of tests. We shall want to return to this
point in the concluding chapter.



5

The role of teacher
as test user

IT 1s virtually impossible to obtain any direct information about the
extent to which teachers actually make use of standardized test
scores in the performance of their duties. Even if one were able to
look over a teacher’s shoulder as he filled out his grade sheet or wrote
recommendations to college-admissions offices or evaluated pupils’
qualifications for placement in special classes, it is unlikely that one
could tell what part test scores were playing in the decisions the
teacher was making. Further, it is extremely doubtful that teachers
themselves know in an objective way how much test scores influence
their opinions of pupils.

As a result, the questionnaire data reported in this chapter must
be interpreted as constituting only a very rough indication of the ex-
tent of test use by teachers. Direct questions to teachers focused on
three main potential uses of test scores: in grading pupils, in advis-
ing them about their work in the teacher’s course, and in providing
pupils and their parents with information about their abilities. Sec-
ondary school teachers also took a “card sort test” in which they were
asked to evaluate 28 hypothetical pupils’ qualifications for admission
to a special advanced science class. This test was given in an at-
tempt to get inferential data about the extent to which teachers rely
on subjective (for example, teachers’ recommendations) as opposed

9
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Table 43: Responses of elementary and secondary school teachers to the
question, “Have you ever considered a pupil’s intelligence test score in
assigning him a grade in one of your classes?” (Percentages)

SECONDARY SCHOOL TEACHERS BLEMENTARY
SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS

Yes, always or nearly always 1 2.0 7 5.8
Yes, frequently 1.6 2.0 4.1 9.3
Yes, occasionally 11.2 4.6 21.4 25.6
No, but have access to scores 77.9 79.6 64.8 52.3
No, have no access to scores 7.9 10.5 7.6 5.8
Don’t know 1.3 1.3 14 1.2
Number of teachers (1414) (152) (145) (86)

to objective (for example, test scores) data about students in a more
or less “real” situation.

The use of test scores in grading

From Tables 43 and 44 it can be seen that a relatively small propor-
tion of teachers report that they make use of standardized test scores
in grading students, and those who do, do so only occasionally.
These figures probably underestimate somewhat the actual influence
of test scores on the grading process since the question was very
likely interpreted by most teachers as referring to explicit considera-

Table 44: Responses of secondary school teachers to the question, “Have
you ever considered a pupil’s college-admissions test scores as one basis
for assigning him a grade in one of your classes?” (Percentages)

SECONDARY SCHOOL TEACHERS

OPINION PUBLIC PRIVATE PAROCHIAL
Yes, always or nearly always 1 .0 .0
Yes, frequently 1 1.3 7
Yes, occasionally 1.5 1.3 2.1
No, but have access to scores 66.0 83.7 75.4
No, have no access to scores 30.0 12.4 20.4
Don’t know 2.3 1.3 1.4

Number of teachers (1414) (153) (142)
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tion and, in any case, teachers may not be aware of more subtle in-
fluences that may be operative. Nevertheless, it is clear that stand-
ardized test scores do not play a major role in influencing their
decisions about the grades they give pupils.

Affirmative responses to these questions are significantly related
to several background characteristics of teachers, including amount
of education (those holding doctorates report more use of tests);
major field of study (psychology and education majors report more
use of tests); years of experience teaching (more experienced teach-
ers indicate more use); and as one would expect, knowledge of test
scores. Familiarity with tests and experience in administering and
scoring tests also are positively related to reported use of tests in
grading, although the relationship is not a strong one. Teachers who
feel that tests are generally accurate measures of a student’s poten-
tial tend to report that they use tests more in grading, as do those
who score higher on the test weight indices described in the previous
chapter. Beliefs that teachers ought to give pupils information about
their abilities and should help to prepare students to take tests are
also associated with a tendency to report using test scores in grad-
ing. Finally, teachers who hold the opinion that the abilities meas-
ured by intelligence tests are more innate than learned tend to report
considering scores in grading more frequently.

