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Abstract

A college education is essential to the future.SEhwith a college degree will
make a higher income and be affected less by ecernostability. Employment
requiring a college degree will grow, while jobatldo not require postsecondary
education will decline. Yet barriers exist that ged students from attaining a college
education.

It is the charge of schools to prepare studenthespnot only enter college, but
also have the necessary skills to be successtdliege-level courses. Federal initiatives
mandate periodic assessments to ensure studemnigand to hold schools accountable.
However, scores from these assessments do nostoelpnts gain college entrance nor
do they evaluate college readiness. Some statepromivle the ACT to all high school
students as part of the required state assessByedbing so, all students will have a
common measure of academic achievement in terrosllefje readiness in time to close
achievement gaps before leaving high school.

This study examined the effects of increased AGTirtg on college enroliment
and readiness for students graduating in 2010e $tating percentages were obtained
from the 2010 ACT Profile Reports for each statehensample. College enrollment
information was obtained from the Digest of Edumatbtatistics. College readiness was
measured by the percentage of students who meteeded the ACT benchmark scores
in English and Mathematics.

Results revealed a relationship between increastioh¢) and college enroliment,
especially in Caucasian/White students, althoughddgree to which testing was

responsible for this increase was limited. Stragigtronships were found between



increased testing and college readiness in bothidbngnd Mathematics. A negative
correlation was found between the percentage desitis who took the ACT and the
percentage of students who met benchmark scorssiltRsuggested a disconnect
between what high school students are taught arad tivey need to know for college
success. Additional study should be pursued tositiyate possible reasons for these
findings. Recommendations for improvement and sstgges for future research are

presented.
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Chapter One: Introduction
Background of the Problem

At the time of this writing, the need for a collegducation continues to grow. In
a Bureau of Labor Statistics (2013b) report, thodsleing at least a bachelor’s degree
earned an average weekly salary of $1,189, whisehvith only a high school diploma
earned $651. The United States’ 2008 recessiontaffavorkers at all levels, however
those with less education were affected more (Bgr209). In a statement made at the
National Urban League Centennial Conference, Peasi@bama (2010) said “education
is the economic issue of our time,” the unemploytmate was almost double for those
who have never been to college, and “8 in 10 nds yill require a higher education by
the end of the decade” (p. 3). The attainmentaidliege degree remains a vital key to
opportunity.

Despite the increased need for a college educattadies show that students are
graduating unprepared for the academic demandsllefye. One study found
approximately 50% of Texas students graduated thérappropriate level of math and
reading skills to be successful in college (Modralg 2010). The level of academic
preparation was even lower for low-income and mtgatudents. A Massachusetts
study showed that only 23% of African American siid and 20% of Latino students
were proficient in mathematics, as compared withh ®f White students, with similar
results in Communication Arts (Roderick, NagoakaZé&ca, 2009).

Students who enter college unprepared academieakyenrollment in
remediation courses. Several studies (Byrd & Maalhr2005; Handel & Williams,

2011; Sparks & Malkus, 2013) reported 20% to 40%toflents take at least one
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remedial course in college, depending on the geigcof the institution, with courses in
math, reading, and writing taken most often. Sttslamo begin their college careers
taking remedial classes were considered at-riskhanda tougher time completing their
college goals (Laskey & Hetzel, 2011). A 2008 reéjpyr Strong American Schools
studied the cost of remediation to colleges andliasn They estimated the cost per
student for remedial education was $1607 to $288fending on the institution, in
2004-2005, with families paying over $700 milliomdgpublic colleges paying over $2
billion in remedial costs. The high enrollment nwersdand cost of remedial coursework
has sparked debate among educators, lawmakerpaagats who seek to put the blame
somewhere for students’ lack of ability (Rouech&&iwaiole, 2009).

Even for academically prepared students, otheoreasan affect college
enrollment. Students who are the first in their ifgrto go to college and low-income
students had lower enroliment rates than othelesiisdeven when controlling for
academic preparedness (Roksa, 2012; Tierney, B&laystantine, Finkelstein, & Hurd,
2009). Parents and students may not realize wlps stre needed to complete the
enrollment process or may not have an understarafitite resources available to them
(Bos & Berman, 2009). In a study looking at Hisgagmrollment in California, college
information from high school guidance counselord saachers was received too late and
inconsistently (Zarate & Burciaga, 2010). Studenéy attend schools that do not
identify their potential or do not provide acadersiicnulation, especially minority and
low-income students (Sherwin, 2012). In this reslea@r's experience as an educator, high

schools play a critical role in preparing studeantenter college.
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Statement of Problem

ACT, Inc., producers of the ACT test, claimed statie administration of the test
provided students with the chance to identify sitea and weaknesses and to prepare
students to meet their educational and career gd&l$, Inc., 2009c). This is especially
important for students who have never considerddgmattendance and would
otherwise have not taken the ACT (Cech, 2008). Atiog to ACT, Inc. (2011),
statewide administration of the ACT has allowedest@o experience improvements in
student achievement and college preparation. ERgaabre students to a college
entrance exam gives them a sense of how they staadms of admission requirements
(Herbert 2010).

College readiness is a growing concern of schdwéded by initiatives such as
Common Core Standards, Race to the Top, andNo Child Left Behind (Zinth, 2012). The
ACT provides student competency levels in coreettlgreas, including English and
math. Benchmark scores have been establishedetiratisent the minimum score
required for students to have a “high probabilitgccess in a first-year, credit-bearing
college course” (ACT, Inc2007, p. 24). Students who meet the benchmark $ae a
good chance of obtaining a passing grade in thesponding college course (Allen &
Sconing, 2005). Using subject scores obtained e AT can help schools determine
areas of deficiency and define appropriate statedstrds (Barlow, 2007).

The number of ACT takers has grown rapidly (Kawl@Q0 In 2010, eight states
provided ACT testing to all of their high schoohduates (ACT, Inc., 2010a). If

increasing ACT testing to all students had a pessiéffect on college enrollment and on
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English and mathematics benchmark scores, thiseser believes there would be
justification to increase statewide administratudrthe test.
Purpose of Study

The purpose of this research was to study thetsftef increased ACT testing of
high school students on college enroliment andinead. The study examined the
relationship of the percentage of high school gaéelsiin a state who took the ACT test
with the percentage of high school graduates wholled in a degree-granting
postsecondary institution and the percentage ofestis who met the ACT benchmark
scores of 18 on the English section and 22 on #whematics section. Data was
collected from the year 2010, the most recent yreaiNational Center for Education
Statistics (NCES) had collected the enroliment datd for this study. College
enrollment rates were collected from the Digedtdd@ication Statistics published by the
NCES (NCES, 2012a, Table 238). The percentagaidéats meeting benchmark scores
in English and mathematics were obtained from tRd Rrofile Report-State published
by ACT, Inc. for each state. A positive correlatiarcollege enroliment rates and English
and mathematics benchmark scores with the perceofagraduates tested would
determine if student enrollment and readiness asaé following expanded ACT
administration.

States often use ACT composite averages as a rfas@mparison. This study
did not investigate the average ACT composite scdre researcher expected that as the
number of ACT participants increased within eacltestthe average score would be
lower. In most states, only students who were geleound and academically motivated

would take the test, and therefore the averageesasidhe group would likely be higher
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(Roderick et al., 2009). In states where ACT testuas provided to all students, those
who would not normally consider college and whdgkssmay not be adequate for
college-level work were included in the averageascdherefore, it was this researcher’s
opinion that college enrollment and attainment beachmark standard was a better
predictor of high school achievement and collegelireess. The researcher found no
research that correlated the percentage of stuthatsy the test with college enroliment
or performance towards English and mathematicstearks. If college enroliment and
preparedness increased as more students takesthe p@ssible justification for
administering the ACT statewide would exist.

Definition of Terms

The following terms are defined as they were usdtlis study.

ACT benchmark scores. The minimum scores on each subject test of the ACT
that is required for students to have a high proiyabf success in first-year credit-
bearing college courses. Students who meet thehbeark have approximately a 50%
chance of obtaining a grade®in the course and a 75% chance of obtainiGyACT,
Inc., 2007). The ACT benchmark scores were obtaioethe sample states from the
ACT Profile Report-State and were used to measulfege readiness.

ACT Profile Report-State. An annual report produced by ACT, Inc. (2010b} tha
provides information about the performance of ée&tagraduating seniors. Included in
the report is the percentage of students who teelACT and the percentage who met
the ACT benchmark score, which was used in thidystu

ACT. An assessment that provides an objective measstadaents’ academic

achievement and readiness for college and inclimescurriculum-based tests of
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educational development: English, mathematics,ingadnd science (Allen & Sconing,
2005). Prior to 1996, this test was named the AraerCollege Test (ACT, Inc., 2009a).
All colleges that accepted placement tests for agimms or placement decisions accepted
ACT test scores (Marklein, 2007).

College enrollment rate. The percentage of a state’s 2009-2010 high school
graduates attending a degree-granting institutsoa first-time freshman in the fall of
2010, as published by the National Center for EtloieéStatistics (2012a).

National Center for Education Statistics (NCES). The main federal institution
for collecting and analyzing educational relatethddICES, 2013b). The NCES
publishes the Digest of Education Statistics ear ywhich contains the college
enrollment rate data used in this study.

Postsecondary school. For the purpose of this study, postsecondary sakal
degree-granting institution that awards associategher degrees and participates in
Title 1V federal financial aid programs (NCES, 2@)2
Hypotheses

This study tests the following hypotheses:

Null hypothesis 1. There is no relationship between the college lenemt rate of
first-time freshmen graduating from a state’s hsghool in the previous 12 months, as
determined by NCES, and the percentage of gradtegtsd, as determined by the ACT
Profile Report for that state.

Null hypothesis 2. There is no relationship between the percentagéudents in
a state who meet or exceed the ACT benchmark fglidfnand the percentage of

graduates tested, as determined by the ACT PiRéfsort for that state.
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Null hypothesis 3. There is no relationship between the percentagéudents in
a state who meet or exceed the ACT benchmark fahé&maatics and the percentage of
graduates tested, as determined by the ACT PiRéfmort for that state.

Alternate hypothesis 1. There is a relationship between the college emetit
rate of first-time freshman graduating from a stakegh school in the previous 12
months, as determined by NCES, and the percenfagjaduates tested, as determined
by the ACT Profile Report for that state.

Alternate hypothesis 2. There is a relationship between the percentage of
students in a state who meet or exceed the ACThoesudk for English and the
percentage of graduates tested, as determinecAGH Profile Report for that state.

Alternate hypothesis 3. There is a relationship between the percentage of
students in a state who meet or exceed the ACThoesudk for Mathematics and the
percentage of graduates tested, as determinecAGH Profile Report for that state.
Rationale for the Study

The achievement level of United States’ childres historically been publically
scrutinized and criticized. International studesdasistently outperform American
students on academic assessments, putting presssohools to improve learning
(Hanushek, Peterson, & Woessmann, 2012). Testisgniceeased at all levels to
measure student learning and to hold teacherscubls accountable. However, these
assessments do not align with college expectationare scores earned useful to
students outside of the classroom (Katsinas & BR806H).

In the future, employment requiring a college degsdl have the most openings

and will provide a higher income to employees (Gyo& Moncarz, 2006). The
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Department of Labor predicted that between thesy2@i2 and 2022, occupations that
require postsecondary education would have higlagres and were projected to grow
faster than jobs that did not require educatiorn pah school graduation (Bureau of
Labor Statistics, 2013a). Of the 30 projected pations with the largest decline, all 30
were jobs that did not require college (Lacey & gititi 2009). In this researcher’s
opinion, if the need for a college degree is inseg then students should leave high
school with the knowledge to enroll in college ahd skills needed to be successful in
college-level classes. Assessments administereigiimschool should have a dual
purpose: assess knowledge of content learned imduigool and provide teachers and
students with a measurement of college-ready sallsnprovements could be made
before graduation (Achieve, Inc., 2007). This staggmined the effects of increased
ACT testing on college enrollment and college reasis.
Limitations

The percentages of graduates tested in a stateakéined from the ACT Profile
Report published for each state for the year 20idfuded in this figure were all students
who had taken the test during their sophomorepjyr senior year, who self-reported
at the time of testing that they were graduatinthespring of 2010 (ACT, Inc., 2010a).
Districts who provided ACT testing for their studeduring the course of the normal
school day administered the test during the 1lalkgyear. The percentage of scores that
met benchmark levels as reported by ACT, Inc. ietuscores from only the most recent
test taken. Therefore, students taking the teserni@n one time only had the last

administration used in all subsequent ACT repantsstudents graduating in 2010.
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Performance levels on the test could have diffelegztending on when and how often a
student took the test.

The college enrollment figures were collected fritva Digest of Education
Statistics published by the NCES (2012a) for th@32R010 school year. These rates
included the number of 2010 fall first-time fresmmeho graduated from high school
during the previous 12 months. Second semesteemstsigvho might have started college
during the spring 2011 semester or later were aibfed into this figure. Nor did it
include students who may have graduated beforepgheg of 2010 and may have started
college sooner. The college enrollment figure alisionot consider the number of
students who enrolled in college on a part timeshas

The total number of graduates from high schooksaich state was obtained from
the Digest of Education Statistics and includedéhstudents in attendance at public high
schools during the 2009-2010 school year and thoa#endance at private high schools
during the 2008-2009 school year (NCES, 2012a)aDatprivate high schools located
within the state were not available to NCES for2009-2010 school year. However,
calculations completed and discussed in Chaptezelsinowed that the percentage of
private school students was relatively consisteet the last five years. Therefore, the
figure obtained from the Digest of Education waprapriate to use for this research.

Factors may prevent students from enrolling ineg®l The financial situation of
students and the availability of financial assistahkely affect the number of students
who enrolled in college (Advisory Committee on StotFinancial Assistance, 2010;
Lucido, 2013; Romano, 2012). Students who werdttoaally underrepresented in

college, such as Black, Hispanic, and low-inconueletits (Walters & Ayodele, 2011),
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may have qualified for college acceptance, buttduwmst chose not to attend. The
college history of the parents, the parents’ ineatent in school, and the family’s
potential lack of knowledge of enrollment proceduneay keep college-ready students
from attending (Baum, Ma, & Payea, 2013; Bell, Rowaenyon, & Perna, 2009;
Cunningham, Erisman, & Looney, 2007). Therefore,dbllege enroliment rate
published by NCES was limited to the number of stud who could afford to go to
collegeand chose to go to college. The published rate atithe of this study did not
necessarily include all students who met collegeaece criteria. The researcher
believed that by expanding ACT testing, informatcamuld be gained that provided
increased opportunities for financial assistanaesaolarship to all students, especially
those who may not have previously been able tocitellege.

The fact that more students may be enrolling itegel because of increased ACT
testing does not mean that students will grad@te. study stated that 29% of college
students entering their first year were underpreghan at least one area of reading,
writing, and math (Byrd & MacDonald, 2005). Thisidy did not investigate the
retention factors of college students, althoughtmgehe ACT benchmark standards in
English and mathematics indicated a high probaulitsuccess in the corresponding
courses (Allen & Sconing, 2005).

