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BOSWELL: Sir Alexander Dick tells me that he remembers having a thou-
sand people in a year to dine at his house: that is, reckoning each petson as
ore each time that he dined there.

JOHNSON: That, Sir. is about three a day.
BOSWELL: How your statement lessens the idea!

JOHNSON: That, Sir, is the good of counting. It brings everything to a cer-
tainty. which before tloated in the mind indefinitely.

BOSWELL: But Omne ignotum pro magnifico |[Everything unknown pass-
es for marvelous): one is sorry to have this diminished,

JOHNSON: Sir. you should not allow yourself to be delighted with error.
BOSWELL: Three a day seem but few. ~

Boswell's Life of Samuel Johnson, Apuil 18, 1783
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Foreword

‘Somehow the teaching of English has been wrenched out of the Age of
Aquarius and thrust into the Age of Accountability. Many of us view edu-
cational accountants in much the same spirit as we view the agent of the
Internal Revenue Service coming to audit our returns. Theoretically, it is
possible the agent will turn out to be a pleasant person, gregarious and at-
table. who writes poetry in his free time and who will help us by showing
how we failed to claim all our allowable deductions. so that the result of
the audit is the discovery of a new ftriend and a substantial refund. But
sonichow we doubt that possibility.

For the specialist in measurement and testing we have our image, too.
In his graduate work, one of the toreign languages he studied was statis-
tics. And he passed it. The other one was that amazing and arcane lan-
guage the testing specialists use when they talk to one another. He passed
it. too, and is fluent in it. He doesn’t think of children except as they dis-
tribute themselves across deciles. He attempts with his chi-squares to mea-
sure what we've done without ever understanding what we were trying to
do. Not so with the author of this monograph.

Paul Diederich, an eminent specialist in testing and measurement. is as
pleasant a surprise as the IRS agent described above. The surprise begins
with his academic background: three degrees in Latin and Greek classics
trom Harvard and Columbia. It extends through his first teaching assign-
ment: high <chool Latin. [t continues to this day. He still publishes articles
on classical subjects and may be the only testmaker who reads Latin and
Greek tor pleasure at the age of 68.

The question remains, **But does he know anything about teaching and
testing in English?" Fortunately. yes. Just after he began teaching Latin,
the Great Depression set in. and soon both students and their parents be-
came far more interested in survival than in the classical tradition. Noting

iii
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the dectine tnhis elasses, he projected that by 1940 he would be down 1
soro students, So—~tike arat deserting a sinking ship™ as he expresses
it- -he swant over to a lenguage that appeared to have a future, namely
Epgli<h, and soon beeame an Assoclate Professor and Esaminer in En-
glish at the University of Chicago, Meanwhile he had been a member of
the Evaluation Stt of the Elght-Year Study and helped cevelop several
tests. including a measure of interests in twelve subjects, new called AtM
tAcademic Interest Measures), the only instrument inherived from that
study that is still published by Educational Testing Service At Chicago,
the Board of Examiners was called upon to develop a large number of tests
ior the United States Armed Forees Institute, and over two million service-
nten received sehoot or college eredit in knglish through tests developed by
Diederich and his assoctites,

In 1949, soon after Educational Testing Service was tormed by a merger
of three non-profit testing ageneies, its president Henry Chauncey went to
the Middle West looking tor fresh blood for his Rescarch Division, He
came back with Diederich and then discovered that they had been class-
mates at Harvard, During the teacher siortage, Diederich had a hand in
promoting the emplovment of college-educated housewives to help high
sehool English teachers deal with their overload of student compositions.
These were fiest called lay readers™ but soon became “English assis-
tants™ when it was tound that they were equally eftective in supervising in-
dependent reading rooms. The latter enabled English teachers to eut their
large classes in halt by teaching one seetion Tuesday and Wednesday, the
other Thursday and Friday; the section that was not in class went to inde-
pendent reading, On Monday there was a large-group presentation in the
auditorium, and the teachers who were not involved had this day tree tor
conferences with students,

The initial coneeption that led to this monograph was not Diederich’s,
It started at ETS with a colleague who is a triend of both Diederich and
NCTE. The thought was to gather together into a single collection a vari-
ety of manuscripts and published articles by Diederich to make available
to Fnglish teachers ideas and insights from his litetime of experienee and
research in the teaching and measurement ot English,

A has happetied so many times betore, Diederich gave more than was
asked tor. Having consented to the ortginal plan, he worried with us about
the inevitable occurrences of repetition of ideas among papers on related
tapies. What wo thought was an editorial problem he took as a writing
problem. His solution was to write an entirely fresh manuseript. It tollows,

Rabert F. Hogan
Executive Seerctan. NCTE
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Introduction

As i test of writing ability, no test is as convineing to teachers of En-
glish, to teachers in other departments, to prospective employers, and to
the public as actual samples of each student's writing, especially if the
writing is done under test conditions in which one can be sure that each
sample is the student’s own unaided work. People who uphold the view
that essays are the only valid test of writing ability are fond of using the
analogy that, whenever we want to find out whether young people can
swim, we have them jump into a pool and swim. if they can swim the
length ot the pool and back, the evidence is vndeniable that they can swim,

But suppose we already knew that all of these young people could swim
somehow or other—some well, others badly—and the test was to find out
how well each one could swim. Then we might use tive judges, cach of
whom would independently write on his scorecard a number from 1 (poor)
to S (exeellent) indicating his opinion of each person's swimming. Then
suprose that over a long period of time. at every level from elementary
school through college, and in several countries, evervone who tried this
procedure reported that about a fitth of the swimmers received every grade
from 1 to S and only a handtul received less than three different grades
trom the five judges. Wouldn't this cast some doubt on the reliability of
this test of swimming?

This is the situation we usually face in grading essays as a test of writing
ability. We already know that practically evervone who is admitted to the
test will write something. Our task is to determine how well each ong
writes. Then we must use judges, and their judgments are likely to scatter
even more widely than judgments ot performance in sports, since there are
well-detined standards for most sports but standards for writing are n -
ther well detined nor widely accepted. The principal task of this booklet
wili be 1o suggest wavs of improving the reliability of grades on essaye.. We
shall find that it is very nard to reach a desirable standard of reliaoility
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through essass alone, and so we shall also consider the inclusion of o few
sections of objective items ot related parts of proficieney in English. Since
objective items vield far higher reliabilities than essays per unit of time,
they will sty inerease the reliability of the total seore on the examina.-
tion to a level that is tair to students.

But why meastire or grade at all? 1 hesitate to answer this question be-
vatse, to anyone who buys’ or borrows a booklet with this title, the question
is silly, the answer is obvious, and it is tedious to repeat the old twaddle
about the need tor accurate information on which to base educational de-
cisions, and the like, But just now there is a vocal minority among English
teachers who oppose any use of grades or measures that enter the perma-
nent records of students——cespecially those that indicate weaknesses, and
they are likely to introduce a resolution at the nest NCTE teeting con.
demning the procedures recommended in this booklet unless something is
said in detense of these procedures.

First let me surprise these erities by saving thei 1 agree with practically
evervthing they sav, This is not a rhetorical triva, 1 really mean it. During
my twenty-five vears at the Educationa! Testing Service. one of my prinvi-
pal duties has been consulting with seeendary schools ou problems of mea-
surentent, grading, recovd-keeping, and veporting. | have had to visit more
classes than | care to remember, and my predominant impression has
been that these classes are tar sstically over-evaluated. Students  are
graded on practicady evervthing they do every time they turn around.
Grades generate anaiety and hard feelings between students, between
students and teachers, between students and their parents, and between
parents and teachers. Common sense suggests that they ought to be re.
duced to the smallest possible number necessaey to tind out how students
are getring along toward the four or tive main objectives of the program,
but teachers keep piling them up like squirrels gathering nuts. They ap-
puar to have noidea that there is any way to find out how much measure.
ment of any objective is enough.

Of course there is, and they shoudd have lecened it i some course or
untton tests and measurements. 1t they have not, they will eertainly know
it by the time they finish reading this booklet, The answer is reliehility.
T coneeprwill be tully understood only after studyving and trving out the

<acedures T recommend. but the general idea is that there are quick and
casy winn s to find the amount of random variation in all measurement op-
~rations oud fram that amount one can tell how much more evidenee of
t - came kind is needed to reach a stabae figure that will not change very
much, or inovery many cases, no matter how much more evidence is
wathered.

Ove e the vears 1 have come to aceepta reliability of L8O in the measire
of secies of measires) of an important objective as adequate for practical
Tecis ot 1t the ordinary course of schoolwork, In this booklet 1 suggest an
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examination week at the end of eiach quarter or semester in which one day
iv reserved tor English Linguage and literature, another for toreign lan.
puages and literature, a thivd tor history and social seience. and so on
(pages 1420 The essaty and objective parts of the examination on Englisl
language arts are vietwally guaranteed to yield the desived reliability in just
one diy of testing. During the tollowing week, most students are on vaca.
tion, but make-up eximinations are scheduled in the same order for stu-
dents who were absent or who wish to improve their grade. When students
repeat an examination for this purpose, whichever grade is higher stands
in the record, The recommended scoring procedure yields convineing evi-
denee of the average amount of improvement in writing from one grade to
the neat within each curriculum, and it shows students how much their
writing improves on stceessive examinations.,

At this point, before we explain why it is necessary, some readers will be
shocked to learn that such an examination requires two essiys. Those writ-
ten in the morning are graded independently by two teachers, and those
written in the afternoon are graded independently by two ditferent teach-
ers. Whenever the two grades difter by nore than a certain amount, the
paper is reterred to a small committee of he most expericneed teachers,
who substitute their own grade for whichever of the original grades was
farther from their own, Before the examination. the teachers indicate how
many students in cach of their elasses they expeet to mke ecach grade—
not which stadents, but how many. These estimates are added and con-
verted o pereents as guidelines to the number of papers the teachers
should expect to find at cach level of merit. Their pooled judgments need
not look anything like the normal eurve, It they have reason to believe that
the group is superior, they may aim at a distribution in which no one tails.
only 10 pereent get D's, 80 pereent C's, 28 pereent B's, and 18 pereent A's,
Wavs of combining the four essay grades and tour objective scores are sug-
gested that will make the distribution of final grades contorm to these ex-
pectations,

These procedures, we hope., will seem more and more reasonable and
teasible as we proceed. Right now, however, many readers are probabiy
thinking, “"How unrealistic! We are already overworked., and it is hard
cnonigh to petour examination grades turned inon time when there is only
one essay that we grade ourselves, Two independent ratings of two CNNINY
by cach student plus o review of diserepant grades are out of the ques-
tion."”

But how much time does this procedure actually take? | recently intro-
duced this type of examination in several junior high schools in which we
seeured acetirate records of the time spent in grading, sinee most of the
papers were graded in Saturd ay workshops, We encouraged the teachers
to work rapidly and to trust vheir first impressions, since we found that
this inercased the reliability of grading. Besides. the . ould count on the

ERIC
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Bt that any serious ervor in judgment wouhl prabably be caught by the
sevottd reader and the review of diseeepant grades, mt becatse the uthey
pedelers are wiser but begatise all thee are unlikely tooeer in the same die
rection. he essass were short, amd there were no coreeetions or eomnents
towrite, I faet, they were forbidden o weite anyvihing at all on the papees
Test it bias the judgment of Kiter readers, Grades were reeorded vin sepie
rate sork sheeis,

The average grading time per vssay proved o e two minutes, Twa es-
aidy Pt stident cach geaded twice came o cight minutes per stinlent.
Only 1075 o the grades were Tat encugh apart to reguiive review, and sinee
cach review s ook two minutes, tie average grading ime per stident
e 1o st under pine minutes, We had previously made a carctul study
ot the time required pprade. correet, aud conmment on homewark papers.,
I averaged eight mines per stident, and this pesudt was contivmed by
similae stwdy under different anspices in Calitornia, Sinee there e no
clisaes during examination week, the teachers did not find this chove une
duhy burdensome, The objective exereives were seored by elerks and aides,

Wisat did the weachers get in return? Fiest oFall, they Tud veliable scores
on writing ability and other Tanguage avts, and they could prove it to the
satistiiction of the Board, their principal, and their divector ol testing.
They also had convineing evidenee of te average amount of improvement
i s riting per v i each curricatum, and they could show students il
their parents how mueh improvement in weiting was revealed insieeessive
evamimtions, They got sueh figares at the end of cach quarter or semes:
ter- often enough to keep in woach with the progress of cach student. 1
stindent received a Tower grade than his pride would aceept, he could take
the mrake-up examination, and whichever grade was higher would stand in
the recond,

Remember now that onee vour measares reach osatisfactory level ot res
Habiiny, adding more measares of the same abilities will not change the
position of many stadents, and none very tar, Most of these teachers had
vequiived @ paper every o weeks trom their stadents, and it they were
conseientious about it it ook about forty hours i week to grade, correet,
and comment on them. Now that they had aeeliable measure o writing
ability, the grades were supertluous, and caretul study convineed us theu
the corrections were more damaging than helptul. Henee they refused to
erade the homework papers: thes cut out most ot the correetions ad they
conventrated on briet nurginal comments, emphasizing what the student
Dted done well, At the end, however, they might add one suggestion ter the
inprovement of the nest paper, but varely more than one.

Herve the Detense rests. In the rest of this bookler T oatliae i system for
the evahiation of inguaee arts e cuts out more than 90 pereent of the
erading that goes on diy adter day inadmost every classeoon. Fewer and
Better meastives of longer intervals of thine are enough o show stadents,
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Ui parents, aand thei teachers how they v daing, AFother tinees teavhe
ern shotdad B tree to devate theie whoke tminds to eaching ans sades o
fearamg, 1 irmly bebieve that meastrement shoukd be reducat o a prop.
erly snbordimate roke i education, Bbat il vou think sou can et away vith
fess thing the minimum § e reconumended in this booklet, the copais
ctive of - hitetime s the eld warns e tiat vou are unliely 1o sueeed

Factors in Judgments
of Writing Ability

Feachers who ine never graded aset of pagpwees that have previoushy
been wraded by amother weacher seldom realize how commonly aind seri-
oushv reachers lisagree in their udgments of weiting ablity, The most im-
pressive esidenee Tean otier o this point came out of i factor analysis of
dements ob werting abilits that doln “vench, Ssdell Carlion, and 1 per-
bormed at IS D 1961 Weseeured 1 papers weitten by students in their
frst month at theee ditterent colleges and had them all gradud SiNty
distingished readers i siv oecapationad feldse As our academic padges
we b ten colepe Paulish teachers, ten social seienee teachers, and ten
matral seienee teachers, As our nonsacadentie prdges we Taid en weiters
and editors ten Lawsersand ten business s sentives, For Larions reisans

seveneb these sy pdues were anable o complere their assignments, bt

Al st fields were adequately represciited by the fitcthree pudees who
renvoned. These were all ottstanding people who were doepis coneerned
abvorit the way students write,

Bean actwal evaminenon, wee brin g all the udaes toeether and spend
davortwesdiscrnssimg eradime standards and eatime sample papers until we
reachan acceptable degree of consensus, But i this 1901 study we wanted
e timd out what guadities e student writi intelligert, educated peaple
ot and emphasize when they are free to grade as they hes Henee we
never bromehe these sivty qadees togethers they graded all the papers a
heme Onr by directiens wore toosort the papers ainto atie pikes i order
of venctab mvert, nse therr own sdesd ob what constitined general mert.
Fhe ondv rades were dat all e paes mast be ased, with not less than
twelve popers means pites Fhen, o as many papers as pesaible, we asked
them toowrite bl comments on anvting they ke b or disdiked.

fRCS Y




ERIC

s Paud 8. Divderich

Hueney, the veliubility of grading that was shown in this study should oo
be tirhen to represent the reliability usually attiined in grading essuvs tor
the College Boad, when we adopt striet rales and enforee them by close
supervision, But it is probably tvpical of the amount of disagreement one
would find in any Lage group of readers without such training and disei-
pline that, out of the 00 essavs graded, 101 veeeived every gridde trom 1 to
9 04 pereent received cither seven, eight, or nine ditferent grades; and no
essaty received less thing tive difterent grades from these tifty-theee readets,
An the tiest step in our factor analysis, we had to compute the corvela-
tion-the amount of agreement= between the peades of cach reader and
the prades of cach other reader, The median coerelation in this large (83 x
83 table of correlitions wis 31,

This table wis subjected to i complex mathematical procedure catled
“tactor analvsis,” which has the effeet of picking out ¢lusters o readders
from all over ihe table who agree within their cluster and disagree with
every other eluster o greater degree than could be ettributed to chanee.
In ettect, it datermines how many ditterent schocts of thought exist among
the readers as to what constitutes excellence in student writing, In this
sticdy we found tive ditferent sehoms of thoughte--five clusters of readers
who were evidently judging the papers on somewhat ditferent bases, sinee
within cieh cluster there was @ moderate amount of agreement on grades
but a substantial amount of disagreement with every other cluster,

We have not vet tiught the computer how to tell us what these clusters
were agreeing on, so we resorted to a classitication of the comments they
had written on most of the papers, Inatrial run, when we used o random
sample ot readers, the tiest result of this classitication wits utter chaos, tor
every cluster appeared to be commenting on evervthing, The picture only
bevitnie clear and convineing when we restricted the classification to the
three readers who stood highest on eiteh factor—that is, who came closest
to the central tendeney represented by cach factor—and to just those
papees that these readers had graded either high (7.8-9) or low (1-2-0
Fyven with this restriction. we finally tabulated 11,618 comments on 3,887
papers under 88 headings, and we reduced the numbers of comments tab-
ulated under cach heading to pereentages of the comments written by cach
ot these selected readers, so that those who wrote the most comments
waould not unduly influence the interpretation,

Interpretation of the Five Factors

Then it became quite elear that the largest cluster (1o readers, drawn
trom all sin occupational tieclds) was most influenced by the ddeas ex-
presseds their richness, soundness, clarity, development, and relevanee to
the topicand the writer's purpose. Notiee how even this tirst finding bears
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o i point that ks often debated by English teachers. Some give little or no
weight to the ideas expressed in student papers for two reasons, First, they
hold that ideas are the produet of God-given intelligenee which teaching
cannot alter; teaching can only help students express whatever ideas they
may have more correctly and efteetively, Second, they believe that students
have an inalienable right to express any ideas or opinions they have, and
any indication by the teacher that some are better than others, and hence
deserve higher grades, borders on censorship. Other teachers reply that
one can do something about the quality, development, and support of
ideas in student papers by paying attention to them, raising questions
about them, challenging them, and focusing attention on them in class
discussion of selected papers, They add that students like it better when
teachers take their ideas seriously and reaet to them than when they con-
fine their attention to errors in expression. Such reactions are seldom in-
tended or viewed as censorship. 1t is simply a fact that some papers are
better thought out than others, and comments to that ettect are intended
only to encourage students to think carefully about what they write,

However that may be, it is an empivical fact that our largest cluster of
sisteen readers from all six occupational tields had by far the highest per-
centiage of comments on the ideas expressed, aind lower pereentages of
comments on the qualities emphasized by the other four clusters. Hence
we must aeeept it as a tact that a high proportion of intelligent, educated
adults do pay attention to the quality, development, support. and rele-
vance of the ideas expressed in student compositions and weight them
heavily in their judgment of the general merit of these papers. This is
certainly one basis on which the writing of our students will be judged, and
English teachers will be well advised to give it considerable attention in
their instruction and in their comments and conferences on papers.

The next largest cluster (1.3 readers) had by far the highest pereentage of
COMIMENts on Crrors i wsege. seatence structure, punctuation, and spoell-
g 1t was nosurprise that seven of the ten college English teachers stood
high on this tactor. This may be & good time to explain why 1 can vite a
number like seven when we tabulated the comments of only the three read-
ers who stood highest on each taetor, That tabulation showed us what the
tuctor meant-~that is, the distinetive emphasis expressed in the comments
ot the three readers who best represented that factor. Then we could look
at the occupational tields ot the thirteen readers who belonged to this clus-
ters--whose grades came closer to those given by the three highest readers
than to those given by members of any other eluster—and seven proved to
becollege English teachers, Of the three who stood highest on this tactor.
however, just one wias a college English teacher, another was a scienee
teacher, and the third was a business exeeutive,

Fhe third cluster 9 readers) showed the highest interest of any group in
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orgunization and unadyvsis, which appear to be closely related. Four of the
seven business exeeutives who completed their assignments stood high on
this factor. They were Morganization men™ in more senses than one.

The fourth cluster talso of 9 readers, but with no oceupational bias)
stoad highest in comments on wording and phrasing——the choiee gnd ar-
rangement of words, including the deletion of unnecessary words. 1 sus-
peet that this was at least in part a vocabuldary tactor—that these readers
were more impressed than other groups by a large, mature vocabulary, but
there was no way to prove it from their comments.,

Finallv, the fitth and smallest cluster (7 readers. tour of whom were
cither writers or editors) emphasized style. individuality, originality, inter-
est, and sineeritv—the personal gualities revealed by the writing, which we
decided to call “flav. v although they themselves called it Ustyvle.” We
avoided the Tatter as a label for this factor, since the people who empha-
sized wording and phrasing were also interested in Ustvle,” but in such a
ditferent sense that they came out on a difterent factor, They were inter-
ested instvle in the use of Tanguage, but the tifth cluster was interested in
stale as the revelation of a rersonality in writing, as shown by such com-
ments as Cforeetul.” vigorous,” Coutspoken,” Usineere.” or Cinflated,”
“pretentions,” Udogmatic,” or Usentimental.” Inany farge group of read-
ers, these seven would probably be recognized as the devotees of ereative
writing, and the tact that four of the seven were professional writers or edi-
tors contirmed this impression. You know that the writing of Mark Twain
and Edgar Allan Poe s so difterent inits general character that vou could
hardly mistake one for the other. It is this sort of ditterence in the person-
ality revealed by writing that we decided to call *flavor.™

If vou are interested in numbers, vou may have noticed that these tive
clusters of readers (1 < 13 « 9 9« Tadd up to fitty-four readers, but
we had only tittv-three who completed their assignments. This is not a mis-
tuke. Although this procedure minimizes overlap among the readers, it
was inevitable that some stood almost equally high on two different tae-
tors, while a few did not belong to any cluster—they disagreed with every-
bodv, Although it is conceivable that the Tatter were better judges than
amvone else, the probability is higher that there was too much random
variation in their grades to associate i em with any distinet school of
theught,

You may wonder why we did not classity the comments to begin with
and call the Targest group ot comments Factor 1 the next largest Factor 2,
and soons Fhe answer is clear and compelling. it vou know only the per-
centage of comments that can be classified under a given heading, there is
newas to tell how much influence this heading had on the way these read-
ers wraded the papers. You cannot simplv ask them because few it any
readers are conscious of what thev are actually responding toin student
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writing that makes them grade one paper higher than another. Some of

the most common types of comments did not come out on any factor sinee
they were made by every type of reader.

Henee vou have to find elusters of readers who are judging the papers on
somew hat different bases, sinee there are significant differences between
the grades assigned by cach cluster, vet a fairly high amount of agreement
within cach cluster. Then vou know that whatever these clusters of readers
are looking at has a demonstrable etfeet on their grades, sinee their grades
doin facr ditter. You find out what they are looking at by classitving the
comments of the readers who best represent cach eluster, and vou find
that one cluster has the highest pereentage of comments on the ideas cx.
pressed, another the highest pereentage of comments on mechanical or-
rors. and so on. Then you know that these distinetive emphases actually
influenced their judgments,

It was interesting and illuminating that we found five and only tive dis-
tinet sehools of thought among these fifty-three distinguished readers, em-
phasizing ideas, mechanies, organization, wording, and flavor respeetive-
Iv. There is some room for argument as to the exaet interpretation of these
five factors, but there is no reasonable doubt that our study revealed just
tive difterent bases for the judgment of our sample of 300 papers, or that
the distinetive emphases of these five wavs of looking at student writing
could be deseribed tairly accurately by the labels we chose. Another study
using a different writing task, different students, and possibly a ditterem
age level might vield somewhat ditterent conelusions, but the five factors
we tound in this particular studv are a matter of knowledge, not opinion,
We know that these five qualities in student writing influenced the judg-
ments of this particular set of readers, and 1 use the word know deliberate-
Iv. These results are far more convincing than any theoretical. armehair
analysis of how students ought to write, We hope, however, that something
like this study will be replicated by several difterent investigators as time
goes onsinee truth finally emerges only afier several independent investi-
gations reach essen ially the same conelusions.

Fhere was one other study of this sort. almost concurrent with our own,
but we heard about it only atier our study was completed. It was done by
the Tralian psvehologist: Remondine, using papers written in halian by
cleven-vear-olds, Although his method ditfered slightis trom ours, the fae-
tors he tound could readity be ranslated into the Tabels we chose exeept
that he tfound an additional factor that he called “araphics™ and we called
“handwriting. neatness.” This addition was explained by the taet that he
used the original handwritten papers, while we had 1o use typed copies.
Laters when we were having teachers rate handwritten papers, we added
Remondine's tactor to our list,

You miay think, *“The reason for the unreliability of essay grades is now
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clear: some readers are influenced mainly by the ideas expressed, others
by the number of errors they notice, others by organization and analysis.
and so on, They are looking at different things in the papers, or they are
weighting them difterently.”

