Predicting College Success
of the Educationally Disadvantaged

Admission to selective colleges should be based
substantially on test scores and high school grades.

Because children of the poor tend to
score considerably lower on the Scho-
lastic Aptitude Test (SAT) and other
standardized ability and achievement
tests than do children of the affluent,
one can say that in this descriptive
sense such tests are “biased against” or
“discriminate against” or “penalize”
the former. Besides their descriptive
denotations, however, these expressions
have value connotations. Whether such
tests are “unfair” to youth from edu-
cationally disadvantaging environments
depends on what is meant in this
context by the words “unfair” and
“disadvantaging.”

From the standpoint of an admis-
sions officer, the educationally disad-
vantaged applicants to his college could
be simply those who, on the basis of
all available information, including
high school grades, test scores, socio-
economic status, race, ethnic origin,
and available financial support, are
likely to have appreciably more aca-
demic difficulty than the typical mini-
mally admissible student. Thus, the son
of a distinguished alumnus is educa-
tionally disadvantaged for his father’s
college if it is predicted that he will
fail most of his courses and not persist
to graduation. The valedictorian of a
large high school, who has a sizable
national scholarship but whose parents
are illiterate and penniless, cannot, by
this criterion, be considered greatly dis-
advantaged educationally.

This definition of educational dis-
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advantage is not in accord with the
varied use in the professional literature
of expressions such as “culturally de-
prived,” “culturally disadvantaged,”
and “socially disadvantaged.” It is not
consonant with tacit assumptions that
all persons of a given race, ethnic
group, or regional group are educa-
tionally disadvantaged. According to
this definition, not all blacks or Chi-
canos or Appalachian whites will have
academic difficulties in any particular
college. The individual differences in
developed academic abilities of high
school seniors within each group will
be great.

Defining disadvantagement in terms
of low predicted grade-point average
or low persistence within a specified
college, based on all available anteced-
ent information, makes the expression
“educationally disadvantaged” or “high-
risk applicant” more than a euphemism
for “member of a minority group.” It
involves assessing the educational as-
sets and handicaps of the applicant and
estimating his achievement if some of
the handicaps can be lessened or re-
moved.

Most published research concerning
presumably educationally disadvan-
taged college students has appeared
during the past 8 years. Nearly all of
it involved comparisons of black stu-
dents with a group that might be called
“predominantly nonblack students.”
Many of the black students had good
high school grades and test scores; thus
according to my definition, they were
not educationally disadvantaged (that
is, not greatly underqualified academi-
cally) for most colleges. That these
academically able students tended to
do well in college should not be sur-
prising.

In many studies, however, black stu-
dents of variously developed abilities
were lumped together, as though hav-
ing black skin caused college applicants
to be poor academic risks. This prac-
tice has made interpretation of the re-
sults of such studies difficult, since
one often cannot determine from a re-
search report how the black students
who had poor high school grades and
low test scores performed in relation
to those who had good grades and high
test scores.

More special programs for educa-
tionally disadvantaged Chicanos, Amer-
ican Indians, Puerto Ricans on the
mainland, Appalachian whites, and in-
tegrated socioeconomic groups are be-
ing started. Soon there should be re-
search reports concerning such proj-
ects, making it unnecessary to rely as
much as before on studies of blacks.
Generalized conclusions will increase,
and the erroneous identification of
nearly all blacks as academically un-
derqualified for most colleges should
decrease.

Predicting School Grades

During the first half of the past
decade, a number of writers have ques-
tioned the validity of standardized tests
for ascertaining the developed abilities
of children from lower socioeconomic
groups. One of these writers, M. D.
Jenkins, who was longtime president
of predominantly black Morgan State
College in Baltimore, stated in 1964:
“ . . it is well known that standard-
ized examinations have low validity
for individuals and groups of restricted
experimental background” (7). That
same year Fishman and others (2),
presenting the “Guidelines for Testing
Minority Group Children” of the So-
ciety for the Psychological Study of
Social Issues, wrote that the “predictive
validity [of standardized tests currently
in use] for minority groups may be quite
different from that for the standardiza-
tion and validation groups. . . .”

A year earlier, Clark and Plotkin
(3) had reported results of a study
based on “alumni” classes of the Na-
tional Scholarship Service and Fund
for Negro Students in which they con-
cluded that:

. . scholastic aptitude test scores are not
clearly associated with college grades. It is
suggested that college admissions officers
weigh test scores less, since they do not
predict the college success of Negro stu-
dents in the same way they do for whites.
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This study indicates that motivational
factors are probably more important
than test scores in the demonstrated
superiority of Negro students in complet-
ing college.