Summary

In the future, jobs requiring a college educatioth grow at a faster rate resulting
in higher incomes than jobs that do not requirenfized postsecondary education
(Crosby & Moncarz, 2006). Yet students continugetive high school unprepared to

meet the challenges of college (Moore et al., 20d4€pecially minority and low-income
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students (Roderick et al., 2009). ACT benchmarkeswere used as a means to predict
postsecondary academic success (Radunzel & Ndiile; 2)zzell et al., 2012). In 2001,
Colorado and lllinois became the first states #uahinistered the ACT to all 11th graders
as part of their statewide assessment (ACT, I8€98). Ten years later, eight states had
100% of high school graduates participate in th& ABCT, Inc., 2010a). Proponents of
statewide ACT administration hoped that by expagdie testing, students who had not
considered college in the past would gain the miron needed to make college a
reality (Cech, 2008). This study investigated tfieats of increased ACT testing on

college enroliment and readiness.
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Chapter Two: Review of Literature

This research studied the effect of increased £57ing on college readiness and
enrollment. The examiner measured college enrolirogithe rate of high school
graduates who enrolled in a postsecondary inginutiithin 12 months of graduation as
published by the NCES. College readiness was meadiyrthe percentage of students
that met or exceeded ACT benchmarks in Englishnaatthematics. The review of
literature did not reveal previous research thatliitatewide ACT testing percentages to
measure increases in college enrollment or collegdiness. The literature review
focused on research published within the last Hdsyealong with some key studies
published earlier. Studies regarding college emmelit primarily discussed factors that
kept students from enrolling, such as the finaraimlities of the student and family
backgrounds. Most literature concerning collegelirezss focused on remediation.
However, the examiner found no literature that istithow increased ACT testing
influenced college readiness, although limited aed® discussed how performance on
the ACT affected college readiness and enrollment.

This literature review provides a summary of reskednat examined the history
of placement test development, including the ACT;TAcreation, benchmark score
development, and studies that noted how the ACdligiecollege success. A review of
the literature regarding both high school and galase of placement tests was also
discussed. Studies that revealed how cost andydradkground affected college
enrollment were reviewed as well as the effecdatdiyed enroliment. A summary of
research regarding college readiness was presgpeedfically the role of the high school

on college readiness and research on remediati@labt topic considered was research
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conducted on college enrollment and readinesssabiag specifically effected minority
populations.
ACT

Early entrance exams. Prior to 1900, professors at individual institasaightly
controlled who was admitted to college (Forest &s@r, 2002). The College Board was
established in 1900 to create a uniform set ofattrgtandards and to test students’
abilities that could be reported to colleges. Thalgvas to provide greater access to
college for all students based on their merit,thetr background (Epstein, 2009). This
was the first assessment administered to graregmihdmittance (Chandler, 1999).

Hoping to focus more on pure intelligence ratlhantcontent acquisition, Carl
Brigham developed the Scholastic Aptitude Test (BiATL926 (Lemann, 1999).
Brigham was a psychology professor at Princetonhaatdbeen working with the Army
to test the intelligence abilities of World Wardldiers. When Harvard'’s president
James Bryant Conant went looking for a test thatccoompare high school seniors, he
was introduced to Brigham’s SAT (Lemann, 1999).1885, Conant required all
Harvard candidates to take the SAT (Chandler, 1969012, 1.66 million students
nationwide took the SAT, the highest number of stusd to take the test to date (Adams,
2012).

While the purpose of the SAT was to screen collggaicants uniformly, its use
was originally limited to elite institutions. Cofles across the country continued to
administer different types of tests to determinmigdions. In 1958, E.F. Lindquist, a
member of the SAT advisory’s board, presented &piyat argued for widespread

admissions testing that would be accepted by @&tyaoif colleges and institutions (ACT,
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Inc., 2009a). Additionally, Lindquist felt that thest should be used for placement and to
assess students’ readiness for college. The testdsmeasure achievement, not 1Q. In
1959, Lindquist developed the American College Bssh competitor to the SAT
(Fletcher, 2009) and in 1996, the name of thedieahged to simply ACT. In 2012, 1.67
million students nationwide took the ACT, surpagdime number of students taking the
SAT for the first time (Strauss, 2012).

ACT development. The ACT is a measure of general educational achient
that requires students to demonstrate informatiwhskills acquired in major curriculum
areas. The test consists of four subtests: Enghsithematics, science, and reading. An
optional writing subtest is also available. Eachtest contains between 40 and 75
multiple-choice items and students have betweesn8560 minutes to complete each
subtest (ACT, Inc., 2007). Administration of thett® the public occurs at six scheduled
Saturday test dates throughout the year. Schowiatissthat choose to provide ACT
testing to an entire class of students adminisitest during a weekday in March, April,
or May (ACT Inc., 2013d). The score results are@tale of 1 to 36 with 36 is being the
highest. Each individual subtest receives a sepaiire, along with a composite score
that is an average of the subtest scores (“Mordesis”, 2009). The composite score is
what students and schools report when applyingdbeges, although some schools may
allow students to enter into advanced level coupssed on their individual subtest
scores (Schmitz, 1993).

ACT, Inc. (2007) stated that the essential godhe$e types of tests is to
“determine how well prepared students are for er#ducation [by measuring] as

directly as possible the academic skills that sttslaeed to perform college-level work,”
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(p. 5). To that end, the development of ACT questibas undergone a thorough and
lengthy process. According to the ACT Technical Mancontent for test questions are
developed in a three-step process. First, curnadhameworks are collected from all
states in the United States that publish such fwasrkes for grades seven through 12.
Then textbooks on state-approved lists for couttsatscorrespond with similar content
areas are reviewed from grades seven through @allyieducators from secondary and
postsecondary levels assess the importance ofmiatoon and skills contained in the
reviewed frameworks and textbooks (ACT, Inc., 2007)

To ensure suitability for college admission us€ TAsurveyed college faculty
members nationwide who have knowledge of the acadskills taught in the tested
content areas. Consultant panels convened requirengxperts to reach consensus about
the knowledge and skills required for successfuhgietion of freshmen courses, as well
as placement into advanced courses (ACT, Inc., R@htent reviews are ongoing and
include analyzing tests, studying curriculum gujdesl meeting with experts in the field
(ACT, Inc., 2007).

Each year, ACT, Inc. hires content specialistsanduage Arts, mathematics, and
science to write test items. Writers participaterfrboth public and private institutions,
most of which are currently teaching at variougls(ACT, Inc., 2007). An attempt is
made to include writers that are representativalafemographics within the United
States (ACT, Inc., 2012). During the writing andtiad process, content is reviewed for
subject matter and language that may not be fantdienembers of certain groups (ACT,
Inc., 2012). An effort is made to portray a balahoepresentation of society in test

content by the inclusion of experts from both gesdend a variety of racial and ethnic
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backgrounds (ACT, Inc., 2007). Test creators enanrequal degree of difficulty among
different versions of the test using a mathemapcatedure called equating (ACT, Inc.,
2001). The entire development process of an ACTialam over two years (ACT, Inc.,
2007).

Benchmark scores. Allen and Sconing’s 2005 report explained the tioeeof
benchmark scores in each subtest area by compgnadgs in courses commonly taken
by first year students and their corresponding AQbtest scores. College courses
considered were English Composition, College Algehrfirst-year social science
course, and Biology (ACT, Inc., 2010e). Social Scecourses were considered a
measure for the reading section of the ACT sinoséltourses tended to be reading
intensive (ACT, Inc., 2010e). Data was collectexrfrthe ACT database and from
colleges that participated in ACT’s Course Placen$amnvice and contained data from
both two-year and four-year institutions (Allen &d&hing, 2005). The sample size
ranged from 14,136 students in the Biology counsés;, 122 students in the English
Composition course. Allen and Sconing (2005) attexshpo ensure the sample included
an evenly dispersed geographical location, althdhghwas not always possible because
the ACT was used more widely in certain parts ef¢buntry. In the researcher’s
opinion, the study lacked an effort to ensure #mage contained a variety of ethnic and
racial backgrounds or genders. All students instimaple attended college full time
(Allen & Sconing, 2005).

Students were considered successful in the cauisey obtained a grade of B or
higher. Using a logistical regression model, Al&ard Sconing (2005) compared grades

with the corresponding score on the ACT subtese rBisults created a benchmark score,
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or a score on the ACT subtest in which a studentidvbave a 50% chance of earning a
grade of B or higher and a 75% chance of earni@gahigher in the corresponding
course. These benchmark scores are shown on Table 1

Table 1.

ACT Benchmark Scores and Corresponding College Course

ACT Subtest Benchmark Score  College Course
English 18 English Composition
Mathematics 22 College Algebra
Reading 21 Social Science
Science 24 Biology

Note: From Allen & Sconing (2005)

Predicting college success. A review of the literature found studies that
supported the claim that ACT benchmark scores prediccess in college. Schmitz
(1993) researched the validity of the data coll@ttecreate educational indicators for
holding secondary schools accountable for studeriopnance. Her findings concluded
“the results especially confirm the average enganst scores' ability to predict
reputation and, to lesser extents, retention aadugtion rates” (Schmitz, 1993, p. 518).
Hoping to identify at-risk students early, anoteerdy compared performance in an
introductory college course with grades and scorestandardized tests including the
ACT. Results revealed ACT scores showed a sigmfipasitive correlation to college
grade point averages (GPA) (Marsh, Vandehey, & Bodlk 2008). In a 2006 study,
locus of control and ACT scores were analyzed éaligt GPA at the end of the first year

of college. Results showed “pre-college acadentieaement as measured by ACT
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scores was found to be a significant predictoirst-iyear academic success as measured
by end-of-first-year cumulative GPA” (Gifford, Beéo-Perriott, & Mianzo, 2006, p. 23).
A similar study agreed. Scott-Clayton (2012) fodplhcement exams are more

predictive of success in math than in English amdenpredictive of who is likely to do
well in college-level coursework than who is liketyfail” (p. 37). Additionally, students
with higher ACT scores obtained a higher cumula@®RA at the end of their first year
(Gifford et al., 2006).

Lichtenberger and Dietrich (2012) conducted a lardinal study of the
relationship between college readiness as detedtipCT benchmarks and
postsecondary outcomes. Demographic informatiotingert to this study included race,
income, and selectivity of institution attendedsBRe&s showed that the greater number of
ACT benchmarks met, the higher rate of enrollmémh@re competitive institutions and
the higher rate of persisting through to a thirdryi@ college (Lichtenberger & Dietrich,
2012). Additionally, of the groups that met thoeg of four benchmarks, missing the
mathematics benchmark had “the most detrimentatetin persistence” (Lichtenberger
& Dietrich, 2012, p. 3). Of the groups that onlytroae ACT benchmark, meeting the
benchmark in mathematics or English had a posithgact on persistence
(Lichtenberger & Dietrich, 2012). Meeting all fooenchmarks had an even greater
impact on minority students. Minority students whet all four ACT benchmarks had
considerably higher rates of enrollment at the ngostpetitive institutions as compared
with their white peers (Lichtenberger & Dietrict§12). According to this study,
Lichtenberger and Dietrich (2012) found that parfance on the mathematics and

English subtests of the ACT had a large impactallege persistence.
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While most literature reviewed claimed that ACT resowere good predictors of
college performance, some studies disagreed. Lamk@yHetzel (2011) considered
factors that influenced the GPA and retention eisk students in college. In their study,
ACT scores were not a predictor of college achiexrsimHowever, the authors noted that
in order to do well on any standardized test, sttgle/ould need adequate reading skills
and proper academic preparation (Laskey & HetZH1? Laskey and Hetzel (2011)
cited prior research that revealed ACT scores g@od predictor of college
performance, but they also noted that the studycmaducted with regular or high-
achieving students, not at-risk students.

Some believe that standardized testing is an inategredictor of college
performance due to the availability of test preparacourses. Perez (2002), an advocate
for Fair Test, wrote that ACT testing follows a ghctable format and contains a narrow
body of content, making it easy for companies teratoaching to the financially
advantaged. Because colleges are unable to tathvémplicant has taken test preparation
courses, the scores are not a fair way to determimeh students will be successful
(Rooney & Schaeffer, 1998). Research by Schole87)1:owever, showed that most
test preparation methods studied had little efbecACT scores, with only practice tests
showing a small, positive impact.

Use of Placement Tests

High school use of placement tests. There is a difference in the utilization of
college placement tests within the current liter@iacluding the way students seek
assistance in their preparation while still in hgginool (Achieve, Inc., 2007). By taking

the test during a student’s sophomore or junior péaigh school, data is collected and
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available to provide academic help to students ddmonstrate a need (Christie, 2007).
Students underprepared for college-level work videatified and use the rest of their
high school years to improve their skills (Jondx, 2 Meristois & Phipps, 2000; Tierney
& Garcia, 2008). High school college counselors usa the information gained from
placement tests to help students enroll in appatgourses their senior year and assist
in choosing a college major (Jones, 2012). Pradessidevelopment opportunities were
created to help teachers use placement test datust instruction (Spence, 2009).
States such as California and Texas embedded gne$tom placement tests into their
existing statewide assessment instrument (Chriddi@7; Spence, 2009). Maine,
considered using a college placement test as @&eedugh school exit exam (“SAT as a
Graduation Test,” 2006). By adding ACT-type quessito existing statewide
assessments, the number of tests students takkecamplified and provide students
with a measure of college-readiness in time toebgttepare (Achieve, Inc., 2007).
College use of placement tests. Placement exams were used to determine
admission decisions and to place students in ceagropriate for their academic level.
While smaller schools can look at other criterigglsas essays and interviews, to select
students, larger schools must rely on admissiats thie to the large quantities of
applicants and limited staff (Zwick, 2007). Collegeay use standardized tests
administered in high school, such as the ACT, sistereated specifically for college
placement, such as the Computerized Adaptive PlaceAssessment and Support
Systems (COMPASS) or the Assessment of Skills tmc8ssful Entry and Transfer
(ASSET) (ACT, Inc., 2013c). The same company thatipces the ACT also develops

the COMPASS and the ASSET and are similar in for@#tough the latter tests are
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used specifically to evaluate placement into c@legurses (ACT, Inc., 2013c). The
nonprofit, bipartisan organization ACHIEVE (Achievac., 2007) conducted a study
comparing college admissions tests, such as the, A@d tests used by colleges to place
students into college-level coursework. They fotirat the ACT was more demanding
and better balanced in the types of questionsdkkgd than the tests colleges use for
course placement (Achieve, Inc., 2007). Some sshaltwwed students to retake
placement tests frequently, which threatened thidityaof the tests to assess accurately
students’ abilities (Calcagno & Long, 2008). Studemho did not perform at a college’s
predetermined level in a subject were assignedrteedial courses (Bettinger & Long,
2005; Katsinas & Bush, 2006). Students may be exénmm taking a college-
administered placement test and placed into agmllevel course if they scored at a
certain level on the ACT subject test (Calcagnodiady, 2008).

College Enrollment Studies

The researcher examined the correlation of thegpgsge of students taking the
ACT and the number of students enrolled in college state. A review of the literature
did not yield any research that studied the retstigp of increased ACT testing and
college enrollment. Related research involvingezgl enrollment focused on cost, family
background, and the impact of delaying collegeastte.

College enrollment and cost. The cost of college continues to increase each yea
According to the NCES (2011), prices for undergedduuition, room, and board at
public colleges increased by 42% between 2000 adad.ZOne study compared the cost
of college among nations around the world. The éthBtates ranked number one in

terms of cost at an average of $24, 370 per stubahtvas 10th in the percent of
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workers, age 25-34, that had any degree (Hauptmiim& 2009). Despite the increase
in cost, financial aid budgets have shrunk. Sthéa® decreased the amount of money
given to colleges by $15 billion since 2007, b ttumber of students enrolled in
college has increased by 12% (Clark, 2012). In 2602 of students who earned a
bachelor’s degree graduated with an average def2&500 (Associated Press, 2013).
Higher tuition, lower financial aid funds, and ieased student enrollment has
changed the characteristics of the student thaattand college. Several studies
confirmed that due to cost, enrollment has shifteth four-year colleges to two-year
colleges even though students who started at two-g@leges were far less likely to
experience degree completion (Advisory Committ®4,02 Durham & Westlund, 2011).
There was conflicting research regarding individuaho had received benefits from
financial aid funds (Baird, 2006; James, 2012)di&tsi noted that aid was given to
students who showed academic ability or as a glydtekeep talented students in the
state, rather than students who demonstrated Aekasory Committee, 2010; Lucido,
2013). Other studies claimed that a lack of abiklgs considered to receive aid, enabling
more academically unprepared students to atterelgeo(Vedder & Gillen, 2011) and
with the increased enrollment of students, fundsevdéverted to build facilities and to
hire faculty (Romano, 2012). Dynarski (2002) stddiee effects of financial aid on the
level of schooling. Her findings showed that elitii» of aid increased college
attendance, but not necessarily completion aneffieets of aid increased when income
increased (Dynarski, 2002). Other studies revelleatost of tuition had a minimal
effect in enrollment decisions as compared witteothctors (Cameron & Heckman,

2001; Ellwood & Kane, 2000).
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Reviewing literature regarding the effects of amstcollege enroliment was
relevant to this research in several ways. Scdr&sreed on the ACT were used to earn
scholarship funds, therefore decreasing the firsudiligation of families (ACT, Inc.,
2007). Test scores obtained helped to identifysaoé@oncern that students could
prepare for while in high school, avoiding the coflstemediation in college (ACT, Inc.,
2006; Allensworth, Correa, & Ponisciak, 2008). A€dores prevented disparities
between “the aspirations and qualifications of reghool graduates and where they are
able financially to enroll” (Advisory Committee, 20, p. 33). Information gained from
ACT scores allowed funds to be appropriately spgntolleges so that more money
could be used to help students with financial ngedido, 2013; Vedder & Gillen,
2011).

