
 

IV. Faculty Learning Outcome #2 
Faculty Learning Outcome #2 
Develop a scaffolded, step-by-step approach to critically reading journal articles to improve 

students’ abilities to predict behavior and mental processes based on scientific research findings. 

Essential Competencies and Indicators Addressed: 
 

1) Learning-Centered Teaching Strategies: 

 Employ methods that develop student academic literacy in the discipline or field 

(e.g., reading, writing, numeracy, technology skills, etc.)  

 Employ methods that develop student understanding of discipline’s thinking, 

practice, and procedures (e.g., through guided learning opportunities the student 

will apply the use of the discipline’s “ways of knowing”) 

2) Lifemap: 

 Help students develop academic behaviors for college success (e.g., time 

management, study, test and note taking strategies, etc.)  

 Help students identify where academic behaviors can be adapted as life skills 

(e.g., library search skills, decision-making, communication skills, scientific 

understanding, etc.) 

3) Assessment as a tool for learning: 

 Employ formative feedback loops to assess student learning   

 Employ formative feedback loops to inform students of their learning progress  

 Design activities to help students refine their abilities to self-assess their learning 

 Employ formative feedback to assess the effectiveness of teaching, counseling, 

and librarianship practice 

Adequate Preparation 
 
I based this project upon noticing a Lifemap need in many students.  Some told me during office 

hours, class time, or on feedback questionnaires that did not value reading textbook passages, 

journal articles, and other assigned written works.  There are many possible reasons for this- 

dislike of reading, disinterest in the assigned topic, difficulty understanding written works, 

having too many other obligations, etc.  I suspected, however, that many students chose not to 

read assigned materials due to their belief that they will not learn much from doing so.  Some 

students view reading as a waste of time- they feel they can learn the same information from 

listening to a professor in class (Bean, 2011).  This avoidance of reading also affects their written 

assignments.  For example, when consulting written works to use as sources in writing 

assignments, my students regularly choose easy-to-read “content farm” websites, designed as 

first hits on search engines, targeting college students trying to find simple sources to use for 

assignments.  They either do not recognize or do not care that these websites are not appropriate 

sources.  Through one-on-one meetings during office hours, I also noticed that students who 

struggle with understanding course content often use ineffective strategies to master material in 

their readings, such as highlighting more than 50% of the words in the text, refraining from 

taking notes, and failing to look up definitions to words they do not know.  Similarly, Bean 
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(2011) lists several reasons why students struggle with reading including (1) students’ dislike of 

spending time to read slowly and re-read difficult passages, (2) teachers accommodating for 

students’ failure to read by summarizing readings during lecture, (3) students’ failure to use 

appropriate reading strategies and tailor their strategies to the type of assignment, and (4) 

students’ difficulty understanding perspectives of authors who share different views than them.   

 

Struggling with reading is not uncommon for community college students.  Zemsky (2009) 

estimates that 50-70% of community college students need one or more semesters of “remedial” 

course work, which aim to teach basic academic skills that are necessary to complete college 

work successfully.  He specifically names mathematics and composition as the biggest areas of 

need.  For example, he notes that in California’s state university system, 33-50% of all first-year 

students need and enroll into developmental coursework. Anecdotally, I have noticed many of 

my students appear to lack college level reading and writing skills, as evidenced by their 

performance on discussion posts and short answer questions on exams.  Hence, my project to 

improve students’ abilities to read scientific works was born. 

 

Initially, preparation for this project entailed choosing which of my four psychology courses to 

design the intervention.  I chose General Psychology, because it is a course that many students 

take in their first semester of college and does not have any prerequisites.  Non-psychology 

majors often take the course because it fulfils the social sciences requirement.  Approximately 

90% of my General Psychology students are not psychology majors, and approximately 25-23% 

continue to take other psychology classes after General Psychology.  I also noticed that these 

students tend to have the worst reading and writing skills relative to the other classes I teach. 

This finding is likely because the other psychology courses all require General Psychology as a 

prerequisite, thus are not taken by first semester college students.  Teaching these students 

LifeMap skills that will improve their abilities to understand, remember, and critically think 

about what they read is a valuable skillset for any college student-regardless of major.  

Therefore, I chose General Psychology students because I hoped that my intervention could 

improve these skillsets while also illustrating the value of psychological research to non-

psychology majors.  

 
Once I had chosen my student population, my next step in preparation for this FLO was to 

determine what strategies to use to improve students’ critical reading skills.  This need became 

particularly urgent after writing my conditions section of my ILP, where I outlined using a six 

“step-by-step approach to critically reading,” but had not yet specified what six interventions to 

use that would impact students’ these abilities.   I knew I wanted the interventions to be 

scaffolded and build upon skills formed during previous steps. I had already created a list of six 

articles, ordered hierarchically from easiest to read to most difficult to read, which also matched 

appropriately with the order of course content over the semester.  I originally envisioned 

teaching one step of the six-step process across six class sessions during the semester.  After 

teaching one of the six steps, I theorized that I would have students practice that step for 15 

minutes during class, and then have them apply the learned skill on one of the assigned readings.  

When it came time to design the six-step intervention, however, I realized that I had no idea how 

to proceed.  I had no formal training as a psychologist in teaching college students how to read. I 

was struck by the irony of this- as a person who has (1) evaluated countless students for reading 

disabilities in my clinical work as a psychologist, (2) diagnosed many individuals with reading 

disabilities through these evaluations, and (3) provided parents of these patients many written 

recommendations of how to address reading difficulties in my psychoeducational reports, I felt 

inadequately prepared in how to teach my General Psychology students critical reading skills. To 
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remedy this, I decided to reach out to resources through faculty development programs at 

Valencia and consulted with other professors to see how English and New Student Experience 

faculty addressed reading skills in their student population.   

 

During Learning Day in 2016, I took a faculty development program run by Kim Foster and New 

Student Experience professors that described how NSE professors use a short video to teach 

students how to take notes.  While I showed a different video for my project and added an empty 

outline, the inspiration to teach my students how to take notes came from that faculty 

development class.  This became step one of my intervention, aimed at teaching students how to 

improve reading skills through notetaking. 

 

Per Bean (2011), requiring students to complete concise summaries of lectures or reading 

assignments can improve reading and writing skills. As cited in Bean (2011), Angelo and Cross 

in 1993 created the one-sentence summary assignment for use with immunology, nursing, a 

physics students.  I was inspired by this research to develop my one sentence summary 

assignment, which became step two of my intervention, aimed at teaching students to summarize 

what they have read.   

 

In considering how to teach students to use critical thinking skills while reading an article, I 

consulted with Michael Robbins, an English professor at the Osceola campus, who introduced to 

me the concept of “critical reading.” Critical reading entails questioning what is learned 

throughout the source material, to determine its credibility, usefulness, and possible implications 

of author’s main idea. A technique aimed to consider multiple points of view (including those 

points that contradict the student’s pre-existing views) is the “Believing and Doubting Game” 

(Elbow, 1973 as cited in Bean, 2011). This game asks students to consider a reading from the 

viewpoint of a believer and a doubter.  As a believer- what arguments do the writers make that 

are credible, have strong evidence, and scientific backing? As a doubter- what are the 

weaknesses of the writers’ arguments?  This activity is aimed at forcing students to question 

what they read as they are reading it, and think about it more deeply than they would for 

memorization for a test. This became step three of my intervention, aimed at helping students 

further critical reading skills by critiquing the assigned written works. 

 

While there are numerous techniques that professors can use to improve student reading and 

increase critical thinking, I chose these three techniques (note-taking, one sentence summary, 

and Believer/Doubter game) to create a scaffolded learning module to improve students’ abilities 

to use scientific works to predict behavior of others in hypothetical scenarios. I realized that I 

would rather focus on these three interventions and allow students to practice using each one 

twice before learning a new step, than trying to cram six interventions into one semester.  I 

scaffolded the modules to line up with Bloom’s taxonomy of cognitive levels, with each reading 

activity lined up with one of the three lowest levels of cognitive ability.  Per Armstrong (2017), 

remembering, the lowest level, entails recalling memorized facts from the reading.  

Understanding, the second lowest level, entails restating the reading’s main idea in the student’s 

own words.  Applying, the third lowest level, involves using ideas from the reading to make 

predictions in new situations.  The three highest levels of Bloom’s taxonomy- analyzing, 

evaluating, and creating- were not specifically targeted in my intervention.  

 

After choosing the three techniques, I also decided to make changes to the structure of the 

homework assignments associated with mastery of each technique from the way I originally 

described them in Products/Evidence of Learning section of my ILP.  Originally, I envisioned 
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creating multiple choice and fill in the blank questions as homework assignments to determine 

whether students understood what they read. I was concerned that while this homework 

assignment would determine if students understood the article, it would not offer proof that they 

actually used the note-taking technique while reading the article.  I decided to replace this 

homework assignment with a worksheet, which I entitled “Guide to Reading an Article” (see 

Artifact #4), which guides the students through the steps of note-taking while also generating 

proof that the student used the note-taking method. Students would receive points for filling out 

the form- one point for each portion of the form- totaling 15 points. 

 

Another change I made to the homework assignments was the method of grading the 

assignments associated with the one sentence summary activity and the believer/doubter game. I 

initially believed I would create a rubric to grade student responses, as I believed rubrics are the 

easiest method for grading written work where there are gradations of poorly written to well 

written responses rather than correct/incorrect responses. Once I created the interventions and 

associated assignments, however, I noticed that the one sentence summary assignment and 

believer/doubter game assignment could both be objectively graded using a point system without 

a rubric. For example, the one sentence summary assignment could be graded via a 9-point 

assignment, offering one point for each of the required eight elements of the one-sentence 

summary, and one point for a well-formed sentence (i.e., grammatically correct). Similarly, the 

believer/doubter game could also be graded using four points- one point for each belief or doubt. 

I recognize that there is some subjectivity in deciding whether a belief or doubt was relevant and 

appropriate in response to the reading; however, I still did not feel that it was so subjective to 

grade that it required a rubric.  I believed using this point system versus the originally proposed 

rubric was simpler to grade and more straightforward for students to understand.   

 

I originally designed this project to take place during one section of a Summer B General 

Psychology course in Summer, 2016.  After I completed approximately half of the intervention 

on that course, I unexpectedly gave birth to my daughter early, yielding only partial data from 

that semester.  Through looking at the partial data I determined that the two techniques I had 

implemented- note taking and the one sentence summary- had yielded promising data and were 

worth re-implementing.  I had not yet implemented the doubter/believer game. I decided to re-

implement the project using two sections of General Psychology in the Spring, 2017 semester.  

As a result of running the project in a 6-week summer semester versus a 16-week spring 

semester, I had to re-format the course calendar and timing of the interventions. I also increased 

the number of articles to be read during the semester, from six to eight, to give students more 

practice in using the skills from the interventions.  Additionally, I decided to survey students on 

their comfort level with reading twice during the semester (once at the beginning of the semester 

and once at the end of the semester) instead of three times to maximize class time.  Aside from 

adjusting the calendar, reducing the number of student surveys from three to two, and increasing 

the number of assigned articles, I made no other changes to the three interventions chosen.  
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Appropriate Methods 
Two sections of General Psychology in Spring, 2017 were used for this project.  One section was 

the experimental group, receiving the intervention, and one section was the control group. 

 

Control Group Learning Activities: Both the experimental and control groups were assigned 

eight articles (ranging between one and four pages long) to read during the semester.  Each 

article was tied to a different chapter in the textbook.  The control group was told to read the 

article and expect questions about it on their next exam.  The control group was offered extra 

credit points for writing a summary about each article prior to the exam. The control group also 

completed discussion posts, unrelated to the articles, in lieu of the critical reading assignments 

that the experimental group completed. Both the control and experimental groups received the 

same summative assessments- 2-3 short answer questions per article on each of the three exams.  

 

Experimental Group Learning Activities: In lieu of the discussion posts, the experimental group 

received a homework assignment that was tied to each article, totaling eight homework 

assignments.  The experimental group was taught three different methods aimed to improve their 

reading skills across the semester.  Homework assignments were designed for students to 

practice these methods while reading an article.  These assignments were scaffolded, increasing 

in difficulty as the semester progressed. The first three articles included homework assignments 

teaching students to use a note-taking method while reading. The second two articles included 

homework assignments requiring the same note-taking method but also requiring students to 

write a one sentence summary about the article. The last three articles instructed students to use 

the note-taking method, write a one sentence summary, and critique the article using the 

Doubter/Believer game technique.  Class time was used to teach each of the three methods to 

improve students’ reading ability.  

 

Learning Activity #1: Note-Taking Method: To teach the note-taking method, students watched a 

6.5-minute video in class called “Critical Reading Strategies” on the steps of how to take notes 

while reading an article.  The video referred to this note-taking method as part of a process called 

“critical reading.”  While watching, they completed an empty outline, which required them to 

summarize the steps of note-taking.  Please see artifact #1 (Empty Outline for Critical Reading 

Strategies Video) to see the empty outline and a link to the video.  Their completed guide was 

turned in as a low stakes formative assessment on their understanding of the steps of the process. 

 

After watching the video during class, they practiced using these note-taking strategies using a 

short, one page expert from their textbook titled, “The Dark Side of Conformity: The Stanford 

Prison Experiment.” They then compared their notes on this article with a classmate.  Three 

articles, each tied with a different chapter of the textbook, were assigned as homework 

assignments over the next four weeks, where students were required to practice the note-taking 

method while reading the article.  A “Guide to Reading an Article” was provided, which students 

were required to fill out as part of their homework assignment.  This worksheet was designed to 

help guide the student through the critical reading steps while reading the article.  Please see 

artifact #2 (Articles for Exam #1) to see these three assigned articles, artifact #3 (Directions for 

Critical Reading Assignments for Exam #1) to see the directions to these assignments, and 

https://www.insidehighered.com/views/2009/09/14/do-list
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artifact #4 (Guide to Reading an Article) to see the critical reading guide.  Short answer 

questions were included on the first exam as a summative assessment for the first three articles.  

 

Learning Activity #2: One Sentence Summary: The second method to improve students’ reading 

ability- the one sentence summary- was covered after the first exam.  To learn this method, 

students watched a brief PowerPoint presentation by this professor about how to write a one 

sentence summary.  They then completed an empty outline entitled, “How to Write a One 

Sentence Summary” while watching the presentation in class. Please see artifact #5 (PowerPoint 

Presentation on How to Write a One Sentence Summary) to see the PowerPoint presentation and 

artifact #6 (Empty Outline for One Sentence Summary) to see the empty outline.  Their empty 

outline was turned in as a low stakes formative assessment on their understanding of eight 

essential pieces of a one sentence summary.  Students were then divided into groups of 3-4 to 

practice writing a one sentence summary in class using a guide entitled, “One Sentence 

Summary Worksheet” for one of the previous three articles they read. We reviewed their answers 

in class as a non-graded formative assessment to determine if they can create one sentence 

summaries based off their reading. Two articles, each associated with a different textbook 

chapter, were assigned as homework assignments, to be completed over the next four weeks 

prior to the second exam.  These homework assignments required completion of the Critical 

Reading Guide to demonstrate mastery of the note-taking method and the “One Sentence 

Summary Worksheet” (artifact #7) to demonstrate mastery of the one sentence summary.  Please 

see artifact #8 (Directions to Critical Reading Assignments for Exam 2) to see the directions to 

these assignments and artifact #9 (Articles for Critical Reading Assignments for Exam 2) to see 

these two assigned articles.  Short answer questions were included on the second exam as a 

summative assessment for these two articles. 

