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Abstract 

The purpose of this study was to investigate the reliability and validity of the 

Turrentine/Bradl^ Literacy Testing Battery (TBLTB), a literacy test designed to parallel 

the type of texts and tasks commonly employed with undergraduates in a university class. 

The TBLTB has two forms, each consisting of multi-page reading passages selected from 

a widely used college-level psychology textbook. Form 1 of the TBLTB was a 2839-word 

passage about dreams. Form 2 consisted of a 2750-word passage about cognition. Each 

passage was accompanied by thirteen multiple choice and ten short answer test items. 

The TBLTB was administered to 138 undergraduate students attending nine 

classes at a southwestern university. The tests were given to the sample during two 

sessions typically separated by a one to three week hiatus. The standard directions and 

procedures were followed. Correlations across the two response types and between the 

two forms (Dreams and Cognition) were examined. 

Results of the study indicated that low to moderately low but positive correlations 

existed between the TBLTB and CPAs (college and high schools English) and the scores 

on the conraaonly used admissions tests (ACT, SAT, and SAT Recentered). The extent of 

agreement across the two response types and between the two forms Dreams and 

Cognition) of the TBLTB produced very positive results although correlations between 

raw scores was marginal. The wide range of scores across the two response types and 

between the two forms of The TBLTB indicates the tests is a valid measure of reading and 

writing skills. The quantitative data provided in examining short answer responses 
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provided valuable information in several areas: (1) the students ability to express 

information in written responses, (2) grammatical and spelling strengths and weaknesses, 

and (3) the possibility of the discovery of the presence of a learning disability. 

The conclusion of the study is that the Turrentine/Bradl^ Literacy Testing Battery 

(TBLTB) is a valid and reliable measure for screening students in terms of mastery/non-

mastery of college-level literacy skills and for aiding in determining the nature and extent 

of literacy weaknesses. 
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CHAPTERl 

THE PROBLEM 

The dropout rate among college students is alarming. Although accurate 

nationwide figures are difScult to obtain, it is estimated that fi'om twenty-five to fifty 

percent of entering fi-eshmen do not finish college (Berkner, 1996). Retention in college is 

a problem, particularly among minority students. With a difficult financial situation facing 

colleges and universities today, the non-retention of those students represents a waste of 

valuable resources. This waste of resources occurs in a number of areas: (1) faculty spends 

time on under-prepared students who ultimately leave school before completing their 

degrees, (2) the under-prepared student fells to succeed in a situation for which th^ are 

ill-prepared before giving up and leaving the institution to enter the work force minus the 

academic credentials that are so necessary to get ahead in the busmess world, and (3) the 

institution loses student fees. What is most distressing is the waste of a student's potential 

for success, a success that is very probably possible to attain had the student had the 

benefit of appropriate academic intervention. 

According to studies conducted by the Office of Educational Research and 

Improvement (1990) there are a number of factors associated with non-retention. The 

studies of the Office of Educational Research and Improvement revealed that all students 

do not receive equal preparation in elementary and secondary schools, leaving some of 

them with a lack of suffident literacy and study skills to cope with the requirements of 



13 

higher education. Literacy, in the context of higher education, means the reading and 

writing abilities required to succeed in undergraduate course work. The fear of academic 

failure can lead students to distance themselves from the source of the stress caused by a 

mismatch between their literacy capabilities and their college requirements. Studies of 

college dropouts have associated some school attrition to the aversive side of the "fight or 

flight" phenomenon (Whitman, 1985). Feeling inadequate in their ability to cope with their 

college course work, these students choose to remove themselves from the source of their 

stress and drop out. The identification of these students and the provision of early and 

appropriate interventions would do much to help these students become successfiil in 

college and to complete their post-secondary education. The attainment of their degree is, 

imdoubtedly, very important but what is more important in the long run is to develop 

those skills in terms of reading and writing skills, time management skills, and other similar 

strategies and practices that would serve these people in their careers and their lives in 

general throughout the rest of their lives. 

My awareness of the great diversity that exists among college freshmen in terms of 

their literacy skilb arose out of seven years of experience engaged in academic tutoring at 

the university level. Contrary to the popular belief that all college students are literate, the 

students who participated in my tutoring program fell into five basic categories: (1) well-

prepared students, (2) students who needed some assistance, (3) students with cultural 

differences which had a negative impact on college success, (4) students who were 

borderline illiterate, and (S) students with learning disabilities that affected their university 

work. A determination of the category into which each of these students fell came only as 
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a result of successes and difGculties encountered during tutoring sessions or when some of 

their writing assignments became due. In far too many cases the students who were 

encountering problems had, by the time I tutored them, become very discouraged with 

their academic careers. By the time I first began tutoring them some of my students were 

well into their college experience and at a point where it was almost too late. As I tutored 

them I learned that an early and valid assessment of my students' literacy competencies 

would have been a valuable tool in preventing the failure of some of my students with 

literacy problems. If they had received appropriate interventions earlier, they would have 

had a far greater chance of succeeding. 

Universities use one of two types of assessments to evaluate the literacy 
• r 

competencies of incoming fi-eshmen. Surrogate measures of literacy assessment such as 

the use of high school grades or years completed invite an assumption that the completion 

of a certain grade level in school is indicative of a predetermined level of literacy. Many 

colleges and universities incorrectly assume that applicants for admission to their 

university have attained a level of literacy necessary for success in higher education simply 

because the individual in question has completed high school. A case in point is the 

admissions policy at one large southwestern university. In this particular case, the 

inference that an acceptable literacy level has been reached is based on the completion of 

four years of high school English with a C or better. If any part of this criterion is 

substandard, the Admissions Office will then look at the Scholastic Aptitude Test (SAT) 

(College Entrance Examination Board, 1964) verbal scores or the verbal scores on the 

American College Test (ACT) (American College Testing Program, 1973) (Dorma Brimm, 
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personal communication, June 10, 1996). In fact, completion of four years of high school 

English may not be related to literacy competency. Furthermore, the criteria for 

determining English grades varies widely from school to school across the country and 

around the world. Given the diversity in nationalities, home states, and neighborhood high 

schools, English scores from high school records are a poor mdicator of literacy 

competency. 

Direct assessment measures are the second method of determining literacy 

competency, and may be either norm-referenced or criterion-referenced. Each of these 

two types of assessments has its own advantages and disadvantages. 

Norm-referenced tests are widely used across the country by universities and 

colleges. A norm-referenced test is an objective test that is standardized on a group of 

individuals whose performance is evaluated in relation to the performance of others. 

Among the best-known of the college aptitude tests are the Scholastic Aptitude Test and 

the American College Test. Many colleges use the Nelson-Dermy Test (Brown, Beimett, 

& Hanna, 1981) and the Degrees of Reading Power (TASA, 1995) to assess the reading 

ability of their incoming freshmen. Norm-referenced assessment tests allow one to 

estimate the relative general progress of large groups of students and provide a basis for 

examining an individual's general performance as compared to a peer group normative 

sample. Some of the disadvantages of norm-referenced tests include insufficiency for 

assessing a student's specific strengths and weaknesses within a given area and 

inappropriateness for following an individual's progress in specific skills. 
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Criterion-referenced tests may be defined as a measurement of achievement of 

specific criteria or skills in terms of absolute mastery and can be designed to help 

determine which specific skills or domain of knowledge an individuals student has 

mastered. The detailed information provided about a student's skills and knowledge can 

be valuable in making decisions about addressing specific weaknesses and providing 

appropriate interventions. The major problem inherent in criterion-referenced testing is 

determining where to set the criteria (standard of mastery) for passing or failing the test. 

Such criteria decisions are often arbitrary. Some other disadvantages are as follows: th^ 

are relatively expensive to develop, they must be revised periodically to reflect changing 

objectives, and they can require a great deal of testing time. 

Justification 

In any university there are many undergraduate students who are under-prepared 

for their academic programs because of inadequate literacy skills (Gebelt, Parilis, Kramer 

& Wilson, 1996; Mason, 1994; Morante, 1989). Therefore, the possibility of increasing 

retention rates among this population of students through the provision of appropriate 

literacy and assessment interventions should be the goal of institutions of higher learning. 