The picture that emerges is that teachers who generally believe
in the usefulness and accuracy of tests report that they make use of
test scores more than teachers who are less confident of the value of
standardized tests. These findings support our view of teachers as
holding consistent beliefs regarding tests, and they provide evidence
in support of the hypothesized relationship between opinion and
practice. However, as we shall see, this relationship is not sustained
in all cases, most significantly in the case of opinions regarding the
dissemination of test score information to pupils and parents, and
reported practices in this area. Further, when reported practices are
compared with actual use of test scores, as measured by the card
sort test, additional inconsistencies appear. We shall want to exam-
ine these inconsistencies in an effort to determine their source and
implications for policies regarding testing.

Several school characteristics variables show a positive relation-
ship to reported use of test scores in grading, including size, percent-
age of male dropouts, type of housing, type of community, and social
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Table 45: Responses of secondary and elementary school teachers to the
question, “Have you ever made use of a pupil’s intelligence test score in
advising him about his work in your course?” (Percentages)

ELEMENTARY
USE OF INTELLIGENCE SECONDARY SCHOOL TEACHERS SCHOOL
TEST SCORES PUBLIC PRIVATE PAROCHIAL TEACHERS

Yes, always or nearly always .6 1.3 3.4 5.8

Yes, frequently 10.5 184 31.7 22.1

Yes, occasionally 48.1 39.5 45.5 43.0

No, but have access to scores 31.3 30.3 15.2 22.1

No, have no access to scores 7.8 9.9 34 7.0

Don’t know 1.6 i 7 —_

Number of teachers (1417) (152) (145) (86)

class; however, differences in teacher access to test scores in the dif-
ferent types of schools account for most of the statistical variance.
Understandably, teachers in schools in which the principal or guid-
ance counselor reports that standardized test scores play a role in
grading are significantly more likely to report using scores in this
manner, a finding which lends some credence to the accuracy of
school reports about the use which is made of tests.

Advising students about course work

A major rationale for the use of standardized tests in schools is to
enable teachers to evaluate more accurately whether pupils are per-
forming in accordance with their abilities and to make possible more
effective counseling in situations where discrepancies occur. How-
ever, a surprisingly large percentage of teachers reported they had
never used intelligence test data (even though they had access to
such information) in advising students about their school work.
Only 11 per cent of the public secondary school teachers reported
frequent use of IQ scores in this manner.

A larger proportion of our elementary school teachers indicated
that they had used intelligence test scores in counseling pupils, how-
ever, and it should be remembered that the figures shown in Table
45 probably underestimate general elementary teacher use because
of the purposive inclusion in the sample of several schools that do
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little testing. The greater involvement of elementary teachers in
counseling pupils may be explained by the fact that elementary
schools normally do not have the services of full-time counselors. In
addition, our sample of secondary school teachers includes physical
education teachers, as well as instructors in home economics and
other specialized subjects in which the teacher would be less likely to
have occasion to be concerned with pupil performance in relation to
aptitude or intelligence.

Given the fact that most secondary school students receive rela-
tively little (in terms of hours per semester) formal counseling from
specialists in their school, the apparent teacher neglect of this po-
tential function represents an area for further investigation and pos-
sible policy change. It is, for example, difficult to imagine how a
teacher could effectively counsel a pupil about that pupil’s work in
the teacher’s course without taking into account some indications of
the pupil’s abilities and aptitudes. To the extent that teachers do en-
gage in informal counseling with pupils, assumptions about the pu-
pil’s abilities must enter into the process. Explicit consideration of
a pupil’s performance record on intelligence and aptitude tests might
contribute substantially in many cases to the formation of more ac-
curate perceptions of that pupil’s capabilities. While it is not being
suggested here that test scores should provide the total basis for such
evaluation by the teacher, somewhat greater use of objective meas-
ures may be appropriate in situations where teachers are called upon
to perform an advisory or counseling function.!