 

Learning Activity #3: Critique: The third method to improve students’ reading ability- the 

critique- was covered after the second exam.  Students were taught how to play the “believer and 

doubter” game, an activity inspired from Bean (2011) and outlined in the “Adequate 

Preparation” section above.  Prior to the instruction of this activity, students were assigned a new 

article and asked to complete the Critical Reading Guide and One Sentence Summary Worksheet 

as homework.  During the next class session, students were asked to complete the Believer and 

Doubter assignment as homework- a task designed to help students learn how to critique an 

article.  The directions to the Believer and Doubter activity are in artifact #10 (Directions to 

Critical Reading Assignments for Exam 3). Students were asked to bring in their completed 

Believer/Doubter write-up to the next class session.  The write-up was required to include a 

summary of at least two strengths and two weaknesses of the article’s main idea and related 

evidence. Please see artifact #11 (Articles for Critical Reading Assignments for Exam 3) to see 

the article. 

 

An entire class session (75 minutes) was devoted to reviewing student answers to the 

Believer/Doubter activity.  Students were placed in groups of four. Two students were assigned 

to play “believers” and the other two “doubters.”  They were tasked with using ideas from their 

write-up to convince the other two students in their groups to change sides from their assigned 

role.  After debating with each other for 15 minutes, students were asked to write down a 

sentence summarizing the most convincing belief and most convincing doubt from each group.  

We reviewed the answers from each group as a class. Students were then asked to write a one 

minute reflection paper, providing their opinion of whether they overall believed the facts from 

the article or doubted them and why.  This one minute reflection paper was ungraded and served 

as a formative assessment to determine if students could critique an article by listing both the 
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strengths and weaknesses. They were permitted to revise their Believer/Doubter write-up 

throughout the activity.  Their completed Critical Reading Guide, One Sentence Summary 

Worksheet, and Believer/Doubter write-up were collected as their homework assignment for that 

article. 

 

Two other articles (Artifact #11: Articles for Critical Reading Assignments for Exam 3) were 

also assigned as the final two homework assignments of the semester.  Students were provided to 

use the note-taking method, write a one sentence summary, and provide a Believer/Doubter 

write-up for each article.  Students were given the choice to complete the Critical Reading Guide 

and One Sentence Summary Worksheet to assist them with following the steps of the note-taking 

method and write a one sentence summary but were not required to fill out these worksheets 

provided they demonstrated they followed each step.  For example, to illustrate that the followed 

the steps of the Critical Reading Guide, their turned in article must include circled definitions, 

notes in the margins, underlined claims, written down predictions, and reflections that are 

required steps in the note-taking method they were instructed to use.  The one sentence summary 

must include all eight elements indicated in the worksheet. Of note, all but one student opted to 

mark up the article and complete the one sentence summary without using the guide and 

worksheet.   

 

Formative Assessments: In the control group, optional summaries for extra credit were used as 

formative assessments for the students and professor of their understanding of each article.  

While these summaries were not originally planned as part of the method, results from the first 

exam indicated the control group performed far worse on the short answer questions about each 

article.  These summaries were then offered as a method to improve these students’ grades, so 

that they were not unfairly penalized for their assignment to the control group versus the 

experimental group. 

 

The eight critical reading assignments (one for each article) served as formative assessments for 

the experimental group.  These assignments served as a low stakes grade, collectively worth 10% 

of their grade.  The assignments were weighted proportionately, meaning that assignments that 

required more components (i.e., proof of use of the note-taking method, one sentence summary, 

and believer/doubter write-up) were worth more points than assignments that required fewer 

components (i.e., proof of the note-taking method only). Of note, the control group completed 

discussion posts that were unrelated to the articles and were also worth 10% of their total grade.  

 

Survey: Students in the experimental and control groups completed an 11-question survey on the 

first and last day of class.  This survey asked them to rate 11 statements on a 5-point likert scale 

ranging from Strongly Disagree to Strongly Agree.  The purpose of this survey was to determine 

how students’ confidence level about reading, perceived utility of reading assignments, and 

strategies used to improve reading evolved from the first day of class to the last day of class. 

There was also a fill-in answer portion on the surveys that was different on the pre-survey than 

the post-survey.  The pre-survey asked students if English was their first language, if they were 

fluent in any languages other than English, and what English/Reading/Composition courses they 

have taken or are currently taking in college.  The post-survey asked students their opinion on 

whether they liked reading the articles and if they believe the articles should be included in 

future semesters.  Please see artifact #12 (Pre and Post Survey) to see the pre and post Critical 

Reading Questionnaire.  
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Summative Assessment:  There were three exams over the course of the semester taken by all 

students in the control and experimental groups.  Each exam included 2-3 questions on each 

article.  One to two questions were remembering and comprehension questions, asking students 

to recall and summarize specific facts from each article.  There was also one bonus question per 

article, describing a real-life scenario and asking the student to predict how the person in the 

scenario would most likely think or behave if they believed the facts outlined in the article.   

Significant Results 
Two sections of General Psychology participated in this project during the Spring, 2017 

semester.  There were 25 students in the experimental group and 26 students in the control group.  

Students who withdrew from the course were excluded from the analysis, as they only contained 

partial data sets. Of note, there were two dual enrollment students in the experimental group and 

two dual enrollment students in the control group. 

 

Pre-Survey Results: In the experimental group, all but one student (96%) had either completed 

Composition 1 in a previous semester or was enrolled in Composition 1 at the same time as 

General Psychology.  Thirteen students (52%) were either currently enrolled or already 

completed Composition 2.  In the control group, 23/26 students (88%) had either completed 

Composition 1 or were currently enrolled in it.  Eight students (31%) were currently enrolled or 

completed Composition 2.   This finding indicates that my experimental group had a higher 

percentage of students that completed or were currently completing English courses at Valencia.  

This difference could result in differing reading/writing levels between the groups prior to 

participation in this project. 

 

In my experimental group, six out of 25 students (24%) stated that their first language was not 

English.  Including these students, 14 students (56%) were bilingual in English and another 

language.  Other languages included Spanish, Arabic, Filipino (Tagalog), French, and Bengali.  

Of the students who were bilingual, 9 (64%) were bilingual in Spanish, representing 36% of the 

entire class. 

 

In my control group, six students out of 26 students (23%) stated that their first language was not 

English.  Including these students, 9 students (35%) were bilingual in English and another 

language.  Other languages included Spanish and Creole.  Of the students who were bilingual, 8 

(89%) were bilingual in Spanish, representing 31% of the entire class.  These results indicate that 

the rate of English as a second language (ESOL) students and Spanish-speaking students were 

approximately equivalent across groups.  The higher rate of bilingual students in my 

experimental group compared to my control group could result in differing reading/writing levels 

between groups prior to participation in this project. 

 

The pre-survey also included 11 questions answered via a 5-point likert scale, ranging from 

Strongly Disagree to Strongly Agree.  Some questions related to student’s confidence in their 

reading ability, some questions to the strategies they use while reading, and some related to their 

perception of how much reading positive contributes to their learning. Likert-scores were 

converted into numeric values (5 = Strongly Agree, 4 = Agree, 3 = Neither Agree nor Disagree, 

2 = Disagree, and 1 = Strongly Disagree) to generate an overall score titled, Perception of 

Reading Ability score.  

 

Please note, an likert-scale represents ordinal data, and thus statistical analyses that describe 

averages and variance (such as the mean and standard deviation) must be used with caution.  
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Ordinal data is rank order data, meaning that the “distance” between a Strongly Agree and an 

Agree response may not be equivalent to the distance between an Agree and a Neither Agree nor 

Disagree response, etc. (Gravetter & Wallnau, 2007).  For this reason, adding up likert scores 

and analyzing these scores using t-tests, paired t-tests, ANOVAs, and repeated-measures 

ANOVAs is controversial.  Gravetter and Wallnau (2007) recommends use of nonparametric 

statistical tests, such as Mann-Whitney (to replace a t-test), Wilcoxon (to replace paired t-test), 

Kruskal-Wallis (to replace ANOVAs) and Friedman (to replace repeated-measures ANOVAs) 

when analyzing ordinal data.  However, de Winter and Dodou (2010) illustrated in their research 

comparing parametric and non-parametric statistical tests to analyze likert-score data that both 

types of tests usually result in the same findings, the error rates are similar, and there is minimal 

difference in the statistical power between parametric and non-parametric tests.  For these 

reasons, while statisticians are technically trained to use non-parametric tests for non-parametric 

data, per Frost (2016), “it usually doesn’t really matter which analysis you use.  Both tests almost 

always provide the same protection against false negatives and always provide the same 

protection against false positives.  These patterns hold true for sample sizes of 10, 30, and 220 

per group” (para 11).  Because of the essential equivalence of these statistical tests, it common in 

the literature for psychologists to use parametic tests to analyze likert-score data. Therefore, I 

chose to use the parametric tests to analyze the survey data. 

 

ANOVA was used to compare the means of the pre-survey Perception of Reading Ability (PRA) 

scores between the experimental and control groups.  The PRA mean for the experimental group 

was 34.28 ±4.9 and 40.54 ±4.02 for the control group.  Tukey’s HSD indicated that the 6.26 

difference between group means was significant (p < 0.001).  This result illustrates that students 

in the control group scored significantly higher in their PRA score on the pre-survey.  Analysis 

of specific questions demonstrated a larger proportion of Strongly Agree and Agree answers to 

question 10 (“I usually find assigned readings in college helpful- I learn a lot!”) in the control 

group (96.2% of students) versus the experimental group (48% of respondents).  These findings 

indicate that control group students had a larger proportion of students that believed reading 

assignments in college was a useful contribution to their learning experience compared to the 

experimental group.  The other 10 questions, related to their confidence in reading and use of 

adaptive reading strategies, had similar proportions of answers between the two groups.  

 

Overall, pre-survey results from both the 11 5-point likert-scale questions and the fill in answers 

demonstrate that while there were a lot of similarities between the groups (such as number of 

students who are bilingual in Spanish, number of dual-enrolled students, number of students 

enrolled in Composition 1, confidence in reading abilities, and use of adaptive reading strategies) 

there were significant differences between the groups in their total PRA scores (particularly from 

Question 10), and number of bilingual students who speak languages other than Spanish.  These 

differences are likely a direct consequence of the lack of random assignment between my 

experimental and control groups.  Risk of confounding variables are an inherent problem in 

quasi-experimental studies that lack random assignment between groups.  Thus, results from this 

study are interpreted with caution.  

 

Summative Assessment Results: Exam Scores- Results from exam 1 included questions where 

the experimental group practiced reading articles with the note-taking method only.  These 

results are compared with the control group’s responses, who learned no note-taking method.  

While some students in the control group completed summaries of the articles for bonus points, 

they did not complete these summaries until after exam 1 was completed. Two t-tests comparing 

means of test scores for comprehension and prediction questions between the experimental group 
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and control group on test 1 were statistically significant.  Comprehension score means on exam 1 

were experimental group = 3.70 ±0.91 and control group = 2.38 ±1.33, representing a 1.32 

difference between groups (p < 0.001).  Prediction score means on exam 1 were experimental 

group = 2.18 ±0.84 and control group = 1.48 ±1.00, representing a 0.70 difference between 

groups (p = 0.01).  Please see table 1.  These results indicate that the experimental group 

performed significantly better on comprehension and prediction questions on exam 1 than the 

control group.  This difference may be the result of the note-taking intervention that the 

experimental group participated in; however, due to the quasi-experimental design of this 

experiment, this cannot be concluded with absolute certainty.  The difference may reflect pre-

existing differences between reading abilities of the groups, pre-existing interest level in reading, 

or variable levels of effort between groups on the exam.  However, since the experimental group 

had a higher proportion of bilingual students and a lower starting score on the pre-survey, it is 

possible that the experimental group started with lower reading abilities.  Conversely, a higher 

proportion of the experimental group students were enrolled in Comprehension 2 than the control 

group, which could have caused a higher reading level in the experimental group than the control 

group, thus causing the difference in exam 1 scores.  As there was no pre-test with objective data 

evaluating the actual reading and writing level of both groups prior to the intervention, it is 

impossible to determine the exact cause of the difference between groups on exam 1 

comprehension and prediction scores.  

 

Table 1 

Performance of Control and Experimental Groups on Exam 1 

Test Question Experimental Group Control Group Difference P-value 

Comprehension 3.70 ± 0.91 2.38 ± 1.33 1.32 < 0.001 

Prediction 2.18 ± 0.84 1.48 ± 1.00 0.70   0.01 

Note: Experimental and control group scores are presented as mean ± standard deviation.  

Differences were calculated as experimental group mean minus control group mean.  P-values 

of < 0.05 were considered statistically significant. 

 

Next, an ANOVA was completed to compare means of the experimental group’s prediction 

scores across exams 1, 2, and 3.  This test was conducted to determine if the experimental 

group’s ability to make predictions using scientific findings from their assigned readings 

improved across exams.  I hypothesized that their scores would improve over time.  The 

ANOVA indicated no statistically significant difference across exam scores (p = 0.184). Please 

see Table 2.  

 

Table 2 

Experimental Group’s Prediction Score Performance in Exams 1-3. 

Source of Variation SS df MS F P-Value F crit 

Between Groups 0.27 2 0.13 1.73 0.184 3.12 

Within Groups 5.59 72 0.08 
   

       

Total 5.86 74 
    

 

Another ANOVA was completed to compare means of the control group’s prediction scores on 

exam 1, 2, and 3 to determine if the scores approved across exams.  I hypothesized that there 

would be no improvement or a smaller improvement relative to the experimental group’s gains.  

Again, the ANOVA indicated no statistically significant difference across exam scores (p = 

0.206). Please see Table 3. 
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Table 3 

Control Group’s Prediction Score Performance in Exams 1-3. 

Source of Variation SS df MS F P-Value F crit 

Between Groups 0.36 2 0.18 1.62 0.206 3.12 

Within Groups 8.33 75 0.11 
   

       

Total 8.69 77         

 

 

These results were unexpected.  I hypothesized that the experimental group’s prediction scores 

would improve across exams, while the control group’s scores would not improve or improve at 

a slower rate.  Instead, I found that neither group’s prediction scores improved over time.   

 

I then conducted a comparison (ANOVA) of the sum prediction score mean across all three 

exams of the experimental group to control group. The sum prediction score mean was 

calculated by summing total prediction points earned per student on each exam and dividing by 

number of possible prediction points across all three exams.  Sum prediction score means were 

experimental group = 5.87± 1.44 and control group = 4.30 ±1.89.  The 1.57-point difference 

between groups was statistically significant (p = 0.002), indicating that the experimental group 

performed significantly better on prediction questions than the control group across all three 

exams.  The sum comprehension score mean difference of 1.64 was also statistically significant 

(p = 0.010) between the experimental group (comprehension = 10.08 ± 1.86) and control group 

(comprehension = 8.44 ± 2.43). This finding was consistent with my hypothesis. Students in the 

experimental group had both comprehension and prediction exam scores that were consistently 

higher than the control group’s scores. This difference was statistically significant beginning on 

exam 1 and a statistically significant difference maintained across all three exams.   Please see 

Tables 4.1 & 4.2.  

 

Table 4.1 

ANOVA of the Sum of Prediction Score Mean Across All Three Exams By Group 

Source of Variation SS df MS F P-Value F crit 

Between Groups 34.18 1 34.18 7.25 0.010 4.03 

Within Groups 231.00 49 4.71 
   

       

Total 265.1863 50         

Note. Differences were statistically significant using Tukey’s HSD. 

 

 

Table 4.2 

ANOVA of the Sum of Comprehension Score Mean Across All Three Exams By Group 

Source of Variation SS df MS F P-Value F crit 
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Between Groups 31.49 1 31.49 11.20 0.002 4.04 

Within Groups 137.77 49 2.81 
   

       

Total 169.26 50         

Note. Differences were statistically significant using Tukey’s HSD. 

 

 

Overall, results and statistical analysis of the comprehension and prediction exam scores indicate 

that there was a statistically significant difference in comprehension and prediction scores 

between the experimental and control groups that was present during exam 1 and maintained 

across all three exams. There are several possible reasons for this result.  One possibility is that 

because of the lack of random assignment to groups, there was a confounding variable, such as 

an inherent difference in reading, writing, and/or test-taking ability between the experimental 

group and control group, which would explain why the experimental group did consistently 

better on exams compared to the control group.  A pre-test of reading and writing ability, 

conducted prior to the intervention, would have determined if lack of random assignment was the 

cause of the differences between groups.   