It is both humane and cost effective for colleges and universities to determine if incoming 

undergraduate students have the literacy competencies necessary to cope with college-

level course work. Reliance on high school English grades and SAT or ACT scores as 

predictors of academic success is questionable. 

There is a need for a more valid and reliable measure of the literacy preparedness 

of incoming college students. A criterion-referenced instrument which would indicate, not 
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only mastery of literacy skills, but could also be diagnosed to suggest appropriate literacy 

interventions is warranted as the first step in providing assistance to under-prepared 

students. The Turrentine/Bradley Battery for Evaluating the Literacy Competencies of 

Undergraduate College Students (TBLTB) (Turrentine & Bradl^, 1997) is a set of 

criterion-referenced tests which are designed to not only assess literacy competency with 

college level t^s but is also designed to provide information regarding the nature and 

extent of a student's literacy strengths and needs when the complete battery is 

administered. 

Statement of the Problem 

There is a need for a reliable and valid instrument that assesses the reading and 

Avriting abilities of incoming college fi'eshmen. The TBLTB is designed to assess 

academic-related skills of college students. Its goal is to provide an early and accurate 

assessment of the literacy strengths and weaknesses of college undergraduates and to 

provide direction in providing the appropriate interventions if needed. The purpose of this 

study was to determine ii^ in fact, the TBLTB provides a reliable and valid measure of the 

literacy competencies of undergraduate college students. The TBLTB has two forms. 

Each form of the TBLTB consists of a sbc to eight page passage from a college-level 

psychology textbook with an accompanying set of multiple choice and/or short-answer 

items. This study was an investigation of the following hypotheses. 

Hjnpotheses 

L There is no relationship between TBLTB Form 1 and TBLTB Form 2 in terms 

of multiple choice scores. 
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2. There is no relationship between TBLTB Form 1 and TBLTB Form 2 in terms 

of short-answer scores. 

3. There is no relationship between the multiple choice scores and the short-answer 

scores on TBLTB Form 1. 

4. There is no relationship between the multiple choice scores and the short-answer 

scores on TBLTB Form 2. 

5. There is no difference between TBLTB Form 1 and TBLTB Form 2 in terms of 

mean differences on the multiple choice scores. 

6. There is no difference between TBLTB Form 1 and TBLTB Form 2 in terms of 

mean differences on the short answer scores. 

7. There is no relationship between the scores on the TBLTB and the college 

GPA. 

8. There is no relationship between the scores on the TBLTB and the &ir Verbal 

Scores. 

9. There is no relationship between the scores on the TBLTB and the ACT scores. 

10. there is no relationship between the scores on the TBLTB and the high school 

English GPA. 

Procedures for Collecting Data 

I. The sample population for this study was composed of undergraduate students 

(n=138) attending a large southwestern university. The participating undergraduate 

students were attending nine class groups ranging in size from fifteen to forty being taught 

by my colleagues. Their teachers asked them if they were willing to participate in a ^dy 
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designed to assess literacy skills. The sample consisted of those who agreed to participate 

and was heterogeneous with regard to race and ethnicity. The group ranged from 

freshmen through seniors. 

2. The original design of the TBLTB was based on reading passages selected from 

a freshman psychology textbook with the rationale that th^r were fairly representative of 

the type and difi5culty of reading encountered by most college students. One passage is 

followed by a set of ten short-answer questions and the second passage is followed by a 

set of thirteen multiple choice questions. In order to determine the reliability and validity 

of the TBLTB, new questions were developed so that each of the reading passages were 

accompanied by a set of short-answer questions and a set of multiple choice questions. 

3. The participants were randomly assigned, approximately twenty-one to twenty-

four to each of sbc groups. The variation in the size of the groups was the result of 

mortality in the sample. The mortality was the result of two factors: (a) some participants 

who took part in the first test sessions failed to show for the second session, and (b) some 

students in two of the class groups which had a fifty-minute time limit were unable to 

complete both formats of the testing. 

4. A parallel form reliability study (Groups A and B) and a validity study (Groups 

C through F) counterbalanced for order effects were conducted. 

5. Testing was done during two sessions approximately one to three weeks apart 

following the design indicated in Table 1. 
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6. The majority of the testing took place during class time. Of the nine class 

groups, two were fifty minutes long; the remaining seven class groups were seventy-five 

minutes long. 

TABLE 1.1 
RESEARCH DESIGN 
Treatment Session One Session Two 

Group A Form 1 - Multiple Choice 
Short Answer Written 

Form 2 - Multiple Choice 
Short Answer Written 

Group B Form 2 - Multiple Choice Test 
Short Answer Written 

Form 1 - Multiple Choice 
Short Answer Written 

Group C Form 1 - Multiple Choice 
Short Answer Written 

Form 2 - Short Answer Written 
Multiple Choice 

Group D Form 1 - Short Answer Written 
Multiple Choice 

Form 2 - Multiple Choice 
Short Answer Written 

Group E Form 2 - Multiple Choice 
Short Answer Written 

Form 1 - Short Answer Written 
Multiple Choice 

Group F Form 2 - Short Answer Written 
Multiple Choice 

Form 1 - Multiple Choice 
Short Answer Written 

Definition of Terms 

The following terms, as defined, were used throughout this study; 

1. Concurrent validity indicates the relationship between a known, valid measure of 

a trait and a measurement procedure under study. 

2. Content validity refers to the extent to which the questions on a test represent 

the skills in the specified subject. 

3. Predictive validity refers to the extent to which a test can be used to draw 

inferences regarding achievement. 
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4. Placement refers to the process of guiding students into appropriate remedial 

courses based on assessment outcomes. 

Limitations 

This study has the following limitations; 

1. The sample population was limited to volunteer undergraduate students from 

one southwestern university and may not be representative of student populations 

elsewhere. 

2. The reading passages chosen for the TBLTB are from a freshman psychology 

text book and may not be representative of other types of college-level expository texts 

such as mathematics, history, etc. 

3. The two reading passages chosen for the TBLTB test are expository in type and 

may not be representative of the reading of other types of college-level texts such as 

narrative, poetry, etc. 
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CHAPTER! 

Review of the Literature 

The issue of assessment at the level of higher education has been the object of 

study and research for many years. This chapter will examine a number of areas related to 

assessment; (1) who should be assessed, (2) the use of admissions tests such as the &4 Tor 

ACT as predictors of success at the college level, (3) the ideal model for assessment 

practices, (4) what assessment instruments have been used and are being used by colleges 

and universities, (5) the criteria for selecting tests, (6) the strengths and weaknesses of 

some of the instruments currently favored, and, finally, (7) the relationship between 

assessment and intervention efficacy. 

Who Should Be Assessed 

Non-retention of students has been and continues to be a serious problem at the 

university level. Of all the students who enter higher education, fewer than half will 

graduate (Berkner, 1996; Boylan and Bonham, 1992; Tinto, 1987). The figures 

represented by researchers regarding the nimiber of entering college students who are 

under-prepared to handle college-level course work is staggering. Maxwell (1988) defines 

under-prepared learners as students 'Svhose skills, knowledge, and academic ability are 

significantly below those of the 'typical' student in the college curriculum in which they 

are enrolled" (pp.2-3). Figures indicate that fi-om twenty-eight to thirty-nine percent of 

entering students do not possess the basic proficiencies in reading, writing, and 

mathematics needed to perform successfully at the college level (Mason, 1994; Abraham, 
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1987; Grable, 1988; Plisko & Stem, 1985). As Boylan and Bonham (1992) point out, the 

criteria for determining the level of under-preparedness varies from one institution to the 

next. No matter which criteria are used, the ramifications of being under-prepared have 

serious consequences for college students. The most recent studies available (Abramson, 

Seligman, & Teasdale, 1978; Diener & Dweck, 1978; Dweck, 1975) have demonstrated 

that under-prepared students who enter college and who find themselves performing at a 

level lower than they expected may become disillusioned and begin to doubt that they are 

capable of achieving. Gebelt, Parilis, Kramer, & Wilson (1996) argued that these negative 

perceptions can be both self-fiilfilUng and self-perpetuating and, ultimately, lead the 

students to simply stop trying or to leave school altogether believing their problems to be 

insurmountable. It does appear that the majority of the institutions of higher learning in the 

United States do recognize the fact of academic and literacy under-preparedness with 

eighty to ninety percent of them providing some form of academic and/or literacy 

remediation (Boylan, Bonham, Bliss, & Claxton, 1992; Lederman, Ryzewic, & Rebaudo, 

1983; The New Jersey Basic Skills Council, 1987). 