In 1965 Green and Farquhar (4)
reported a correlation coefficient of
only .01 between School and College
Ability Test scores (level not specified)
and high school grade-point averages
for 104 black males, compared with
.62 for the differential aptitude test
verbal-reasoning scores of 254 white
males.

These four reports do not prove
standardized tests to have lower pre-
dictive validity for educationally dis-
advantaged college students. Only the
Clark and Plotkin (3) and the Green
and Farquhar (4) studies, of the four
excerpted above, dealt with data.
Cleary (5, 6) tried to replicate the
findings of Clark and Plotkin with a
better controlled design, but failed (7).
The conclusions of Green and Far-
quhar were questioned in some detail
by Stanley and Porter (8). For black
students, especially, the differential-
validity hypothesis has been found un-
tenable; indeed, test scores sometimes
overpredict the academic achievement
of blacks (9, 10).

Hypothetical Example

Let us try to examine the implied
logic that leads to assertions such as
those made by Jenkins (7), Fishman
et al. (2), and Clark and Plotkin (3).
Suppose that one has two large groups
of U.S. high school seniors and that the
Scholastic Aptitude Test Verbal (SATV)
score of every person in each group is
400 (11, 12). Suppose further that one
group is composed of students from
inner-city slums: their parents are poorly
educated, and most middle-class educa-
tional influences are missing from their
homes. The students who make up the
other group are from affluent suburbs,
and most of their parents are college
graduates. (To keep the argument un-
cluttered, assume that each student’s
400 is essentially his true score, the
average of six SAT scores. Thus, re-
gression toward population means due
to errors of measurement will not com-
plicate the discussion. Also, let us as-
sume that both groups had plenty of
experience taking tests prior to the
SAT.)

One might expect that the SATV
scores of the students from the slum
group could be increased more easily
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than the scores of those from the af-
fluent group. This, however, is an
empirical issue. Even assuming that the
disadvantaged youth had greater SAT
potential at the time of conception, it
does not follow that this potential per-
sists undiminished to age 17 or 18.
Perhaps many of the disadvantaged
seniors are so stunted intellectually
that massive coaching, tutoring, re-
mediation, and enrichment won’t raise
their SAT scores much. Such efforts
may work, but one has to specify the
methods to be used and actually try
them out. Not enough has been done
yet in a rigorous way and reported
adequately (13).

Alternative Coping Skills

Even when it is recognized that
psychologists do not know how to in-
crease the tested SATV ability of dis-
advantaged high school juniors or sen-
iors appreciably, it is often contended
that in order to succeed in college
those students need less of this ability
than more advantaged ones do. Seldom
is it asked why they would need less
ability. The contender seems to imply
that students who have come up the
rough way will study harder and more
effectively than advantaged students, or
perhaps even that by having survived
in the ghetto they have developed
coping techniques wuseful also in
schools. Of course, these speculations
do not square well with the many
other disadvantages besides test-score
deficit that most slum-bred students
have, nor with the facts of their usual
academic difficulties in elementary and
high school.

If strong motivation to achieve
academically is there, it must in
most instances be dormant, ready to
awaken in college. One might expect,
or at least hope for, satisfactory college
work from a person who has either
earned fairly good grades in college-
preparatory courses at high school or
has adequate test scores. However, to
expect satisfactory college grades from
most students who have neither is ask-
ing for a minor academic miracle
unless sufficiently massive compensa-
tory education intervenes. Such mir-
acles do happen from time to time,
but there does not seem to be any
credible evidence that they occur fre-
quently for students who are greatly
underqualified, in both respects, rela-
tive to other students in the same
college.

Persistence to Graduation

A number of academically selective
colleges are now more concerned with
the disadvantaged student’s persistence
to graduation than with his grades.
For example, preliminary data at Cor-
nell University show that the 56 stu-
dents who scored below the Sth per-
centile “of all entering Cornell students
for the undergraduate division in ques-
tion” on two out of three of SATV,
SATM, and secondary school class
rank “are doing extremely well with
regards to academic status, and if the
trend continues, about ninety percent
(90% ) will graduate and less than five
percent (5%) will be academically
dismissed” (14, 15).