 

Another possible explanation for the differences in exam scores is that the instruction of the 

note-taking ability alone was enough to improve the comprehension and prediction scores of the 

experimental group more than the control group.  If this idea is true, then the reason the 

comprehension and prediction scores did not increase between the experimental group’s first test 

and third tests was because the one sentence summary and doubter/believer game had no effect 

on test performance.  A future study that compares the use of the note-taking method alone vs the 

one sentence summary and/or believer/doubter game alone could determine if this explanation is 

accurate. 

 

Finally, a third possible explanation of the difference in the exam score results is that the 

difference was caused by experimental students being assigned a mandatory task to demonstrate 

that they read each article, regardless of what the task was. This explanation would indicate that 

students have equivalent abilities across groups to succeed on summative assessment questions 

about articles if they read the article.  To determine if this might have been the cause of the 

difference, I surveyed the control group in an anonymous questionnaire after exam 1. The 

questionnaire asked them if they read each of the articles, and if so, did they understand the 

articles.  Twenty-three out of 26 students (88%) completed the questionnaire.  Thirteen out of 23 

students (57%) stated they read all the articles and 10/23 students (43%) stated that they read 

most or some of the articles.  Reasons students gave for not reading some of the articles were 

that they forgot to, they lost the article, they were not at class when the article was handed out, or 

they were disinterested in reading them. Of the articles they read, 13/23 students (43%) stated 

they understood all of the articles, 5/23 students (22%) stated they understood some of the 

articles, and 5/23 students (22%) stated that they understood none of the articles.  They gave 

reasons of lack of interest, putting inadequate time on reading them, spending more time on 

reviewing other class materials, or only skimming through them during the 15 minutes before the 

exam started as main reasons for partial or lack of understanding of article content.  One student 

explained, “I would lose focus and black out [while reading]. I cared more about learning the 

material in the book.”  Another student explained, “A lot of the material I just did not put effort 

into understanding.  I skimmed the last article.”   
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Control Group- Extra Credit Bonus Points for Article Summaries: Of note, students in the 

control group were offered extra credit for writing summaries about 6 of the 8 articles distributed 

during class. These extra credit points were offered after the first exam was completed, due to 

students in the control group performing worse on the comprehension and prediction questions 

on exam 1 compared to the experimental group.  Only 3/26 students (12%) wrote a summary 

about each of the six articles.  Four students (15%) never wrote a summary about any of the 

articles.  On average, control group students summarized 2 ±2 articles. Of note, there was a 

positive correlation between the final grade in the course (without bonus points included) and 

number of articles summarized, meaning that students who tended to do well on exams also 

tended to summarize articles for extra credit points. 

 

Post-survey results:  Students were readministered the 11-question survey on the last day of 

class.  Free response answers asked students if they found reading the articles useful and why.  It 

also asked if this professor should continue to use these articles in future semesters.  In the 

experimental group, 22/25 students (88%) described the articles and the accompanying 

assignments as helpful and all but one student stated that the assignments and articles should be 

kept for future semesters. For example, one student explained the critical reading strategies were 

helpful because, “I was able to understand the article and able to use those skills in the textbook 

as well as my other classes.  You should continue to use them because even though it is more 

work, it helps us not only in this class but our other classes.” Another student explained, “[the 

assignments] not only helped retain the information I learned but showed me the importance of 

marking up a text. I strongly agree that you should continue [to use them].”  Another student 

said, “I think she should continue to use [the assignments] because I think they do improve 

reading skills.”  Some students listed changes they would like to make to the note-taking method, 

such as: they felt some of the strategies were “busy work,” tedious, and did not lead to 

improvement in their understanding of each article.  For example one student said, “The 

assignments were easy but it was mostly time consuming.  She should continue using them if she 

believes they work but other students will see it as just a grade to get done.”  Some students had 

conflicted feelings, such as, “They were kind of annoying and tedious at first but I do strongly 

believe they helped with my reading and understand what I read.”  Several students expressed 

enjoying the Believer/Doubter game as it enabled them to feel comfortable expressing view-

points different than the author’s point of view. They stated it also made them feel like their 

opinions were valued by this professor, even when they differed from the professor’s viewpoint.  

For example, one student said, “I actually disagreed with one of the articles which made me 

think more to why I stand with my belief.” Another student said, “I liked that we could pick apart 

the articles and say if they were believable or not.” 

 

Regarding the control group’s answers on the post survey, 17/26 (65%) described reading the 

articles as helpful to their learning experience.  Most students indicated that they loved being 

given an incentive via bonus points to read the articles, but many indicated that despite being 

offered bonus points, they continued to not read the articles.  Most students did not feel that they 

had time to spend reading articles in addition to the textbook.  Several complained that some 

articles were too long.  For example, one student stated, “Having to take a test on material 

covered in class on top of the articles can be too much at times.” Another student explained, “I 

stopped feeling the need to even read them for bonus points. Maybe they should be required 

because I only read them last minute for the exams.” Despite this, 20/26 (77%) students stated 

they enjoyed reading at least some of the articles.  One student explained, “I liked the articles 

since they can give extra information and examples to the chapters they are assigned to.” 

Another student said “I think these articles were valuable and helped me to do independent 
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learning.  At first I was mad that we never went over them but it allowed me to draw my own 

conclusions.” Several students stated they liked the articles because they could relate them to 

real-life situations.  

 

The post-survey also included the 11 questions rated on a 5-point likert scale to indicate overall 

Perception of Reading Ability.  These same questions were used on the pre-survey as well.  

Frequencies of answers per question were calculated for each group.  The questions and the 

frequencies of answers for the pre-survey and post-survey results can be seen in Table 5.1 and 

5.2.  

 

Table 5.1 

Pre & Post Survey Responses for Experimental Group 

 Pre-Survey Response Post-Survey Response 

Question SD D N A SA SD D N A SA 

1. I am confident in 

my ability to read 

at a college level- 

I am a great 

reader! 

0% 0% 12.5% 62.5% 25% 0% 0% 12% 44% 44% 

2. I wish I were a 

better reader. 

8% 4% 16% 32% 40% 0% 16% 32% 36% 16% 

3. I avoid reading 

assigned readings 

in college. 

16% 52% 16% 16% 0% 16% 44% 32% 8% 0% 

4. I usually read 

assigned readings 

for college but 

forget what I 

learned when 

asked a question 

about that 

reading.  

0% 36% 48% 16% 0% 8% 68% 20% 4% 0% 

5. I usually 

understand 

readings assigned 

to me in college, 

and can remember 

what I read. 

0% 8% 28% 52% 12% 0% 0% 8% 80% 12% 

6. I usually take 

notes when I read 

for college. 

4% 24% 16% 24% 32% 4% 4% 36% 32% 24% 

7. I usually highlight 

the text/article 

when I read for 

college. 

4% 16% 24% 36% 20% 16% 28% 20% 20% 16% 

8. I can usually 

describe the main 

idea from the 

textbook/article 

0% 8% 4% 76% 12% 0% 4% 8% 60% 28% 
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that I just read for 

college. 

9. I usually try to 

relate what I read 

in college to my 

personal 

experiences at 

work, home, with 

friends, etc. 

16% 4% 20% 36% 24% 4% 8% 8% 32% 48% 

10. I usually find 

assigned readings 

in college helpful- 

I learn a lot! 

0% 8% 44% 28% 20% 0% 4% 16% 48% 32% 

11. Overall, I feel that 

I am a better 

reader now than I 

was during Fall, 

2016. 

4% 4% 36% 44% 12% 0% 4% 4% 44% 48% 

Note: Ratings are abbreviated as follows: SA = Strongly Agree, A = Agree, N = Neither Agree or 

Disagree, D = Disagree, and SD = Strongly Disagree. 
 

Table 5.2 

Pre & Post Survey Responses for Control Group 

 Pre-Survey Response Post-Survey Response 

Question SD D N A SA SD D N A SA 

1. I am confident 

in my ability to 

read at a 

college level- I 

am a great 

reader! 

0% 0% 7.7% 57.7% 34.6% 0% 0% 11.5% 57.7% 30.8% 

2. I wish I were a 

better reader. 

3.9% 7.7% 27.0% 53.9% 7.7% 3.9% 7.7% 15.4% 42.3% 30.8% 

3. I avoid reading 

assigned 

readings in 

college. 

15.4% 50% 27% 7.7% 0% 7.7% 42.3% 38.5% 11.5% 0% 

4. I usually read 

assigned 

readings for 

college but 

forget what I 

learned when 

asked a 

question about 

that reading.  

7.7% 46.2% 30.8% 15.4% 0% 3.9% 26.9% 50% 11.5% 7.7% 

5. I usually 

understand 

readings 

0% 3.9% 26.9% 61.5% 7.7% 0% 7.7% 26.9% 65.4% 0% 
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assigned to me 

in college, and 

can remember 

what I read. 

6. I usually take 

notes when I 

read for 

college. 

0% 0% 38.5% 30.8% 30.8% 3.9% 11.5% 23.1% 42.3% 19.2% 

7. I usually 

highlight the 

text/article 

when I read for 

college. 

0% 0% 26.9% 53.9% 19.2% 3.9% 7.7% 19.2% 34.6% 34.6% 

8. I can usually 

describe the 

main idea from 

the 

textbook/article 

that I just read 

for college. 

0% 7.7% 11.5% 65.4% 15.4% 0% 3.9% 19.2% 65.4% 11.5% 

9. I usually try to 

relate what I 

read in college 

to my personal 

experiences at 

work, home, 

with friends, 

etc. 

0% 0% 30.8% 46.1% 15.4% 0% 3.9% 26.9% 50% 19.2% 

10. I usually find 

assigned 

readings in 

college 

helpful- I learn 

a lot! 

0% 0% 46.2% 38.5% 57.7% 0% 7.7% 34.6% 50% 7.7% 

11. Overall, I feel 

that I am a 

better reader 

now than I was 

during Fall, 

2016. 

0% 3.9% 38.5% 57.7% 0% 0% 7.7% 23.1% 50% 19.2% 

Note: Ratings are abbreviated as follows: SA = Strongly Agree, A = Agree, N = Neither Agree or 

Disagree, D = Disagree, and SD = Strongly Disagree 
 
 

Two paired t-tests were completed to compare pre and post survey means on Perception of 

Reading Ability (PRA) scores.  As previously stated, PRA scores were calculated by giving each 

likert score answer a numerical value (ranging from 1 = Strongly Disagree to 5 = Strongly 

Agree) and summing the score for each student. The paired t-test for the experimental group was 

significant. Pre-survey mean for PRA scores was 34.28 and post-survey mean for PRA scores 



Professor Laura Magness, Faculty Portfolio Page 17 
 

was 41.6.  The 7.3-point difference was statistically significant (p <0.001), indicating that the 

PRA scores of students in the experimental group significantly improved compared to their pre-

survey results.  This finding is consistent with these students’ written comments indicating that 

they felt the critical reading assignments were useful and improved their reading ability.  This 

difference supports the hypothesis that the difference in exam scores between the experimental 

and control group may be related to the note-taking strategy that the experimental group learned.  

 

A second paired t-test was completed to compare pre and post survey means on Perception of 

Reading (PRA) scores of the control group.  Pre-survey mean for PRA scores was 40.53 and 

post-survey mean for PRA scores was 39.  This 1.53 difference was not significant (p = 0.078), 

indicating that PRA scores did not significantly change between administration of the pre and 

post survey. Interestingly, the control group students had higher PRA scores during the pre 

survey, but those scores did not change during the course of the semester.  The experimental 

group had lower PRA scores to start with, but by the end of the semester, their PRA scores 

matched the control group.  While I cannot definitely prove that the change in PRA scores is a 

direct result of the intervention, the change in the PRA scores combined with the difference in 

exam score performance across all three exams is suggestive that the intervention was effective 

in both improving students’ abilities to recall facts from an article, restate the facts in their own 

words, and use these facts to make predictions of how others think and behave in hypothetical 

situations.  

 

Ideas for Revisions to This Project: If I were to re-do this experiment, I would make several 

modifications.  The first modification I would make is to add a short pre-test of reading ability 

via a reading assignment assigned the first day of class. I would then have students complete a 

three-question quiz with two comprehension questions and a prediction question during the 

second day of class. This would give me an indication of the difference in reading level between 

groups. I did not do that during this project because I thought it would take away from class time 

with no benefit to students. I now see this quiz as benefiting students as a formative assessment 

for reading ability while also demonstrating to them what type of questions to expect on their 

first exam.  

 

Because it appears highly likely that the note-taking method was effective in improving reading 

scores, it would be unethical to withhold teaching this method from one group in future 

semesters.  So, the second modification I would make if I were to re-do this project is to teach 

the note-taking method to both groups.  Verbal feedback from students during class and on the 

post survey demonstrated that students found some of the notetaking strategies (e.g., making 

comments, writing reflections, and defining words) more helpful than others (e.g., numbering 

paragraphs, writing symbols, and making predictions). Therefore, I would like to modify how I 

teach students to take notes to emphasize the strategies that were most useful and remove less 

effective strategies.  

 

A third modification I would make is to change which reading strategies I use after the note-

taking strategy.  While students expressed liking and finding utility in the one sentence summary 

and believer/doubter game, these strategies did not result in meaningful improvement in exam 

scores on comprehension or prediction questions for the experimental group.   Furthermore, 

while teaching the note-taking strategy took 20-30 minutes of class time, teaching the one-

sentence summary took 30 minutes to learn it and 5-10 minutes of each class session thereafter to 

review answers.  The believer doubter/game took 75 minutes to teach and then 5-10 minutes 

each class session thereafter to review answers.  The result of using class time to teach these 
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techniques is that the control group was able to complete learning activities for one additional 

chapter of the textbook compared to the experimental group. This large time commitment does 

not appear to be warranted based on the results of no significant improvement on exams 2 and 3 

relative to exam 1. Therefore, exploration of alternative and more time efficient reading 

strategies is indicated. 
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Reflective Critique 

A. General Reflection 
 

My purpose of this project was to improve students’ abilities to predict behavior and 

mental processes in hypothetical situations based on scientific works.  I also hoped my 

intervention would improve their confidence level about reading, use of reading 

strategies, and perceived utility of reading.  Results demonstrated that the experimental 

group performed better on comprehension and prediction questions on the summative 

assessments than the control group, beginning on Exam 1.  This finding indicated that if 

the intervention was the cause of the difference, students’ abilities to recall facts from 

articles, summarize facts, and use facts to predict behavior in hypothetical situations 

improved from learning the note-taking method alone.  The other two critical reading 

strategies- one sentence summary and doubter/believer write-up- were not associated 

with any gains in performance on comprehension and prediction question.  Pre and post 

survey results demonstrated that the experimental group’s confidence level about reading 

significantly improved between administration of the pre and post survey, compared to 

no significant change in the control group.   

 

I enjoyed implementing this project and can see myself continuing to modify it to help 

my General Psychology students with reading and critical thinking skills.  Results 

suggest that my intervention improved both their performance on summative measures 

and how they view reading assignments. If my intervention was the cause of the changes 

between the pre and post survey, I may have uncovered a way to make students (1) feel 

more confident in their reading ability, (2) value the time they invest in reading, and (3) 

feel empowered to conquer difficult reading assignments independently without relying 

on summaries during lecture.  Because General Psychology students tend to be non-

psychology majors, helping these students find value in reading psychological research is 

important. After all, this course may represent their last exposure to psychology as a 

branch of science.  If students refuse to read scientific works because they dislike reading 

or find no purpose in it, they will miss out on scientific explanations of why individuals 

http://blog.minitab.com/blog/adventures-in-statistics-2/best-way-to-analyze-likert-item-data%3A-two-sample-t-test-versus-mann-whitney
http://blog.minitab.com/blog/adventures-in-statistics-2/best-way-to-analyze-likert-item-data%3A-two-sample-t-test-versus-mann-whitney
http://blog.minitab.com/blog/adventures-in-statistics-2/best-way-to-analyze-likert-item-data%3A-two-sample-t-test-versus-mann-whitney
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behave and think the way they do.  This project illustrated to me that I as a psychology 

professor can effect change in the way my students view the utility of reading scientific 

works while improving their performance on reading-related summative measures.  Even 

though I am not an English teacher, I can affect change not only in students’ mindsets 

about reading but improve their reading skills as well.  

