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PREFACE

The writer wishes to thank Dr. Chauncey, Prof. lLackey,
and Prof. Echols of the School of Education of the Oklahoma
Agricultural and lMechanical College for their helpful sug-
gestions and criticisms. The writer is especially indebted
to Prof. Echols for suggesting that he read "Determinism in

Education", for the book helped him to decide the subject
of his thesis.

L. L. N.
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SOME OF THE MISUSES AND MISINTERPRETATIONS
OF INTELLIGENCE TESTS

CHAPTER I
THE OBJECTIVES

It is not the purpose of this.gﬁééis'fo weigh the neg-
ative results of intelligence tests against the positive
and then draw a conclusion as to the net results. One the-
sis is not large enough to cover a field so broad; it would
probably take several theses to set forth, prove, and sum up
all of the good points, then the bad pointé and then, if
such a thing were possible, subtract one from the other.

This thesis assumes that intelligence tests have bene-
fits, inherent benetité;bhbwaver few or great they may be,
for edueation( Thus, taking for granted that intelligence
tests are beneficial to education, it is the purpose of this
%hesis,to find and point out some of the factors as expressed
mostly by literature andnteaeheys'that pertain to the misuse
ané~misinterpretatiea of intelligence tests 'with the hope
xhatﬂif'lntelligence tasts-are—used in educational setups of
the future -they will have less misuses. and -misinterpretations(
Though a suggestion or two may be made, it is not the purpose
of this, thea&e'to present methods or ways of eradicating any
of the harmful. ouzeames or intelligence testquﬂﬁﬁiéto find
some of the misuses, with the hope that educators, after

knowing what they are, will work out their own ways of avoid-

ing them.



Naturally then, this,&i&éis is primarily interested in

finding some of the negativeurééults of intelligence testsf;ﬁ”-

so that they may be avoided, thereby making the intelligence

tests more valuable when and where they are used.

Though the general purpose of the thesis is to point out

some of the misuses and misinterpretations of intelligence

testq;’the more specific aims are to see:

Lv
II.

I1I.

IV.

If the I. Q. is constant

If authorities agree as to what is measured by in-

telligence tests

If authorities think that intelligence tests are

accurate measurements of future success in-school

or-life

If teachers and authorities believe:

1.

That enviromment affects intelligénce as measured
by the present so-called intelligence tests, that
intelligence tests do not measure only native a-
bility

That there are several different envirommental
factors that affect the results of intelligence
tests

That sometimes the tests are not given correctly, .
and that sometimes they are not graded correctly
That intelligence tests disceriminate against
some people, such as:

(1) Socially minded people

(2) Mechanically minded people



(3)
(4)
(5)

People with an English handicap
People with physical defects

People who think slowly but deliberately

5. That there are detrimental effects of intelligence

6.

7.

tests, such as:

(1)
(2)
(3)
(4)
(5)

Given to satisfy someone's curiosity
Stigmatizes children

Gives some students the "big head"
Promotes laziness among the slower group
Promotes discord between patrons and the

school

That in certain cases other tests may be substi-

tuted for intelligence tests

That too much emphasis has been put upon the

I. Q., but that there should be some kind of an

I. Q. testing program



CHAPTER II
SOURCE AND TREATMENT OF DATA

The organization of the material throughout the ﬁ%z;égy"
with the exception of the first chapter or two and the con-
clusion, will be based upon a questionnaire. After the tab-
ulated results of each item of the questionnaire are presen-
ted and discussed, additional discussion may be drawn from
at least three other sources---literature, research, and
experience.

Most of the discussion in this thesis w111 be-a¥;wn A
from the tebulated results of the guestionnaire and-from
literature;-however the fundamental discussion of a rew'}
items-will-be -taken either-from experience or research.

The writer knows that personal experience by itself
may carry very little weight in proving a point but it may
be presented in this égﬁsis merely to corroborate the find-
ings oswthe“ques%iennaiﬁe{:literatnre;'or the research.

The research part of this thesis, on the constancy of the

I. Q., may concern only one item of the approximately eighty
items of the questionnaire, yet the research work on this
one item will be such that it could be enlarged and presen-
ted as a thesis by itself. The writer would like very much
indeed to do this, but he knows that if he were to write a
thesis on this one item he would prove only one misuse of
intelligence tests; whereas he hopes to present several. q#s

a general rule the discussion from literature, like those

from the reaearch and experience, will be given not by itself



to prove something but will be presented-wéﬁﬁ~$ﬂe~£iadin§s”7‘

o#—%ﬂe—quea%&ann&ire{?witn the hope that a oorroboration of

outcones t&wmf4nﬂ}r—%hree,—eammefe*aeaﬂeesrwill carry greater
weight than if all the discussion, though it might be great-

er in amount, could come from one of the four sources to be
drawn from.

One of the four or more principal sources from which
information was taken for this thesis is the questionnaire
to be presented in its entirety toward the end of this chap-
ter. This questionnaire was passed among the students in
four different advanced classes in the school of education
at the Oklahoma A. and M. College during the summer of 1933.
Two of the classes were senior classes, and two were grad-
uate. Prof. Echols taught three---History of Education
423.1, with 53 enrollees, and 423.2, with 27 enrollees, and
Philosophy 592, with 13 enrcollees, and Dr. Hill, visiting
summer lecturer from Harvard University, taught one, with
approximately 160 enrollees. Dr. Hill's class returned 75
questionnaires and Prof. Echols' three classes returned 79,
making a total of 154.

For more than one reason the information gained from
this questionnaire should be more reliable than that gained
from the usual questionnaire. The blanks were handed out
and taken up by the writer. He was in front of the class-
room when they were being filled out, and answered questions
that were asked about the instructions, about what was wanted

on the blanks. The questionnaire was given only to people



interested in teaching. In Prof. Echols' two classes of His-
tory of Education were a few inexperienced teachers but many
of them were experienced, some grade teachers, some high
school. High school teachers predominated in Prof. Echols'
Philosophy 5¢2, though there was a superintendent or two.
Administrators predominated in Dr. Hill's class---heads of
departments, principals, superintendents, and college instruc-
tors. The questionnaire was filled out by responsible people
in responsible positions, by representatives from schools all
over the state of Oklahoma, inecluding some half dozen colleges,
as well as by a few from schools outside of the state of Okla-
homa, from as far away as Minnesota.

One member of the college faculty, not a member of my
thesis committee but an authority on tests, thought that,
perhaps, the questionnaire should have some positive items,
items that would require answers favorable to intelligence
tests. So the writer changed it to meet his approval, putting
in at random 14 positive items with the 15 negative ones un-
der III-1, and put only that part of the original question-
naire back in Prof. Echols' three classes just a day or two
after the entire questionnaire had been presented. When the
new blank was circulated three or four students who answered
the first time were absent and two or three students that
were absent the first time were present the second time, with
the result that 78 blanks were returned the second time as
compared with 79 the first.

III-1 of the guestionnaire is presented here with the



results of both circulations. It is self explanatory; and
bascause the positive items changed the answers or results
very little, about as much one way as the other, only the

original III-1 wili be considered in this thesis.

Questionnaire on Intelligence Tests

You do not have to give your name and position, but
please give the name of your school:

III. Check the following things that you think may apply to
intelligence tests or to the results of intelligence
testing programs:
lst 2nd
63 58 (1) Not an accurate measurement

20 (2) Fair to all students
30 (3) Makes teaching easier
8 (4) Measures accurately
22 20 (5) An educational fad
18 20 (6) Given to satisfy someone's curiosity
9 3 (7) Out of date
17 19 (8) Stigmatizes children

256 (9) Gives the brighter students a better oppor-
tunity

28 (10) Beneficial to slower group
22 (11) Patrons understand their children better
32 42 (12) Gives some students the "big head"
8 (13) Involves few if any errors in scoring
16 (14) Involves few if any errors in administration
10 14 (15) Promotes laziness among slower group
43 (16) Solves some discipline problems

28 20 (17) Promotes discord between patrons and school



23 29 (18)
38 23 (19)
24 15 (20)
33 (21)

48 (22)

¢ (23)

32 (24)

7 7 _{2S)
30 (26)

1 = IBY)
11 14 (28)
28 21 (29)
If you wish

Causes trouble among children in the same
family

Not given correctly
Not graded correctly

A better basis for the grouping of students
than the grades or marks which they make

Teachers understand their students better

A better guide for promotion than teacher's
examination

An aid in choosing one's vocation

Wastes too much of the student's time

A means of selecting students who should
receive training in institutions of higher
learning

Too much work on the teacher

Expense of testing too great

Discrimination against some of the students

to add to this list, do so below:

The entire original guestionnaire, with its some eighty

items, follows:

QUESTIONNAIRE ON INTELLIGENCE TESTS

s You need not give your name and position, but please
give below the name of your school:

1.

II.

(Your name)

(Name of School)

(Position)

If you think culture or environment affects one's
intelligence, check any one or all of the following
things that you think might affect one's I. Q.---
keep it low, raise or lower it:



2.

(1) Time in school ___ (4) Home life
(2) Type of school ___ (5) Chureh

(3) Type of teacher ___ (6) Organization
(7) Test training---number of tests, ete.
(8) Place reared---city, country, etec.

— (9) Reading habits
___(10) Habitual rate of work
__(11) Playmates

__(12) Physicel work---kind, ete.

If you wish to suggest any other factors thst might
change the I. Q., @0 s0 on the following blanks:

(13) (16)
(14) (17)
(15) (18)

Do you think that the so-called intelligence tests
measure only native abllity, absolutely independent
of acquired or environmental ability?

(Yes or no)

If you think that the so-called I. Q. is influenced
by acquired ability or achievement, approximately
what per cent of the I. Q. would you say is probably
the result of schooling?

Check the following that you think are detrimental
influences or results of I. Q. tests in the school:

(1) Not an accurate measurement

(2) An educetional fad

(3) Given to satisfy someone's curiosity
(4) Out of date

(5) Stigmatizes children

(6) Gives some students the "big head"
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(7) Promotes laziness among slower group

(8) Promotes discord between patrons and the
school

(¢) Causes trouble among children in the same
family

____(10) Not given correctly

___(11) Not graded correctly

____(12) wastes too much of the student's time
___(13) Too much work on the teacher

___(14) Expense of testing toc great

__(15) Discrimination against some of the students

If you wish to add to this list, do so below:

Have teachers put too much emphasis upon the I. Q.
in methods of teaching, grouping, ete?
(Yes or no)

Generally speaking, do you think I. Q. testing pro-
grams such as we have now should be done away with
in the school? (Yes or no)

Do you believe in some kind of an I. Q. testing
program? (Yes or no)

If I. Q. tests are given at all, should they be more
or less limited just to problem children?
(Yes or no)

Does your school have a record of the I. Q.'s of its
students? (Yes or no)

Should all elementary and secondary schools give I.
g-. tests to all the children? (Yes or mno)

. Do you believe in classifying or grouping students

according to their M. A.'s? (Yes or no)

Does your school have the money and the time to give
severel intelligence tests, at least two or three,
to every student? (Yes or no)
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Does your school have the money and tire to buy and
give both intelligence tests and achievement tests?
(Yes or no)

. Does a low score on an achievement test stigmatize

a child as much as a low score on an intelligence
test? (Yes or no)

You need not answer the following six questions unless
intelligence tests have been given some time or other
in your school:

1.

2.

Do the pupils in your school know what they made on
their intelligence tests? (Yes or no)

Are your students grouped according to their M. A.'s?
(Yes or no)

Approximately what per cent of the students objected
to being grouped according to their M. A.'s?

After knowing the I. Q.'s of the different pupils,
did you spend more, less, or about the same amount
of time on your slow pupils as you did before you
knew their I. Q.'s?

Is enough benefit derived from knowing the I. Q.'s
of students to compensate for the expense, the tea-
cher's time, and the children's time spent in an

I. Q. testing program? (Yes or no)

Regardless of all the disadvantages and drawbacks of
the average I. Q. testing program, are the advantages
and benefits great enough to justify such a program?
(Yes or no)

You need not read the eight items below unless intelli-
gence tests were given in your school; if so, underline
the one or ones who gave the tests:

s
2.

5.

Teacher who taught the students tested

Teacher who did not teach the students tested, but
was somewhat closely associated with them as a spon-
sor, coach, homeroom teacher, ete.

Teacher who did not teach the students tested and
who was in no way closely associated with them in or
out of school

Superintendent

Principal

. Secretary to principal or superintendent



VII.

VIII.

7.

8.

12

An expert at testing who had no association with the
school children other than being hired or secured by
the school to administer the tests

Others

You need not read the first nine items below if I. Q.
tests have not been given in your school; if they have,
underline the name or names of those who graded the
papers:

1.

(1) Students who took the test
(2) Other students

(3) Classroom or subject-matter teacher of the stu-
dents tested

(4) Teacher who did not teach the students tested,
but was sponsor, coach, homeroom teacher, etc.