The problem then becomes the means by which institutions of higher education 

select those who need remedial or developmental services. Boylan and Bonham (1992) 

pointed out that, in most cases, local institution's criteria for these services are based on 

scores from standardized achievement or placement tests. There seems to be a general 

consensus that some kind of screening or assessment is necessary. A survey conducted by 

Lederman, Ryzewic, & Ribaudo (1983) found that nearly ninety-seven percent of the 

respondmg institutions assessed the skills levels of entering freshmen while only two 
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percent of the institutions felt that such assessments were unnecessary (Bray, 1987). While 

mstitutions of higher education appear to agree on the need for academic and/or literacy 

assessment of incoming first year students, there is disagreement regarding the best way to 

conduct such an assessment. 

Admissions Tests 

Despite the apparent agreement among institutions of higher learning that 

assessment of incoming students is warranted, there seems to be disagreement as to what 

form that assessment should take. Rouche and Archer (1979) had argued that high school 

grades are unreliable for assessment purposes because of grade inflation, lowered 

academic standards, inaccurately administered tests, and other factors. Bray (1987) 

discussed a trend of colleges and universities becoming willing to rely on high school 

grade point averages as indicators of student ability. At the same time. Bray expressed 

concerns at the move toward an increased dependency on SAT or ACT scores as measures 

of student potential in college. Bray argued that these college aptitude tests can only 

provide indications of potential problems and do not provide suflBcient information to give 

an in-depth analysis of deficiencies. According to Boylan, Bonham, & Bliss (1984), ninety-

one percent of four-year institutions required entering students to participate in some 

form of college aptitude assessment. Among these schools, ACT and SAT scores were the 

most fi'equently used tests as part of their admissions processes because th^ reported that 

those scores were readily available. However, the work of Sedlacek & Adams-Gaston 

(1989) concluded that there was no significant correlation between SAT scores and 

student college grades and that, therefore, SAT scores alone were not good predictors of 
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success in terms of grade point averages. A number of other studies (Sue & Abe, 1988; 

Clark & Grandy, 1984) found that the 547 scores combined with high school grades are 

moderately good predictors of &st- year student grade point averages. 

It appears that aptitude tests such as the T or ACT are deficient for the purposes 

of identifying students in need of placement in developmental or remedial courses 

designed to improve academic and/or literacy proficiency. There does appear to be some 

difference between the average SA T scores of all college-bound students and the average 

scores of under-prepared or developmental students. The Chronicle of Higher Education 

Almanac Issue (1993) reported that for developmental students for whom the SAT scores 

were available, the average SAT combined score was 674 while the average SAT 

combined scores for all college-bound students was just over 900. Anastasi (1988) argued 

that while the scores on such tests may be helpfiil for general administrative decisions, 

they are not precise enough to provide the information needed for individual student 

placements. Morante (1987) did not discount using the information provided by high 

school grades and SAT or ACT scores, but argued that all assessment placement systems 

should be based prir:~rily on tests developed especially for that purpose. Ideally, he 

contended, decisions should be made on an accumulation of data fi'om high school grades, 

college aptitude tests such as the ACT or SAT^ and placement tests. The New Jersey Basic 

Skills Council compared SAT results with the results of the New Jersey Basic Skills 

Placement Test and found that many students with above-average SAT scores were still 

not proficient enough in basic skills to be ready for college-level courses (1986). They 

concluded that a test designed to specifically measure basic academic and literacy skills 



26 

was needed for accurate placement into developmental courses even for students who 

performed above the national average on the 54 T (Bray & Belcher, 1987). Hills, Hrsch, 

& Subhiyak (1990) summarized some of the problems in assessing students at the college 

level as follows: (1) general aptitude measures such as the &4For ACTlsLck predictive 

value, (2) standardized tests are often unlinked to specific course objectives, (3) many 

tests are "athoeretical" and limited in scope and (4) there is no attempt to link them to 

other skills such as writing. Morante (1989) makes a good argument in saying that while 

testing, placement, and developmental education do take extra time and cost extra money 

the students need them for a quality education. Relying on SAT or ACT scores to provide 

the information necessary to ensure that students get the help they need is a disservice to 

students. 

An Ideal Model for Assessment Practices 

Morante (1989) is not alone in advocating the use of multiple variables in assessing 

the basic skills of college students. While Morante strongly advocates the use of placement 

tests specifically for placement, he also advises using SAT or ACT scores and high school 

grades along with placement test scores when making placement decisions. Sawyer (1990) 

agrees with Morante in advocating the use of multiple variables in making placement 

decisions as do Simpson and Nist (1992). While the use of multiple variables does 

complicate matters in making such decisions all of these researchers are in agreement in 

contending that assessment practices and placement decisions must be based on multiple 

variables to produce a true picture of a student's academic abilities. Aside fi'om an 

increase in the cost, a complexity issue arises from the problems of formulating placement 
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decision nales based on several variables and in explaining these rules to the staff who 

must implement them (Sawyer, 1992). Cost and complexity aside, both Morante and 

Simpson and Nist have created an ideal model upon which they believe that college 

assessment and placement practices should be built. 

According to Morante, the ideal placement tests should have the following 

characteristics: reliability, validity (with content validity being the most important indicator 

of the appropriateness of the test) and consist of both multiple choice and essay 

components. Additionally, Morante argues that assessment instruments should be 

criterion-referenced, power rather than timed tests, and that efforts should be made to 

decrease random guessing on the multiple choice segment by providing four or five choice 

options for answering items. He suggests ample time limits for administrative purposes: 

one hundred percent of the students should complete at least seventy-five of the items and 

ninety percent of the students should be able to attempt all of the items. He also suggests 

that all assessment instruments have an alternate, equivalent form both for retesting when 

necessary and for post-testing. 

The Simpson and Nist model (1992) contends that a comprehensive model for 

college placement assessment should be based on the purpose behind the reading 

assessment. Cross and Paris (1987) discussed the three major purposes of reading 

assessment; (1) sorting, (2) diagnosing, and (3) evaluating. According to Simpson and 

Nist such variables as ACT and SAT scores, and high school grade point averages serve 

the purpose of sorting students to determine which students should be screened for a 

college reading program. The second purpose of assessment, diagnosing, calls for 
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gathering information about a particular student's strategies and processes. The diagnostic 

tests are the tests that are used to make informed instructional decisions about individuals. 

The third purpose for assessment is to evaluate the effectiveness of a particular treatment 

or instructional program on retention in college or improved reading performance. A 

comprehensive model of assessment, therefore, should include a variety of formal and 

informal instruments that sort, diagnose, and evaluate. 

In expressing the characteristics that should make up an ideal comprehensive 

model of assessment, Simpson and Nist point out that, while it may be difiScuIt or even 

impossible for any one assessment program to possess all of the characteristics they 

describe, we should try to attain that ideal. Their ideal assessment model consists of the 

following characteristics: 

(1) A match exists between the philosophical base, the short- and long-term 

goals of the readmg program and the assessment instrument used. The short-

term goals are to help students become strategic readers and active 

learners while the long-term goal is to help students succeed in college. 

(2) Sorting, diagnosing, and evaluating should be accomplished across tasks and 

texts. In assessing individual strengths and weaknesses, the authors advocate 

using longer pieces of text (e.g. an entire text chapter) from a college-level 

textbook to simulate a task which students will encounter during their first 

two years of college. 

(3) Multiple "cutting scores" (standards of mastery) and multiple variables are 
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used for sorting and diagnosis. 

(4) Assessment instruments measure various types of cognitive processing to 

determine if college students can modify their processing strategies 

according to the content area and task. 

(5) The information gathered from assessments informs instructors about student 

strengths and weaknesses as they move toward strategy masteiy. 

(6) Students are involved in their own diagnosis as well as in the evaluation of 

whether th^ accomplished short- and long-term programmatic goals. 