 

In future semesters, I plan to continue to modify this project to help students use critical 

thinking skills while reading.  While this project was originally intended to teach students 

to read primary sources, the articles I disseminated were all from secondary sources.  I 

changed this approach because I found that my original intention to spend 15 minutes per 

class session on instruction/practice of reading strategies was an inaccurate estimation of 

time necessary to achieve student mastery of the techniques.  I was concerned that 

practicing with primary sources, which can run 15-20 pages long in journal articles, 

would consume even more class time.   Unfortunately, some of the reading strategies I 

used- mainly, the one sentence summary and believer/doubter game- did not result in 

significant change in summative measures and were time consuming in class.  To modify 

this project, I would like to continue to teach students the note-taking method, but then 

try a different critical reading strategy to read a journal article after reading a related 

secondary source.  For example, after having students first take notes on a newspaper 

article that summarizes research finding from a recent scientific journal article, I would 

then teach them a method to read the original research from the actual scientific journal 

article itself. I have seen short videos that guide students step-by-step through the 

different sections of journal articles and explain how to adjust reading strategies 

depending on which section they are reading.  For example, the student might skim the 

results section (which primarily describes statistical measures used) but then thoroughly 

read the discussion section (which describes the real-world implications of the research 

findings). I would like to further explore this idea by creating my own video instruction 

with a corresponding empty outline and reading guide to assist students with reading 

primary resources, ideally, from a psychology journal. 

B. Critical Evaluation of Each Essential Competencies & Indicators in this FLO 
1. Learning-Centered Teaching Strategies  

 Employ methods that develop student academic literacy in the discipline or field 

(e.g., reading, writing, numeracy, technology skills, etc.) (AKA LTCS Indicator 

#1) 

 Employ methods that develop student understanding of discipline’s thinking, 

practice, and procedures (e.g., through guided learning opportunities the student 

will apply the use of the discipline’s “ways of knowing”) (AKA LTCS Indicator 

#2) 

Reflection: 
This project aimed to improve students’ use of reading strategies when reading 

scientific works.  I hoped that student use of effective reading strategies would 

improve test performance on recalling facts from written works.  I also hoped that 

these strategies would increase use of critical thinking skills while reading (a concept 

called “critical reading”).  My results were suggestive that I was effective in 

improving students’ reading strategies and performance on summative measures, 

even in prediction questions, which were aimed at assessing students’ abilities to 

critically think about what they read (consistent with LTCS Indicator #1).  These 
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questions asked students to apply their knowledge to make accurate predictions of 

behavior and mental processes in hypothetical scenarios based on scientific research 

findings.  Being able to recall scientific facts from a reading assignment, summarize 

these facts in their own words, and use these facts to predict how individuals might 

think and behave in a hypothetical situation is a valuable skillset.  Employers want 

graduates who can apply scientific knowledge to real life situations to ensure 

informed judgment in decision making.  The drive to increase students’ abilities to 

think critically about what they learn has been a consistent desire of most college 

professors across disciplines.  Professors who value learning-centered strategies do 

not want students to learn how to memorize facts for a test with intentions to 

immediately forget them afterwards.  Ability to memorize large amounts of 

information is no longer a highly coveted skillset, as internet access has enabled 

individuals to access information with speed and ease.  What students need is the 

ability to analyze the information they are reading, determine its credibility, and 

decide how that information might inform their future actions.  Employers value 

graduates who can think abstractly, hypothetically, with actions that are informed by 

a solid evidence base.   I hope that this project assisted students with development of 

this skillset (consistent with LTCS Indicators #1 and #2). 

 

Not only did my students learn reading strategies and increase their confidence in 

their ability to read, but I hope that these approaches showed students the value of 

scientific research (consistent with LTCS Indicator #2).  Everyone can have an 

opinion about why people behave and think the way they do, but scientific research is 

the only way to offer proof of these opinions.  Many students do not understand that 

psychology is a branch of science when they first sign up for a psychology course.  

They think it’s a field of “common sense,” and do not really consider how its 

knowledge base was established.  While every introduction to psychology textbook 

offers a chapter or portion of a chapter about how scientific research is constructed, I 

feel that this project provided students with hands on experience in evaluating actual 

scientific research.   I hope that students finished General Psychology with an 

understanding of why conducting research using the scientific method is essential to 

determining the cause of behavior and mental processes in others.   

2. Lifemap 
 Help students develop academic behaviors for college success (e.g., time 

management, study, test and note taking strategies, etc.)  

 Help students identify where academic behaviors can be adapted as life skills 

(e.g., library search skills, decision-making, communication skills, scientific 

understanding, etc.) 

Reflection: 
Lifemap Indicator #1 Help students develop academic behaviors for college 

success (e.g., time management, study, test, and note taking strategies, etc.): 

 

This project aimed to change students’ attitudes and behaviors related to reading 

strategies.  My survey demonstrated that students in the intervention group reported 

increased use of reading strategies associated with improved reading comprehension 

(such as writing summaries and making personal connections to the text) and 

decreased use of ineffective strategies (such as highlighting).  These behaviors will 
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help students succeed in any college course.  Tracking students’ progress in learning 

these reading strategies through homework assignments provided an excellent 

feedback loop for students, helping me to identify students who were struggling and 

helping students to self-correct mistakes prior to completing the summative 

assessment.  

 

Lifemap Indicator #2 Help students identify where academic behaviors can be 

adapted as life skills (e.g., library search skills, decision-making, communication 

skills, scientific understanding, etc.): 

 

Getting students to understand the merit of scientific research is difficult.  They often 

have trouble making sense of scientific findings that differ from their personal 

experiences.  For example, many students struggle with articles that discuss 

correlations of various child behaviors with spanking.  Some students read the list of 

increased negative behaviors that are associated with being spanked (such as 

antisocial behavior, aggression, and defiance) and feel that these research findings 

contradict their life experiences.  Students conclude that since they (the student) were 

spanked as a child, and they (the student) did not become an antisocial, aggressive, 

and defiant individual, that the research findings must be invalid.   Research findings, 

particularly correlations, describe strength of relationships.  The stronger the 

correlation is, the higher the chances that presence of one variable will predict the 

presence (or absence) of another variable.  Just because a research finding does not 

match one’s personal experiences, does not mean that the research findings are 

incorrect.  This project, particularly through the Doubter/Believer game, challenged 

students to think about the strength of an author’s argument, regardless of the 

student’s initial reaction to the reading.  The combination of the three learning 

activities (note taking, summarizing, and critiquing) forced students to think deeper 

about the reading than they typically would if just asked to read the article. Many 

students, in their post survey results, indicated that while engaging in these activities 

was more time consuming than their typical approaches to reading, they found more 

worth in the scientific findings of the article- and in the act of reading in general- 

when they engaged in these approaches.  We live in a society where people 

commonly accept anything they read that matches their pre-existing opinion without 

checking the validity of the argument.  This intervention forced students to consider 

points of view that differ from their pre-existing opinions.  Finding value in scientific 

research and learning the merit of analyzing the validity of what one is reading is an 

incredible life skill, and I am thrilled that this project may have contributed to 

students’ abilities to engage in these activities.  

3. Assessment as a tool for learning 
 Employ formative feedback loops to assess student learning  (AKA Assessment 

Indicator #1) 

 Employ formative feedback loops to inform students of their learning progress 

(AKA Assessment Indicator #2) 

 Design activities to help students refine their abilities to self-assess their learning 

(AKA Assessment Indicator #3) 

 Employ formative feedback to assess the effectiveness of teaching, counseling, 

and librarianship practice (AKA Assessment Indicator #4) 
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Reflection: 
 

Students completed eight, scaffolded homework assignments throughout the 

semester, where they practiced using the three different reading strategies (note 

taking, summarizing, and critiquing).  These assignments served as feedback loops to 

determine how accurately they were using each technique (consistent with 

Assessment Indicators 1 & 2).  At first, I corrected their errors as feedback, but I 

eventually had students correct each other’s mistakes through peer feedback groups.  

I wanted students to learn how to recognize and correct their own errors, without 

depending on a professor grading it for them (consistent with Assessment Indicator 

#3).  I also had students transition from using guides to walk them through each of the 

three reading strategies, to using the strategies without needing a guide.  These 

assignments served the purpose of (1) allowing me to monitor students’ progression 

of development of reading strategies, (2) help students receive regular feedback on 

their accuracy in use of the reading strategies, and (3) assist students in learning to 

catch and self-correct their own errors.  While it was time consuming for me to 

generate homework assignments and manually grade them (as opposed to 

assignments that grade automatically, like multiple choice quizzes and exams), I 

believe the time is worth investing, as it provides feedback to both myself and the 

students on their development of their reading and writing abilities (consistent with 

Assessment Indicator #4). I will continue to make low-stakes homework 

assignments in all my classes to help me and my students monitor development in 

similar skills.   

  



Professor Laura Magness, Faculty Portfolio Page 23 
 

Supporting Artifacts for FLO#2 

Artifact #1 Empty Outline for Critical Reading Strategies video 
 

Please fill out this outline while watching the video, “Critical Reading Strategies.” 

https://www.youtube.com/watch?v=jJPea7Ogy6w 

  

1. What do we do before reading? 

a. What is the ________________________________?  

Explanation why:_________________________________________________________ 

 

________________________________________________________________________ 

 

b. _______________________ the text and make a _________________________. 

 

Explanation why:________________________________________________________ 

 

__________________________________________________________________ 

 

c. Number the _______________________________. 

Explanation why:________________________________________________________ 

__________________________________________________________________ 

 

d. Read the ________________ and _______________ ______________________. 

Explanation why:_________________________________________________________ 

 

__________________________________________________________________ 

 

2. What do we do during reading? 

a. ________________________ the text. 

Explanation why:_________________________________________________________ 

 

________________________________________________________________________ 

 

b. _________________________ the text ____________________________. 

Explanation why:_________________________________________________________ 

 

________________________________________________________________________ 

 

https://www.youtube.com/watch?v=jJPea7Ogy6w
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Four methods: 

i. Method #1:   ____________________ key words (vocabulary words) and  

_________________ claims (facts).  Explanation why:____________________ 

_________________________________________________________________ 

 

ii. Method #2: Insert ____________________________. 

√ means __________________________________________________ 

+ means __________________________________________________ 
---  means ___________________________________________________ 

!  means __________________________________________________ 

? means __________________________________________________ 

iii. Method #3: __________________ in the ____________________ 

Examples: Ask questions, write short summaries of each paragraph 

 

iv. Method #4: _________________________________ stand-outs 

DR MAGNESS SAYS: DON’T USE METHOD #4!!!!!!!!!!!!!! 

 

3. What do we do after reading? 

a. ___________________________ on your own ___________________________.  

 How close was my _______________________________? 

 Did my ______________________________ change? 

 What did I ______________________________? 

 Can I make any ___________________________ 

________________________? 

b. Reflect on your _______________________________________ of the text. 

 Do I ______________________ the information? 

 What is the author’s ____________________ _____________________? 

 What do I need to _______________________________ about my 

understanding? 

c. Can I complete the __________________? 
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Artifact #2: Articles for Exam #1 

 
 

Psychologists add caveat to ‘blind conformity’ 

research 

February 2013, Vol 44, No. 2 

Print version: page 9 

Two iconic sets of research — Stanley Milgram's 1960s "obedience to authority" studies and 

Philip Zimbardo's 1971 Stanford Prison Experiment — highlighted the unsavory reality that 

people can be prodded into harming others. Milgram found that participants were willing to 

administer apparently lethal electric shocks in the context of a scientific experiment, while 

Zimbardo demonstrated that some people assigned to the role of prison guard ended up treating 

prisoners brutally. 

Are we all doomed to carry out evil deeds robotically under the right circumstances? Not 

necessarily, say psychologists S. Alexander Haslam, PhD, of the University of Queensland, and 

Stephen D. Reicher, PhD, of the University of St. Andrews. In a November essay in PLOS 

Biology, they offer evidence from history, from Zimbardo's and Milgram's work, and from their 

own research showing that people who tend to follow authority aren't sheep or robots, but rather 

people who enthusiastically identify with a group's or leader's agenda. 

"We have this model of evil as a slippery slope, as something we fall carelessly into," says 

Haslam. "But there's plenty of evidence that many people don't go along with paradigms they 

don't believe in, and that when people do commit harmful actions in a group context, it's because 

they strongly identify with the cause." 

A historical example is Adolf Eichmann, a chief organizer of the Holocaust who is often touted 

as the exemplar of a bland bureaucrat following orders. But historical texts show he was highly 

creative, elaborating many of the practical details of the "final solution" himself. What's more, 

Eichmann expressed no regret during his trial, justifying his decision to send millions of Jews 

and others to their deaths because he believed it would build a better Germany. 

Similarly, a closer look at the Milgram and Zimbardo studies suggests that many participants 

don't fit the mold of blind conformist. Not all the guards in Zimbardo's study treated prisoners 

badly, and those who did were unusually ingenious in responding to Zimbardo's initial 

suggestion that they could create feelings in the prisoners, such as boredom or fear. In Milgram's 

studies, many subjects refused to deliver the highest level of shock allowed, and many obeyed 

the experimenter only when he justified their actions in terms of benefiting science — and even 

then, they were torn. 

Newer studies are starting to add empirical teeth to these observations. Haslam and Reicher 

conducted a version of the Stanford Prison Experiment televised by the British Broadcasting 

Service in 2002, showing that participants didn't automatically conform to their assigned roles 

and only acted in line with group membership if they identified with the group. They're 

conducting other related studies now, as well. 

http://www.plosbiology.org/article/info%3Adoi%2F10.1371%2Fjournal.pbio.1001426
http://www.plosbiology.org/article/info%3Adoi%2F10.1371%2Fjournal.pbio.1001426
http://apa.org/index.aspx
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These new perspectives suggest the need for more research questioning the notion that evil is 

always banal, Haslam says. 

"It's important we keep examining this issue because the debate is germane to some central 

issues in psychology — the nature of group influence, processes and dynamics and the role of 

the individual in those domains." 

— Tori DeAngelis 

Find this article at:  
http://apa.org/monitor/2013/02/blind-conformity.aspx 

 

  

http://apa.org/monitor/2013/02/blind-conformity.aspx
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Excerpt from What Is Psychology, pg. 436-437 by Ellen Pastorino and Susann Doyle-Portillo 

The Dark Side of Conformity: The Stanford Prison Experiment 

“In 1971, Stanford University psychologist Phillip Zimbardo set out to conduct an experiment on 

the effects of a prison setting on the behavior of prisoners and guards. Twenty-four healthy male 

participants were randomly assigned to play the role of either a prisoner or a guard in a mock 

prison set up in the basement of a campus building. All participants wore uniforms appropriate to 

their roles as guards or prisoners. The prisoners wore prison uniforms and were referred to by 

serial numbers rather than their names. The guards had dark sunglasses, wore khaki uniforms, 

and carried clubs. 

The experiment was slated to last 2 weeks, with the prisoners remaining in the “prison” for the 

entire experiment. Within days, some very disturbing behavior began to emerge. The men 

assigned to play the guards became abusive toward the mock prisoners. The men assigned to 

play the prisoners became docile and depressed, allowing the so-called guards to abuse and 

manipulate them. The mock guards hooded the prisoners, called them names, and subjected them 

to a host of demeaning, humiliating activities. Their behavior got so out of hand that Zimbardo 

had to cancel the experiment before the end of the first week (Zimbardo, 1972). 