(5) Secretary to the principel or to the superin-
tendent

(6) Principal

(7) Superintendent

(8) An expert at testing who had no association
with the school other than being hired or se-
cured temporarily for the purpose of giving
the tests

(9) An expert given a more or less permanent po-
sition by the school but who had little or no
association with the children tested

Were the test papers rechecked by any member or

members of the school faculty to see if there were

any errors in the first scoring? (Yes or no)

you have personally given intelligence tests---

Did you give the students an extra minute or two
for good measure? (Yes or no)

Did you talk much during the test? (Yes or no)

Was there any noticeable disturbance during the
test? (Yes or no)

Approximately how many explanations did you make?

Approximately how many students did you test?
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6. Approximately what per cent of the students did not
keep busy on the time tests, but looked out of the
window or did something to waste time?

7. Did you read carefully and understand all of the
test directions before you started the test?
(Yes or no)

If you wish to make any remarks about I. Q. tests, one
way or another, do so below:



CHAPTER IIT

RESULTS OF IHNVIROHHENT

It is not the purpose of this chapter to belittle or

laud intelligence tests ccecording to the findings set forth

here concarning the effects of snvironument upon intelligence,

but bto adnonish against uses and interpretations that might

be wrong Iin the light of the information to be presented.
That home and school eunviromment exerts an apprecla-

ble influence on scores on an intelligence test and that
the present tests are coachable to a considerable extent
are.....to be freely admitted. Such sdmissions, however,
do not invalidate the concept of intelligence nor 4o
they overthrow the whole procedure and technigue of in-
tellisence neasurement. They help only to emphasize the
importance of judicious use and interpretation of the
results of intelligence tests.l

Let us see from the questionnaire what school teacheré
and administrotors think about the effects of environment
upon intelligence., The followin@ is II-1 of the guestion-
naire, so arranged that both the actual nunber ané the per
cent checliing any one item are glven to the left:

IT.

1. I¥ you think culture or environmesnt affects one's

intelligence, check any one or all of the following

things that you think might affectv one's I.
ksep 1t low, ralise or lower it:

)
.

e 63 (1) Time in school
29 63 (2) Type of school
101 66 (3) Type of teacher

/

'1s H. 8. Chen, The Comparative Coachability of Certain
Types of Intelligence Tests, p. 1
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Home life

~3
o)
(&)
O
[ 8]

Church

50 32  {8) Orpanization
78 £7 {7} Test training---number of tests, eto.
80 58  (8) Place rearsd---cily, country, eic.

121 7¢  (9) Reading habits

6¢ 42 (10) Habitual rate of work

ministrators who returned blanks, and all but 11 checke?
sone of the above items. This means that 143 of 154 in-
dicated that suvivomment affects one's intelligence. Dig-
regarding the fact that other items might heve besen added
to the above list whieh some of the 11 might then have check-
ed, 2.8 per cent of the teachers believed that environment
affects intelligsnce.

If the 11 who failed to check any one of the items un-

Py

not think intelligence is affected by environ-

ot

der II-1 d1
nent, they should have answered Yyes™ in II-2, the results
of which follow:
II.

2. Do you think that the so-called telligence tests

in
measure only native ability, absolutely independent
ol acquired or savironmental ability? (VYes or no)
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Instead of 11, the questionnaire gives 14, showing a
mathematical gain of three over what might have been expec-
ted. This gain might be accounted for either by a discrep-
ancy in marking, or by the supposition that some checked
II-1 and then wrote "yes" in II-2, believing that environ-
ment influences intelligence but that intelligence tests
measure only that part of intelligence which is innate.

In II-1 the per cent believing that environment affects
intelligence is 92.8; in 1I-2, disregarding the 8 blanks and
subtracting the 14, the ones who think intelligence tests
measure only native ability, from 154, a per cent of 90.9
may be derived, who indirectly indicate that they believe
environment affects intelligence.

In either one of the above tables less than 10 per cent
of the teachers indicated that intelligence tests measure
only native ability, absolutely independent of acquired or
envirommental ability, and 90 per cent or more indicated

that enviromment affects intelligence.

This means then,-thatuifmthouresulta-or the question-
nairawayemaamwoetf'that scores on intelligence tests should
not be interpreted as indicative of pure native ability.

The following quotation from Kimball Young's "An In-

./(/l,g T ] z.l‘-.f‘.';-‘-":.

troductory Sociology" ﬁggkewup—thew!eau&%sﬂos—%he*Qﬂes$ien—
neiresv”

What do the tests test? The assumption of the early
testers in this country was that mental tests measured,
something innate called intelligence; but it is clear
to anyone but the most prejudiced that intelligence

and the tests of intelligence all reflect the social
and cultural milieu out of which they grow.......it
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———

should be clear that until the psychologist can control
the factors of language, and past learning, that is cul-"~

ture, he is not in a position to support the hereditary
theory

R 8 4
fA- (

-D@~—Standing,;tnatruvtur in sociology at the ekiahoma
A. and M. College, says that most of our present day sociol-
ogists contend that enviromment affects intelligence. 1In

looking over the first part of the questionnaire used in

‘2;)4»— fritaen

this %heats Dr. Staaéiag remarked, "I am glad to see some-
one taking the sociologist viewpoint.”

Much of the literature of a decade—or so-ago, espec~
dally-that-inmediately after-the World War does not agree,
perhaps, with the findings of the above two %&b&es never-
theless there are writings, some of them recent and by im-
portant educators, which corroborates the opinion of thes< |
tenchers-as-expressed -in—-the questionnaire. %Br example,
Newman3, after studying 50 pairs of identical twins, decides
that environment profoundly modifies intelligence and per-

sonality

d foi® $
o .._/-{ e P ,\,‘u.a-

-ﬁaat-aumnsrrl foad this in an Oklahoma paper:

A young child's I. Q. can be changed for the better
under favorable enviromnmental conditions,/ George Stod-
dard, director of the child welfare research station at
Iowa City, told the nation's teachers Tuesday.

Stoddard said another study disclosed that/™the
illegitimate children of a large sampling of dull and
feeble-minded mothers and out-of-work or laboring-class _
fathers, if placed in good homes in early infenecy, will
turn out to be bright children as measured by the best
tests now available."4

_(2, K. Young, An Introductory Sociology, p. 161
/3. K. Young, Ibid., p. 74

4. G. Stoddard, "Child's I. Q. Can Be Improved, Research
Chief Tells Teachers", Oklahoma City Times, (June 28, 1938)
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Dr. Harold M. Skeels gave this information Iast-year be-

fore the American Association for the Advancement of Science:

i/
r

the

He studied 147 waifs taken from their own parents
and placed in foster homes. Both the fathers and mothers
were, for the most part, of low grade intellectually.
Nearly 40 per nt of them, it was determined by intelli-
gence tests, ﬁ&gh I. Q.'s below 80, close to the level of
feeble-mindedness. Only 13 per cent were slightly super-
ior to the average.

The children were placed in superior homes. Not a
one was below normal in intelligence after a period of ad-
justment. BSixty-five were intellectually superior. For-
ty-one were on the genius level.

There was no relationship whatsoever between the in-
telligence of the children and the intelligence of their
parents, Dr. Skeels reported.®

11.
Dearborn® sayg:

The wave of intelligence testing which has swept
over American schools has carried with it some debris:
among other things the much-discussed notion of a fixed
intellectual endowmenty with which a child is born, whick
neither he, his parents, nor his teachers can by taking
thought alter, and which the intelligence tests are de-
signed to measure. The considerations presented in-the-
preceding chapters have, I trust, made clear that, on the
contrary, what the intelligence tests measure is defin-
itely affected for better or worse, that it is increased
or decreased, by what the home and the school, or the par-
ent and the teacher, do for their children and pupils.

Barnes’ concludes in his thesis, based upon findings in
Stillwater schools, that---

it would appear from our own studies and from experiments
of others, that while superior intelligence is a great
endowment, yet, it is not particularly due to heredity
and would soon deteriorate if it were not for the influ-
ences of environment.

T. R. Henry, "The Wandering I. Q.", Jou. of the Nat.
Edu. Ass., (Feb., 1938), p. 41

W. F. Dearborn, Intelligence Tests, p. 134
J. H. Barnes, A Statistical Study of Mental Ability and

Achievement of Eight and Ninth Grade Pupils of Stillwater,
Oklahoma Junior High School, 1924-25, p. 67
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Maxwell and Kilzer8, authors of "High School Adminiséf;-
tion", say that---

The uppermost limit to which a trait may possibly
develop in a given individual is doubtless determined
by heredity, but within the range of zero to that up-
permost point the position attained by a given indivi-
dual is determined by environment.

Dr. Chen?, of Columbia, concludes that "all intelligence
tests are susceptible to the influence of environment", and
H. C. HineslO, author of "A Guide to Educational Measurements",
writes that intelligence tests "reflect not only native abil-
ity, but home and school training".

Dozens of other educators might be guoted to show that
many of our authorities believe that enviromment influences
intelligence. The writer is well aware that much literature
has been written in support of the hereditarian theory, and
that intelligence tests measure only native endowment; yet
the writer, from looking over eome—&@@ﬁbooks, pamphlets,
articles, ete., would say, not from a careful tabulation
but from a general impression, that most of the literature
for-a few years after the World War might support the theory
that intelligence tests measure only native ability but that
most--of-the present—dey-literature supports the theory that

intelligence tests measure something else too---the effects

of environment. Though the amount of influence exerted by

8. C. R. Maxwell and L. R. Kilzer, High School Administra-
tion, p. 48

9., H. 8. Chen, Op. Cit,, p. 3
10. H. C. Hines, A Guide to Edu. Measurements, p. 99
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each upon an intelligence test score may still be a matter
of conjecture, evidently environment does affect intelli-
gence, and intelligence test scores should be interpreted
accordingly.

Just as the amount of influence exerted by environment
with all of its different factors is not definitely known,
just so it is with the different factors that make up that
environment; and since a great many factors go into the mak-
ing of one's environment, some of the factors should have
greater environmental effects than others. Though this is
true, it is not the purpose of this chapter to give anything
like definite information upon the degree of influence ex-
erted by the different raptors---it would probably take
several theses to do t%E%L even if such a thing were possible
---that make up the environment of the average person, but
merely to see if environment affects 1ntelligence;“h6wever,
arranging the different items of II-1 in descen&iﬁg order
of the number of checks received by the teachers, the items
then fall in order of importance of influence, with the
most influencial coming first. Such an arrangement follows:
: 5 38

1. If you think culture or environment affects one's

intelligence, check any one or all of the following

things that you think might affect one's I. Q.===-
keep it low, raise or lower it:

No. Per
Cent

1. 136 88 (4) Home life

2. 121 79 (9) Reading habits
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No. Per
Cent

3. 101 66 (3) Type of teacher
4. 99 63 (2) Type of school

5. 98 63 (1) Time in school

O, g8 63 (11) Playmates

6. 90 58 (8) Place reared---city, country, etc.

7. 76 50 (5) Chureh

8. 72 47 (7) Test training---number of tests,
eto.

g. 860 42 (10) Habitual rate of work

10. 63 41 (12) Physical work---kind, etc.

1l1. 50 32 (6) Organization

Thus the results indicate that home life is the most
potent factor, and that three of the most influencial fac-
tors pertain to school---time in school, type of school,
type of teacher.

Since the questionnaire shows that over 90 per cent
think that intelligence is affected by environment, and
that three of the most powerful factors that make up envi-
ronment are schooling factors, a table{on I1-3 will be
interesting.

1I.

3. If you think that the so-called I. Q. is influenced
by acquired ability or achievement, approximately
what per cent of the I. Q. would you say 1s probably
the result of schooling?

No. Per
Cent

2 0
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The above table shows that a few placed the influence
of schooling as high as 80, 70, and 20 per cent, but that
most of thew nlasced 1t at 50. The mods is %0 ver cent, bhut
the avarage is 36 per cent.

The results of chart II-3 do not offer anvthing de-

finite as O the dsgree of influence exerted, but they do
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offer conclusive evidence that school teachers think that
schooling is a powerful environmental factor that has a
great deal to do with intelligence.

Burtll, in his correlation studies of intelligence and
schooling, estimated that 54 per cent could be traced to
schoolingy Willardl? estimated that approximately 50 per
cent was the result of schooling.

Whether schooling is responsible for 45, 50, 55, 6r_- |
some other per cent of our intelligence is not so important
as to realize that this one powerful intelligence builder is
only one of dozens of things that make up our enviromment,
and that when schooling is coupled with the many other fac-
tors of environment, the influence of all on our intelli-
gence must be great, a high percentage of the whole, what-
ever it is, that is responsible for our intelligence.