(7) Assessment measures provide pertinent and practical information that is 

used to improve instruction and inform students. 

The model of assessment presented by Simpson and Mst is an ambitious one. 

However, the whole idea behind assessment is to benefit students. Therefore, it is the 

responsibility of every institution of higher learning to be dedicated to facilitating student 

success. 

Preferred Assessment Instruments 

An examination of the preferences of various institutions in terms of their choice of 

assessment instruments reveals a great deal of disagreement. The McNabb Survey 

conducted in 1989 uncovered information which revealed that a wide variety of 

assessment criteria was being used for English and Mathematics placement. 
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Table 2.1 

Percentages of Institutions Using Various Types of Data 
for Placement in English and Mathematics 

English Mathematics 

ACT Assessment grade expectancies 4 3 
ASSETT/CPP Scores 10 9 
College Board Achievement Test Scores 12 12 
Ifigh School Rank 14 13 
SAT TSWE Scores 16 4 
SAT Total Scores 19 18 
lEgh School subject area GPA 19 23 
High School courses completed 21 40 
High School overall GPA 22 22 
ACT assessment Composite score 28 22 
SAT Verbal or Mathematics scores 34 33 
ACT Assessment English Usage or Math Usage scores 43 38 
Local/Institution placement test scores 14 14 
Other variables than tests and high school record 14 14 
Other nationally standardized tests (e.g.Nelson-Denny,etc) 30 25 

While reading placement is not clearly addressed by the McNabb Study some specific 

reading placement instruments (e.g. the Nelson-Denny Reading Test) were mentioned. 

McNabb found that, for whatever reason, nearly half of the institutions were investing 

resources in developing, revising, and administering local placement tests even while 

nationally published tests were also being used. McNabb suggests several possible 

explanations for this practice: (1) Nationally published tests may not be as predictive as 

local tests because of the inappropriateness of their content, (2) they may be too difScult, 

or (3) for philosophical and political reasons, faculty and administrators may prefer locally 

constructed tests. The disagreement surrounding the choice of assessment instruments 

seems to continue. A recent request concemmg institutional preferences in using available 
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tests was sent out on the listserv for Learning Assistance Professionals. Responses 

indicated the following tests were currently being used: the Nelson-Denny Reading 

Test (Brown, Bennett, & Hanna, 1981), the Degrees of Reading Power (TASA, 1995), 

ASSET (American College Testing Program), and several computerized tests including 

the COMPASS fACT Placement Programs, 1996), the ACCUPLACER, and the 

Computerized Placement Test. Few of the responses indicated the use of a local 

placement test. An interesting development as a consequence of the request to the listserv 

was that a relatively large number of the respondents asked to be advised of the outcome 

of this study. Disagreement as to which test or tests to use for college academic and 

literacy placement purposed and dissatisfaction with existing tests seems to continue. 

Criteria for Selecting Tests 

Since there appears to be no perfect test now available, the selection of the best 

possible test for assessing an individual's literacy strengths and weaknesses should be 

based on: (1) knowledge of the factors which require assessment, (2) what purpose the 

assessment serves, (3) how the process of reading can best be assessed, and (4) what 

characteristics constitute a good assessment instrument. 

Hanmiill (in Weiderholt & Bryant, 1987) defined assessment as the act of acquiring 

and analyzing information about a particular student for a stated purpose (e.g. identifying 

specific problems and planning instructional programs). In addition to providing 

information about the instructional needs and developing programs to meet those needs, 

assessment allows for the documentation of individual student's progress in special 

programs and provides information for use in research projects. 



A test or assessment instnmient as defined by the Report of the National 

Commission on Testing and Public Policy (199) is a set of questions or situations designed 

to permit an inference about what an examinee knows or can do in an area of interest. The 

most commonly used tests involve: (1) the presentation of questions followed by a number 

of items fi"om which the examinee selects the most appropriate answer or (2) the examinee 

writes a response to an essay-type questioru A standardized test is one in which all 

examinees are given identical directions, time limits, and questions. The results from such 

tests may be analyzed as a norm-referenced test in which the results compare the 

examinee's performance relative to a comparison or norm group or as a criterion-

referenced test which describes what a test taker knows or has mastered. An analysis of an 

individual's literacy strengths and weaknesses are better served through the use of a 

criterion-referenced test. 

Mason (1994) defines the assessment concerns as applied to college reading 

improvement programs as "...those instruments, practices, and procedures which are vital 

to the analysis of student reading behavior" (p.33) There are some issues surrounding the 

testing of reading which remain um-esolved. Construct validity, whether the test actually 

measures the behavior under consideration is the most important factor when test scores 

are being relied on to direct performance or predict performance. Many critics of reading 

tests, as Powell (1989) points out, claim that current approaches to the assessment of 

reading comprehension are measures of reading comprehension as a product of the 

reader's interaction with the text. Rather than measuring the process involved in reading 

comprehension, what the tests are measuring is comprehension in the form of required 
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responses that are the products of reading. As a result, such methods of measuring 

comprehension are indirect measures. But, as Powell, argues, the product of reading is a 

reflection of the process the test-taker uses to generate the responses that produce a 

reading comprehension test score, and, therefore, differences in test scores across test-

takers and testing sessions should reflect differences in the processes used to read the test 

passage and to respond as directed. 

The means by which an institution will choose to assess the literacy skills of 

students may involve the purchase of a nationally published test, developing one locally, or 

making a decision to use a combination of assessment variables. A number of nationally 

published college literacy tests includes: (1) the Nelson-Denny Reading Test (Brown, 

Bennett, & Hanna, 1981), (2) Has Degrees of Reading Power (J ASA, 1995), (3) the 

ASSET Test Battery (American College Testing Program, 1989a), and a nimiber of 

computerized assessment instruments including COMPASS (ACT Placement Programs, 

1996), Accuplacer, CBT, and CAT There are a number of characteristics to consider 

when selecting a coUege level literacy test: (1) the contents of the accompanying test 

manual, (2) whether the test is a timed test or a power test, (3) possible cultural bias in the 

test items, and (4) the relevancy of the test to what students will actually be doing in their 

college reading. 

The information included in the testing manuals should be complete and detailed. 

According to Marzano, Hagerty, Valencia, and DiStefano (1987) the testing manual 

should contain all of the following information: 



34 

(1) the development of the test including the rationale, procedures for writing items 

and the results of items analysis. 

(2) detailed scoring and interpretation procedures and cautions against misuses of 

the test. 

(3) comprehensive directions for the administration of the test. 

(4) information about reliability and validity. 

(5) if the test can be hand scored, the scoring procedures should be specific and 

clearly interpretable. 

(6) if the test is a normed one, complete information on the conditions under which 

the normative data were obtamed including the dates of norming and the geographical 

location. The norms should be available for comparisons if the test can be hand scored. 

(7) the time limits, scoring procedures, and the test cost. 

In spite of the fact that some of the nationally published tests are timed tests, there 

is some disagreement with the timed approach (Kelly, 1985; The National Commission on 

Testing and Public Policy, 1990; Mason, 1994). The opinion expressed by the National 

Commission on Testing and Public Policy is that scores firom timed tests may be more of a 

reflection of the test taker's ability to work quickly under pressure than a measurement of 

their reading skills. Deem (1981) argued that timed reading tests may be biased against 

culturally and linguistically different students and Chall (1970) argued that timed reading 

tests may produce inaccurate reflections of a student's ability. Mason's solution to the 

apparent cultural bias which arises out of timed tests is to do one of two things: (1) 

lengthen the time limit on the test or do away with time limits altogether, or (2) do not 
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alter the time allocation, but train students in the most vulnerable groups (those who have 

been identified through the research to be affected by the time factor) in strategic skills 

which will rapidly accelerate their test-taking rate (p.39). It is Mason's opinion that 

reading rate should be considered as a separate factor arguing that the purpose of reading 

tests should be to gain information about the student's reading skills. As he points out, 

'Tor students to go through material without understanding it or without being able to 

remember it is a waste of time no matter what the reading speed" (p.39). 

The issue of cultural bias has been a source of controversy for many years. The 

issue of cultural bias in testing appears to be a credible one when die tests serve in a 

"gatekeeper" capacity and may, therefore, exclude some students fi^om an equal 

opportunity to a quality education. The possibility of test bias in college aptitude tests 

such as the ACT or &4rhas been discussed in the popular press for a number of years. 