Why would 24 healthy young men begin to behave so abnormally in such a short time? A great 

deal of their behavior stemmed from the fact that they were isolated from the outside world and 

the norms of society. Within the prison-like setting, a new set of norms sprang up—ones that 

called for the guards to be abusive and the prisoners to be submissive. Another factor at work 

was deindividuation [DEE-in-dih-vid-you-AYE-shun]. In deindividuation, a person’s behavior 

becomes controlled more by external norms than by the person’s own internal values and morals. 

In short, the roles that the men were playing became stronger determinants of their behavior than 

their own attitudes and beliefs. Several factors aided the deindividuation process:  

 All participants wore uniforms, which heightened their anonymity. 

 All participants were “playing” an assigned social role. As “actors,” the participants’ 

behavior was more controlled by their roles and their ideas about how prison guards and 

prisoners typically behave than it was by their own internal values and beliefs. 

 The guards hid behind dark glasses, which heightened their anonymity. 

 The prisoners were referred to by numbers, not names, which made them seem less 

human. 

 The experiment was conducted in a basement, away from the outside world and its 

norms. 

 There was no strong leader who argued for fair treatment of the prisoners. 

Phillip Zimbardo’s Stanford prison experiment shows that when we become deindividuated, we 

lose track of our own internal values and beliefs, and our behavior comes under the control of the 

group’s norms. When deindividuated, we may find ourselves doing things we never thought we 

would do.” 

APA CITATION: 

Pastorino, E. & Doyle-Portillo, S. (2016) What is psychology? Boston, MA: Cengage Learning 
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The following is an excerpt from the textbook, What Is Psychology? By Ellen Pastorino and 

Susann Doyle-Portillo, pgs 290-291: 

  

“Psychology Applies to Your World: Tips for Improving Your Memory 

Although some people, such as Kim Peek, have remarkable memories, most of us find that 

storing large amounts of new information requires hard work. As students, much of your 

academic performance relies on your ability to store and remember information. Now that you 

have learned a bit about how your memory works, you can apply this knowledge to your own 

life. Yes, you, too, can have a better memory! To be a successful student, you have to study in a 

way that works with these processes, not against them. We’ll outline some strategies that will 

help maximize your memory. 

You can’t learn well if you don’t pay attention!  

 
© Bill  
Aron/PhotoEdit  

Single-Task—Don’t Multitask 

Attention is the first step in getting information into memory. If you are distracted by other tasks 

(for example, watching television or participating in social media) while studying, you won’t be 

able to devote your full attention to the information you are trying to learn, and your ability to 

recall the information later may be affected (Iidaka et al., 2000; Zeamer & Fox, 2013). 

Therefore, you should study when and where you can focus your full attention on the single task 

of studying the material you are trying to learn. Try studying in a quiet, distraction-free 

environment. 

Do Not Cram for Exams 

Cramming is one of the worst ways to study for an exam. Unfortunately, many students 

procrastinate and then try to make up for it by pulling an all-nighter right before the exam. If this 

is the way you approach your studies, you are asking for failure. Even if you manage to pass the 

exam, the information you stored in long-term memory is likely to become inaccessible shortly 

after the exam. In short, you waste your time when you cram. 

Studies have shown that massed practice—when you try to learn a great deal of information in 

one study session—results in poor recall of the information. Recall suffers because massed 

practice results in fatigue, which leads to a lack of attention, and the shortened time frame does 

not give you time to adequately rehearse information. Without adequate attention and elaborative 

rehearsal, information will not be efficiently stored in long-term memory. A better way to study 

is to use distributed practice, distributing your study time across several days rather than 

bunching it up on one day (or night). The beauty of distributed practice is that you don’t 

necessarily have to study longer; you just need to space out the time you spend studying. 

Use Elaborative Rehearsal 
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To study efficiently, you must process the information at a deeper level, finding ways to 

elaborate on the meaning of the material in your memory. This means you must form 

connections or associations among the bits of information you are trying to learn and the 

information you already know. Outlining is one way to do this. Take all of the material you are 

trying to learn, and organize it into an outline. When you create an outline, you must elaborate 

the material because you have to think about the relationships among concepts. It also helps to 

come up with your own original examples of the concepts you are learning—a technique we’ve 

encouraged you to use throughout this text. By generating examples, you once again elaborate 

the material. If the examples are from your own life, this is even better because it ties the 

material to your self, and we remember information that relates to the self better than information 

that does not (Symons & Johnson, 1997). 

Use Overlearning 

Overlearning is a technique in which you learn the material until you feel that you have mastered 

it, and then you continue to study it some more. By doing this, you help ensure that you will be 

able to retrieve it at a later date, because every time you activate information in long-term 

memory, you help to make it more available for retrieval. Overlearning can also make you feel 

more confident as you sit down to take an exam. Knowing that you really know the material, as 

opposed to “sort of” knowing it, can lessen the anxiety that you feel during an exam, which in 

turn can improve your performance. 

Use the SQ3R Method 

SQ3R is an acronym for Survey, Question, Read, Recite, and Review. Using this method when 

studying a chapter, you first survey the whole chapter, noting the section headings. As you 

survey them, you formulate questions based on these headings. Then, as you read the chapter, 

you search for answers to your questions. After you read the chapter, you reread the material and 

recite or summarize the meaning of each section. Finally, you review what you have learned 

from reading and reciting the material. The SQ3R seems to foster memory because it encourages 

elaboration and integration of the material. Give it a try when you read the next chapter. 

Mnemonics Make Your Memory Mighty 

If you find it difficult to elaborate the material, you might try using mnemonic devices, memory 

tricks that help you recall information. A few that you might try include acronyms, taking the 

first letter of each word you want to remember and use these first letters to form a word; and 

acrostics, creating a rhyme or saying in which each word starts with the first letter of each of the 

to-be-remembered words. For example, ESR could be an acronym for the three memory 

processes of encoding, storage, and retrieval. And “Ellen steals rabbits” could be an acrostic to 

help you remember the three memory processes of encoding, storage, and retrieval.” 

______________________________________________________________________________ 

APA CITATION: 

Pastorino, E. & Doyle-Portillo, S. (2016). What is psychology? Boston, MA: Cengage Learning 
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Rethinking Sleep   By DAVID K. RANDALLSEPT. 22, 2012  

SOMETIME in the dark stretch of the night it happens. Perhaps it’s the chime of an incoming 

text message. Or your iPhone screen lights up to alert you to a new e-mail. Or you find yourself 

staring at the ceiling, replaying the day in your head. Next thing you know, you’re out of bed and 

engaged with the world, once again ignoring the often quoted fact that eight straight hours of 

sleep is essential. 

Sound familiar? You’re not alone. Thanks in part to technology and its constant pinging and 

chiming, roughly 41 million people in the United States — nearly a third of all working adults — 

get six hours or fewer of sleep a night, according to a recent report from the Centers for Disease 

Control and Prevention. And sleep deprivation is an affliction that crosses economic lines. About 

42 percent of workers in the mining industry are sleep-deprived, while about 27 percent of 

financial or insurance industry workers share the same complaint. 

Typically, mention of our ever increasing sleeplessness is followed by calls for earlier bedtimes 

and a longer night’s sleep. But this directive may be part of the problem. Rather than helping us 

to get more rest, the tyranny of the eight-hour block reinforces a narrow conception of sleep and 

how we should approach it. Some of the time we spend tossing and turning may even result from 

misconceptions about sleep and our bodily needs: in fact neither our bodies nor our brains are 

built for the roughly one-third of our lives that we spend in bed. 

The idea that we should sleep in eight-hour chunks is relatively recent. The world’s population 

sleeps in various and surprising ways. Millions of Chinese workers continue to put their heads on 

their desks for a nap of an hour or so after lunch, for example, and daytime napping is common 

from India to Spain. 

One of the first signs that the emphasis on a straight eight-hour sleep had outlived its usefulness 

arose in the early 1990s, thanks to a history professor at Virginia Tech named A. Roger Ekirch, 

who spent hours investigating the history of the night and began to notice strange references to 

sleep. A character in the “Canterbury Tales,” for instance, decides to go back to bed after her 

“firste sleep.” A doctor in England wrote that the time between the “first sleep” and the “second 

sleep” was the best time for study and reflection. And one 16th-century French physician 

concluded that laborers were able to conceive more children because they waited until after their 

“first sleep” to make love. Professor Ekirch soon learned that he wasn’t the only one who was on 

to the historical existence of alternate sleep cycles. In a fluke of history, Thomas A. Wehr, a 

psychiatrist then working at the National Institute of Mental Health in Bethesda, Md., was 

conducting an experiment in which subjects were deprived of artificial light. Without the 

illumination and distraction from light bulbs, televisions or computers, the subjects slept through 

the night, at least at first. But, after a while, Dr. Wehr noticed that subjects began to wake up a 

little after midnight, lie awake for a couple of hours, and then drift back to sleep again, in the 

same pattern of segmented sleep that Professor Ekirch saw referenced in historical records and 

early works of literature. 
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It seemed that, given a chance to be free of modern life, the body would naturally settle into a 

split sleep schedule. Subjects grew to like experiencing nighttime in a new way. Once they broke 

their conception of what form sleep should come in, they looked forward to the time in the 

middle of the night as a chance for deep thinking of all kinds, whether in the form of self-

reflection, getting a jump on the next day or amorous activity. Most of us, however, do not treat 

middle-of-the-night awakenings as a sign of a normal, functioning brain. 

Doctors who peddle sleep aid products and call for more sleep may unintentionally reinforce the 

idea that there is something wrong or off-kilter about interrupted sleep cycles. Sleep anxiety is a 

common result: we know we should be getting a good night’s rest but imagine we are doing 

something wrong if we awaken in the middle of the night. Related worries turn many of us into 

insomniacs and incite many to reach for sleeping pills or sleep aids, which reinforces a cycle that 

the Harvard psychologist Daniel M. Wegner has called “the ironic processes of mental control.” 

As we lie in our beds thinking about the sleep we’re not getting, we diminish the chances of 

enjoying a peaceful night’s rest. 

This, despite the fact that a number of recent studies suggest that any deep sleep — whether in an 

eight-hour block or a 30-minute nap — primes our brains to function at a higher level, letting us 

come up with better ideas, find solutions to puzzles more quickly, identify patterns faster and 

recall information more accurately. In a NASA-financed study, for example, a team of 

researchers led by David F. Dinges, a professor at the University of Pennsylvania, found that 

letting subjects nap for as little as 24 minutes improved their cognitive performance. 

In another study conducted by Simon Durrant, a professor at the University of Lincoln, in 

England, the amount of time a subject spent in deep sleep during a nap predicted his or her later 

performance at recalling a short burst of melodic tones. And researchers at the City University of 

New York found that short naps helped subjects identify more literal and figurative connections 

between objects than those who simply stayed awake. 

Robert Stickgold, a professor of psychiatry at Harvard Medical School, proposes that sleep — 

including short naps that include deep sleep — offers our brains the chance to decide what new 

information to keep and what to toss. That could be one reason our dreams are laden with strange 

plots and characters, a result of the brain’s trying to find connections between what it’s recently 

learned and what is stored in our long-term memory. Rapid eye movement sleep — so named 

because researchers who discovered this sleep stage were astonished to see the fluttering eyelids 

of sleeping subjects — is the only phase of sleep during which the brain is as active as it is when 

we are fully conscious, and seems to offer our brains the best chance to come up with new ideas 

and hone recently acquired skills. When we awaken, our minds are often better able to make 

connections that were hidden in the jumble of information. 

Gradual acceptance of the notion that sequential sleep hours are not essential for high-level job 

performance has led to increased workplace tolerance for napping and other alternate daily 

schedules. 

Employees at Google, for instance, are offered the chance to nap at work because the company 

believes it may increase productivity. Thomas Balkin, the head of the department of behavioral 

biology at the Walter Reed Army Institute of Research, imagines a near future in which military 

commanders can know how much total sleep an individual soldier has had over a 24-hour time 
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frame thanks to wristwatch-size sleep monitors. After consulting computer models that predict 

how decision-making abilities decline with fatigue, a soldier could then be ordered to take a nap 

to prepare for an approaching mission. The cognitive benefit of a nap could last anywhere from 

one to three hours, depending on what stage of sleep a person reaches before awakening. 

Most of us are not fortunate enough to work in office environments that permit, much less smile 

upon, on-the-job napping. But there are increasing suggestions that greater tolerance for altered 

sleep schedules might be in our collective interest. Researchers have observed, for example, that 

long-haul pilots who sleep during flights perform better when maneuvering aircraft through the 

critical stages of descent and landing. 

Several Major League Baseball teams have adapted to the demands of a long season by changing 

their sleep patterns. Fernando Montes, the former strength and conditioning coach for the Texas 

Rangers, counseled his players to fall asleep with the curtains in their hotel rooms open so that 

they would naturally wake up at sunrise no matter what time zone they were in — even if it 

meant cutting into an eight-hour sleeping block. Once they arrived at the ballpark, Montes would 

set up a quiet area where they could sleep before the game. Players said that, thanks to this 

schedule, they felt great both physically and mentally over the long haul. 

Strategic napping in the Rangers style could benefit us all. No one argues that sleep is not 

essential. But freeing ourselves from needlessly rigid and quite possibly outdated ideas about 

what constitutes a good night’s sleep might help put many of us to rest, in a healthy and 

productive, if not eight-hour long, block. 

David K. Randall is a senior reporter at Reuters and the author of “Dreamland: Adventures in the 

Strange Science of Sleep.” 

A version of this op-ed appears in print on September 23, 2012, on page SR1 of the New York 

edition with the headline: Rethinking Sleep. 
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Artifact #3: Directions to Critical Reading Assignments for Exam #1 
 

Directions for Critical Reading Assignment #1  

of this assignment is to learn the steps of critical reading and practice using them. To complete 

the assignment: 

1. During class: Watch the video "Critical Reading Strategies" and complete the empty 

outline. Then, practice using these strategies in class reading the practice article about 

Zimbardo's Stanford Prison Experiment. 

2. For Homework: Use and complete the Guide to Reading an Article to read the APA 

article "Psychologists Add Caveat to 'Blind Conformity' Research" About Milgram and 

Zimbardo's studies. 

Be sure to turn in both your completed Guide to Reading an Article form AND your marked-up 

copy of the APA article to receive credit for this assignment. 

CR Assignment #1 is due THURSDAY, JAN 17th at the beginning of class. 

 

Directions for Critical Reading Assignment #2  

Please read the except from your textbook "Psychology Applies to Your World: Tips for 

Improving Your Memory" by Ellen Pastorino and Susann Doyle-Portillo, p. 290-291 using the 

critical reading steps you learned during CR #1. Fill out the Guide to Reading the Article to 

assist you with taking notes on the article as you read. 

The copy of the marked article and the completed Guide to Reading an Article are due in class 

on TUESDAY, JANUARY 31st at the beginning of class. 

 

Directions to CR Assignment #3  

In this assignment, please read the article "Rethinking Sleep" using the critical reading steps we 

learned in CR #1. Fill out the "Guide to Reading an Article" and be sure to mark your article as 

directed by the critical reading steps. 

To fulfill the requirements of this assignment, please turn in your marked-up article "Rethinking 

Sleep" and your completed "Guide to Reading an Article" in the beginning of class on 

THURSDAY, FEBRUARY 2nd. 

  



Professor Laura Magness, Faculty Portfolio Page 34 
 

Artifact #4: Guide to Reading an Article 
Use this guide to help you use the critical reading steps while reading!  

Article I am reading: ___________________________________ by ______________________________ 

APA Citation: 

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

1. Before Reading 

What is the purpose of reading this article? Why am I reading it? 