‘T'hat is true, bat it is not the whole story. The extent to which our fifty-
three readers were influenced by these tive factors is indicated by the sum
of their “loadings™ on these factors. On the average, the sum of these
“loadings” explained 43 percent of the variance in grades: the remaining
87 pereent was unexplained. Some of the remainder may ultimately be ex-
plained by factors which have not yet come to light or by more reliable
measures of the factors we discovered. But most of it is probably due to
two causes that are not amenable to factor analysis: unique ideas about
grading that are not shared by any other reader, and random variations in
judgment, which may be regarded as errors in judgment. The extent of the
latter mighi be revealed by having the same judges grade the same papers
oix months later, after they had forgotten the grades they originally as-
signed. The correlation between their carlier and later grades might aver-
age no higher than .50, which would indicate a large amount of chance
variation in grading. But this would be so expensive, and the readers
would be so reluetant to tackle the same papers again that we did not dare
to suggest it.

A more detailed explanation of the meaning of our five factors is given
in Appendix A. A tew research-minded readers of this report may want *o
examine the full, original report of this fuctor analysis, It was published
tmultilithed) by Educational Testing Service in August 1961 as Rescarch
Bulletin 61-15, but it has long been out of print, The only way to get a copy
now is to ask ETS to make a Xerox copy of its file copy, but that would be
very costly, and we advise against it. The full report is ninety-two pages
long. extremely technical, and crammed with figures that are no longer
relevant. The only use a rescarcher could make of it would be: to study the
mathematical procedures used in the factor analysis. but advances in
computer technology sinee that time have made these procedures obsolete:
there are now simpler, quicker, and less expensive procedures. One may
take it on faith that the procedures we used were sound, and their results
valid, beeause they were designed and supervised by Ledvard Tucker,
whose authority in the tield of factor analysis is unquestioned. All of the
findings relevant to the grading of essavs have been reported and
explained in this summary.
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The Effect of Bias

Another danger in grading essays that we must try to avoid is bius on the
part of the readers—either for or against particular students, the views ex-
pressed (such as liberal or conservative), the way of writing (ornamented or
plain, lengthy or suceinet, ete.). There are even particular types of errors to
which some teachers react so strongly that they are likely to fail any paper
in which they appear, no matter how good it is in other respects. Bias ap-
pears most obviously when a teacher is grading the papers of his own stu-
dents, knowing who wrote them. If a teacher reads the paper of a boy
known to be dull, lazy, careless, and impertinent, it would take a remark-
able paper to overcome the prejudice that the teacher has formed against
him. On the other hand, if the paper was written by a model student, or by
one with whom the teacher sympathizes because he has recently had seri-
ous trouble at home, the grade is likely to be higher than a dispassionate
analvsis of the writing would warrant.

Even when the paper of a given student surprises or disappoints us, we
are likely to change too little, When I get a poor paper from a good student
who generally writes well, [ tend to think, "Too bad: he had an off day.
I'm afraid that I'll have to lower his grade to a B." But if that same paper
had been written by a poor student, it could easily get a D or an E.

The efteet of this sort of bias was prettily illustrated by an experiment
conducted in twelve school distriets in the state of New York by another
man at E'TS, Dr. Benjamin Rosner. Since we were comparing tfour meth-
ads of improving writing, we wanted the grades on writing to be highly re-
liable so that we could detect significant differences, even it they were
small, Henee we asked for one test paper per month on a topic selected by
the central statt, written on the kind of paper that vields three sharp. clean
copies. We kept one of these tor our files, removed all identification except
a code number from the other two, and sent them back to two difterent
schools for grading.

11
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The teachers who graded these papers knew nothing whatever about the
writers—nuot even which school they attended. Soon they complained that
they ought to have at least a little information, such as whether the paper
came from grade 9 or 10 (the only two grades in our study), or trom a
regular or “honors™ ¢lass, because the latter should be judged by higher
standards.

Dr. Rosner said that this was a reasonable request, and it atforded an
oppurtunity for a sub-experiment on the kinds and amounts of informa-
tion about students that led to the most reliable grading. He promised that
all papers would heneetorth be stamped with one bit of information cach
month. such as whether it came trom a boy or a girl, grade 9 or grade 10, a
regular or “honors™ elass, and so on,

What the teachers did not realize until Br. Rosner told them at the end
of the vear was that halt of this information was true and the other half
was filse. Remember now that two copies of ecach paper were sent to dit-
terent schools tor grading. One month Dr. Rosner would stamp one copy
of cich paper “boy™ and the other copy “girl.” The next month he would
stiimp one copy Cgridde 97 and the other copy “grade 10, The next time
he would stamp one copy “regular’ and the other copy “honors,” and so
on with different bits of information cach month.

The only bit of information that made any difterence at all in average
gritdes wis whether the papers were stamped “regular™ or “honors,” and
that ditference was exactly opposite trom what the teachers expected.
They had argued that honors classes should be judged by higher stan-
dards, but the papers that were stamped “honors™ averaged almost one
grade -point Aigher than the other copies of the very same papers that were
stamped Uregular”

The explanation seems to be that grading is such a suggestible process
that we tind what we expect to tind, If we think o paper came trom an
honors cliass, we expeet it to be pretty good. and that is what we find. It we
think it came trom a regular cliass, we expect it to be only so-so, and that is
whitt we tind.

It o single word stamped on a paper can have this much etteet on
prades, think how much ettect the tull personality of the student must
hase when we gride papers knowing who wrote them, with all their past
behavior and circumstanees in mind. Some teachers argue that our knowl.
edee of cach student ought to have this ettect—that a poor writer who has
done his best ought to receive a higher grade. while a brifliant writer who
his not conte up to his usual standard ought to receive a lower grade than
the actial merits of the paper would justity, Tean see some justification tor
this treatment of the twelve to twenty papers per vear that are written tor
practice, but not in the two to four test papers per vear that are grasded
to determine how well cach student actually writes, Then we are judging
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writing, not students, Praise or blame enters at a later point. The poor
writer who finally carns a passing grade of D may be congratulated; the
brilliant writer who disgraces himself by getting a B (when he should have
nade an Ay may be taken sternly 20 task. or comtorted, or urged to repeat
the examination,

Measuring Improvement in Writing

Bias in grading test papers is casily avoided by a procedure for mcasur-
ing the amount of improvement that comes about in each vear of a writing
program. [ have recommended it in articles in English Jowrnal (Diederich,
Paul B. "How to Measure Growth in Writing Ability,”" 58 [April 1966]:
435-49), and it has been adopted by many junior and senior high schools.
For this purpose we ask all students in a span of three or tour grades (such
as grides T-89  or grades 1021112, or even grades 9-10-11-12) to write a
paper on the ame topte on the same day, but not neeessarily in the same
hour. Each student numbers his paper witl, any number of six digits (like
92X.401 or 03,256) that pops into his head and writes no other identitica-
tion on his paper. He copies this number on a separate slip and adds his
name, grade, class, teacher, and any other information that may be
required. These name-sslips are arranged in the numerical order of these
selt-chosen numbers and are locked up until the grading is tinished.

Having the students choose their own numbers not ondy saves the trou-
ble and expense of stamping code numbers on the papers and keepring a
record of which student received cach number, it also gives students great-
er contidenee that their papers will be judged without knowledge ot the
identity of the writers. Duplicate numbers are no problem. When the
name-slips are arranged in numerical order, the duplicate numbers come
together, Then we match the handwriting on the namesslips with the
hundwriting on the papers bearing these nunibers and change the number
of the student who comes tirst in alphabetical order—-usually by adding |
to the last digit. Tt that results in another duplication, we add 2 or any
other number that will distinguish papers bearing the sime number,

The papers are abso arranged i the order of these selt-chosen numbers,
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which puts them into an obviously random order—with all three or four
grides serambled together—and are divided into as many piles as there
are teachers to grade them. Each teacher records his grades and com-
ments on i separate work sheet and is forbidden to write anything at all on
the papers, lest it bias the judgment of the seeond reader. He turns in both
his work sheets and the papers he has graded to the person in charge of the
examination, who locks up the work sheets, Then the papers are turned
over toanother teacher tor a second, independent rating—with no knowl-
cdge of the grades given by the first reader, Again, the second reader re-
cords his grades and comments on a separate work sheet and writes noth-
ing on the papers themselves, Both readers should rearrange the papers in
their original numerical order before turning them in,

Atter all readers have tumed in their second bateh of papers and work
sheets, the person in charge compares the two grades and pulls out all.
papers on which they difter by more than one tull grade-point, That is, it
one grade is B and the other C, they will simply be combined to get the
final grade: but it one grade is B and the other C-, that is just over the one
grade-point limit, and these papers should be reviewed by procedures that
will be diseussed later, It the “standard scores™ tor test essays that will be
explained later are used, the two scores must be more than ten points
apart to quality tor a review. In our experience, after a high school statt
has had some practice in grading essavs in this manner, only one paper in
ten or twelve needs to be reviewed in order to iron out serious diserepan-
cies in grades,

‘The main point I want to make now is that statt grading of papers writ-
ten by all students in a given sechool—on the same topie and the same day
-—and identitied only by numbers chosen at random by cach student will
completely eliminate bias either tor or against particular students. The
readers have noidea who wrote any paper—not even the grade in which it
was written, nor whether it came trom academie or vocational, regular or
honors classes—sinee the papers are all mixed together in a random order,
Incidentally, this mixing makes the task of grading the test papers easier,
sinee the stack of papers given to each reader will probably include papers
all the way trom the top elass in the highest grade to the bottom elass in
the lowest grade ot his school. Henee differences in the quality of writing
ave far more gross and obvious thaa in the papers one gets from any one
chass.

Morcover, sinee each student’s writing will be judged by at least four
ditterent readers in the course of a vear, any bias toward liberal or conser-
vative views, plain or taney writing, and the like will almost ¢ertainly be
caneelled o Four readers are not necessarily wiser than one, but it is un-
fihely that all tour will err in the same direction,
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Results in One Senlor High School

The grading of even one test essay in this fashion can provide powertul
ammunition against our critics, who often charge that students learn noth-
ing about writing in high school. Here are the results of rating 1.065
papers written on the same day in grades 10, 11, and 12 of a senior high
school that stood almost exactly at the national average in general verbal
ability.

NONACADEMICS ACADEMICS
Grade 10 Grade 11 Grade 12  Grade 10 Gradell Grade 12
HIGH 5% 8% 9% 22% 41% 53%
MIDDLE 34% 539% 63% 65% 529 42%
LOW 61% 39% 28% 13% T% 5%
AVERAGE 326 397 455 475 606 650

These papers were rated by eight English teachers on a “stanine’ scale
of' 4 points, which we shall not explain because an easier scale will be ex-
plained later. Here it is sufficient to understand that, tor clarity in presen-
tation, we called the three top stanines (24%40) a high rating, the middle
three (320 a middle rating, and the bottom three (24%) a Jow rating. The
pereents show the pereentage of students in cach grade of the nonacadem-
i and academic curricula who received high, middle, and low ratings.

Sinee the papers written by nonacademies were mixed with those writ-
ten by academics. the tormer could get very few high ratings in any grade:
the competition was too formidable for nonverbal students, Their im-
provement is revealed more elearly by the percentage who received middle
ratings: from 34 pereentin grade 10 to 63 percent in grade 12, Best ot all is
what happened to the pereentage who received low ratings. which declined
trom ol pereent in grade 10 to 28 percent in grade 12, Henee, although
these nonverbal students could not hope to become really good writers,
tewer than halt as many in grade 12 wrote a paper that would really dis-
grace the school as in grade 10,

Fhe improvement of the academies is best shown by the pereentage who
received high ratings: trom 22 pereent in grade 10 to 33 pereent in grade
12, Sinee so many moved into higher brackets, their pereentage of middle
grades had to decline: trom 65 pereent in grade 10 1 42 pereent in grade
12. "This does not mean that the middle group of academices declined in
writing ability, The three pereents in cach column have to add up to 100
pereent, so it more than halt finally achieve high ritings, less than halt can
remain in the middle group. Their pereentage of low ratings declined trom
LY pereent to S pereent tor the same reason,
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How about dropout of the less able writzrs as an explanation of the im-
provenient shown in these percentages? The dropout rate in this school
was negligible. There were only 8 pereent fewer students in grade 12 than
m grade 10—far too small a difference to account for the massive shifts in
pereentages across this table.

Could grade 12 have simply been brighter than grade 107 This is a ques-
tion that the routine collection of standardized test scores year after year is
well equipped to answer. The answer was a decisive “No!™ There had been
no significant difterence in verbal ability in these two grade levels when
they entered this sehool, There was, of course. a substantial difterence in
verbal ability between academics and nonacademies but not between one
grade and the next within cach ceurricutum.

The bottom line of the table. labeled “"Average.™ refers to the average
stanine scores of all students in cach grade of the academic and
nonacademic curricula—with decimal points omitted. This omission is a
bit of strategy that at first seems dishonest but actually gives school board
members and the public a truer picture of the amount of improvement
from one grade to the next. Since stanine scores run only from | to 9. the
“actual ™ averages in this bottom line would run trom 3.26 to 6.50-—not
from 326 to 630 as we have written them. We tirst reported the “actual”
averiges, and the reaction of sehool board members and even teachers—
who ought to know better—was shock and dismay. A typical comment
was. Look at the difterence between the averages of Tlth and 12th grade
academics: 6,06 to 6,50, a ditference of only .44 of a point, which is less
than the difference between B- and B. Is it worth all the time and effort we
put into teaching composition in grade 12 to produce an average ditter-
ence of less than halt a grade-point?™

What such crities do not realize is how sluggish the averages of large
groups of students must necessarily be on a seale that has only 9 points.
Given the wide range in ability within cach grade. the uncertainty ot the
grading. and the tendeney of students to write some papers better than
others. would yvou expeet the average of any of these six large groups to be
less than 37 or more than 77 It not, the maximum attainable ditference in
such averages for large groups would run from 3 to 7, and this school came
pretty close to itz from 3.26 to 6.50. The smallest difference (44) between
Ithand 12th grade academics is natural and inevitable. As one approach-
es the top of any seale, differences are bound to get smaller. Already in
grade 11 the academics had received almost as many 8's and 9's as English
teachers are willing to award. Henee grade 12 could not show much im-
prosement beeause there was too little room left to detect turther growth.

It then oceurred tous that we need not call the lowest stanine 1 and the
hizhest stanine 9. These are not entities like inches or pounds: they are di-
viding lines in distributions of scores: and we may call these dividing lines
amvthing we like, provided they are suceessive numbers with equal inter-
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vals hetween them. Many test publishers call their dividing lines 30, 40, 50,
o), and 70: the College Board calls them 300, 400, 500, 600, and 700. In
this case, we decided to call the lowest stanine 100 and the highest 900,
Then we could omit the decimal points with a clear conscience and save
much fruitless, uninformed argument.

These corrected averages reveal two points of interest. First, note that
the nonacademics finally reach an average ot 455 in grade 12 while the
academies start with an average ot 478 in grade 10. In spite of this large
ditterenee in writing ability, note the relative aniount of growth in these
two groups: 129 points for the nonacademies, 175 for the academics. Be-
fore this little study. I asked the English teachers to guess how the im-
provement of the nonacademics would compare with that of the academ-
ies. Most of them guessed that the nonacademics would show no improve-
ment at all, and the most optimistic estimate was that they might possibly
show half’as much improvement. That was far off the mark: they gained
S 7as much as the academics. No one thereatter regarded the teaching of
writing to these groups as a hopeless task.

The eftect of even this first attemipt at statt grading of unidentitied pa-
pers on the morale of these English teachers was remarkable, They had
been so beaten down by the complaints of colleagues and parents that they
were almost ready to believe that no one learned anything about writing in
high school. But after these figures were published on the education page
of the local newspaper (surely an unusual outcome of any examination!)
they went about with their chests out and chius up. sayving, “*How long will
it be before the seience or social studies teachers can show evidence ot such
substantial growth toward any objective of comparable importance? We
dida’t know whose paper we were grading, and there was no way to take
the pereentages. So it anvone still thinks that students learn nothing about
writing in high school, will he kindly explain how these shitts in percent-
ages could oceur?™

I should add just this caution in regard to such tables of percentages. |
once conducted sach studies on the same day in several junior high schools
of one better-than-average school distriet, and one school showed far high-
or gains from grade to grade than any other. Since 1 had visited classes in
these schools repeatedly and could not recall any difference in teaching

methods or skill that could aecount tor this finding,  had to look into their

methods of rating the papers. The school with the highest gains had en-
trusted the task of rating all the papers to its two oldest teachers who had
served for many vears as College Board readers. The other schools had in-
volved all their English teashers, even though they had dane nothing to es-
tablish stundards. and so their ratings were much less reliable, One can see
why this would cut down the apparent gains tfrom grade to grade it one
mntagines the extreme case in which all ratings were assigned by throwing
dice. Then there would be no ditterenee at all between the averages of
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arades 7. 8 and 9, Thus any clement of chanee that enters into the ratings
will reduce the apparent gain from one yvear o the next. This is another
reason tor frving to inerease the reliability of essay grades and for learning
how 1o compute their reliability before comparing giins per vear in differ-
ent seliools,

Reporting Results to Students

Although vou may agree that the procedure just outlined is a feasible,
vonvineing wiay of measuring average improvement in writing trom grade
to grade. vou may wonder how it can give a true picture of the status and
progress of individual students, onee it becomes o standard examination
procedure. It seems untair to vounger, vocational, and remadial students,
sinee the mixing of papers together without identification throws them
into competition with all other students in the same span of grades. So it
does, and for this reason we report two and oceasionally three scores after
this sort of examination,

First, we report a standard score (of a sort to be explained later) that
shows each student where he stands as a writer in the total population of
the school. This s avery important tigure beeause it is the oue that moves,
Sinee there is a great deal of natural and induced growth in writing ability
at this stage of development, an average writer should expeet to stand in
the lowest third of his school during his tirst vear, in the middie third dur-
ing his second, and in the highest third during his third, In the traditional
grading system. he would get a Cin all three grades, and no one on carth
could tell him how much. it any, improvement that represented. Instead,
we use rather large numbers to show him where he stands in the total
school population on each examination, and how he works his way up
through this populiation as he advances from grade to grade,

Second, we report another score showing cach student where he stands
m the group with which he may most reasonably be compared. such as
tenth grade remedial vocational students or tweltth grade academic
honors students. Henee, even it o student stands fow in the total popula-
tion ot the school, his standing within his own group may be quite respect-
able. Thisis the seore that corresponds most closely to the kinds of grades
that are usually giveu.

Phird, we mav or may not report a growth score showing where a stu-
dent stands i compurison with other students who started at or near the
same point. This is not done routinely, however, because growth scores,
while highly vegarded. are the least reliable of all educational measures.,
and there are wide ditferences of opinion among testmakers about how to
compute them tor mdividuals, Onthe whole, 1 preter to forget about com.
parative growth scores and content myselt with showing students how far



Measuring Growth in English v

they have advanced inthe sehaol popalation on cach stiveessive examimae
tion. How to do this will be explained ina later section, 1 should mention
that iwe ever figure out how to pet eriterionreferenced ™ seotes on weit-
g abilits, the comparison of one student's growth with that of another
should present few difficultion. At present 1 see no way to do this, but so
nany bright people are working on the problem that there may be a
breakthrough at any moment,

Personal vs Staft Grading

Fhanve always taught writing tamong other things) and have alwitvs he-
lieved that improvement in writing takes a great deal of praciice and puid-
ance. Henee T have nearly always reguired a paper a week from My stu-
dentsand in high school Talways graded these papers myselt. The grad-
g was the most ditficult, time-consuming, and agonizing part of the
whole teaching process. T did not mind writing briet comments on the
goud and band parts of cach paper, but deciding the grade was hard, Then,
stitee Fabwavs Kept oftice hours after school, the rest of the week would be
fitled by arguments with students who thought their grade was 1o fow,
Some argued, some blustered, some begged, and some broke down and
crivd. Some even brought in their parents, who were wsually convineed
that T was prejudiced against their child for some irrelevant reason. If it
had not been tor those grades, T would have found teaching a pleasant
aecupition,

Fhen by actueky chanee, Tbegan teaching at the University of Chicigo,
which had an examining system somew hat like the one deseribed above,
Fhere the opinion of the teacher had no effect whatever on the grades of
his students, Grade depended entirely on sis-hour comprehensive exan-
inons that were given at the end of every yuarter. Students could regis-
ter tor these examimations wheneyer they foleseads to ke them, and i the
rade tirstattamed was below what their pricde would aceept, they could
vepeat them at the end ofeach quarter umil they reached a grade that they
regarded s satistactory. To eneonrage such etforts to improve, we made it
arule that when wstadent repeated an examination, whichever grade was
higher would stand in the record.
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Although the students taking the writing examination were allowed
three hours in bath the morning and atternoon sessions of the same day,
we tried o set topios that maost students could complete to their satistue-
tion i about two hours. We encouraged them to spend about halt an hour
planning their paper, an hour writing it, and halt an hour vevising it. Of
course, some students would write a complete paper during the first hour,
tear it up, and then write another complete paper in the seeond hour, ‘The
third hour was allowed mainly to keep anyone fron feeling hurried and to
provide plenty ot time tor correction and revision,

These papers were identitied only by code numbers and were handed
out in a random order to all members of the composition statt tor grading,
The morning papers were graded independently by two teachers and the
atternoon papers by two ditterent eachers. Thus two samples of each stu.
dent’s writing were judged independently by tour ditferent teachers, se-
lected at random. Papers onn which the two grades dittered by more than
one full grade-point were referved to o small committee of the most experi-
enced and trusted readers, who did not know what grades these papers
had received: they knew only that the grades ditfered. One member of this
committee would give cach paper a thivd independent reading, and a clerk
would substitute this grade tor whichever of the two previous grades was
turther from it, It they were equally distant, he discarded the grade nearest
the mean, sinee combining or averaging grades pushes evervbady toward
the middle, and we want to keep them spread out w8 far as possible. But if
the first two grades were B and D and the third was C, he discarded the
lowest grade to give the student the benetit of the doubt.

What was the eftect on teaching? After all the years T had spent arguing
over grades with students, it was like coming out of a noisy tunnel into
clear sunlight, Tstill required a paper a week. but T retused to grade them.
What would be the point? The students knew as well as T that grades on
these practice papers would have no efteet on the ofticial grade. which de-
pended entirely on the examination. Hence what thev valued more highly
than grades were tips on what they were doing well or badly. T did not
mind writing these bits ot advice or talking them over with students in con-
ferences on their writing, In thus dealing with about 24 practice papers
written as homework, 1 eould do nearly evervthing that elementary teach-
ers ey to do with personal grades. 1 eould encourage the taint-hearted,
challenge the over-confidentt, and praise evervthing a student had done
that was even a little above his usual standard. T believe very steongly that
notiving and praising whatever a student does well improves writing more
than any Kind or amaount of correction of what he does badly, and that it is
especially important for the less able writers who need all the encourage:
ment they can gets After noting four or five things in their papers that |
found interesting and making only one modest suggestion tor improve.
ment. | thanked mv lucky stars that 1did not have to put down a grade
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that would make o Har out of me, Just tey weiting several favorable com-
ments ona paper and then giving it o grade of 10 Which will the student
believe? Aud how much faith will he have in your comments thercatter?
An elementary teacher might give the student an A or a B for trving hard,
but a college teacher can’t do it it the weiting is below the minimum that
other callege teachers will aceept. Henee, it we want to use “positive rein-
forcentent™ with the students who need it most, we had better rely on com.
ments and conferences and forget about grades on the homework papers,
I thev finally pass the examination even with o grade of D- or its numeri-
cal equivalent, we can congratulate them warmly, “You passed! How per-
tectly splendid! Keep on writing as well as vou ean, but now vou can give
more attention to subjeets in which you exeel™

[ honestdy belivve that those who detend the practiee of personal grading
as st holy cause are mistaken about its asual effeets. To hear them talk, the
teacher is i nearly perteet being who knows all, understands all, forgives
almost evervihing, and encourages evervbady, But when © examine whole
tiles of papers that have been marked and commented on by teachers,
many of them fook as though they have been trampled on by cleated boots,
and they mast have a shattering effect on asensitive student. | onee wrote
a whole paragraph on the sins against deceney and tact that § had found in
such comments, and the vesult was that most of my English-teaching
friends would not speak to me. What 1 find it hardest to torgive is misin.
terpreting what the student wrote and then blaming him for something
that he plainly did not say.

Effects of Excessive Correction

Foan judpe one of the main effeets of personal grading by the attitudes
of students who land in my remedial course in college, They hate and fear
writing more thim anything else they have had to doin school. It they see a
blank sheet of paper on which they are expected to write something, they
look s though they want to seream. Apparently they have never writien
anvthing that anvone thought was good. At least, no one ever tofd them
that ansthing in their writing was good. All their teiachers looked for were
mistakes, and there are so many kinds of mistakes in writing that their
students despair of ever learning to avoid them.