When these tests are used as criteria for admissions to colleges and universities and there 

is the possibility of test bias in their test items, then the possibility exists that some 

students may be denied admission to institutions of higher learning based on their cultural 

and linguistic backgroimd. There is a counter argument that takes the position that a 

student's culture should be taken into account when assessing that student for placement 

into developmental courses. As Mason points out, the textbooks and materials which 

college students will encounter in their college careers will be in standard English. Mason 

argues that, "It seems reasonable to expect students to master the dominant dialect, 

standard English, while encoun^ing them to retain their own" (p.37). An assessment of 

basic skills is the purpose behind reading and writing tests and that includes a 
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determination of a student's ability to use standard English in the college setting, given the 

need for English competency to succeed in most college courses. 

At issue also has been the relevancy of the assessment of those skills which 

will be required of students on a regular basis in their college courses. Sammons and 

Davey (1994) call for a more authentic assessment of students' skills in using college 

textbooks. They contend that it would seem logical to base college placement tests on 

textbook passages which have some length since this is the type of daily reading task that 

most college students will be called on to perform. 

In examining the strengths and weaknesses of some of the most commonly used 

nationally published tests, the Nelson-Denny Reading Test, the Degrees of Reading 

Power, the ASSET, COMPASS, and a number of computer tests, it should be noted that 

the one missing component in all of them is a writing test. 

The Nelson-Denny Reading Test 

The Nelson-Denny Reading Test (NDRT) is a widely used college level reading test. 

First developed in 1929, the NDRT has gone through numerous revisions over the years. 

The NDRT has been the subject of considerable research (Wood & Bennett, 1990; Hawes, 

Heerman, Lamb, Lowenstein & Seltzer, 1982; Feldt, 1988, Gerow & Murphy, 1980; Geis 

& Carney, 1979; Wood, 1982). The test is brief and inexpensive (Wood & Bennett, 1990) 

and appears to be widely used (LNASST Listserv). Forms E and F of the NDRT were 

published in 1981 and were purported to be designed to surpass earlier versions in terms 

of technical quality and content validity (Wood & Bennett, 1990). However, the basic 
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Structure of the NDRTlas remained the same, a vocabulary section followed by a 

comprehension section, both of which are timed. The widely used Forms E and F are 

composed of a vocabulary section containing one hundred items which must be completed 

in fifteen minutes and a comprehension section consisting of eight reading passages and an 

accompanying set of test items with a time limit of twenty minutes in which to respond. 

All test items are in multiple choice format with five options per item (Brown, Bennett, & 

Hanna, 1981). Reading rate is measured by having the student read while the examiner 

times one minute at which point the student locates the number at the right of that line and 

records the number of the line. The eight reading passages are drawn fi-om a variety of text 

types. The newer forms of the NDRT, Forms G and H, has not been changed in format but 

the number of vocabulary items have been reduced fi"om one hundred to eighty items with 

a fifteen minute time limit for completion. The comprehension section has been reduced 

fi-om eight passages to seven passages with an accompanying set of thirty-eight test items 

rather than the thirty-sbc items in Forms E and F (ERIC/ETS Test Collection). The test's 

authors addressed the issue of content validity by choosing vocabulary words and readuig 

passages which they believed represented a balance between humanities, natural and social 

sciences and reading difficulty levels suitable for students who ranged fi-om grades nine 

through sixteen (Brown, Bennett, & Hanna, 1981, pp.11-13). Form E was statistically 

equated with Form F to produce a comparable pre-test and post-test system. According to 

the authors the alternate form reliability for each of the Actors is as follows: .92 for the 

vocabulary subtest, .77 for the comprehension subtest, .69 for reading rate, and .91 for the 

total NDRT score. Each vocabulary item answered correctly is awarded one point while 
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each correct response to the comprehension subtest is awarded two points. The NDRT 

authors suggest the Total Score is most usefiil in identifying students, "...who may need 

special help with their reading" (p.6) and also for use as a predictor of academic success 

(p.7). 

A number of studies have addressed the predictive validity of the NDRT. Research 

undertaken by Geis and Carney (1979), Gerow & Murphy ( 1980), Hawes, Heerraan, 

Lamb, Lowenstein, & Seltzer (1982), and Wood (1982) revealed that, although 

statistically significant, the validity coefficients for the NDRT were not overly impressive. 

The coefGcients ranged fi-om .27 to .37 for individual coarse performance (Wood, 1982), 

.33 for social science GPA (Geis & Carney, 1979), and .35 for self-reported high school 

GPA (Hawes et al., 1982). The research conducted by Gerow and Murphy (1980) found 

moderate validity coefficients ranging fi-om .40 to .64 in predicting semester-point total in 

an introductory psychology course. Woods' research (1982) using Form C of the NDRT 

showed the NDRT correlated positively with the 547 Verbal Subtest (.79), the ACT 

Composite score (.71), high school grade point average (.39). He concluded that while the 

overall consistency estimate of the NDRT appeared to be adequate for predictive 

purposes, it was probably not adequate for diagnostic purposes. 

Extensive research was conducted by Wood and Bennett (1980) using Form E of 

the NDRT. The purpose of their six-year study was to determine the relationships between 

the NDRT-E scores and other indicators of academic success such as college grade point 

average (C GPA), high school GPA (HS GPA), high school rank in class (HS Decile), 

ACT scores and SAT scores. NDRT scores of seven-thousand six-hundred and thirty-five 
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college students were matched with all of the above variables with the folloAving results: 

the NDRT-E scores correlated positively vnihACTcomposite scores (r=-69), with SAT-V 

scores (r=.77), and to a lesser degree with college GPA (r=.22) and high school GPA 

(r=.26). In spite of attempts to continually improve the NDRT over the years. Woods' 

previous research (1982) with the NDRT-C indicated that Form C produced a somewhat 

higher correlation with college grades (r=.33). As a result of their research. Wood and 

Bennett expressed some concerns about the NDRTs construction. They argue that. 

The content validity of both the Vocabulary and Comprehension 
tests and the effects of the Vocabulaiy section's speeded nature 
present very real problems. The low item discrimination of most 
of the Comprehension questions probably is associated with 
their difiSculty values and tends to make this potentially valuable 
subtest too easy and too unreliable for truly eflfective use with 
moderately able college students (p. 17). 

Th^ found that although ninety-nine percent of the students completed most of the first 

twenty questions in each subtest, more than one-third failed to complete the last twenty-

five vocabulary questions and the last four comprehension questions. Less than thirty 

percent completed the last ten vocabulary questions. To quote the authors: 

The highly speeded nature of the Vocabulary section of the NDRT 
suggests the possibility that students could improve their scores 
to a considerable degree if th^: (1) improved their reading speed; 
and/or (2) spent their last twenty seconds blindly answering their 
remaining questions. Since there is no penalty for guessing, blind 
answering of unanswered questions should increase their scores 
by one point for each five questions. This characteristic of the 
NDRT calls into question its validity and especially its use as a 
post-instructional measure of improved reading skills. Similar but 
lesser effects may operate in the Comprehension test (pp. 16-17). 
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Reviews of the NDRT Vorni E and its statistically-equated counterpart. Form F 

have revealed some other concerns. Yseldyke (1985) felt that while the NDRTfills a need 

for a measure of reading achievement designed for secondary and college-age students but 

expressed some concerns about its validity for its intended uses, particularly that of using 

the test for diagnostic purposes. He also had concerns about the sample used in testing the 

instrument feeling that there was an overrepresentation of small schools (no "major" 

institutions were included in the sample); that there was a disproportionately regional 

representation and an under-representation of Black and Hispanic students. Tiemey 

(198S) found fault with the choice of the reading passages on the Comprehension subtest. 

He argued that, 'Tf the test is to support curriculum decisions for groups of students, then 

there should be a clearer match between what is measured and what had been taught or 

what might be taught" (p.745). He clauned that the texts sampled do not appear to be 

representative of the type of text students will regularly confiront in their college courses. 