______________________________________________________________________________ 

______________________________________________________________________________ 

What do I think this article will be about? 

______________________________________________________________________________ 

______________________________________________________________________________ 

□ Number the paragraphs! 

□ Read the FIRST and LAST paragraphs 

How has my prediction of what the article is about changes after reading these two paragraphs? 

______________________________________________________________________________ 

______________________________________________________________________________ 

2. During Reading 

□ Read the text while NOT TAKING ANY NOTES OR MAKING ANY MARKS! 

□ Read the text a second time, but this time mark the text. 

□ Circle key words/ vocabulary words. These are words you did not know that are important 

that you might be asked about later. 

What key/vocabulary words did you circle?___________________________________________ 

______________________________________________________________________________ 

□ Underline important facts in the text. NOT OPINIONS. Facts. 

How many claims/facts did you underline?  _____________ 

What was the most interesting claim/fact that you underlined? ___________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 
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□ Insert symbols throughout your reading. You might use each symbol several times or maybe 

only once. After marking the whole article with symbols as appropriate, chose your best 

example of a sentence you marked with each symbol.   

√ I already knew:________________________________________________________ 

+ I didn’t know: _________________________________________________________ 

--- This was different than I thought: __________________________________________ 

!  This surprised me: ______________________________________________________ 

? I would like to know: ____________________________________________________ 

□ Write in the margins of the articles! You can write questions, make predictions, or write short   

summaries. 

What was one thing you wrote in the margins? _______________________________________ 

______________________________________________________________________________ 

DON’T HIGHLIGHT ANYTHING.  

3. After reading: 

Write a reflection about your ideas.  You can include answers to questions such as: (1) Did I like 

this article? Why or why not? (2) How does this article relate to my life? (3) Do I agree with the 

claims in this article? Why or why not?  (4) Did I learn anything that changed my personal 

opinion? If so, what? How did my opinion change? 

My reflection (3-4 sentences):______________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

What was the author’s main point of the article? ______________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

Did anything not make sense to me? If so, what? ______________________________________ 

______________________________________________________________________________ 

□ If you have completed all the steps in this guide while reading the article and answered all 

questions in this guide, then you have completed the task for this assignment! Great job! 
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Artifact #5: PowerPoint Presentation on How to Write a One Sentence Summary 
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Artifact #6: Empty Outline for One Sentence Summary 
 

Please ensure that the following elements are described and included in your one-sentence 
summary. You can include these elements in any order: 
 
 

1. ACCORDING TO: __________________________________________________________ 

________________________________________________________________________ 

 
2. WHO: __________________________________________________________________ 

________________________________________________________________________ 

 
3. DOES WHAT:_____________________________________________________________ 

________________________________________________________________________ 

 
4. TO WHOM:______________________________________________________________ 

________________________________________________________________________ 

 

5. WHEN: _________________________________________________________________ 

_______________________________________________________________________ 

 

6. WHERE: _________________________________________________________________ 

________________________________________________________________________ 

 
7. WHY: ___________________________________________________________________ 

________________________________________________________________________ 

 
8. HOW: __________________________________________________________________ 

________________________________________________________________________ 

 

What is the purpose of writing a one-sentence summary? ______________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 
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Artifact #7 One Sentence Summary Worksheet 
 

Please ensure that the following elements are described and included in your 
one-sentence summary. You can include these elements in any order: 
 
 

9. ACCORDING TO: _________________________________________________________ 

________________________________________________________________________ 

 

10. WHO: __________________________________________________________________ 

________________________________________________________________________ 

 

11. DOES WHAT:_____________________________________________________________ 

________________________________________________________________________ 

 

12. TO WHOM:______________________________________________________________  

________________________________________________________________________ 

 

13. WHEN:__________________________________________________________________ 

________________________________________________________________________ 

 

14. WHERE: _________________________________________________________________ 

________________________________________________________________________ 

 

 

15. WHY: __________________________________________________________________ 

________________________________________________________________________ 

 

 

16. HOW: __________________________________________________________________ 

________________________________________________________________________ 

 

MY ONE SENTENCE SUMMARY:____________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 
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Article #8: Directions to Critical Reading Assignments for Exam 2 

Directions to Critical Reading Assignment #4 

For this assignment, please read the assigned article, "Which Type of Exercise is Best for the 

Brain?" by Gretchen Reynolds.  Please critically read the article using the steps from the Critical 

Reading Strategies video that we watched in class (from CR #1).  Mark up the article as you 

read, and be sure to complete the Guide to Reading an Article.  

Next, complete the one sentence summary worksheet. 

On Thursday, February 16th, please turn in the following at the beginning of class: 

 Your completed Guide to Reading an Article 

 Your marked up copy of the article "Which Type of Exercise is Best for the Brain?" 

 Your completed One Sentence Summary Worksheet 

You are encouraged to fill out one sentence summary worksheets to summarize the Milgram and 

Zimbardo articles from CR #1 as practice, but this is not required. 

Directions for CR Assignment #5  

For this assignment, please critically read the article, "Two Studies Strengthen Links Between 

the Zika Virus and Serious Birth Defects " by Donald McNeil and Catherine Saint Louis.  Mark 

up the article as your read, and complete the "Guide to Reading an Article" to assist you in 

following the steps to critically reading. 

Then, please complete the "One Sentence Summary Worksheet" to help you to write a one 

sentence summary for the zika article.  

To complete this assignment, please turn in the following items on TUESDAY, FEBRUARY 

28th in class: 

 Your marked up copy of the article "Two Studies Strengthen Links Between the Zika 

Virus and Serious Birth Defects" by Donald McNeil and Catherine Saint Louis  

 Your completed copy of the Guide to Reading an Article on the " Two Studies Strengthen 

Links Between the Zika Virus and Serious Birth Defects" article  

 Your completed copy of the "one sentence summary worksheet:" on the Two Studies 

Strengthen Links Between the Zika Virus and Serious Birth Defects" article 
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Artifact #9: Articles for Critical Reading Assignments for Exam 2 

THE NEW YORK TIMES 

Which Type of Exercise Is Best for the Brain? 

By Gretchen Reynolds  

February 17, 2016 5:45 am February 17, 2016 5:45 am 

Some forms of exercise may be much more effective than others at bulking up the brain, 

according to a remarkable new study in rats. For the first time, scientists compared head-to-head 

the neurological impacts of different types of exercise: running, weight training and high-

intensity interval training. The surprising results suggest that going hard may not be the best 

option for long-term brain health.  

As I have often written, exercise changes the structure and function of the brain. Studies in 

animals and people have shown that physical activity generally increases brain volume and can 

reduce the number and size of age-related holes in the brain’s white and gray matter.  

Exercise also, and perhaps most resonantly, augments adult neurogenesis, which is the creation 

of new brain cells in an already mature brain. In studies with animals, exercise, in the form of 

running wheels or treadmills, has been found to double or even triple the number of new neurons 

that appear afterward in the animals’ hippocampus, a key area of the brain for learning and 

memory, compared to the brains of animals that remain sedentary. Scientists believe that 

exercise has similar impacts on the human hippocampus.  

These past studies of exercise and neurogenesis understandably have focused on distance 

running. Lab rodents know how to run. But whether other forms of exercise likewise prompt 

increases in neurogenesis has been unknown and is an issue of increasing interest, given the 

growing popularity of workouts such as weight training and high-intensity intervals.  

So for the new study, which was published this month in the Journal of Physiology, researchers 

at the University of Jyvaskyla in Finland and other institutions gathered a large group of adult 

male rats. The researchers injected the rats with a substance that marks new brain cells and then 

set groups of them to an array of different workouts, with one group remaining sedentary to 

serve as controls.  

Some of the animals were given running wheels in their cages, allowing them to run at will. 

Most jogged moderately every day for several miles, although individual mileage varied. 

Others began resistance training, which for rats involves climbing a wall with tiny weights 

attached to their tails.  

Still others took up the rodent equivalent of high-intensity interval training. For this regimen, the 

animals were placed on little treadmills and required to sprint at a very rapid and strenuous pace 

for three minutes, followed by two minutes of slow skittering, with the entire sequence repeated 

twice more, for a total of 15 minutes of running.  

http://well.blogs.nytimes.com/author/gretchen-reynolds/
http://well.blogs.nytimes.com/author/gretchen-reynolds/
http://onlinelibrary.wiley.com/doi/10.1113/JP271552/abstract
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These routines continued for seven weeks, after which the researchers microscopically examined 

brain tissue from the hippocampus of each animal.  

They found very different levels of neurogenesis, depending on how each animal had exercised.  

Those rats that had jogged on wheels showed robust levels of neurogenesis. Their hippocampal 

tissue teemed with new neurons, far more than in the brains of the sedentary animals. The greater 

the distance that a runner had covered during the experiment, the more new cells its brain now 

contained. 

There were far fewer new neurons in the brains of the animals that had completed high-intensity 

interval training. They showed somewhat higher amounts than in the sedentary animals but far 

less than in the distance runners.  

And the weight-training rats, although they were much stronger at the end of the experiment than 

they had been at the start, showed no discernible augmentation of neurogenesis. Their 

hippocampal tissue looked just like that of the animals that had not exercised at all.  

Obviously, rats are not people. But the implications of these findings are provocative. They 

suggest, said Miriam Nokia, a research fellow at the University of Jyvaskyla who led the study, 

that “sustained aerobic exercise might be most beneficial for brain health also in humans.”  

Just why distance running was so much more potent at promoting neurogenesis than the other 

workouts is not clear, although Dr. Nokia and her colleagues speculate that distance running 

stimulates the release of a particular substance in the brain known as brain-derived neurotrophic 

factor that is known to regulate neurogenesis. The more miles an animal runs, the more B.D.N.F. 

it produces.  

Weight training, on the other hand, while extremely beneficial for muscular health, has 

previously been shown to have little effect on the body’s levels of B.D.N.F., Dr. Nokia said, 

which could explain why it did not contribute to increased neurogenesis in this study.  

As for high-intensity interval training, its potential brain benefits may be undercut by its very 

intensity, Dr. Nokia said. It is, by intent, much more physiologically draining and stressful than 

moderate running, and “stress tends to decrease adult hippocampal neurogenesis,” she said.  

These results do not mean, however, that only running and similar moderate endurance workouts 

strengthen the brain, Dr. Nokia said. Those activities do seem to prompt the most neurogenesis in 

the hippocampus. But weight training and high-intensity intervals probably lead to different 

types of changes elsewhere in the brain. They might, for instance, encourage the creation of 

additional blood vessels or new connections between brain cells or between different parts of the 

brain.  

So if you currently weight train or exclusively work out with intense intervals, continue. But 

perhaps also thread in an occasional run or bike ride for the sake of your hippocampal health.  

A version of this article appears in print on 02/23/2016, on page D6 of the NewYork edition with 

the headline: For a Happy Hippocampus, Run. 
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APA citation: 

Reynolds, G. (2016, February 17). Which type of exercise is best for the brain? The New York  

times. Retrieved from http://well.blogs.nytimes.com/2016/02/17/which-type-of-exercise-

is-best-for-the-brain/?smid=tw-nytimes&smtyp=cur&_r=0  

 

 

  

http://well.blogs.nytimes.com/2016/02/17/which-type-of-exercise-is-best-for-the-brain/?smid=tw-nytimes&smtyp=cur&_r=0
http://well.blogs.nytimes.com/2016/02/17/which-type-of-exercise-is-best-for-the-brain/?smid=tw-nytimes&smtyp=cur&_r=0
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THE NEW YORK TIMES 

Two Studies Strengthen Links Between the 

Zika Virus and Serious Birth Defects 

By DONALD G. McNEIL Jr. and CATHERINE SAINT LOUIS 

MARCH 4, 2016  

 
Beijamin Santos, who was born with microcephaly, undergoing physical therapy in Joao Pessoa, 

Brazil. Credit Andre Penner/Associated Press  

The Zika virus damages many fetuses carried by infected and symptomatic mothers, regardless 

of when in pregnancy the infection occurs, according to a small but frightening study released on 

Friday by Brazilian and American researchers. 

In a separate report published on Friday, other scientists suggested a mechanism for the damage, 

showing in laboratory experiments that the virus targets and destroys fetal cells that eventually 

form the brain’s cortex. 

http://topics.nytimes.com/top/reference/timestopics/people/m/donald_g_jr_mcneil/index.html
http://topics.nytimes.com/top/reference/timestopics/people/s/catherine_saint_louis/index.html
http://topics.nytimes.com/top/news/health/diseasesconditionsandhealthtopics/pregnancy/index.html?inline=nyt-classifier
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The reports are far from conclusive, but the studies help shed light on a mysterious epidemic that 

has swept across more than two dozen countries in the Western Hemisphere, alarming citizens 

and unnerving public health officials. 

In the first study, published in The New England Journal of Medicine, researchers found that 29 

percent of women who had ultrasound examinations after testing positive for infection with the 

Zika virus had fetuses that suffered “grave outcomes.” 

They included fetal death, tiny heads, shrunken placentas and nerve damage that suggested 

blindness. 

“This is going to have a chilling effect,” said Dr. Anthony S. Fauci, the director of the National 

Institute of Allergy and Infectious Diseases. “Now there’s almost no doubt that Zika is the 

cause.” 

The small size of the study, which looked at 88 women at one clinic in Rio de Janeiro, was a 

limitation, Dr. Fauci added. From such a small sample, it is impossible to be certain how often 

fetal damage may occur in a much larger population. 

 

Neural progenitor cells exposed to Zika virus. 

The virus is shown in green, and cells that 

have died are shown in red. Credit Sarah C. 

Ogden/Johns Hopkins Medicine  

Still, the high percentage of fetuses damaged 

is “very concerning,” he said. “There will be 

other studies that I believe will corroborate 

this.” 

Two fetuses died even though the mothers 

were infected relatively late in pregnancy, at 

25 and 32 weeks — and even after earlier 

ultrasounds had shown the fetuses to be 

normal. 

“We were just blown away by that,” said Dr. 

Karin Nielsen-Saines of the David Geffen Medical School at the University of California, Los 

Angeles, and one of the lead authors. “We weren’t expecting to find problems in all trimesters.” 

Other fetuses whose mothers were infected late in pregnancy suffered brain calcifications or 

abnormally slow growth. 

Doctors in Brazil had previously said that the worst damage appeared in fetuses whose mothers 

were infected in the first trimester. 

Zika has been likened to rubella because both cause mild symptoms in adults but maim or kill 

fetuses, and the new report’s authors compared their findings to the devastating American rubella 

outbreak of 1964. 

http://topics.nytimes.com/top/reference/timestopics/organizations/n/new_england_journal_of_medicine/index.html?inline=nyt-org
http://health.nytimes.com/health/guides/test/ultrasound/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/symptoms/blindness/overview.html?inline=nyt-classifier
http://topics.nytimes.com/top/news/health/diseasesconditionsandhealthtopics/pregnancy/index.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/disease/rubella/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/disease/rubella/overview.html?inline=nyt-classifier
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Back then, almost 80 percent of American women had survived childhood infections with rubella 

and were immune. Nonetheless, that outbreak, the last before a vaccine was invented, killed at 

least 2,100 children and caused 20,000 others to be born with disabilities, including severe 

intellectual disabilities, blindness and deafness. 

Virtually no women in the Western Hemisphere are now immune to Zika, so many more children 

could be affected, the authors said. 

The disease is not expected to have the same consequences in the United States because it is 

spread primarily by mosquitoes that thrive in tropical regions, but there is mounting evidence 

that it is also spread by sex. 

Other scientists echoed Dr. Fauci’s assessment that the new research strongly indicated that the 

Zika virus, and nothing else, is behind Brazil’s wave of fetal brain damage. 

“It does not close the deal, but it’s a huge step forward,” said Dr. Ernesto T. A. Marques, who 

studies Zika in Brazil and at the University of Pittsburgh Graduate School of Public Health but 

was not involved in the new research. 