As in the case of test score use in grading, the complex of fac-
tors that includes experience and familiarity with tests and opinions
about their accuracy and usefulness is strongly related to reported
uses of scores for advising students. Experience in administering
and scoring tests and familiarity with tests are both significantly re-
lated to a tendency for teachers to report that they use scores for
this purpose (See Tables 46 and 47). Teacher opinions about the
accuracy of tests is similarly related (Table 48), as are opinions
about the weights that should be given to test scores in making vari-
ous decisions about pupils. As expected, teachers who have access to

1 See Chapter 7 of this volume, and Goslin, David A., and David C. Glass, “The
Social Effects of Standardized Testing in Elementary and Secondary Schools,”
paper presented at the American Sociological Association annual meetings in
Miami, Florida, August, 1966; Sociology of Education, vol. 40, 1967, in press.
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Table 46: Experience of public secondary school teachers in administering
and scoring tests, by use of intelligence test scores in advising students
about course work (Percentages)

EXPERIENCE IN ADMINISTERING AND
SCORING TESTS

USE OF INTELLIGENCE LITTLE MUCH

TEST SCORES EXPERIENCE EXPERIENCE
Always or nearly always 1.2 .0 .8 .0
Frequently 7.4 9.4 10.9 16.6
Occasionally 40.4 49.6 53.8 56.2
No, but have access to scores 39.4 32.7 27.3 18.9
No, have no access to scores 9.2 6.8 6.7 6.8
Don’t know 2.4 1.5 4 1.5
Number of teachers (584) (266) (238) (338)

x2 = 30.68; 0 <.001 (In calculating x?, “No, have no access” and “Don’t
know” categories were eliminated. See also Note to Table 24.)

test scores and those who feel that they have an accurate estimate
of their pupils’ abilities report more use of scores in advising pupils.
Finally, teachers who tend to feel that tests measure inborn abilities
as much as, or more, than acquired skills are more likely to report
using intelligence test scores in this manner (Table 49).

Table 47: Familiarity of public secondary school teachers with tests, by
use of intelligence test scores in advising students about course work

(Percentages)
FAMILIARITY WITH TESTS

USE OF INTELLIGENCE LITTLE MUCH

TEST SCORES FAMILIARITY FAMILIARITY
Always or nearly always 7 6 3 8
Frequently 3.7 8.7 10.4 18.2
Occasionally 36.4 46.9 49.0 57.3
No, but have access to scores 43.9 34.2 29.9 20.7
No, have no access to scores 12.2 8.1 7.8 2.8
Don’t know 3.1 1.6 2.7 .3
Number of teachers (294) (322) (335) (363)

x? = 66.04; 0 < .001 (In calculating x%, “No, have no access” and “Don’t
know” categories were eliminated. See also Note to Table 24.)
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Table 48: Opinions of public secondary school teachers about accuracy of
intelligence tests, by use of intelligence test scores in advising students
about course work (Percentages)

MUCH
USE OF INTEL- BETTER
LIGENCE TEST THAN OTHER SLIGHTLY No NOT AS MUCH
SCORES MEASURES BETTER  BETTER GOOD WORSE
Always or nearly
always .9 1.0 .0 .0 .0
Frequently 14.3 9.0 11.4 8.1 .0
Occasionally 49.4 51.7 44.1 38.7 22.2
No, but have access
to scores 25.7 29.7 35.2 46.8 77.8
No, have no access
to scores 8.0 6.3 8.9 4.8 .0
Don’t know 1.7 2.2 4 1.6 .0
Number of teachers (350) (630) (281) (62) (9)

x2 = 15.95; 0 <.001 (In calculating x?, “No, have no access” and “Don’t
know” categories were eliminated. See also Note to Table 24.)

