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mour study, however, our sample did have fewer men. as well as fewer
students of lower scholastic ability as measured by standardized tests—
for example, students” combined scores at the 25th percentile ol the SAT
were lower in our sdmplc than at DCL institutions or l‘()ur»ymr institutions
nationwide. Conscquently, we believe that any biases introduced into our
analysis by the satmpling procedures used are likely to be in the direction
of leading us toward overcestimating students’ positive educational experi-

ences and institutional success.

The Collegiate Learning Assessment

The Collegiate Learning Assessment (CLA) consists of three open-ended,
a opposed to multiple-choice, assessment components: a performance
task and two analytical writing tasks (i.e., to make an argument and to
break an argumnent). According to its developers, the CLA was designed
1o assess “core outconies espoused by all of higher education — critical
thinking. analytical reasoning, problem solving and writing™ Thesc Jen-
eral skills are “the broad competencies that are mentioned in college and
university mission statements”™ Rather than testing tor specific content
knowledge gained in particular courses or majors, the intent was to assess
“the collective and cumulative result of what takes place or does not take
place over the four 1o six years of undergraduate education in and out ol
the classroom.™ The developers of the CLA argue that it assesses abili-
ties distinet from those measured in general education tests such as the
Scholastic Aptitude Test (SAT) and the American College Testing (ACT)
prograti, “'(‘()nscqucntly. an SAT prep course would not ]wlp astudent on
the CLA and instruction aimed at improving CLA scores is unlikely to have
much impact on SAT or ACT scores,™™

While the CLA as a whole is considered by somie as state-ot-the-art. the
performance task component is its most \\&*ll«lc\clupvd and sophisticated
part. Our analysis, which {ollows in this book. will focus on that conipo-
nent. The performance task allows students ninety minites to respond to a
writing prompt that is associated with a set of background docimients. The
testing materials, including the documents, are accessed through a com-
puter. The Council for Aid to Education has published several exanmples of
representative pertorniance tasks that are worth deseribing here in detail.

The “Dynalech” performance task asks students to generate a memao
advising an employer about the desirability of purchasing a type of airplane

that has recently crashed. Students are informed: “You are the assistant to

Pat Williams., the president of DynaTech, a compary that makes precision




clectronic mstruments and navigational equipnient. Sally Evans, a member

of Dynalechs sales force, recommended (hat DynaTech buy asmall private
plane (a SwiftAir 235) that she and other members of the sales foree could
HSC Lo VISIt customers, Pat was about 1o approve the purchase when there
was an accident mvolving a SwifiAir 2357 Students are provided with the
f()”()\,\'ing set of docunients tor thig activity: newspaper articles alyouyt the
accident. a federal accident report on in-flight br(‘(lkups in single engine
plancs, Py Williamys's e-mail to her assistant and Sally Evang's e-mail to
Pat Willians, charts on SwiltAiry performance (‘h‘ml(\r(‘]'isti('s. an article
froni Amarenr Pilot magazine comparing SwittAir 235 to similar planes,
and pictires and doscripti(ms of SwiftAir models 180 and 235, Students
are then instructed to “prepare q memo that addresses several questiong.
meluding what daty sUpport or refute the claim that the tvpe of wing on
the SwifiAiy 235 leads o more in-flight br(‘akups. what other factors might
have contributed to the accident and should be taken into account, ang
vour overgll recommendation aboyt whether or nog DynaTech should pur-
chase e plane.™

A second performance task that the Council for Ajd to Education hag
circulated s related to crime reduction. The test nstructs students that
“lamie Eageris q candidate whe ig Opposing Pat Stone for reelection, Eager
critiques the mayors solution ¢ reducing crime by mcreasing the number
of police officers, Eager pProposes the City support o drug education pPro-
gram for addicts because, according to Eager, addicts are the major source
of the CItY's crime problen;.” Students again are provided with g set of doc-
unients including newspaper articles. crime and drug statistics. research
briefs, and internal administragive memos. The CLA requires that studen ¢
should spc(‘iﬁ(,‘d”y address the f()”()\x'ing: “Mayor Pat Stone asks Vou to
do two things: (1) evaluate the validity of Eagers Proposal and (2) assess
the validity of Eager's eriticiom of the mavor' plan to increase (he number
ol officers.”