Fhe attitude toward writing that these students have developed is well
ilustrated by story told by the Russian writer Chekhov about a Kitten
that was given to his anele, The unele wanted to make the Kitten o cham-
pron Kitler of mice, so while it was still very voung, he showed it g live
mouse i cage. Sinee the kitten's hunting instinet had not vet developed,
it enamined the mouse cariously but without any hostilite, The unele
wanted toreach it that such fraternizing with the enemy wias wrong, so he
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stapped the kitten, seolded it and sent it away in disgrace. The next day
the same mouse was shown to the kitten again, This time the kitten re-
garded it rather teartully but without any aggressive intent. Again the
uncle slapped it, seolded it, and sent it away. This treatment went on day
atter day. After some time, as soon as the kitten saw or smelled that
mouse, it sereamed and tried to elimb up the walls. At that point the unele
lost patienee and gave the Kitten away. saying that it was stupid and would
never learn. Of course the Kitten had learned perteetly, and had learned
exactly what it had been taught, but unfortunately not what the uncle in-
tended to teach. 1 ean sympathize with that kitten,” says Chekhov, “be.
cause that same uncie tried to teach me Latin.”

IF evervtning written by our less gifted writers gets slapped down for its
mistakes, and it this treatment continues year after vear, can we expect
that their attitude toward writing will differ trom the attitude of the kitten
toward that mouse? I saw the result year after vear in'my remedial classes.
IYTasked them to write anything, they reacted as though [ had asked them
to walk a tightrope sixty feet above the ground with no net to eateh them if
they tell It took some time to build up their contidence, to convinee them
that writing is as simple and natural as talking, and that no reader would
mind a few mistakes it he gotinterested in what was being wiitten about.
For some time | never commented adversely on anything they wrote but
expressed appreciation of anything I found interesting, ne matter how
badlvit was expressed. Atter students gained confidence I continued to ex-
press appreciation but oftered one suggestion for improvement at the end
of cach paper. It poor writers fearn one thing about writing per paper, that
is far above the average.

Allow me toinsert two bits of advice about revision. Like most English
teachers, | believe that rewriting an unsatistactory paper teaches one as
much about writing as writing a new paper. but most students hate it.
They ought to get some sort of reward. The most eftective reward 1 have
tound iy to distribute @ list of topies that T expect to ussign during a
Quarter or semester, with eertain topies starred. Then | tell my classes, ™1
shall expect all of vou towrite papers on the starred topics because they
take up dittferent types of writing, difterent rhetorical principles. and (e
like. Buton all the other topies vou have a choice. You may write either a
new paper on that topic or vewrite a paper on an carlier topic it vou were
not satisfied with it and have since thought of a better wav to treat that
topic. It vou choose to rewrite, [shall want to see both the original and the
rewritten versions,”

My second bit ot advice is to duplicate copies of one paper on each as-
signment with wide spaves between lines and ample margins, Students
stids these papers as homework, grade them, and insert corrections and
comments, including fandatory comments on anyvthing they think was well
done. Tnclass the nest dav, we go through the paper paragraph by para-
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graph. commenting on eversthing that was good or bad about it, and sug-
gesting improvements. | have found this practice far superior to *buddy
editing™ in which pairs of students exchange papers and try to improve
them. When only one other student sees a paper, he can usually find only

three or tour things wrong with it: but when the whole elass gets copies of

the same paper and has time to mark it up with corrections and sugges-
tions betore it is discussed, one student or another will notice everything
that the teacher notices. This is the only situation in which 1 allow a paper
to be ripped to shreds, [ either ask the writer's permission to exhibit his
writing (without identitication) or, preterably, use a paper from a previous
class. When students do the ripping, they enjoy it and probably learn more
about revision than from rewriting one of their own papers, since their
author’s pride is not involved,

Whenever T suggest this practice, some teachers say, 1 do the same
thing. only T use a projector.” I'm sorry, but that is ot the same thing.
Students cannot take the projection home to edit betore the discussion:
one cannot project the whole paper at onee; and half the time the projec-
tion is unreadable. For this task, duplicated copies of the whole paper are
indispensable.

In this section 1 have talked about the effeets of bias in grading test
essivs and how to eliminate it In so doing 1 have had to counter the argu-
ments ot teachers who believe that it is almost immoral to grade any paper
without full knowledge ot the student—his ability, background, and cir-
cumstances —so that one can adjust the grade to reasonable expectations.
Such teachers think of grades as tokens of praise or blame, and that view
may be all right up to the end of grade 6; at any rate. it is almost universal-
Iv held by evervone connected with elementary schools. Above that point,
however. both students and teachers come to ook upon the results of im-
portant examinations as information—information that is valuable only to
the extent that it is true. T have argued that prase and blame enter later—
the poor writer who passes, the average writer who gets a C, and the bril-
lant writer who gets an A are equally entitled to congratulations. I have
also argued that impersonal grading of unidentitied papers by all mem-
bers of a compaosition statt brings about better relations between students

and teachers than the personal grading of elementary sehools, In the statt

grading system, the teacher is the student’s triend and guide, never his
tasknnaster and judge. He would be delighted if every one of his students
made A's buthe can’t just give them A's: they have to carn their marks by
the impression their writing makes on all other members of the depart-
ment. At the lower end of the scale, it one of his students fails, or makes a
lower mark than his pride will aceept. the teacher feels it just as keenly as
the student and does evervthing he can to help the student carn a satistac-
tory grade when he repeats the examination,

That possibility of repeating the examination it the grade fiest attained

ERIC



ERIC

24 Paul B. Divderich

is unsatistactory, with the understanding that whichever grade is higher
will stand in the record, does more than anything else to take the curse oft
the system. In secondary schools we have to ofter a make-up examination
in any case for students who were absent. If it is scheduled a week or so
after the regular examination, and it students who were disappointed in
their grades are allowed to take it. it will have the effect of reducing tear of
the examination and offering a second chance to students who had an “oft
dav.”

Standard Scores for Test Essays

In staft grading of test essays, each reader gets a large random sample
of papers from a large. heterogeneous student population in which it is
reasonable to assume that writing ability is normally distributed. This
means that ecach reader should expect to find small numbers of very good
and very poor papers, larger numbers of good and poor, and a still larger
number of average papers. As the number of papers graded by perfect
judges approaches infinity, the distribution of their grades will come closer
and closer to the normal curve™ that is crudely represented in the
following diagram.

® Average Paper in NN

Fach Interval

]
% in Each Interval °
20% 5000 20% | 5%e

Standard deviation -2 -1 Mean +1 +2
Percentile 2 16 50 B4 Y8
Standard score 10 20 30 40 50
Range of scores 114 15-24 25.34 35-44 45-59
Letter grade E D C B A
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In this diagram the distance from left to right represents the quality ot
the papers—trom very poor to excellent—and the height of the curve
above the base line represents the proportion of papers that we should ex-
peet to find at any given point on the scale of quality.

Of course, in testing any limited number of students, such as a thou-
sand, there will be departures from this curve for two reasons: this sample
may happen to include more students than usual at some points on this
scale, or our imperfect measures may yield more scores at some points
than would be tound by perfeet measures of the same characteristics.
Sinee judging essays is a chaney business at best, the latter cause is more
likely to attect the distribution of grodes than the former. Henee, it we ob-
serve the proportions predicted by tne normal curve in grading large num-
bers of test essays. we are likely to come closer to the truth than it we rely
entively on intuitive judgments,

The diagram of the normal curve has been divided into tive intervals
corresponding to letter grades of E. D, C. B, and A. The proportions of
test essays in these intervals are 8, 20, 50, 20, and S pereent. These ditfer
from the proportions traditionally expected but seldom achieved in the
United States—10, 20, 40. 20, and 10 percent—but they are common in
New Zealand. 1 have come to aceept the smaller proportions of top and
bottom grades and larger proportion of middle grades for three reasons.

First, in staft grading of test essays. 1 have found teachers extremely re-
fuctant to give as many as 10 percent of the papers either top or bottom
grades, but they willingly settle tor & pereent. In spite of directions to the
contrary, their middle grades always come eloser to SO percent than to 40
pereent.

Seeond, ditterences in the quality of papers near the middle or the dis-
tribution are hardly pereeptible. The closer to the mean one sets bound-
aries tor the grade of C, the more differences one finds between the grades
of pairs of readers. Teachers grade more confidently, cheerfully, and re-
hably it one sets these boundaries around the middle half of the papers.
Then they want to indicate differences between papers that they regard as
high Corlow C, commonly expressed as C+ and C-. It is advantageous to
have such distinctions in this large middle group. but they can be indi-
cated more precisely by the numerical seores below the diagram, which
will presently be explained.

Third. the proportions for the tive grades that [ now favor have a unique
advamage: average papersin each of these intervals lie almost exactly one
“standard deviation™ apart, More precisely, the middle paper in the B and
Dintersals fies LO7 standard deviations from the mean: the middle paper
i the Aand Fintervals lies 2,06 standard deviations from the mean. The
middle Coof course, stands exactlv at the mean. These very slight depar.
tures trom exaet standard deviations could never be detected by even a
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skilled reader. and they would never make a ditference in our judgment of
a student or in his placement and prospects in school. 1t is impossible to
conme closer to exact standard deviations than this without resorting to
proportions that teachers would be unable to remember or compute. But
nothing coutld be simpler than fiest sorting the papers into three piles—top
quarter, middle halt, and bottom quarter; then, on a second reading, pick-
ing out a fifth of the top papers for a grade of A, and a fitth of the bottom
papers for a grade of B, or the numerical equivalents of these grades.
Teachers who know some statisties often tell me that 1 should set the
boundaries of the Cinterval half a standard deviation above and below the
mean along the base line, and those bevond the B and D intervals 1.8 stan-
dard deviations from the mean. Knowing how teachers grade papers, [ am
more ansious to have the middle paper in cach interval anchored to the
standard deviation tnan to have the boundaries set at mid-points between
standard deviations. In the divisions | have chosen, the average distance
from the mean of ull papers in the B and D intervals is one standard devia-
tion; of wll papers in the A and E intervals, two standard deviations.

T Standard Deviation

Now it is time to explain what the standard deviation is and why it is
useful. It is an average of the distances (deviations) of all scores or ratings
trom the mean, bat a special kind ot average. In the usual kind of average.
vortwould add all the distances from the mean, disregarding whether they
woare plus or minus, and divide by the number of distances to get the aver-
age distance. But in this special kind of average, vou first square cach dis-
tance from the mean, add all these squares, divide by the number of
sqitares to get the average squared distance from the mean, and then take
the square root. At first vou may think that this gets you right back to the
average distance from the mean, but it does not. It gives greater weight to
scores or ratings that are farther trom the mean. Henee it vields a tamber
that 1s larger than the average distance from the mean, and this number is
called the standard deviation.

This computation takes it lot of time, and for most purposes it is unnee-
essars. A very close approximation of the standard deviation of scores on
objective tests Gassuniing that all are positive numbers) is given by the
tormula:

1.8 tsum of high fifth of scores minus sum of low fifth)

sian- ard deviation = : AL
Number of students

T bis computation is casier than finding the average score—the mean-—be-
cinse vou do not even need to add all the scores; only the top and bottom
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tifth (rounded to the nearest whole number). You subtract the low fitth
tfrom the high fifth, multiply by 1.8, and divide by the number of students
to get the standard deviation. In a comparison of several short-cut formu-
Fas for the standard deviation Uournal of Educational Measurement, Win-
ter 19710 this one proved most aceurate,

You have already seen another way to approximate the standard devia-
tiont in the case of grading essays, It large numbers of test essays are sorted
itd five piles in order of merit in the proportions of §, 20, 50, 20, and 8§
pereent, the average distanee from the mean of the B and D piles will be
one stindard deviation: of the A and E piles, two standard deviations,
Henee you may say that the middle papers in these piles lie one standard
deviation apart,

Translating These Letter Grades into Numbers

Since the grades on test essays will have to be added, averaged, com-
bined with objective test seores, and subjected 10 other computations in
what tollows, it is necessary at some point te translate them into numbers.
When schools and colleges compute grade-point averages, they most often
use numbers front O (E) to 4 (A), with tenths representing positions be-
tween and bevond these whole numbers. ! used to prefer numbers from |
(F) to S LA also with tenths, for two reasons, First. it is unnecessarily
insulting to award o student a grade of 0. Second, when targe numbers of
students are tested. a few of their seores will extend as tar as three stan-
dard deviations above and below the mean, but only three studens in a
thousand will seore above or below three standard deviations it the distri-
bution is normal. [t is possible to indicate these extremes by .1 for the low-
estseore and 8.9 tor the highest it vou use numbers from 1 to 8, but there-
is no way to indicate positions lower than two standard deviations below
the mean it vou use O 1o 4, Incidentally, Ois a handy symbol for “no data™:
the student was absent. was too il 1o do himself justice. misunderstood the
question so badly that his paper could not tairly be compared with the
others, or was suspected of cheating. Such zeros should not be averaged
with other grades; they should be omitted until the student tukes the
make-up examination, which will supply the missing grade,

Atrer using the seale of o Stwith tenths) tor several vears, 1 found that
many teachers were having rrouble with decimal points in complex com.
putations and regarded them as a nuisance, Students and their parens
also regarded renths as wifling amounts and complained binerly it they
missed a higher grade by what they called “ane lousy tenth ot & poin.™ Iy
did notafter the e sitration inany wav, but it made computations easier
and evervone happier to call the midpoints of the tive imtervals 10, 20, 30,
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40, and 30 from low to high, Weare free to call them whatever we like; many
publishers call them 30,40, 80, 60, and 70, The second digit is understood
to refer to tenths of the standard deviation, The range of scores equivalent
to cach letter grade is then 1-14 for E, 15-24 for D, 28-34 for C, 35-44 tor
B. and 4339 tor A, as shown below the diagram. Ranges for A and E are
slightly extended to get out to three standard deviations above and below
the mean, but very tew students will ever be tound at these extremes.

Since there are now ten points between the midpoints of grade intervals,
teachers soon begin using these points to indicate their judgments of test
essavs nrore precisely. For example, it a paper is just a shade above a
straight C, they may give it a 32; it'it is almost on the borderline between €
and B. thev may give it a 34, Thave not found it necessary to set quotas for
the number of papers that may be placed at these intermediate points,
since repeated combinations with grades of other readers, grades on other
test essavs, and scores on objective tests bring the final distribution of
standard scores close enough to the normal curve for practical purposes.
In any case, the seeond digit does not mean very much, since the “'stan-
dard error’” of such ratings (with the reliabilities usually attained) is
roughly & points on this scale. This means that if the same essays were
graded repeatedly in exaetly the same way, and we kept averaging the rat-
ings until we were sure what the true rat'ng was, about two-thirds of these
ratings would lic within § points of the true ratiag, but § pereent of them
would be more than 10 points off. Henee all that the second digit can tell
us—after all the combining that an examination permits—is whether the
final score is closer to B than C, ¢loser to C than B, and so on tor the other
intervals,

Some teachers speak with seorn of “grading on a curve.” but they are
thinking of single classes of twenty to thirty students, graded by their own
teachers, Evervone knows that some classes of this sort are brighter, better
prepared. and more highly motivated than other classes. Perhaps 8O per-
cent of such students ought o get A's, 40 percent B's, and 10 percent C's,
In the staft grading situation, in which we are typically dealing with some-
thing like 1,000 students, graded by eight ditferent teachers, those are
probably the grades that the best classes will get, since their papers will be
contpared with those from mueh less gitted and industrious elasses. With
a number as large as 1LO0O—usudly the rotal population of a school, or of
three grades —it is reasonable to assume a normal distribution of writing
ability. and grades may be distributed in accordance with that assump-
tion. But it all the best writers have been placed in one class of thirty stu-
dents. and their papers are mixed in with the other 970 and graded with-
out identification, nearly all of them should get either A's or B's. —barring
errors of dgment—and most of these should be caught by the machinery
of double grading and review of diserepant grades, as previously ex-
pluined.
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In a Larger perspective, sophisticated use of the normal curve is the best
guide T know to the proportions of the various grades that difterent elasses
should be eapected to achieve. Although there are complications that are
too technical to explain, and professional judgment may modity the result,
the general idea may be conveved by the following example, 1t is well
Ktown to testmakers that the best predictor of general verbal ability is
usually a standardized test of reading comprehension plus vocabulary,
taken routinely by all students in most schools, Suppose the distribution of
seores on this test in your school looks like this:

__ Reading + Vocabulary Scores of All Students in This Grade

Lowest 3%  Next 20% Middle 50% Next 20%  Highest 5%

L] (N (C) (B) (A)
0-13 14-24 25-36 37-47 48-60
What percent of your students stood within these ranges of scores?
0% 10% 50% 25% 15%

It your students are indeed as superior to the general run of students in
their grade as these reading and vocabulary scores indicate, and it they
work up to their ability, then—on tests that are closely related to verbal
ability—no one should be expected to fail, only 10% should be expeeted to
get D's, 5075 (76, 287 Bs and 15%0 A's, Such figures, of course. should be
taken as only a rough guide to what vou should expect, sinee no short stan-
dardized test for a small number of students is a good enough predictor to
trustvery far, StillL it you gave 25 pereent of these students tailing grades,
vour principal would be justified in raising questions,

Professor Edward Gordon of Yale tells about an examination he once
conducted for the College Board. He explained and ilfustrated the scale of
tive points that was to be used and had the readers practice using it by grad-
g copies of a set of sample papers.

When the actual grading began, he noticed that one military-looking gen.
tHeman-—an instructor from West Point—was obviously not using the scale.
His grades were all twoudigit numbers: 83, 71, 83, and so on.

“How do vou get these numbers?” asked Dr. Gordon,

“Well, Dr. Gordon,™ replied the military gentleman, “'m too old a dog to
learn new tricks like that new-tfungled seile vou wanted us to use. So 1 just
went back to my usual way of grading papers, knowing that vou're smart
enough to transkate my grades into any seale vou please. 1 just count the
number of mistakes and subtract that number from 100 percent.”

“But what do vou call @ mistake?" asked Dr. Gordon,

The man's astonishment was obvious. “Why surelv, Dr. Gordon, vou
hnow what o miestake it
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Setting Grade-Lines in Accordance with Teachers® Predictions

Although standard seores for test essays are nothing more than a trans-
lation of letter grades into numerical equivalents, there may be no imme-
diate prospect of getting vour school or departmeni to adopt them. Let us
see. then, how to get nearly the same results with letter grades, using as
predictors the pooled judgnient of several teachers as to the number of stu-
dents in each of their classes who are likely to make cach grade on the
examindation. Suppose their predictions turn out as tfollows:

Class B D L B A _Total
1 0 0 8 10 7 25
2 0 1 7 9 8 25
3 0 1 10 9 5 25
4 1 2 10 7 5 25
5 2 4 11 6 2 25
6 2 5 10 5 3 25
7 3 9 12 1 0 25
8 2 8 12 3 0 25

Totals 10 30 80 a0 30 200

Percent 5 15 40 25 15 100

These totals and percents are neater than one vould find in actual pre-
dictions. They are intended only to illustrate the point that there is nothing
wrong about asking teachers to aim at a distribution of grades in which
there are tur more A's and B's than D's and E's if| in their judgment. the
students taking this examination are brighter and better prepared than
the general run of students in their sehool. Sueh deviations from the nor-
mal curve are often recommended by directors of testing.

As these teachers grade the test essays, they should expect to pl.uc
ahour 15 pereent of the papers they receive in their A pile, abour 28 pereent
in their B pile, and soon. Ifthey deviate from these predictions Sy more than
S pereent, they should expect some heated arguments trom their col-
lestgues before the grades are turned in. For example. if one teacher fails
15 pereent ot the papers he grades, he should be prepared to explain why,
hecause the others think that not more than S pereent of this group should
tail. These predictions are based on a great deal of prior experience with
these students and should not be disregarded. On the other hand, predic.
tions should not be tellowed slavishiy beeause, in a group as small as 200,
muost of the papers th -t deserve tailing grades might tall into the hands of
ane reader. Hthe second reader of these papers agreed, then readers of the
other papers should find less than the predicted S pereent of tailures.

Without such guidelines, there is no way o tell whether the grades
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turned in by the readers are in line with reasonable expectations. With
them, cach reader wili know when he issstraying very far from the stan-
dards and expectations ot his colleagues, and this may cause him to recon-
sider some of the grades he has assigned. It he still thinks they are correct,
he will probably tormulate his reasons carefully, because he knows that
they will be challenged, When teachers tormulate reasons caretully for the
sike of ta) explaining grades that are out of line and (b) combatting argu-
ments with colleagues, such teachers are also gradually bringing about
cioser agreement on grading standards. Such agreement reduces the un-
Fairness to students that often results trom insutticient thought and care in
grading. Over a period of time, it also makes all members of a departmient
more Mividly aware of what they are trving to teach.

Remember that the predictions indicated only how many students were
likelv to make cach grade, not which students. Consequently, even if the
final distribution comes out exactly as predicted, there will be many sur-
prises when the teachers tind out which students received these grades.
Some that they thought were sure to get A's will get B's, and some that
they thought would tail will pass.

Although these surprises cause some dismay and argument before the
grades are recorded. it is untair to change the grades of particular stu-
dents—onee their identities are known—simply because their teacher
thinks they deserve o higher or lower grade. Such changes would reinstate
all the torees of bias, prejudice. tavoritism, and idiosyneratie judgments
that the staft grading procedure was designed to avoid. They add an un-
known allowanee tor hard work, compliancee with requirements, attention
i class, sympathy with the student’s mistortunes. ete. to the original
meaning: a simiple measure of competenee in English, Such changes also
cause thae statt an endless amount of trouble. Tt is almost impossible to
keep itaseeret that some grades were changed at the insistence of a teach-
er. Then. as soon as Carlos learns that Emile’s grade has been changed, he
comus to his teacher with tears in his eyves and begs him to insist that his
paper be reconsidered also, Soon almost all students except those who
were agrreably surprised by their grades will besiege their teachers with re-
quests to have their papers reviewed, Unless all the teachers hold the posi-
tion that the only way to change a grade is to take the make-up examina-
tion. they will probably revert to personal grading the tollowing year.

EFyven though they do hold the line, it often happens that teachers feel
some injustive was done to their students, They may win support for
wetghting teacher evaluarions in the final grade decision, The weight most
otten adopted is halt tor the course grade. determined by each teacher,
and haltfor the examination grade. determined by the statt grading proce.
dure plus scores on the objective sections. Incidentally, it the statt wishes

ERIC



ERIC

32 Paul B. Diederich

to have the course grade count as much as the examination, it is wise to in-
sist that course grades be turned in betore examination grades are report-
ed. Many teachers are so uncertain about theiv judgments that it they
think a student should get a B but the eaamination savs €, they change
their minds and put down a C. 1 recall two colleges, one of which secured
course grades in freshman composition before the tinal examination, the
other after the examination grades were reported to teachers. In the for-
mer, the correlation between the two grades was usually about .60; in the
latter, about 80,

Computing the Reliability
of Essay Grades

To find out whether the reliability of grades on test essayvs in vour de-
partment stands in need of improvement, and whether the procedures |
have recommended or any other procedures bring about improvement,
vou need @ way of computing reliability that is casy to understand and
takes very little time. English teachers are often allergic to computation
and have neither time nor interest enough to learn the complex method of
computing reliability that is explained in books of statistics.

Fortunately there is a quick and easy way to do it that eall “top-quar-
ter tetrachorivs.” 1t applies to anv set of papers that has been graded in-
dependently by two readers. For this purpose both must indicate which
papers they would place in the top quarter in general merit, This must be
precisely the top quarter, rounded to the nearest whole number, For exam-
ple. it there are 218 papers. both readers must indicate which 54 papers
they regard as the best. This causes no extra troubie because. in the grad-
ing procedure I have recommended, one starts by sorting the papers into
three piles: top quarter. middie halt. and bottom quarter. Sinee the papers
are ustally identificd only by code numbers, the first reader arranges the
top quarter in numerical order and sends a list of their numbers to the per-
san who will compute the tetrachoric. When the second reader gets this
hateh of papers trearranged in their original random order), he or she does
the same. The person in charge has a list of all 218 numbers in numerical
arder. and puts o cheek atter each number that the first reader put mto
the top quarter, then a cheek after each number that the second reader
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putinto the wp quarter. The person in eharee counts how many simbers
have two checks: that isc hlow many papers were placed in the top quarter
by both readers.

Lot us suppose tiat twentysis numbers appeared in both of their lists.
To change the number o the pereent of this group that both readers
phaced in their top guarter, divide 2o by 218, the total sumber of students.
Hereivis 1 pereent, coresponding tin the tollowing table) to s wetrackorie
correlation of SO This is an estimate of the amount of agreement between
the two readers, whivh is regarded as the reliability of one paring, Since we
intend to use the sum or average of both ratings as the prade on vach
paper. that reliability must be “stepped up™ by the Spearman- Brown
Propheey Formula: twive the corvelation thetween the tvo ratings) divided
by one plus that correlation. That brings the reliability of this set of essay

drades up to 670 as shown below 24 in che thivd line of this table:

Pereent in top quarter of both

Ut % 07% UB% OB% 10% § 1% 129 13% 14% 15% 16% 17% 18% 19% 20%
Tetrachorie correlation

Ad0T 1T 06 8 42 50 1.57 B4T0 75 80 85 .89 g

Reliability of sum or average
A0 B 20 L S B0 6T LTS T N2 s LR AN 1T

The standard but more difficult wiy of computing correlations between
tw o seis ob essav grades or other measures iy called *product-moment*
correlation. Roughly speaking, tetrachorie correlations mean the same
thing as produet-moment correlations, but they are less precise and more
subject to chanee variation. In technical terme, the standard error of
tetrachori is approxtmately twice as large as that of a product-moment
correlition tor proups of the same sivze.