College enrollment and family background. A review of the literature showed
that the decision to go to college is highly infieged by a family’s background; a greater
influence than financial characteristics (BairdD@0Ellwood & Kane, 2000; Perna &
Titus, 2005). Parents who never attended collegjeeththe financial, admission, and
enrollment knowledge needed to assist their chldBaum et al., 2013; Bell et al., 2009;
Cunningham et al., 2007). Children of parents witenaled college were more likely to
attend college (Attewell, Lavin, Domina, & Levey)@; Ryan, 2012). The odds of
college enrollment greatly increased if parentsenaatively involved in their child’s
school in a positive way, yet significantly decreséd a parent’s involvement was
restricted to behavioral issues (Perna & Titus, 5200

A family’s income level played a significant role determining if a student

attends college and where they go to school. Tteeofeacademically qualified low-
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income students dropped from 54% to 40% betweef 486 2004 (Advisory
Committee, 2010), with students from the lowesbme bracket having the lowest
college enroliment rate (Baum et al., 2013). Stteléom lower income families were
more likely to attend two-year and less selectoug{year institutions (Baum et al., 2013;
Roderick, Coca, & Nagaoka, 2011; Sherwin, 2012hdlieugh they were qualified to
apply to a more selective four-year college (BoB&man, 2009; Roderick et al., 2011,
Sherwin, 2012).

The researcher found conflicting results regar@irigmily’s knowledge of
financial aid opportunities and enroliment ratesny studies suggested if low-income
families were more aware of financial assistancaenstudents would attend college
(Bettinger, Long, & Oreopoulos, 2007; Bos & Berma@09; Council of Economic
Advisers, 2009). Yet other research stated thatliissthave a general understanding of
what financial assistance is but they lack the Kedge regarding specific procedures to
apply it (Bell et al., 2009; Cunningham et al., 2P0

Impact of delaying college enrollment. Most high school students enter college
immediately after graduation (James, 2012; Niu &rntia, 2013). Other students choose
to wait to enroll in college for varying lengthstahe. One example of delayment was
referred to as a “gap year.” Approximately 2-10%stfdents in the United States take a
gap year, although the percentage rises to more50% in countries such as Denmark
and Norway (Krogstad, 2013). Students take thig tismdetermine life goals, volunteer,
or travel. However, most students who delayed ergeawllege were from low
socioeconomic families, suggesting motives othantinaveling or volunteering

(Goldrick-Rab & Han, 2011). Approximately 90% ofidents who delayed entering
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college immediately said that working was the rea@ames, 2012). Other studies stated
that having children contributed to the delay iteeing college (Goldrick-Rab & Han,
2011; Horn, Cataldi, & Sikora, 2005). James (20dt&5erved that those who delayed
college enrollment by at least a year were legsylito have taken the ACT or SAT and
those that did scored lower than students who @gcollege directly after college.

One study showed a positive correlation betweeimgak year off and increased
motivation in college (Shellenbarger, 2010). M@staarch reviewed found a serious
threat to degree completion when college was ddlajter high school graduation
(Berkner, He, & Cataldi, 2002; Goldrick-Rab & H&®@11; Horn et al., 2005; Niu &
Tienda, 2013). One study reported that those wikaydd starting college were five
times less likely to earn a bachelor’'s degree (3a2@l2). Several findings noted those
who delay enroliment are likely to attend two-yesther than four-year institutions
(Bozick & Deluca, 2005; Horn et al., 2005; Jaméx, 2 Niu & Tienda, 2013).
College Readiness Studies

Studies under this topic examined the correlatibtine percentage of students
taking the ACT and the percentage of students wabtihe benchmark scores in English
and mathematics on the ACT as a measure of caleaginess. A review of the literature
did not yield any research that studied the retstigp of increased ACT testing and
college readiness. However, limited research wasdaegarding performance on the
ACT as it related to college readiness. Relatedare$ involving college readiness
included the role of the high school and solutibased on research to increase

preparedness.
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Collegereadiness and therole of the high school. A student’s high school plays
a significant role in determining college enrollmhbg preparing students for college. In
fact, studies revealed that high school achievemastthe single most important factor
in deciding college enroliment, even more importaan tuition and financial aid
availability (Cameron & Heckman, 2001; Ellwood & & 2000). Similarly, another
study showed that high school achievement hadrarigtdirect relationship” with
composite scores on the ACT and that other facsoich as family income and parents’
level of education, only had a small indirect eff@doble, Roberts, & Sawyer, 2006). A
review of the literature found research linking thality of high school curriculum
(Pathways to College Network, 2007; Byrd & MacDah&005; Marklein, 2007;
“Unlocking Doors,” 2011; Zagier, 2011) and misahgant of curriculum (Green &
Forster, 2009; Spence, 2009) to college readiness.

TheNo Child Left Behind Act requires periodic testing of students throughout
their school careers. In high school, studentsaasessed on content attainment when
they complete certain courses (Dolezalek & Say®892 These assessments were
designed to measure student’s knowledge of higndaontent and may be used to
measure teacher accountability (McNeil & Maxwe013). However, performance on
these assessments do not impact college enrolleergions or affect their placement
into college level courses (Katsinas & Bush, 20@g)lleges use scores from placement
tests, such as the ACT, to determine the levebafsework a student is prepared to take.
A 2008 report by Tierney and Garcia claimed thgiskators agreed “underprepared

college students are a problem inherited from tHE2lsector” (p. 3). Some state officials
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were even considering requiring secondary schodisrtd remedial courses for their
students (Bettinger & Long, 2005).

A review of the literature found many studies dssing the impact of the high
school curriculum on college readiness. Some ssudiend that high school curriculum
was not challenging enough and did not prepareestsdor college-level work
(Pathways to College Network, 2007); Byrd & MacDioh2005; Marklein, 2007;
“Unlocking Doors,” 2011; Zagier, 2011). Other steslfound that the high school
curriculum was not aligned with college curricul@reene & Forster, 2003; Spence,
2009) so students graduate with skills that doatipioute to their success in college-level
courses (Bettinger & Long, 2005; Durham & Westluddl1; Khan, Castro, Bragg,
Barrientos, & Baber, 2009).

High performance in high school does not necegsardan students are ready for
college. In a study by Greene and Forster (2008) of all students graduated from
high school, but only 32% were qualified to attenfdur-year college. Some studies
claimed that high school grades were not consigtesitive indicators of college
performance (Randunzel & Noble, 2012; Spence, 2808)even highly ranked students
were required to take remedial courses in collégtyell et al., 2006). Woodruff and
Ziomek (2004) conducted a study that claimed, ieféort to improve college
enrollment, high schools possibly inflated studgnaides, which could be one reason high
performing students were underprepared for college.

The role of the high school in preparing studeatsbllege had an even greater

impact on minority students. Greene and Forsted3p@und the following:
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Based on the overall findings of our study, we ¢oae that by far the most

important reason black and Hispanic students adlewepresented in college is

the failure of the K12 education system to preplaeen for college, rather than

insufficient financial aid or inadequate affirmaigaction policies. (para. 71)
Other studies cited the lack of resources availablegh schools as a reason minority
students were underprepared for college (ACT, R@10d; Bos & Berman, 2009; Perna
& Titus, 2005). Studies showed that minority studemere less likely to attend high
schools that offered high-level mathematics cou¢adgsiman, 2005) and duel-
enrollment options (Planty, Provasnik, & DanielpZD Additionally, a 2011 study
showed that in advanced classes that were predathjimainority in composition,
teachers spent more time covering basic skills tiggorous material as compared to
classes that were predominantly white (Covay, 20Rajlerick et al. (2009) discussed
the “Aspirations-Attainment Gap”. This term claimit the desire to go to college had
increased in minority populations yet these stusleat difficulty completing college
because of a lack of preparation by high schodsd® (2006) work revealed that there
was strong evidence of a link between “educationgéomes and the quality of high
schools” (p. 20).

I mproving college readiness. A review of the literature revealed research
suggesting methods of improving college readin@s& solution suggested was to align
state assessments to what colleges expect or tilege placement tests as the actual
measure of student and teacher accountability $6&yi2007). By doing this, less
instructional time was spent on assessments thabtprovide teachers the type of

information needed to prepare students for col(€&wistie, 2007). There was evidence
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that some secondary schools were making changasstoe students were prepared. In
2006, Dounay published a lengthy examination of Btates were embedding “college
readiness indicators” into the required high sctoomficulum, including adding content
to curriculum, adding college placement items tistaxg state assessments, and
requiring all students to take a college placene@ain before graduation. Research by
Howell, Kurlaender, and Grodsky (2010) showed byaparticipating in early college
assessment, the probability of a student needmgdetion lowered approximately 4 to
6%. Many states now use part or all of a college@inent exam as the statewide
accountability measure (ACT, Inc., 2009; Chris@0Q7; Dounay, 2006; Froman, 2008).
By giving a college placement measure to studdrttsesbeginning of their high school
years, gaps in achievement can be identified apdaved before entering college-level
courses (Spence, 2009; Tierney & Garcia, 2008).
Remediation

To ensure student success, colleges assess at&aenviedge of a content area
before allowing enrollment into a college-level cerI(ACT, Inc., 2009b). If increased
ACT testing improves college readiness, the negadftects of remedial courses could
be prevented. A review of the literature revealedflicting outcomes for those taking
remedial courses. Relevant literature includedistuthat identified characteristics of
typical students taking remedial courses, the &ffetenrolling in remedial courses, and
the cost of remediation to stakeholders.

Remedial statistics. Data on the number of students who take remedial
coursework varies. Studies reported figures ranfiom 29 to over 60% of students at

four-year institutions took at least one remedmirse (Byrd & MacDonald, 2005; Khan
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et al., 2009; Radford, Pearson, Ho, Chambers, &Fro, 2012; Strong American
Schools, 2008). This figure was even higher fodstus attending community college
(Charles A Dana Center et al., 2012; Khan et 8092 and minority students (Attewell et
al., 2006; Bettinger & Long, 2005; McClenney, 2009dathematics is the most common
area of remediation (Attewell et al., 2006; Par&dcewis, 2003). Students who attended
public colleges were required more often to takeaaial courses than students who
attended private colleges (Attewell et al., 200&dfrd et al., 2012; Sparks & Malkus,
2013). Research claimed that the reason more dtidene placed into remedial courses
were that there was a perception that everyone attestd college to succeed
economically in this labor market and studentsraitirealize what they needed to do to
be prepared for college (Howell et al., 2010; Rbsemmn & Person, 2003). More students
are entering college, but fewer are graduating (Blol.ovenheim, & Turner, 2009).
Remedial courses are defined as “courses for stsitgeking skills necessary to
perform college-level work at the degree of rigeguired by the institution” (Parsad &
Lewis, 2003). The level of coursework a student manpll in is determined by scores
from placement exams (ACT, Inc., 2009b). If a shidacked a minimum level of
achievement, colleges have required remedial cauargein that content area. National
college placement exams, such as the ACT and S&Taaepted as proof of college-
level skills at all United States colleges (Coll&gard, 2013; Marklein, 2007). Colleges
can administer commercially created college placdragams, such as the ASSET or
COMPASS, or use tests created by state or localcaee (Horn, McCoy, Campbell, &

Brock, 2009). Some colleges established hard didenires (Bettinger & Long, 2005)
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but those scores varied among institutions (Atteetedl., 2006; Noble, Roberts, &
Sawyer, 2003) with each college creating their @etof rules.

Remedial education outcomes. The researcher found conflicting studies
regarding the outcome of students enrolled in reahedurses. Some studies showed
that students who were assigned to remedial codidest complete them (Bettinger &
Long, 2005; Smith, 2012; Vandal, 2011). Students wbmpleted one remedial course
may not have completed the entire sequence of es@ssigned to them and a large
portion never enrolled in remedial courses atidliley & Cho, 2010; Vandal, 2011).
However, other studies showed that 2/3 of studehtsenrolled in remedial reading,
writing, or math completed the courses (Educatiom@ission of the States [ECS],
2013) and females were more likely to complete sework than males (Bettinger &
Long, 2005). Students who completed remedial Engi@®irses received high grades in
their first college-level course, “indicating treime remedial courses are indeed helpful
in preparing students for college-level work” (Boain & Long, 2010, p. 21).

The research regarding degree completion and riatremirsework was also
inconsistent throughout the current literature vitngs studies revealed that the number
of semesters a student took beyond entry to colkagea major negative association with
college performance (Horn et al., 2009; Smith, 30%2udents “who are required to take
remedial courses ... before they can sign up feditibearing ones often get discouraged
and drop out” (Mangan, 2012, para. 3). Those takengedial courses were 15% more
likely to stop attending college before a two-ydagree and approximately 4% more
likely to stop without completing a four-year degj@ettinger & Long, 2005). A study

completed in Texas showed a small negative effe¢the number of college credits
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attempted and the likelihood of completing at least year of college (Martorell &
McFarlin, 2009). Other studies showed that less three quarter of community college
students that enrolled in remedial courses comgplat@egree within eight years (Bailey
& Cho, 2010; Vandal, 2011). Deli-Amen (2011), howewvas quick to point out in her
study that both students who had taken remediakeswand those who had not both “fail
to persist at very high rates” (p. 67).

Other studies noted a positive effect on collegamletion. Students who
completed remedial courses had increased prohabilgarning credit in higher-level
courses (Adelman, 2005). One report indicated4b&b of students who took two
remedial courses achieved at least an associagiee (ECS, 2013). When students
completed a remedial writing course and then patsedubsequent college-level
composition course their odds of graduating moaa tthoubled (Calcagno, Crosta,
Bailey, & Jenkins, 2007). Taking some remedialrees had no effect on two-year
college degree completion, but it did decreasdikleéhood of finishing a four-year
degree by 6-7% (Attewell et al., 2006). Participatin remedial courses had a positive
impact on college outcomes and participants wenerikely to persist and obtain a
degree (Bettinger & Long, 2005; Martorell & McFarl2009; Calcagno & Long, 2008).

Cost of remedial education. The cost of remediation is expensive. A Strong
American Schools (2008) study reported that thé absemedial education to students
was over 700 million dollars per year in tuitiordaiees and costs colleges over 435
million dollars. Additionally, taking extra coursesngthens the time a student is in
college and could have negative implications otudents’ financial aid package

(Bettinger & Long, 2005). States spend tens ofiamB of dollars on remediation (Bailey
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& Cho, 2010). The Education Commission of the St&2©10) report concluded that
remedial education takes up less than one perééné dotal annual higher education
budget, with no more than 4% of financial aid geahto freshmen and sophomore to pay
for remedial courses.