If the influence of environment is great, then should
we not interpret intelligence testshggzﬁﬁtgi;fin mind?
Then, may we not say, when dealing with a group of intelli-
gence test scores that are above or below normal, that a
high percentage of them is the result of environmant?']éhlf
last year, before the American Association for the Advance-
ment of Science, Dr. Wellmanl3 told of a three year study
of children sinking from normal to feebleminded after being

placed where they did not get individusl attention. How

j{ W. F. Dearborn, Op. Cit., p. 118
12. R. G. Fuller, Fourteen Is Too Early, p. 3
13. T. R. Henry, Loc. Cit.



could native ability account for children who were once nor-

mal, gsinking to feebleminded? Environment, then, surely

magt be considsred in Interpreting such as the above.
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CHAPTER IV
NOT AN ACCURATE MEASUREMENT OF WHAT?

All of the findings of the preceding chapter, all of
the information concerning the effects of environment upon
intelligence, tend to prove that intelligence tests are not
accurate measurements if, as some people think, they mea-
sure only native ability, to the utter disregard of ability
acquired through environment.

Though psychologists and educators may not define in-
telligence as such, they have been popularly defined as in-
struments which measure pure native mental capaoitypiponse-
quently, if table II-2 showed that 92.8 per cené of the
questionnaires indicated that intelligence tests do not mea-
sure only native ability, absolutely independent of acquired
or environmental ability, then, with the popular definition
in mind, what results should be expected from III-1?

III.

1l. Not an accurate measurement

No. Per
Cent
Blank 38 24.7

Checked 116 75.3

Thus, in the above table, 75.3 per cent indicate that
the tests are not accurate. In Chapter III, table II-1, 92.8
per cent indicate that intelligence tests are not accurate
tests of native intelligence to the exclusion of the effects

of environment. Perhaps then, to these teachers who answered
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the questionnaire, one of the reasons why intelligence tests
are not accurate measurements of intelligence is that the
tests are supposed to measure only native intelligence when
they also measure the effects of environment.

This means then, that if the results of the question-
naire are correct, scores on intelligence tests should not
be interpreted as indicative of pure native ability. At
least the table shows that three-fourths of the teachers who
answered the questionnaire thought, whether correct or not,
that intelligence tests were not accurate measurements. This
shows what the majority of the teachers thought, whether right
or wrong, and if they are representative of teachers in gen-
eral, then the expert, the college instructor, or the author-
ity on intelligence tests may see his problem: To set aright
either 25 per cent of the teachers, or 75 per cent of the
teachers.

Instead of a possible 92.8 per cent or more the results
show 75.3 per cent, a difference of more than 17. How can
this difference be accounted for? Some of it might be the
result of haphazard marking; some of the 17 per cent might
have thought that the tests were accurate measurements of
intelligence even though they were influenced by the results
of environment.

It is possible of course, since it is not known what
they thought, that the 75.3 per cent who checked the tests
as not accurate measurements would have done so even if the

questionnaire had stated that intelligence was the result of
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both environment and heredity, but it is the writer's opinion
that the influence exerted by the popular conception that in-~
telligence tests measure only native ability, plus the power
of suggestion that the first part of the questionnaire, based
upon such a conception of intelligence, probably caused some
of the teachers to check intelligence tests as inaccurate
measurements who otherwise might not have so checked them if
intelligence had been defined so as to include both native
and environmental intelligence.

This means, in the opinion of the writer, that by chang-
ing the definition of the thing measured, perhaps, not such
an overwhelming number would check intelligence tests as in-
accurate measurements.

So, before it can be decided whether they are accurate
measurements or not, it must be decided what they measure.
Intelligence must be defined.

R. G. Fullerl writes in "Fourteen Is Too Early":

What intelligence is, nobody knows. No two psy-
chologists agree on a definition. But tests have been
devised to measure this unknown intelligence. ¥From one
point of view it may be said that the tests are an at-
tempt to define intelligence by measuring it. Boring
remarks that "the intelligence which is measured by the
tests 1s simply what the intelligence tests measure”.

The tests have undergone refinement and improvement,
in the direction of a lessened influence of training and
schooling on the test results; but the majority of psy-
chologists deny that native intelligence is measured.

Fuller's statement, though it helps to illustrate the
fact that psychologists are not agreed as to what intelligence

actually is,fmay be a little radical, but if nobody knows

l1. R. G. Fuller, Op. Cit., p. 2
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what intelligence isglwhat right would the writer have to say
whether intelligeﬁée tests are accurate measurements or not,
without first defining intelligence?

According to Henmon?, "Intelligence is intellect plus
knowledge", and knowledge depends upon environment.

Corning® says, "Fundamentally the authorities all agree
that general intelligence is the ability to learn". If this
is true, then an intelligence test to be accurate should mea-
sure both native and acquired ability.

Ted Brueckner and Ernest Melby4, authors of "Diagnostic
and Remedial Teaching", say that intelligence may be defined
as the capacity to learn.

Thus, say Gilliland and Jordan, some authors do not
admit the term "intelligence"” in connection with the tests,
but say they are measures of "mentality", thus differen-
tiating sharply between "intelligence", as something which
may be acquired or developed, and "mentality", which is
something native and may not be developed beyond a certain
fixed point. Others do not make this distinction, but
use the two expressions interchangeably. 1In fact, no
one has yet been able to give a definition of "intelli-
gence" which is universally acceptable, and so there is
now a great deal of confusion in the minds of people gen-
erally as to what the "intelligence" tests really do mea-
sure. Perhaps the best statement that has been made is
that they measure to a really marked degree, ability to
do school work.S

If intelligence is ability to do school work, then the

tests should measure the abilities gained by environment as

L£. W. F. Dearborm, Op. Cit., p. 94
3. H. M. Corning, After Testing---What?, p. 5

4. T. Brueckner and E. Melby, Diagnostic and Remedial
Teaching, p. 70

5. A, K. Gilliland and R. H. Jordan, Educational Measurements
and the Classroom Teacher, p. 234
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well as those by heredity.

Since, as Clinton H. Allen® says, "we can not measure
intelligence when we can not define it"{%the writer takes,
for various reasons which will be broﬁéﬁt out later, and as
a basis to w?rk from, the definition that is practical for
schoolmag#éggiility to do general school work.

The findings so far indicate that intelligence tests
are not accurate measurements according to the popular de-
finition of intelligence, that they are not accurate measure-
ments of native ability because of the effects of environ-
ment. Now, with intelligence defined as ability to do gen-
eral school work, the findings up to now might not mean that
intelligence tests are not accurate measurements; for if in-
telligence may be defined as ability to do general school

work, the old argument of the effects of enviromnment upon

intelligence may be avoided.

-

This does not mean, however, that the overwhelming num-
ber who checked intelligence tests as inaccurate would not do
80 again even with the practical schoolman's definition of
the thing measured---ability to do general school work---
but, for reasons brought forth a few pages back---the power
of suggestion and the popular conception of intelligence---
plus a most simple definition of intelligence, the writer is
of the opinion that some of the 75.3 per cent might not then
check intelligence tests as inaccurate measurements.

In some of the discussion of the last few pages the

6. C. H. Allen, Effects of Intellectual Level, p. 6
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writer has tried to show why he believes that many of the
75.3 per cent who checked intelligence tests as inaccurate
measurements did so because they thought the tests measured
the effects of environmment; in the following discussion the
writer wishes to give other factors for deeming the tests
inaccurate measurements. The discussion, though books have
been written about the same subjects, will be short, and is
offered here, as some of the preceding discussions, not as
conclusive evidence, but for information to be used---

l. In interpreting the accuracy of the measuring capa-
eity of intelligence tests

2. TFor whatever information, whatever that may be, for
accounting for factors other than effects of environ-
ment that the 75.3 per cent of the ones who answered
the guestionnaire might have had in mind when they
designated the tests not accurate measurements

5. TFor support of a more practical definition of in-
telligence

Terman’ found that the scores of a vocabulary test given
to 631 school children correlated exceedingly high, .91, with
the intelligence test scores. This ought to show that the
tests are extremely verbal, at least the one Terman used.

The above might be proof that vocabulary tests are good
intelligence tests, or that intelligence tests are too verbal
to measure general intelligence. Now, are they too verbal?
Do they measure verbal intelligence or general intelligence?

Dearborn® states that the tests are partial to verbal-

minded people. If this is true, then it might explain why

7. L. M. Terman, The Intelligence of School Children, p. 309
‘éé; W. F. Dearborn, Op. Cit., p. 114
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that in college placement tests language students frequently
make higher grades than agriculture students.

If the tests are too verbal, whether they are partial to
verbal-minded people or not, all of the factors of environment,
especially of schooling, would pronounce them not accurate.

0dell? says:

A common method of validating group intelligence
tests has been to compare them with an individual scale,
usually the Stanford Revision. Very few group tests yield
correlations much higher than .75 with this criterion.
The same is true of intercorrelations among group tests.

Evidently the different tests do not measure the same
thing or there would be a higher correlation.

Whether the tests are accurate measurements or not
they do not seem to be accurate measurements of success in
school. In 157 investigations summarized by DouglasslO the
correlation between school marks and I. Q. scores ran from
.10 to .67, the average being .44. Not very predicative,
are they?

Binetll found a correlation of about .45 between I. Q.
ratings and school achievement; Pressey;—48; Terman, .45;
Book, .28.

It is, seys Book, conceivable that these rather low
correlations between school achievement and intelligence

may be due to inaccuracies in our methods of measuring
both intelligence and school achievement.l2

(9. C. W. Odell, Educational Measurements in High School, p. 403
f?é%'w. 8. Gray, Tests and Measurements in Higher Edu., p. 178

ii. W. F. Book, The Intelligence of High School Seniors,
pp. 105, 106

12. W. F. Book, Ibid., p. 106
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Speaking of the above, Book continues---

This seems to indicate the importance for school
success of other factors besides mere intelligence.....
That this correlation is relatively low indicates with-
out doubt that other factors besides intelligence enter
into the making of a highly suceessful record in school.ld

It is further conceivable,-writes Beek, that a num-
ber of special mental factors may serve to enhance a stu-
dent's school performance, factors which are quite dif-
ferent from general intelligence. One such factor is a
good memory. This may be of far reaching value to a
pupil in atteining school suecess, because most of our
school work today draws heavily upon a student's sheer
ability to retain and to recall. Other mental character-
istics not measured by an intelligence test, such as per-
sistence, effort, mental attitude toward school, etec.,
might also be possessed by a student with only average
ability, and may be deficient or totally lacking in an-
other student who has marked intelligence.l4

Some years ago Dr. Rigg, now at the Oklahoma A. and M.
College, and others gave tests to over 10,000 grade children
in St. Louis. About 10 years after the tests were given, when
the children were in high school, Dr. Rigg checked on the
grades or achievement of a graduating class of 153 pupils and
found that the pupil who ranked one in the intelligence test
for the some 10,100 pupils, ranked 153 in grades---at the bot-
tom of the class. First in intelligence---last in grades.
This mey be an exceptional case; nevertheless such cases must
be taken into consideration in order to avoid some of the mis-
uses of I. Q. tests.

Colvinld, in his contributions to the Twenty-First Year-

book, writes:

13, W. F. Book, Ibid., p. 107

6:) W. F. Book, Ibid., p. 108

15. S. S. Colvin, "Principles Underlying the Construction and
Use of Intelligence Tests", Twenty-First Yearbook, (1923),
p. 38
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Will-to-do a task bulks large in the t
performance. aal 27 %

And he admits that intelligence tests do not measure
willingness to work, and concludes:

Finally, the fact has besn emphasized that intelli-
gence tests alone are not sufficient to show the probable
efficiency of an individual or his sueccess in school or
in 1ife, since character as well as intelligence is a
vital element in success or failure.l6

The different studies of Ross, Proctor, King, and Kel-
leyl7 all show that mental tests are not as indicative of
future school success as schooi marks.

Fullerl® says there is little relation between one's
I. Q. score and his success in school or life.

To quote again from Colvin:

The intelligence rating may be substantially cor-
rect, but other factors may weigh heavily in determin-
ing & student's success or failure in college.

The most important of these are:

1. The character of the student, particularly his
willingness to hold himself down to a strict
mental regimen. :

2. His ideals and purposes.

3. His previous educational training, including
his study habits.

4. His outside distractions, including work, extra-
curricular activities and socisl engagements.

In the light of these facts it may reasonably be
concluded that psychological tests, while a valuable aid
in determining a student's ability to do college work,
can not be relied upon blindly or exclusively. They must
be used together with other materials as a basis for di-
egnosis and prognosis in connection with educeational ad-
vice and direction in high school and In-college.l9

16. S. S. Colvin, Ibid., p. 42

‘?"?\. L. H. King, Mental and Interest Tests, p. O
18. R. 6. Imller, Op. Git., pp. 6, 7

19. G. M. Whipple, "Intelligence Tests in College and Uni-
versities", Twenty-First Yearbook, (1923), p. 265

_-_-_-_‘--__'_"'- -—



M. R. Trabuedl says that the interpretation of test re-
sults in educational and veocational guldance iS largely neg-
ative.