Table 49: Opinions of public secondary school teachers on whether intelli-
gence tests measure inborn intelligence or learned knowledge, by use of
intelligence test scores in advising students about course work

(Percentages)

USE OF INTEL-

LIGENCE TEST ONLY MOSTLY MOSTLY  ONLY No
SCORES INBORN INBORN EQUAL LEARNED LEARNED OPINION

Always or nearly

always .0 .8 .8 .6 .0 .0
Frequently .0 15.6 10.6 9.4 5.5 2.9
Occasionally 40.0 51.1 51.5 47.7 32.7 38.8
No, but have

access to scores 40.0 24.6 29.0 33.2 49.1 41.7
No, have no

access to scores 20.0 5.9 6.4 8.1 10.9 12.6
Don’t know .0 2.0 1.7 1.0 1.8 3.9
Number of teachers (15) (358) (359) (509) (55) (103)

x? = 16.15; p < .001 (In calculating x? “No, have no accsss” and “Don’t
know” categories were eliminated. See also Note to Table 24.)
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Our data show, therefore, that where standardized tests are
more widely used, where teachers have access to scores, and where
confidence is expressed in the general accuracy of instruments used,
teachers are more likely to make use of test scores in counseling pu-
pils. Once again, these findings lead one to the tentative hypothesis
that teachers are more likely to become involved in the counseling
process if they have information about their pupils and if they ac-
tively participate in the evaluation process. This point is substanti-
ated further by significant relationships between teachers’ reports
that they use test scores in advising students about their work and a
number of testing program variables; most important, the extent of
testing, the existence of a regular guidance program in the school,
and the school’s report that standardized test scores are regularly
used to inform teachers about the abilities of their pupils, to grade
pupils, and to inform pupils about their abilities.

We should not assume without further data that because a
teacher reports that he has never made use of standardized intelli-
gence test scores in advising a pupil about work in his course that
this teacher does little or no counseling of his pupils using other
sources of information (or even tests for that matter). Moreover,
these findings emphasize the necessity for further research on
whether the availability of test score data on pupils leads to greater
general teacher involvement in the counseling process, leaving aside
for the moment the question of the efficacy of such involvement.

The findings reported above should also be interpreted with
some caution in the light of the clear ambivalence that exists among
school personnel, including teachers, in regard to the question of
providing pupils or their parents with information about the pupil’s
intelligence or aptitudes. The consideration of intelligence test
scores in counseling students involves, by implication, the necessity
of imparting some information to the student about his abilities in
relation to his achievement. That many teachers are reluctant to
provide pupils with this kind of information (or feel that this is
more properly the function of the school counselor) is apparent from
the data presented in the previous chapter and the following section
of this chapter. One of the most important conclusions that may be
drawn from the present discussion is the need for a clear statement
of policy regarding the dissemination of test scores and information
resulting from test scores, both by teachers and other school person-
nel.
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Providing students and parents with
information about their abilities

The extent to which test scores or information about them finds its
way back to the individual who took the test is the result of a num-
ber of factors. These include: (1) what happens to the score once
the test paper has been marked; for example, are scores placed on
the pupil’s permanent record; (2) which school personnel have ac-
cess to test records; (3) school policies regarding the dissemination
of information to pupils and parents; (4) interest of the examinee
or his parents in his scores; and (5) the willingness of teachers,
counselors, or the school principal to repond to requests for such in-
formation or to take the initiative in providing it. Furthermore, a
significant number of students probably find out their scores by
chance as a result of an illicit look at the class testing record on the
teacher’s desk or by being chosen to serve as a messenger for a docu-
ment bearing test scores.

Obviously, the teacher is only one of several potential sources
of information about test scores. Guidance counselors and principals
frequently disseminate such information and in some cases, for ex-
ample, a research program like Project Talent or the two major col-
lege entrance testing programs, the testing agency itself will be a
source of scores. Nevertheless, the pupil and his parents are likely
to have more contact with teachers than with other school personnel
and this contact occurs in a context of direct concern with the pu-
pil’s intellectual achievement. The teacher is continually providing
his students with evaluations of their performance which, along
with the information received from peers, parents, and other signifi-
cant reference figures, help to shape self-conceptions of ability. As
in the case of previously discussed uses of test scores, most teachers
are probably unaware, at least in any specific sense, of the extent to
which test scores influence their attitudes toward their pupils and
their evaluations of their performance. Even in the matter of actual
dissemination of test scores to pupils, we must allow for considerable
error in teacher reports.