To reduce the cost of remedial education, sontesteave regulated what
institutions can offer remedial courses. Betwega {Bettinger & Long, 2005) and 21
(Smith, 2012) states either prohibit remedial wiarke offered at four-year colleges or
strongly discourage it by limiting funding. Remddtaurses are available in reading,
writing, and math at approximately 95% of two-yewestitutions (Parsad & Lewis, 2003).
Some colleges have found success by placing stidenbllege-level courses, but
require them to meet with a cohort of similar stutdgoeriodically, work in special
computer labs, and attend tutoring sessions (Ada61); Laskey & Hetzel, 2011;

Smith, 2012). The cost for these programs may b#hwiif it prevents students from
dropping out of college (Mangan, 2012).

One study researched remediation with ACT testpegifically. A 2005 study by
Bettinger and Long (2005) analyzed remedial copesécipation in community colleges
using data from the Ohio Board of Regents. Theidgtrevealed that students who do not
take the ACT were more than likely placed in rerabdourses. Students who had taken
the ACT completed remedial courses at a higher(7di#) than those who had not taken
the test (56%). Not surprisingly, students in matd English remediation courses scored

lower on the ACT than students not placed in reademtiurses (Bettinger & Long, 2005).
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College Implicationsfor Minorities

This study examined the effects of increased A€3Tiig on college enroliment
and college readiness. One major advantage, clampn@&dCT, Inc. (2009c), was the
increased testing benefits to minority studentstétes where districts provided ACT
testing to all students, students who were notimailty planning to go to college might
consider attending when their level of college-reass was learned (ACT, Inc., 2009c;
Zinth, 2012). Research conducted by ACT of the miypcollege-readiness levels in
lllinois and Colorado, two states that have mardi&€T testing for students the longest,
found improvements in college readiness by miregitt greater levels in these states
than in states where testing was optional (ACT,, [2809c). Minorities performed better
on the ACT when it became part of the routine (Gzka, 2010). Because of the benefits
claimed by increased testing, a review of thediiere regarding implications for
minorities on college enrollment and readinesofed.

Population forecasts. Research concerning the college enrollment ardiness
conditions of minorities is relevant to study.

Table 2

Estimated Population Forecast of 2019-2020 High School Graduates

Growth
Race Number Percentage
African American/black - 41,000 - 9%
Asian/Pacific Islander + 49,000 + 30%
Caucasian/white - 228,000 -12%
Hispanic + 197,000 +41%

Note: From Western Interstate Commission for Higher Etiona2012.
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According to a 2012 study by the Western Interstaaemission for Higher
Education, 45% of the nation’s public high scho@dyates will be non-white by the
year 2019-20. Specific population predictions d@w in Table 2.

High school graduates of Hispanic descent are ¢éggdo increase notably in all
states (Prescott & Bransberger, 2012). The incceagmbers of minority students in the
next 10 years highlights the importance of prepgpaih students for college.

College enrollment and minorities. The need for college will continue to
increase. Bureau of Labor statistics show thatt®6a0 jobs in the future will require a
college education and college-educated workers rmalistantially higher salaries than
non-educated workers (2013a). Yet minority studbatge enrolled in college at much
lower rates than white students. In 2005, less arof Latino young adults had
attended some type of college (Roderick et al. 9208 study in 2010 showed that,
despite almost equal numbers of students who Baidwere planning to go to college,
70% of White students actually enrolled as comp&résb% of African American
students (Quay, 2010). Another study reported th&008, only 26% Hispanic and 32%
African American college age young adults enrolfedegree-granting institutions and
among the students who started at a communitygmllafrican American and Hispanic
students were less likely to transfer to a fourrydlege (Liu, 2011). The National
Association for College Admission (2008) Counsektated one reason that minority
enrollment rates may be lower than other groupisasthey may be less informed about
the testing process or lack knowledge about becgpmiepared for college (2008).

Collegereadiness and minorities. A lack of readiness was noted as a major

reason minority enrollment rates and persistenias naere lower than their White
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counterparts. Studies indicated that minority stisieften lack the academic preparation
that allow them to be successful in postsecondanyses (McPherson, 2011) and are
almost twice as likely to take one or more remedmairses as compared to White
students (Parsad & Lewis, 2003). Barriers to prieganinority high school students

were noted as cyclical. An Arbuthnot (2011) stutited African American students tend
to go to high poverty schools, which receive lesgling, and less funding affects teacher
guality, school facilities, technology, and collegsources. Arbuthnot (2011) advised
these schools to lower the amount of college poepses offered, affecting the level of
rigor and affecting college readiness.

In an Education Sector report, Carey (2008) wathatischools may be tempted
to lower the expectations for minority studentgmprove graduation rates, making
entering college easier. He stated “the most ingmdthing a college can do to help
students graduate is often to ask more of themlesst and provide more in return in the
form of better teaching” (Carey, 2008, p. 8). Maining a high level of rigor and
providing support was recommended by many as a sn&goreparing minority for
college (ACT, Inc., 2010d; Dervarics, 2005; McGly2009).

College persistence and degree attainment. The college graduation rate for
minority students was noted as much lower thamdateefor White students. The
graduation rate for African Americans who entetexgéd was less than 50% (Quay,
2010). Roderick et al. (2009) stated that approgal 7% of African American young
adults had earned a bachelor degree, while Caf29G3) study claimed only 4% of the
African American males in his study earned a bamfgetegree. The graduation rates for

Hispanic students were only slightly better at al&f96 (Knapp, Kelly-Reid, & Ginder,
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2012; Quay, 2010). Despite increased college ensslt by minority students, gaps in
degree attainment continue to grow (McPherson, 2Bbtlerick et al,. 2009). The
researcher believes advanced knowledge of colledjges, as discovered by ACT
results, may help students prepare for collegel\ewek, decrease knowledge gaps, and
increase college degree attainment.

Minority performance on college placement tests. There is much debate about
the validity of standardized tests and minorityfpenance. Opponents of high stakes
testing claim that material on tests are biasethagminority students because of the
different life experiences of people living in dfent cultures (Ford & Helms, 2012) or
to maintain a certain status quo in higher edungficceri, 2009). Other studies
claimed in order for some colleges to ensure ardéevstudent population, minority
applications were reviewed for criteria other ti@st scores in order to boost numbers
(Alon & Tienda, 2007; Kahlenberg, 2012). Howevéudées on the performance of
minorities on standardized college placement testsaled contrary results. According to
the National Association for College Admission (8DGhere was substantial research
that indicated individual item bias had been disined in college admission tests due to
the thorough research and development of quedhpih®th SAT and ACT. The ACT
organization boasted a two-year process for crgat@w tests and ensured item fairness
by consulting with national associations of alltatgs at every step of development
(ACT, Inc., 2012). In Arbuthnot’s (2011) bodkilling in the Blanks; Standardized
Testing and the Black-White Achievement Gap, the author provided a summary of studies
that researched test item bias. Findings reveatssaf strength for both Blacks and

Whites. On mathematical problems, Black student®peed better on “more difficult
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guantitative items and on pure mathematics itei@gSuthnot, 2011, p. 50), while White
students performed better on problems that involeatisettings and questions that
required a visual solution (Arbuthnot, 2011). Omba items, Whites performed better
with items that contained “high frequency” (easiwords and Blacks performed better
on “low frequency” (harder) words (Arbuthnot, 20p151). Arbuthnot (2011) also noted
that African Americans left more questions blankha&tend of tests and there was reason
to think that if those questions occurred earlnethie test they may be answered. The
lower score implied difficulties with time managemand may not have indicated lower
ability (Arbuthnot, 2011). Geiser (2008), in his@dy on the effects of using achievement
tests for college admission, showed that scoreschievement tests, such as the ACT,
had less adverse effect on minority students thdityetests, like the SAT.
Summary

A review of the literature lacked research thaued on the relationship between
increased ACT testing rates with college enrollnentollege readiness. However, there
were studies that focused on the use of placerastd, tsuch as the ACT, and factors that
affect college enrollment (ACT, Inc., 2006; Advig@Zommittee, 2010; Allensworth et
al., 2008; Lucido, 2013; Vedder & Gillen, 2011) aradlege readiness (ACT, Inc., 2009;
Christie, 2007; Dounay, 2006; Froman, 2008; Spe2@@9; Tierney & Garcia, 2008).
Most related research discussed the impact of rixti@a on college completion rates.
Some studies indicated a negative effect of takemgedial courses on college
completion (Bailey & Cho, 2010; Horn et al., 2008angan, 2012; Smith, 2012; Vandal,
2011). Other studies revealed a positive effecie{iadn, 2005; Attewell et al., 2006;

Bettinger & Long, 2005; Calcagno & Long, 2008; Gajno et al., 2007; ECS, 2013).
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The literature review also yielded research disagssollege enrollment (ACT, Inc.,
2009c; Liu, 2011; Quay, 2010; Roderick et al., 208¢&d readiness factors (Carey, 2008;
McPherson, 2011; Parsad & Lewis, 2003) specificaffgcting minorities.

Several studies validated the use of the ACT be¥ack scores as a predictor of
college success for most students (Gifford e2806; Lichtenberger & Dietrich, 2012;
Marsh et al., 2008; Schmitz, 1993), especially athm(Scott-Clayton, 2012). Taking the
ACT in high school was advantageous because éasad the awareness of students and
teachers regarding achievement gaps while therestideisme to improve those skills
prior to college enrollment (Christie, 2007; Jor&&12; Meristois & Phipps, 2000;
Spence, 2009; Tierney & Garcia, 2008).

Both the need for and the cost of college hasimoadl to increase. College
enrollment studies showed that higher tuition, Iofw@ancial aid funds, and increased
student enroliment affected the type of studertt¢ha attend college (Advisory
Committee, 2010; Durham & Westlund, 2011). Famdgkground had a large role in the
college enroliment decision (Attewell et al., 2@&ird, 2006; Baum et al., 2013; Bell et
al., 2009; Cunningham et al., 2007; Ellwood & Ka2@)0; Perna & Titus, 2005; Ryan,
2012). Working (James, 2012), having children (BoldRab & Han, 2011; Horn et al.,
2005), and taking time off to volunteer or trauetdgstad, 2013) were evidence to delay
college enrollment. However, students who did nohediately go to college after high
school were much less likely to complete a degBsekher et al., 2002; Goldrick-Rab &
Han, 2011; Horn et al., 2005; James, 2012; Niu éndla, 2013).

A student’s high school played a significant nolgpreparing students for college.

More than any other factor, high school achievendet&rmined college enrollment
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(Cameron & Heckman, 2001; Ellwood & Kane, 2000xhalgh students are frequently
assessed during their K-12 school years due todedendates, such &® Child Left
Behind, performance on these assessments do not affeyee@nrollment decisions or
determine college readiness. The researcher beltbigeresult is due to unchallenging
secondary curriculum leaving high school graduatggepared to take college-level
work. Much of the research suggested embeddingg®iblacement-type questions into
existing high school assessments to better pregpadents (Achieve, Inc., 2007; Christie,
2007; Dounay, 2006). Thirteen states administeredMCT as part of the state mandated
high school assessments (ACT, Inc., 2014a).

Most research involving college readiness disalifise impact of remedial
courses on colleges and students. The researalra the number of students taking
remedial coursework to be staggering, highlightimgneed for students to graduate
prepared for college. There was conflicting redeart the outcome of students placed in
remedial courses. Many studies showed a decrekstitidod of completing a degree if
remedial courses were required (Bailey & Cho, 2@édifinger & Long, 2005; Horn et
al., 2009; Mangan, 2012; Martorell & McFarlin, 208fith, 2012; Vandal, 2011). Other
studies showed an increased probability of earaidggree after passing remedial
courses (Adelman, 2005; Calcagno et al., 2007; ROS3). A review of the literature
revealed the cost of remediation to students, dshand taxpayers (Bettinger & Long,
2005; Bailey & Cho, 2010; Mangan, 2012; Smith, 2082ong American Schools,
2008). Students who had taken the ACT were les$ylilo participate in remedial
coursework than those that did not take the testtifigjer & Long, 2005). The

methodology for this study is described in thedwiing chapter.
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Chapter Three: Methodology

Introduction

This quantitative study analyzed the possible i@iahips between the percentage
of students who took the ACT in a state with thistftime freshman college enrollment
rate and the percentage of students who met oedrdethe benchmark in English and
Mathematics on the ACT. One purpose of this studyg o identify a correlation between
the percentages of students taking the ACT inta stdh the percentages of students
entering college. The second purpose was to daterihcollege readiness, as measured
by the percentage of students who met the benchscarles on the English and
mathematics subtests of the ACT, increased inta stlaen there was an increase in
percentage of students who took the test.

The ACT is an assessment of skills in English haatatics, science, and reading.
The test measures college readiness and is usedki® placement decisions. At the time
of this writing, all four-year colleges and univéiess that utilize college placement tests
for enrollment decisions accept the ACT (Marklgd@07). Approximately 1.8 million
2013 high school graduates took the ACT (ACT, 18613a) and in most states, taking
the ACT is optional. However, 13 states had 100%04f3 graduates participate in the
ACT by mandating it as part of the state assessmgunirement (ACT, Inc., 2014a).

Exposing more students to a college entrance examdes them with a sense of
their standing in terms of admission requiremefAsifission Tests,2010). Students
who were not planning to attend college may rec®rsonce they become aware of their
abilities and realize scholarship potential basetheir performance on the ACT (ACT,

Inc., 2009c). A positive relationship between tleecentage of high school graduates
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enrolling in college and the percentage of studikisg the test in a state could indicate
having knowledge of college abilities that mightearage more students to pursue
college.

According to ACT, Inc. (2011), statewide administra of the ACT has led to
state improvements in student achievement andgsofieeparation. School districts can
use student information gained from taking the AG&djust instruction and prepare
students for the rigor of college-level coursesyéfore reducing enroliment in remedial
courses (Achieve, Inc., 2007). A positive relatiopsbetween the percentage of students
meeting ACT benchmarks in English and mathemandstiae percentage of students
taking the test in a state could indicate that kingvstudent skill levels could prepare
students for college-level work.

TheNo Child Left Behind Act required that schools assess all students in grade
three through eight each year in reading and npattodically in science, and at the end
of certain courses in high school (Dolezalek & £ap009). Additionally, students take
other assessments to determine course placementalify for educational programs,
and for district and state comparison purposes.atlogtion of th&Common Core Sate
Sandards refocused the utilization on state assessmeruslliege and career readiness.
However, the scores of these assessments do pastiielents gain college entrance or
allow them to be placed into college-level coursgwin fact, research published by
Katsinas and Bush (2006) stated five possible onésoof students when they leave
school: incarceration, unemployment, entrancetimomilitary, entrance into the
workforce, or college. There was no linkage to Kak8essments for any of these

outcomes. If taking the ACT increases college émmht and readiness, the researcher
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believes there is a reason to increase its admaticgh and incorporate the test into state
mandated assessments, such as many states hay alome.
Independent Variables

First-time college freshmen. The number of first-time college freshmen was an
independent variable in this study. This figure wWesnumber of fall 2010 first-time
freshmen that graduated from a high school locaiéun the researched state in the
previous twelve months. Information was obtainexifthe 2012 Digest of Education
Statistics published by the National Center for &dion Statistics. The most recent data
in the Digest was for the 2009-2010 high school.yea

Per centage of students meeting ACT English benchmarks. The percentage of
students meeting the ACT English Benchmark in #€searched state, as determined by
the 2010 ACT Profile Report-State, was used asa@ependent variable in this study.

Per centage of students meeting ACT mathematics benchmarks. The
percentage of students meeting the ACT MathemBgeEhmark in the researched state,
as determined by the 2010 ACT Profile Report-States used as an independent
variable in this study.
Dependent Variable

Per centage of graduatestested. The percentage of graduates who took the ACT
in a state, as determined by the 2010 ACT Profdpdrt-National, was used as the
dependent variable and compared with each of dhepiendent variables in the study.
Hypotheses

Null hypothesis 1. There is no relationship between the college lenemt rate of

first-time freshmen graduating from a state’s hsghool in the previous 12 months, as
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determined by NCES, and the percentage of gradtegtsd, as determined by the ACT
Profile Report for that state.

