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A standardized test is a test that is de
criterion-referenced inferences and tha

in a standard, predetermined manner. Al
distributed by commercial testing firms.
tions, although there are a few not-for-profit measurement organizations, such
as the Educational Testing Service (ETS), that distribute nationally standardized
tests. Almost all nationally standardized tests, whether they’re focused on the
measurement of students’ aptitude or of their achievement, are chiefly intended
to provide norm-referenced interpretations.
Standardized achievement tests have also been developed in a number of
states under the auspices of state departments of education. In some instances,
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_Focused Test Interpretation

voted to a consideration of Score

Group

Although the bulk of this chapter will be de )
2 eportingg n’tlecham'sms used to discribe an individual student’s I:e:flforrtnance' You
sometimes find you need to describe the performance of your Sfu en 5/ asa group,
To do so, you'll typically compute some index of the group of scores” centry] 5,

he group’s mean or median performance, For

dency, such as when you determine t di w0 score §
example, you might calculate the mean raw score Ot the median ra Or your st;,.
ms that a student has answered Cor-

dents. A raw score is simply the number of ite :
is the arithmetic average of a set of scoreg

rectly. The mean, as you probably know, g
For example, the mean of the scores 10, 10, 9, 8,7,6,3,3,and 2 is 6.4 (foung by

summing the nine scores and then dividing that sum. by 9). The median is th‘e mid-
point of a set of scores. For the nine scores in the previous example, the median js7

because this score divides the group into two equal parts. Means and medians are
useful ways to describe the point at which the scores in a set of scores are centereq.
In addition to describing the central tendency of a set of scores (via the meay

and/or median), it is also helpful to describe the variability of the scores—that is,

how spread out the scores are. One simple measure of the variability of a set of
students’ scores is the range. The range is calculated by simply subtracting the

lowest student’s score from the highest student’s score. To illustrate, suppose
the highest test score by students in your class was 49 correct out of 50, earned
by Hortense (she always tops your tests; it is surprising she missed one item).
Suppose further that the lowest score of 14 correct was, as usual, earned by Ed.
The range of this set of scores would be 35—that is, Hortense’s 49 minus Ed’s 14.
Because only two scores influence the range, it is less frequently used as an
index of test-score variability than is the standard deviation. A standard deviation
is a kind of average. More accurately, it's the average difference between the
individual scores in a group of scores and the mean of that set of scores. The
larger the size of the standard deviation, the more spread out are the scores it
the distribution. (That’s a posh term to describe a set of scores.) Here is the for-

mula for computing a standard deviation for a set of scores:

Standard Deviation {s.Dx)). = \/@
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larger the standard deviation, therefore, the more distant, on average, will be the
distribution’s scores from the distribution’s mean.

You may have occasions to describe the scores of an entire group of the stu-
dents you teach. Those descriptions might portray your students’ performanc.es
on standardized tests or on teacher-made tests. If you get at al! comfortable. with
means and standard deviations, those two indices usually Prowde :flbetter picture
of a score distribution than do the median and range. But if you th.mk me:lns e.mtd
standard deviations are statistical gibberish,' then go for the med.lan (;n:r agg; )s
are easy to identify) and range (ranges require only c’ompetence 12) Sil:l A reﬁng.
With group-based interpretations out of the way, let 8 tugn nfwC oint ;lpy -
individual students’ scores from the kinds of standardized tests

in education.
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Individual Student Test Interpreta’inn

interpret students’ tes
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of a student’s test score. Classroom teachers often use this absolute mterpreﬁve
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approach when creating tests to assess a student’s knowledge or skiljg

a particular unit of study. ) .
When we interpret a student’s test score relatively, we infer fropm, the 5oy,
ntly taking th

how the student stacks up against other students whohare curre .
test or who have already taken the test. For examgle, when we sy that ]ohnny’s
test score is “above average” or “below average,” we are making a relative test

interpretation because we use the average performance of other students to Make

Sense of Johnny’s test score.
As pointed out earlier, this chapter focuses on how teachers and parents g
dardized tegt SCOres

interpret scores on standardized tests. Because almost all stan
Tequire relative interpretations, the three interpretive schemes to be considereg
in the chapter are all relative score-interpretation schemes. The vast majority o

standardized tests, whether achievement tests or aptitude tests, provide relative
interpretations. Accordingly, teachers need to be especially knowledgeable about

relative Score-interpretation schemes.

Percentiles
The first interpretive scheme well consider, and by all odds the most commonly
used one, is based on percentiles, or as they are sometimes called, percentile ranks,
Percentiles are used most frequently in describing standardized test scores,
because percentiles are readily understandable to most people.

A percentile compares a student’s score with those of other students in a norm
group. A student’s percentile indicates the percent of students in the norm group
that the student outperformed. A percentile of 60, for example, indicates that the

student performed better than 60 percent of the students in the norm group- ;
anorm group is. As indicated, aper” |
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