SHL terrachories are better than nothing. and if they are computed roy-
tinely in all essay testing operations—between pairs of readers, between
morning and alternoon essass. and the like—they will tell vou whether the
reliability ot essay grades in vour department is improving. and whether it
has reached atevel that is adequaie for practical decisions in the ordinary
corrse of school work,

Over the sears | hine come toaweeept a reliability of 80 as adequate for
that purpose, espectally when the examination includes objeetive sections
thar vield far higher reliabilities than essavs per unit ot 1esting time. But
the rehability of the essay grades we computed as an example on page 33
was onlv 67 That is far from satistactory, but it is aivpical. Even atter
working with an English staft for some time, T have rarely been able to
boost the average correlation between paees of readers above (30, and other
envaminers el me tra this is about what they get,
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Fortunately there is anuther form ot the Spearman-Brown Prophecy
Formula that tells how many times to inerease the length of a test—a num.
ber usually represented by &=-10 attain any desired reliability,

o= tthe reliability you want) times (1 - the reliability you got)
ithe l‘t'lldblllt\ you gummws(l the rvliahiht) you want)

Since we want 80 and got .87, this becomes:

_ BONAL- 6T RO X33 _ 2840 _
= "o = 2(times longer)
TRl 80 BTX 20 1340 (times longe

True, the traction does not exactly equal 2, but that is due torounding
vreror” The .67 and L33 obviously represent two-thirds and one-third, It we
substituted fractions for decimals, the numerator would be 4.8 x 143 =
4 18 The denominator would be 2:3 x 1.8 = 2718, Since 418 is exactly
twice as large as 2 18, our conclusion is sust.uncd.

Sowe have to double the length of our test in order to attain a reliability
of L8O, What does this mean? In objective tests, exaetly what it savs: vou

make up twice as many items of the same Kind. But in the special case of

easay tests, there are three possible interpretations, one of which is wrong,
another correet but not teasible, and a third that is both feasible and more
intformative. If we simply doubled the time allowed for the essay but still
got only one grade on it from cach reader, it would have little, it any, eftect
on reliability. It we had cach essay read by four instead of two readers, it
would indeed inerease the reliability of grades on this particular essay to
R0, but itis hard enough to get two independent ratings of cach essay, and
tew schools could aftord the time or expense of giving cach essay four in-
dependent ratings. Besides, the result would not indicate how consistent
the students are in the quality of their writing trom one topie to another, or
trom one time to another. The most fraitful interpretation, theretore, is
Do the same thing over again.” Have the students write a second essay on
a ditterent topic, but one that requires the same mode of writing and s
equally fumiliar to all students, and have a ditferent pair of readers rate
this essay independently, In my experience, having students write two
short essays in the same session of an examination does not constitute two
genuinely independent samples of their writing, They rarely diftfer more
than the first and second pages of the same essav. ‘There must be some
separation in time as well as in topic before one can judge the average
quality ot a student’s writing on different occasions, [thas bee e experi-
ence of many examiners in difterent colleges that the shortest possible sep-
aration in time for this purpose is to have one essay written in the morning
and the other in the atternoon of the same day, and the examination
schedule of most colleges does not permit any longer separation in time
than this, That is why so many examining boards have adopted this policy

)
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it they intend to attach any real \\cnt_ln to the essay grades. Of eourse, vou
will tind exantinations that require just one short essay, but in such cases
the examiners rely on the objective sections to carry practically the whole
burden of reliability.

It vou have a director of testing, one procedure that 1 have recom-
mended may worry him when the time comes to compute tetrachoric cor-
relations. 1 said that whenever two grades on a test essay differ by more
than one tull grade-point (or more than 10 points if vou use standard
scoresh refer the paper to the most experienced reader who has not already
gradad it for a third independent rating. A clerk will substitute this g grade
for the previous grade farthest from it (see page 200, Such revisions of dis-
erepant geades necessarily increase correlations above the level that vour
director of testing expects when he correlates uncorrected grades, and he
may ery “Foull™ Remember that correlations tell you how elosely two sets
of measures agree, and ifvou take all pairs of grades that disagree sharply
and substitute a third grade that is closer to one or another, vou automati-
cally increase the correlation. But what else can you do? It would be stupid
to correlate just the original grades, beeause the grades vou discard have
no effect on students” grades, What you want to compute is the reliability
of students’ grades, and for that purpose vou have to correlate the two

ratings that actually determine the grade. In any case. vour director of

testing or statistical consultant has little cause for complaint. He is used to
getting correlations of .30 to 40 between sets of uncorrected grades., and
they make the reliability so low that the essay grades are practically
meaningless, It vou discard about 10 percent of extremely aberrant grades
and substitute genuinely independent grades of a more experienced
reader, vou will probably get tetrachories in the neighborhood of .50, and
they bring the reliability of students’ grades on one essay up to .67, Then,
as we have seen. all vou have to do is 1o seeure a second essay, graded in
the same way, to attain a reliability of 80

The reliability of grading is one thing, however: it shows how closely
tour readers agree in judging the merits of two essavs, What it leaves out is
the reliability of the stadents. To what extent do they tend to write as well
on one topic s or another, and on ditterent occasions? The only way to
find out is to correlate the sum or average of their grades on the tirst essay
with the sunior average of their grades on the second. This is computed in
the same way as the reliability of the grading (as explained on page 33):
find the pereent who stood in the top quarter of final grades on both es-
savs, look down to the corresponding tetrachorie, and below that to the re-
liabilits. In my experience. it the average reliability of the grading is .80,
the stepped-up corretation between final grades on the two essavs s likely
to beaboue 00 That s the over-all reliability of the essay part of the
examination, including both the variation in readers” judgments and the
variation in quality of writing from one topic to another.
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Although that tinal reliability of .70 is lower than | like, | do not know
any examiner who consistently does better than this in any sort of essay
examination that is administratively feasible—unless he adopts rules that
artificially constrain the grading., Of course, in essav tests designed to
measure information and understanding, as in history, one ean do better,
but not much better in tests designed to measure writing ability, If you
need a reliability of L90 or better to determine the outcome of a controlled
experiment, vou will have to get eight or more test essays. Otherwise, that
final reliability ot .70 on the essay part of the examination ¢an be offset by
the higher reliability of the objective sections, as 1 shall now explain.

Computing the Reliability
of Objective Tests

The last section should lodge forever in vour memory the basic meaning
of test reliability: the amount of agreement between two sets of indepen-
dent measures of the same characteristic, taken at about the same time.
You have more confidence in a test it you measure the same thing twice
and wet approximately the same result both times.,

It was easy to see how to do this in the case of essavs: correlate two sets
of independent ratings of the same essays, or correlate grades on one essay
with grades on another essay written by the same students.

But how do vou do it in the case of objective tests: for example, a vo-
cabulary test ot sixty items? There vou have only one measure—a single
score for each student. How do you know how elose vou would come to get-
ting the same scores tor these students it vou gave them another test of the
same kind? There is not enough time in ordinary school testing to admin.
ister two comparable forms of every test.

Let me explain how professional testmakers do it in construeting such a
vocabulary test. not because vou want to learn how to construet vocabulary
tests but becanse the laborious procedures they employ are the basis for
the quick and easy formula for objective test reliability that I shall pres-
entlv explain. and they will help yvou understand what it means,

The vocabulary testmaker usually wants to prodiee two comparable
forms so that vou can use one betore instruction and one atter, or one in
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the regular examination and one in the make-up examination. Since he
knows that many of the items he writes will be discarded after tryout be-
catise they are too hard, too easy, have either two right answers or no right
answer. or have some other detect, he writes perhaps 200 items like the fol-
lowing:

exploir: AL go oftwith a loud noise C. run away and hide
B. make use of for one's own benetit D, throw away

Each tryout form has 100 items of this sort, which nearly all students
can finish in 35 minutes or less. A good trick to remember in trving out a
new test is to arrange the forms in each package in what testmakers call a
“spiral™ order so that the tirst student in cach trvout class will get Form A,
the next Form B, and so on. Thus both torms are administered simulta-
neously in each tryout class, but each student takes only one form. If there
are as many as eight tryout classes (and there are usually more than this),
one can be pretty sure that the average ability of students taking Form A is
equal to the average ability of students taking Form B, since a random
halt of the students in each elass took ecach form. That would not be the
case it tour classes took Form A and another four Form B.

From the results of the trvout, the testmaker discards items that are too
hard. too easy. or defeetive and arranges the rest in order of difticulty.
From this arrangement he selects items 1, 3, 5, 7. 9, ete. for Final Form A:
items 2, 46,8, 10, ete. for Final Form B. They will probably not be ar-
ranged in order of difficulty in the published torms, because then students
tend to give up as soon as the items get bard, but it they keep finding casy
items interspersed with harder ones, they are more likely to finish the test.

Henee the selected items are often rearranged in the alphabetical order of

the words to be defined. Let us suppose that there are sixty items in each
Final Form. and one ¢an be reasonably confident that they are equal in
ditficulty. The testmaker also tries to make the two forms equal in dis-
criminating power by using a tigure called “biserial v that is routinely
computed for cach item. It would take too long for present purposes to ex-
plain precisely what this means, but in general it answers the question: to
what extent did high-scoring students on the total test do better on this
particular item than low-scoring students?

The final step is to get as many teachers as possible in different schooly
to give both Final Forms to the same elasses on suceessive days. Then the
testmaker can compute the correlation between scores on the two Final
Forms, since the same students took both. He does not “'step up™ this cor-
relation by the Spearman-Brown formula because he does not expect any
teacher thereatter to give both forms to the same students in one examina-
tion. The correlation between scores on Forms A and B is itselt the relia-
bility of cither form. This is called “parallel torm reliability,” and it is the
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most highly esteemed, especially if the testmaker reports a range of relia-
bilities tor groups of class size, It elearly conforms to the definition of test
reliability: the amount of agreement between two independent measures
of the same charaeteristie, taken at about the same time.

Since teachers do not have time to apply this procedure to their own
tests, but still ought to have some easier way to compute their reliability, it
tirst oceurred to someone that, it vou have only one form, you can break it
up into something like parallel forms by getting one seore on odd-number-
ed items and another seore on even-numbered items. The correlation be-
tween scores on these random halves is the reliability of the half-test and
has to be “stepped up™ by the Spearman-Brown formula to get the relia-
bility of the whole test. Thisis called * Hlithalf™ or “odd-even™ reliability,
and it is still widely used. It should not be used with speeded tests because
students get the same seore—0—on all items that they do not reach, and
this spuriously increases the correlation between odd-even halves.

Next, Kuder and Richardson devised a long series of formulas that
vielded almost the same results as the split-halt method. Their Formula 20
Is most often used today by large testing organizations like ETS to deter-
mine the reliability of their objective tests. The only trouble with it is that
vou have to know how many students answered cach item correetly, and
unless vou have data-processing equipment, that takes more time than
teachers can aftord.

RELIABILITY

In his Biographiu Literaria (Everyman Edition, p. 36), Coleridge pays this
tritnite to his friend. the poet and essayist Robert Smithey:

“Noless punctual in tritles, than steadfast in the periormance ot highest
duties, e inflicts none of those small pains and discomtorts vhich irregular
men scatter about them, and which in the aggregate so often become tormi-
dable obstacles both to happiness and utilite: while on the contrary he be.
stows all the pleasuiires and inspires all that case of mind on those around
him or connected with him, which pertect consistency: and (it such a word
might be framed) absohite reliahidiy, egually in small as in great concerns,
cannot bt inspire and bestow; when this too iy softened without being
weakened by kindness and gentleness.”™

According to the Uspord English Dictionary, this is the first recorded use
ot the term reliahiliry (1816}, even though it is regularly tormed trom reliable
which goes much farther back (1869 The sense in which it is used
by Coleridye, where it stands for consistencey and stability, is not too far re.
moved trom the sense in which it is applicd o test scores,

I'he mind-boggling sentence in which it appears is typical of Coleridge.
Whatt he means is, “You can always count on Southey. He's refiable.”
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Their Formula 21, however, is made to order tor teachers. It takes only a
few minutes to compute atter you know the mean and standard deviation,
which you ought to compute anvway for the purposes discussed earlier. It
you have forgotten the short-cut formula for the standard deviation, it is
given on page 26,

Here is a slightly simplitied version of the Kuder-Richardson Formula
21, which yields a close approximation of the reliability of objective tests in
which all items have equal weight: that is, cach correet answer gets one
point and cach incorreet or omitted item gets 0. It must be applied only to
raw scores on such tests, not to standard scores, pereentiles, or numbers

vorresponding to letter grades,

Reliability = ONE minus MEAN times (number of items minus the MEAN)

Number of items times standard deviation squared

If you prefer symbols to formulas written out in words, it is:

Fex =1 Min-M) . in which
ns2

rex = reliability

M = MEAN

n = number of items (NOT number of students)
s= = standard deviation squared

Suppose that, on the vocabulary test of sixty items, the MEAN is 40 and the
_ standard deviation 10, This becomes:

40 (60-40)

60 x 102
_40x20
60 x 100

_ 8OO
6,000

ryx =1

= 1-.133

= .867 {rounded to .87)

The most commeoen mistake in applving this formula to VOUr OWN tests s
to getso involved in manipulating the rather large numbers in the fraction
that you forget to subtract the resulting decimal from ONE. What should
alert you to the mistake is that the fraction usually turns out to be a rela-
tively small number, like the (133 above, If that were the reliability, it
would be terrible, but it is not: it is the error, the random variation, the
UNreliability, The reliability is ONE minus this decimal, which is .87

Although this reliability is quite high for an objective test that most stu.
dents will finish in 20 minutes or less, one must not expeet other objective
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sections that are often included in English language arts examinations—
reading comprehension, listening comprehension, and ability to detecet er-
ruts in sentenves—to do as well, Vocabulary is nearly always the most re-
liable objective section of any verbal test for two reasons: the items go so
fast that one can get in a large number in minimal time, and they yield a
large standard deviation, since people vary a great deal in the range and
precision of their knowledge of words, One has to allow about one minute
per item for reading and listening comprehension, and sinee there is rarely
more thin 30 minutes available for these tests, their reliability is likely to
be in the sixties, Usage items (ability to deteet errors in sentences) take
about halt' a minute apiece; henee vou can include forty in @ 20-minute
test, and its reliability is likely to be about .70,

The average reliability of these four objective tests—reading and listen-
ing comprehension, vocabulary and usage—may well be no higher than
00 1s that the reliability of the total objective part of the examination? By
no means. ‘The reliability of the total has to answer the question: if you
gave comparable forms of these four tests to the same students tomorrow,
how close would their roral scores come to the total seores they got today?
Theretore vou must add together their raw scores on these four tests, tind
the mean and standard deviation of these total scores, and then apply the
Kuder-Richardson Fornesla 21 Do not tey to give extra weight to items
that take longer and seem more important, or you can't use Formula 21.
Anyway. the total number of correct answers in all four tests is an ade-
quate basis for computing the reliability of the objective part of the exam-
ination. In the time usually available tor the objective seetions one can get
in at least 160 items, and it is virtually impossible to attain a reliability
lower than .90 for total scores on 160 objective items that are as highly cor-
related as these are likely to be,

In the last section (page 38 we concluded regrettully that the overall re-
liability of the essay part of the examination was unlikely to exceed 70,
but it would be offset by vhe higher reltability of the objective part. Let us
assume now that the reliability of these two parts turned out to be .70 and
A0 respeetively. How do we combine these to get the reliability of tinal
grades on the examination as a whole, assuming that the essay and objee-
tive sections are to have equal weight? The chiet statistician at ETS de-
vised a tormula for it, but it turned out that a simple arithmetical average
of the two reliabilities “stepped up® by the Spearman-Brown formula gave
the same result. The average of J70 and .90 is 80, ‘Twice this correlation
divided by one pluas this correlation is 160 over L8O, or 16- 18, or 89, or
N9, This iy @ conservative estimate of the reliability of final grades on the
enxamination as i whole, and it is eminently satistactory,

It is almost a pity that teachers usually insist on adding a course grade:
their personal estimate of the amount and quality of work done during the
course. There is noway known to mathematices to estimate the reliability of
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thar. Still, in the imprecise ficld of education a mathematically rigorous
svstem of measurement may need a bit of looseness somewhere to make it
comfortable to live with, and the course grade determined by cach teacher
may do just that,

Design for an Examination
in English Language Arts

In the seetion on the reliability of essay grades. especially on pages
34-35, it was shown that, it you want to give real weight to the essays, vou
must secure two test essavs from each student with some separation in
time as well as in topie, and the least possible separation in time is to have
one test essay weitten in the morning and the other in the afternoon of the
same day. Many colleges have tound that the only feasible way to get two
essays per day in tields that use essay examinations is to schedule an exam-
ination period of one week at the end of each quarter or semester, In this
week. one day is assigned to each field in which the examination requires a
goad deal of writing and half a day to fields in which the examination con-
sists ot objective or short-answer questions, like sciencee and mathematices.
Monday may be reserved for all courses in English language and litera-
ture. Tuesday for all courses in foreign languages and literature, Wednes-
day for history and social science, Thursday for mathematics and natural
sciences, Friday for the fine and practical arts, and Saturday for voca-
tional courses. There is usually a week tollowing the examination period in
which most students are on vacation, but make-up examinations are
scheduled in the same order for the few who were absent or who want to
improve their grade. Only by special permission are students allowed to
take two courses in fields tested on the same day or halt-day. They must
take the make-up examination in one of these tields with the understand-
ing that they waive the privilege of repeating that examination until the
next time it is oftfered—at the end of the next quarter or semester.

A comprehensive examination in English language arts might be ar-
ranged as tollows:

A, First objective section: maximum time, one hour

Reading comprehension, 30 items, 30 minutes
Vocabulary, 60 items, 20 minutes
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B. First essay: maximum time, two hours (but most students finish
and leave the examination room in 90 minutes or less)

LLUNCH
C. Second objective section: maximum time, one hour
Listening comprehension, 30 items, 30 minutes
English usage. 40 items, 20 minutes
D. Second essay: maximum time, two hours (but again most students
finish and leave in 90 minutes or less)

‘These time estimates are based on the time students usually take to fin-
ish such items or tasks when there is no pressure of time, The essays are
scheduled at the end of the morning and afternoon sessions so that stu-
dents may leave as soon as they have finished. They vary far more in the
time they are able or willing to spend on their papers than in the time they
take in answering objective items, Able and conscientious students usually
spend more time than the average, especially in planning and revision, and
we do not want to cut them otf betore thev have completed the task to their
satistaction. There are always a few compulsive students, however, who
keep hacking away at their papers long after everyone else has left the
room. No matter how much time one allows. they always want more. At
the end of the scheduled time, one has to take their papers away as gently
as possible and shoo them out.

Combining Scores on Comprehensive Examinations

It the foregoing outline of a comprehensive examination is accepted as a
workable model, we next face the problem of combining four grades on
the two test essays and four numerical scores on the objective sections, Of
course there will be variations in this outline to suit ditterent courses of
study. but the problem »f combining grades and scores will remain.

As a first approach, let us assume that the composition staft has been
using letter grades with plus and minus signs, and that they have agreed to
aim at the distribution of grades predicted on page 30: §% E, 158% D, 40%
C. 258" B, and 18% AL T'o combine the four essav grades tor cach student,
we have to translate the letter grades into numbers as tollows:

k~ E E4+ D- D D+ ¢~ C €+ B- B B+ A- A A+
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15

Adding tour of these numbers tor cach student to get his total score on
the essay part of the examination presents no problems, but then we have
to combine theee totals with much larger numbers representing scores on
the tour objective tests, and we want to give the essav and objective see-
tions equal weight,
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This problem is usually ignored in elementary textbooks on meastre-
ment, so there is no standard procedure, but the simplest and most satis-
factory method 1 have found is to turn the raw scores on cach objective test
into letter grades in accordance with the predictions already applied to the
essins. Thus, the top 18 pereent of scores on each test get A's; the next 23
pereent get B's: the next 40 pereent get C's; the next 15 pereent get D's;
and the lowest S pereent get E's. We may have to vary these proportions a
bit when, for example, ten students get the same score at the lower boun-
darv for B, but the predicted 28 pereent will take in just three more stu-
dents at this point. We can't give three of them, chosen at random, a B
and the other seven a Cit'thev all made the same score, In such cases, 1 go
for whichever grade makes the smaller difference in the prediction. Sinee
only three of the ten came within the B range, I would give all ten some
variety of Ciprobably C+). If seven of the ten had come within the B range,
1 would have given all ten some variety of B (probably B-). After assign-
ing letter grades to all four objective tests in this fashion, the staft trans-
lates them into the numbers corresonding to each grade in the table above
that was used for the essay grades. incidentally, this gives cach objeetive
test equal weight, even though the vocabulary test has twice as many items
as the reading comprehension and listening comprehension tests,

In carrving out this procedure, someone is sure to objeet, “Those were
the proportions for the various grades that we predicted for the essays.
How can we apply them to the objective scores as well?”

This is natural, sinee at that point we were trving to set guidelines for
the readers that would make the distribution of essay grades conform to
reasonible expectations. But it you look carefully at what I said on page
30, vou will see that T asked each teacher to prediet how many students in
cach of his or her elasses would make cach grade on the examination. 1
said so repeatedly. Sinee they knew that the examination would include.
abjeetive tests, it is reasonable to apply the same predictions to scores on
these tests,

Now we have cight numbers for cach student corresponding to letter
grades on the essavs and objeetive tests. We know that none of these com:
ponents is highly reliable (except the vocabulary seore) and some are not
sery highly correlated with others. The efteet of averaging cight numbers
of this sort is to shove evervbody eloser to the mean than we intended., It we
just add the eight numbers and then divide by 8 to get each student’s final
taverage) grade on the examination, it is virtually impossible for anvone to
get a final average higher than 11, which means B, or lower than §, which
means D We predicted that 15 pereent would make A's, 28 pereent 8's, and
so on, but even though we made the grades on each cotgponent come out
that way tor the group as a whole, the naebers each < dent gets depend
so largeny on chance that, it we take straight averages, no one will get an A;
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about 18 pereent will get B's: about 75 pereent C's; about 10 percent D's;
and no one will tail., '

Any mathematician would have foreseen this result, but English teach-
ers are not mathematicians, and their tirst reaction is always shoek, in-
credulity, and dismay. Someone must have made a mistake in adding o
averaging! No: the figures have all been checked. and they are accurate.
Then some say that since these numbers represent our own judgments, we
are morally obliged to abide by them. Others say no; the averages make no
senses and we must re-examine the papers and raise or lower enough
grades to make final grades come out in the intended proportions.

Neither faction is right. and the solution is simpler than either one
imugi&wd. Do not average those eight numbers, Simply add them and
nrake a distribution of total scores. Draw a line under the top 18 pereent of
these totads. Any student above that line gets an A; the next 28 percent get
B's: the next 40 percent get C's; and so on. This is the first point at which
those predictions make any real difference, and here above all we should
abide by them.

The essay grades might just as well have been standard scores like those
discussed carlier, based on the normal curve, with a mean of 30 and a
standard deviation of 10, and with no attention at all to the presumed
superiority of this group. Each reader could then divide the papers he re-
ceived into top quarter, middle halt. and bottom quarter: then pick out a
fifth of the high papers as the very high, and a fifth of the low papers as the
very low. The objective scores could be translated into standard scores in
the same manner. or by actual caleulation of standard scores. Once
teachers get used to it this is far casier than observing the predicted pro-
portions for the various grades at every point. The result would be that
cich student would have cight numbers afier his namie representing stan-
dard scores. different from and larger than the aumbers representing let-
ter grades. But it one simply added the eight standard scores, made a dis-
tribution of the totals, and drew a line under the top 13 pereent for a final
grade ot AL the chancees are slight that any student who reeeived an A tfrom
the first set of numbers would not also receive an A from the second. All
we need to be sure about is that all eight numbers are on a common scale:
cither the standard seore seale or the letter grade scale. It is only when we
get the totals on either seale and make a distribution of these totals that we
really need to think about our predictions—but then we should stick to
them like glue.

Suppose the statt insists on giving some of the eight scores more weight
thin others. Suppose they decided that reading comprehension was the
most important of the objective scores and should have a weight of 1.5;
and that the seore on error-detection was least important and should have
aweightot 8 Very well: a clerk simply multiplies the numbers represent-
ing cither standard scores or letter grades on reading comprehension by
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1.5: then the numbers representing error-detection by (8. He adds the
cight scores, some weighted in this fashion, for each student, draws a line
under the top 135 percent for a grade of A, under the next 28 percent for a
grade of B, and so on, At the end, it would be advisable to correlate the
weighted with the unweighted totals. Over the vears it has been found that
weighting rarely makes any serious difference: students come out in nearly
the same rank order regardless of weighting, Henee my advice would be to
wiv e all parts of the examination equal weight unless, for pedagogical rea-
sons, vou want to emphasize the importance of some part of the course by
saving that it will get extra weight in the examination. It will probably
make little if any difference in students’ grades, but it may get them to
work harder at something that they might otherwise neglect.