Degrees of Reading Power 

Another widely used college level reading tests is the Degrees of Reading Fewer 

(DRP). Based on a modified cloze procedure, the test manual states that the DRP is 

designed to,. .assist in the management of instruction, to monitor a student's progress 

toward specific goals, and to provide outcome measure for... accountability" (TASA, 

1990,p. 1). Gillespie (1990) viewed the DRP as both a survey test and a diagnostic test. 

The advanced test, designed for grades six through twelve, provides an indication of a 

reader's ability to reason with prose material at differing levels of difiSculty (Gillespie, 
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1990). An analysis of the DRP by Stoker (1987) revealed the following characteristics of 

the test: (1) the test items are designed in such a way that the passages in which they are 

embedded must be read and understood in order for the student to select the correct 

response; (2) all of the content information needed to select the correct response is 

contained within the DRP passage; (3) regardless of passage diflSculty the response 

options are all conunon words; (4) the DRP passages are designed to reduce the likelihood 

that guessing strategies, associative processes, and other non-reading activities can be 

used to respond correctly; and (5) item difhculty is linked to task difiBculty. Each of the 

eight passages in the advanced test are on topics drawn from the Encyclopedia Britannica 

and consists of approximately three hundred and twenty-five words arranged in order of 

increasing difficulty. In each of the eight passages, seven sentences contain a blank space 

indicating a missing word. For each blank, the reader is provided with five single word 

options fi-om which to choose. All of the options are designed to make sense within the 

sentence if it is taken out of the context of the passage but only one is correct for the 

sentence as it appears in the passage. The College Placement series with two forms is 

designed to be used to place students in developmental courses or programs. 

According to Stoker the Individual Report which comes out of the DRP appears to 

provide two kinds of information: (1) how well students comprehend prose at defined 

levels of readability and (2) the kinds of materials a student can read independently or read 

with some help. 

A review of the DRP by Hanna (1985) stated that, despite claims of the test 

developers to the contrary, the DRP tests are only marginally amenable to criterion-
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referenced interpretation, although they are well-developed for norm-referenced survey 

purposes. E£s concerns about the meaningflilness of using the DRP as a criterion-

referenced measure are as follows: (1) the limitation of test content to nonfiction prose, 

(2) the rooting of the DRP units in cloze methodology, (3) the lingering extent to which 

the independent item difiSculty may impede interpretation, and (4) the need for a well-

defined content domain by which to describe what an examinee can do. Hanna did find the 

DRP tests to be very effective in avoiding passage independence and the novel modified 

cloze item type to be appealing. 

Bruning's (1985) review of the DRP focused on a novel feature of the test that 

involves the scaling of test scores to the readability of text materials rather than to grade 

equivalents or other common indices. The scores of text materials used for the DRP are 

obtained through a Rasch model of readability analysis. While Brunig judges the DRP to 

be one of the best conceived and carefiilly constructed measures of reading comprehension 

available, he does find some faults with the test: (1) the lack of readily available data to 

allow users to make informed judgments about the test's utility, (2) unclear administration 

instructions, and (3) a lack of information about the characteristics of the norming group. 

^5E7T Testing Battery 

The Testing Battery was first developed by the American College Testing 

Program in 1983 for the purpose of advising, course placement and retention of students 

entering two-year institutions. A new instrument was released in 1989. The ASSETT'is 
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composed of two levels. One level is designed to assess basic skills in writing, reading, and 

mathematics. A second level examines more advanced skills on mathematics. 

The Writing Skills Test is designed to measure a student's understanding 

of the conventions of standard written English in terms of punctuation, grammar, sentence 

structure, strategy, organization, and style (American College Testing Program, 1997). 

The test consists of three prose passages each of which is accompanied by a sequence of 

twelve multiple choice test items. The items are designed to measure usage and mechanics 

of standard English by offering alternative responses including 'No Change' to underlined 

portions of the text. The student must decide which alternative employs the conventional 

practice in usage and mechanics that conforms to the sense of the context. The student is 

allowed twenty-five minutes to complete the test. 

The ^iSSETT Reading Skills Test also has a twenty-five minute time limit. This test 

is designed to measure reading comprehension as a product of skill in referring and 

reasoning. The student is presented with three prose passages of about three-hundred and 

seventy-five words each that are representative of the level and kinds of writing commonly 

encountered in college fi'eshman curricula. Topics included in the reading passages are 

fi'om prose fiction, business, and the social studies. Each passage is accompanied by a set 

of multiple choice items. 

Of the four hundred institutions using the ASSET Testing Battery in this country in 

1990, ninety percent of these were two-year colleges. ASSETT consists of basic skills tests 

in reading writing, and mathematics. Sawyer evaluated those tasks included in the tests as 

being ".. .representative of the academic skills typically taught in high schools and needed 
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for post-secondary work" (p.35). He continued on to say that, "It is unlikely that ASSETT 

(or any other nationally published test) measures all of the academic skills required for a 

particular freshman course. It is likely, though, that for many freshman courses the 

ASSETT tests measure some of the required skills". The.^^SSETT Testing Battery does 

include a writing test. It does not, however, provide a direct measure of a student's 

writing skills but does measure student's knowledge of the rules of written English and 

their editing skills. 

COMPASS 

The COMPASS is a computerized test composed of three placement measures: (1) 

mathematics, reading, and writing (ACT Placement Programs, 1997). The COMPASS 

Reading Test uses reading passages which it claims have a reading level which 

approximate the level a student would encounter in their first year of college. The 

passages are of five types: (1) prose fiction, (2) humanities, (3) social sciences, (4) natural 

sciences, and (5) practical reading (reading which presents information relevant to 

vocational or technical courses). Each reading passage is approximately two-hundred and 

twenty-five words and is followed by five reading comprehension items which are of two 

general categories: referring and reasoning. The items are of two basic types: multiple 

choice and text highlighting. Multiple choice items have five options from which the 

student may choose. The text-highlighting items pose a questions and then ask examinees 

to locate within a passage a specific segment of text that answers the item. "Examinees are 

required to select from a considerably larger pool of possible responses the one that most 

appropriately answers the question" (p. 15). 
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The COMPASS Writing Skills Placement Test requires students to read an essay 

presented to them on the computer screen and to look for problems in grammar, usage, 

and style within the essay. Upon finding an error, students may replace that portion of the 

text with one of five alternatives. Text passages are presented to the examinee as an 

unbroken whole, and there is no indication of where the errors are located. Examinees can 

choose to edit any portion of the text. There is a test item for each segment of the text, so 

that an item with five alternatives will appear no matter where an examinee chooses to 

revise the text. In addition to the items that correspond to passage segments, there are one 

or two multiple choice items that appear after the examinee is finished revising that 

passage. "These items pose global questions related to the passage" (p. 19). 

A review of the COMPASS test conducted by Campbell (1997) expressed some 

concerns as to its reliability and validity. She argued that there are three specific factors 

which may contribute to a reduction of the test's reliability and validity: (1) since fifty 

percent of the over twelve thousand students who took the test answered eighty to one 

himdred percent of the test items correctly, the level of the diflBculty of the test items was 

inappropriate (a ceiling effect is present so the distribution of test scores is skewed to the 

upper end of the scale and the test may not be a good measure of the reading proficiency 

of under-prepared students); (2) the test items are poorly coTistructed and not accurate 

measures of reading proficiency (sbcty percent of the items can be answered by simply 

referring to the passage or as a result of a student's alertness in detecting clues in the text); 

(3) the COMPASS Technical Manual states that its purpose is efficiency in placement into 

college courses and that accurately measuring a student's reading proficiency is a separate 
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issue. Campbell pointed out that test-wise students could do very well without having read 

the selection or without having understood what they read. All of the passages are short, 

one or two paragraphs, and are not reflective of the type of extended text reading required 

of college students. Campbell also pointed out that there is no measurement of students' 

independent and instructional reading levels with the COMPASS. 