However, some indications of the degree to which teachers are
instrumental in the feedback process may be gathered from the data
that follow. We shall be concerned, first, with teacher access to test
scores; second, with estimates of the frequency with which teachers
provide pupils and parents with either general or specific informa-
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Table 50: Responses of secondary and elementary school teachers to the
question, “Have you ever known any of your pupils’ intelligence test
scores?” (Percentages)

ELEMENTARY
KNOWN INTELLIGENCE SECONDARY SCHOOL TEACHERS SCHOOL
TEST SCORES PUBLIC PRIVATE PAROCHIAL  TEACHERS
Routinely receive most
or all scores 7.5 18.2 20.3 44.2
Have access to scores and
frequently look at them 24.2 17.6 27.5 22.1
Have access to scores and
occasionally look at themn 50.0 42.6 38.4 22.1
Dor’t have access, but have
known some pupils’ scores 8.5 8.1 9.4 4.6
Never known any scores 8.7 10.8 4.3 7.0
Pupils don’t take this test 1.1 2.7 .0 —
Number of teachers (1387) (148) (138) (86)

tion about such scores; third, with estimates of how often teachers
receive requests from parents and pupils for such information; and,
finally, with teacher perceptions of how accurate an idea most pupils
have of their own abilities.

In the following sections, as before, primary attention is fo-
cused on intelligence tests as opposed to achievement, interest, or
personality tests. In addition to limitations on the number of ques-
tions that could be asked of teachers, our data indicate that most
secondary schools and many elementary schools routinely transmit
achievement test scores to pupils and parents—only with measures
of intelligence do major differences of opinion and practice exist.

Access to intelligence test scores

The vast majority of teachers report that they either receive intelli-
gence test scores routinely or have free access to such information.
Routine distribution of intelligence scores to teachers is considerably
more common at the elementary school level according to evidence
from our survey of Elementary School Testing Programs? and ques-
tionnaire responses from elementary teachers (Table 50). If test
scores are not routinely distributed, most teachers report that they
at least occasionally look at pupil records in order to find out test
2 Goslin, David A., Roberta R. Epstein, and Roberta A. Hallock, The Use of

Standardized Tests in Elementary Schools, Technical Report No. 2 on the Social
Consequences of Testing. Russell Sage Foundation, New York, 1965.
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Table 51: Responses of secondary and elementary school teachers to the
question, “In general, do you feel that you have an accurate estimate of
how intelligent your students are?” (Percentages)

ELEMENTARY
SECONDARY SCHOOL TEACHERS SCHOOL
OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS

Fairly sure I know how intel-

ligent all of my pupils are 9.3 21.3 159 12.6
Fairly sure I know how intel-

ligent most of my pupils are  68.0 68.4 80.0 72.4
Fairly sure I know how

intelligent a few of my

students are 19.8 9.7 4.1 12.6
Don’t know 2.9 .6 .0 2.3
Number of teachers (1426) (155) (145) (87)

scores. Among secondary school teachers, routine dissemination to
teachers appears to be somewhat more common in private and paro-
chial schools, although this may again be due to the nature of the
respective school samples. Less than 10 per cent of teachers in all
groups (except for private schools in which the figure is 10.8 per
cent) respond that they have never known any pupil’s IQ scores.

Teachers also express a fair amount of confidence in their abil-
ity to estimate how much ability their pupils have, although a sig-
nificant minority of teachers think they have an accurate estimate
of only a few of their pupils (Table 51). The latter group may not be
thinking in intelligence test terms and very likely includes a dispro-
portionate number of teachers of nonacademic subjects. Interest-
ingly, private secondary and elementary school teachers are more
likely to say they have an accurate estimate of the abilities of a
greater proportion of their pupils.