The Council for Aid to Education has also published q detailed scoring
rubric on the criteria that i defines ag Critical Hlirlkirlg, analytical reason-
g and problem sol\'mg~in('luding how well the student assesses the
quality and relevance of evidence, analyzes and synthesizes data and infor-
mation. draws conclusions from his or hey analysis, ang considers alierng.
tive perspectives, In addition, the scoring rubric wigh respect to written
conmumnication requires that the presentation is ¢lear and concise, the
structure of the argument iy \\'(‘Hrdc\'vlop('d and effective, (e work is per-
SUasive, the Written mechanics Are proper and ¢ orrect, and readoer interest
IS Maintained.
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The design of the prompts and the eriteria applied tor evaluation tol
low "a criterion sanpling approach to measurement”™ that “assumes that
the whole is greater than the sum ot its parts and that comples tasks re-
quire an integration of abilities that cannot be caprured when divided into
and measured as individaad components”™ - The philosophy behind the ap-
proach is to “sample tasks from the domain in which that personcis to act,
observe her pertormance, and infer competence and learning” = The CLA
thus attenpts o identity “real-world tasks that are holistic and drawn from
life situations.” Given that the pvrfurnmncc tasks involve solving “complex,
holistic, real-world problems.” college institutions that attempt to “teach
to the test” will be schools that teach students “to think critically, reason
analytically. solve problems, and communicate clearly.” !

The CLA has been lauded by many. For examiple. the Commission on the
Future of thigher Education noted that it “promotes a culture ot evidence-
based assessment in higher education”™ and is "among the most conmpre-
hensive national eforts 1o measure how much students actually learn at
different campuses”  The tormer program director of higher education tor
the Carnegie Corporation ol New York, Daniel Fallon. noted that the CLA
“rose from the field ™ as “the best creative thinking of the academic research
and psychometric comnuity™ focused on measuring student learning in
higher education.  Lven testing skeptics, such as James Traub, have noted
that the “C.L.AL 1s Hight vears ahead of the fll-in-the-blanks format of most
standardized tests.”

Nevertheless, the CLA also has its fair share of critics. The criticism
falls into several broad categories. First, there are those who resist any in-
creased encroachment of testing and assessment in education in general
and higher education in particular. Resistance to standardized assessment
of student learning in U.S. higher education has been historically broad
and deep amongst educators. As Patrick Callan, president of the National
Center for Public Policy and Higher Education, notes: “Higher education
has detlected the idea tor the past quarter-century by arguing the kinds of
things we want undergraduate education to teach are not really measur-
able. ™ Resistance has been particularly pronounced at private colleges,
which are not responsive to pul)lic officials. “Trying to c¢reate an uber-
instrument ... will be a grave disservice to the individuals, institutions,
and the country.” the president of the National Association of Independent
Colleges and Universities, David Warren, has commented. "We will get a
meaningless outcotte at a great cost.”

These eritics of increased standardized learning assessment argue that

such efforts are also unnecessary given the successes of a U.S. higher edu-




cation system that already inherently ensures accountability through mar-
ket forces. As Princeton professor and former president of the American
Council of Learned Societies. Stanley Katz, has noted: “the public is quite
satishied with what higher education is doing on the whole. This is a market
system, and the customers are buyving. We have by a considerable mea-
sure the finest system of higher education in the world. And it that's the
case. this is an ‘ain't broke. don't fix it’ situation.”™ While we share Katz's
sevrimental attachment to a ULS. higher education system that has gener-
ously provided us with both training and employment. we are skeptical ot
most of the assumptions inherent in this argament. The “market” system
for higher education in the U.S. is characterized by a limited number of
selective institntions that share many features in common, that control
access Lo scarce goods (i, prestigious credentials) and that are heavily
wubsidized by public sources of support such as college grant provisions.
loan gaarantees. tax exemptions, and research grants.