Termangl has this to say about intelligence tests not

e

being accurate measurenents of future success:

The ¢hild is not all intelligence; his fitness to
take un the work of a trade 1s determined partly by such
factors as health, industry, attitude toward school work,
and regularity of attendanc

Surely the above quotations from literature show that
nany of the country's prominent educators are of the opinion
that 1. Q. scores are poor criteria for predicting the kind
and amount of suecess in -gschoel-or life. |

Some people think that intelligence tests are not ac-
curate measurenents of intelligence because they measure
"speed" intelligence and not "power" intelligence, since
the score denends, more or less, upon how many problens sol-

ved and not upon how difficult. (@bi#ihggmgéﬁémtﬁatwfﬁéwzégfs

e

do not give the aslow, but accurate and t‘ﬂoughmu1 learner

he writevr-ig of “the opinisE”

full justice. Consequentl;

that some peonle might work faster, make a higher score, dbut

£

not be equal to sorme grave problem which the slow, deliberate
thinker night solve.

From the paragraph Jjust finished naturally comes the

20. M. R. Trahue, "The Use of Intellipgence Tests in High
School"™, Twenty~First Yearbook, (1923), p. 176

21. L. M. Terman, Op. CGit., pp. 299, 300

22. G. M. Vhipple, Loc. Cit.
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question, Are intelligence tests accurate measurements of
the inventive mind? Probably not, for the inventive mind
would evidently have power intelligence, but as evidence
for this, there is wvery little. Spencer, Darwin, Newton,
and several other famous man:;;ia:hgﬁn cited as evidence
for the statement just made, because they made low grades
in school, but because they made low grades or failed does
not necessarily mean they would have scored low on one of
the present-day intelligence tests.

Because, for one thing, few if any of our great cre-
ative thinkers have taken intelligence tests, there are
little data to prove that the inventive mind can not be ac-
curately measured; and, at the time, it is the opinion of
the writer that the foregoing reason might work as well the
other way to prove that it has not been conclusively demon-
strated that the tests can accurately measure the intelli-
gence of the inventive mind. Though the writer has little
evidence to offer one way or the other, he would like to ask
this question: What test would be an accurate measurement
of the inventive mind that does some creative thinking sub-
conscioua%y?f To be sure, there are dozens of other examples,
but, if history is correct, the "Kubla Khan"™ and the Ta}j
Mahal are products of such minds.

Whether or not intelligence tests can measure power in-
telligence, whether or not they can measure the inventive
mind, and even barring the dreamer or subconscious creative

thinker, it probably goes without argument that if the tests
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are accurate measurements of the abstract inventive mind,
thay ere not accurete measursments of the practieal inven-
tive mind---the mechanically inventive mind.

The tests of so-callsd general intelligence are made

deas instead of

i_! »

eal with

o

elmost entirely for ability to
ebility to work with things; yet Dewey says:

The simple facts of the case are that in the great

majority of human beings the distinetively intellectusl
Interest i1s not dominﬁnt Thegﬁhave the so-called prac-
tical impulse snd disposition.&v

licParlaned4 found that practical ability does not cor-
relate closely with general intelligence; and---

Stenquist, revorulng a study in which he usged tests of
"eseneral mechanical intelligence an ubilLtv' savs that
“at least 40 per cent of the nu31ls Prom a typlcal school,
who are below average in reneral sbstract 1ntell¢gence
are ahove average in the kind of ability refulwed in th
four mechanical tests™.20 :

Agein, some educators, such IieCall, ené

ol
¢hoLau1&bg7, think that intelligence tests falil to test a-
bility to deal with people, fall to measure the socisl in-
telligence.

.

Thus, FullerzS ﬂavs there are different kinds of in-

7

L |_.u

telligence. T orndtrewg savaztlefe are threg, And who

3. R. G. Fuller, Op. Cit., p. O
24. PB. G. FPuller, Loc. Cit.
585.‘ R. G. Fuller, Loc. Cit.

R. &. Fuller, Loc. Git.

. A. McCall, How To leasure in Education, p. 173

R. G. Fuller, Loec. Cit.



knows bubt that there are more? At least Thorndike mentions
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have bheen indirectly suggested through the

discusslion---absiract, nechianical, and social.

The discussion and quctatlons of the last few pages

have been glven to show that the sc-called general intelli-

gence tests only measure one of our three or more I. Q.'s,

Py

the abstract intelllgence. Gansequenﬂiy, this would indi-
cate the nome of the tesis should be changed, i thev are
to be considered, even in a broad sense, accurate measure-~
nents.

If the o«called general intelligence tests measure
only abstract 1nte]lAz nce instead of mechanieal or socisl,
or others if there be others, if they measure environmental
or acquired intelligence instead of only native intelligence,
‘if they do not mezasure character and personality, the driving
force behind ﬁbe intelligence, and can not make an accurate
prognosis, not as accurate as that of grades, then perhaps
it would be better to limit the measuring capacity of the

ests to thé practical schoolnan's definition of what they

neagurs---ability to do general school work.

Tven though what intelligeﬁce tests measure were lim-
ited to the above to avoid inacouracies of measurement in a
‘broad or general sense, there would still be other things to
consider, some of whileh follow, in the discussion of other -
inaccuracies, most of which are ﬁore or less minor, before

it could be 321d the tests were more than accurate just in

a general way. P
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Although it has been indirectly stated in the preced-
ing pages that intelligence tests are unfair to people who
are not verbal-minded, especially to socially minded and
mechanically minded people, nothing has been said of the
English handicap that foreigners have in taking the tests.

Dozens of examples could be taken from literature to
give information on the above topic, but instead, the con-
clusions of Dr. Rigg30, of the Oklahoma A. and M. College,
in "Some Further Data on the Language Handicap"™ are cited.

The day is past when the psychologist can calmly
sit down with a stock of "Stanford-Binet blanks", deter-
mine the median I. Q.'s for a few children of native
American, German, Jewish and Italian descent and proceed
without delay to announce to the world the relative in-
telligence levels of the nationalities represented.

Besides the above, are the tests discriminating to
people who become "rattled™ on the tests because of knowing
that if they fail adverse criticism will be forthcoming?

A‘W""' s "
Are they to people whose tests are not correctly given or

/l 3 -

graded? Are they to peopl& who have had an unfavorable en-
vironment?
At least, the tests discriminate against the children

of whom Dqu,TiegsSl spoke whenhe—said:
uﬂ
d?rom 2 to 5 per cent of our pupils have visual, au-
ditory, or motor-coordination difficulties surficiently
serious to interfere with obtaining a wvalid intalligence
test.

30. M. G. Rigg, "Some Further Data on the Language Handicap",
The Jou. of Edu. Psy., XIX (April, 1928), p. 252

. E. W. Tiegs, "Breaking Down The I. Q.", Progressive Edu.,
(Dec., 1936), p. 605
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And from the questionnaire--—-

III«l-(lS) Discrimination against some of the students

Forty-six, almost one-third, indicated that the tests
diserininated against some students. Evidently they do,
for how could a test measure accurately the intelligeﬁee of
a child Who:ﬁgr;i&ikﬂewwtheuﬁngligh language,iorwwho~hadvﬁ
some eye defect?! This.is more evidence that in some éasesA
thé”tesﬁs can not meagure accurately.

It must be considered, too, in some of the discussion
to follow, that a few of the supposed inacecuracies are not
inherent, not exactly the fault of the test, grading for
example.

An item in the guestionnaire pertaining to grading is
ITT-(11).

IIT.

1. Check the following that you think are detrimental
influences or results of I. Q. tests in the school:

(11) ¥ot graded correctly

No. Per

Cent
41 26,0

About one-fourth indicated the tests were not accurately
graded., MNot such a high proportion, yet it expresses the o-
pinion of guite a few teachers. Evidently many of them knew,

or thought they Knew, of tests being nisgraded.

wd
s
PG

The writer taucht in one of the largest schools in wes-
tern Oxklahoma. a few years ago and knows that when intelli-

gence tests were given in that school, some of the women



teachers tried but gave up as complete failures at trying to

accurately score the tests.

L»,‘yﬁ«) 23N "["{y fe o,
& B

The writer taught in another school in western Oklahona
in which the tests were given, and knows that half of the
teachers did not finigh the scoring of their tests either
because, as they said, they were too hard to score, or be-
cause it took too nwch tine.

'Kelley33 makes the statements that all papers should
be rechecked by an expert, or in a central office under the
gsupervigion of an expert, and that a teacher should not scors
the papers of his own puplls. VII-1 of the gquestionnsire

will give some information on this.

Vil.
1. ¥%ou need not read the first nine items below il I.
3. tests have not been givenr in your school; if they
hiave, underline the name or namss of thoge who gra-
dad the papers:
Ho. Pex
. Cent
2 3.2 (1) sStudents who took the test
3 2.7 (2) Other students
14 £2.2 (3) Clagsroom or subject-matter teacher
of the students tested
7 11.1 (&) Teacher who did nolt teach the students
tested, but was sponsor, coach, home-
roori teacher, etc.
4 14.2 {5) Secretary to the principal or to the
superintendent
11 17.6 (6) Prineipal
15  23.8 (7) Superintendent
J&. G. M. Waipple, Op. Cit., pp. 35, 47
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1 1.6 (8) An expert at testing who had no as-
soclation with the school other than
being hired or secured temporarily
for the nurpose of giving the tests

1 1.5 (9) An expert given a mors or less per-

Tooc
mnanent position by the schgoi but who
had 1little or no associatlion with the
children tested

Qut of 154 only 38 (83 checks but only 36 papers), less
than one-fourth, indicated by telling who scored the vapers
that the schools in which they taught had given I. 4. tests
some time or other. Xelley would not approve of the scoring
by the ones mentioned 1n the first three items, who make up
about one=-third of the scores. Only two showed that experts
checked the papers.

Vii-2 gives some more information on grading.

VII.
£. Uere the test vnapers rechecked by any member or mem-

bers of the gchool faculty to see if there were any
errors in the first scoring? (Yes or no)

Tegm—m———— 12
Hom e A

Blank~-—-- 11
From one-third to two-thirds of the papers were not re-

checked. This might have given a chance Tor some nisgrading,
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mispgrading, some of the fault may be in the test

L BE - :
ple, MeLaughlin®?, in his thesis at the QOklahoma A. and M.

353. J. A, llclaughlin, A Comparative Jtudy of the Reliability
and Validity of the Artificial Language Test in the
American Council Paychologlieal Zzxamination, 1%31 and
1932 Editlions, 1. 6
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College, showed how it was possible "to beat the test" in the

language test of the 1931 and 1932 editions of the American

Council Psychological Examination.

Thus the student could get credit for over sixty-
five per cent of that test without trying....... .this
would not be an accurate method of measuring intelli-
gence, but would be to the advantage of the fast, care-
less worker.

What do we find in the questionnaire about tests not

being given correctly?

I1I.

1. Check the following that you think are detrimental
influences or results of I. Q. tests in the school:

(10) Not given correctly

No. Per
Cent

73 47.4

Approximately one-~half said the tests are not given cor-

rectly.

The next table shows who gave the tests in the schools

represented by the ones who filled out the questionnaire.

VI. You need not read the eight items below unless intelli-
gence tests were given in your school; if so, underline
the one or ones who gave the tests:

No.
10-=-~
1R

B

¥ DS
(.

Teacher who taught the students tested
Teacher who did not teach the students tested,
but was somewhat closely associated with them
as a sponsor, coach, homeroom teacher, etc.
Teacher who d4id not teach the students tested,
and who was in no way closely associated with
them in or out of school

Superintendent

Principal



L--= &, Decretary to prln ipal or superintendent

f--- 7. An expert at-t@sting who had no asgociation
with the school children other than being
hired or uecurad by the school to administer
ths ftesgts

3] 2
com=== D

O
ct
sy
@
H
5}

Only two papers out ol ths 356, 5.5 pe r cer t, qombd uhat
experts had given the tests. Yet, ulllllaﬂd and Jordan54 say
other tesis may be the work of the clagsroon teacher but that
intelligence tests should be the work of a specialist.

Table VIII has some information on pefsonal a&minis%ra—
tion of the tests. 0Out of the 154 who answered the question-~
naire 45 had given tesis; so let us see what they have to say
about their giving the tests correctly.

VIIT.

4. Approximately how many students did you test?

Five wino had given tests did not answer; 40 gave answers
that varied from 1 to 3,000, the 3,000 being given by a col-
lege instructor. The total tested eguals 7,739; the average

wr

tezted by the 40 equals 183.

7. Did vou read carefully and understand all of the
test directlions befors yvou started the test?
(Yes or no)

Only three designated they did not understand the direc-

tions.

i%@g A. R, Gilliland and R. H. Jordan, Op. Cit., p. 39
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VIII.

6. Approximately what per cent of the students did
not keep busy on the time tests, but looked out
of the window or did something to waste time?

Sixteen gave no answers; 29 gave answers from 0 to 15.