After the examination grade has been determined in the manner just ex-
plained. there is still the problem of combining the examination grade
with the course grade, determined by each teacher. Here again simple
averaging will push evervbody closer to the mean than the staft intended.
and again the remedy is the same: add the two numbers for cach student
corresponding to his examination grade and course grade, Make a distri-
bution of these totals and award final grades of A to the top 1S percent, B
to the next 235 percent. C to the next 40 pereent, and so on, It is desirable to
report all three: examination grade, course grade, and final grade. It any
student or parent objeets that the final grade is not precisely the average of
the other two, explain that these are “adjusted averages.'

A Note on the Significance of Differences

Since so few English teachers conducet controlled experiments, and
those who do have statistical help, 1 shall not devote much attention to the
significance of difterences between the averages of groups taught with dit-
ferent materials or methods. But since books and articles on the teaching
of English often state that the difference between the results achieved by
Method A and Method B was not significant, or was significant at the .08,
L or 00T level, T want you to have some notion of what it means.

I'he basic idea is that there is a good deal of chance (random) variation
in all educational measures, and the amount of variation vou would find in
two out of three repetitions of the same measurement operation is called
the “standard error’ of that measure. This has nothing to do with mis-
takes, with bias, or with external conditions (such as an infernally hot
davd; it most commonly refers to chance variations from one sample of
tusks or pertormancee to another. For example, [ said on page 28 that the
standard error of essav grades was about § points on the standard score
scatle that T proposed (with a mean of 30 and a standard deviation of 10).
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That is. it vou had the same essay graded repeatediy by different compe-
tent readers and kept averaging the grades until vou were certain what the
true grade was, vou would find that abeut two-thirds of the grades leading
to this final average lay within one standard error (8 points) of the true
grade, and 98 percent of them lay within two standard ervors (10 points),

[shall say no more about the standard error of individual scores because
they are so farge that [ find it the best policy to disregard them. But the
standard error of the average of large groups—more than 10 students
——generally used in educational experiments is much smaller: it is the
standard deviation divided by the square root of the number of students. |
mentioned that our hypothetical vocabulary test of sixty items (page 39)
might have a standard deviation as large as 10, It it were given to 100 stu-
dents, vou would divide the standard deviation (10) by the square root of 100
(O) and so the standard crror of the average of this group would be just 1
rawsseore point,

Lulso said that the average score tmean) of my illustrative group was 40,
Suppose that another group, treated in a ditferent way, made an average
seore of 45 on this same test and also had a standard deviation of 10:
henee a standard error of' 1 point, Is that difference of 8 points between the
two averages a true (significant) ditference, or is it within the range of
chance variation that one should expect in two administrations of the
sime test?

To tind out, vou have to compute the standard error of the ditterence,
You square the standard error of the fiest average (1 x 1 = 1), square the
standard error of the second average (1 x 1 = 1), add the two squares (1 +
I - 2 and take the square root of the sum (2), which is 1.41. as you can
find in any table of squares and square roots. Then the significance
(realitg) of the difterence is judged against four standards:

1. It the difterence (8 points) is less than twice as large as the standard
error of that ditference (141 x 2 = 2.82), it is not significant. This
does not assert that it is, but that it could be, a chanee variation, But
since §is much larger than 2,82, it passes this first test.

2. If the ditference is between 2 and 2.6 times as large as its standard
error, itis signiticant at the .08 level, meaning that there ars less than
S chanees ina hundred that a difference this large would be found if
there were no true ditference. But 2.6 times 1.41 is 3.67. and the dit-
ference of S is farger than this, sowe can go on to the next level of sig-
niticance,

3. It the difference is between 2.6 and 3 times as large as its standard
error, it is significant at the (01 level, meaning that there is less than
one chanee in @ hundred that it was a fluke. But 3 x 1,41 is 4.23, and
S s larger than this, so we go on to the next level,
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4. IFthe ditterenee is maore than 3 times as large as its standard eevor, it
is signiticant at the 001 devel, meaning that there is less than one
chanee ina thousand that it was a tluke, As we have just seen 3 s 1,41

.23 and Sis farger than this, so it iy significant at the 001 level,

There are many ditterent types of standard ervors: of eorvelations, pro-
portions, vegressions, ete., cach computed in a different way and vielding
results of different orders of magnitude. There are aho many diftferent
ways of comiputing the signiticanee of differences between experimental
groups: chissquare, analysis of varkanee and covarianee, regression analy-
My, etes Onee you et into this statistical maze, you will never get out with-
out help. But for most of the articles you will read that refer o the signifi-
vance of @ difference between two groups, the basie idea of “signiticance
is vonveyed by the classical procedure that T have just evpained: if the dit-
ference between the two averages © 2, 2.0, or 3 times as large as its own
standard error,itis signifieant at 208,01, or 001 fevel respectively, re-
ferring to the chanees it a hundred or a thousand that a ditfference this
large would be tound if there were no true ditterence,

One final point: “significant™ does not aecessarily mean “important*;
it means onlv “non-chanee,” In statewide testing programs in which sever-
b hundred thousand students are involved. one group of 10,000 might be
compared with another group of 10,000, To get the standard error of cach
average. vou would have to divide the standard deviation by the square
root of this number, which is 100, That would make the standard error so
small that a ditference of a tenth of & point might be significant. in the
sense that it could not be attributed to chanee, but it would have no educa-
tiomal or practical importance, Perhaps 1 should add that the 001 level
does not mean that the ditterence was 10 times as large as at the 01 level:
itonly means that vou are ten times as sure that there was some difference.
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Initiating Staff Grading
of Test Essays

Itis no easy matter to introduce staft grading of unidentitied test essays
on the same topie in a statt that has four or more teachers of English.
Teachers may be so sensitive to possible eriticism of their results that they
will not let anyone else even see the essays written by their students, let
alone grade them. You may reassure them that no one will know which
papers were written by their students because they will be identified only
by numbers chosen at random by each student. Then they will want to
know how anyone can possibly grade a paper fairly, not knowing the stu-
dent. You may reply that in such examinations we are grading the writing,
not the student, and that a final grade of D for one student may represent
a triumph, while a final grade of B tor another may represent a shattering
disappointment. It we profess to be teaching composition, we ought to be
able to tell which papers are better than others, regardless of who wrote
them. Still, the argument goes on.

I'see tittle hope of winning over such people by argument or persuasion.
One has tointroduce a series of experiences that will open their eyes to the
extent of disagreement in the staft on the worth of selected papers that
they all grade independently. 1 used to do this by getting one paper per
month, each time trom a difterent teacher, making typed copies with all
identification, comments, corrections, and grades removed, and having
cach teacher grade it, comment on it, and return it to me at least one day
before our next staft meeting. In that meeting [ would write on the black-
board what grades the paper had received. and at the start I was pretty
sure to get four or five difterent grades, The teachers were dismayed, but |
tried not to be. T explained that such differences in grading standards al-
ways came to light whenever a statf began to study the reliability of its es-
sav grades, and the only way to improve was to disceuss our ditferences,
examine the reasons behind them, and gradually develop standards that
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would bring our grades closer together. I said it would be foolish to expect
anything like perfect agreement in judgments of writing ability; all we
could hope for would be the amount of agreement represented by a corre-
lation of about .50 between grades assigned independently to each set of
test essays by pairs of readers. Since that is the usual correlation between
height and weight among adults of the same sex. it would still leave plenty
of room for legitimate differences of opinion. But we were starting with a
correlation of about .30 in our grades on this paper, and that was al-
together too low to be fair to students.

I would then call upon some respected staft’ member to explain why he
gave this paper an A. Next I would ask a friend of his to explain why he
gave it a D or an E. Other teachers would express agreement or disagree-
ment with these explanations and tell why they gave the paper some other
grade. Thus we would move toward an elucidation of the grading problem
presented by this paper and what policy we should adopt it we found such
a paper in an examination. These discussions, which were amicable but
spirited and often witty, proved to be more interesting than what we had
previously done in staff meetings, and they gradually moved the staft
toward aceeptance of the idea that maybe more than one point of view
should be represented in grading such important essays as those written in
examinations,

We nest tried out this idea in the least threatening case: each teacher
chose one other teacher with whom he was willing to exchange papers on a
topic that both had assigned to at least one class at the same level. Each
graded the papers of both classes independently, and without writing any-
thing on the papers. Then they compared their grades and resolved difter-
ences of more than one full grade by discussion. We learned the easy way to
compute the correlation between the two sets of grades (before resolution of

John Stalnaker. long president of the Merit Scholarship Foundation, re-
calls this incident from his early days as Examiner in English at the Univer-
sity of Chicago.

In one of his experiments he had a few hundred papers to grade. He called
in tour of his most experienced readers and told them, "1 want vou to grade
these puapers but not on your regular scale of A to F. I know that you all have
difterent ideas about what those letters mean. Just sort these papers into five
piles in order of merit. Then mark the highest pile 4, the next pile 3. and so
on down to ()"

They agreed to do so, but about a week later they came to his office and
said, "We're sorry, John, but we could not do what you wanted. 1t turned
uut that there weren't any 47 papers. But we did the best we could. We
sorted ther into five piles, but we had to mark them 3, 2, 1, 0, and 00.”
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ditferences) that was explained on page 33. These figures gradually con-
vinced us that a single essay, graded independently by two readers, was not
enough to yvield the reliability that we wanted in our examinations, so we
gradually developed the type of examination outlined on pages 41-42, in
which morning essays were graded by one pair of readers and afternoon
essays by another pair. Later, as the staff gained experience with this
method of grading, they decided that it would be a good idea to expose
themselves to a wider range of viewpoints than that of their best friend in
the department. so they let the department head assign sets of papers to
pairs of readers that were cither chosen at random or systematically
rotated.

This is a shortened and simplified account of the development of the
staft grading procedures | have recommended—with all the mistakes, set-
backs, and wasted motion left out. Some of these procedures represent
changes from those I suggested in earlier publications; more recent studies
have changed my mind. Those that you adopt must be suited to your
course of study, your student population, and the convictions and prefer-
ences of your statt. But one requirement is almost universal. At some point

someone with authority—usually the principal or dean—must tell the staft

to stop arguing and try something—no matter what. Without that push,
nothing will happen.
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Descriptions of Papers Rated
High, Middle, and Low on Eight Qualities

Some readers may be disappointed that the procedures recommended
tor ascertaining and improving the reliability of essay grades all involved
the cooperation of at least two teachers. What they probably hoped to
learn was some way of rating papers that would improve the reliability of
their own grades so that they could have greater contidence in their fair-
ness and accuracy and could explain to students exactly why their grade
was high or low. In other words, what they wanted was a list of things to
look for in student compositions and how many points to give for this or
take oft for that.

A collection of readings offering suggestions of this sort was published
by the National Council of Teachers of English, 1111 Kenyon Road,
Urbana. lllinois 61801, in 1965: A Guide for Evaluating Student Compo-
sition. edited by Sister M. Judine, IHM. It is a paperbound volume of 162
pages, and sells tor $2.75.

Although these papers contain much practical wisdom, I have never had
much contidence in any scheme for rating papers that does not involve
comparison with independent ratings of another person and discussion of
papers on which there is a substantial difference of opinion, I have never
seen any solid evidence in print that any of these schemes improves relia-
bility.

It vou want to use some sort of checklist to improve the consistency of
vour ratings, the only help 1 can ofter is an example of the way in which
guidelines for rating papers might be developed. After our factor analysis
of judgments of writing ability, described on pages 5-10 of this booklet, we
proceeded to a study of writing improvement in twelve school districts in
the state of New York. All students in grades 9 and 10 who were involved
in this study wrote one test paper per month on a topic set by us—the same
topic tor both grades. As indicated on page 11, these test essays were
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written on paper that yvielded three sharp, clean copies, two of which were
sent buek to ditterent schools for rating on the following type of rating slip.

Topic Reader Paper
Low Middle High
Ideas 2 4 6 8 10
Organization 2 4 6 8 10
Wording 1 2 3 4 5
Flavor 1 2 3 4 5 _
Usage 1 2 3 4 b
Punctuation 1 2 3 4 5
Spelling 1 2 3 4 5
Handwriting 1 2 3 4 5 —
Sum _

Teachers encircled one number after the name of each quality to indi-
cate their rating of the paper on that quality. At first the numbers all ran
from 1 to 5. but since their courses concentrated on ideas and organiza-
tion. they persuaded us to give double weight to those ratings by doubling
the numbers representing each scale position. This weighting had ro basis
in research, but it seemed reasonable to give extra credit for the qualities
these teachers wished to emphasize.

These eight qualities are short forms of the names of the five factors in
judgments of writing ability revealed by our factor analysis, except that the
mechanies factor is broken up into its logically distinguishable compo-
nents—usage, punctuation. and spelling—and we added Remondino's
factor (see page 9), here called “*handwriting.” At the right are spaces for
subtotals of ratings on the first four factors, which we called “general
merit,” and on the last four, which we called “*mechanics,” and then a
space for the sum of these two, the total rating. Note that, if a student gets
the lowest possible rating on evervthing, his total will be 10; it all his rat-
ings are in column 2, his total will be 20: and similar totals for the other
three columns are 30, 40, and S0. These coineide with the standard scores
ot 10, 20, 30, 40, and SO corresponding to letter grades of E, D, C, B, and
A as explained on pages 27-28. Thus they were compatible with and led
into the later use of standard scores: meanwhile they developed a elear
idea of what the standard scores meant in terms of factors that make a dif-
terence in the grades of skilled readers.

Although these factors are represented on the rating slip only by short
forms of their names. we developed an initial understanding of what they
meant in all-day Saturday workshops that these teachers were paid to at-
tend. We also gave them practice in rating sample sets of papers that had
previously been rated on these eight qualities by expert readers. We kept
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rating sets of these papers and discussing differences of opinion until a
reasonable consensus was reached.

Atter the test papers had been rated in this fashion for one school year,
heads of these departments met in a week-long workshop during the sum-
mer. Each brought a small sample of test papers on each topic that had
been rated high (top quarter), middle (midde half). or low (bottom quar-
ter), and that he or she regarded as typical papers at these levels of merit.
We made photocopies of these papers and studied them together until we
were able to agree upon brief deseriptions of their salient characteristics.
These deseriptions were used throughout the following year as a guide in
rating the monthly test papers, and particularly in training new teachers to
rate papers on these qualities, At the end, the department heads met again
and revised the deseriptions. chietly by cutting out parts that had been
more contusing than helptul. The revised descriptions are reproduced in
the following pages,

By the end of this study. we had come to look upon these guidelines as a
training device that teachers may well use for a year or two to develop a
common set of standards and a systematic way of thinking about the qual-
ities that should enter into their judgment of a paper. After two years (at
most) they move easily and naturally into the use of standard scores as a
quivker and ecasier way to indicate their judgment of the general merit of a
paper. We call this “rating on general impression.” but it is no longer a
blur: itis a quick summing up of characteristics that determine whether a
paper is high, middle, or low in general merit. The teachers also have a
common vocabulary for discussing the merits and defects of papers on
which their grades disagree. They quickly recognize their agreement on
perhaps six or seven of these cight qualities and *"zero in"* on the one or
two that accounted for the discrepancy in their grades,

l. GENERAL MERIT
1. Ideas

High. The student has given some thought to the topic and writes what he
really thinks. He discusses each main point long enough to show clearly
what he means. He supports each main puint with arguments, examples,
or details: he gives the reader some reason tor believing it. His points are
clearly related to the topic and to the main idea or impression he is trying
to convey. No necessary points are overlooked and there is no padding.
Middie. The paper gives the impression that the student does not really
believe what he is writing or does not tully understand what it means. He
tries to guess what the teacher wants and writes what he thinks will get by,
He does not explain his points very clearly or make them come alive to the
reader. He writes what he thinks will sound good. not what he believes or
Knows,

ERIC

E—



ERIC

S6 Paul B. Diederich

Low. [t is cither hard to tell what points the student is trying to make or
else they are so silly that, it he had only stopped to think, he would have
realized that they made no sense. He is only trying to get something down
on paper. He does not explain his points: he only asserts them and then
goes on w something else, or he repeats them in slightly difterent words.
He does not bother to check his facts, and much of what he writes is ob-
viously untrue. No one believes this sort of writing—not even the student
who wrote it.

2. Organization

High. The paper starts at a good point, has a sense of movement, gets
somewhere, and then stops. The paper has an underlying plan that the
reader can follow: he is never in doubt as to where he is or where he is
going. Sometimes there is a little twist near the end that makes the paper
comie out in a way that the reader does not expect. but it seems quite logi-
cal. Main points are treated at greatest length or with greatest emphasis,
others in proportion to their importance.

Middle. ‘The organization of this paper is standard and conventional,
There is usually @ one-paragraph introduction, three main points each
treated in one paragraph, and a conclusion that often seems tacked on or
forced. Some trivial points are treated in greater detail than important
points, and there is usually some dead wood that might better be cut out.
Low. This paper starts anywhere and never gets anywhere. The main
points are not clearly separated from one another, and they come in a ran-
dom order—as though the student had not given any thought to what he
intended to say betore he started to write. The paper seems to start in one
direction. then another, then another, until the reader is lost.

3. Wording

High. The writer uses a sprinkling of’ uncommon words or of familiar
words in an uncommon setting. He shows an interest in words and in put-
ting them together in slightly unusual waya. Some of his experiments with
words may not quite come oft, but this is such a promising trait in a young
writer that a few mistakes may be forgiven. For the most part, he uses
words correctly, but he also uses them with imagination.

Middle. The writer is addicted to tired old phrases and hackneyed expres-
sions. [t vou lett a blank in one of his sentences, almost anyone could guess
what word he would use at that point. He does not stop to think how to say
something: he just savs it in the same way as evervone else. A writer may
also get a middle rating on this quality it he overdoes his experiments with
ancommon words: it he always uses a big word when a little word would
serve his purpose better.

[ onv. The writer uses words so carelessly and inexaetly that he gets far too
many wrong. These are not intentionai experiments with words in which
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kl'lllll'(.' may be forgiven; they represent groping for words and using them
without regard to their fitness. A paper written in a childish vocabulary
may also get a low rating on this quality, even it no word is clearly wrong.

4. Flavor

High. The writing sounds like a person, not a comniittee. The writer
sc'cms'quitc sineere and candid, and he writes about something he knows,
nh'ql from personal experiencee. You could not mistake this writing for the
writing of anvone else. Although the writer may assume difterent roles in
dlttc.rcnt papers, he does not put on airs, He is brave enough to reveal him-
selt just as he s,

Middle. ‘The writer usually tries to appear better or wiser than he really is.
He tends to write lofty sentiments and broad generalities. He does not put
m the little homely details that show that he knows what he is talking
about. His writing tries to sound impressive. Sometimes it is impersonal
and eorrect but colorless, without personal feeling or imagination.

Low. The writer reveals himselt well enough but without meaning to. His
thoughts and feelings are those of an uneducated person who does not
realize how bad they sound. His way of expressing himselt differs from
standard English, but it is not his personal style: it is the way uneducated
people talk in his neighborhood. Sometimes the unconscious revelation is
so touching that we are tempted to rate it high on flavor, but it deserves a
high rating only it the efteet is intended.

1. MECHANICS
S, Usage, Sentence Structure

High. There are no vulgar or Villiterate™ errors in usage by present stan-
dards of informal written English. and there are very few errors in pointe
that have been discussed in elass. The sentence structure is usually correet,
even in varied and complicated sentence patterns,

Middle. There are a tew serious errors in usage and several in points that
have been diseussed in elass but not enough to obscure meaning. The sen-
tence strueture is usually correct in familiar sentence patterns but there
are oceasional errors in complicated  patterns: errors in parallelism,
subordination, consisteney of tenses, reference of pronouns, ete.

I ow, There are so many serious errors in usage and sentence structure
that the paper is hard to understand.

- 6. Punctuation, Capitals, Abbreviations, Numbers

Hich. There are no serious violations of rules that have been taught—ex-
cepi slips of the pen. Note, however, that modern editors do not require
commas after short introductory clauses, around nonrestrictive clauses, or
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between short ceorcinate clauses unless their omission leads to ambiguity
or makes the sentes2e hard to read. Contractions are acceptable—otften
desirable.

Middle. There are several violations of rules that have been taught—as
many as usually oceur in the average paper. Counts of such errors in high.
middle, and low papers at various ages and socioeconomic levels would be
desirable in order to establish standards.

Losw. Basic punctuation is omitted or haphazard, resulting in tragments,
run-on sentences, ete.

7. Spelling

High. Descriptions of spelling levels are most often used in grading test
papers written in elass. Since there is insufficient time to make full use of
the dictionary, spelling standards should be more lenient than for papers
written at home. The high paper (at ages 14-16) usually has not more than
five misspellings, and these oceur in words that are hard to spell. The spel-
ling is consistent; words are not spelled correctly in one sentence and mis-
spelled in another—unless the misspelling appears to be a slip of the pen.
If a poor paper has no misspellings, it gets a high rating on spelling, even if
no difticult words are used.

Middle. There are several spelling errors in hard words and a few viola-
tions of basic spelling rules, but no more than one finds in the average
paper. Spelling standards difter so sharply from grade to grade and from
one socioeconomie level to another that each school would do well to make
a distribution of spelling errors per hundred words (at least for test papers
written in class) and relate its ratings to this distribution.

Lew. There are so many spelling errors that they interfere with compre-
hension.

8. Handwriting, Neatness

High. The handv riting is clear, attractive, and well spaced, and the rules
of manuscript form have been observed.

Middle. The handwriting is average in legibility and attractiveness. There
may be a few violations of rules for manuscript form if there is evidence of
some care for the appearance of the page.

Low. ‘The paper is sloppy in appearance and ditticult to read. It may be
excellent in other respects and still get a low rating on this quality.



Topics for Test Essays

It you have to set topics for test essays that will be written by the stu-
dents of several teachers, you should have a way of securing ratings by
these teachers of quite a long list of topics—preferably those that you or
they have used and found appropriate for short, impromptu papers that
can be planned, written, and revised in the time available and under the
pressure of an examination. Unless these topics are selected from a list
that teachers have approved, they almost always complain that the stu-
dents would have written much better had it not been for the awtul topic
vou gave them. Either it was too difficult and beyond their experience or it
was so dull and hackneyed that no one could get interested in it.

The tollowing topics are typical of those suggested by teachers for test
essays. Most of them can be handled successtully by students in secondary
schools (ages 12-17), but those near the end of the list seem more suitable
for college students. Although 1 have no objection to your using any of
these that seem interesting, I hold no brief for this particular list, I assume
that you will compile a similar list of topics that you and the other teachers
have found that your students can handle. Often the topics are suggested
by papers that students have written on topics of their own choice. | make
copies of such lists and hand them out to teachers at the first staff meeting
of the year. Lask them to put a 2 before the topics they like best, a | before
those that they accept, a 0 before those that they reject, and no mark be-
fore those about which they have no opinion. At the next meeting 1 hand
out a shorter list of acceptable topics that received the highest ratings. It is
understood that topics tor all examinations concerned with writing ability
will be taken from this list, but [ try to keep the topic for any given exam-
ination a secret until the day of the test. Otherwise it sometimes happens
that the less secure teachers give their students such broad hints about the
nature of the topic that some write the essay betorehand, or get a friend to
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write it, and commit it to memory. Other teachers may assign a topic that
is almost like the one to be used in the test and then give detailed instruc-
tions on how to write such a paper. In one examination we found
thirty-tfive papers that all started with the same topic sentence, 1f it is even
suspected that some teachers are giving their classes more direct prepara-
tion for the examination than others, students will lose contidence in the
tairness of the grades. Hence the only safe policy is secrecy. If the teachers
keep their lists of approved topics, it is easy to pass the word just before
the morning essay, “Topic 8" Then, if there is to be an afternoon essay,
vou wait until after lunch to announce *“*Topice 12." Since these topics are
usually short, each teacher writes the selected topic on his blackboard. But
it the topic is lengthy, and there is *'stimulus material’* on which students
are to comment, the examination papers must be duplicated and handed
out in sealed envelopes on the day of the test. Then it is understood that
the seal may be broken only in the presence of the students who are ready
to take the examination,

Here is the illustrative list of topics suggested by teachers:

1. I saw it happen

2. What | learned from experience

3. What I'll be doing ten years tfrom now

4. It 1 could do it over

S. On being alone

My day in the palace

Flight to Planet X

Robbie the Robot

. It an ancient Greek came to town

10. What happened when some machine went berserk
11, My idea of happiness

12. What scares me

13. My own standard of living

14. Were people happier in days gone by?

15. Some things do not change

6. The trouble with families

17. Mistakes parents make with childrea

18, Why teenagers rebel

19, Are teenagers conservative?

20. When should teenagers be treated as adults?

21. There's nebody like
22. Who should go to college?

23 My idea of an educated person

24, What | like about life in my country
25, What I dislike about lite in my country

£x a7
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28
29
30
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. My country’s contributions to mankind
. In what ways are all men equal?

. 1s peaceful coexistence possible?

. Can a world government prevent war?
. What is the spirit of our time?
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CHOOSING A SUBJECT

I was privileged to attend the last regular lecture at Harvard of the great
teacher of the Bible. Kirsopp Lake. It was the day before the final examina-
tion, and I think he tried to ease the tension by telling this story.

“Gentlemen, | had a wonderful dream last night. 1 dreamed that I was sit-
ting on a cloud at Judgment Day. watching all the tribes of earth assemble.
They all came together in a great plain and sat down.