In another part of the report (I4),
Tetlow shows that the average grades
of the group of presumably high-risk
students at Cornell were rather low
and that “about half of all students in
the program have received at least a
warning for poor performance. Several
students have received a ‘warning,’ a
‘final warning,” and a ‘post-final warn-
ing.”” Of course, more than just per-
sistence to graduation must be demon-
strated if such a program is to be
considered a success. What have these
students learned by the time they grad-
uate, as measured, for example, by
achievement, area, and aptitude tests
of the Graduate Record Examination?
Perhaps they would have learned more
if they had attended a less academically
demanding college where with the same
amount of effort they could have made
better grades. However, no objective
evidence of this sort seems available
for the Cornell graduates or for 19 re-
cent black graduates of Stanford Uni-
versity (16).

In an important study, Astin (I7)
has used a persistence argument too,
though his pooling of grades across
180 colleges of various selectivity
levels makes some of his conclusions
difficult to interpret. He matched in-
geniously, but analyses within each
college would have been more con-
vincing. His findings may have little
necessary relevance to disadvantaged
students recruited into selective col-
leges, but they do suggest considerable
persistence in college by many students
with weak academic backgrounds.

A large study of persistence to grad-
uation at Brown University was re-
ported by Nicholson (18). His data
and conclusions are interesting, al-
though his definition of a high-risk
student (one whose SATYV score is less
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than 620 and who is therefore in the
lower third of the freshman class at
Brown) screens out most really edu-
cationally disadvantaged persons.

Not many systematic studies of dif-
ferential persistence between blacks
and whites have yet been completed,
but the evidence from Tetlow (I4),
Black (16), Nicholson (18), Clark
and Plotkin (19), Borgen (20), and
Astin (21) suggests that reasonably
able black students from high socio-
economic backgrounds who attend se-
lective colleges persist well to gradu-
ation, even though many of them make
mediocre or poor grades. Most of
these students chose their respective
colleges, however, rather than being
recruited. Also, they had few black
classmates with whom to isolate them-
selves from the whites or with whom
to seek black courses, curricula, de-
partments, and colleges. This situation
has changed rapidly within the last
few years, so the older data can be
. suggestive only and apply just to
blacks. We know virtually nothing yet
concerning the persistence of other dis-
advantaged minority groups.

The relationship of parental socio-
economic level to academic persistence
transcends the race issue. For example,
at the University of Illinois Eckland
(22, 23) found that, for persistence to
college graduation somewhere within
10 years after initial enrollment, “so-
cial class is an important determinant
. . . for students from the lower rank
of their high-school classes but rela-
tively unimportant for those from the
higher rank. . . .” Boys who had poor
high school records and who came
from families of low socioeconomic
status tended to persist to graduation
less often than did academically medi-
ocre boys from families of a higher
status. Also, giving up pursuit of the
degree did not seem closely related to
lack of money; those persons who
dropped out for what they said were
financial reasons tended to return and
graduate. Lack of money is a real
handicap, but at least in principle a
remediable one (22, 23).

However, persistence to graduation
can hardly be the primary criterion.
The persister must, in the process, get
at least as good an education as he
could secure elsewhere for the same
effort and cost. Careful objective eval-
uation of the educational attainments
of the students as they progress seems
imperative.
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Ignoring Test Scores

Recently, many selective institutions
have decided to waive test scores (and
sometimes high school grades too) in
admitting disadvantaged applicants. If
the rationale for this is that academic-
aptitude and achievement tests lower
prediction of criteria such as freshman
grade-point average or persistence to
graduation, it is a foolish procedure,
since in a linear multiple-regression
equation a predictor variable cannot
lower validity, but only increase it
or leave it unchanged. Substituting
principals’ and teachers’ ratings of
probable college success for test scores
and high school grades appears to me
an unfortunate step backward into the
subjectivity, invalidity, and social class
biases of the 19th century. It would
seem more sensible to predict the cri-
terion for each applicant from all
available predictors and then, if
desired, to set up predictive lists sep-
arately for disadvantaged and nondis-
advantaged. Those disadvantaged ap-
plicants who seem on the basis of all
evidence most promising, academically
and otherwise, can be accepted, of-
fered financial aid, and, where needed,
given massive educational remediation
and tutoring.

I would urge a reversal of the cur-
rent trend. The more disadvantaged a
college applicant seems to be socioeco-
nomically, the more objective informa-
tion one needs about him. For ex-
ample, one should know such things
as how he scores on achievement tests
in several specific subjects, such as
chemistry and English composition, and
what special developed academic abil-
ity or other relevant aptitude the stu-
dent has. It is well to consider non-
cognitive measures also, but not in lieu
of the cognitive ones.