Null hypothesis 2. There is no relationship between the percentagéudents in
a state who meet or exceed the ACT benchmark fgligfnand the percentage of
graduates tested, as determined by the ACT PiRéfmort for that state.

Null hypothesis 3. There is no relationship between the percentagéudents in
a state who meet or exceed the ACT benchmark fahé&maatics and the percentage of
graduates tested, as determined by the ACT PiRéfmort for that state.
Participants

The population for this study included studentsrfrall 50 states and the District
of Columbia who participated in the ACT as repoitethe ACT Profile Report-State for
2010. Approximately 1.5 million students were irded in the report (ACT, Inc., 2010c).
The report provided information about the perforo®aaf students who graduated high
school in 2010. Students took the ACT as sophom@re®rs, or seniors and self-
reported, at the time of testing, that they weesnping to graduate in 2010. Students took
the test under standard time conditions. Demogeapdfi students whose results were
included in the report are shown on Table 3.

This study examined the relationship of the pe@mgabf students who met the
ACT benchmarks for English and mathematics anghéneentage of students who
participated in the ACT in the researched stateofding to the ACT Profile Report-
National, 66% of the students included met the berark score of 18 in English, while

43% met the benchmark score of 22 in mathemati€sT(Anc., 2010c).
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Table 3.

Sudent Demographics: 2010 ACT Profile Report-National

Number of

Race Students Percentage
All Students 1,568,835 100%
African American/Black 214,382 13.7%
American Indian/Alaska Native 16,383 1.0%
Caucasian/White 979,329 62.4%
Hispanic 157,579 10.0%
Pacific Islander /Asian American 65,362 4.2%
Other/No Response 135,347 8.6%

Note: From ACT, Inc., (2010c)

The researcher constructed a histogram to deterihihe population (the
percentages of ACT taker in a state) was normadiyiduted. Figure 1 displays the

results.
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Figure 1. Distribution of the percentage of 2010 high schygalduates that
took the ACT in the 50 states and DistricCalumbia.
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A bimodal distribution appeared. This often oconhen data from different types
of groups are combined and displayed together (M&taait Solutions Group, 2012). The
researcher believed the cause of the bimodal lbligion was the popularity of certain
placement tests throughout different regions incithwntry. Two national college
placement tests existed for high school studeh&sACT and the SAT. While students
could take either or both of the tests all collegesepted both tests (Marklein, 2007),
each test has in increased popularity dependirtheregion of the state. The Midwest
and South regions of the United States had histityipreferred the ACT, while the
Northeast and West regions favored the SAT (Flet@®09; Kaw, 2010). Histograms
were constructed for each of the regions to deterdistribution (see Figures 2-5).
States were divided into regions as described inrfiVStudies: The United States and

Canada” (Jacobs & LeVasseur, 2008).
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Figure 2. Graph showing distribution of the percentage df®Bigh school
graduates that took the ACT in the Midwest region.72.33.
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Figure 3. Graph showing distribution of the percentage df®Bigh school
graduates that took the ACT in the Northeast region18.88.

After separating the states according to regionpabdistribution
occurred in most cases. The exceptions were thth$bigure 4) and West
(Figure 5) regions, where outliers skewed the testihe Midwest (Figure 2)

region was negatively skewed; the West region veagtipely skewed.
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Figure 4. Graph showing distribution of the percentage df®Bigh school
graduates that took the ACT in the South region.57.76.

Thes results shown in Figures 2 through 5 confirthedclaims by

Fletcher (2009) and Kaw (2010) of the popularityred ACT by region and
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allowed the researcher to use the Pearson Produtiekit Correlation

Coefficient to test the hypotheses.
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Figure 5. Graph showing distribution of the percentage df®Bigh school
graduates that took the ACT in the West regror.49.07.

This study also examined the relationship of thiiege enrollment rate of first-
time freshmen and the percentage of studentsdbktthe ACT in that state. The
researcher collected college enroliment rate frama gublished in the 2012 Digest of
Education Statistics. The table included the nunabgraduates from high schools
located in the state, both public and private, tsednumber of fall 2010 first-time
freshmen that graduated from high school in theipus 12 months (NCES, 2012a).
This information was used to measure how many stgdmnrolled in a postsecondary
degree-granting institution in each researchee@ stdte total number of graduates from
high schools was 3,436,835 students (Digest of &tlut Statistics, Table 238). This
figure included students who graduated from pusdicools in the 2009-2010 school year
and students who graduated from private schodlsar2008-2009 school year. Private

school data was not available for the 2009-2010alcyear. The estimated rate of United
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States high school graduates going to college yrstate and in their home state was
62.8% and 51.4% respectively. Students who weeaaitig U.S. Service Academies in
their home state were included. A degree-grantisgtution was defined as an
institution that granted associates or higher degesd participated in Title 1V federal
aid programs.

A histogram was constructed to determine if thiguation (the rate of 2010 high
school graduates that enrolled in college fall@f@) was normally distributed. Figure 6

displayed the results.
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Figure 6. Bar graph showing distribution of the percentabg20d.0 high school
graduates that enrolled in college fall 2010. |2:06%.

The population was normally distributed and allowleel researcher to use the
Pearson Product Moment Correlation Coefficiene&i hypotheses.
Sample
The population for this study included the 50 EdiStates and the District of
Columbia. The sampling design was selected basdideopercentage of students who

participated in the ACT within each state accordmthe 2010 Profile Report-State
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(ACT, Inc., 2010a). A stratified random sample erduthe representation of all groups
and to reduce variability from systematic sampliAgharya, Prakash, Saxena, & Nigam,
2013). The 50 states and District of Columbia wedeaeed on a list and sorted by
percentages from lowest to highest. A range wasitatbd and sample groups were
formed based on evenly distributed levels of thegmtages of students taking the test.
Table 4 shows the distribution of sample groups.

Table 4.

Distribution of Sates Into Sample Groups

Range of % of
graduates who took

ACT # of states inranfe  # of states in sample
0-17% 7 2
18-22% 6 2
23-28% 6 2
29-58% 7 2
59-66% 6 2
67-73% 6 2
74-96% 6 2
97-100% 7 2
TOTAL 51 16

Note: From ACT, Inc., (2010ajincludes District of Columbia

Each state and District of Columbia received a nermbithin each of the eight
sample groups. Using a number generator, two staes randomly selected from each

of the eight groups (Urbaniak & Pious, 2013). Thets¢ées became the sample used for
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analysis. With a population of 51, a sample sizé@®¥ielded a confidence interval of
plus or minus 20 at the 95% confidence level (QvedResearch Systems, 2012).
Procedures

Once sample selection took place, data was cotldotecach of the states in the
sample. A Pearson Product Moment Correlation arsalyas conducted to produce a
correlation coefficient. A-test for Independent Means was used to test gméfisance
of the correlation coefficient.

Pear son correlation coefficient. To describe a relationship between two random
variables, a Pearson Product Correlation CoeffigieRCC) was used and tested the
strength of the relationships between data (Kraetg\Hung, & Berlin, 2013). The
PPCC measured a linear relationship between twahias and provided the magnitude
and direction of the relationship (Sapp, 2006)vds appropriate to use since the data for
both variables was quantitative (Fraenkel & Wal2009). After applying this statistical
treatment, a value of -1 to +1 was obtained. Argjrpositive relationship was indicated
by how close the value was to +1. A strong negategtionship was indicated by how
close the value is to -1. If a value was closeatm zthe relationship between the variables
was weak or nonexistent (Bluman, 2010).

t-test for independent means. A t-test measured the significance of the
correlation coefficient, which was suitable to cargpthe means of two groups
(Trochim, 2006). In this study, the number of fiishe college freshmen and benchmark
attainment rates were examined for students ie@ifft sample groups based on the

number and percentage of students who took the AG#& results of thetest analysis
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evaluated if any difference was caused by chantg tine increase in ACT taking in a
state, the dependent variable.
Internal Validity

Internal validity ensured the quality of this raszh design (Sapp, 2006). Maria
and Miller (2010) wrote if research lacks interaalidity, the independent variable may
not be the cause of the effect on the dependeratblas. Threats to internal validity to
consider in this study included location and tegtin

A location threat could occur if the ACT was ins@tently administered or if
problems occurred during testing that affectedessd®ver 7,500 test centers
administered the ACT and to limit variability ofsteng conditions, locations interested in
administering the ACT must apply and be approvedhé researcher’s experience the
ACT paid staff to proctor the test and monitoritegstonditions. The 2010 ACT Profile
Report-State, included data from students teste@rustandard time conditions (ACT,
Inc., 2010a).

A testing threat refers to changes in scoresrttaat occur in subsequent test
administrations due to previously taking the t&sl( & Webster, 2007). The independent
variable may not be the cause of the effect ordépendent variable in these cases. ACT
testing was more likely to occur when the assessmealved the recall of information
and when the time between test administrations sieoet (Onwuegbuzie, 2000). In this
research, the independent variable was the ACT ARQBiE is an achievement test that
measures student mastery of state learning stamdadicollege readiness (ACT, Inc.,
2007). According to the ACT website, test scor&s taetween three and eight weeks to

be reported (ACT, Inc., 2013g). Because of redistnadeadlines, if a student wished to
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retake the test, they must wait for a test datewloald occur between two and four
months later depending on the time of the yeah@\gh the exact size of the question
pool not available, the process for creating tesistjons was rigorous and took several
years (ACT, Inc., 2007). Different forms of thettase administered at different times
throughout the year and contain different setsugistjons (ACT, Inc., 2001). These steps
help prevent test scores from being affected btigyaating in previous test
administrations.

External Validity

External validity determines if results from onedy can be applied to other
situations (Sapp, 2006). Factors were considemgardeng the external validity of this
research. The frequency of testing, self-reportihdata, and inclusion of private school
data were elements to be studied before applyigame procedures to different
populations.

Data for this research was obtained from the Z&b@ile Report-State for each
state included in the sample. The report includsd tbr students who participated in the
ACT test as a sophomore, junior, or senior (ACT,,18010a). Students may take the test
up to 12 times; however, the report only considieedast test administration (ACT, Inc.,
2013e). ACT has not reported the number of timstsident has taken the ACT or during
which high school year the last test was admiresteSeveral sources stated the best time
to take the test was during the junior year, whaumrgework had been taken to best
prepare and time remained to retake the test ihé®eled score was not obtained (ACT,

Inc., 2013h; TPR Education, 2013a; University Laaqggi Services, 2013). Research
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showed students increased their composite scora thlegtest was taken a second time
(ACT, Inc., 2013e; Andrews & Ziomek, 1998; Lani&g94).

The data from the 2010 Profile Report-State inetldata from students who self-
reported that they would graduate in 2010. Withahecking the actual status of 2010
graduates, this data may be incorrect. No reseaashfound discussing the accuracy of
self-reported graduation years; however researchfeeand that studied the accuracy of
self-reported grades and test scores. Studentsmanelikely to inflate information
related to their grades than nonacademic informg#ancel, Crede, & Thomas, 2005;
Maxey & Ormsby, 1971). Several studies found thtanachieving students were more
likely to over-report scores related to academigsafya, 1999; Cole & Gonyea, 2010;
Maxey & Ormsby, 1971; Schiel & Nobel, 1991). Resbattoes support the use of self-
reported scores and reports their validity to beral high (Cole & Gonyea, 2010).

A key data point used in this research was tteeabhigh school graduates
attending a degree-granting institution as obtain@u the National Center for
Education Statistics (2012a). The number of hidlostgraduates included students who
graduated from public high schools during the 28020 school year and the number of
students who graduated from private high schoatsguhe 2008-2009 school year. The
report did not state why the private high schoaldgiate numbers were included from the
previous year, only that 2009-2010 graduate ratge wot available (NCES, 2012a).
This system of reporting was consistent with earkports. It was not possible to
separate the private school data from the pubhoalcdata on the rate of high school
graduates going to college. However, it was posdibkeview private high school data

from past reports to determine if the data usatisiresearch was typical. The estimated
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rate of high school graduates attending a degraetigg institution report is published
every two years, with annual updates to the datadessary. The first report was
published in 2007 and contained data from prival®sl students graduating during the
2002-03 school year and public school studentsugttang during the 2003-04 school
year. Table 5 notes the percentage of private $graduates included in the digest
report over time. The percentage decreased butelass/ely consistent over time. The
researcher found this data to be typical of pgstntefindings.

Table 5.

Percentage of Private School Graduates Included in Estimated Rate of High School
Graduates

Total # Private Total # of

of Private  School Public Public School % of Private
School Graduation  School Graduation Total # of School

Year Graduates Year Graduates Year Graduates  Graduates
2007 295,790  2002-03 2,753,438 2003-04 3,049,226  7%9.
2008 295,790 2004-05 2,815,544 2005-06 3,111,324 5%29.
2009 295,790 2004-05 2,815,544 2005-06 3,111,324 5%29.
2010 306,610  2006-07 2,999,508 2007-08 3,306,118  3%9.
2011 306,610  2006-07 3,001,337 2007-08 3,307,947  3%9.
2012 308,813 2008-09 3,128,022 2009-10 3,436,835 0%29.

Note: From Digest of Education Statistics, NCES, 200720

It was possible to determine the average percembgeavate school graduates in
each of the sample groups see Table 6. The avpeagentage of 2008-2009 private

school graduates ranged from 7 to 13%, with thenat average being 9%.
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Table 6.

Average Percentage of Private School Graduates by Sample Group

Range of Percentage Average Percentage of Private
of Graduates That Took the AET Graduate’
0-17% 13%
18-22% 11%
23-28% 10%
29-58% 9%
59-66% 7%
67-73% 7%
74-96% 8%
97-100% 8%
United States 9%

Note: °Data from ACT, Inc., (2010ajData from Digest of Education Statistics, NCES, 200
2012.

Threats to the external validity in most educati@tadies include population
validity, ecological validity, and temporal valigitOnwuegbuzie2000). Population
validity is the ability to generalize research ttesto other subjects (Sapp, 2006). The
sample was selected from stratified groups basdtie@percentage of students who took
the ACT in a state. Demographics of the populatiamed depending on the state. The
researcher concluded that states with a higheeptge of high school graduates taking
the ACT would have demographics that best matcergibpulations.

Ecological validity is the ability to generalizesults to other settings (Sapp,
2006). The setting for this research included Hgiools from all 50 states and the

District of Columbia. Specific demographics of thigh school students were unknown;
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however the results from states that administe AfD€ to all students would be best to
generalize to other settings. In states where Ag3Tirtg is limited, results would be
applicable to academically motivated populatioms;esthat is who is likely to have
taken the ACT in states where testing is optioRalderick et al., 2009).

Temporal validity is the ability to generalize s across time(dnwuegbuzie
2000). This study examined the effects of increas€d testing in a state on college
enrollment and college readiness. ACT testing miatstered six times throughout the
year (TPR Education, 2013b) with additional timed/4arch and April for school
districts and states that provide ACT testing Faitt total population (ACT, Inc., 2013f).
Testing conditions are standardized and time-régdld&esults from this study are easily
transferable to future populations due to strichiamstration procedures, standardized
scoring, and consistent test development (ACT, R@07). Temporal validity threats are
minimized due to strict administration guidelinesl &fforts to standardized test items.

I nstrumentation

Data for this study was obtained from two sourtles:ACT and the Digest of
Education Statistics. Reliability and validity ¢iet ACT and data collection procedures
by the NCES follows.

Reliability is defined as “Degree of freedom froneasurement error,” and the
“consistency of test scores” (Neukrug & FawcetQ@Q. 52). Ideally, if testing
conditions, quality of the test, and charactersstitthe test taker were always consistent,
scores from the test would be the same whethde#tavas taken once or a thousand
times. However, the researcher recognized thera@perfect conditions or perfect tests.