“Then. out of the circumambient mist, a great hand arose and began
writing on a celestial blackboard in letters that all the world could read.

"It wrote out the Ten Commandments. and then—in typical examination
fashion—it added: STUDENTS CHOOSE SIX.”
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Objective Items Based
on a Central Theme

It this short course on grading essays written in examinations is widely
used, other short courses will be written that will deal with the prepara-
tion, review, teyout, selection, scoring, and analysis of objective items far
more extensively than we can do here, It seemed wise, however, to include
a brief appendix on types of objective items that teachers of English will
aceept. since so many ol them have a deep-seated prejudice against any
use of objective tests. The previous discussion may have convinced you
that short sections of objective items ought to be included in any final
examination on English language arts for at least two reasons. First. the
course is bound to include reading and listening comprehension, vocabu-
lary, and grammar or usage, all of which can be tested more quickly, casi-

Iy, and relicbly by objective items than by written answers. Second, we

have seen that the highest over-all reliability that American examiners can
consistently attain in grades on essays written in final examinations is
about .70, and this is too low to be entirely tair to students or to detect ini-
provements in the course. It is most commonly raised to aceeptable levels
by scores on the objective sections, which yield much higher reliabilities
per unit of testing time,

Still, teachers of English tend to regard these objective sections as, at
best, a disagrecable necessity which can test only the most superficial as-
pects of proficiency in English. To help you convinee your colleagues that
ohjective tests need not be stupid, 1 should like o show you a test that 1
wrote some years ago and used in one of my examinations at-the University
of Chicago. Tts distinetive characteristic is its unity, In almost all objective
tests, noitem has any connection with any other item, but here the whole
test deals with a single problem of universal concern. The problem is dis-
cussed in three short passages that present contrasting points of view, and
students must answer twenty items that test not only comprehension of
62
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euch passage but also an understanding of relationships between these
pussages, Next, there is a short but complete paper written by a student
who was asked to compare the views expressed in these three passages and
then state his own position on this issue. Note that the twenty items follow-
ing this paper will deal with larger aspects of writing than mechanical er-
rors. (A few examples of discrete items on ability to detect errors in sen-
tences will be given later.) Finally, there is a writing assignment dealing
with one important issue that is a part of the general problem discussed in
the three passages.

The test as it stands is prabably too hard for high school students. In
fact. it was a bit too hard even for my college students. I chose a hard test
as an illustration so that intelligent and well-prepared teachers of English
would themselves get interested in it and tind it hard to answer some of the
questions, | think they will agree that, whatever else it may be, it is not
» superficial. It is intended only as an illustration of a possible format for
" objective tests of reading and writing that you and your colleagues may -
want to prepare for your own examinations, using easier material and
simpler types of objective items, I have found it eftective as what might be
regarded as propaganda for some objective sections in tests of English lan-
guage arts that rely chiefly on essays. Many fine teachers of English have
said to me, "Thave never had any use tor objective tests, but I can't duspise
this one.”

The Reading Test

Directions. Read all three passages betore answering the questions that
tollow,

Passage |

The nation, with all its so-called internal improvements, which are all
external and superficial, is just an unwieldy and overgrown establishment.
clutter d with furniture and tripped up by its own traps, ruined by luxury
and heedless expense, by want of calculation and a worthy aim; and the
only cure for it is in a rigid economy, a stern and more than Spartan sim-
plicity of life and clevation of purpose. It lives too fast. Men think it essen-
tial that the Nation have commerce, and talk through a telegraph, and
ride thirty miles an hour, whether they do or not: but whether we should
five like bahoons or like men is a little uncertain. If we do not get out
sleepers [large pieces of wood to which railroad tracks are nailed). and
torge rails, and devote days and nights to the work. but go to tinkering
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upon our lives to improve them, who will build railroads? And if railroads
are not built. how shall we get to heaven in season? But if we stay at home
and mind our business. who will want railroads? We do not ride on the
railroad. it rides on us. Did you ever think what those sleepers are that un-
derlie the railroad? Each one is a man, an Irishman or a Yankee man. The
rails are laid on them, and they are covered with sand, and the cars run
smoothly over them, They are sound sleepers. I assure you. And every tew
years a new lot is laid down and run over; so that, if some have the plea-
sure of riding on a rail, others have the misfortune to be ridden upon. And
when they run over a man who is walking in his sleep and wake him up,
they suddenly stop the cars and make a hue and cry about it, as if this were
an exception. I am glad to know that it takes a gang of men for every five
miles to keep the sleepers down and level in their beds. for this is a sign
that thev may sometime get up again,

Passage 11

Myself when young did eagerly frequent

Doctor and Saint, and heard great argument
About it and about: but evermore

Came out by the same door where in 1 went.

With them the seed of wisdom did 1 sow.

And with mine own hand wrought to make it grow;
And this was all the harvest that | reaped—

*1 came like water, and like wind I go.”

Into this universe, the why not knowing
Nor whence, like water willy-nilly tlowing:

And out of it, as wind along the waste,
I know not whither, willy-nilly blowing.

Waste not your hour, nor in the vain pursuit

Of This and That endeavor and dispute;
Better be jocund with the fruitful grape

Than sadden atter none, or bitter, Fruit.

The moving finger writes; and, having writ,
Moves on: nor all your piety nor wit

Shall lure it back to cancel halt a line,
Nor all your tears wash out a word of it.
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Passage 111

No man can serve two masters: for either he will hate the one and love
the other; or else he will hold to the one and despise the other. Ye cannot
serve God and mammon.

Therefore | say unto you, Take no thought for your life, what ye shall
cat, or what ye shall drink; nor yet for your body, what ye shall put on. Is
not the life more than meat, and the body than raiment? Behold the fowls
of the air: tor they sow not, neither do they reap, nor gather into barns; yet
vour heavenly Father feedeth them. Are ye not much better than they?

Which of vou by taking thought can add one cubit unto his stature?

And why take ve thought for raiment? Consider the lilies of the field,
how they grow: they toil not, neither do they spin: and yet I say unto you
that even Solomon in all his glory was not arraved like one of these.

Wheretore, it God so clothe the grass of the field, which today is, and
tomorrow is cast into the oven, shall he not much more clothe you, O ye of
little taith”? Therefore take no thought, saying, What shall we eat? or,
What shall we drink? or, Wherewithal shall we be clothed? For after all
these things do the Gentiles seek; for your heavenly Father knoweth that
ve have need of these things. But seek ye first the kingdom of God and his
righteousness: and all these things shall be added unto vou.

Take theretore no thought for the morrow, for the morrow shall take
thought for the things of itself. Sufficient unto the day is the evil thereof.

Directions continued. Mark the best answer to each question. Remember
that noshort answer to a question about a literary work can be completely
correet. The best answers to the following questions need be only a little
better than the other answers,

I. Which of the following questions is the central concern of all three pas-
sages?
I. Is the pursuit of pleasure a desirable goal in life?
- Is hard work necessary for success in life?
3. What should be our chief purpose in lite?
4. Is the pursuit of material values contrary to religion?

2. Which of the following best represents the goal stated in Passage 17
I. The development of the Nation
2. Simplicity and elevation of prrpose
3. To ride upon the railroad rather than to be ridden upon
4. To keep the sleepers down and level in their beds

3. Which of the tollowing stands tor the opposite of the goal of Passage 1?
I. The Nation Y. The sleepers
2. Spartan simplicity 4. Building railroads
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Which of the following best represents the goal stated in Passage 11?7
. To sow the seeds of wisdom

« To come like water and to go like wind

. To be jocund with the fruitful grape

. To do whatever the moving finger writes

[ TRRIVER RS

Which of the following stands for the opposite of the goal of Passage
I

1. Doctor and Saint

2. Sowing the seeds of wisdom

3. Whatever the moving finger writes

4. Endeavor and dispute over This and That

Which of the following best represents the goal stated in Passage 111?
1. The kingdom of God and his righteousness

2. Sufficient unto the day is the evil thereof

3. Take no thought for your life

4. Refrain from any sort of labor

- Which of the following stands for the opposite of the goal of Passage

[
[. Mammon 3. Food and clothing
2. The morrow 4. Hard work of any kind

Which of the fellowing descriptions of man's role in life as conceived
in these passages is LEAST accurate?

I. Passage I: Man is a tool-using animal.

2. Passage II: Man is a puppet of fate.

3. Passage I11: Man is a child of God.

Remember: Which interpretation of each passage is LEAST
aceurate?

Which passage expresses concern over the exploitation of workmen in
the pursuit of material values?
D) Passage | 2) Passage 11 3) Passage 111 4) None of them

Which passage places its chief emphasis on semvice to others?
1) Passage | 2) Passage 11 3) Passage I11 4) None of them

Which passage or passages regard simplicity as essential to a good
lite?

1. AllL about equally 3. Passages [ and 111

2. None of them 4. Passage 11

. Which of these views is based on a conviction that there are no

ar ers, that eftort is futile?
1) Passage | 2) Passage i 3) Passage 111 4) None of them
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Passages [1 and 111 both deny the value of “taking thought.” How do

thev ditfer?

I. I regards thought as unrewarding; Il as a necessary evil. ~

2. 11 refers to thought about philosophic issues; 111 to thought about
making a living.

3. II prefers action to thought; 111 prefers faith.

4. II refers to thought about fate: III to thorght about God.

All three passages seem to regard material possessions as unimpor-

tant. Which statement of their reasons for thinking so is LEAST

accurate?

1. Passage I: We should reduce our wants rather than increasing our
means of satisfving them.

2, Passage II: [t is pleasanter to drink wine.

3. Passage 111: Striving for worldly goods interferes with the service of
God.

Remember: Which interpretation of each passage is LEAST

aceurate?

In which ways are the “sleepers™ of Passage I like the “lilies” of Pas-
sage H1?

1. Both are subjects of parables.

Both illustrate how men should act.

Both illustrate what happens to people who concentrate on materi-
al things.

4. Both illustrate the advantages of simplicity.

:...o!v

Which of the following pairs of passages are closest together in point
of view?

Nl and 11 2)Land 111 3) Il and 111

. Which passage or passages emphasize the thought of the following

quotation:

The world is too much with us: late and soon,
Getting and spending. we lay waste our powers.

1 All of them 2} None of them 3 1and HI 4)11
Which passage agrees with the thought of the following quotation:

In the fell cluteh of circumstance
I have not winced nor cried aloud
Under the bludgeonings of chance
My head is bloody, but unbowed.

D) Passage | 2) Passage 11 3) Passage 111 4) None of them
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19. Which passage agrees with the thought of the following quotation:
Nature has placed mankind under the governance of two sovereign
masters, pain and pleaswre. It is for them alone to point out what we
ought to do, as well as to determine what we shall do. On the one hand
the standard of right and wrong, on the other the chain of causes and
effeets, are fastened to their throne, They govern us in all we do, in all
we say, in all we think: every effort we can make to throw oft our sub-
jection will serve but to demonstrate and contirm it.
1) Passage | 2) Passage 11 3) Passage 111 4) None of them

20. Which passage agrees with the thought of the following quotation:

The great ery that arises from our manutacturing cities, louder than

their turnace blast. is all in very deed for ¢his, —that we manufacture

evervthing there except men; we blanch cotton, and strengthen steel,

and refine sugar, and shape pottery: but to brighten, to strengthen, to

refine, or to form a single living spirit never enters into our estimate of

advantages.

b Passage | 2) Passage 11 3) Passage 111 4) None of them

The Writing Test

Direcrions. This student was asked to summarize and compare the views
expressed in these three passages: then to state and defend his own posi-
tion on this issue. His paper is veproduced here exactly as he wrote it ex-
cept that cach sentence is numbered. The questions that follow this paper
deal with larger aspects of writing than correctness of expression; they call
for the judgment of a eritic rather than the skill of a proofreader. 1t would
be wise to read the paper as a whole before starting to answer the
questions, but vou need not watch for errors in usage, punctuation, or
spelling, sinee ability to deteet such errors is not tested in this part of the
examination,

(11 The three authors regard success in a job as unimportant because
manm in obtaining success use others as stepping stones. (2) Success is see-
ing the good in others and living a good lite,

(3 Passage I oconsiders any improvement in mechanical things as
unnecessary and unsuecesstul because thousands of people are often hurt
in making the improvement. (4) Passage 1 savs learning is important: it
also savs that it vou're going to do anvthing, don’t do something vou'll re-
gret, for what's done can’t be undone. (5) Passage [ stresses the point
that vou shouldn’t struggle tor material things: tood and clothing are
nothing compared to everlasting lite, (6) All the authors agree that in sue-
cess there is happiness, and there is no happiness in gains made crookedly.
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(7) 1 believe success in work can't be the most important element in life
but is very important. (8) Being successtul in business doesn't necessarily
mean that vou're leading a good life. (9) Many suceessful people have
reached their gaal by robbing and eheating others. (10) Success in business
often leads to coneeit, and many successtul people can't see the beauty in
lite for thinking only of themselves.

(1) Success in business is important in that it proves you can accom-
plish something. (12) It is a good thing if you reach your goal honestly and
get happiness out of your success. (13) Many successtul people aren't
happy. (14) The real suceess in lite is happiness and making others happy.
(18) Many people are so busy rushing toward their goal that they haven't
time to be happy. (16) I believe success in business is important if you
don’tlet it obstruct your vision so that you can’t see good in people, and it
takes up all vour time.

Questions on This Paper

I Initems 1-9 assume that the student's purpose is to show that success
in work is important, provided that—and he mentions all of the fol-
lowing but one. Which one does he leave out?

1. Provided that it is honestly attained

2. Provided that it brings happiness and leaves time for other forms of
happiness

3. Provided that it makes a constructive contribution to the common
welfare

4. Provided that it does not inflate the ego and prevent seeing good in
others

'Y

In the light of this purpose. his review of the passages is

I. adequate, for he answers their objections to regarding success in
work as important.

2. adequate, for he points out that their only fundamental objection is
to dishonest sueeess in work.

3. inadequate, for he includes only what is relevant to his purpose and
leaves out many other points that could be made.

4. inadequate, tor he neither recognizes nor refutes important objec-
tions to his position that can be found in these passages,

3. In the light of this purpose, the opening sentence
Lo starts at a good point in reviewing the passages by showing their
ondy serious objection to his own position,
2. starts at a good point but immediately falls into a misinterpreta-
tion, :
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3. starts at a bad point; he should first point out what these passages
say in favor of his position.

4. starts at a bad point; he should first tell what each passage said be-
fore pointing out any conclusion that they hold in common.

In the light of this purpose, sentence 14 is

1. the logical conclusion toward which his whole argument is di-
rected.

2. one of the major reasons on which his conclusion is based.

3. only a restatement of his conclusion in slightly ditferent terms,

4. irrelevant to and inconsistent with his conclusion.

The student tries to show that *‘success in work is important” by

1. first retuting the objections of the three passages and then building
up his own case.

2. misrepresenting the arguments of the passages and then retuting
them.

3. overlooking or misstating objections and then asserting and quali-
fying his view.

4. the propaganda devices of name-calling, begging the question,
exaggeration, and reiteration without proof.

The studeni misinterprets at least one point in his summary of each
passage, but everything he says about one passage is a misinterpreta-
tion. Which passage is that?

1) Passage I 2) Passage 11 3) Passage 111

. Atwhat point in the paper does the student’s development of his own

position begin?
1) Sentence 6 2) Sentence 7 3) Sentence 11 4) Sentence 14

There is one logical argument in support of the student’s conclusion.
In which of the following sentences is it stated?
1) Sentence 6 2) Sentence 7 3) Sentence 11 4) Sentence 14

Which of the following is the best comment on the student’s argu-

ments in support of his conclusion?

1. They are true as tar as they go. but the argument is incomplete.

2. Tihiey are repetitions of his conelusion in difterent terms, not argu-
ments to support it.

3. They sound plausible but commit many logical fallacies.

4. There are about twice as many statements opposed to his conclu-
sion as there are in favor of it.
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10. In sentence 1, ""use others as stepping stones” was probably suggested
by .
I. the remarks about the “sleepers™ in Passage 1.
2. a misinterpretation of what Passage 1l ineans by “the moving
finger.”
3. the reference to Solomon in Passage 111.
4. nothing that is stated or implied in any of the passages.

11, Sentence 2 is
I. intended to summarize the positions of the three passages.
2. intended to state the student’s own position.
3. intended to state a point on which the passages and the student
agree.
4. not clear as to which position is intended.

12. Sentences 7-10. This paragraph
1. is a fair statement of the main point at issue.
2. misses the point, which is whether even honest success in work is an
essential element of a good life.
3. misses the point, which is whether individual success makes for
social progress.
4. misses the point, because none of the pass- ges mentions “conceit."

13. Sentence 11 is
I. good, because it gives a reason for regarding success in work as im-
portant.
2. good. because it answers the objections raised by Passage 1.
poor, because the last word, something, is vague.
4. poor, because no one needs to be told why success in work is impor-
tant.

lns

14. Compare sentence 2 with sentence 11,

1. ‘The student is inconsistent in these sentences.

2. The student is consistent because these sentences mean the same
thing.

3. ‘The student is consistent if sentence 2 refers to views stated or im-
plied in the passages while sentence 11 refers to the student's own
puosition.

4. Even so. the student is inconsistent because success is not the same
thing as living a good life.

Dircctions continued. Items 15 to 20 are concerned with precision and ac-
curacy ot expression. Since we have already read and can refer to the pas-
sages that the student is tryving to summarize, we can judge which answer
to cach of these items gives the most accurate interpretation.
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15. Sentence J: because thousands of
1. people are often hurt 3. investors are defrauded
2, workmen are injured 4. lives are used up

16. Sentence 4: Passage 1l says learning is
1) important 2)vital J) insufticient 4) useless

17. Sentence 4 (after the semicolon): it also says that

1. if you're going to do anything. don't do something you'll regret, for
what's done can't be undone.

2. if you have to decide on a course of action, be very careful, because
one mistake can ruin you.

3. striving to accomplish anything is futile, because everything that
happens is determined by fate,

4, lite should be devoted to pleasure, because it will end soon enough

anyway.
18. Sentence S: food and clothing are nothing compared to
1. everlasting life. 3. the birds and the lilies.

2. health and success in life. 4. the service of God.

19. Sentence 6: there is no happiness in
1. gains made crookedly. 3. material wealth,
2. ill-gotten gains. 4. the truitful grape.

20, Sentence 16. Which of the following endings of this sentence comes
closest to what the student probably meant?

and it takes up all your time.

and it does not take up all your time.

and it you let it take up all your time.

and if you don’t let it take up all your time.

N -

Answers

The three passages: 1-3 2-2 3.4 4-3 5-4 6-1 7-1 8-1 9-1 104 11-3
12.2 13-2 14-2 15-1 16-2 17-3 18-4 19-4 20-1

The student paper: 1-3 2-4 3-2 4-4 5-3 6-2 7-2 8-3 9-4 10-1 11-4
12-2 13-1 14-3 15-4 16-4 17-3 18-4 19-3 20-4
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‘A Related Writing Assl;nment

Pussage H1is trom the New Testament in the King James translation of
the Bible, and it has always made thrifty Christians uncomfortable. The
injunction that is hardest to take literally is *Take therefore no thought
tor the morrow.” How can we reconcile this advice with the following pas-
sage from the Old Testament in the same translation of the Bible?

Go to the ant, thou sluggard;
Consider her ways, and be wise:
Which, having no guide,

Overseer, or ruler

Provideth her meat in thie summer
And gathereth her food in the harvest.

How long wilt thou sleep, O sluggard?
When wilt thou arise out of thy sleep?
Yet a little sleep, a little slumber,

A little folding of the hands te sleep:
So shall thy poverty come as a robber,
And thy want as an armed man.

Write a paper in which you explain and, if possible, resolve the seeming
contradiction between these two passages. You may approach this task in
any way you like, but it may help you to get started it you consider the fol-
lowing suggestions. First, you might explain what the apparent contradic-
tion is, and show the dilemma in which a devout believer is placed. Then
you might write a careful explanation of what you think these passages
mean. supporting your interpretation with relevant quotations. You might
examine the case for the “ant.” then the case for the “lilies,” giving rea-
sons for acting in accordance with each position, and then showing what
ditticulties an extreme adherence to either position would entail. Finally.
you might try to work out a resolution of the conflict: either a way of rec-
onciling the two positions or some middle ground between them that you
would regard as a tenable position. Remember that both passages are
translations. tirst published in 1611, The words are not those of the origi-
nal writers: some expressions may have changed their meaning or conno-
tations in the centuries that have gone by since this translation was made:
and even as they stand. these passages may be interpreted in difterent
ways. To show you how widely scholars differ in their interpretations of
these texts, here is a recent, authoritative translation of the last paragraph
in Passage H1: S0 do not worry about tomorrow: tomorrow will take care
of itself. Each day has enough trouble of its own."

We hope this assignment will not offend either devout believers in the
Bible or followers of the other great religions of the world. It is not our

ERIC




ERIC

74 Paul B. Diederich

purpese to show that the Bible offers contradictory advice. On the con-
trary, we believe that a caretul interpretation of these passages will reveal
no contradiction but only a difference in emphasis: a ditference that exists

-among the followers of all religions.

You need not worry that a recent decision of the Supreme Court of the
United States torbade compulsory reading of the Bible as a devotional
exercise in publie schools. The same decision explicitly permitted and even
cheouraged voluntary study of the Bible as literature, philosophy, or his-
tory, Here the purpose is literary: the interpretation and comparison of
two passages of singular beauty.

A Comment on This Assignment

It is not necessary for the essay topic to be as closely related as this to the
objective exercise, nor is this a common practice in college examinations.
Indeed, it the objective sections consist of diserete items, unrelated to any
central theme, as is usually the case. no such connection in thought is pos-
sible. But it vou and your colleagues go to the trouble of preparing objec-
tive exercises on interpretation and criticism that are unified around a
single topice or problem (along the lines of those you have just seen), you
will naturally want the essay written in this session of the examination to
deal with some aspeet of the same theme. The students will be “*warmed
up” by answering questions on one or more passages dealing with this
theme and on a student paper based on the passages. By that time they
will have given a good deal of thought to the topic and will probably have
generated some ideas of their own that they would like to express,

Atter all, it is somewhat unnatural and artificial to assemble a group of
students on a given day and ask them all to write a paper about some un-
expected topie that they may never have thought about betore, We have to
do it because, it we announee the topic several days in advanee in order to
give them time to study it and think about it, they may get varying
amounts of help from their wemily or their triends. Keeping the topie a
seeret until the examination begins is the only way to make sure that cach
paper is the student’s own unaided work. It is not wholly unreasonable,
because this is not a test of creative writing: it is a test of ability to write
something coherent and sensible on demand, as those of us who work in
oftices have to do every day. Still, it takes students some time to generate
ideas about an unexpected topic; to discard those that, atter considera-
tion, seem irrelevant, inconsistent, or indetensible; and then to arrange the
rest in i logical and effective order. It is no wonder that most of them do
not write as well in this situation as they do on papers written at home, to
which they have devoted a good deal of time and thought. Only after the
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examination do many of them think of all the good things they ought to
have written.

Whether or not this “warming up” makes enough difference to justity
the time and work involved in preparing such unified examinations. the
foregoing assignment illustrates the sort of extended assignment with a
good deal of “'stimulus material” that is often used in college examina-
tions. You can see how much more food for thought it provides than the
briet topies listed on pages 60-61,

Discrete T; pes of Objective Items

Vocabulary. 'The most common type of vocabulary item was illustrated at
the top of page 37: the word to be defined is underlined and is followed by
a choice of three or four defining words and phrases. Every word in these
definitions should be more familiar than the word to be defined. Both
Edear Dale and 1. who have made extensive studies of the tamiliarity of
English words to American students, have found that three-choice vo-
cabulary items work as well as four-choice. The greater element of chance
in the three-choice item is offset by the larger number of responses onge ¢an
get per unit of time. Some teachers have the idea that all the choices must
be single words. Such a restriction is pointless; 1 prefer several words as in
the definition of exploir on page 37: *make use of for one's own benefit.”
Here are some other common types of objective vocabulary items:

Completions. Which pair of words best fits the meaning of this semence?
From the start, the islanders, despite enoutward _ | did what
theveouldto___ the ruthless oceupying power,

1. harmony. assist 2. enmity, embarrass 3. resistance, destroy
4. acquieseence, thwart

Opposites. Which of these is the opposite of the italicized word?
chronic: 1. slight 2, temporary 3. wholesome 4. patient

Analogies. Which pair of words is related in the same way as trigger:

buller?

L. handle: drawer 2. holster: gun 3. bulb: light 4, switch: current
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Right-wrong seatences, Mark each sentence R (right) it the italicized
word is used correctlv; W wrong) it it is used incorrectly,

1 adjure you to treat the matter eontidentially, (R)

A barely culpable heartbeat showed that the vietim was stitl alive, (W)

Listening comprehension. Listening comprehension passages and items
are prepared in the same way as reading comprehension passages and
items, and we have seen plenty of examples of the latter on pages 6308,
The main ditferences are that the passages (which are read aloud by the
teacher) should be material of a sort that is normally listened to rather
than read: stories, conversations, lectures, divections, short and relatively
simple poems, ete, The test booklets that students mark have only the tour
answers to cach question, but not the questions themselves, which are read
aloud by the teacher. For example, the first story in a test of this sort is
about an cagle and a fox. The tirst item in the test booklet has only this:
1) Looking tor food. 2) Sleeping on a rock. 3) Trying to hide trom the eagle.
4) Drinking from the stream. These make no sense until the teacher tin.
ishes the story and reads the first question: What was the tox cub doing
when the cagle saw it? Then it is ¢lear that the correct answer is 2) Sleep-
ing on a rock. This deviee keeps the students from marking their answers
during the reading of the passages.