The recent tendency to ignore test
scores and rely mainly on the high
school academic record may lower pre-
dictive validity. As Thomas and Stan-
ley have reported (10, p. 203), . ..
high school grades do not consistently
make the greatest contribution in pre-
dicting college grades of black stu-
dents, perhaps particularly of men,
whereas they do for whites. Unreli-
ability of grade reporting, invalidity of
grades in high school, restriction in
range due to selection processes, and
intergroup differences in personality
characteristics [are] advanced to ex-
plain this phenomenon.”

Predictive Validity

As noted earlier, aptitude test scores
and high school grades, when em-
ployed together, usually predict college
grades at least as accurately for dis-
advantaged applicants as they do for
regular applicants. This is a carefully
verified general finding, but if correla-
tion coefficients are used, it depends on
the relative range of talent in the two
groups. At Cornell, for instance, first-
semester correlations for students in a
special program tended to be lower
than for all freshmen in the College
of Arts and Sciences. However, data
for the former were from a pooled
4-year period, whereas for the latter
they were for a single year. Hetero-
geneity of grading practices across the
years may have lowered the coxrela-
tion coefficients (14, table 5). Also,
although there is no way to tell from
the report how comparatively homo-
geneous the two groups are, it seems

-quite likely that test scores and per-

haps high school grades of the special-
program students (virtually all of
whom were black) were considerably
less variable than were those of the
regularly admitted students .(most of
whom were not black). If so, much of
the difference in correlation coefficients
between the two groups was probably
due to restriction of range rather than
to invalidity of the tests, A single re-
gression equation might predict college
grades with equal accuracy for the two
groups there (24).

Many claims are made that test
scores have little or no value for pre-
dicting the success of disadvantaged
applicants to colleges. Anecdotes are
abundant (25), but upon investigation
they are usually found to be atypical
or cannot be verified. An admissions
officer ignores test scores at his institu-
tion’s peril. They are certainly useful
most of the time in helping to predict
college grades, and may also help to
identify those students who, persisting
through a highly permissive, selective
college, will come out with an educa-
tion rather than a quickly discredited
union card.

Biased Items?

The issue of “biased” items was
attacked vigorously but largely unsuc-

-cessfully in the early 1950’s by Eells

and others (26). Investigators worked
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to devise a “culturally fair” test—one
that would still be predictively valid
but that would not discriminate as
sharply between socioeconomic classes
as, for example, the Otis test of mental
ability did. The situations and items of
the Davis-Eells “Games” were slanted
toward urban slum cultures. Neverthe-
less, the new test differentiated among
socioeconomic classes almost as much
as its culturally “unfair” predecessors
had (27).

A more recent study by Cleary and
Hilton (6) revealed a small but statis-
tically significant interaction of race
(black and white) with the items of
two forms of the Preliminary Scholas-
tic Aptitude Test (PSAT). As Stanley
(28) showed later, a considerable
amount of this interaction was due to
a few items that were too difficult for
both races and hence did not separate
them much. There seemed little likeli-
hood that one could find in either
subtest (verbal or mathematical) of
the PSAT a subset of item types espe-
cially favorable or unfavorable to the
blacks, who scored rather uniformly

lower than the whites on most of the’

items.

For a long time it has been well
known to specialists that blacks score
relatively higher on verbal items than
on most nonverbal items (29). Hence,
attempts to create valid, culturally fair
tests by reducing their verbal content
have slight chance of being successful.
Tests such as speed of tapping may
not differentiate socioeconomic levels
or races much, but they probably will
not predict desired academic criteria
adequately. - Where the criteria are
loaded in certain ways, the predictors
must be loaded similarly if they are
to correlate well with those criteria.
If the criteria change (for example,
from grades to persistence), the pre-
dictors may need to be changed.

Tacitly Different Criteria

If the correlation of certain fixed
predictors with a criterion were dif-
ferent for one group as opposed to
another, the criterion itself might well
be different for each group, even
though it is called the same thing by
both groups (for example, grade-point
average or receiving a diploma). Also,
to predict persistence to graduation of
high-risk applicants to a college may
require considerable knowledge of the
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special probation policies, financial aid,
grading practices, remedial courses,
easy regular courses, and fail-safe cur-
ricula within the institution. The equa-
tion for predicting persistence to grad-
uation from a given college may be
quite different from the equation for
predicting achievement-test scores of
students who entered there quite un-
derqualified academically.