Providing pupils and their parents
with intelligence test information

Teachers were asked whether they had ever given specific informa-
tion, for example, an actual test score, or general information, for
example, “a general idea of where the pupil stands relative to the
other pupils in his class,” to either pupils or their parents. The most
striking general conclusion which may be drawn from the answers
to these questions is that very few teachers do either. (See Tables
52 and 53.)
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Nearly half of the public secondary school teachers and 60 per
cent of the elementary school teachers reported never having given
a pupil even a general idea of his intelligence. With respect to actual
scores, over 80 per cent of the public secondary school teachers indi-
cated never having given such information to a pupil. On the other
hand, less than 10 per cent of the elementary and secondary public
school teachers reported having given many or most of their stu-
dents general information, and almost none of the secondary school
teachers reported having given students specific information. (Eight
per cent of the elementary school teachers indicated having given
most or all of their pupils specific information, but this may be due
to the purposive inclusion in the elementary sample of several
schools whose principals had indicated a general school policy of
reporting such information to students.) Even more interesting is
the finding that 40 per cent of the public secondary school teachers
reported never having given parents general information and over
three-quarters of this group had never given a parent specific infor-
mation.

In the light of the general belief held by people in the testing
field that a major function of testing should be helping pupils to
have a better understanding of their capabilities, these results raise
again the question of whether teachers should be explicitly encour-
aged to make use of test scores in their contact with students and
parents. They also emphasize the need for more data on the extent
to which teachers engage in counseling with parents or pupils, and,
if so, what form this counseling takes.

In examining the relationship between characteristics of teach-
ers and reporting of test scores, several significant findings emerge.
Male teachers are slightly more likely to report having given infor-
mation, as are education and guidance majors. General psychometric
sophistication is strongly related to having given at least general in-
formation to pupils: number of courses in tests and measurements,
attendance at clinics on testing, familiarity with tests, and experi-
ence in administering and scoring tests are all positively associated
with dissemination of information; the latter two variables showing
particularly strong relationships. (See Tables 54 and 55.)

Teachers who think tests are accurate indicators of an individ-
ual’s capabilities and that considerable weight should be given to
test scores in making decisions about pupils are also more likely to
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Table 54: Practice of public secondary school teachers in giving students
general information about their intelligence, by familiarity with tests
(Percentages)

FAMILIARITY WITH TESTS

LITTLE MUCH
PRACTICE FAMILIARITY FAMILIARITY

To most or all of my students 2.7 2.5 4.4 4.1
To many students 2.7 53 5.3 7.9
To some students 8.9 13.4 18.9 19.1
To a few students 19.8 22.0 24.2 27.2
No, but have access to scores 58.0 51.6 42.2 40.7
No, have no access to scores 7.8 5.3 5.0 1.9
Number of teachers (293) (322) (339) (366)

x2 = 31.08; p <.001 (In calculating x2, “No, have no access” category was
eliminated. See also Note to Table 24.)

report having given information to students. Traditionally, many
psychometricians have taken the position that intelligence test
scores ought not to be given to the examinee, but these relationships
indicate that greater familiarity with testing procedures and more
general contact with tests lead to a greater willingness to provide

Table 55: Practice of public secondary school teachers in giving students
general information about their intelligence, by experience in adminis-
tering and scoring tests (Percentages)

EXPERIENCE IN ADMINISTERING AND SCORING TESTS

LITTLE MUCH
PRACTICE EXPERIENCE EXPERIENCE

To most or all of my

students 3.4 2.7 3.3 5.0
To many students 3.9 5.3 59 8.8
To some students 10.9 15.9 20.5 18.4
To a few students 19.2 22.7 23.8 28.1
No, but have access to

scores 56.0 48.9 41.8 36.5
No, have no access to scores 6.6 4.5 4.6 3.2
Number of teachers (588) (264) (239) (342)

x2 = 34.98; p <.001 (In calculating x2, “No, have no access” category was
eliminated. See also Note to Table 24.)
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the examinee or his family with some information about his per-
formance. No doubt confidence in the validity of the test data plays
a part in this willingness; however, it is encouraging to find evidence
that those teachers who have had more contact with tests have not at
the same time taken an overly secretive attitude about the informa-
tion thus derived.