Results always contain measurement error, or “fadtwat affect one’s score on a test”
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(Nuekrug & Fawcett, 2006, p. 53). Causes of measent error can be attributed to the
test taker or test maker. The goal of test creasais reduce the amount measurement
error as much as possible to ensure consistenetadts each time (Fraenkal & Wallen,
2009). Reliability coefficients “typically rangedim zero to one, with values near one
indicating greater consistency and those nearindroating little or no consistency”
(ACT, Inc., 2007, p. 49). The standard error of sugament describes the range of scores
“where we would expect a person’s score to fdikifor she took the instrument over and
over again” (Neukrug & Fawcett, 2006, p. 95). lingportant that researchers choose
instruments that produce consistent, reliable tegkraenkel & Wallen, 2009). .

Validity is defined as “test items [that] measureaithey purport to measure,”
(Sapp, 2006, p. 29). The researcher has found edacation instrument, validity has
often been described as subjective. What somercdsa may seem is important and
valid, other researchers may not (Sapp, 2006, p.I28 desired to have instruments that
have both high reliability and high validity (Frdesh & Wallen, 2009).

Reliability and validity of the ACT. Reliability and validity information was
obtained from the ACT Technical Manual. ACT, In20Q7) reported that scale scores
for the ACT were established to have “approximatelgstant standard errors of
measurement for all true scale scores” (p. 49).skaedard error of measurement for any
ACT score or subscore (i.e. the English and mathiesnbenchmark scores used in this
research) was “approximately the same for low-sgpexaminees as it was for high-
scoring examinees” (ACT, Inc., 2007, p. 49). Extemgomputation was presented
confirming the reliability of the test. Reliabilitgsults were based on six national

administrations of the ACT. Data came from “2,08@rainees per national
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administration who took the ACT in the 2005-2006c year” (ACT, Inc., 2007, p.
51). Equal weight was given to each of the fourtestis when computing the composite
score, therefore students with higher ability iceatain content area were not unfairly
advantaged (ACT, Inc., 2007). Median scale scdrahiéty for the English and
Mathematics subtests were 0.91 for both (ACT, 1B8@Q7, p. 59) indicating greater
consistency and reliability.

As the purpose of the ACT is to measure a studémowledge in specific
content areas and to determine future succesdlegedevel courses, content validity is
extremely important. ACT, Inc. (2007) stated “tapkssented in the tests must therefore
be representative of scholastic tasks” (p. 62)k3 abould be “intricate in structure,
comprehensive in scope, and significant in thein oight, rather than narrow or artificial
tasks that can be defended for inclusion in this esely on the basis of their statistical
correlation with a criterion” (ACT, Inc., 2007, §2). Content assessments are focused on
major areas of college and high school instructibat are mostly problem solving in
nature with a measure of basic skills. The Techitamual stated the importance of the
standardization ability of the ACT. Because ACTrssthave “the same meaning for all
students, test forms, and test dates, they cantéepieted without reference to these
characteristics” (ACT Inc., 2007, p. 62). Gradesed in high school are not
standardized because of the variation of gradimgcamriculum in high schools across
the country. Scores from ACT testing can be mos#yeanderstood (ACT, Inc., 2007).

Data collection procedures by NCES. College enrollment rates used in this
study were obtained from Table 238 titled “Estindaf®ate of 2009-2010 High School

Graduates Attending Degree-granting InstitutiorysState: 2010,” within the Digest of
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Education Statistics developed by the National @efor Education Statistics (NCES).
The NCES created the Integrated Postsecondary Eoludata System (IPEDS) that
surveys “approximately 7,500 postsecondary ingtitist, including universities and
colleges, as well as institutions offering techharad vocational education beyond the
high school level” at designated times throughbetytear” (NCES, 2013a, para. 1). Fall
2010 enrollment data in Table 238 was collectetP3DS in the spring of 2011. Data
included students enrolled as first-time freshnmean institution that awards an
associate’s or higher and participates in Titlddderal financial aid programs (NCES,
2013a, Table 238). Data collection methods wergedntveb-based and data was
provided by “institutional representatives appaihityy campus chief executives” that
were responsible for ensuring the data was cofNCES, 2013a, para. 13). Response
rates were high because institutions that partieipaTitle IV were required to
contribute; response rates were at 100% (NCES,&103

Data was obtained for this study from the ACT dable 238 of the Digest of
Education Statistics. The researcher found thabily and validity of the ACT well
documented with high consistency. Data collectetNB¥S followed strict federal
procedures and had 100% response rates (NCES, ,3iHraa 13). The researcher
determined the data used in this study was ap@tepior its intended use.
Limitations of Study

Limitations of study are those “characteristicglesign or methodology that
impacted or influenced the application or interatien of the results” of a study (USC,

2014, para. 1). Potential limitations of this studgiuded frequency of testing, self-
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reported data, and characteristics of studentagakie ACT. The reasons for these
limitations were predominately due to the unavailiigtof particular data sets.

A frequency of testing limitation arose from dataluded in the report that
possibly originated from a student who took the ¢ee or up to 12 times, the limit
imposed by ACT (ACT, Inc., 2013e). ACT, Inc. (201 3&ted that students who take the
test more than once improve their composite scé% &f the time. Students who are
more academically motivated or are of a certaiarfmal means may inflate the
benchmark scores if they have taken the test nhare dnce (Cole & Gonyea, 2010;
Maxey & Ormsby, 1971). ACT does not provide thejfrency of test administrations.

The 2010 Profile Report-State was the source tselitain the percentage of
students that contributed to the ACT and benchreaokes in English and mathematics.
Students participating in the ACT self-reportedaaticipated year of graduation (ACT,
Inc., 2007). This information was used to placelstis into groups according to
graduation year for reporting purposes (ACT In6Q2). Data in the report could also
include students who graduated early, studentsskbald have graduated in 2009 but
were delayed, and students who did not finish Bigiool. If these groups of students
attended college, their data would still be inciidethe Digest of Education Statistics,
the source used to measure college enrolimentsnakearch.

Several student characteristics included in ttudyswere limited. The 2010
Profile Report included data on race and gendeitewline Digest of Education
Statistics, did not include specific data on racgender. The researcher believes
information that would have been helpful in measgithe benefit of increased ACT

testing on college enrollment for those groupstigisource included information
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regarding the socioeconomic status of studentsp@&h&our of this dissertation provided
comparisons of student characteristics of the siatduded in the sample.
Summary

This study investigated the relationship betwédengercentage of students in a
state that participated in the ACT with the collegeollment rate and percentage of
students that met or exceeded the ACT benchmdtkgtish and mathematics. The
percentage of students within each state thatggaaited in the ACT was obtained from
the 2010 ACT Profile Report-National. ACT benchmpékcentages were obtained from
the 2010 ACT Profile Report for each state in thmgle. The college enroliment rate for
each state was obtained from the 2012 Digest ot&thnal Statistics,published by the
National Center for Education Statistics for thkaad year 2009-2010 (Digest of
Educational Statistics, Table 238).

The population for this study included 50 stated #he District of Columbia. The
population set was divided into ranges based opéheentage of students that took the
ACT in 2010 and each range contained six to seta#ass Two states from each range
were randomly selected using a number generatetde a sample of 16 states.

This study was limited by the frequency of testisgjf-reported data, and
characteristics of students taking the ACT. Thréaisternal validity included location
and testing. Threats to external validity includieel frequency of testing, self-reporting
of data, and inclusion of private school data.

A Pearson Product Moment Correlation Coefficiens waed to determine the
relationship between the percentage of studentspahecipated in the ACT, college

enrollment and benchmark attainment. This allowedlae between -1 and +1 to be
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obtained to describe the type and strength ofdlagionship between the variablest-A
test for Independent Means was used to test tinfismnce of the correlation coefficient
and determined if any difference was caused byahanby the increase in ACT taking
in a state (Fraenkel & Wallen, 2009). Analysiste# tlata continues in the next chapter.

There are special concerns regarding college andrity students. The need for
college continues to increase (Bureau of Labor$Sied, 2013a), yet minorities enroll in
college at a much lower rate than White students&a§Q2010; Roderick et al., 2009).
Minority students are almost twice as likely togakmedial courses (Parsad & Lewis,
2003) and have lower college completion rates (&@08; McPherson, 2011; Roderick
et al., 2009). There is inconsistent research ddggthe performance of minority
students on standardized tests. Some studies cldmathigh-stakes tests contain
guestions that are biased against minorities (BorteIms, 2012; Micceri, 2009), yet
other researchers claimed that bias on standartéaéidg has diminished in recent times
(National Association for College Admission, 20@8)d Blacks outperformed Whites on
several areas of standardized achievement tegtsifffrot, 2011). States that
administered the ACT to all high school studentgehseen improvements in college
readiness by minorities at higher levels that statieere testing is optional (ACT, Inc.,
20009).

The review of the literature and the findings efdsés mentioned provide the
rationale for studying the impact of increased At€3ting on college enroliment and

college readiness. The results of this study aserd®ed in the following chapter.
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Chapter Four: Results

This study analyzed the relationship between ss®d ACT testing in a state and
college enroliment and college readiness. Colleg€einess was measured by the
percentage of students who met the English andenmathcs benchmark on the ACT. A
positive correlation in college enroliment rated &nglish and mathematics benchmark
scores with the percentage of graduates tested detérmine if student enrollment and
readiness improves from expanded ACT administration

The independent variables in this research wdtegmenroliment rates and the
percentage of students who met the English andemattics benchmark scores on the
ACT. The dependent variable was the percentageaoiugtes who took the ACT in a
state. The college enrollment rate was obtainediaging the number of fall, first-time
freshmen graduating from high school in the presit2 months enrolled in any degree-
granting institution with the total number of grades from high schools located in the
state (NCES, 2012a). Data was obtained from th@ Pidest of Education Statistics
published by the National Center for EducationiStias for the 2009-2010 school year,
the most recent year data was available at thedinttas study. Benchmark scores were
obtained from 2010 ACT Profile Report-State. Thecpatage of graduates who took the
ACT in a state was obtained from the 2010 ACT RedReport-National. Data from
college enrollment rates and benchmark scores ggemgpared with the percentages of
students who took the ACT in the states selectethBosample.
Participants

There were no participants in this study. The sdaoy data for this

research was generated from a population of stadearh all 50 states and the District of
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Columbia who took the ACT as reported in the AC®flRr Report-State for 2010. The

data-generating research population included stademo took the ACT as sophomores,

juniors, or seniors and self-reported at the tirnisting that they were planning to

graduate in 2010, approximately 1.5 million studg@CT, Inc., 2010c).

Table 7.

Random Sample Distribution: States Selected by Percentage Range

Percentage Range State # of Students
0-17% Maine 1,611
New Hampshire 2,685
18-22% Virginia 19,236
Washington 12,897
23-28% Alaska 2,228
Connecticut 10,453
29-58% District of Columbia 1,523
Nevada 6,656
59-66% Florida 113,480
lowa 22,943
67-73% Nebraska 16,172
Wisconsin 47,755
74-96% Alabama 36,624
Arkansas 24,578
97-100% Michigan 120,930
Tennessee 66,552

Note: From ACT, Inc., (2010c)
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Ethnic distribution for the population was 13.7%i8&n American/Black, 1.0%
American Indian/Alaska native, 62.4% Caucasian/¥/Hi0% Hispanic, and 4.2%
Pacific Islander/Asian American, with 8.6% clasaifias “other” or did not respond to
the question.

Sixteen states were randomly selected from afs#idsample, two from each
group. Sample groups were formed based on themage of 2010 high school
graduates that took the ACT in each state. Thestalected for study and the number of
students who took the test in each state are itetican Table 7.

Descriptive Statistics

Table 8 displays the descriptive statistics foritlteependent and dependent
variables used in this study. The standard dewvidbothe percentage of students that
took the ACT in a state indicated a large spregokeoéentages among the sample.

Table 8.

Random Sample Descriptive Statistics

Variable Mean SD

% of students that took the ACT 50.31 30.97
% of students that enrolled in college 60.81 8.4
% of students that met the English benchmark 70.180.92

% of students that met the mathematics
benchmark 46.87 12.84

Note: From ACT, Inc., (2010c); n = 16 Confidence LexeD.95

On the contrary, the standard deviation of the grelage of students that enrolled
in college was much smaller, which indicated thatpercentages included in the sample

were closer to the mean. The averages of the pagenf students who met the English
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and mathematics benchmarks are close to the nhtveeges of 66% and 43%
respectively (ACT, Inc., 2010c).

Distribution of the sexes among the sample grougre\wummarized in Table 9.
The percentage of females taking the ACT was highevery sample state except
Virginia, in which case the percentage was equal.

Table 9.

Distribution of Sexesin Sample States

Percentage of Students

Population Range  State Male Female
0-17% Maine 40.2 59.8
New Hampshire 43.6 56.3
18-22% Virginia 42.6 42.6
Washington 43.1 56.9
23-28% Alaska 43.4 56.6
Connecticut 44.0 55.8
29-58% District of Columbia 46.2 53.8
Nevada 43.4 56.6
59-66% Florida 42.9 57.1
lowa 45,7 54.1
67-73% Nebraska 46.9 53.0
Wisconsin 46.1 53.8
74-96% Alabama 45.2 54.8
Arkansas 45.2 54.3
97-100% Michigan 49.1 50.8
Tennessee 48.1 51.6

Note: From ACT, Inc. (2010c)
#Percentages may not add up to 100% due to studentasponse
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The states with the smallest difference of malefanthle percentages taking the test

occurred in states that also had the highest dyeadentage of students taking the test.

Table 10.

Distribution of Racesin Sample States

Percentage of Students by R4ce

American Asian
African Indian/ Americard  Other/
American Alaska Cauc. Pacific  No

Sample States by Range /Black Native /white  Hispanic  Islander Response
0-17%

Maine 2.2 0.5 83.2 0.1 0.2 9.7

New Hampshire 1.6 0.3 83.6 2.4 3.1 9.1
18-22%

Virginia 19.6 0.4 61.2 4.3 5.9 8.6

Washington 4.0 1.1 64.9 7.5 11.3 11.1
23-28%

Alaska 3.2 15.8 54.5 2.2 6.8 17.5

Connecticut 5.2 0.2 75.7 4.6 4.4 9.9
29-58%

Dist/Columbia 57.1 0.4 24.6 5.1 2.4 10.5

Nevada 8.7 1.5 53.8 16.8 10.0 9.2
59-66%

Florida 23.6 04 423 21.4 3.1 9.2

lowa 25 0.4 87.0 3.1 2.3 4.7
67-73%

Nebraska 4.2 0.6 82.7 5.7 1.9 4.9

Wisconsin 7.0 0.7 79.1 4.0 3.6 5.6
74-96%

Alabama 28.0 0.9 64.2 1.7 1.6 3.7

Arkansas 18.0 1.1 69.3 4.5 1.9 5.2
97-100%

Michigan 14.7 0.8 66.3 3.6 2.4 12.1

Tennessee 19.9 0.4 69.1 3.1 17 5.8

Note: From ACT, Inc., (2010c)
#Percentages may not add up to 100% due to studentasponse and/or rounding.
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Table 10 introduces the demographic informatioritierdata-generating
population.

Caucasian/White students were the highest demoigreggtresented population
for all states except for the District of Columbldiigher populations of African
American/Black students took the ACT in the Didto€ Columbia and the southern
states of Alabama, Arkansas, Florida, and Virgikiigher Hispanic populations of
students took the ACT in Florida and Nevada. Thaatgaphic of American
Indian/Alaska Native students were highest in Alaaknong the sample states. The
demographic information for 2010 high school gradsavho took the ACT correlated
with the total population of each state accordmthe 2010 census (U.S. Department of
Commerce, 2010) (see Table 10).