Enrollees Quite

Underqualified Academically

A considerable number of minority-
group students with weak academic
preparation are being recruited into
the most selective colleges and uni-
versities in the country. There the
academic-aptitude and achievement-
test scores of many such recruits may
be several standard deviations below
the average, nonspecial student, and
even far below the minimum level for
regular admission to the institution.
Most colleges do not publish figures
for special compared to regularly ad-
mitted students, but one can get a few
statistics such as the following:

Kendrick (30) infers from the Cole-
man report (31) that “not more than
15 percent and perhaps as few as 10
percent of . . . Negro high school sen-
iors would score 400 or more on the
verbal section of the SAT. Only 1 or
2 percent would be likely to score 500
or more.” The percentages for all high
school seniors in the country are ap-
proximately 45 and 20, respectively
(15). Thus the number of black high
school graduates each year who have
well-developed verbal ability is quite
small. As noted earlier (I14), the 5th
percentile of SATV scores for fresh-
men in the College of Arts and Sci-
ences at Cornell University is 535.
Brown University uses a cutoff of 620
on SATV to define those students who
are considered academic risks: “Such
a point defines approximately the low-
er one-third of currently admitted stu-
dents . . .” (I8, p. 3), but only about
4 percent of all high school seniors
would exceed it (15).

Cornell University may have the
ablest large group of black students in
the country if SAT scores are used as
the criterion. The verbal means of
entering freshmen in the special pro-
gram (composed almost entirely of
black students) for 1965-66 through
1968-69 ranged from 530 to 570,

whereas the means of the freshmen in
the College of Arts and Sciences
ranged from 660 to 703. The average
difference between the students in the
special program and the entire arts
and sciences group was 137 points
(32). No standard deviations are
given, but this difference seems likely
to be at least two of the standard devi- -
ations of the special group. The lowest
SATV scores for the 247 students in
the special program were reported by
year as 430, 340, 400, and 383, re-
spectively.

In the fall of 1967, Michigan State
University enrolled “66 not normally-
admissible Negro freshmen . . . [m]ore
than half [of whom] had combined
Scholastic Aptitude Test scores [that
is, SATV 4+ SATM] of under 789”
(33). No comparative figures for reg-
ularly admitted freshmen are given,
but the following remarks indicate the
discrepancy (33, p. 13):

May 28 [1968]: Lunch with four fac-
ulty members who want to “do some-
thing,” meaning tutor Negro freshmen
next fall. Their ideas are good, and all
went well until they started saying how
high the students’ grades and test scores:
should be. They had a hard time believ-
ing we haven’t even one that high in our
special-admission group.

For the University of Illinois during
the academic year 1968-69 Humphreys
(34) reported “a difference between
the means of the two races that was
2.4 times the standard deviation of
the Caucasian distribution.” Bowers
(35) provides detailed comparisons of
the 111 men and 152 women in the
Special Educational Opportunities Pro-
gram (SEOP) with the regular Illinois
freshmen on eight test variables and
high school rank. The SEOP students
were considerably below the regular
students in both respects. Admissions
officers have known for many years
that a double handicap of this kind
(that is, ranking low within the enter-
ing class on both aptitude and high
school record) makes for pessimistic
academic prognosis.

Humphreys forcefully stated the
dilemma Illinois faced (34):

There will be an intolerable level of
dropping of Negro students on academic
grounds- during the first year unless there
is massive intervention. A desirable form
of intervention is to establish special sec-
tions and special remedial courses. An
undesirable form is for the faculty to as-
sign grades in regular racially mixed
classes on the basis of skin color rather
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than performance. In the present emo-
tional climate, if more desirable forms of
intervention are not sufficiently massive,
this second type becomes inevitable.
There is another effect of bringing in
Negro students who are far below their
fellow students in readiness to do aca-
demic work. A group of young people
who are newly imbued with pride in race
are placed in a situation in which they
are, by and large, obviously inferior. A
scientist qualifies this inferiority by add-
ing “at their present stage of develop-
ment,” but this is slight consolation to
the student involved. The causal chain
from frustration to aggression is well es-
tablished. A large ability difference as a
source of aggression cannot be ignored.
The universities are damned if they don’t
admit more Negroes, but they are also
damned in another sense if they do.