English usage. sentence structure, and punctuation. There are innumera-
able ways of testing students’ knowledge of the rules and conventions of a
language and no elear-cut superiority of one way over another in terms of
corrclations with carefully determined grades on samples of the students’
own writing. T used to use student papers with a large number of errors,
including some that 1 inserted myself. These were printed in the left-hand
column of a divided page with certain portions underlined or enclosed in
brackets. Opposite cach marked portion were from two to four ways of
writing, arranging, or punctuating it, always starting with the one that
appeared in the lett-hand column. To keep students from assuming that
this tirst choice was always wrong, [ would sometimes put the best choice
on the lett side and transter what the student had written to the right-hand
column as one of the choiees. Sometimes the intended answer was to trans.
ter that part of the sentence to some other place: sometimes it was to omit
that part entirely. Although this was a realistic way of testing correctness
of expression, sinee it virtually duplicated the aet of prootreading. 1 was
never able to prove that it vielded results that were superior to these of
other item-types that were easier to prepare and assemble. By using actual
student writing. T was stuek with whatever errors a particular student hap-
pened to make, plus a tew that Tinserted. and these might or might not
reflect the weaknesses of the class or the rules we had been studving,
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I therefore abandoned this effort at realism in testing and substituted
diserete items in which no sentence had any connection in thought with
any other sentenee. 1 had a long list of the most common errors in the writ-
ing of American students that persist through the freshman year in college
tage 18). T embaodied cach error in a sentence and broke up the sentence
into three lines of about equal length, making sure that the whole error lay
within one of the three lines. The directions were simply to mark the line
that contained an error or 0 it there was no error. One ean test the ability
to deteet almost any type of error in usage, word choices, sentenee strue-

e, and punctuation in this format. At fiest [ included spelling errors,
but even goad students and teachers tended to overlook them in this type
of test; they were looking for bigger game. Henee 1 cut out the spelling
ervors and made separate speiling tests of 100 words each, about half
spelled correetly and the rest incorrectly, to be marked R (right) or W
twrong).

Here are just a few examples of the three-line sentence item-type:

1. She asked whether 1. His last address

2. we would be ready 2. was seventy-four

2. toleave by noon? 3. Poe Lane, Albany. -~

1. Last Saturday Chester and 1. “Please don't do

2. Bud went tishing and 2. that™, said Mary

2. brought back ten of them. 3. to her sister.,

1. Sheis one of those rare 1. It T had known that the
_2. women who never cares about 2. assignment was important,
3. wearing stylish clothes. 3. Twould of done it quickly.

ERIC

It is obvious that such items are easy to write, assemble. reproducee, and
score, They approsimate the act of proofreading one’s own work, sinee
there are no marked portions drawing attention to possible errors, and one
is not told what kinds of erross to look tor; one has to be ready tor any-
thing. Such items do not test the ability to correet such errors or avoid
them in one’s own writing, but students who are good at detecting them
tend also to be good at correcting and avoiding them. It my memory is cor-
reet, this item-type was first suggested by 8. Donald Melville when he was
the director of the Cooperative Test Division of ETS. It makes the work of
preparing objective tests of English usage a great deal casier than any
other item-type [ have used for this purpose, and it works as well as any
uther,
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Common Errors in Usage and Sentence Structure

In a tryout of 580 items of the three-line sentence type in secondary
schools, T found that the items most frequently missed (marked incorrect-
I¥) could be classified under the following 20 headings. When the name of
the error is universally understood by teachers of English, 1 give only the
name; otherwise | give a briet statement of the rule that was violated,
sometimes with a warning that modern linguists and editors aceept certain
constructions that were formerly regarded as errors.

—

Sentence fragment, incomplete sentence (if unintentional)

2, Comma splice, tused sentence (main clauses joined only by a comma
without a conjunction, or by nothing at all)

3. Run-on or strung-together sentences (more than two main clauses un-
less they are short, of the same pattern, or separated by semicolons)

4. Carelessly omitted words or parts of words, especially endings

S. Careless or needless repetition

b

7

. Adjective for adverb and vice versa

. Confusion of subject and object forms of six pronouns, I, we, he. she,
they, who, Many linguists accept who as an object form, especially in
questions, but whom is not accepted as a subject form.

8. Shall-will. should-would, The rules governing these word choices are
so complex and so rarely mastered that some linguists advise using
will und would regularly: shoudd only in the sense of ought 1o, In cur-
rent American speech, will occurs 217 times for every shall; would
nine times for every should, British usage differs from American on
this point and uses shall and should more frequently.

9. Subject-verb agreement, especially after there and after a compound
subject joined by and or or. Speakers of some American dialects often
omit final -s in writing because they neither hear it nor pronounce it.

10. Indefinites such as amyone, anvbody, someone, evervhody, euch.
cither. neither and none take a singular verb and following pronoun it
the meaning permits; but none and neither are often plural, and
sometimes both singular and plural follow, as in “Evervbody was
there, but they have gone home,” and 1t anyone calls, tell them to
call back.”

11. Pronoun-antecedent agreement: two antecedents with end usually re-
quire the plural; with or the pronoun agrees with the nearer antece-
dent,

12, Pronoun reference: what a pronoun reters to should be clear from the
sentence structure, meaning, or context; but ét. this, that. and which
may refer to the whole preceding clause it no ambiguity resufts,

LY. Tense: wrong form, improper sequence. necdless shift,
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14. Parvallel structure: sentence efements having the same tunction should,
if possible, be parallel in form (e.g.. not a clause, a gerund, an infini-
tive. und a noun as members of the same series).

1S Misplaced modifiers (especially dangling participles and ondy) should
be counted as errors only it they appear to modify something they can-

. not logically maodify, often with ludicrous effect.

16, Abbreviations: the satest rule is to avoid abbreviations in sentences
except Mr., Mrs., Ms.. Dr., §t. (Saint), a.m., and p.m.; Hon. and Rev,
may be used only when the first name, initials, Mr. or Dr. precedes the
surname.

17, Contractions (such as don’t) are permissible in anything less formal
than a dissertation, but some students have to be cautioned against
exeessive use of them,

18, Possessives: omitted or misplaced apostrophe: her's. it's. vour's,
their's, and who's are incorreet. There has been & long controversy
over whether the possessive should be used betore -ing forms, but our
editors now tend to aceept either “I'm surprised at his saying that"* or
“I'm surprised at him saying that.”

19. Numbers: some publications now use figures for even small numbers
like 2 or 3, but most prefer writing out numbers in sentences unless
more than two words are required, unless several numbers oceur in
the same sentence, and unless they are pages or divisions of a book,
street numbers, dates, and time of day if followed by a.m. or p.m.
Numbers like $10 million are now common. A number beginning a
sentence must be written out.

20, Capitals: although usage varies, we generally capitalize names of per-
sons, places, languages. organizations, days, months, holidays: histor-
ical periods, events, or documents; titles before namwes; first word and
all others except articles, prepositions, and conjunctions in titles of
publications and papers written by students (but not always in biblio-
graphic entries), first word in every line of poetry tor as printed); first
word in every sentence including quotations and inserted statements,

The remaining types of three-line sentence items that gave American
students the most trouble were connected with the use of the tollowing
punetuation marks: comnia, dash, semicolon, colon, question mark. apos-
trophe. ellipses, quotation marks. and breaks within quotations, T omit all
errors in word choices, sinee there are too many to classity,

My final word of advice on such tests is not to despise them. Objective
test items can casily, quickly and reliably test a student’s knowledge of the
rules and comventions of English. In writing, it a student is not sure that he
hnows how to use a certain construction, he can change his sentenee to
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avoid using it. but in an objective test, you can give him a sentence with
that construction in it, and he has to decide whether it is correct or incor-
rect. Arguments over whether answering objective items **is the same thing
as” actual writing or speaking are futile, For that matter, writing one essay
is not “'the same thing as™ writing another essay, even on the same day; we
have seen that even the most caretully determined grades on such essays
rarely correlate higher than .70. Then the really astonishing thing is that
scores on a good objective test of English usage often correlate about .70
with averages of the two essay grades. It does not matter that they do not
“really™ measure “'the same thing.” If students who are good at one also
tend to be good at the other, and vice versa, then it is a good indicator of
proficiency in written English. Call it an editing test if you like, but I can
promise you that students who do well on it also tend to be good writers,
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A Short Test of Knowledge of Grammar

Although 1 have frequently inveighed against the teaching of English
grammar, since most students refuse to learn it, and research in several
countries over a long period of time has shown little, if any, connection be-
tween any type of grammar, traditional or modern, and improvement in
writing, [ have to admit that most teachers of composition devote an in-
ordinate amount of time to it. I often suspect that they run away from the
problem of teaching writing and teach grammuar instead. Wondering how
this time could be shortened, 1 wrote out the rules governing standard
usage in the most common types of errors (deseribed in the last section)
and counted the number of technical grammatical terms that 1 had to use
in stating them. [ found that I could get by with forty, which 1 arranged in
five groups as follows:

[, active, passive, linking: subject, verl,, object, complement; helping
verb

2. phrase, clause tindependent, subordinate, coordinate); simple, com-
pound, complex

3. noun, pronoun. adjective, adverb, preposition, conjunction, article,

interjection

singular, plural, possessive: tense, perfect: modify, agree. apposition

number, case. person; infinitive, participle, gerund; conditional,

parenthetical

+

75

Some linguists insist that there are only four parts of speech, but they
treat pronouns as a subcelass of nouns: they begin talking about preposi-
tions when they get to phrases, and conjunctions when they get to clauses;
and they call articles “determiners.” but I can see no advantage over the
femiliar term. Uincluded énzerjection only because 1 had to use it in the
rule about setting it off with a comma or exclamation puoint.

Many linguists treat the passive as a transtormation. but in my experi-
enee voung students do not grasp it unless it is included in the list of basic
sentenee patterns, The term “transitive,” however, seems to me to make
more trouble than it is worth, and Tdoubt that voung students need to dis-
tinguish direet and indirect objects. When a sentence contains both. I de-
seribe it as subject verb object object.

Some teachers may want to add a few terms to my list, but I doubt that
anyone would really need more than fiftv, The quickest wav [ know to find
out whether students can use suck terms in deseribing a sentence is illus-
trated by the tollowing test.

ERIC
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The “Shadow"” Test

Directions: Encirele the number of
the best answer to each question.

The test is based on une sentence:

I have a little shadow that goes in
and out with me and what can be the
use of him is more than I can see.

1. This sentence may be hard to
read because one comma has been
left out. Where would you put a
comma to break up the sentence
into two main parts?

. After shadow
After me
After him
After more

What kind of sentence is this?

Simple

Complex
Compound
Compound-complex

What is I have a little shadow?

The subject of the sentence
The first independent clause
The first subordinate clause
The subject of him (line 3)

el S L

-

LS~ VU (VR

What is that goes in and out with
me?

The first independent clause

A subordinate clause, object of

hare

3. A subordinate clause modifying
shadvw

4. A subordinate clause modifying

ques

5. What is and?

| SV

1. A coordinating conjunction

2. A subordinating conjunction
3. A relative pronoun

4. A preposition modifying w-hat

6. What is and what can be the use
of him?

. The second independent clause

. A subordinate clause modifying
shadow

. A subordinate clause, subject of
s

. A subordinate clause, subject of
see

L V- (-

What is than I can see?

The second independent clause
A subordinate clause, obiect of is
A subordinate clause, object of
more

. A subordinate clause modifying
more

8. What is ¢s7

1. Verb of second independent
clause

2. Verb of second subordinate
clause

3. Verb madifying more

4. A verb that does not have a sub-
jeet

9. What is more?

L= =

=N

1. A coordinating conjunction

2. A subordinating conjunction

3. An adverb modifying than I can
see

. A linking-verb complement

10. What is the subject of the first

independent elause?

1.7

2. shadou

3. [ have a little shadow
1. that gues in and out uith me

1. What is the subject of the sec-
ond independent elause?

N4

shadow
that ques in and oat w . h me
what cau be the use of him

1.
2.
3.
3. more than I can see




12. How many subordinate clauses
are there in this sentence? :

1. One
2. Two
3. Three
4. Four

13. What is the subject of the first
subordinate clause?

shadow
that
what
maore

14. What is the subject of the sec-
ond subordinate clause?

1. what
2. use
3. kim
4. mare

15. What is the subject of the third
subordinate clause?

bl S

1. There is no third subordinate
clause.
2. what

3. use

4.1

16. What is the verb of the first in-
dependent clause? .

1. hare

2. gues
3. ecan he
4. can see

17. What is the verb of the second
independent clause?

gues

can he

is

can sev

I8, What is skadou?

1. Subject of the whole sentence
2. Object of hare

3. A linking -verb complement

4. Object of the preposition fittle

t&:—*

P
.

19. What are in and out?

1. Prepositions
2. Adverbs
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3. Objects of yoes
4. Adjectives modifying with me

20. What does with me modify?

1. shadow
2. have

3. goues

4. in and out

21. What is what?

1. A relative pronoun

2. An interrogative pronoun
3. An indefinite pronoun

4. A personal pronoun

22. What is of him?

1. Object of the verb use

2. Prepositional phrase modifying
use

3. Prepositional phrase, subject of
1§ Mmore

4. Prepositional phrase modifying
can be

23. What is than?

1. A coordinating conjunction

2. A subordinating conjunction

3. An adverb modifying can see

4. A relative pronoun, object of
can see

24. Can be is a different form of the
same verb as

1. have.
2. yoes.
3. s,

4. ecan see,

25. What is ean in can be and can
see”?

1. An adverb
2. An auxiliary
3. The subject
1. The object

26. The subordinate clauses in this
sentence have three of the following
functions. Which one do they not
have?

. Noun

. Verb

. Adjective

. Adverb

-l S —
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Here is the sentence again: [ have a little shadow that goss in and out with me
and what can be the use of him is more than I can see.

Rewrite this sentence in as many of the following ways as you can. Use the
same words that are in this sentence but change the form and order of these
words as required. Try not to change or omit any of the ideas expressed by this
sentence. Each rewritten version should be a single complete sentence.

27, Start with I had a lttle shadow.

28. Start with I canrot see the use. :

29, Start with The children had.

30. Start with Do you have.

31. Start with What can be the use.

J2. Start with Going in and out with me.

33. Start with More than I can see.

34, Start with Go in and out.
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Learning to Write

I do not want to end this booklet with treatments of mechanical errors
and grammatical terms, because teachers devote altogether too much time
to them already. To give a broader view of what students need to learn
about writing-—at least by the end of the freshman year in college—I have
decided to conclude with a list of ninety-six things that [ have tried to
teach in one way or another: by direct instruction, by comments on
papers, and in conferences with students. They may be regarded as an ex-
tended list of objectives. but 1 wanted my students to read it so that there
would be no mystery about what I intended to teach. Hence I could not use
the maddening repetition of “Ability to. . . Ability to. .. Abilityto. . ..,"
nor the form of statement advocated by Magers and others: “Given a set
of twentyv sentences. students will indicate which ones contain colortul
words or expressions with not more than four errors.”” Even teachers
would refuse to read ninetv-six statements of that sort. I theretore decided
to state my goals in the form ot advice to students on learning to write,
with as much variety of statement as possible. I began with the following
paragraph to show that I did not expect all students to follow all these in-
junctions all of the time:

*No general statement about writing. including this one, is 100 percent
tri.e. The following statements are probably true of 10 to 90 percent of
good writing. They are no less useful because they are not universally true,
What even 10 percent of good writers do most of the time. or what all good
writers do even 10 percent of the time, is likely to be suggestive and
helptul.™
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A. The Writer

I. Students should form a definite and serious intention of becoming good
writers, tully realizing the ditticulty, the feasibility, and the value of the
enterprise. They should not take this intention for granted. They should
consider the question seriously and at length, make up their minds delib-
erately, and mark their resolution by some vutward act. It may be neces-
sary to start from a conviction of sin: an awareness of the limitations of
their present writing, and a deep coneern about it. At the other end of the
scale they should recognize excellent writing when they see it and wish to-
emulate it.

2. Students should teel a glow of exultation when they have written a good

phrise, sentence, paragraph, or paper. They should care enough about the

quality of their writing to spend the time necessary to do @ good job. They

should realize that practiced writers will gladly spend an hour or more
over each page.

Y. Writers must be willing to throw away hard-written paragraphs or

pages. even though they are clever, once it becomes clear that they do not

belong. They must cultivate the art of waste-basketry.

4. When students have to write something, they should set about it

promptly, with confidence that they can do it well. They should not post-

pone the task indefinitely because they feel that they “can't write.”

S, The first step in writing is to think about the problem or topic—not to

begin writing anvthing that comes to mind. not to search through books

for an idea, and not to run away trom the problem and write about some-

thing clse. Fitteen minutes of honest thinking about any problem will

usually vield some idea about it that is worth writing down. The way to

interest people is to have an idea. '

6. The ideas about a problem or topic that oceur *oone in the process of

thinking about it are the only things worth writing down—not what some-

one else has said about it. what people usually say about it, or what vou

think the teacher would like vou to say about it. Information about a topic

should never be used in place of an idea: it should be used only 1o support

or illustrate an idea. Students should not be dismaved it the ideas that

oceur to them do not solve the whole problem, and they should not expect

to present very many or very important ideas. One small idea per paper is

above average.

7. Students should be cautious about transterring to a new problen: the

thinking they have done about a previous problem. Tt is well to see rela-

tionships, but not to save wear and tear on the brain tissue by using an old

idea over again. In too many cases the old idea does not really tit the new

problem.
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. Writing should give assurance that the writer is capable of looking a
fact in the face, of taking a definite stand, of telling the truth rather than
what he thinks people will like, It should not leave the impression that the
writer wants above everything else to avoid trouble—even at the cost of
saving nothing.

Y. The most tiresome writing in the world is that which tries to proteet it-
self from every possible attack by putting in every possible exeeption, qual-
iication, and condition, It is like the aged spinster who still looks under
the hcd—hut_nu man is sufticiently interested to hide there.

10. Writing should cut through the obvious, conventional, casy thing to
sav to the real issues underneath: to true feeling. fresh perception. inde-
pendent thinking, on however humble a level, Pretentious writing is the
maost likely to miss this quality. Writing should mean something, not just
mouth words,

11, Writers should be willing to reveal themselves, not as they would like
tobe, but as they are, contident that qualified readers will understand and
beinterested. The model to imitate is the honest candor of a conversation
between triends,

B. The Whole Paper

12. A paper ought to have a plan that will be apparent to the discerning
reader.,

L3 A paper ought to have one central purpose, point, or idea, which we
shall reter to hereatter as the “theme.,” The student should consider ve v
carctully what he wanis to aecomplish: what impression or conelusion he
wishes to leave with the reader. In the beginning he should practice forniu-
Fating his central point or purpose in asingle sentenee and writing it down.

4. The title should be related to the theme. It should delimit the field of
the paper as sharphy as possible without saerificing other desiderata, 1t
should be briet, and the words chosen should be in keeping with the tone
ot the paper. It the subject warrants it, the title may be arresting—but
young writers strain too hard to make it arresting,

ESC Apart from the introduction and conclusion, there should rarely be
more than three or four main divisions in the short papers that students
writes The student shoald Tist the points he wants to cover, eliminate those
that are not essential to the theme, and group the rest under not more than
three or four main headings. He should m & the points he wants 1o em-
Phasize and consider what point will fienish the best entrance into his
stibject.
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16. Each main point should be clearly related to the theme, and should re-
veal the way in which it is related: ¢.g.. as illustration, proof, application,
ete.

17. The points in a paper should be arranged in the order that fits best (a)
the purpose in writing, (b) the logical requirements of the subject, and (c)
the requirements of the audience—what they already know, what they will
aceept without question, what they will oppose, criticize, or misunder-
stand, and what will move them most powerfully.

18, ‘There should be a clearly marked beginning and endii-x.

19. The beginning should (a) be clearly related to the theme, (b) cateh the
reader's interest, (¢) show that the topic deserves consideration: that it is
interesting, important, or timely, and (d) state or suggest the purpose,
scope, and general method of organization.

20. ‘The paper may begin with a direet reference to the title (never with
“this™ or “it" intended vaguely to refer to the title), with a statement or
quotation bearing on the subject, with a pertinent narrative, with back-
eround information, with an explanation of the timeliness or importance
of the topic, or in other ways too numerous to mention. One writer sug-
gests: A paper that begins on a moralizing tone will never come to any-
thing."

21. The paper should stick to the scheme of organization stated or im-
plicd in the beginning. or to the underlying pattern of organization, cven
when it is not indicated in advance. A paper should not start out as one
thing and then turn into something else—exeept for good reason, and with
appropriate indications of the shift. A combination of two types ot organ-
ization. however, is not necessarilv inconsistent: cause and eftect, for ex-
ample, frequently requires @ chronological organization as well.

22, Some of the common methads of organization are by time, space,
cause and etfect, familiar to untamiliar, classification. division, definition,
comparison and contrast, analogy. the order of impressions. the order of
climax. ete. These are nor the only possible types of organization. They
rarely exist in a pure form: most actual schemes of organization could be
deseribed only in terms of two or more of these headings.

23, Students should be able to organize the same material in different
wins to suit different purposes, vecasions, or audiences.

24. Within a chronological organization it should be noted that usually
events cannot be related in astrict time sequenee without confusing two or
more trains of events. One train should be followed to @ convenient break
in the narrative betore starting another,
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25, A story should be told tfrom a consistent “point of view," using only
events that could have been observed from that poini of view. If other
events are necessary to the story, the observer should have some plausible
way of learning about them. '

26. A long paper may need to be enlivened by changes of pace: e.g.. by
examining some parts slowly and analytically, then quickly sketening out
several others that present no new problems, ete.

27. Students should be able to clarity and illuminate an abstract discus-
sion by the use of analogy without relying upoen it as proof.

28. Students should be able to write an accurate literal definition, without
cireularity, and to expand the meaning of a key term or concept by an ex-
tended definition. developed by classification. function. distinctions,
historical causation. ete.

29. The most important parts of the paper should be treated at greatest
length or with the greatest emphasis—by position, choice of words, or
manner of stetement. If necessary, one may say directly—in so many
words—that a given part is important. The other parts should be treated
in proportion to their importance. difficulty, or interest,

0. The ending should (a) it necessary, recall the chief points that have
been made. (b) state or suggest the conclusion that has been reached., the
resolution of the contliet or problem. (¢) (possibly) show some application
of this conclusion, suggest next steps. ete., (d) point up or heighten the
emotional and imaginative significance of what has been said, (¢) show
what has been said as one thing, even though it has been presented in re-
lated picces. Sentimental and moralistic endings should be avoided.

C. Paragraphs

AL Paragraphs should be distinet, cach dealing with a clearly separable
phase of the theme. and unified, with every sentence clearly related to the
topic sentence or central idea,

32, Paragraphs should be joined by smooth transitions that indicate or re-

fleet the relationship of the paragraphs to the certral theme and to one
another,

A3 Transitions may be made by connectives, by direct statements of rela-
tionship. by repetition of kev terms, and. above all, by a close connection
in thought,
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34, A paragraph should have a beginning and an end, and should move in
an orderly fashion between the two, The sentences should go from one
comsideration to another like a train of thought. The discerning reader
should be able to see the connection between each sentence and the one
preceding. He should never feel ‘that a sentence should have occupied
same other position in the paragraph.

33, The topie sentence or central idea of a paragraph may be developed by
definition or explanation of terms, by distinguishing it from some other
idea with which it may be contused. by repetition with variation, by de-
tails. instances, examples, comparison, contrast, analogy, proof, cause,
effeet, ehronological development, and by other means too numerous to
mention. The student should colleet as many and as foreetul details as ave
necessary to explain or support the central idea, in proportion to its im-
portance in the paper as a whole.

3o, The development of an idea should include references to comnmon and
familiar things to make the thought elear and the emotion lively. The
clumsy do it mechanically, first stating an idea abstractly, then giving an
example. The adroit can develop the idea concretely trom the beginning.

D. Sentences

37, 1t is frequently said that a sentenee should usually put the idea that is
to be emphasized in the tain clause, subordinate ideas in dependent
clauses and moditiers. This rule is highly questionable. Note that the very
sentencee that states the rule does not obev it, ner does this sentenee or the
next. and none of them would be greatly improved by following this prinei-
ple. Perhaps a better rule is that the torm of a crucial sentence should be
so manipulated that the idea to be emphasized will come cither first or
last.

3K, A sentenee should tit smoothly inio it sontext by its choice and ar-
rangement of words. In a fong sentence, the tirst part should grow out of
the preceding sentence: the last part should lead into the following
sentence.