Teachers who believe they should give pupils information are
more likely to report having done so. But while the relationship
between opinion and practice is a strong one, it is far from perfect.
In fact, 26.1 per cent of those public secondary school teachers who
expressed the opinion that all pupils should be given general infor-
mation about their intelligence reported that they themselves had
never given any pupils such information (Table 56). This finding
dramatizes again the conflict over the proper role of teachers in re-
gard to counseling pupils in general and the use of test scores in this
process specifically. The lack of any clear position on the advisability
of giving students information about their intelligence apparently
creates a situation in which practice depends on a combination of
chance factors, the motivation of pupils or their parents to find out
about their test performance, and the personal relationship between
the teacher and his pupils or between the counselor and his coun-
selees.

This illustrates the point that opinions and practice are not al-
ways perfectly correlated as numerous studies have indicated previ-
ously.? These studies have shown conclusively that the social context
in which the opinion is expressed and that in which the behavior
takes place, as well as characteristics of the individual himself, have
a very great influence on the correlation between opinion and behav-
ior. In the present case, as we have pointed out, school policies re-
garding the giving of test scores to pupils, the degree of contact
between the teachers and his pupils, and a number of similar con-
textual variables would appear to be crucially important. Further
research designed to specify the relative contribution of each of
these and other variables to the level of consistency or inconsistency
is clearly indicated.

3 See, for example: Merton, Robert K., “Discrimination and the American
Creed,” in Maclver, Robert M., editor, Discrimination and National Welfare,
Institute for Religious and Social Studies, Harper and Bros., New York, 1948;
Lazarsfeld, Paul F., and others, The People’s Choice, Columbia University Press,
New York, 1948; and Glaser, William A., “Intention and Voting Turnout,”
American Political Science Review, vol. 52, December, 1958, pp. 1630-1640.
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Table 57A: Responses of secondary and elementary school teachers to the
question, “How often do your pupils ask you for information about their
abilities?” (Percentages)

SECONDARY SCHOOL TEACHERS ELEMENTARY SCHOOL

PRACTICE PUBLIC PRIVATE PAROCHIAL TEACHERS
Frequently 5.9 9.6 11.0 3.4
Occasionally 30.7 30.1 35.2 24.1
Rarely 47.9 46.8 46.9 59.8
Never 15.5 13.5 6.9 12.6
Number of teachers (1422) (156) (145) (87)

Requests from pupils and their parents
for test scores

Surprisingly, only a small percentage of teachers indicated that they
frequently receive requests from pupils or parents for information
about the pupils’ abilities (Tables 57A and B). Most secondary school
teachers reported receiving such requests only rarely, if at all. As
might be expected, elementary school teachers reported encounter-
ing a somewhat greater frequency of interest on the part of parents
about their children’s scores, but in absolute terms, the interest is
still slight. Parochial secondary school teachers also report more re-
quests for information, a finding which is consistent with previously
reported differences between the parochial and public school teach-
ers in our samples. While general parental apathy about school af-
fairs, especially for members of disadvantaged groups, is, no doubt,

Table 57B: Responses of secondary and elementary school teachers to the
question, “How frequently do parents of your pupils ask you for informa-
tion about their children’s abilities?” (Percentages)

SECONDARY SCHOOL TEACHERS ELEMENTARY SCHOOL

PRACTICE PUBLIC PRIVATE PAROCHIAL TEACHERS
Frequently 6.1 14.7 15.9 17.2
Occasionally 36.9 42.3 56.6 44.8
Rarely 44 .4 33.3 26.9 35.6
Never 12.6 9.6 7 2.3