The average for the 29 1s 5 per cent. This is not very
large, is it?
VIII.

3. Was there any noticeable disturbance during the test?
(Yes or no)

Yeg—emenn—e 1
No=wemmmem 42
Blank-—w=== 2

Only one sald there was noticeable disturbance.
VIII.
5. Approximately how many explanations did you make?

Fifteen did not answer; 4 answered "few"; 26 gave an-
swers that varied from O to 100. The college instructor who
gave the 3,000 tests gave the 100 explanations. The total
explanations made by the 26 is 190; the average is 7. Since
15 did not answer and four answered "few", it can not be
said that each of the 26 that gave explanations gave only
7 explanations in administering 193 tests, but evidently
this is not far wrong. This would mean that explanations
were made for 3 or 4 per cent of the students taking the
tests. To the writer, who has given tests and watched sev-
eral administered, this seems exceedingly low, but he re-
alizes that the above is an average.

VIII.
2. Did you talk much during the test? (Yes or no)
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1. Did vou give the gbudentz an extra minute or
for good meagure? (¥Yes or no)

LI e LN s L G o . +  Aan § et oy A .2 4 oy~ g
Tive bteachers, over 12 nor cent, admitted giving sutra

Giving oztra time 1s one form of cheating that Kelley

had reference to when he gzaid irtellisence tests should be

The writer can give at least a dozen exanmples of cheat-

ing done on intelligence tests in college by indivicduals

taking the tests, zpnd some do not pertain to one or two in-

o)
9}

o

dividuals, either. For example, Jjust b fore the Iowa Place-

ment Tests were given to the entire gtudept aouy of the

Oklahoma -Aw-and li. College in the school year of +954-35, the
writer witonessed a boy, whose name he has forgotten, open a
private lelter within the post office and nroduce a copy of
the lowa Placement Tests to prove to two or three onlookers

of the tegst

Some cheating, such as the above, would be hard aven for

a gpecilalist to stop, but evidently & speclalist would av01a -

T. L. Kelley, "Interpretation of Educational leasure-
ments™, p. 45
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much that a elassrocm teacher would fail to awoid, at least
this is the opinion expressed by T. L. KelleyS® in "Inter-

pretation of Educational Weauurembnts"
. There are & ‘host of causes,- sayg\McCJ?id7 which
have the power to produce large or subtle changes in the
] peraonalltv and behavior of the examiner, which behavior
1_?may in turn aperate to ra:se or lower the pupils' scores.

Another reason for thlng good examiners.

Though several tblng have been discusged in

ad5 that affect or might affect the accuracy of intelli-

' T . .
;enoe testsT the writer realizss that by no means have all

of the possible factors besn considered, but thinks that
the most important ones have; and in cvlosing this chapter,
gives two paragraphs from the end of the first chapter in
Kelley's "Interpretation of Educational lieagsurements®,

These issues strike deep in social 1life and indi-
vidual philosophy. We thnk of the "old" methods and
the "0ld" subjects of the ecurriculum as being hoary with
precedent and prejudice, but the ruts of the test move-
ment are alrezdy so deep that there are many who do not
see beyond them. We assume that there is a trait---
for example, reading---varying from child to child.

Let us guestion this scsumption, for it may be a dozen
traits erroneously called one. We assume that tests as
given by different teachers and at different times have
called forth equal nr approximately ecusl effort; we as-
sume a sufficient gsensory and nmolor eguipment; we assume
that the sampling as drawn out by the test questions
constitutes a falir and sufficient sampling of sbility.
If we can not svoid making these assumptions, we can at
least pause long enough to stesep our souls in the con-
viction that they are present and obscure our findings.
If the pause is long enough and well spent, we may se-
cure an estimate of the magnitude of the errors intro-
duced. There is a becomlng modesty and reserve in the
verdict of a tester who has paused this long andé to

this outecoune.

T. L. Eelley, Loc. Cit.

#7 M. A. McCall, Op. Cit., p. 307
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Two plus threc has so often totaled Tive, and two
times three 30 commonly yielded six, that we have assumed
test scores may with entire propriety be added, subtract-
ed, multiplied, and divided. Tkev seldon can. Test de-
viserg have apparsntly been gqulte successful in obtain-
ing test-score units whiech are substantially egual and
can be added and subtracted, but they have failed guite
signally in determining reasonable zero points, so that
the product or quotlient technigque rests upon shiiliing
grounia. Let us not forget this, and repeatedly ask,

"Do I know that the beg innlﬁg of the kcgle of measure-
ment is a sound zero point of ability and that I thus

may obtein a meaningful guotient?" The very asking of
the question has nrofoundly stirred our mensurative na-
tures, and answering it "io", as we generally must, robs
us at once of a very sinmple method of 1ﬂternretatlon, of
a very common source of errors in judgment, and of our
fellowshin with the getl- rlca—qu1ok variety of mental-
test internreter. It is not to be desired that the guo-
tient technique be completely discarded, but the writer's
immediate purpose will have been accuﬂnllwwud if his
readers nlll but think of the height above zero of an
average li-year-o0ld in a dozen mental tests as being com-
parable to the height above the water of the rail of a
rolling ocean liner asg measured at twelve different times.
This should be---let us hope it is---~a concept to make
one dizzy, for uncritically to sccept any zero point,
however derived, as & proper basis for uet@rainLap Jquo-
tients is bewildering and mentally loathsome .58

58.

7, L. Kelley, Op. Cit., pp. 16, 17
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CHAPTER V
THE CONSTANCY OF THE I. Q.

As all of the findings in Chapter III, The Results of
Environment, have weight upon Chapter IV, Not An Accurate
Measurement, just so all of the findings in both Chapters
IITI and IV exert influence on this chapter in the discussion
of the constancy of the I. Q. As the effects of environment
help to make intelligence tesfé inaccurate measurements of
only native ability, just so they exert an influence on the
intelligence that may cause it to vary, in other words, if
Chapter- IIIfbrought forth avidenceqthat intelligence 13 af-
fected by environmant then it’grought rorth?evidencgﬁthat
the I. Q. might vary, ror 1t atands without argument that
environment may vary. Again, anything in-Chapter-IV that
brgﬁght forth evidence that intelligence tests might not be
accurate msasuremants, brought forth evidence that the I. Q.
may varfiw‘gll of the environmental factors, and all of the
factors that deem 1ntelligence teats{ ‘not tacc,urate measure-

ments, work to make the I. Q. vary. And, anything 1n this
chaptar that proves the I. Q. will vary, will be proof for

deptez) - "
; At AT

-Ghaptow—;ii that intelligence tests, are not accurate mea-
surements.

This chapter, though really a part of the preceding one,
is being considered separately because both of its import-
ance and because of the amount and kind of research work to
be presented. There are many factors that may make intelli- .-

gence tests inaccurate measurements---but this, perhaps, is
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the most important; beglides, as far as the writer has been
able to tell from literature, the resesrch work to be nre-
sented here wlill cover mors cagses than many similar research

problems or experiments on the constancy of the I. 3.

Before taking up the research work or statistical study,
perhaps some informaetion from literature on this subject
might help. S
Freeman, Holzinger, and Mitchelll report in their studies
at Chicago of a significant improvement in Intelligence for
a group of children that were tested before and several years
after being placed in foster homes. Py
Dearborn gives an example of a girl gairning 37 points
in intelligence in three years, of another child gaining 22
noints in six months.®
Dr. Hellen T. wgalley5 retested children of the Merrell-
Palumer Mursery School and found an asverage increase of 13.6
points in I. Q. e e
7 In the Journal of the N. X. A. you may read---

A ¢hild may change from a high-grade moron to a
genius in a few years.

Current conceptions of the stability of the I. Q.,
to which great significance is attached in most school
systems, were torn to shreds before the psychological
section of the American Assocliation for the Advancement

of Science here today by Dr. Beth I. Wellman, professor
of psychology at the University of Iowa. . . . « .

1. J. H. Barnes, Op. Cit., p. 60
7&9 W. F. Dearborn, Op. Cit., pp. 126, 208

573; "E. L. Marine, The Effects of Familiarity with the Exam-
-/ iner upon Stanford Binet Test Performance, p. 3



Dr. Wellman told of experiments which make mince-
meat out of this idea of a "mystical intelligence®. She
gave the cases of five children. One had an I. §. of 3¢
at three, of 149 at ten, and of 132 at thirteen. An-
other started at 2, moved up to 187, and fell back to
143 at twelve years of age. Another moved from %8 to
153 in ten years. These were all ordinary children,
whose intelligence increased to that of geniuses. A
Tifth ehild with an I. Q. of 124 at three had moved up
to the supergenius class of 165 at ten. At twelve she
leveled back to 154.%

Last year Stoddard told -the N. E. A. convention that---
The best tests avallable showed that for 600 child-
ren who attended the pre-schools sponsored in the sta-
tion, there was an average gain of 20 I. 4. (intellizence
measurement} points.
Terman® rechecked 455 pupils to find that the middle
5C per cent of all the chianges ranged from a loss of 3.3 to
a gain of 5.7 in I. 4. This 1s not a very large change for
the middle 50 per cent, but how about the other 50 per cent?®
Ternan’ partly answers this when he says that about 5 per
cent vary as ruch as 15 points.
We do not have, says Terman, an infallible measur-
ing scale, and sven if we had we should hardly expact

- vy . - . 3
the I. Q. «e«...to maintain perfect constancy.®

e following statistical information is presented here

-

o

to ehieck the counstancy of the I. 4. and to compare the re-
sults with the deviations of the I. @. as found by some of

the authors just quoted---Stoddard, 2C points; Woolley, 13.6

4. T. R. Henry, Loc. Cit.
5. G. Stoadard, Loc. Cit.
&. H. M. Cornineg, Op. Cit., p. 8
7. L. M. Terman, Op. Cit., p. 300

L. M. Terman, Op. Cit., p. 154




o1

points.

The author has found similar studies based on as few
as 30 or a hundred pupils but not very many based on more
than three or four hundred cases, with the exception of two
studies just mentioned---Terman's and Stoddard's. Stoddard's
S 4 adean il s 435. 'This study has 321 pupils
in one school and 98 in another, making a total of 419 dif-
ferent pupils; but this gives an idea of only one-~-third of
the size of the study, for three different I. Q. scores have
been used for each pupil. This makes the study include 1,257
I. Q. scores, more than that of any other similar study that
the writer has been able to find. _

Each of the 419 pupils took the Henmon-Nelson in April,
1936, while in the Sixth; each pupil took the Otis Self-
Administering in Nov., 1937, while in the Eight; and each
pupil took the Otis Quick Scoring in Nov., 1938, while in
the Ninth.

The first table for each school shows the gain and loss
of the Otlé Self Administering, based upon the Henmon-Nelson;
the second shows the gain and loss of the Otis Quick Scoring,
based upon the Henmon-Nelson; the third shows the gain and
loss of the Otis Quick Scoring, based upon the Otis Self
Administering.

The first set of three tables concerns the scores of
the 321 pupils in the Cleveland Junior High School of Tulsa,
Oklahoma. There were only two pupils in this school who

had not taken all these tests.
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CLEVELAND SCHOOL
Key to Tables
In the first two columns---

HN---~-Henmon-Nelson intelligence test scores

08A---0tis Self Administering intelligence test
scores

0Q8~---0tis Quick Scoring intelligence test scores

In third column, merked (1), are the gains in points
of the score in second column over the score in
first column.

In fourth column, marked (2), are the losses in points
of the score in second column over the score in
first column.

In fifth column, marked (3), a zero designates no
change in score.

Table I Table II Table III
Hvjosa|(1)f2)f3)]] Ewjogs|(1)(2)k3) || osAlogs|(1)f2)k3)
921101 | ¢ . 921110118 101 1110} ¢
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130122 8 1301118 L2 122 1118 4
116 (116 0 || 116107 9 116 {107 9
106|102 4 1061112} 6 102 112110
108 96 Lz 108|105 3 96 1105 ©
1041115}11 104111713 115117} 2
90| 96| 6 90| 97| 7 96| 97| 1
871101 |14 871101114 101 {101 D
67| 70| 3 67| 681 1 70| 681 |2
11961110 9 1le}111 8 1104111: 1
110)10¢ 1 1101114 4 109 1114} 5
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Table I Table II Table III
HN O0SA (1)(2)(3) HN 0g9S (1)(2)(3) 0SA 098 1)(2)(3)
83| 71 12 83| 93|10 71| 93|22
1241111 13 124111 13 ey s RET ‘ 0
2111001 ¢ 91| 99| 8 100| 99 1
1241116 8 1241111 13 1161111 5
- — — - —} _=
Total Total Total
Stu. 179 1 Stu. 219 Stu. 196| 96(29
Total Total Total
Pts. : ; Pts. 1953 Pts. 1373}480| O
Mean 7.18{7.0f Of Mean 8.91_7.4 QL Mean 6.95]5.0] 0'

Comparing scores of the second test with the first, 17
remained the same; comparing scores of the third test with
those of the first, 14 remained the same; comparing scores of
the third with the second, 29 remained the same. This shows
that out of 321 very few remained the same; they either lost
or gained.