Other Computerized Testing 

Sawyer (1990) discussed the technological changes which are now occurring in 

educational testing with the introduction of testing via the computer. There are two basic 

formats used in computerized testing: computer-based testing (CBT) and computer-

adaptive testing (CAT), With computer-based testing, all examinees receive the same set 

of test items, the paper-and-pencil format has simply been converted into a format in 

which questions are communicated to students on a video display and are responded to by 

using a k^board. CAT or computer-adaptive testing uses a more sophisticated approach 

in that the computer chooses which items to administer based on the examinee's responses 

to previously administered items. The advantage of both of these approaches is that both 

allow for testing on demand and instantaneous scoring. Additionally, CAT has the 

advantage of optimally selecting items based upon an individual's ability level as indicated 

by prior responses. However, there are some disadvantages to computerized testing. 

Relying on the gathering of data regarding a particular student from a computer print-out 

rather than directly from the student reduces an examiner's sensitivity to individual 

strengths and weaknesses in the reading area and does not allow for in-depth analysis in 

writing assessment. 
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Providing Interventions Based on Assessment 

Whatever the choice of assessment instruments made by colleges and universities, 

the question becomes, "Of what use is the information gained?" Assessment is a vital 

component in programs which contribute to the academic success and retention of college 

students. Boylan and Bonham (1992) examined the effects of developmental programs on 

under-prepared students in terms of their success in their regular college courses. Their 

rationale was that students who passed developmental courses should also pass regular 

curriculum courses in the same or related disciplines. They found that for those who 

passed developmental English with a C or better, ninety-one percent passed the regular 

English coarse with a C or better. Since none of the institutions sampled had a regular 

curriculum course equivalent to developmental reading, comparisons were made between 

developmental reading courses and introductory social science courses. Here they found 

tliat aiiion^ those who passed the developmental reading course with a grade of C or 

better, eighty-three percent passed their first social science class with a grade oF C 

better. 

An examination of the retention rates among under-prepared students receiving 

developmental services by Boylan, Hunter, and Bonham (1992) showed widely varying 

rates depending upon the type of institution. Their results showed that the retem^or. nit*; 

nmong under-prepared students who receive developmental services was highest at 

research universities (forty-eight percent). Private, four-year institutions had the next 

seiention rate with over forty percent of their students having graduated or being 
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Still enrolled as of the Fall of 1990. Public institutions had the lowest retention rate 

(twenty-eight percent) for those receiving developmental services. They concluded that 

the data indicated that those initially under-prepared students who participated in a 

developmental program were about as likely to persist and graduate as those students who 

were judged to be better prepared for college. 

Providing interventions comes as a result of assessment. As Sawyer (1990) argued 

that gaining sufiBcient information on students' knowledge and academic skills allows the 

institutions doing the assessing to make better decisions about the appropriate 

interventions to address the needs of each student. The participating institutions in the 

National Retention Project have all recognized the need for assessment as a component in 

facilitating student success (American Association of State Colleges and Universities, 

1994). Based on date from the annual retention survey administered by the American 

Association of State Colleges and Universities, thirty-five to forty college presidents are 

invited to join the National Retention Project. Each of the presidents, along with a team 

consisting of their vice presidents for academic and student affairs, faculty leaders, equity 

oflScers, and institutional research ofiBcers are invited to one of three regional retention 

conferences to showcase their institution's successfijl retention program. The 1994 

Compendium of Model Programs included sbcty-eight state colleges and universities with 

successfiil retention programs. Common to all the programs was an assessment 

component. 

There are a niunber of researchers who attribute positive retention effects to 

student assessment. Pahner (in Bray & Belcher, 1987) discussed the relationship between 
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literacy skills assessment programs and student success. He described the work of Boggs 

(1984) who compared the overall grade point average of students at Butte College, 

California before and after implementation of their literacy skills assessment program and 

who found that there was a significant positive change in the coUege GP As of the students 

assessed. 'Testing", argued Mason (1994),.. is the weak link in the delivery of quality 

services to college reading improvement students and therefore must be improved" (p.36). 

As Morante (1989) stated, "We need a philosophy that encourages a right to succeed. The 

right to succeed begins with an approach that emphasizes caring and helping since that is 

what assessment (placement testing) ought to be" (p.3). 

A review of the literature relevant to the issue of literacy assessment at the college 

level leads to conclusions in a number of areas; (1) who should be assessed, (2) what form 

that testing should take, (3) what constitutes an ideal testing program, and (5) some of the 

weaknesses which exist in the literacy placement tests currently being used. 

While ninety-seven percent of the institutions of higher learning do assess the 

literacy skills levels of their entering fi-eshmen, there is still a great deal of disagreement 

among colleges and universities as to how assessment practices should be carried out. 

Commonly used determinates of adequate literacy skills for coUege level course 

work are high school English grade point averages and coUege aptitude tests such as the 

ACT or SAT. High school English grades are unreliable as predictors of success at the 

college level for a nimiber of reasons: (1) the possibility of grades inflation in the English 

scores, (2) lowered academic standards at the high school level, and (3) the possibility of 

inaccurately administered tests. SAT mi ACT tests do not provide sufficient information 
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to give an in-depth analysis of reading and writing deficiencies. While it is difficult or even 

impossible for any assessment program to possess all of the characteristics of an ideal 

model, it is only humane and certainly cost effective for all institutions of higher learning 

to provide adequate assessment and appropriate interventions to all of their students. 

The ideal model for college literacy assessment practices must make placement 

decisions based on a combination of data fi'om all of the following: (1) scores from 

admissions tests such as the or SATs, (2) student high school grades, (3) input from 

the student, and (4) specially designed placement tests which provide the opportunity to 

test students using authentic reading and writing tasks. Placement test items should be 

based on college level textbook material and should contain reading passages which are 

long enough to be reflective of the length of reading passages students will encounter in 

meeting their course requirements. Writing is one of the most frequently encountered 

requirements of college courses and yet none of the more commonly used placement tests 

require students to actually do any writing. 

Some of the most widely used placement tests at the college level are the Nelson-

Dermy Reading Test (NDRT), the Degrees of Reading Power (DRP), the ASSETT Testing 

Battery, and the COKfPASS Test. All of these tests have some shortcomings: (1) they are 

timed rather than power tests which may show how well a students works under pressure 

rather than what their literacy capabilities are, (2) they use reading passages which are 

short (approximately three to four hundred words) and not reflective of the reading tasks 

which will be encountered by college student in theu" course work, and (3) none of the 

tests require any writing from the student in spite of the fact that writing is one of the most 
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frequently encountered requirements of college courses. While computerized tests have 

their appeal because of their ability to provide on-demand testing and immediate scoring, 

the examiner loses the opportunity to assess the student's writing skills. 

Assessment is a vital component in assisting students to attain academic success at 

the college level. Unfortunately, existing assessment instruments are still the weak link in 

providing a quality education to college students. The literature indicates that more work 

is required to strengthen assessment practices at the college level. 
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CHAPTERS 

The following topics are addressed by this chapter the background of the 

Turrentine/Bradley Testing Battery for Evaluating the Literacy Competencies of 

Undergraduate College Students (TBLTB), the procedures of the study and the analysis of 

the data. 

Background 

The TBLTB is composed of four tests built on a framework which assesses 

literacy in a descending order from the most complex skills to the most subordinate skills 

(See Appendix A). 

In arranging the instrument in a descending order of complexity, those students 

who have the highest level of literacy competency will require the least testing. It is 

hypothesized that a mastery designation on Test 1 indicates that the student in question is 

capable of succeeding academically at the college level in terms of literacy requirements. 

Each succeeding test in the TBLTB attempts to determine what learning components are 

missing and to what extent. Test 4 examines the least complex literacy component, that of 

decoding words. 