The World Health Organization is awaiting results from a similar but much larger study 

involving 5,000 women, mostly from Colombia. They are not expected until May or June, when 

large numbers of the babies will come to term. 

The Brazilian study, which is still in progress, followed 88 pregnant women who visited a fever 

clinic at the Oswaldo Cruz Foundation hospital in Rio de Janeiro, one of Brazil’s leading 

research hospitals, between September and February. 

Every woman with a rash, the most characteristic symptom of infection, was tested for the Zika 

virus, and 72 were positive. The tests looked for the virus itself; they work only if done early in 

an infection, but are considered more accurate than later tests for antibodies. 

Forty-two of the infected women agreed to have a series of ultrasound scans, as did all 16 

uninfected women. 

Of the remaining 30 infected women, two miscarried and 28 declined the scans, the study’s 

authors said. 

“Some women who said no said the campus where the ultrasounds were done was too far away,” 

Dr. Nielsen-Saines said. “But we think it was also not wanting to know. There’s a tendency to be 

fatalistic, to say, ‘God willing, everything will be fine,’ or ‘I’ll deal with it when the baby is 

born.’ ” 

The bleakness of the results was startling. Of the 42 infected women receiving regular 

ultrasounds, a dozen had babies who died in utero or suffered serious birth defects. Only eight of 

the babies carried by the 42 women have been born so far, but the ultrasound scans for them 

turned out to be accurate. None of 16 uninfected women had problems in their scans. 

The new study does not answer an important question: whether Zika infections so mild that they 

produce no symptoms in the mother can damage a fetus. 

http://www.cdc.gov/vaccines/pubs/surv-manual/chpt14-rubella.html
http://health.nytimes.com/health/guides/disease/mental-retardation/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/symptoms/blindness/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/symptoms/hearing-loss/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/symptoms/fever/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/test/antibody-titer/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/test/ultrasound/overview.html?inline=nyt-classifier
http://topics.nytimes.com/top/news/health/diseasesconditionsandhealthtopics/birth_defects/index.html?inline=nyt-classifier
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Doctors say four out of five Zika victims have no symptoms. When they do, the most common 

are rash, joint pain, red eyes and headaches. 

Still, although it was small, “this kind of study is the gold standard,” Dr. Fauci said.  

In the second study, published in the journal Cell Stem Cell, researchers at Johns Hopkins and 

elsewhere cultured several types of cells present in early fetal development, including so-called 

cortical neural progenitor cells, which form the cortex, the outer brain layer responsible for many 

higher functions. 

Three days after they infected all the cells with the Zika virus, 90 percent of the progenitor cells 

were damaged: They were unable to divide normally and often died. 

By comparison, the other two types of fetal cells were much less affected. 

“The cell types responsible for forming the cortex are the target of the Zika virus,” said Hongjun 

Song, a neurologist at Johns Hopkins University School of Medicine and a senior author of the 

study. 

Some experts cautioned that, because the experiment was conducted with laboratory-grown cells, 

the results might not apply to humans. 

“It might be that the results wouldn’t be the same in a living system of actual cortical stem cells,” 

said Dr. Catherine Y. Spong, acting director of the National Institute of Child Health and Human 

Development. 

Cultured cells may be more susceptible to infections, she added. 

Sara Cherry, a microbiologist at the University of Pennsylvania, called the study “really 

important” but noted that the cells were infected with a Zika strain “quite distinct” from the one 

now infecting people in Latin America. 

Dr. William B. Dobyns, a pediatric neurologist at Seattle Children’s Research Institute, called 

the work “highly significant.” 

If the cells that should form the brain cortex grow too slowly, he said, “you get a small brain, but 

on top of that there’s cell death, which means whatever the size the brain is, it will shrink.” That 

reduction may lead to a conspicuous space between the skull and brain. 

“This paper fits like a glove what I’m seeing,” said Dr. Dobyns, who has reviewed brain scans 

from Brazil. Those scans have shown gaps between severely shrunken brains and the inner skull, 

unusually smooth brain surfaces and other anomalies. 

Dr. Guo-li Ming, a Johns Hopkins neurologist and a senior author of the study, said the 

scientists’ experimental model could be used to test drugs that could prevent brain damage in 

fetuses. 

Correction: March 10, 2016  

http://health.nytimes.com/health/guides/symptoms/joint-pain/overview.html?inline=nyt-classifier
http://health.nytimes.com/health/guides/symptoms/eye-redness/overview.html?inline=nyt-classifier
http://topics.nytimes.com/top/news/health/diseasesconditionsandhealthtopics/stemcells/index.html?inline=nyt-classifier
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An article on Saturday about two studies of the links between the Zika virus and serious birth 

defects misstated the academic affiliation of Dr. Ernesto T. A. Marques, who studies Zika. He is 

at the University of Pittsburgh Graduate School of Public Health, not the University of 

Pittsburgh Medical School. 

A version of this article appears in print on March 5, 2016, on page A7 of the New York edition 

with the headline: Two Studies Strengthen Links Between the Zika Virus and Serious Birth 

Defects.  

APA Citation: 

McNeil, D. G. & Saint Louis, C. (2016, March 4). Two studies strengthen links between the zika  

virus and serious birth defects. The New York times. Retrieved from  

http://www.nytimes.com/2016/03/05/health/zika-virus-microcephaly-fetus-birth-

defects.html 

 

 

 

  

http://www.nytimes.com/2016/03/05/health/zika-virus-microcephaly-fetus-birth-defects.html
http://www.nytimes.com/2016/03/05/health/zika-virus-microcephaly-fetus-birth-defects.html
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Artifact #10: Directions to Critical Reading Assignments for Exam 3 

Directions to CR Assignment #6  

For this assignment, please critically read the article, "Risks of harm from spanking 
confirmed by analysis of 5 decades of research" by the University of Texas at 
Austin.  Follow the steps of critically reading while you read the article. You do not have 
to complete the Guide to Reading An Article form, but I should be able to tell that you 
followed all of the steps by the way you marked up the article (such as the comments, 
symbols, circled words, written predictions, underlined sections, numbered paragraphs, 
etc).  Then complete a one sentence summary. Again, you do not have to fill out the 
One Sentence Summary form, but be sure to include the one sentence summary on the 
bottom of the article or on a separate sheet of paper. You can fill out both forms if you 
find them helpful.  This assignment is due THURSDAY, MARCH 23rd in class.  Please 
turn in your marked-up article with an included one sentence summary to fulfill the 
requirements for this assignment.  We will be using these items in class for an in-class 
activity.  

Weblink to the article: 
https://www.sciencedaily.com/releases/2016/04/160425143106.htm#.VyAoPXi2kmo.fac

ebook 

Directions for Critical Reading Assignment #7  

For this critical reading assignment, please critically read the article, "You're a completely 

different person at 14 and 77, the longest-running personality study ever has found" by Olivia 

Goldhill. https://qz.com/914002/youre-a-completely-different-person-at-14-and-77-the-longest-
running-personality-study-ever-has-found/ 

To prove that you have critically read the article, please do the following things: 

1. Mark up the article using the critical reading steps you learned in this course.  Be sure you 
complete all the steps of this process. If you cannot remember all the steps, use the guide to 
reading an article form to assist you.  (Recall that critical reading includes: making predictions 
about the article prior to reading it, reading the first and last paragraph to make a new 
prediction, numbering paragraphs, reading it once without making any marks, and reading it a 
second time while marking it. Marks should include underlining claims, writing predictions, 
circling and defining key terms, writing symbols, and writing a short reflection) You do not need 
to turn in the completed guide, as long as your marked-up article demonstrates that you 
followed all the steps of critical reading. 

2. Write a one sentence summary.  Use the one sentence summary worksheet if you feel it 

helps you, but this worksheet is not required, as long as your sentence contains all 8 parts. 

Write your one sentence summary at the bottom of the marked-up article or on a second 

piece of paper. 

3. Critique the article as a "believer" and a "doubter." Be sure to present both sides.  Some 

suggestions:  

o As a believer, why do you believe that the article is true? What evidence does the 

article provide that defends its argument? What facts can you include from the 

article to convince others that it is true? Give your most convincing argument of 

https://www.sciencedaily.com/releases/2016/04/160425143106.htm#.VyAoPXi2kmo.facebook
https://www.sciencedaily.com/releases/2016/04/160425143106.htm#.VyAoPXi2kmo.facebook
https://qz.com/914002/youre-a-completely-different-person-at-14-and-77-the-longest-running-personality-study-ever-has-found/
https://qz.com/914002/youre-a-completely-different-person-at-14-and-77-the-longest-running-personality-study-ever-has-found/
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why the article must be true. Use facts you've learned from your textbook and this 

course to back up your argument if you feel it makes you more convincing. 

o As a doubter, what doubts do you have about the article? Are there holes in the 

argument? Convince the believers that the article must not be true, and explain 

clearly why. 

Remember, all good scientists consider EVERYTHING from the perspective of both a believer 

AND a doubter. Regardless of your personal opinion, you need to be able to argue BOTH sides. 

Doing this is how you critique an article. Provide a summary this critique (your argument as 

a believer and your argument as a doubter) along with your marked-up article and your 

one sentence summary to receive credit for this assignment. 

 Directions for Critical Reading #8  

For this critical reading assignment, please critically read the article, "Stigma: Alive and Well" 

by Sadie Dingfelder. http://www.apa.org/monitor/2009/06/stigma.aspx To prove that you have 
critically read the article, please do the following things: 

1. Mark up the article using the critical reading steps you learned in this course.  Be sure you 
complete all the steps of this process. If you cannot remember all the steps, use the guide to 
reading an article form to assist you.  (Recall that critical reading includes: making predictions 
about the article prior to reading it, reading the first and last paragraph to make a new 
prediction, numbering paragraphs, reading it once without making any marks, and reading it a 
second time while marking it. Marks should include underlining claims, writing predictions, 
circling and defining key terms, writing symbols, and writing a short reflection) You do not need 
to turn in the completed guide, as long as your marked-up article demonstrates that you 
followed all the steps of critical reading. 

2. Write a one sentence summary.  Use the one sentence summary worksheet if you feel it 

helps you, but this worksheet is not required, as long as your sentence contains all 8 parts. 

Write your one sentence summary at the bottom of the marked-up article or on a second 

piece of paper. 

3. Critique the article as a "believer" and a "doubter." Be sure to present both sides.  Some 

suggestions:  

o As a believer, why do you believe that the article is true? What evidence does the 

article provide that defends its argument? What facts can you include from the 

article to convince others that it is true? Give your most convincing argument of 

why the article must be true. Use facts you've learned from your textbook and this 

course to back up your argument if you feel it makes you more convincing. 

o As a doubter, what doubts do you have about the article? Are there holes in the 

argument? Convince the believers that the article must not be true, and explain 

clearly why. 

Remember, all good scientists consider EVERYTHING from the perspective of both a believer 

AND a doubter. Regardless of your personal opinion, you need to be able to argue BOTH sides. 

Doing this is how you critique an article. Provide a summary this critique (your argument as 

a believer and your argument as a doubter) along with your marked-up article and your 

one sentence summary to receive credit for this assignment. 

http://www.apa.org/monitor/2009/06/stigma.aspx
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Artifact #11: Articles for Critical Reading Assignments for Exam 3 

Risks of harm from spanking confirmed by 

analysis of 5 decades of research 

Date: April 25, 2016 

Source: University of Texas at Austin 

 

 

Sad child (stock image). 

Credit: © kmiragaya / Fotolia 

The more children are spanked, the more likely they are to defy their parents and to experience 

increased anti-social behavior, aggression, mental health problems and cognitive difficulties, 

according to a new meta-analysis of 50 years of research on spanking by experts at the 

University of Texas at Austin and the University of Michigan. 

The study, published in this month's Journal of Family Psychology, looks at five decades of 

research involving over 160,000 children. The researchers say it is the most complete analysis to 

date of the outcomes associated with spanking, and more specific to the effects of spanking alone 

than previous papers, which included other types of physical punishment in their analyses. 

"Our analysis focuses on what most Americans would recognize as spanking and not on 

potentially abusive behaviors," says Elizabeth Gershoff, an associate professor of human 

development and family sciences at The University of Texas at Austin. "We found that spanking 

was associated with unintended detrimental outcomes and was not associated with more 

immediate or long-term compliance, which are parents' intended outcomes when they discipline 

their children." 

Gershoff and co-author Andrew Grogan-Kaylor, an associate professor at the University of 

Michigan School of Social Work, found that spanking (defined as an open-handed hit on the 

behind or extremities) was significantly linked with 13 of the 17 outcomes they examined, all in 

the direction of detrimental outcomes. 

"The upshot of the study is that spanking increases the likelihood of a wide variety of undesired 

outcomes for children. Spanking thus does the opposite of what parents usually want it to do," 

Grogan-Kaylor says. 

Gershoff and Grogan-Kaylor tested for some long-term effects among adults who were spanked 

as children. The more they were spanked, the more likely they were to exhibit anti-social 

behavior and to experience mental health problems. They were also more likely to support 

physical punishment for their own children, which highlights one of the key ways that attitudes 

toward physical punishment are passed from generation to generation. 

The researchers looked at a wide range of studies and noted that spanking was associated with 

negative outcomes consistently and across all types of studies, including those using the 

strongest methodologies such as longitudinal or experimental designs. As many as 80 percent of 
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parents around the world spank their children, according to a 2014 UNICEF report. Gershoff 

notes that this persistence of spanking is in spite of the fact that there is no clear evidence of 

positive effects from spanking and ample evidence that it poses a risk of harm to children's 

behavior and development. 

Both spanking and physical abuse were associated with the same detrimental child outcomes in 

the same direction and nearly the same strength. 

"We as a society think of spanking and physical abuse as distinct behaviors," she says. "Yet our 

research shows that spanking is linked with the same negative child outcomes as abuse, just to a 

slightly lesser degree." 

Gershoff also noted that the study results are consistent with a report released recently by the 

Centers for Disease Control and Prevention that called for "public engagement and education 

campaigns and legislative approaches to reduce corporal punishment," including spanking, as a 

means of reducing physical child abuse. "We hope that our study can help educate parents about 

the potential harms of spanking and prompt them to try positive and non-punitive forms of 

discipline." 

 

Story Source: 

Materials provided by University of Texas at Austin. Note: Content may be edited for style and 

length. 

 

Journal Reference: 

1. Elizabeth T. Gershoff, Andrew Grogan-Kaylor. Spanking and Child Outcomes: Old 

Controversies and New Meta-Analyses.. Journal of Family Psychology, 2016; DOI: 

10.1037/fam0000191  
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QUARTZ 

NOT THE MAN YOU USED TO BE  

You’re a completely different person at 14 

and 77, the longest-running personality study 

ever has found 

 
As we age, we change beyond recognition. (Pixabay/ genesis_3g)  

Written by Olivia Goldhill  

February 19, 2017  

Look at a photo of yourself as a teenager and, mistaken fashion choices aside, it’s likely you see 

traces of the same person with the same personality quirks as you are today. But whether or not 

you truly are the same person over a lifetime—and what that notion of personhood even 

means—is the subject of ongoing philosophical and psychology debate. 

The longest personality study of all time, published in Psychology and Aging and recently 

highlighted by the British Psychological Society, suggests that over the course of a lifetime, just 

as your physical appearance changes and your cells are constantly replaced, your personality is 

also transformed beyond recognition. 

The study begins with data from a 1950 survey of 1,208 14-year-olds in Scotland. Teachers were 

asked to use six questionnaires to rate the teenagers on six personality traits: self-confidence, 

perseverance, stability of moods, conscientiousness, originality, and desire to learn. Together, the 

results from these questionnaires were amalgamated into a rating for one trait, which was defined 

as “dependability.” More than six decades later, researchers tracked down 635 of the 

participants, and 174 agreed to repeat testing. 