I recent decades, the U.S, higher education system has fatlen behind
many other countrics in terms of the percentage of individuals it aradu-
ates.! Moreover, whether college students are more effectively educated
in the ULS. than abroad is today an open empirical question. but will per-
haps not remain so for much JTonger. The Organisation ol Economic Co-
operation and Development (OECD) is currently launching a feasibility
study for the international Assessment of Higher Education Learning Out-
comes (AHELO) that will parallelits carlier cfforts that have successtully
assessed academic performance of filteen-year-olds from a comparative in-
ternational perspective since 2000 with the Programme for International
Student Assessment {PISA). The OECD efforts are designed to develop a
“direct assessment of learning outcomes in higher education” that “could
provide member governments with a powerful instrument to judge the
effectiveness and international competitiveness of their higher cducation
institntions. systems and policies in the light of other countries” perfor:
mance, in ways that better reflect the multiple aims and contributions of
tertiary education to society.™ It is worth noting here that AHELO decided
to embrace and adapt the CLA “to an international context with a view to
provide a proot of concept” tor its assessment of generic skills that “can be
measured across diverse institutions, languages and cultires.” In partic ular,
students in multiple countries in 2016 “will complete an online assess:
ment, nsing their critical skills along with data provided for cach task. The
questions are not specialized so that they can be answered by most under-
araduates, whatever their ield of study™

vsecond line of criticisny is not necessarily opposed to testing itself. but
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Hotliian Breyer at the Uni\'m'si[y ot \f\&l.\hingtun« for example, has argued
that “a standardized testy sucti as the CLAL with its focus on generic skifls
detect the specialized information and skills
cach student had worked to master”

and kmmludg(: could 1ot

I asimilar tashion, Steve Chatman

r‘kclv)‘s Center tor Studies in Higher
Education has asserted that “hecause of the di

at the l,hli\'cr.si[) ol Calitornia at Be

flerences in undergraduate
¢

CXPCTiences acrosy niajors within an institution, Ay dtempt o capture an
overall measure ol pertormance across 4| ol a college or UIHVETsity's st
dents “will necessarily be biased by the makeup of irs programs”™ These
aitics are unclear, how everoon why one should nop consider g colleaey
curricular compositon itself to be an institutional policy associated with
student l(nn‘ning or why one could not casily control for these ditferences
when modeling resalts,

Third. skeptics of the CLA i the

ast have raised questions about the
imstrumental validity of the indice

ator. Some of these concerns, howeve
have now been addressed by a recent tost v

alidity study oreanived by the
ary kducation (FIPSE). This study
Council for Aid 1o Education (CAL),
the Educational lesting Service (LTS). and the Amerie
(ACT) program. [y examined the instrame
the ACT Collegiate Assessment of Ac
LTSS Measure of Academic

Fund tor thie Improvement of Postsecond

bmught togethier rescarclicrs from the

an College Testing
ntal construct validity of the CLA.
ademic Proficiency (CAAP) and 1he
Pr()ﬁ(‘icnq and Progress (MAPP) by adinin-
ix‘loring all three tests i thirteen schools with more tharn L100O students
participating. While CAAP and MAPp

rely on a multiple choice format,
score n‘lid[)ilit) with the CLA w

as high when considered at t)
school level teorrelations of 0.75 ¢ 0.84). In addition, at (h
level, correlations were

e ageregate
e individig]
higher across CLA open-ended and CAAP/MADPP
critical thinking (r=0.53)than CLA-CAAP/MAPP
wstsof ditterent construcrs (r=10.45)