39, The wavs in which sentences are linked together, without overworking
trite connectives like “however™ and “therefore.”™ is an important and
time-consuming subject of ctudy. The chief means is a close connection in
thought, so that cach sentenee has some logical relationship to the sur
rounding sentences. No new terms or ideas that are likely to be strange to
the reader should be introduced witheut preparation or explanation. A
helptul device is the vepetition of @ key term, or synonym for it.
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W The modern sentenee wends o be loose™ in construction, In general,
students should ot tey to imitate the “balaneed ™ or “periadic” stvle of the
seventeenth eenturey exeept in oceasional sentenees designed for special el
feets, On the other hand, they should be able o get neeessary Jualitica-
tions out vl the way before making their main point,

A1 The structure of a sentenee should be simple and easy to follow, A
Large nutber of subordinate ¢lauses nay be used only when they all have
the sanie pattern or funetion e, That man has had o liberal education
whooooowhooocowho o oand who o) Clanses subordinate to subors
dinate clanses should be used inmimaderation, and hardly ever a thivd order
ol subordination,

42 Subordinate chimses should be introduced by connectives that clearly
and correctly indicate the relationship of the subordinate idea to the main
idei

43, One should be able to write sentences in many forms to fit the mood,
to make the meaning elear, to flow into the surrounding sentencees, or to
nuike a point stand out. The length, order, and pattern of suecessive sen-
tenees should be varied except when repetition is desived for emphasis,

. Asentence usually consists of a subjeet, verb, and (maybe) an objeet or
complement. Each of these elements may be maditied by words, phrases,
or chiuses, Then there may be a comma followed by “and.” “or.'" or
“hut” asemicolon tollowed by a conjunction like “therefure.” or a semis
colon without anv other conneetive. These may be tollowed by another
stbijeet, verb, aud tmavbe) an objeet or complement, and cach of these ele-
ments may be moditied by words. phrases, or clauses, as betore, But then.
exeept in most unusual circumstances, it s well to stop, There should
hardly ever be three main clauses except when they are short and of the
same pattern: UL eame: Tsaw: T eonqguered,”™ or "He camie, and we told
him, but he would not listen.™

45, Another limitation on the length of a sentence is that it should contain
onlvone ideas The idea may have several parts, but when it becomes two
ideas. it requires i second sentence. In practice., of course, it is sometimes
hard to tell where to draw the ine, but eriticism on this point will develop
udgment.

46 On the other hand, a style composed almost exclusively of very short
sentenees sotnds choppy and immature. Several adjacent sentences of this
sortare usually related to one central idea: one tells the cause. another the
time. o third the consequence. ete. With practice, one can turn most of
these sentenees into subordinate clauses or moditiers.
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47, A sin that is almost unforgivable in college is the joining of two sepa-
rate sentences by nothing but a comma, that betrays an abysmal lack of
“sentenee sense,”

4%, The flow of thought within a sentence, except in uniusual ciretmstan-
ces and for special effeets, as in the works of Henry James), should not, as
in this one, be interrupted gain and again®) by the insertion of tvo many,
possibly unnecessary, parenthetical clements.

49, A sentenee should come to the point with reasonable dispateh, The
necessary qualifications may be subordinated. buried in the middle, or
added later,

30. 1t a sentenee lends itself to elimactie order, the climax should not be
spoiled by revealing the most powertul idea betore the end, or by adding
qualitving words and phrases after it.

31. A primary quality of good writing is energy—not to be contused with a
facade of exclamation points, violent language, exaggeration, cte. Wiketh.
er puised or exuberant, the sentences should have a go about them.

32, Construetions within a sentenee should be consistent with one anoth-
er. There should be no unnecessary shifts in subject, voice, tense, person,
or number. Phrases and clauses having the same function should usually
be parallel in form.

33. The reference of pronouns and of moditiers should be clear. When
starting with a participle, it should not be left dangling. as in this sentence.

54, 1n general, related words should be placed near one another. A good
trick to learn, for example. is that of placing an adverb direetly before or
after the verb it modities, whenever its normal position toward the end of
the clause makes trouble with the tollowing clause.

33, A sentence should not contain any word that can be omitted without
spoiling the intended ettect. On the other hand. constructions must be
complete: necessary words must not be omitted. Ot “that,” and the
second member of a4 comparison are trequently omitted without justitica-
tion.

S6. A sentenee should not be so ambiguous that a qualitied and well-dis-
posed reader will have any serious doubt as to what is meant. On the other
hand. the attempt to remove every possible arabiguity results in a tire-
some. legalistic styvle. Precision should be sought only where it is tmpor-
tant. and to the degree necessary for the end in view. 1t is achieved even
more by manipulation ot the context than by choice ot words.
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87, One should learn to use controlled ambiguity (a) to avoid unnecessary
argument, (b) to arouse emotion, and (¢) to enrich meaning, Perhaps its
most common use in daily lite is the white lie” and the “tace-saving for-
mula.” At the other end of the seale, something like the *Four Freedoms™
can command devotion where a bill of particulars would provoke dissen-
sion,

E. Words, Phrases, Figures of Speech

3K, Words should be chosen with an eve to (i) clurity, aiming at the degree
of precision appropriate to the context; (b) appropriateness to tone and
purpose: (¢) effecriveness, using speeifie, vivid, foreeful, or unexpected
words at points of emphasis; (d) euphony, avoiding words that are hard to
pronounce together; unintended rhyme, alliteration, or assonance; and
awkward, choppy rhythm.

539, One should learn to use a tew words in unexpeeted senses and con-
texts that awaken a fresh pereeption of their meaning (e.g., a fine, large
morning). A failure in this attempt is a malapropism. but the risk is worth
taking. ' .

60, In general, little words are better than big words, but sometimes a big
word is indispensable.

61. A word should not be repeated within or near a sentence exeept tor
good reason, such as elarity, emphasis, or connection. This rule does not
apply to articles, prepositions, conjunctions, or pronouns. On a larger
seale. a sentence should not go over the same ground twice.

£

62, Adjectives and adverbs should be used in moderation.

63, In general, active verbs are better than passive verbs.
64, One should avoid jargon: words and phrases that mean nothing, un-

necessary technical terms, and words too otten profuaned.

63, One should not mix fevels of usage. It a paper is tormal. it should not
use ecolloguial or slang woerds or constructions. It it is informal, it should
not include words, sentences, and constructions which, in that context,
sound pompous and out of character.

bt A tigure of speech should be capable of being reduced to a proportion
that will reveal the intended relationship.

67, Suceessive figures of speech should be consistent with one another. A
metaphor should not come in like a lion and then proceed to gild the Tily.
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08, Oue should realize that all language is metaphorical: that words could
not cover the flux of experience without metaphorical extensions of their
root senses. Figures of speech are not mere ornaments; they are economi-
cal ways of conveying meanings,

b9, One should be able to distinguish the hiteral meaning of a metaphor
from the intended meaning. Sinee Richards' terms, “vehicle™ and “ten-
or.” have not become current, the terms “literal meaning™ and “figurative
meaning” may help to make this distinction,

F. Semantic Considerations

0. Words should not be used as though they were identical with the
things they represent. *This is X™ should be understood as “For present
purposes this may be classified under X because in certain respects, but
not in all, it is like other things that we classity under X"

Tl A word usually carries several ditferent meanings. The context should
indicate which of these meanings is intended and should warn a qualitied
reader against meanings that are not intended.

72, One should not impute a single. fixed meaning to a word and base a
position upon it when other meanings may be intended or understood.

MEANING AND MEANINGS

Shortly after 1. A, Richards became University Professor at Harvard, 1
had the privilege of serving for one year as one of his assistants.

He had many distinguished visitors. some of whom questioned his more
paradoxical opinions. One of then said, **1 can deeept your gereral position
that any English word can be given almost any meaning by ity context, but
surely there are limits. How, for example, could anyone make the word
house mean bread?

Without hesitation, Rickards quoted a line frons *The Bugler's First
Communion™ by Gerard Manley Hopkins, referring to the communion
bread:

“Hiding in leat-dight house his too huge gidhead. ™

Another visitor said, 1 recognize that words have different meanings in
difterert contexts, For example, in one context the word rest may mean re-
ruander; inanother contest it mav mean repose. But vou seem to be siaving
that sometimes a word can carry two such meanings simultaneously. Apart
trom puns, which are trivial. how could such a word as rest in a given con-
text mean hoth remainder and repoye?

Richards rolled his eves heavenward for just 2 moment and then quoted
the dving speech of Hamlet:

“The rest s silenee
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23, One should not impate greater speciticity of meaning to a word than is
indicated by the context. When a word is used Toosely, with several pos.
sible meanings in mind, one should notw: sume that it is intended to mean
one quite definite thing.

74. One should recognize and allow for shifts in the meanings of words
from one conteat to another. This is not only inevitable but highly desir-
able except within a single train of deductive reasoning.

75, One should be sensitive to the need for a clear definition or under-
standing (through context) of erucial terms in statements intended to be
precise. or to lead to important decisions.,

?6. One should not use or be misled by the trick of securing assent to a
proposition using a key word in one sense, and then extending this agree-
ment to another proposition using the same word in a different sense.

77, One should not hope to earrs meaning solely by a caretul choice of
terms. One should a'so indicate the sense in which one is using them by a
context that makes them unambiguous.

"8, One should not streteh the meaning of a term bevond the probable
capacity of vae’s audience to grasp and retain, One should expect 4 com-
mon term used in a technical sense to revert many times in the course of a
discussion to its common range of meanings.,

"4, In dealing with general statements or abstractions one should be able,
it challenged. to point to conerete things or operations on which the ab-
stractions are based.

RO, All language is both “referen<ial™ and “emotive™: it produces a re-
sponse that is a blend of thought and feeling, Neither tunction is “higher™
than the other; they are inseparable, and a detect in either will impair the
other. Students should wateh the emotional coloring of the words they use,
making sure that it is in harmony with the thought, and on the highest lev-
¢l that the thought will sustain,

G. Argument and Rhetoric
a1, Students should be able to classity arguments as inductive or dedue-
tive and recognize that both are usually imvolved in persaasive writing.

X2, Students should be able to construet an inductive argument with care-
tul regard to adeguacy of saumpling, statistical significancee (when neces-
sarv), and limitation of the generality of the conclusion,
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N3 Students should be able taconstruet i deductive argument with cave
ful regard to the validity of the premises, the consisteney of teems and
propusitions, the avoldanee of tallacies, and the soundness of cach step in
the reasoning.

Sbo Students should be able to recognize, refute, and avoid common fal-
luvies.

NSO Students should recognize the role of definitions and assumptions in
argument amd shoukd be able to bring to light hidden assumptions by sup-
plyving nrissing prenvises.

No. Students should be able to adapt an argument to a given occasion and
audicnee by such mieans as organization. establishing an appropriate
character tor the speaker, moditving the patterns of sentences. using
appropriate words and tigures of speech, ete.

H. Style

87 Students should realize that, in one important sense, style is not the
natural and inevitable expression of @ personality in writing but the
pradual discovery and adoption of successtul ways of achieving eertain
purposes in writing. It becomes habitual and recognizable only to the ex-
tent that the writer's purposes are toirly constant, and he keeps using and
developing the same means of achieving them. This view of style is more
fruittul than the personality theory because it dispels mystery and gives
students something to do besides waiting for their personalities to achieve
their predestined form. They should elarity their purposes in writing and
set about discovering suceesstul ways of achieving them.

88, Stadents should realize that the selection of details is an important
clement of style and is conditioned by the purpose in writing,

89, Studengs should recognize and be able to produce the efteets achieved
by seleetion of words: by various levels of usage, by conerete Gimage-bear-
it vssabstract words, by emotionally charged va, neutral words, by the
proportion of content to structure words, ete,

40, Studenis should be able to use appropriate figurative language to clar-
iy anideas to add interest, and to intensity emotion.

91, Students should recognize and be able to produce the effeets achieved
by various patterns of sentences: fong or short, hard or casy 1o follow, nor-
mals interrupted. orinverted patterns, tew or many connectives of the vari-
ols tvpes, et
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920 Stadents should be aware of the sound amd vhvthm of their sentences
when read alond. They should be able o write sentenees in whicl simikir
merrival patterns are repeated, or siddenty ehanged, for emational effects,
Fhey shouldd equally avoid harshoess and the musical effeets of poetey that
ate mappropriate o proses They should wateh sowel and gonsonant
sounds sothat there i a pleasing variety without incongeuity or ankward.
HUNS,

Gl Stadents should be able to recognize and produce the effeet of a
chimge of pace in the movement of sentenees, from quiet and deliberate to
Burried, excited, or passionate,

U Students should be able to adapt their stvle to various literary forms
stehtas parable, table, dialogue, tamiliae essay, eriticism, scientitic report,
et

95, Students should be able 1o adapt their stvle te their attitude toward
the subject twhat Richards calls “tone™ ) admiration, irony, invective, ob-
jeetive appraisal, ete, '

U, Students should develop a sustained interest in stvlistic eftects which
they come upon in reading, and in discovering the means by which they
wereschivved, to the end that they may gradually achieve a readable prose
stvle ot their own, Tt is almost too much to expeet that any students except
born writers will achicve a mature prose style betore graduation from col-
lege, but o foundation may be Liaid and habtts may be built toward the es-
tablishment ot a matare prose stvle by the age of thirty,

HUMOR

In a letter compenting on gualities in student writing that he almost
never tound in mediovre or bad papers. Protessor Macklin Thomas, formet-
W Examiner in English at Chicago State College, coneluded with the tolfow.
iy point:

“HUMOR. Not clowning, of course, though i good writer mast be al
lowed tasnapat a good teitle; rather ¢ knack for intellectual or dramatic Gis
apposed toomereh verbal) irony or acongruin Gis in New Yorker wordless
cartoons), Standards here would natarally be hard 1o fis—one teacher’s idea
of what is tunny otten seenns pawk v 1o another. But adritt an the shoreless
sobriety of student writing, we needn’t drive @ hard hargiain, Any overt ine
tentton. however feebh evecuted, to indicate that the writer his some
pround tor thoughttul amusement should be credited as humor.™
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Glossary

blas is the influence on grades of irrelevant consideratiors such as liking or dislik-
ing the student, disagreement with his views, ete.

cluster as used in this booklet is a group of readers whose grades agree within their
group and disagree with the grades of every other group to a greater extent than
can be attributed to chance.

combining scores or grades suggests several procedures for putting essay grades
and objective scores on a common score-wcale and combining them in ways that
vield total scores that contorm to reasonable expectations.

correlation is a mathematical procedure that shows to what extent it is true that,
the higher i student stards on one measure, the higher he stands on another. The
measures need not be of the same characteristic nor on the same scale: one can
correlate heighe in inches with weight in pounds. But one must correlate two sets of
measures of the sume students; there is no way to correlate two groups on the same
measure.

The standard but dif*icult way of computing correlations is calied *“product-
moment™ correlation. Since correlating the grades assigned independently by dif-
terent readers is the basic procedure in computing the reliability of essay grades, a
quick and casy way that yields approximately the same results is ¢: lled “top-quat-
ter tetrachories™ and is explained for the first time in this booklet.

The correlation between two sets of essay grades for the same students s re-
garded as the reliability of one rating. Since one expects to use the sum or average
of both grades as the final grade. this corrclation must be *stepped up by the
Spearman-Brown Propheey Formula™ to get the reliability of this set of final
grades. But all the teacher has to do is to compute one pereent; then he can look
up the corresponding tetrachoric and the reliability in the table presented in the
section on Computing the Reliability of Essay Grades.

distribution of scores, grades, ete. usually takes the form of a list of all possible
scores or ratings from high to low with a tally atter each score for each student who
made i,

99
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tactor srndysls as discussed in this buoklet is @ complex matheinatival provedure
that recquives o karge nunber of teiders to grade copies of farpe munber of essass
weitten by the same students, One then computes the correlation between the
grades of each reader and those of every other reader. A computer can then pick
out clinters of readers whose grades agree pretty well within their cluster but dis.
agree with th grades of every other cluster toa greater extent than ean be atteibut.
ed to vhattee A classification of comments written on these papers by the readers
who best represent each clustar can then reveal the qualities i student writing that
cach cluster emphasized. such as ideas, organization. wording, and correctness of
eapression. Each of these distinetive emphiases is called o puctor,

gradesHies are asually lines drawn aeross i distrehution (v ) o total seores on an
examination to mark the dividing Hnes between the tinal fetter grades or their nue
merical equivatents, The staft usually tries to mike the percentages awirded the
vartous grades confornt to reasoiable expectations,

holistic grading o scoring is & term not used in this booklet, but it refers to what is
valled “rating on general impression,”™ 1t consists of giving & single grade or score
to eacht essay rather than a number of ratings on various qualities. The latter is
called “analytic grading.”

independent grades or other meastires most comntonly refer to the practice of hav.
ing cach reader record his grades and comments onaseparate work sheet and
write nothing on the essavs thenselves. Thus ne reades knows what grade any
other reader has given a paper. The term “independent™ was used in a difterent
seme later, where it wis argued that there must be some separation in time as well
as in topic between the writing of two essays to nmake them genuinely independent
samples of each student's writing, Two short essays written in the same session of
an examination rarely ditfer more in quality than pages Tand 2 of the same essay.

Kuder-Richardson Formula 21 is & quick and easy tormula for computing the re-
liability of objective tests, Al you have o know iy the mean, the standard devia-
tion, and the nuntber of items,

loading as used in this discussion of factor analysis is basicaliv the correlation of
cach reader's grades with the central tendeney represented by each fuctor. The
higher his loading on @ given factor, the more he has been influenced by the dis-
tinetive emphasis of that cluster of readers.

make-up examination requires no definition because it is almost universally pro-
vided tor students who were absent. In this section it is argued that students who
were disappointed in their grade on the regular examination should be allowed to
take the make-up, and whichower grade is higher should stand in the record.

mean as ased it this booklet iy the same as @ mathematical average.

median is the middle score or other measure when they are ranked in order from
hiuh to low.

name-slip is the sheet on which each student identities hiv paper only by any
number ot siv figures chosen at randont. He ineludes his name, grade. teacher,
date, and any other information that may be required. These name-slips are
Tovckhad up until all grades are turned ingso that no reader has any way of tinding
out which student wrote any paper.
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norniid curse iy o curve representing the theoretival disteibution of an inflnite
numbier of pertect measures of chavacteristios that are the product of more than
forr indepeadent vitses,

nurnally distributed reters to abilities or chavacteristies that may reasonably be
enpected o oveur in the proportions predivted by the sormal curve in large popu.
hutiens. Male awd female are obviously not such characteristios, but comples abili-
ties such ans reading and weiting ave,

aocss iy i term not used in this booklet but is so common in discussions of objeg.
tive tests that a definition may be usetul. A published test is usually given o g
Lirge, represeetative samply of the Kinds of students for whom the test is intended.
The test manuas ~oatains tables showing the percent of students in cach grade who
fell below vach seore on the tew.

percentile refers 1o the percent of students who fell below vach score in the tables
of normys deseribed above,

positive reinforcement is a term popularized by the Harvard psychologist B. F.
Skinner to refer to the principle that recognizing and rewirding whatever a stu.
denttor animal) does right usually has a stronger effect on learning than any Kind
or amount of punishment of what he does wrang.

random varlation usually refers to ditterences in scores on measures designed w
measure the same ability or characteristie, depending on the sample of tasks in-
cluded in each measure. Students mayv just happen to be morve familiay with or
adept at one sample of such tasks than another.

raw scores are the number of items in objective tests that cach student answered
caorrectly.

reliability is the amount of agreement between two sets of independent measures off
the same characteristic in the same stude nts, taken at about the same time. In ob-
jeetive testy it is usually an estimate of how close they would come to getting the
same seorys, on e seeond test of the same kind., It ditters from correlation (v.) in
that the measures must be destgned to measure the same characteristic, while eor-
refutions may be computed between quite difterent characteristios, such as height
and weight.

Remondino's factor emphasized handwriting and neatness, which did not appear
in our factor analvsis because we had to use typed copies of the essays written by
students. Later. when we asked teachers to rate handwritten essavs, we added
Remondine’s factor 1o our list.

review of discrepant grades is a procedure in which essavs that received far difter.
ent grades from the original readers were veterred to o small commitiee of the most
evperienced and trasted readers, They were not told what the original grades were;
they knew only that the grides diftfered. One member of this committee gave each
of these papers a third independent reading, and clerks substituted this grade for
whichever of the original grades was farther from it This procedure usaalhy had
the etteet of inereasing the reliability of the essav grades by at feast 10 points,
significance of differences is the result of various mathematical procedures that
determine the chanves in g hundred or a thousand that differences between scores,
averages. and other measures can reasonably be attributed 1. chance. given the
stundard error (g2 of these meisures.
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spleal order reters w arvanging several difterent forms of a test in such un ovder
that the thet student in cacht class tested will got Forin §, the test Forn 2 and sy
vl

NURET grading is the prading of test essays by of members of the staft of that coursy
wr thatdepariinenth usially aiter sone tralning in geading by commuon standands,
The essays are identified only by eode iabiers so that no reader kiows which
stadent wrote any paper. Bach ossay b geaded by two readers, who record their
prades aml comments on separite wark sheets and write nothing on the essavs
themselven, so that v veader Knows which geade any essay received from any other
reider,

standard deviation Is o special Find of average of the distinees tleviatiom) from
the mean of all seores onany measure. 1 shows Bow Far the seores are spread ot
from the mean, 11 the seores are normally distreibuted, about twosthivds will lie
within one stasdard deviation from the mean, and 8% within two standard devia
tions, This tigure is more important than most teachers realize, sinee aeatly all
conputations applicd to test seores have the standard deviation in theie formulas,
It is also the basis for the standard scores nsed by many test publishers, in which
seores ving cne standavd deviation apart may be designated by such nambers as
30, 40, 80, o0, and 70,

standard evror man be thought of as the limits within which seores on any given
meisure may vary by chanee, I any measurement operation were repeated a larpe
number of times tvithout stidents' learning or forgetting anything), amd we Rept
averaging the results until we were quite sure what the trae measuiee was, we woukd
find that about two-thirds of the seores leading up to this final average lay within
one standard error of the true measere, and 98%% within two standared errors, Fhis
camputation is most important in determining whether ditterences between the
averiges of different groups are Ureal” or could be atteibuted to chanee. The
formula tor the standard error of such averages is the stendard deviaton divided
by the square root of the number of students,

standard scores are scores based on the standard deviation (.82 The standard
scores for test essays recommentded in this booklet are 10, 20, 30, 40, and 8O, in
which the mean iy arbitrarily calted 30 and the standard deviation L The second
digit in such seores is understood to refer to tetithy of the standard deviation.

stanine is aseore seale of 9 poaits, based an the standard deviation, in which the
mean is S and the standard deviation 2, so that cach pointin this seale covers halfa
standard deviation. This scale was widelv used by our Armed Forees in World War
HLand for some years we made strentous efforts o get teachers to adopt it, but
they were so used to thinking in terms of a seale of 8 points that they soan reverted
toat. We then adapted such aseale to standard scores by the procedures discussed
in the section on Standard Scores for ‘Fest Essays,

teachers® predivtions may be defined as a procedure in which teachers predict how
many students in cach of their chisses are likely to make each grade on an ap-
proaching examination. The average of these predictions indicates what pereent.
aue o students we should expect o make A' B, Cs, etes or the numerical equis.
alenty of these grades. Thewe pereentages serve to keep readers from straviag too
tar tram the standards and expectations of their eolleagues.

validity is mennoned only once and not discussed in this bookict sinee samples of

stident weiting are direc measures of the ability we wish to measure and henee are
vadid by detinition. It they were judged by some eecentric standard, such as their



R T AL T IR AT AT ) T O N T Y O T IR S TN O TR s e
R XA R EAFR g : Tocstic? !

Measuring Growth i Eaglish 1A

voitturinity e Marsist doctrines, the grades wotthd o longer be valid measures of
writing abilite, bt such veeetitricittes ave usually ironed vat by the proceduies o
dunble geading and veview of diserepant grandes stiseussed i this bookiet,

The valtdity o ebjective tests ol reading vomprehessimg, listeing compiehen.
st and vecabdary Is setdom guestioned, amd it has been sustained by pumerons
stitifies showing that they predivt what they may reasonably by enpeetedd o pradien
Unly the sart of test of eeroradetectivn discussed i Appeidia 1 hias often been
auesionued itsvadind tevtob weiting ability. Here it is defended ouly as o quick
vasv inethod of measuring Kunifiaciey with the vades and comventiony of intormal
statidand Eaglish, Fhis i avatid abjective in iy onen vight, even it it had nothing to
e with weiting absities, but it taet such testy often attain high vonelationy with
caretully determined grades on eswas,

The writer would ot detend the short test ol nowledge of gramimar, as exem-
phitiecd by Phe Shadow™ Test tAppeadin D1 as o viid tese of weiting ability, Re
wwatvhers i several cauimteies over a long period of tine hine been uable to show
that wnv Kind of prammar, teaditionad or modern, Bas any vonsient or subsiiniitial
eltect on writing ability in one's miive linguage, This test measures only what it
PUrports toomeasure: ability (o deswribe g sentence i grammatival terms,

wolghting i the provess of giving some parts of a comples examination more eredit
than other partein areivimg at the total wore, The weights are usaatly determined
B discussdon and e casily applied by multiplying seores oh one part by sone.
thitg Jike L&, and seores onimother part by 8. T wis imentioned that vesearehers
seldony find that weighting makes any wrions ditferente in final grades. Studetnts
wind o come aut i gbout the sunte rank order regardion of wuighting,
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