It seems likely that trying to com-
pete far above their comfortable level
would confine to the easier courses and
curricula most students who are quite
underqualified academically, thereby
limiting their choice. Also, though
such students may pass most of their
courses with C’s and D’s, one wonders
what they will be learning, relative to
what they might learn in another col-
lege where their relative level of abil-
ity is average or better. In addition, the
negative concept of themselves which
they may develop as low men on the
academic totem pole must be consid-
ered. Perhaps they should be encour-
aged to attend colleges more geared to
their level of academic competence.
Not many colleges in the United States
are highly selective: at least 2000
others of all sorts can accommodate
most levels of developed ability and
achievement.

Does Academic Frustration Increase

Demands for Relevance?

I am pessimistic about the efficacy
of remediation, tutoring, and coaching
during the freshman year for over-
coming large gaps. Also, I suspect that
demands for many “relevant” minor-
ity-group courses and instructors are
to a considerable extent probably un-
conscious rationalizations of the pres-
sures of competition with regular stu-
dents who are much better qualified
academically. If the available curricula
are too difficult, students must either
demand easier curricula, fail, or leave.

One’s pride is saved, however, by not -

admitting (even to oneself) how al-
most impossibly difficult the regular
courses and curricula are (36). Some
statements by a black assistant dean

644

of students at Cornell University and
her assistant are applicable to the
above conjecture (37):

[The black students’] interest in making
sure that their course work is relevant—
a word they use with even more fre-
quency than white students—has the
fervor of a religious cause. It is not, how-
ever, a “white” relevance they seek . . .
[A black student] commented, “Most
courses aren’t interesting to me. I find it
difficult to study them. They are relevant
to white students, but not to black stu-
dents.” . . . They define relevant courses
as those taught by Negroes . . . or by
professors who understand and take ac-
count of the Negro contribution and point
of view . . . [Bly far the largest number
are in the College of Arts and Sciences.
And there it is courses in economics,
sociology, psychology, and the humani-
ties that arouse their passions most.

It is not easy to assess the contribu-
tion of academic unreadiness to de-
mands for segregated curricula, de-
partments, and colleges. However,
recent events at a number of colleges
seem consonant with the interpretation
that academic unreadiness plays more
than a minor role in activities which
effectively reduce the competition with
better-prepared students.

Less Selective Colleges
Need Assistance

A major dilemma is that power,
resources, and goodwill seem to reside
chiefly with the academically difficult
institutions, whereas the most suitable
institutions for many of the disad-
vantaged are state colleges, certain pri-
vate colleges, community colleges, and
the less selective state universities.
Over the years of this century, the
principle that a high school graduate
would usually be wise to attend a
college neither extremely difficult nor
extremely easy for him seems to have
been validated rather thoroughly. The
educationally disadvantaged should be
treated as individuals, not as a species
apart from the advantaged. They de-
serve special consideration and special
treatment: adequate financial aid, re-
mediation and tutoring, reduced course
loads, extended probation, counseling,
and so on. There is, however, no
magic in a degree from a usually selec-
tive college if it is not in one’s pre-
ferred field, if it represents little real
educational attainment, or if the recipi-
ent has falsely convinced himself that
he is stupid and convinced others that
his entire racial, ethnic, or regional

group is vastly inferior to the typical
students in the college.

We need massive federal and local
aid to put resources such as scholar-
ships, loans, and counselors where
they are most likely to yield the- great-
est educational increments. A number
of persons are devising model federal
scholarship programs that will include
the disadvantaged (38). It should be
unnecessary for those educationally
disadvantaged students who prefer not
to major in racial or ethnic politics or
social studies to attend a prestigious,
highly selective college simply because
a less selective college cannot. give
them enough financial aid.

Admission and Facilitation

Nothing in this article should be
taken to mean that I believe no per-
sons from disadvantaging backgrounds
should be in selective colleges. Clearly,
some of them will be well served aca-
demically, socially, and emotionally
there, if, despite their origins, they are
not too underqualified academically. I
advocate treating each college appli-
cant primarily as an individual, rather
than as a member of a group. Logi-
cally, that leads to essentially “color
blind,” “ethnic blind,” and “region
blind” admission to college, though
students from disadvantaging back-
grounds who are at the low end of the.
normally admissible applicant group
can be given special consideration for
admission and much educational re-
mediation if enrolled. Admitting ap-
plicants who are quite academically
underqualified for a particular college
will necessitate new, easier curricula
for that college, not just massive re-
mediation and tutoring for the stu-
dents.