tests should not he used

multiple choice rest of

- While the results indicate that these
as @ basis to make institutional decisions abou
g promotion or covrse placement)
gated in luger samples they can provide reliable ¢
orgroup-level difference

students as individuals (c. .when aggre

stimates of institution.
s in performance on these tasks.™
Fourth, some higher-education pr

actitioners have questioned not the
CLA itselt, but the modvling d

pproach that the Council tor Aid to Educa.
and universitios have used to idt*nt’ify iisti-
1S Assessment istrument, CLA has ge

fion and individual colleges
tutional etfects with tf

nerally been




nsed in a valne-added framework. which entails comparing test scores of

cenrolled freshmen and seniors at an institution in a given yeat. after con-
trolling for student performance on a prior test such as the SAT or ACT.
These comparisons have not typically tracked specific students through
college. nor have they acconnted for other non-school factors that might
be associated with differential rates of learning. Higher-cducation practi-
tioners, such as Chancellor Howard Cohen of Purdue University Calumet,
has questioned whether one “can measure the ‘value added in college gen-
crallvo when so much of the experience of students is beyond the control of
colleges™ I one longitadinally tracked students over tinie. however, and
adequately accounted for a full set of non-school factors—as we will do in
this project——cven CLA critics such as Wheaton College Dean Gary N. Lar-
son concede that the measurement approach would approximate a “eold
standard™ for assessing student ontcomes.™

Althongh there are significant methodological challenges to our project
dinchiding issies of sampling, attrition. and selection that are discussed at
length ina methodological appendix). the study generates significant new
knowledge to guide future research, policy. and practice. While well short
of an experimental rescarch “gold standard.” descriptive findings based
on tracking many students enrolled in diverse institutions, with careful
longitudinal measurement of a wide range of factors and outcomes over
time. vields quite Hluminating results on the nature and character of col-
legiate experiences and variation in student learning that can significantly

Meredse our lll](l(‘]'Sth(liﬂg ()f the Ph(‘ﬂ()ﬂ](‘ﬂ(,)ﬂ.

Other Studies of Learning and Student Trajectories
through College

I spite of the increasing attention of policy makers on measuring student
learning in higher education, and an extensive tradition of research on
academic performance in clementary and secondary education. efforts to

directly measure development of general cognitive skills in college have

been dimited. Over the past decade the most widely used assessment of

student learning and personal development in higher education has been
the National Survey of Student Engagement (NSSE). which presents stue
dents with a questionmaire in multiple-choice format that ganges students’
selfassessment of their learning during college. Since the inception of the
NSSE in 2000, more than 1.300 colleges and universities in the United
States and Canada have used it to sirvey students about their learning.

ftis nmclear, however, whether students can accurately self-report an
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assessment of the degree to which they have actually fearned cencral shitls.
Asyoung adults, ave they aware of what they do not know? I students can
not identify or define learning and critical thinking skills, how will they
know whethier they have obtained them? Selt-reported assessments are also
well known to be susceptible o intlated perceptions of one’s own perfor-
mance. For example, as the cconomists Robert Frank and Philip Cook have
noted. “some 80 percent of us think we are l)cm*l‘/lhdnxl\rvmgv drivers”
and "more than 90 percent of workers consider themselves more produc-
tive than their average colleague.™ In addition, while George Kuh and oth-
ers have used NSSFE results to identity associations between self-reported
student learning and scll-reported college engagement, it has not vet been
systematically demonstrated that all {orms of college engagement are con-
sistently associated with erowth on objective measures of learning.
Instead of relying on students’ selt-reports of their cognitive gains. two
large-scale national projects have aimed o measure student learning di-
rectly by relying on different modules of the CAAP, an assessinent 100l
developed by the ACT program to measure general college skills includ-
ing critical thinking, reading, and writing. The National Stady of Student
Learning (NSSL) followed approxiniately 4,000 students at twenty-three
institutions through their Arst three years in college, beginning in the fall
0f1992. While this project is no longer ongoing, it has provided important
insights about the relationship between studenty’ college experiences and
their improvement in veneral skills such as reading, writing. and critical
thinking. In 2006, Charles Blaich at the Center of Inquiry in the Liberal
Arts at Wabash College Launchied the Wabash National Study ot Liberal
Arts Education. Starting with nineteen institutions, the study has sinc
been expanded to include a diverse set of forty-nine institutions ivclud
ing liberal arts colleges, regional universities, research universitics. and
community colleges. Students participating in the study are surveyed and
tested at their entry into higher education, at the end of their frst year,
and at the end of their senior year. This study assesses a range of college
outcomes. from academic motivation and attitudes toward reading and
writing to leadership, moral reasoning, and attitudes about div ersity, as
well as critical thinking (evaluated using the CAAP eritical thinking test),
Although the multiple-choice framework to assessing college learning can
be criticized tor its reductionist character, the Wabash and carlier NSSL
studies are antong the few large-scale efforts to assess how acadenic as
well as nonacademiic experiences are associated with student learning, and