For the second test, Table I, 125 pupils made an average
loss over the scores of the first test of 7 points; in the
third test, Table II, 88 pupils made an average loss over the
scores of the first test of over 7 points; and in the third
test, Table III, 96 pupils made an average loss over the
scores of the second test of five points. This means that
with each new test there were fewer pupils who made scores
lower than their first scores.

In the second test, Table I, 179 pupils made an average
gain over the scores of the first test of over 7 points; in

the third test, Table II, 219 pupils made an average gain of
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almost ¢ points over the scores of the Tirst test; in the
third test, Table I1III, 196 pupils made an average gain of al-

wost 7 points over the scores of the second test. The sec-

L-Jb

ond test zcores gmalined on the first, and the third gained
on toth the second and first, bub gained more on the first
than on the second. Thisg means that with each new test there

et . 3 . ~ L - > - * o 4 -
was an increage in the number of pupnils who rmade gscores high-

ot only cdo the avove tables show that the I. 4. changed
aome, put thai it increaged. This is nade more evident by
comparing test three with test one, Table II. By adding the

total gained vpoints, 1853, and the total lost points, 651,

F]

"hi

!'JJ

gives a change of 2504 for 381 pupils. is an average

change of .11 points. By subtracting 651 from 1953, the

net galin is 130E peints. This is an average net gain of over
How, what would account for each pupil galining over 4

polnts in intelligence? Coulé more testing experisnce? Iore

schooling” Or adolescence? Vhatever the cause, evidently it

Though the zbove results show that the I. 4. was not

conatent for the Tulsa »upils, 1t was more consitant than the

writer expected, for the average change of 8.11 points, though

glgnificant, ls not as greci as the averare galin in sither the
nreviously mentioned reports of 3toddard or Voolley.

The writer would suggest that a change in environment

]

had a great deal to do with the increase in the I. Q. of the

nursery and preschool children of the above studies, for the



children were tessted before and after having the influence
of good schools. DBetter environment, especially in the way
of schooling, was hardly possible with the pupils of the
Cleveland School, for they had the influence of an excellent
school environment to begin with.

Clgveland Junior High School is a good school, one of
the best and largest in Tulsa. The children who attend it
are from stable homes. Knowing this, the writer decided to
sze how constant the I. Q. wag for children in a school where
the factors of school and life were more variabie.

The scores to follow come from 98 pupils of the Lowell
School on the outskirts of Tulsa, where howes are not so sta-
ble and life is more variable. There were over 50 pupils in

this school who had not taken all three of. the tests.

LOWELL SCECOL
Key to Tables

In the Pirst two columng---

Hij----Henmon-Nelson intelligence test sgores
084---0tis Self Administering intelligence test
scores

0048-~-0%is Quick 3coring intelligence test scores

In third column, marked (1), are the gains in points
of the score in second column over the sgcore in
first column.

In fourth column, marked (2), are the losses in points
of the score in seccond column over the score in -
first column.

In fifth column, marked (3}, a zero designates no
change in score.
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The results of the above set of tables show about the
same thing as the set for the Cleveland School; namely, with
each new test more pupils make a higher score than they did
the first time, and the I. Q. varies some, both in losses and
gains, but the gains are greater than the losses.

In comparing test three with test one of the Lowell
School, Table II, 81 pupils, about 80 per cent, made a gain
of almost 12 points each; whereas in the Cleveland School,
with the same tests, 219 pupils, about 66 per cent, made
gains of only ¢ points.

In test three for the Lowell School, Table II, the total
points gained were 943; the total lost, 95. This makes 1038
for 98 pupils. This gives an average change of over 10.5
points. Again, this is greater than the average change of
8.11 points of the Cleveland School.

Subtracting the total lost points, 95, from the total
gained points, gives 848, the total net gain. This gives an
average net gain of 8.85 points. Then each child of the
Lowell School gained twice as many points of intelligence
as each child in the Cleveland School. This somewhat sub-
stantiates the writer's opinion that the I. Q. is less con-
stant where life and school are more variable.

Though the average change in I. Q., 8.11 in one school
and 10.5 in the other, is not nearly so great as in the
Stoddard study or the Woolley study, the fact that one school
made twice the net ggin as the other would suggest to the
writer that the I. Q. might vary more in schools where school

and life were more variable, where any of the factors men-



73

tioned in the chapter about environment, or where any of
the factors mentioned in the chapter about intelligence
tests not being accurate measurements, might have a chance
to yield their influence.

After all, it must be remembered that the above average
changes of 8.11 and 10.5 are for groups, not for individuals.
Speaking of individual variation, Termen® has this to say: |

An I. Q. of 85, for example, means no more or less
than that the child tested later will probably be found
between 80 and 90. It does not mean that he %%x not

later test as high as 100 or as low as 70, although the
chances are roughly 22 to 1 against his doing so.

Though Terman does not think the number of extremé_;ar-
iations is wvery great, the writer concludes from the study
of the above schools that the chances for extreme variation
and an increase in_total variation might be greater in
schools where the factors of school are more variable than
they were in the Tulsa schools studied or in the schools in
which Terman did his retesting. In other words, it is the
writer's opinion, based upon the findings of the two some-
what different schools in Tulsa, that if three different
intelligence tests were given in one of Oklahoma's average
rural high schools there would be a chance for greater
average variation or change than that found in the above
gtudy.

Miss Holmes, director of tests in the Tulsa schools,
said that a few years ago there were many more variations

in I. Q. scores than now. She said that ever since about

/9. L. M. Terman, Op. Cit., p. 300
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five years ago that she and her departument had been doing al-
mnost everything possible to weed out the extreme variations,
g3 far as administering the tests was concerned, and had
found that one of the chief causes was children giving their
ages incorrectly. She made the statément that with doing
everything they could to avoid it, that even now at least 5
per cent of the Tulsa I. Q. scores were inaccurate bhecause

of this factor. She added that birth certificaetes were the
only solution to their problem and that help from them for
the upper grades would not come for several years.

The above informetion was given to show that the Tulsa
schools have one of the best testing departments in Qklahoma.
Y2t, 5 per cent of their I. Q.'s are inaccurate because of
incorrect ages, not to say anything about the dozens of other
factors that might affect the I. Q. Besides this, in the
Cleveland Junior High 3chool, the above study showed a group
chance of 38.11, not to say anything of the individual changes
of greater variation that would have to be in order to give
an average change of 8.11 points for each of 321 children.
And all of this under efficient testers and in an environ-
ment that is probably more constant than in the usual school,
at least in small schools or rural schools.

If the I. Q. varies sone for the group, and still more
for the individual in the best of schools, what should be

ivi-

£

the conclusion about the constancy of the I. §¢. for in

LA

duals, egpecially for individuals whose environment changes?
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CHAPTER VI
MISCELLANEOUS FACTORS

Some of the things to be discussed in this chapter may
not be so important, for there—is very little information
to be found in literature about some of them; however they
are given here because of their relation to the more impor-
tant factors, and rpr the information they may have for the
use and interpretation of intelligence tests.

Immediately after the World War such a wave of intelli-
gence testing swept over the country that some people thought
that the giving of the tests wes simply an educational fad.

Furthermore a great deal of the early use of tests in
the classroom was a matter of satisfying curiosity.
Hundreds of thousands of dollars' worth of tests have
been given to millions of children, taking thousends

of hours of pupil and teacher time, with absolutely
nothing ever coming of it.l

i

What do people think about the present giving of intelli-

gence tests? A look at the questionnaire will help answer
the question.
IITI.

1. Check the following that you think are detrimental
influences or results of I. Q. tests in the school:

No.

44 (2) An educational fad

38 (3) Given to satisfy someone's curiosity
___(4) Out of date

l. H. A, Greene and A. N. Jorgensen, The Use and Inter-
pretations of Educational Tests, p. 333
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This shows that between one-third and one-fourth, or

.

thereabouts, still think they are an educational fad and

s

are given to satisfy someone's curiosity. Vet, only 13 out
of 194 thought they were out of date.
It the tests are not given to satisfy someonet's cur-

iosity or as an educational fad, what is done with the find-

4. ATter knowing the I. Q.'s of the different pupils,
did you spend more, less, or about the same amount
of time on your slow pupils as you did before you
knew their I. 4.'s?

No.

17~-~-Ho answer
22---8ame time
O0---Less tire
16-—-liore tine

The above resulits do not accurately tell what was done
after testing, for other things might have been dons, bub
it does show that less than 23 per cent gave additional heln
to the ones who made low ratings. Then some good was done
for the pupil with the low I. §., but not as much as might
have been.

The writer has taught in three schools where intelli-
gence tests were given with little accomplished therefrom.
In two schools the testis were given and graded but nothing
was done witk the results; in the third school the tests
were not ali gradsd, let alone recorded. Though the writer's
experience may not be typiecal, and may not prove anything,

it is something to be considered.
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III.

1. GCheck the following that you think are detrimental
influences or results of I. Q. tests in the school:

No.
_7 (12) Wastes too much of the student's time
_6 _(13) Too much work on the teacher
A very small number think that the tests work the
teacher too much or take up too muech of the student's time.
III-1-(14) Expense of testing too great
Twenty~-five checked the above, showing that seversal,
over 16 per cent, thought that the tests were too expensive.

The following gives some more information on the above:

5. Is enough benefit derived from knowing the I. Q.'s
of students to compensate for the expense, the
teacher's time, and the children's time spent in
an I. Q. testing program? (Yes or no)

Yeseewaa 28
No--===- 14
Blank---12

Of the 54 who had given tests over half of them thought
the information gained from the tests more than compensated
for the teacher's time, the pupil's time, and for the ex-
pense; however, practically one-fourth did not, and one-
fourth would not say.

Perhaps, when some of the above said that the expense of
testing was not too great, they were thinking of giving only
one test.

IV.
1. Does your school have the money and the time to give

several intelligence tests, at least two or three,
to every student? (Yes or no)
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Yegwenmae— 57
NOo~cmmmmm s 78
Blank-w--~ 35

In the table just before this one the one-fourth of the

people who hed given tests indicated that they thought the

tes

ts too expensive; in this tsble about one-half of all the

veople who answered the questionnaire, whether they had given

tes

mon

cat

pup
hig

L)

m™al

ts or not, indicated that their schools d4id not have the

ey to gilve two or three intelligence tests.

This is something to think about, when many of our edu-

ors think that more than one test should be given every
il. Tulsa gives three tests to each pupil in the junior
h school, takes the average, and calls that his I. 4.

sa does this to make an allowance for the changing I. Q.

Peterson?, of Peabody Collese for Teachers, thinks that

more than one test should be given each child., Binet®

thought that several tests should be given, even five or six.

M. R. Trabue?, of Columbia, says:

The tests at present available are so inadeguate
and crude that one who uses a single test score as the

sole basis for a vitel decision in the life of an Ameri-

can youth is guilty of most unscientific practice and
possibly of a great injury to the child advised.

S0, if the I. §. 1s not constant and the school does not

have the money to give more than one test, should it be giv-

en at all®?

éé/ J. Peterson, Farly Conception and Tests of Intelligence,
. 28%

’@) J. Peterson, Loc. Cit.

4. M. R. Trabue, Op. Cit., p. 177
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If half of the schools could not buy several I. Q.
tests, how many can buy both intelligence tests and achieve-
ment tests? The table below helps to answer the question.
IvV.

2. Does your school have the money and time to buy

and give both intelligence tests and achievement
tests? (Yes or no)

Yes-ceema= 48
No-====e==67
Blank—==-= 39

About one-third say "yes". To the two-thirds, who do
not have the money and time to buy and give both achievement
and intelligence tests, the writer would suggest from the
following discussion ﬁhat perhaps only achievement tests
should be bdﬁé&?l Of course, the intelligence tests are
better for some things than the achievement tests, but the
achievement test may displace the intelligence test in many
instances. This statement will be substantiated in the fol-
lowing discussion.

In the first place Gilliland and Jordan® think that
classroom teachers may give achievement tests but only
specialists should give intelligence tests. Holzinger® says
intelligence tests add little to the information furnished
by achisvement tests. Kellay7 says that a comprehensive a-

chievement test measures about the same thing---80 per cent.

¥5. " A. R. Gilliland and R. H. Jordan, Op. Cit., p. 39
;ﬁﬂ W. S. Gray, Op. Cit., p. 180
'7ﬁ4' T. L. Kelley, Op. Cit., p. 21



Mot having the money to buy secveral intelligence tests

4, or not having the money to buy both intelli-
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should not be the only

5

reason for using achievement tests instead of intelligence

. »

3ts.  Tor prognosis in g specific subject or field Kﬁlleyﬁ

3

ta

¥

has showed that achievement tests are preferable to intelli-
gance tests
O0f course achievenent tests are tetter than intelli-

gence tests for measuring progress in a particular school

| i

subject or in general school work.