ACT composite scores are often used as a bast®foparing groups and
individuals when colleges are considering studemtadmittance and for scholarship
opportunities. This researcher chose not to comp&™E composite scores as part of the
study. It was expected that as more students tata participated in the test, the average
composite score would be lower. Students who redsidstates where testing was
optional and chose to take the ACT were likelyegd-bound and academically
motivated (Roderick et al., 2009) therefore therage composite score could be higher.
In states where ACT testing was provided to alllstus, the scores of those who were
not planning to go to college and whose skills rbayeady for college-level work were
included in the average composite score. The aeesagre for those states would likely
be lower. Figure 7 compared the average compasites with the percentage of

students who took the ACT in each state in the $gamp
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Figure 7. Scatterplot comparing the 2010 state average csiepscores with
the percentage of 2010 high school graduates wdlottee test in each state.

Results from Figure 7 confirmed the researcherfseetations. The higher the
percentage of students who took the ACT in a sthélower the average composite
score. The researcher believes that the collegdler@nt rate and attainment of the
benchmark score in English and mathematics waster pgedictor of college readiness
than the average composite scores in a state.

College Enrollment Findings

One focus of this study was to examine the impéuoicreased ACT testing in a
state on the percentage of students enrolled lagml The hypotheses were addressed.

Null hypothesis 1: There is no relationship between the college lenemt rate of
first-time freshmen graduating from a state’s héghool in the previous 12 months as
determined by NCES and the percentage of gradtesgtsd as determined by the ACT

Profile Report for that state.
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A Pearson Product Moment Correlation Coefficiestdd the strength of the
relationship between the percentage of 2009-20410 $chool graduates in a state that
were first-time college freshmen in the fall of PGdnd the percentage of 2010 high
school graduates that participated in the ACT stade. The correlation value (R) of
0.317 indicated a significant, mild relationshigvaeen the variables and regression
coefficients indicated a 95% confidence level. Tésearcher concluded that 10% of the
variation in the dependent variable (college emetit rate) was explained by the
independent variable (the percentage of studentstadk the ACT in a state). A
scatterplot summarized the results (see Figur€@&nparison of the test value of 0.317
to the critical value of 0.195 yielded a rejectadrthe null hypothesis. Therefore, the

alternative hypothesis was concluded to be true.
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Figure 8. Scatterplot comparing the college enrollment vath
the percentage of 2010 high school graduates wdlottee test in each state.
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Table 11 displayed the correlation coefficientstfa percentage of graduates that
participated in the ACT in a state and college bment rates by gender. A moderate

relationship was evident for both males and females

Table 11.

Correlation between the Percentage of Sudents That Took the ACT in a
Sate and College Enrollment Rate by Gender

R R

Males 0.429 0.184

Females 0.422 0.178

Note: From NCES (2012b; 2012c), Table 246 & 247
Data includes only students enrolled full-time.
R = Correlation Value. R= Coefficient of Determination

Table 12 notes the correlation coefficients forpleecentage of graduates that

participated in the ACT in a state and college bment rates by race.

Table 12.

Correlation between the Percentage of Sudents That Took the ACT in a
Sate and College Enrollment by Race

R R
African American/black 0.395 0.156
American Indian/Alaska Native 0.223 0.049
Caucasian/white 0.484 0.234
Hispanic 0.108 0.01
Pacific Islander /Asian American -0.037 0.001

Note: From NCES (2012d), Table 266
R = Correlation Value. R= Coefficient of Determination
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Observable mild relationships were indicated betwtbe independent variable
and college enrollment rate of American Indian/kkadlative students, Pacific
Islander/Asian American, and Hispanic students.lysis between the independent
variable and college enrollment rate of Caucasidnit®\students and African
American/Black students revealed a significant, erate relationship.

Table 13 notes the correlation coefficients forpleecentage of graduates that
participated in the ACT in a state and college bment rates by public and private
institutions. A significant, moderate associaticisged between the percentage of
graduates that participated in the ACT in a stattenrollment in a public institution,

while an observable, mild association existed forgbe institutions.

Table 13.

Correlation between the Percentage of Sudents That Took the ACT ina
Sate and College Enrollment Rate by Public and Private Institutions

R R

Public 0.421 0.177

Private 0.277 0.077

Note: From NCES (2012b; 2012c), Table 246 & 247
Data includes only students enrolled full-time.
R = Correlation Value. R= Coefficient of Determination

English Benchmark Findings
This study also examined the impact of increased #Sting in a state on the
percentage of students who met or exceeded the&@lish benchmark. The following

hypotheses were addressed.
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Null hypothesis 2: There is no relationship between the percentagéudents in
a state who met or exceeded the ACT benchmarkrigligh and the percentage of
graduates tested as determined by the ACT ProéfeR for that state.

A Pearson Product Moment Correlation Coefficiestdd the strength of the
relationship between the percentage of 2010 higbagraduates in a state that met or
exceeded the English benchmark score of 18 on @iE @nd the percentage of 2010 high
school graduates that participated in the ACT stade. The correlation value (R) of -
0.562 indicated a significant, moderate negatila&ionship between the variables.
Regression coefficients indicated at the 95% cemiteé level that 32% of the variation in
the dependent variable (English benchmark attainma¢®) can be explained by the
independent variable (the percentage of studentstadk the ACT in a state). A
scatterplot summarized the results (see Figur€@&nparison of the test value of
negative 0.562 to the critical value of 0.195 yeidh rejection of the null hypothesis.

Therefore, the alternative hypothesis was concluddx true.
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Figure 9. Scatterplot comparing the English benchmark attaint rate with
the percentage of 2010 high school graduakestook the test in each state.
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A moderate relationship was indicated in the Eimgtisnchmark attainment rates
of both males and females when analyzing for thhegméage of graduates that took the

ACT in a state and English benchmark attainmesmetsray gender (see Table 14).

Table 14.

Correlation between the Percentage of Students That Took the ACT in a State
and English Benchmark Attainment Rate by Gender

R R
Males -0.673 0.453
Females -0.440 0.193
Total -0.562 0.316

Note: From ACT Inc., (2010c), Table 2.8
R = Correlation Value. R= Coefficient of Determination

Table 15 displays the correlation coefficientstfor percentage of graduates that
took the ACT in a state and English benchmarkattant rates by race.

Table 15.

Correlation between the Percentage of Sudents That Took the ACT ina
Sate and English Benchmark Attainment Rate by Race

R R
African American/black -0.658 0.433
American Indian/Alaska Native -0.311 0.096
Caucasian/white -0.816 0.666
Hispanic -0.705 0.497
Pacific Islander /Asian American -0.496 0.246

Note: From ACT, Inc., (2010c), Table 3.1



EFFECTS OF STATE-WIDE ACT TESTING 76

A significant, moderate relationship was found ketw the percentage of
students that took the ACT in a state and Paafanider/Asian American students and
African American/Black students. A significant, thilelationship existed between the
independent variable and English benchmark attammages of American Indian/
Alaska Native students. Data analysis revealedrafgiant, strong relationship between
the independent variable and Caucasian/White ste@e Hispanic students.
Mathematics Benchmark Findings

The final focus of this research was to examinartipact of increased ACT
testing in a state on the percentage of studentsnadt or exceeded the ACT
Mathematics benchmark. The following hypothesesvegidressed.

Null hypothesis 3: There is no relationship between the percentafyssidents
in a state who meet or exceed the ACT benchmarkl&dhematics and the percentage of
graduates tested as determined by the ACT ProéfeR for that state.

A Pearson Product Moment Correlation Coefficiestdd the strength of the
relationship between the percentage of 2010 higbagraduates in a state that met or
exceeded the Mathematics benchmark score of 2Be0A€CT and the percentage of
2010 high school graduates that participated irAlG& in a state. The correlation value
(R) of -0.757 indicated a significant, strong relaship between the variables.
Regression coefficients indicated at the 95% cemiteé level that 57% of the variation in
the dependent variable (Mathematics benchmarknattant rate) was explained by the
independent variable (the percentage of studentstadk the ACT in a state). A

scatterplot summarized the results (see FigureQ@nparison of the test value of -
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0.757 to the critical value of 0.195 yielded a cé&fEn of the null hypothesis. Therefore,

the alternative hypothesis was concluded to be true
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Figure 10. Scatterplot comparing the mathematics benchméaknatent rate with the
percentage of 2010 high school graduates who to®keist in each state.

A significant, moderate relationship was indicabetiween the independent

variable and the mathematics benchmark attainnages 1of females. A significant,

strong relationship was indicated for males (sdael &6).

Table 16.

Correlation between the Percentage of Sudents That Took the ACT in a

Sate and Mathematics Benchmark Attainment Rate by Gender

R
Males -0.815 0.664
Females -0.667 0.458
Total -0.757 0.574

Note: From ACT, Inc., (2010c), Table 2.8
R = Correlation Value. R= Coefficient of Determination
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A significant, moderate relationship was evidegtineen the independent
variable and Mathematics benchmark attainmentafa#drican American/Black students
and Pacific Islander/Asian American students. Asicant, mild relationship was
indicated between the independent variable and &fadtics benchmark attainment rates
of American Indian/Alaska Native students. A stroalgtionship existed between the
independent variable and Caucasian/White and Hisgaindents (see Table 17).

Table 17.

Correlation between the Percentage of Sudents That Took the ACT ina
Sate and Mathematics Benchmark Attainment Rate by Race

R R
African American/Black -0.627 0.393
American Indian/Alaska Native -0.384 0.147
Caucasian/White -0.815 0.664
Hispanic -0.831 0.690
Pacific Islander /Asian American -0.540 0.292
Total -0.757 0.574

Note: From ACT, Inc., (2010c), Table 3.2

R = Correlation Value. R= Coefficient of Determination
* Total includes students that indicated “othert’ face or did not respond to question.
Benchmark attainment of this group was not repdoiedCT, Inc.

Summary

This chapter presented the analysis of the quadivet data gathered for this
research project. After completing calculationktrakee null hypotheses were rejected.
The researcher concluded that the three alternhtipetheses were true. There was a
mild positive relationship between the percentag20d0 high school graduates that

participated in the ACT in a state and the perggt 2009-2010 high school graduates
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that enrolled in college in the fall of 2010. Whilee significance of the relationship was
not strong, enough of a relationship existed tosmer that increased ACT testing may
have caused more students to enroll in college.ré&&earcher believes states and school
districts should consider the benefits to theidetits when contemplating expanded ACT
testing.

The significance of the relationship between iasezel ACT testing and
benchmark attainment rates was stronger. Thereawasderate negative relationship
between the percentage of 2010 high school grasltiaée participated in the ACT in a
state and the percentage of students who met eedrd the English benchmark score.
A strong negative relationship was found betweenpigrcentage of students who took
the ACT and the percentage of students who meta@ezled the Mathematics
benchmark scores. The researcher believes theegsegnificance of these relationships
highlighted deficiencies in the current high schaadriculum that should be considered
when states and school districts evaluate curearthing practices and contemplate
changes.

This study established a significant correlatiebween the percentage of students
that participated in the ACT in a state and collegeliment and readiness. The
following chapter discusses implications basedesearch results and recommendations

for additional investigations.
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Chapter Five: Discussion and Recommendations

A college education is essential for success irfuhee. Those with a college
degree will make more money (Bureau of Labor Statis2013b) and will be less
affected by economic instability (Borbely, 2009mBloyment requiring a college degree
will grow, while jobs that do not require postsedary education will decline. The
attainment of a college degree will remain impartara society’s future (Obama, 2010).

Despite the increased need for a college educaiimyging roadblocks currently
prevent students from enrolling and completingem®l. Family experiences with college
and cost are factors that have inhibited collegelbnent (Baird, 2006; Ellwood & Kane
2000; Perna & Titus, 2005). Additionally, studeatsitinue to graduate from high school
lacking the skills needed to be successful in gelllevel courses. Statistics claimed the
rate of students required to take remedial courgevamged from 20% to 60% (Byrd &
MacDonald, 2005; Khan et al., 2009; Radford et2112; Strong American Schools,
2008) and taking remedial classes greatly affeatstident’s chance of completing a
degree (Horn et al., 2009; Mangan, 2012; Smith2201

Additional barriers to a college degree exist fanonity students. In the past
minorities enrolled in college at a much lower ridtan White students (Liu, 2011; Quay,
2010; Roderick et al., 2009) and were requirecke remedial courses at a higher rate
than White students (Arbuthnot, 2011; McPhersoid12@arsad & Lewis, 2003), while
the minority graduation rate was lower than thaiWsfite students (Carey, 2008; Knapp
et al., 2012). Throughout the current literatune, tesearcher found the quality of school
facilities, the skill of teachers, and family baotgnd were factors contributing to the

lower minority enrollment and completion rate.
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Purpose of the Study

The purpose of this study was to examine the effeicincreased ACT testing in
a state on college enrollment and readiness. eareher used existing secondary data
to assess if taking the ACT could lead more stuglenattend college and enable them to
be better prepared for college-level work. The petage of high school graduates in a
state who participated in the ACT and the percesgay students who met or exceeded
the English and mathematics benchmark scores viagned from the ACT Profile
Report-State published by ACT, Inc. for each stAteT Inc., 2012b, 2012c). The
college enroliment rate was obtained from the Digé&ducation Statistics, published
by the National Center for Education Statistics B8;2012a, Table 238). Data was
collected from the 2009-2010 school year, the mestnt year that NCES collected the
enrollment data during the timeline for this study.

Results

ACT, Inc. (2009c) claimed that statewide administraof the test provided
students with the opportunity to identify strengémsl weaknesses and prepared students
to meet their educational and career goals. Thsagaecially important for students
who had never considered going to college and wotlldrwise have not taken the ACT
(Cech, 2008). Results from this study supportedesaspects of this claim.

College enrollment results. The percentage of 2010 high school graduates taking
the ACT in a state was compared with the percem&g609-2010 high school graduates
that enrolled in college in the fall of 2010. Perages of students who participated in the
ACT in a state were obtained from the ACT Naticeadl State data. Only first-time

freshmen enrolled in college full time were incldde the data. The correlation
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coefficient results indicated a mild positive ctat®n (R = 0.317) indicating that the
percentage of students enrolling in college didgase as the percentage of students
participated in the ACT increased. However, theffament of determination (R=

0.101) revealed that only 10% of the variationha tollege enroliment rate could be
explained by increased ACT testing. The claim statewide administration of the ACT
“increases the number of students considering gellenay be true (ACT, Inc., 2009c, p.
1) but additional research is needed to fully supthos claim.

The percentage of students who participated irAtBE€ in a state and the number
of students enrolled in college by gender wereyaeal to find a possible relationship to
ACT participation. College enrollment numbers byder were obtained from the Digest
of Education Statistics, Table 246 and Table 24CKR, 2012b, 2012c). A positive
moderate association was shown in both males (R29) and females (R = 0.422). The
coefficients of determination (R 0.184 & 0.178, respectively) indicated that
approximately 18% of the variation in college ehmant of males and females was
possibly due to increased ACT testing. Enrollmadtidcrease for both genders as ACT
testing increased, but no cause-effect relationsppeared to exist with this data.

The researcher collected data and analyzed théposslationship between
increased ACT testing on public and private infbtunumbers. College enrollment by
type of institution was obtained from the Diges&ofucation Statistics, Table 246 and
Table 247 (NCES, 2012b, 2012c). The correlationeabas higher for students
attending public institutions (R = 0.421) than pt&y ones (R = 0.277). However, the
coefficient of determination for each is still Iq®? = 0.177 & 0.076). In other words,

increased ACT testing appeared to affect enrollnreptiblic institutions at a higher rate.
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As more students apply for colleges, financialragsburces would be stretched (Romano,
2012), causing students with limited college futalsearch for the least expensive
option. Public colleges are often less expensigaa firivate colleges, at least before
considering any financial assistance (Bettingerdfad, 2005; Hauptman & Kim, 2009).
Additionally, some public colleges, such as commueoolleges, do not have competitive
academic entrance requirements (Horn et al., 2@8yents lacking college-level skills
are accepted as evidenced by the increased numpebla college students who must
take remedial coursework (Attewell et al., 2006¢df®&d et al., 2012; Sparks & Malkus,
2013).