how those experiences are shaped by student backgrounds. By collecting

information on students’ (,lmm)gmphi(‘ characteristics, prc«cullcgc attri-




butes. and college experiences. as well as by conducting in-depth inter-
views with a subsample of students, the Wabash study in particular prom-
1ses to provide crucial insights into factors shaping student development
over four years of college.™

In addition to these studies, which directly measure students’ experi-
ences and performance during college. some studies have used standard-
ized test scores. such as SAT and ACT pre-college measures and GRE
post-college measures, to approximate a repeated indicator longitudinal
assessment design.” Morcover, recent reports from the Measuring Up ini-
tiative have used professional exams and licensures as a proxy for learn-
g, While these endeavors, which aim to approximate but not directly
measure students” progress through college, present important steps in the
measurement of student outcomes, they are limited to students who take
specific tests, and thus miss a large proportion of students who do not pur-
ste specific educational or occupational paths affected by graduate school
or licensure exams immediately after college.

Although scant attention has been dedicated to measuring student
learning with objective performance assessment across institutions and
over time, several large projects have recently focused on tracking students
through college and into the labor force. While ignoring the measurement
and modcling of student learning. these endeavors provide useful models
for thinking about student experiences and outcomes in higher ednca-
tion. William Bowen and Derck Bok in The Shape of the River examined
ontcomes of minority students admitted to selective colleges under race-
sensitive policies relative to the outcomes of their white peers in the 1979
and 1989 entering freshmen cohorts. Non-white students at twenty-cight
academically selective and predominantly private colleges “have, overall,
pertormed very well” on a wide range of indications—including gradua-
tion rate. tields of study, advanced degree attainment, carnings. and c¢ivie
cngagement.” The one major exception to this pattern was observed in
student academic outcomes measured by college grade point averages.
Specifically, Bowen and Bok demonstrated that “black students with the
same SAT scores as whites tend to carn lower grades.”™ James Shulman
and William Bowen found in subsequent work that while college athletes
graduate at refatively high rates from these selective college settings. their
grades in college are lower than expected after controlting for prior prepa
ration. and have been deteriorating over time.

Inmore recent work, Dounglas Massey and his colleagues have tracked a
large niamber of students entering college in the fail of 1999 at a similar set

oftwentecightselective colleges and umiversities “essentially following the
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cohort of freshmen entering Bowen and Bok's sample of schools ay they be
came sophonmores. junors. and ultinate v tor most, graduating senjors.”
Inaseries of articles and books, Massey and his colleagues focused atten-
ton in particular on racial dif Herences instudent outcontes. Inresults simi-
lar to Bowen and Bok's cur lier work, the lower rgrades of Afvican-American
students were highlichted (net of exte nsive controls for social bac kground
and academic preparation). \1dssc and his u)l]ulwut s also identified the

Ntent o which African-Anierican students faced gredier ccononic pres-
stures while at college, and the extent 1o which students regardless of race
who were engaged in many Campus activities (other than membership in g
fraternity or sorority) carned higher grades.”