As a basls for future classification of pupils, at
least as a basis for predicting future success in school,
‘Kelleyg has found grades, teachers' estimates, and special

tests to all be better than intelligence tests.
Even tests other than achievement may be used instead

of intelligence tests. Keyslo showed in his work on curu-

lative testing that an average of gome § or 6 tests given

for ingtructional nurposes 1s as good as an intelligence
test for sectioning and classifying pupils.

£
A good vocabulary test might be substituted for the in-
telligence test if no grades, teachers' estimates, or any

other information is evailable toc help in an immediate

% T. L. Kelley, Op. Cit., p. 26
N L. H. King, Mental and Interest Tests, p. O

10. N. Keys, The Improvement of lieasurement Through Cumu-
o lative Testing, p. 77
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sectioning of a new group of pupils. Termanll says that a

vocabulary test is o fair intelligence test. He found a .61

o
.»Jn

correlation in one of his intelliigence tests between the voc-
abulary part and the whole test.

Again, it is probable that ratings on achievement tests
do not have the possible detrimsntal °ﬁ@ults or after effects
that intelligence tests might have.; Tle questlonnalra ‘shows

to be true.

c+
=
[
&)

Iv.

3. Does a low score on an achievement test stigmatize
a child as much as a low gcore on an intelligence
teat? (Yes or no)

Yegowmmem—-— 12
No=ewewew=102

Dlank-----33
Cver 5 times ag many sald "no" as sald "yes". Does
this need further interpretation?
How many think that the results of intelligence tests
stigmatize children?
III-1-(5) Stimmatizes children
Thirty-four checked the above.

V. Tou need not answer the follovlnr six guestions unlese
intelligence tests have been given in your school:

1. Do the pupils in your school know what they made on
thelr intelligence tests? (Yes or no)

Yegmmmm—=-12
Blank----=-G

Fifty-four schools are represented in the abeve tabls,

afli:? L. M. Terman, Op. Cit., p. 308



but evidently the teachers in ¢ of them, for there were ¢
blanks, did not know whether the children knew their I. Q.
rating or not. This is probably because the tests were giv-~

en and forgotten, nothing being done with the ratings. If

g\{

this is true, it would not make very much difference whether
the pupils in these ¢ schools knew their I. Q.'s or not; but
in the other schools over one-fourth knew their I. 4.'s.
This proportion is too large, for if enildren sre not to be
stigmatiged, they are not to find out their I. Q.'s.

For obvious reasons, says Termanl?, the teacher
should use discretion in talking about the results of
tests. That the child should not be told his masntal
age or I. Q. has already been emphasized. The teacher
will &lso find that it is generally unwise to discuss
the test results with parents in very specific terms...
e.slt is best not to discuass I. &.'s and nental sges of
individual pupils too freely among acgqualintances or evsn
among colleaguss. One never knows when or where a
chance remark will be repeated.

The discussion to follow concerns other possible bad

2

effects of giving intelligence tests, especlaliy if the pu-

r

pils know their I. @.'s.
I1I-1
54 (6) Gives some students the "big head"
gg_(?) Promotes laziness among slower group
ggﬂ(a) Promotes discord bestween patrons and the school

43 (¢) Causes trouble anong children in the same
fanily

One-third indicated that some students get the "big

head". This is a high proportion, one out of three, and is
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all the more indicative when it is realized that most of
the people who filled out the questionnaire were experienced
teachers.

About one-sixth thought the tests promoted laziness
among the slower group. 'ﬁbé_wiiter has haard‘boys in a high
school in a certain college town say that they purposely
made low grades on their tests so they would be put with a
slower group and could have more time for sports. Whether
this actually happens or not it is something to consider.
Not to say anything of the parents whose children made low
I. Q. ratings, in this same town the writer has heard of
parenfs, members of the college faculty in one or two in-
stances, complaining that because their child made a high
grade on an intelligence test he was ruining his health try-
ing to do what the teachers expected him to do in order to

make an "A".

And from the questionnaire comes this information:
About one-third thought that the results of intelligence
tests caused trouble between the school and patrons. And
it is surprising to see that 43 out of the 154 checked
"Causes trouble among children in the same family™.

This tﬁgglé has considered several possible detrimen-
tal influences or results of intelligence tests, anéd even
though some of them may not be of grave importance, Len-of
these possible detrimental influences will-be-repeated,-with
the-tabulated checks that eaeh received in the questionnaire,

as-influences-that, in the writer's opinion, might be avoided



by elther defining the thing measured by

ntelligence tegts

J

tuls

school worlk, or, by substituting whenever

some other kind of test, e»;aclally the achievement

nzire, tke tabulat

with the

@}

11 (1)
22 (2)
38  (3)
13 (4)
54 (5)
54 (6)
25 (7)
53 (8)
43 (9)

nind that 154 people answered ths yuestion-

ions repeated here ought to be fairly sic-

exception of number {(4), Out of date.

eck the following that you think are detrimental
nfluences or results of l. Q. tests in the school:
&

Not an accurate measurement

An efucational fad

Givern to satisfy someone's curiosity
Out of date

Stigmatizes children

Gives some sgtudents the "big head"®
Promotes lazinegs among Slowerbgroup

Pronmotes discord between patrons and the
school

Causes trouble among children in the same
fanily

Discrimination against some of the students



CHAPTER VII
THE USE OF INTELLIGENCE THESTS <&

Sometinmes intelligence tests are given and little or
nothing ig done with the scores, as has besn previously men-
ticned in this Lhes %;gbut for another citatlion, and from
the Twenty-First Yeafbook-—-

Administrators reading this will in many cases be
reminded of piles of unscored tests in their offices
that have pot received this prompt and systematie
treatment.

But sometiies intelligence tests are given and too much
is done with the scaruh.  Since the guestionnaire has showad
that of the 1854 who answerad 1t 54 reprezented schools where
intelligence tests had been given sonme time or other, perhaps
it might e informational to find out something about what
these scheools did with the I. §. scores.

V.

2. Are your students grouped according to their M.
N : 3
A.'g? (Yes or no)

Yeswmmm e g

Only 8, hardly 15 per cent, grouped their students ac-
cording to their #. A.'s. It must be admitted that the above
guesticn is faulty; yet, even though the guestionnaire &id
not ask if the students were classed sccording to I. 3.'s,

A. G838, or E. Q.'y, ete., 1t iz probavle the teachers would

aave taksn "LI. A." on the gquestionneire as synonimous with

1. ¥M. A, Miller, The Adninistrative Use of Intelligence
' Tests in the Hdigh School, p. 126
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with "I. Q.“; ete. At least, it can be said that of the ap-
proximately 154 schools represented, only a little over 5
per cent of them classified the students by their M. A.'s.
Yet, over 35 per cent had given tests.

Even though a few classified the students according to
their M. A.'s, how many kept a record of the I. Q.'s?
III.

6. Does your school have a record of the I. Q.'s of
its students? (Yes or no)

Blank-----29

Forty-one had a record, leaving 13 that did not. This
means that of all the schools represented only 26 per cent
had records of the I. Q.'s. Only 35 per cent of the schools
had given tests, and only 26 per cent had kept a record of
the I. Q.'s. Surely this tells something about what use the
present schools are making of intelligence tests.

If 8, or over 15 per cent, grouped the students accord-
ing to their M. A.'s, did any of the students object to this
method of chassification?
¥

3. Approximately what per cent of the students objected
to being grouped according to their M. A.'s?

Here are the eight answers:

Answer Per Cent

Y e
2. ------ 0
" YRR 5
o il
S.mmmmm 25
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Answer Per Cent

8.~--="Parents prevented"

There were objections in 75 per cent of the schools
where the children were classified according to their M. A.'s.
In over half of the schools, more than 4, the objections
were serious, and in three of them they were extremely ser-
ious. In answer eight, "Parents prevented" is very signif-
icant. This also helps to answer the topic previously dis-
cussed about whether or not intelligence tests cause trouble
between the school and the patrons.

What d4id all of the teachers who answered the question-
naire think about the above method of classifying pupils?
III.

8. Do you believe in classifying or grouping students
according to their M. A.'s? (Yes or no)

Yes--=~==- 64
NOo===mm—m— 71
Blank----- 19

More than 41 per cent think that the students should
be classified by their M. A.'s. Yet, in actual practice less
than 15 per cent so classify then.

Again, it must be remembered that students could be
classified in the superintendent's office by their M. A.'s
and still not be grouped by that method in their classwork,
for many superintendents do not believe in homogeneous group-
ing by M. A.'s or by any other method.

Dr. Hill, of Harvard, said in one of his lectures at
the Oklahoma A. and M. College that the only way to have
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homogeneous grouping was to have one child.

-

Keliher® concluded this in his studies of homogeneous
grouping:

Homogeneous grouping, as we now have it, appears
undesirable. The measurement bases requisite for such
grouping presuppose its major concern with the partial,
academic phases of life. Acceptance of the philosophy
that education is to concern itself with the whole child
means rejection of a device which selects for consider-
ation only certain of the individual's abilities and
traits. In the light of sound theory and science of edu-
cation homogeneous grouping should not be employed. In
the light of the evidence concerning the results proposed
for grouping, it does not achieve those results. There-

fore, the major conclusion is that homogeneous grouping
s not desirable in our elementary schools.

Even Terman® says:
Immediate and wholesale re-grading of the school
on the-basis of mental age as soon as the tests have
been computed is not recommended.
Some people believe that even if students are grouped
homogeneously it should be done by some method other than
by the results of intelligence tests. For example, Hollings-
head4 found that the educational age and subject age were

the best methods for classirying students for school work.

Several references were made in,Ghapfef.ﬂ& to the using of

achievement tests, as well as others, instead of intelli-

gence tests for the purpose of classification.

Should the taking of intelligence tests be compulsory

/2,  A. V. Keliher, A Critical Study of Homogeneous Grouping,
e p. 162

/3, L. M. Terman, Op. Cit., pp. 299, 300
/4. A. D. Hollingshead, An Evaluation of the Use of Certain

Educational and Mental Measurements for Purposes of
Classification, p. 53



For all scnool childrent

~3

. should all elementary and ssecondary schools give
. . tests to all the children? (Yes or o

-

VOmm e e 86
Ho e m e m e 53

Blank—w-~=~19
hity-siz, over hall of the 1b4, say tests should be
given, and about one-third say they should not. Though this
gives no information as o how the results should be used

and interpreted, 1t does mean that over half of the tesachers
thought tests should be given throughout both grades and
high school.

it nev be ihet some of the iteachers who objected to the

2iving of tests %o every child might not object to the use

of them in & nore restricted senss.

5. If I. . tests are given at all, should they be more
or less lirited just to problem children?
(Yes or no)_

Vegmmmme—— 46
0 o PP P a8

But the supnosition did no% »rove correct. Almost
twice as many objsected to the limiting of intelligence tssts
to problem children as objected to giving the tests to all
children in toth elementary and secondary schools.

Then, if teachers are to use the tests-—-
1IT.

2. Have teachers put tco nuch emphasis upon the I. Q.
in methods of teaching, grouping, etc? (Yes or no)
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Yeg~mmmmmm 68
|1 YO 80
Blank--—--<6

Though more say "no"™ than "yes', the number that say
"yes" 1ls so great, not far from half, that it is indleative.
It means that the teachers thought that intelligence tests
‘had been misused and nisintsrnreted. TBven some of the
teachers who in table III-7 signified that the tests should
be used, indicated In III-2 that %00 much eriphasis had been
put on themn,

How, comes an important guestion:

3. Generally speaking, do you think I. 4. testing pro-
grans such as we now have should be done away with
in the school? (Yes or no)

) P -31
3]s I—— 115
Blank------8

»

Though 31 say "yes", almost 4 timeas as many say "no”.

What 1is the opinion »f teachers who have had experience

3

giving intelligence tests, about doing away with the giving

€

of the tests?
V.

6. Regardless of all the disedvantsges and drawbacks
of the average I. Q. testing program, are the ad-
vantages and beneflts great enough to justify such
a progran? (Yes or noj

Yegmmamme— 33
HOomm e ee 10
Blank-=~—== 11

Thres times as many think an intelligence testing pro-
gram is worth while as those who 4o not. VYet, the propor-

tion of the ones who think the tests not worth while is great



enough not to be ignored.

Stating the above question differently to all of the
154 teachers, these answers were received:
III.