This time, aged 77 years old, the participants rated themselves on the six personality traits, and 

also nominated a close friend or relative to do the same. Overall, there was not much overlap 

from the questionnaires taken 63 years earlier. “Correlations suggested no significant stability of 

any of the 6 characteristics or their underlying factor, dependability, over the 63-year interval,” 

wrote the researchers. “We hypothesized that we would find evidence of personality stability 

https://qz.com/author/ogoldhillqz/
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC5144810/
https://digest.bps.org.uk/2017/02/07/longest-ever-personality-study-finds-no-correlation-between-measures-taken-at-age-14-and-age-77/
https://digest.bps.org.uk/2017/02/07/longest-ever-personality-study-finds-no-correlation-between-measures-taken-at-age-14-and-age-77/
http://science.howstuffworks.com/life/cellular-microscopic/does-body-really-replace-seven-years.htm


Professor Laura Magness, Faculty Portfolio Page 54 
 

over an even longer period of 63 years, but our correlations did not support this hypothesis,” they 

later added. 

The findings were a surprise to researchers because previous personality studies, over shorter 

periods of time, seemed to show consistency. Studies over several decades, focusing on 

participants from childhood to middle age, or from middle age to older age, showed stable 

personality traits. But the most recent study, covering the longest period, suggests that 

personality stability is disrupted over time. “The longer the interval between two assessments of 

personality, the weaker the relationship between the two tends to be,” the researchers write. “Our 

results suggest that, when the interval is increased to as much as 63 years, there is hardly any 

relationship at all.” 

Perhaps those who had impulsive character flaws as a teenager would be grateful that certain 

personality traits might even out later in life. But it’s disconcerting to think that your entire 

personality is transformed.  

“Personality refers to an individual’s characteristic patterns of thought, emotion, and behavior, 

together with the psychological mechanisms—hidden or not—behind those patterns,” note the 

authors, quoting psychology professor David Funder’s definition.  

If your patterns of thought, emotions, and behavior so drastically alter over the decades, can you 

truly be considered the same person in old age as you were as a teenager? This question ties in 

with broader theories about the nature of the self. For example, there is growing neuroscience 

research that supports the ancient Buddhist belief that our notion of a stable “self” is nothing 

more than an illusion. 

Perhaps this won’t surprise you if you’ve had the experience of running into a very old friend 

from school, and found a completely different person from the child you remembered. This 

research suggests that, as the decades go by, your own younger self could be similarly 

unrecognizable. 

 

Retrieved from: 

https://qz.com/914002/youre-a-completely-different-person-at-14-and-77-the-longest-running-

personality-study-ever-has-found/ 

 

 

  

http://www.apple.com/
http://psycnet.apa.org/psycinfo/1986-11794-001
https://www.amazon.com/Personality-Puzzle-Sixth-David-Funder/dp/039312441X?tag=quartz07-20
https://qz.com/506229/neuroscience-backs-up-the-buddhist-belief-that-the-self-isnt-constant-but-ever-changing/
https://qz.com/506229/neuroscience-backs-up-the-buddhist-belief-that-the-self-isnt-constant-but-ever-changing/
https://qz.com/914002/youre-a-completely-different-person-at-14-and-77-the-longest-running-personality-study-ever-has-found/
https://qz.com/914002/youre-a-completely-different-person-at-14-and-77-the-longest-running-personality-study-ever-has-found/
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Stigma: Alive and well  

By Sadie F. Dingfelder Monitor Staff 

2009, Vol 40, No. 6 

Print version: page 56 

 

"Julie*" managed to keep her chronic depression at bay for two years, despite the stress of 

attending a prestigious law school. But when she got into a car accident during her third year, she 

experienced a brutal resurgence of anxiety, sadness and insomnia. In search of sleeping pills, 

Julie went to a doctor. He recommended she see a therapist, but she refused. 

"I was afraid that I might have to disclose my medical records for bar admission," she says.  

Julie's worries were warranted: All 50 states' bar associations ask about applicants' mental health 

histories, and there are several cases of people being denied admittance on the basis of mental 

health problems—even if they've been successfully treated. 

Now a successful lawyer, Julie still keeps her depression from her co-workers for fear of how 

they'd react. 

That's an all-too-common situation, says Bernice Pescosolido, PhD, a stigma researcher at 

Indiana University. 

"She had a good reason to worry," says Pescosolido, principal investigator for several major 

National Institutes of Health-funded stigma studies. "The two areas where Americans are most 

stigmatizing are marriage into the family and work." 

Despite decades of public information campaigns costing tens of millions of dollars, Americans 

may be as suspicious of people with mental illness as ever. New research by Pescosolido, 

published in the Journal of Health and Social Behavior (Vol. 41, No. 2), finds that 68 percent of 

Americans do not want someone with a mental illness marrying into their family and 58 percent 

do not want people with mental illness in their workplaces. 

Some attitudes have gotten worse over time: For instance, people are twice as likely today than 

they were in 1950 to believe that mentally ill people tend to be violent. 

Of course, the vast majority of people with mental illness are not violent—though they are 2.5 

times more likely to be victims of violence than members of the general population, according to 

a study published in 2001 in the International Journal of Law and Psychiatry (Vol. 24, No. 6). 
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And a new study, published in February in the Archives of General Psychiatry (Vol. 66, No. 2) 

finds that mental illness alone does not increase the chances that a person will become violent. 

Since that fear of violence is not based in fact, it may stem from media portrayals of mental 

illness—particularly in the news, says Patrick Corrigan, PsyD, a psychology professor at the 

Illinois Institute of Technology and head of the Chicago Consortium for Stigma Research. 

"Every time something really bad happens, people think it must be because of mental illness," 

says Corrigan. "If a woman drowns her children, people speculate—the news media speculates—

that she must be off her medication." 

In addition to being inaccurate and unfair, such beliefs come at a major cost to society, 

Pescosolido notes. An estimated one in four adults has a diagnosable mental illness, according to 

the National Institute of Mental Health. That's about 76 million Americans who live with the fear 

that others may find out about their disorder and think less of them or even keep them from 

getting jobs or promotions, she says. And people like Julie often avoid treatment due to the all-

too-reasonable worry they'll be found out and discriminated against, Pescosolido says. 

The good news: After decades of well-meaning but largely ineffective efforts to change public 

opinion, researchers are now working to understand the underpinnings of stigma and are even 

beginning to turn the tide of public opinion in American and abroad. 

An insidious effect 

The toxic effects of stigma are well-documented, says Corrigan. People with mental illness often 

internalize society's beliefs about them—that they are incompetent, irrational and 

untrustworthy—and that can lead to distress that's sometimes worse than the mental illness itself, 

he says. 

About half of people with schizophrenia believe that former psychiatric patients are less 

trustworthy than others, finds a study by psychologist Birgit Kleim, PhD, of Kings College in 

London, Corrigan, and colleagues. The patients who believed this tended to isolate themselves 

from social support, a course of action that can increase the severity of psychotic symptoms, 

according to the study published in the Journal of Mental Health, (Vol. 17, No. 5). 

"We know that social support of people with psychosis, for instance by friends or family, is 

crucial for their recovery," says Kleim. 

Stigma can also keep people from taking their medications, finds a study by Hector Tsang, PhD, 

a psychology professor at Hong Kong Polytechnic University, published in the Journal of 

Behavior Therapy and Experimental Psychiatry, (Vol. 40, No. 1). That's in part because 

antipsychotic medication often has visible side-effects, such as tongue smacking and grimacing, 

which can mark one as mentally ill. 

"Medication-induced stigma is regarded as one of the principal barriers to compliance," Tsang 

notes. 

Even high-functioning college students fall prey to the effects of stigma, according to a study by 

Diane Quinn, PhD, a psychology professor at the University of Connecticut. In the study, 
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published in Personality and Social Psychology Bulletin (Vol. 30, No. 7), Quinn and her 

colleagues asked college students to take a portion of the GRE Analytic Test, a difficult test of 

logic and reasoning. At the top of the test were several demographic questions, and, for half of 

the participants, a question about whether they had any history of mental illness. 

Simply answering "yes" to that question caused some students' performance to plummet. Of the 

students who had a history of mental illness, those who had to disclose it before taking the test 

did about half as well as those who were allowed to keep quiet. 

"It's really surprising that something as subtle as answering a question can effect people's 

performance," says Quinn. 

The result, she notes, is similar to one that's found when students are asked to identify their race 

or gender before a test. Identifying oneself as part of a stigmatized group activates a fear of being 

stereotyped, and students must devote brainpower to pushing that out of their minds, which 

results in poorer test performance. 

In addition to test performance, stigma can harm the physical health of people with mental 

illness, finds a study by Quinn, in press in the Journal of Personality and Social Psychology. In 

it, she surveyed 235 people who kept some parts of their identities secret to avoid stigma, 

including people with mental illness, rape victims and people with criminal histories. The more 

stigmatized their secret identities, the more likely people were to report symptoms of physical 

illness, Quinn found. 

"Stigma is a day-to-day stressor, she says. "Little things happen every day to make people feel 

devalued, and that can add up and affect people's health." 

When information leads to fear 

Such findings underscore the importance of changing society's views of the mentally ill—

especially those beliefs that the mentally ill are incompetent. However, most anti-stigma 

campaigns convey the message that mental illness is a disease like any other, says Pescosolido. 

Specifically, they explain the biological causes of depression and other disorders, emphasizing 

that people can't just "snap out of it," she says. 

That was the case for the National Institute of Mental Health campaign, "Real Men, Real 

Depression," which focused on how common depression is, and gave men information to help 

them recognize it in themselves. Such information may encourage people to seek treatment, but 

the campaign's emphasis on how many people have a mental disorder may have reinforced fear 

in the general population, says Corrigan. 

"Mental illness's impact is huge and omnipresent," he says. "Everyone's family in America has a 

person with serious mental illness, and that spooks us." 

Canadian anti-stigma campaigns also tend to focus on the prevalence and symptoms of mental 

illness, says University of Calgary stigma-researcher JianLi Wang, PhD. 

In one sense, these efforts work: In a study by Wang, published in the Canadian Journal of 

Psychiatry (Vol. 52, No. 7), 75 percent of Canadians correctly diagnosed a depressed person as 
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described in a story, and they agreed with statements about the biochemical underpinnings the 

disorder. However, more than 45 percent of people Wang surveyed in a follow-up study said 

they believed that depressed people are unpredictable, and 20 percent said that depressed people 

tend to be dangerous. 

"You can hold the belief that mental illness is a real disease and still be afraid of people with it," 

Wang says. 

Such campaigns may even increase stigma, says Pescosolido. In particular, the idea that mental 

illness has genetic causes may make disorders seem incurable, she says. 

"The 'disease-like-any-other' message was not an effective strategy, and it's what we used in the 

vast majority of anti-stigma campaigns," Pescosolido says. 

A recent campaign in Scotland called "See Me" tried a different strategy. It educated reporters 

and editors about the harmfulness and inaccuracy of the stereotype that people with 

schizophrenia are prone to violence. 

The campaign succeeded in reducing the number of news stories linking violence and mental 

illness, but had some unintended consequences, according to research published in February in 

the International Journal of Health Promotion (Vol. 10, No. 1). An analysis of five years of 

newspaper articles showed that, over the life of the anti-stigma campaign, coverage of people 

with mental illness became more negative—with stories frequently depicting people with mental 

illness as objects of pity, for example. 

Perhaps even more concerning was that newspaper coverage of mental illness decreased overall, 

says study author Neil Quinn, PhD, a lecturer at the Glasgow School of Social Work. 

"One of our conclusions was that journalists became afraid to report about schizophrenia full 

stop, because reporting did go down significantly," Quinn says. 

A new tack 

A lesson of the Scotland campaign, says study co-author Lee Knifton, is that anti-stigma 

campaigns can't just focus on eradicating negative depictions of people with mental illness. They 

need to tell positive stories as well, he says. 

To that end, Knifton launched the Scottish Mental Health Arts and Film Festival, which 

highlights the contributions that people with mental illness make to society by showcasing 

music, film, comedy, literature and theater by people with mental illness. The festival, which 

began in 2007, also sponsors a contest for films that depict people with mental illness in realistic, 

holistic ways, says Knifton. 

Last October, the festival drew 12,000 attendees and sparked 120 newspaper articles that 

emphasized the fact that people with mental illness are generally active, useful members of 

society, he says. 

Such anti-stigma campaigns are more likely to work than the "disease like any other" campaigns 

of the past, says Pescosolido. 
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"If you focus on the competence of people with mental illness, that tends to lead to greater 

tolerance," she says. 

That's also the goal of a new Canadian anti-stigma campaign, which tells the stories of people 

with mental illness—stories like that of Candace Watson, who was diagnosed as bipolar after an 

unsettling manic episode. She's since been successfully treated and now works as a nurse. 

"I know I'm a competent person and I have things to offer," she says in a video that the campaign 

has disseminated through public service announcements and a Web site. 

The Canadian campaign is based on research by Corrigan showing that contact with people who 

have mental illness tends to decrease stigma. For instance, one study by Corrigan, published in 

2002 in Psychiatric Rehabilitation Skills (Vol. 6, No. 2), found that meeting people who have 

mental illness weakens people's tendency to link mental illness and violence. 

It's also important to stress the normalcy of many people who have mental illness, he says. 

"When the population gets a better sense of how many people with mental illness are actually 

successful—if more people come out of the closet—perhaps the stigma of mental illness will 

finally decline," he says. 

 

*Editor's note: Julie is a pseudonym. 
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Retrieved from: http://www.apa.org/monitor/2009/06/stigma.aspx 
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Artifact #12 Pre and Post Survey 

Critical Reading Questionnaire 

Please indicate how much you agree or disagree with the following statements: 

1. I am confident in my ability to read at a college level- I am a great reader! 

SA  A N D SD 

 

2. I wish I were a better reader. 

SA  A N D SD 

 

3. I avoid reading assigned readings in college. 

SA  A N D SD 

 

4. I usually read assigned readings for college but forget what I learned when asked a question 

about that reading.  

SA  A N D SD 

 

5. I usually understand readings assigned to me in college and can remember what I read. 

SA  A N D SD 

 

6. I usually take notes when I read for college. 

SA  A N D SD 

 

7. I usually highlight the text/article when I read for college. 

SA  A N D SD 

 

8. I can usually describe the main idea from the textbook/article that I just read for college. 

SA  A N D SD 

 

9. I usually try to relate what I read in college to my personal experiences at work, home, with 

friends, etc. 

SA  A N D SD 

 

10. I usually find assigned readings in college helpful- I learn a lot! 

SA  A N D SD 

 

11. Overall, I feel that I am a better reader now than I was during fall 2016. 

SA  A N D SD 

_____________________________________________________________________________________ 

SA = Strongly Agree 

 

  A = Agree 

 

  N = Neither Agree or Disagree 

 

  D = Disagree 

 

SD = Strongly Disagree 
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PRE SURVEY QUESTIONS: 
(PANEL, PLEASE NOTE: the first 11 questions were included then the following fill-in answer questions): 
 
Have you taken a college level English, Reading, or English Comprehension class before?   
(Circle one)     YES NO 
  
If so, what was the name of the class? ______________________________________________________ 
 
What language(s) can you speak and understand fluently? _____________________________________ 
 
_____________________________________________________________________________________ 
 
Is English your first language?  (Circle one) YES NO 
 

 If not, what is your first language? __________________________________________________ 

 
POST SURVEY QUESTIONS: 

(PANEL, PLEASE NOTE: first 11 questions are the same, but the “fill in” question was changed 

to the following): 

 

What did you think of the reading assignments? If you liked them, what did you like about them? 

If you didn’t like them, what didn’t you like? Should Dr. Magness continue to use them? Why or 

why not?  

 

______________________________________________________________________________ 

 

______________________________________________________________________________ 

 

______________________________________________________________________________ 

 

______________________________________________________________________________ 

 

______________________________________________________________________________
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