These endeavors provide invaluable information about students expe-
riences during their college vears. However, , they have failed (o Medasure
student Julming or link student experiences to growth in lear ning. Among
other outcomes, Bowor and Bok as well as Massey et al. re portanalyses of
college grades. the traditional and long-relicd-upon method of measiring
learning in higher education. Grades are an cHective way of nmeasuring
student learning within a4 particular class, since most nstitutions have o
scaled grading system already in place. They are an unreliable compara-
tve measure across classes or se hools, however, since INCONSISTCNCIeS exist
across teachers within schools and there are discrepancies in scale and
grade dehinition betweer se hools and over time as grade inflation has oc-
curred, .»\Ithough grades serve g mluable purpose within classrooms and
ae worth c()“c(‘lmu a5 a component of g larger evaluation strategv, on their
own they provide only a very limited and inadequate assessment of <.
dentlearning,

Moreover, past endeavors e\dmmmo u)llcw students’ expericnces and
outcomes have often focused on selective colleges and the expericnee of
non-white students attending these schools. While selective institutions
tend to garner much scholarly attention. most students do not have the
privilege of attending such schools. Students attending selective instigy-
tions differ fron those attending the rest of higher education on a nurnber
of individual character istics as well as outcomes. The median SA'l score for
mstitutions participating in the National Longitudinal survey of Freshien
(used by Massey atal.) was 1,243 and the majority of those students ING!
parents who had graduated from college, leading the authors o conclude
that “by any criteria, the twe nty-cight institutions constitute an elite Sani-
ple™ Simil. wly students in the € ()Hcoc and Beyond (C & B) dataset studiced
by Bowen and Bok were more dhld(‘ﬂll(‘d“)' prepared than the national av-

erage and, not surprisingly, had much higher graduation rates: 85 percent




of C&B students graduated from the same institution within six vears. coms-
pared to the national average of just over 50 percent.” Thus. knowing the
patterns and consequences of specific activities at olite institutions does
not necessarily extend to the majority of students who are attending non-
selective colleges and universities. Questions about the growth in student
learning over time and the patterns and consequences of different colle-

giate experiences on average U.S. campuses still remain to be answered.

Outline of our Presentation

i1 this book we will highlight four core “important lessons™ from our re-
search. First, in terms of undergraduate learning, tour-vear colleges and
miversities and students attending them are too often ‘llc‘adcmi(';l]ly
adeitt” While ULS. higher education is expected to accomplish many tasks,
woedrasw on students reports of their collegiate experiences (o demonstrate
that nidergraduate learning is rarely adequately prioritized. Second. gains
nestdent performance are disrurhingly low: a pattern of limited learning
1s prevalent on contemporary college campuses. Third. individual learning
i higher education is characterized by persistent and/or growing inequal-
it Fourth, while the overall level of learning is low. there is notable varia-
tion both within and across institutions that is associated with measurable
difterences in students’ educational experiences.

I chapter 2 we continue to describe the 2.322 students in our study
as they begin their college carcers. We focus in particular on the extent
to which they are improving their skills in critical thinking, complex rea-
soning. and writing as measured by the CLA during the first (wo years in
college. Morcover, while mequalities in access persist. higher-education
mstitutions today enroll an imcreasingly diverse set of students from ava-
riety of backgrounds. We thus examine whether CLA performance at entry
into higher education as well as gains over tine vary across students {rom
difterent social backgrounds. focusing in particular on different racial/cth-
nic groups and students from more or Joss cducated familics. This chapter
reveals that American higher education is characterized by Timited or no
learning for a large proportion of students, and persistent or growing in-
equalitics over time.