Rank in high school graduating
class, academic-aptitude test scores,
and achievement test scores are still
the best predictors of grades that an
applicant would earn in a particular
college and, probably, of his fruitful
persistence there. I do not know of any
convincing evidence that different pre-
dictors or even differently weighted
predictors of current criteria of aca-
demic success are needed for the dis-
advantaged.

For the public schools, McPartland
(39) has concluded that the presence
of a high percentage of academic and
value pacesetters within the individual
classroom is essential for stimulating
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the disadvantaged to greater achieve-
ment. If his findings generalize to col-
leges, many pacesetters seem to be
needed in classes, but the disadvan-
taged students should not be almost
hopelessly outclassed.

However, McPartland does not think
that a mixture of whites and blacks
is, in principle, crucial to education
(39).

There is no question but that the de-
segregated Negro students could have ex-
perienced the same kinds of rewards and
gains had they switched from the usual
segregated school to another all-black
school which enrolled students from
highly educated and economically advan-
taged families. In practical terms, though,
there simply are not presently enough
advantaged black families to accomplish
social class desegregation without racial
desegregation.

Predicting Occupational Level

It is rather easy to be persuaded
that, even if sctool grades and test
scores predict success in school fairly
well, they do not predict “life success”
and therefore should be ignored. There
is a basic flaw in such an argument,
as a few examples will illustrate. Sup-
pose one knows the Stanford-Binet 1Q
scores of a group of children, as Lewis
Terman did in his famed “genius”
study (40). If their IQ’s range from
'140 upward, averaging 150, one would
predict their adult occupational level
to be higher than that of typical adults.
Analogously, what is the probability
that out of 1000 carefully tested 8-
year-old boys who have IQ’s of 90
there will emerge even one mathe-
matician or Shakespearian scholar on
the Ph.D. level?

Suppose that for the 1950 high
school graduating classes of 100 stu-
dents or more one knew the names
and present addresses of three males
in each class—the top-ranking one, the
one who ranked nearest the middle,
and the lowest-ranking one. Subse-
quent education, occupational level,
and even income would quite likely be
found to differ considerably among the
three groups. Of course, since school
grades correlate positively with socio-
economic status, intelligence, and other
variables, it is hazardous to ascribe
causation to academic achievements.
Nevertheless, the predictive value of
school grades is considerable.

The usual fallacy of an argument
against grades as predictors of success
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in life comes about because it seems
to be true that among those persons
who, for instance, exactly complete
high school—no more and no less—it
is difficult to find strong correlations
of grades or test scores with measures
of life success. Reflect though, that, by
eliminating those persons who drop
out before high school graduation and
those who attend college, one homog-
enizes the group considerably with re-
spect to motivation, socioeconomic
status, intellectual ability, and many
other characteristics. That restricts pre-
dictive possibilities greatly. Grades and
test scores are rather potent predictors
of continuation in school which, in
turn, leads to increased occupational
level and, usually, to increased life-
time earnings (but not invariably, of
course, because, for example, a
plumber may have a larger annual in-
come than a physicist and may begin
drawing it four or more years earlier).
For other references and discussion,
see Jensen (12, p. 13), Duncan (41),
Witmer (42), Stanley (43), Lindgren
(44), and Claudy (45).

Increasing Educational Mobility

Viewing the central problem more
broadly, one must determine how chil-
dren of the uneducated poor of any
race or ethnic background can be
given a better educational chance than
they would usually get if not aided.
Many such children suffer compound
disadvantages: educationally unstimu-
lating homes, poorly developing aca-
demic abilities, lack of financial re-
sources, and community influences
(especially peers) that are educational-
ly disabling. Our nation is struggling
with the problems of helping such
youngsters develop their abilities and
school motivation more effectively.
Much more must be done far earlier
than the 11th or 12th grade if efforts
then are to be successful. A current
dilemma is that present knowledge and
funds are so limited that we do not
often get to the really disadvantaged.
They present so many problems of
finance, motivation, and curriculum
that nearly everyone tends to work
with the more malleable, slightly dis-
advantaged instead. On the other hand,
as Sowell (46) emphasizes, it is dan-
gerous to ignore the abler members
of a minority group while concentrat-
ing resources on the least promising
ones.