The effect of increased ACT testing on college Bment by race was also
examined. College enroliment figures by race wéxtaioed from the Digest of
Education Statistics, Table 266 (NCES, 2012d). fEsearcher found interesting
discoveries within the data analysis although camskeffect could not be proven. The
highest correlation coefficient found was for Caiaa/White students (R = 0.484), with
23% of the variation possibly due to increased A€sting. This would seem to support
the claim that increased ACT testing does imprakege enroliment to at least a small
extent. However, ACT, Inc. stated that an importaenefit of providing testing to all
students was to reach underrepresented populdbiahe/ould otherwise not consider
going to college (ACT, Inc., 2009c). In lookingthbse groups of students, this study
cannot support that claim. A moderate positivealation was seen in the enroliment
numbers of African American/Black students (R =98)3 with a coefficient of
determination of 0.156. While an increase in calegroliment was good, increased

ACT testing could not be solely credited as thesealild to very mild associations
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were observed between the percentage of studdantg the ACT in a state and other
minority populations. The correlation coefficiefids American Indian/Alaska native
students and Hispanic students were 0.223 and Ord§8ectively. Pacific Islander/Asian
American students showed a mild negative correigfio=-0.037). This study showed
correlation, but not to the degree that any caoséde attributed to it. The researcher
found this to be disappointing, since reaching mig@roups was a goal of increased
testing.

English benchmark results. A second focus of this research was to analyze a
possible relationship between increased ACT testirggstate with the percentage of
students who met or exceeded the ACT English beadhstore of 18. Benchmark
scores indicated the minimum scores on each sulgigicof the ACT that was required
for students to have a high probability of sucdedgst-year credit-bearing college
courses. Students who met the benchmark had apmaitedy a 50% chance of obtaining
a grade oB in the course and a 75% chance of obtaini@yACT, Inc., 2007). Another
benefit claimed by ACT, Inc. (2010d) for expandtegting was if students and teachers
know areas of academic deficiencies before lealigly school, there would still be time
to fill the gap before entering college-level cagsAn increase in students meeting the
English benchmark score as testing increases vwsudort that claim.

When comparing the percentages of students whizipated in the ACT in a
state with the percentages of students who meEnigish benchmark score, a correlation
coefficient of -0.562 was found. This indicatedgngicant, negative, moderate
relationship between the variables. Regressiorficasfts indicated that 32% of the

variation in the English benchmark attainment veds possibly explained by the
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percentage of students who took the ACT in a sfdte.relationship was negative, or
fewer students met the benchmark score as morergtitbok the test. In states where
testing is optional, only college-bound studentsiMddake the test and it would be
expected that more students would meet the benétsoare. In states where all students
were assessed, it is logical that the percentagtudents who met the benchmark score
would be lower. Research by Roderick et al. (2@08) found this correlation to be true,
although it was in reference to state average caitgscores being lower for states that
gave the test to all students instead of benchiseotes.

English benchmark attainment rates were comparegehgler. A negative,
moderate relationship was found in both males (E6%3) and females (R = -0.440), that
indicated the percentages of males and femalesnéathe benchmark score decreased
as ACT testing increased. What is noteworthy wasctiefficient of determination.

While ACT testing seemed to have a very small ¢fbecfemale performance {R
0.193), a much larger impact was observed on nefeqmance (R= 0.453). That is to
say, 45% of the variance in English benchmark scooelld possibly be explained by
increased ACT testing.

Benchmark attainment rates were also compareddey Negative relationships
were found among all races, meaning fewer studertghe English benchmark as ACT
testing increased. Moderate relationships werecatdd for Pacific Islander/Asian
American students and African American/Black stugd€R = -0.496 and -0.658,
respectively). A mild relationship was indicated Aomerican Indian/Alaska Native
students (R =-0.311). A strong relationship wakadated for Hispanic students (-0.705),

which appeared to the researcher as logical. Hisgamdents whose first language is
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other than English would not be expected to perfasrhigh as native English speakers.
A noteworthy finding occurred in the relationshigtlveen increased testing and
attainment of the English benchmark score for Csiacd/Vhite students. A correlation
coefficient of -0.816 was found, with 67% of theiation in English benchmark
attainment rates possibly being explained by irswddesting. This seemed to indicate
that a large English achievement gap existed irc&san/White students, as well as
moderate gaps for the other races.

Mathematics benchmark results. A final focus of this study was to find a
possible relationship between increased ACT testirggstate with the percentage of
students who met or exceeded the ACT mathematmushb@ark score of 22.

When comparing the percentages of students whott@RCT in a state with the
percentages of students who met the mathematichibvenk score, a correlation value of
-0.757 was found. This indicated a significantosty relationship between the variables.
Regression coefficients indicated that 57% of taeation in the mathematics benchmark
attainment rate could possibly be explained bypreentage of students who
participated in the ACT in a state. The relatiopskhias negative, meaning fewer students
met the benchmark score as more students tooksheAts stated previously, in states
where all students are assessed, it appears lagitta researcher that the percentage of
students who meet the benchmark score would ber lasveompared to other states
where only college-bound students take the test.

Mathematics benchmark attainment rates were cordgmrgender. Negative
correlations were found for both males and femalesoderate relationship was found

for females (R = -.667), with a regression coeéiintiof 0.445. For males, however, a
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strong relationship was found (-0.815) with a regien coefficient indicating that 66%
of the variation in the Mathematics benchmark attegnt rate could possibly be
attributed to increased ACT testing.

Mathematics benchmark attainment rates were alsgpaned by race. Just as in
the English benchmark attainment rates, negatie¢i@aships were found among all
races. This meant that fewer students met the Madties benchmark as ACT testing
increased. A mild relationship was again foundAorerican Indian/Alaska Native
students (R = -0.384). Moderate relationships weerdent for Pacific Islander/Asian
American students and African American/Black stug€R = -0.540 and -0.627,
respectively). Strong relationships were founddoth Hispanic students (R = -0.831)
and Caucasian/White students (R =-0.815). Regmessiefficients were in 60% range
for both groups of students. This indicated tordsearcher that a large mathematics
achievement gap existed in Caucasian/White andadisstudents. Since limited
English proficiency would seem to have the leasbamh of impact in the mathematics
content area, it was surprising that such a laggative correlation existed for Hispanic
students.

Conclusion

This research examined the effects of increased #&6fing in a state on college
enrollment and college readiness. When compargqugés for increased testing and
college enrollment, positive moderate relationshvpse found among males, females,
those that attended public institutions, and Caaoé#/hite students. Mild positive
relationships were found among African American@Rlatudents, American

Indian/Alaska Native students, Hispanic studemsd,those that attended private



EFFECTS OF STATE-WIDE ACT TESTING 88

institutions. A mild, negative relationship was fmuamong Pacific Islander/Asian
American students. Overall, a mild, positive relaghip was indicated for all students.
Regression coefficients were minimal for all studeand special populations.

College readiness was measured by the percenthgeslents who met or
exceed the ACT benchmark score in English and Madgities. When comparing figures
for increased testing and attainment of Engliskcharark scores, negative relationships
were found for all students, as well as for spegotgdulations. Moderate negative
relationships were found for males, females, Afriganerican/Black students, and
Pacific Islander/Asian American students. Mild negarelationships were found for
American Indian/Alaska Native students and stroregative relationships were found
for Caucasian/White students and Hispanic studénwsrall, a moderate negative
relationship was indicated for all students. Regjmscoefficients were highest for
Caucasian/White students at 66%.

When comparing figures for increased testing atairahent of Mathematics
benchmark scores, correlation coefficients werehmatimonger than what was indicated
with English correlations but again, all were neégatModerate negative relationships
were found for females, Pacific Islander/Asian Aiven students, and African
American/Black students and a mild negative refetip was found for American
Indian/Alaska Native students. Strong negativeti@tahips were found for males,
Caucasian/White students, and Hispanic studentstalva strong negative relationship
was indicated for all students. Regression coeiffits were highest for Caucasian/White
students (66%) and Hispanic students (69%). ReBults the correlation between

increased ACT testing and the attainment of benckis@ores in both English and
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Mathematics suggested a disparity between whadirgtiaught in high school and what
is needed to be successful in college-level work.
Recommendationsfor | mprovement

The purpose of this study was to examine the effecincreased ACT testing on
college enroliment and readiness. By exposing retu@ents to a college entrance exam,
they can gain a sense of how they stand in termragimission requirements (Herhert
2010). The researcher believes this is importanstiadents who have never considered
college as an option and would otherwise haveaiadrt the ACT (Cech, 2008). ACT,
Inc. (2009c¢) claimed that statewide administratbthe test provided students with the
chance to identify strengths and weaknesses apictpare students to meet their
educational and career goals. Data analysis coeductthis study has guided the
researcher to make the following recommendationspvove instruction and
achievement.

Increased ACT testing did seem to have a poditiygact on college enrollment,
although the degree to which testing was respaméiblthis increase was uncertain. The
researcher recommended that the implementatiorCadr dccur for all students, which
would provide every student consistent and faieasto information about their level of
college readiness. The ACT should supplement exisiatewide assessments as is done
in some states, or replace statewide testing daltegeln the opinion of the researcher,
this would increase the availability of informatibat would not overburden students
who are already tested often.

As evidenced in this study, a large achievementagggeared to exist between

what students learn in high school and what theyeapected to know when entering
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college. This was especially true for underrepresgkeatudents. In the experience of the
researcher, knowing the gap exists is the firg giwards a solution. In the opinion of
the researcher, high schools should be supplietkstiachievement data from the ACT
in a timely manner and in a way that is meaninghd applicable to classroom
instruction. Teachers should be trained to anadyadent data for areas of improvement
and learn instructional strategies that will narttve gaps and embedded time should be
provided for this training to take place. Adminaton should provide support to teachers
to this end.

ACT, Inc. (2009c) claimed that reaching underrepnésd students was a reason
to give the ACT to all students. Findings in thigdy verified the discrepancy in learning
among minority students. By expanding ACT testm@lt students, learning deficits can
be learned early; however, states and school distmust be prepared with a solution.
Organized collaboration among school districts wWaddress this problem. Critics of
standardized testing claimed that results are ithsdcause some students have access to
test preparation courses and texts that give threadaantage on the test (Perez, 2002;
Rooney & Schaeffer, 1998). Currently, limited pnegtieon is available free of charge in
some areas and online (ACT, Inc., 2014). It isrdsearcher’s belief that ACT, Inc.
should fund assistance in all states that prolndeNCT to all high school students.

Some states have special councils created fodigreneent of curriculum from
kindergarten through college (K-16) (Callan et 2009). This should be required for all
states to ensure smooth transitions from high ddioocmllege and to prevent

achievement gaps. It is the researcher’s opiniahdtate governments have the authority
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and responsibility to ensure every school disprefpares their students for
postsecondary education.

Although education is a state’s right and respalisijDennis, 2000), in the
researcher’s experience the federal governmenshkasd directives that greatly affected
what schools can do. Colleges do not acknowledgermustate mandated assessments as
acceptable proof of ability nor do scores from ¢hassessments earn college entrance or
financial help. The researcher’s final recommermhatvas that the federal government
change its existing assessment requirements t@ AT testing to be given in high
schools in lieu of other state requirements. Tl@rmation gleaned from the ACT is
valuable, relevant, and useful to students andysrehen contemplating college. In the
researcher’s opinion, the current testing requirgsiare not.

Recommendationsfor Future Study

This study revealed new information and confirfiedings claimed by others.
However, as is often the case with research, ngertynities for study become known
as investigations deepen. Data analysis conducttds study has guided the researcher
to make the following recommendations for futuredst

This study focused on student enrollment data a@d Aformation from
students who graduated in 2010. This was the negsnt year that college enrollment
data was available. The researcher recommendsagpd this study using older data as
well as more current data as it becomes avail&®peating this study would either
confirm or invalidate results; the researcher velseeither outcome would be beneficial.

This study examined increased ACT testing on cellegroliment and readiness.

While research has indicated a correlation betvieeneased college readiness and
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degree completion (Bailey & Cho, 2010; Horn et 2009; Mangan, 2012; Smith, 2012,
Vandal, 2011), no research has been found thatiexanthe impact of increased testing
on degree completion. A future study recommendationld be to look at how ACT
testing rates affect persistence.

This study investigated college enrollment ratdspéstsecondary schools that
offer at least an associate’s degree and partecipafitle IV financial aid were included.
The researcher recommends further study to idethtéyeffects of increased testing on
college enroliment, comparing two-year schools faod-year schools. A review of the
literature revealed differences in the type of studvho attends both types of schools
(Baum et al., 2013; Bozick & DelLuca, 2005; Horrakt 2005; James, 2012; Niu &
Tienda, 2013; Roderick et al., 2011; Sherwin, 20TRg researcher believes that
discovering how those differences impact colleg@lénent and degree completion
would be relevant and useful.

This study used statewide data to examine thetsftdancreased ACT testing.
However many school districts choose to provide A€Sting to all students, even in
states where it was not mandated. The researat@mmnreends a similar study be
conducted using school district data. These finglimgght increase their relevancy at the
local level resulting in an easier implementatidéimgprovements.

Finally, this study revealed a discrepancy betwekat students are learning in
high school and what they were expected to knowwdrgering college. There have
been studies that connect the misalignment of safflmol curriculum to college readiness
(Greene & Forster, 2009; Spence, 2009). There shoatage of available achievement

data on students (Achieve, Inc., 2007). Teachers hacess to their students’ data,
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leaving the researcher to question how teacherssang this data to make instructional
decisions. A significant research opportunity extststudy how achievement test data is
being used in the classroom and how these insbnadtmethods affect college readiness.
Summary

The need for a college degree will continue toagno the future (Bureau of
Labor Statistics, 2013b). Employment opportuniteguiring a postsecondary education
will grow (Bureau of Labor Statistics, 2013a), abg that do not require additional
education will not (Lacey & Wright, 2009). Despitee increased need for college,
students continue to graduate high school unprddarecollege-level work (Bettinger &
Long, 2005; Durham & Westlund, 2011; Khan et 00%).

Federal initiatives mandate periodic assessmergagure student leaning and to
hold schools accountable (Zinth, 2012). Howevesres from these assessments do not
help students get into college nor do they evaloallege readiness (Katsinas & Bush,
2006). Thirteen states now provide the ACT to ghtschool students as part of the
required state assessment (ACT, Inc., 2014a). Bygdko, all students will have an
accurate measure of where they stand in termsliefgeoreadiness in time to close
achievement gaps before leaving high school (AGg., 2010d).

Even though postsecondary education continues tmpertant to gaining
employment (Crosby & Moncarz, 2006), factors préwtadents from going to college.
Studies revealed that cost (Advisory Committee 2@Bum et al., 2013; Durham &
Westlund, 2011; Dynarski, 2002) and family backgub(Baird, 2006; Ellwood & Kane

2000; Perna & Titus, 2005) effect college enrollémthis study, the researcher found
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a relationship between increased ACT testing afidgmenroliment, although the extent
of which testing was responsible for the increaas limited.

Research on college readiness focused on the frdte digh school and the
effects of remediation. High school curriculum wed challenging enough to prepare
students for college (Pathways to College Netw2@Q7; Byrd & MacDonald, 2005;
Marklein, 2007; “Unlocking Doors,” 2011; Zagier, 2D or was not aligned with college
curriculum (Greene & Forster, 2009; Spence, 2088)dies indicated between 29% and
60% of students are required to take at least emedial course in college (Byrd &
MacDonald, 2005; Khan et al., 2009; Radford et2112; Strong American Schools,
2008). In this study, the researcher found straegative relationships between
increased testing and college readiness in bothidbrgnd mathematics. Results
suggested a disparity between what high schookstschave learned and what they need
to know in order to be successful in college. Tésearcher believes additional research

should be pursued to investigate the cause(shaings.
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