Number of teachers (1419) (156) (145) (87)
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Table 58: Responses of secondary and elementary school teachers to the
question, “Do you feel that your students have an accurate estimate of
how intelligent they are?” (Percentages)

SECONDARY SCHOOL TEACHERS ELEMENTARY SCHOOL

OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS

Yes, all of my students
have a fairly

accurate estimate 1.9 3.3 4.8 1.1
Yes, most of my

students 43.5 50.7 59.3 40.2
A few of my students 38.2 33.6 26.2 29.9
No, none of my

students 2.3 7 .0 6.9
Don’t know 14.1 11.8 9.7 21.8
Number of teachers (1421) (152) (145) (87)

partially responsible for this absence of interest in test scores, lack
of knowledge about school testing programs and unawareness of the
fact that information about their children’s abilities is available to
parents if they ask are also relevant factors. The initiation of a pro-
gram by the school to inform parents about the kinds of informa-
tion available might result in greater interest and at the same time
promote greater parental involvement in school activities.

Pupil and parent knowledge of
intelligence test scores

Very few teachers think that all of their pupils have an accurate esti-
mate of their intelligence, and as may be seen from Table 58, a siz-
able percentage of teachers hold the opinion that only a few of their
pupils have an accurate estimate. More than a third of the secondary
school teachers in all three groups report that at least occasionally
pupils had indicated a lack of knowledge about their intelligence to
the teacher (Table 59). Similarly, only about a third of our teachers
felt that most or all parents whom they have come in contact with
have a good idea of how intelligent their children are. Despite this, as
we have noted above, apparently few teachers feel it is their duty to
try to correct this state of affairs.

Our data indicate that a great deal of information does reach
pupils, however. Of those secondary school pupils who recalled hav-
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Table 59: Responses of secondary and elementary school teachers to the
question, “Have you ever had a student indicate to you that he did not
know how intelligent he was?” (Percentages)

SECONDARY SCHOOL TEACHERS ELEMENTARY SCHOOL

OPINION PUBLIC PRIVATE PAROCHIAL TEACHERS
Frequently 3.8 4.0 6.9 5.9
Occasionally 31.0 35.8 34.5 24.7
Rarely 29.9 29.8 25.5 30.6
Never 21.2 14.6 19.3 31.8
Don’t remember 14.1 15.9 13.8 7.0
Number of teachers (1427) (141) (145) (85)

ing taken an intelligence test at some time during their school ca-
reer, better than 60 per cent reported having received information
about their performance, and, of these, more than half received a
specific test score. Twenty-three per cent of the public secondary
school students reported that they had received this information
from the school principal or one of their teachers, and 38.9 per cent
said they received it from the school counselor. Nevertheless, there
are a large group of students who have never received such infor-
mation even though they have taken several intelligence or aptitude
tests in school. For some of these pupils, test scores or general in-
formation might have a beneficial effect on motivation or aspiration
levels by helping the individual set more realistic goals, raising his
motivation level, or increasing his confidence in his own abilities.
Our data clearly indicate the need for the formulation of a more ra-
tional policy for the dissemination of such information, including
who should take the initiative in providing it.4

The card sort test

As we have pointed out, it is extremely difficult to measure teacher
reliance on standardized tests directly. The data reported thus far in
this chapter are confined to teachers’ reports of the use they make of
test scores in a variety of circumstances. The best thing that can be
said about such reports is that they are “suggestive” of the way tests

¢ See Chapter 7.
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are actually used and that they should be interpreted with consider-
able caution. Prior research indicates, in fact, that teacher evalua-
tions of their own uses of tests are subject to considerable error.5

In an effort to get a somewhat more objective estimate of how
much teachers rely on standardized test scores as opposed to other
information about students, we asked our sample of secondary
school teachers to complete a test involving judgments of hypotheti-
cal pupils on the basis of several kinds of information, including test
scores, provided for each hypothetical student. A set of 28 pupil rec-
ord cards was given to eac<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>