Concluding Remarks

This article covers a complex area,
and current practice often seems to
me unwise. The many open-admissions
programs can be informative, though
perhaps often traumatically or even
chaotically so. Because of delicate po-
litical considerations, objective evi-
dence from most of them will be ruled
out for all except a few concerned in-
siders. If we can devise ways to collect
and share information from the many
special programs without jeopardizing
the positions of the perhaps insecurely
placed persons who administer them,
it may hasten needed corrective mea-
sures (47). Meanwhile, we must rely
mainly on news media, within-college
reports, public relations releases, and
occasional articles in journals (such
as the College Board Review) or
papers read at professional meetings
to discern even vaguely how effective
the special programs are.

Summary

Test scores predict the college
grades of educationally disadvantaged
students at least as well as they do
those of the advantaged. High school
grades considerably augment the pre-
diction for both groups. Regardless of
socioeconomic level, students who are
predicted to earn quite low grades
within a particular college will tend to
have academic difficulties if enrolled
in it. There are social and educational
justifications for admitting to a par-
ticular college some minority-group
students who are marginally qualified
for it academically, provided that the
students are given adequate financial
aid and effective remedial courses, tu-
toring, and coaching. However, if
entrants are greatly underqualified aca-
demically, new curricula will be re-
quired. These may tend to segregate
the specially admitted students from
the regular student body, thereby di-
minishing the pacesetter role of the
latter. Also, a degree from a special
curriculum may not be viewed by em-
ployers, graduate schools, and alumni
as equivalent to the other degrees
awarded by the institution. Thus, ad-
mitting students who are seriously un-
derqualified academically for the par-
ticular college secems likely to cause
frustrations that may be difficult to
resolve. Current demands by minority
groups for “relevant” courses may re-
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flect the academic difficulties many of
their members encounter in present
courses more than the educational un-
suitability for them of such courses.
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Participatory Technology

Citizen participation in the public development, use,
and regulation of technology is examined.

In recent decades the idea of the
alienation and estrangement of man
from society has emerged as one of the
dominant ideas of contemporary social
thought. While interpretations of the
concept of social alienation vary, Etzi-
oni (/) has expressed the core of the
idea as “the unresponsiveness of the
world to the actor, which subjects him
to forces he neither comprehends nor
guides. . . . Alienation . . . is not only
a feeling of resentment and disaffec-
tion but also an expression of the ob-
jective conditions which subject a per-
son to forces beyond his understanding
and control.”

There is considerable speculative and
observational testimony and some em-
pirical evidence (2) that the scope and
complexities of science and technology
are contributing to the development of
social alienation in contemporary so-
ciety. Keniston (3), for example, sug-
gests that technology and its effects
have been a factor in the alienation of
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many young people. At the same time
he notes that the attitude of many
young people toward technology is
ambivalent because a revolt against the
effects of technology must inevitably
exploit the technology it opposes. In a
different vein, De Jouvenel (4) has
testified to the adverse psychological im-
pact of scientific and technological com-
plexities on sustaining general confi-
dence in one’s judgment. “Because sci-
ence saps such individual confidence,
we have a problem, which I feel we can
meet but which it would be imprudent
to deny.” In a more general observa-
tion Mesthene (5) recently has referred
to “the antitechnology spirit that is
abroad in the land.”

Participatory Technology
In this article I analyze the incipient

emergence of participatory technology
as a countervailing force to technologi-
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cal alienation in contemporary society.
I interpret participatory technology as
one limited aspect of a more general
search for ways of making technology
more responsive to the felt needs of
the individual and of society. The term
participatory technology refers to the
inclusion of people in the social and
technical processes of developing, im-
plementing, and regulating a technol-
ogy, directly and through agents under
their control, when the people included
assert that their interests will be sub-
stantially affected by the technology
and when they advance a claim to a
legitimate and substantial participatory
role in its development or redevelop-
ment and implementation. The basic
notion underlying the concept is that
participation in the public development,
use, and regulation of technology is one
way in which individuals and groups
can increase their understanding of
technological processes and develop op-
portunities to influence such processes
in appropriate cases. Participatory tech-
nology is not an entirely new social
phenomenon, but the evidence reviewed
below suggests that its scope and im-
pact may be increasing in contempo-
rary society.

I first analyze several facts of which
people are becoming increasingly
aware that suggest why participatory
technology is emerging as a trend, and
I then analyze different forms of this
trend. Finally, I evaluate some of its
implications.

The author is an attorney and professor of
public administration and political science at The
Ohio State University, Columbus.
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