(‘]m])tm‘ 3 examines how students nd\'igat(' and cxpm‘i(‘n(‘v u)nlcmpu—
rary college cultures. How distinctive are these cultures? Do students” aca
denvic attitudes, behaviors, and values simply reflect their divergent social
backgronnds and academic abilitios? Or do colleges differ in the extent to

which they successiully promote student academic orientations and prac-
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demic programs are not particularly FI2OTOUS 1) deranding. Morcover,
students rarely secm o focis on academic pursuits: many appear to be
academically adritt i today’s colleges and universities. We show. however,
that colleges vary in the extent to which they support academically ori-
ented stadent behaviors.

How are students experiences in college related to thieir dey clopient of
critical thinking. cotplex reasoning. and writing skills as measured by the
CLA? We address this question in chapter 4, by exploring how academic
and social mtegration —with the latter being promoted by many colleges
toimprove student retention —are related to student learning. The inipor
tance of rigurous coursework requirements. faculty expectations. and tivne
spent studying is highlichted. I addition, we disciiss whether student en-
ployiment and extracarricular activities canbecome adistraction to student
learning. as well as how various college majors and types of coursework are
associated with improvement in CLA performance. While overall levels
of lun'ning are low, we identify specific experiences and higher-education
contexts that are associated with mprovement in critical thinking. com-
plex reasoning. and writing skills during the first two years of college.

I our ¢ oucluding chapter, we argue that the patterns identitied i onr
study highlight the extent 1o which institutional reforu is required in U.S.
higher education. Specifically, white others have applied the metapho
of ariver to the journey through college of today’s students. o findings
call attention to the fact that many undergraduate students are acaden
cally adrift on contemporary campuses. Educational reform requires -
proved measurciment and undcrstanding ot the processes and Tactors s

sociated with student learning. In an increasingly elobalized competitiye
ccononty, the consequences ()f'p()licy inattention are prolound. Revardless
ol cconoric competitiveness. the future of a democratic society depends
upot cduuling dgencration of voung adults who can think critically, rea-
son deeply, and conmmunicate (‘Hl'ui\'vl). Only with the individual raas-
tery of such conmpetencies can today’s complex and competitive world
be st esstully understood and navigated by the next generation of ¢l

lege radnates.




	page 1
	Images
	Image 1

	Titles
	dsel, 
	The Collegiate Learning Assessment 


	page 2
	Images
	Image 1

	Titles
	l'll'cl mnic instnunl'llts and navigational equipment. Sally Evans, a ml')nber 
	clldsl' t Ill' pia nl', 
	do two things: (I) l'valudtc the vdlidity of Eager\; proposal and (2) dSSl'SS 
	i.s nl.lint.linc'd, 


	page 3
	Images
	Image 1

	Titles
	l'hr' e!esign ot thl' prr)lllph ,we! till' niteri,1 ,lpplil'e! 1m (,\,tlll,ltIIJlI 1,,[ 


	page 4
	Images
	Image 1
	Image 2

	Titles
	o i 


	page 5
	Images
	Image 1
	Image 2

	Titles
	whell !l]udellllg rl'sultl, 
	.I 


	page 6
	Images
	Image 1


	page 7
	Images
	Image 1

	Titles
	'omparing test scores of 
	,"'< 
	tories 


	page 8
	Images
	Image 1

	Titles
	;::--, ,~ 
	,'; 0 
	--- 


	page 9
	Images
	Image 1

	Titles
	Iratl'rllity or sororit») l'drll('(1 highlT grade"," 
	dClllll'Mllilig. 


	page 10
	Images
	Image 1
	Image 2

	Titles
	Outline of our Presentation 


	page 11
	Images
	Image 1
	Image 2

	Titles
	tilL'S) \h lille! distulbillg elidc'Jlll' tlldt Illdlll l (Jlltc'IIIIHII,1I1 «J!ll'gl' ,Il ,I 