4. Do you believe in some kind of an I. Q. testing
program? (Yes or no)

Yeg—===-= 139
Nomwe e m 11
Blank---—=-4

Just 11 out of 154 did not believe in any kind of an
intelligence testing program, and 139, over 90 per cent, did
believe in some kind of an I. Q. testing program. Then, at
least one conclusion of this chapter should be that, though
many of the 154 teachers objected to some of the uses of in-
telligence tests, almost all of them thought some kind of an

I. Q. testing program should be used.
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CHAPTER VIII
CONCLUSION

Before working on this thesis the writer had the con-
ception that psychologists and leading educators thought
that intelligence tests were almost perfect measurements of
native endowment, but now the writer has come to the con-
clusion, after reading about a hundred books, articles, and
pamphlets on the subject, that he, like many other teachers,
not to mention people in general, had a mistaken idea to be-
gin with, because of the popular definition of intelligence
tests and what they measure. Drawing conclusions from the
educational literature read for this thesis, the writer would
say that very few if any of the present day authorities main-
tain that intelligence tests are either perfect measurements
of intelligence or measurements of only native intelligence.

Chapter III gave very forcible evidence that environment .
affects intelligence, especially from the questionnaire. Of
course the results of a questionnaire may not give conclusive
evidence, but they do show what certain people believe; and
since the gquestionnaire was filled out by teachers on ques-
tions pertaining to the teaching profession, the results
should be fairly accurate. If the teachers were wrong in any
of their opinions, then the results show what opposition is
to be met in setting a certain wrong right.

Two different tables showed that 90 per cent or more
of the teachers thought that environment affected intelli-

gence, and quotation after quotation from leading authori-



ties was given to corroborate this evidence. Cf course 90
per cent, or even a hundred per cent of the teachers, could
be wrong, but 1t is not very likely that 90 per cent of the
teachers are wrong, and such educators as Fuller, Stoddard,
Wellman, Dearborn, and others.

Though the gecond II-1 lists environmental factors in
order of their influence upon intelligence, it may give very
little additional evidence that environment affescts intelli-
gence, but it is interesting to see what the teachers listed
as the most influencial. However, the potency of the differ-
ent factors should bhe interesting to school teachers, and
would be something to consider in trying to raise the I.‘Q.
of any one person oOr group.

Even if II-3 shows that an average of the egtimateg of
the 154 teachers of the influence of the one envirommental
factor, schooling, upon intelligence is 36 per cent, the de-
grée of influence of the different factors, or of all of the
factors, is not as lmportant in the view of the objective of
this thesis as the fact that over nine-tenths of the teachers
indicated that envirbnmentvdoes affect intelligence.

0f the twelve itens named in the first II-1 as péssible
environmental factors every one was checked not_a few timss
but many. Not a single item recelved less than 50 checks
out of a possible 154, This means that every one of the 12
items mentioned was congsidered by at least one-third of the
teachers asg an environmental Tactor which affects intelli-

gence. S0, it must be concluded, since every item received



from 50 to 1356 checks, that the school teachers thought that
2ll 12 of the possible environmental factors do affect in-
telligence. At least, it must be acknowledged that if any
one of these twelve factors exert influence on the I. Q.,

*

intelligence 1s affected by environment.

All of the Tindings of Chespter III concerning the ef-
fects of enviromment upon intelligence help to show that au-

thorities an@ many teachsers believe that intelligence tests
are not accurate measurements of only pative ability, to the
utter disregard of ability acguired through environment.

For onme thing, this means that suthorities and a great
aany teachers say that scorss on an intelligence test sﬁould
not be interpreted as indicative of pure native ability;
otherwise they would say the tests are misused.

In Chapter IV some evidencs was gilven to support the
writer's opinion thet the reason why such an overwhelming
majority checked intelligence tegsts as not accurate messure-
ments wag because intelligence tests were popularly defined
55 neagurements of only native intelligence. Thus, it was
concluded that if intelligence were differently defined,
perhaps not so many people would say that the tests are not
accurate measursmentg., In other words, if it could be sald
that intelligence tests just sinply measure intelligence,
regardless of how much is the result bf environzent and how
ek is the result of comething else,:more people would pro-
bably think of them ag being somewhal rore accurate.

Since evidence from literaturs was gilven to show that
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educators could not agree upon what it is that intelligence
tests measure, the writer offered a practical definition---
ability to do general school work. If such a definition
were accepted, the old argument of the effects of environ-
ment upon intelligence might be avoided, and many of the
other accusations made about the detrimental effects of in-
telligence tests; and then more people would accept intelli-
gence tests as accurate measurements---measurements of abil-
ity to do general school work. Whether or not this defini-
tion is acoepted for general use of the tests, it would be

a sane one to use in the interpretation of test scores.

By the popular definition of intelligence and the tests,
evidence taken mostly from literature and teachers' opinions
was given to show that the so-called general tests are too
verbal, that they do not measure power intelligence, that
they do not measure the inventive mind, and that they do not
give mechanically minded people and socially minded people
a fair chance.

Several quotations were given to prove that the tests
are not accurate measurements of future success, that I. Q.
scores are poor criteria for predicting the kind and amount
of success in school or life. Even if there is a positive
correlation between the I. Q. and future success, it must be
remembered that it is not perfect, and that many studies
have been done showing that grades, subject tests, etec. are
better for making prognoses.

It must be evident that the so-called general intelli-
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gence tests do discriminate against some people, that they can
not measure accurately the intelligence of foreigners who have
an English handicap, or the intelligence of someone who has a
physical handicap such as an eye defect. If this conclusion
is wrong, many authorities are wrong; otherwise this means
that tests are misused when given to roreigners, people with
physical defects, etc.

After all, if different group inteliigence tests very
often do not give a score much higher than .75 in intercor-
relations, evidently they do not measure the same thing or
there would be a higher correlation.

And it should be remembered, in spite of the fact that
there may not be enough evidence as yet to prove the theory,
Thorndike may be right in thinking that each person has three
I. Q.'s. And he may have more, who knows?

If no conclusive evidence was offered in the body of
the thesis, especially in Chapters III and IV, to prove one
way or the other some of the questions raised about the tests
not being accurate measurements, at least enough evidence was
given to show that some authorities and many teachers believe
that the following things may be factors capable of making
the tests not accurate measurements, and that they should be
" considered in order to prevent the misuse and miainterpreté-
tion of the scores:

1l. Not given correctly

2. Not graded correctlr

3. Not fair to socially minded people

4. Not fair to mechanically minded people
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5. Too verbal

6. Not fair to people with an English handicap

7. Not fair to people with certain physical defects

8. Not fair to people who become "rattled" on the test

9. The effects of environment

10. The inventive mind

11. Power intelligence

12. Not an accurate prognosis

13. Can not measure character and personality

14. Low intercorrelations

15. What is msasufad not definitely defined

If teachers and people in general could forget the pop-
ular conception of the tests, and realize that they are not
perfect measurements, there would probably be fewer object-
ions to the use of intelligence tests, and fewer misuses and
misinterpretations of the results. If the tests are not ac-
curate because of any one or half a dozen of the above, would
it not be better to define the thing measured as the writer
suggested---ability to do general school work? If the so-
called general intelligence tests measure only abstract in-
telligence instead of mechanical or social, if they measure
environmental or acquired intelligence instead of native in-
telligence, if they do not measure character and personality,
the driving force behind intelligence, and can not make an
accurate prognosis, or do some of the other 15 things indi-
rectly suggested above, it is the conclusion of the writer
that it would be better to limit the measuring capacity of
tests to the practical schoolman's definition of what they
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measure---ability to do general school wofk. At least it
would be a sane and practical way to use and interpret I. Q.
ratings.

Almost all of the evidence that was presented to show
that environment affects the I. Q. and that intelligence
tests are not accurate measurements is evidence that the I. Q.
is not constant. Almost any of the 15 things mentioned above
as possible factors causing the tests not to be accurate
measurements could be factors in causing the I. Q. to wvary.

The work of Freeman and others can not be ignored, and
the examples of Dearborn, and the separate studies of Woolley,
Stoddard, and Woodman---all evidence that the I. Q. is not
constant.

The statistical study in this thesis of the three I. Q.

. scores for each of the 321 pupils in the Cleveland School
and for each of the 98 pupils in the Lowell School shows
that the I. Q. is not constant. For every child in the
Cleveland School there is an average change of 8.11 points
between the first and third test. For every child in the
Lowell School there is an average change of 10.5 points be-
tween the first and third test. This change is high, but
not as high as the writer had expected; however, it must be
remembered that this change in I. Q. is the group change, the
average change, and that many of the individuals had to vary
considerably in order to make a group change of 8.11 and of
10.5.

The net gain for the Cleveland School is 4.05 points,
and for the Lowell School, 8.65. The fact that each c¢hild in



the Lowell School gained twice as many I. 7. points ag each
chlild in the Cleveland School is avideﬁce that the I. 4., is
iescs constant where school and life are nmore variable, where
there are greater changes in enviromnment from favorable to
unfavorable situations or fron unfavorable to favorable.
Considering the above nentioned 1Y or more factors tha

ht cange inaccuracles in neasuris that night cause the

&
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I. Q. to change, the writer is of the oninion that there is
probably not a school in Oklahoma outside of Tulsa in vwhich

these factors nlight be more constant than they are in the
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Cleveland 3chool; yet on the third test sasch child
net pain of 4.00 mointe over his first test. Vhat caused
the gain»in intelligence? This thesis has no nroof, but the
vriter wonders 1f additional schooling or adolescence might
he the ecause. This 1s gsomething for further situdy.

If there is one thing this thesis has proved it is this:

ﬂ"’

,\_.

he I. 4. was not constent for the pupils or whiech the above
shudy was dons.

Theough the T. 4. may have a certain degree of constancy
for the groun, 2nd a lesser degree for certaln individuals,
it must be remembered that educators are not agreed as o

what this constancy pertains to---&s to what it is that the

,+

teste zetually measure.

r

Tests should neot bz given without a purrose, without

having in nind some uge for the secores; vet the guestionnaire

showed that less than 28 per cent gave additional time to the -

ones who made low ratings. If one of the purposss of an I.

o~

Q. testing progran is to find the rnupils with low I. &

1
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give them more instruction or help, evidently some testing
programs are not realizing this purpose.

Most of Chapter IV and parts of Chapter V give evidence
that the I. ¢. changes and that each child needs to be given
more than one I. Q. test. But the gquestionnaire indicated
that half of the schools represented by the teachers filling
out the questionnaire did not have the money to buy two or
three I. Q. tests for each child. Evidently the expense of
a testing program involving more than one testing of the en- /
tire school would be a deciding factor in many places under
present financial conditions.

This thesis has considered several possible detrimental
influences of intelligence tests, and after considering the
information gained from literature and the questionnaire, as
well as from other sources, the ¢ things listed below are
presented as factors that might be given some consideration
in order to avoid the misuse and misinterpretation of intelli-
gence tests. These factors are not listed as conditions that
any one of which or all occur in every testing program, but
as possible factors likely to occur, especially as indicated
by the questionnaire.

1. Not an accurate measurement

2. Gives some students the "big head"

3. Promotes discord between patrons and school

4. Diserimination against some of the students

5. An educational fad

6. Causes trouble among children in the same family

7. Given to satisfy someone's curiosity
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8. Stigmatizes children

9. Promotes laziness among slower group

Although the factors just presented are arranged in the
order of the number of checks that each received in the
questionnaire, the thesis has little to give that would in-
dicate the graveness of each. In other words, this thesis
says that the questionnaire indicated that in some cases the
results of intelligence tests give children the "big head",
but it does not say in what per cent of the cases. Thus, to
determine the graveness of each one of the possible detrimen-
tal influences of I. Q. testing is something for further
study.

How are these possible detrimental factors to be avoid-
ed? To answer this question was not the purpose of this
thesis; however, there was some discussion on this subject
in one or two of the chapters, and from this it was conclu-
ded that some of them might be avolided by either defining

the thing measured by the tests as ability to do general

school work, or, by substituting whenever possible some

other kind of test, especially the achievement test.

Almost half of the questionnaires indicated that too
much emphasis had been put on the tests. Evidently the tests
have been misused and misinterpreted, for surely many of our
educators and 68 out of 154 teachers who answered the ques-
tionnaires can not be wrong. For example, even if it is all
right to give intelligence tests to all school children, it
has not yet been definitely proved that children should be

classified for classroom work according to their M. A.'s;
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thus any teacher who gives a single test and groups children
for classwork according to their M. A.'s and then gives vo-
cational advice, etc., may be guilty of misusing and misin-
terpreting the tests in more ways than one.

Regardless of all the disadvantages and drawbacks of
the average I. Q. testing program, regardless of all the mis-
uses and misinterpretations of intelligence tests, and even
though all most half of the teachers designated that too
much emphasis had been put on I. Q. tests, 90 per cent of
them indicated that there should be some kind of an I. Q.
testing program.

So there should be I. Q. testing programs, but less
misuses and misinterpretations.

Thus, it is the hope of the writer that some of the fac-
tors brought forth here as possible misuses and misinterpre-
tations of intelligence tests will be considered in the fut-
ure as such, with the result that many of the present detri-
mental results may be avoided.

Above all, may it not be said of some teacher in the
future that, after giving one intelligence test, he gave

up with---"Well, what's the use---he's a moron".
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