Test 1 of the instrument has two sections. Section 1 requires the completion of a 

reading/ study skills questionnaire (Bradley, 1994). It is recommended that all students 

participate in a study skills program upon entering the college to increase their chances of 

academic success and to reduce the stress involved in being in an unfamiliar academic 

setting. The questionnaire provides information to identify the specific study skills which 

are mastered and those which might need improvement. The second section asks the 
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Student to read a six-page passage from a freshman psychology text (Gleitman, 1991). The 

rationale for choosing a freshman-level psychology text is that a large majority of college 

freshmen are required to take freshman psychology courses. It is held that such a passage 

if fairly representative of the level of reading that is required in most college courses. After 

a student silently reads this text passage, the student is asked to respond in writing to a set 

of short answer questions that assess the student's literal and inferential reading 

comprehension of the passage as well as assess the student's writing competency. The 

student is not timed and is allowed to reread the passage while answering the set of 

questions. It is hypothesized that a mastery grade on Test 1 indicates that the student is 

able to decode, comprehend, identify key concepts, and is able to express ideas clearly and 

concisely in writing. In determining if a student has passed Test 1, the examiner looks for 

key concepts indicated in the evaluation section of the testing manual. The presence of key 

concepts in a student's written answer is considered to be a correct response. Seventy 

percent correct responses constitutes a passing grade. Students passing at this phase of the 

TBLTB are subsequently encouraged to enter s study skills program and require no 

further assessment. Those who do not pass Test 1 typically fall into two categories: (1) 

those who can identify and extract key ideas, but are not able to express their reading 

ability because of poor writing, and (2) those who are unable to comprehend and identify 

key ideas while reading. In order to determine into which of the two categories each 

student falls those students are tested using Test 2. 

Test 2 is taken by those students who fail Test 1. Test 2 requires a student to read 

a second passage about social cognition and emotions from a freshman psychology 
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textbook and to answer a set of multiple choice questions based on the passage. As in the 

case of Test 1, the questions were taken jfrom the study guide which accompanied the 

psychology textbook with the addition of several questions submitted by other doctoral 

students after reading the passage. Again, on Test 2 the students are not timed and may 

reread the passage, if necessary. The choice of the multiple choice format m Test 2 is 

based on the thinking that if the student who has diflBculty in writing answers on Test 1 is 

able to correctly answer multiple choice items, the problem is more likely a writing 

deficiency than a reading one; that is the student was unable to pass a reading test 

including written answers but was able to pass one that did not involve written answers. 

An assumption is made that those who pass Test 2, with seventy percent of the answers 

correct, is able to comprehend college-level reading material but probably have writing 

difficulties; that they are able to extract key concepts fi'om the reading but need assistance 

in the writing area. The students who are successful at this phase of the TBLTB would 

subsequently be encouraged to enter a writing tutoring program. Those who do not pass 

Test 2 probably failed because of a lack of reading skills. Those students who fail are 

asked to take Test 3. 

Test 3, the Botel Word Opposite Test (Botel, 1970), requires students to silently 

read words and to underline the word that is opposite or nearly opposite the first word in 

the line. The idea here is that students would have to comprehend the meaning of each 

word in a line to be able to determine which two are opposites. While the Botel Word 

Opposite Test is used here a vocabulary test could consist of an alternative word opposite 

or synonym graded reading vocabulary test. For students who scores above the 7"* grade 
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level on the Botel Word Opposite Test, decoding is probably not the problem but 

comprehension is. The answer key for this test is located in the Evaluation Section of the 

TBLTB. For those who are not successflil on Test 3, Test 4 is administered to determine 

the extent of the decoding problem. 

Test 4, the Botel Word Recognition Test (Botel, 1970), is to be administered to 

students on an individual basis and out of hearing range of other students. Each student is 

asked to read aloud the words from a graded word recognition test such as the Botel 

Word Recognition Test beginning at the level on the Botel Word Recognition Test at 

which he or she is likely to be one hundred percent correct and continuing until the student 

falls below seventy percent on two successive levels. Instructions for determinmg the 

grading are found in the Evaluation Section of the TBLTB. The number of college 

students who reach Test 4 is likely to be very low but an early determination of the exact 

extent of a decoding problem is necessary before a suitable intervention can take place. 

The TBLTB peels way layers of skills from the most complex to the least complex 

to uncover the precise root of any literacy deficit which may be present, allows for early 

intervention and, as a result, should help to increase the retention rate among college 

students. 

Procedures 

Given that the Botel Word Opposite Test and the Botel Word Recognition Test 

have been in use since 1970 and are considered to be reliable and valid tests in the reading 

area, this study was limited to determining the reliability and validity of Tests 1 and 2 of 

the TBLTB. 
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Sample 

The participants in this study were enrolled at a major, state-supported university 

in the southwestern United States. The total enrollment is approximately 36,000 students. 

Students enrolled in a niraiber of colleague's classes were invited to participate in the 

study. Table 3.1 summarizes the demographic statistics of the sample. 

Table 3.1 

Demographic Data (n=138) 
Frequency Percent 

Sex 
Male 45 32.6 
Female 93 67.4 

Ethnicity 
Native American 4 2.9 
Asian 0 0 
Hispanic 43 31.2 
Other White 72 52.2 
Black 11 8.0 
Other 6 5.8 

Class 
Freshman 15 10.9 
Sophomore 38 27.5 
Junior 45 32.6 
Senior 40 29.0 

The mean age for the sample was 21.6 with a Standard Deviation of 5.13. 

Instrument 

The reading passages for the Turrentine/Bradi^ Literacy Testing Battery came 

from the same freshman level psychology text. The reading passage for Form 1 of the 

TBLTB was about dreams while the Form 2 reading passage discussed social cognition 
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and emotion. The readability characteristics of the two reading passages were studied 

using Corel Word Perfect 8.0 to do a syllable count. The two passages were typed into 

Word Perfect. The headings, citations in parentheses, and other extraneous text were 

deleted. Only the text body itself was assessed for readability. Two ways of estimating Fry 

difficulty were pursued: (1) a stratified sample of one thousand words (ten one-hundred 

word passages) evenly distributed throughout each of the two selections and (2) a Fry 

population analysis was done. The results of the readability analysis are represented in 

Table 3.2. 

Table 3.2 - Readability Data 
Dreams Cognition 

Words* 2839 2750 
Syllables* 4668 4617 
Sentences* 196 167 
SyllablesAVord* 1.64 1.67 
Flesch-Kincaid Grade Level* 9.55 10.70 
Fry Estimate (Population) 13 14 
Sentences/100 words 4.2 3.6 
Syllables/100 words 164 167 
Fry Estimate (Sample) 12 12 
Fry Range 9-15 9-16 
* Corel Word Perfect 8.0 Grammatik 

For purposes of this study, a set of thirteen multiple choice items, parallel in 

content to the short answer questions on Form 1 of the TBLTB were written and used. 

The source of eight of the multiple choice questions was the Study Guide (Jonides & 

Rozin, 1991). Two of the remaining questions were submitted by another doctoral student 

in the College of Education while the researcher provided three questions. Each multiple 

choice item ofifered five possible options. Additionally, a set of ten short answer questions. 
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parallel in content to the multiple choice questions of Form 2 were taken from the 

textbook's Study Guide. The complete sets of questions used in the study may be seen in 

Appendix B. 

To assist in tracking participants through the two sessions each of the reading 

passages used in the testing was labeled with a letter and color corresponding to the six 

groups indicated in Table 1.1. Color designations for each group were as follows: Group 

A-salmon, Group B-yellow, Group C-green, Group D-orchid, Group E-blue, and Group 

F-pink. This was done to ensure that the treatments were randomly distributed to the 

students and the students assigned to a treatment group for Session One remained in that 

same group when they returned a week or two later. Reading passages were randomly 

distributed to the participants who were instructed to read their passage and to raise their 

hand when done. When they were finished reading they were given their first set of 

questions. The participants were informed that this was an untimed test. They were also 

informed that they were permitted to look back at the reading passage if they wished to 

while answering the questions. Once th^ had completed the first set of questions, they 

were instructed to raise their hand to have their first set of questions collected and 

replaced with the second set of questions in the alternate format for the same passage. 

When the participants completed the second set of questions for the passive, they raised 

their hand and the second set was collected. They were reminded that they were to return 

on a specified date for Session 2 of the study. 

Participants returned for Session 2 one to three weeks later and testing materials 

distributed according to Table 1.1 and the same instructions given. 
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During each testing session, participants were advised that, should they not be able 

to complete the questions during the time th^ had available, they were to indicate on the 

question sheets the last question answered and the time they had to stop. 

Once testing was completed, the tests were evaluated according to the following 

criteria: 

(1) Multiple choice questions answered correctly on each of the two forms was 

assigned one point. 

(2) Short answer questions on each of the two forms was assigned half a point if 

the answer was partially correct and one point if completely correct. 

To determine the extent of interrater reliabOity, a sample of ten cases where 

randomly selected from the Form 1 short answer tests. Each of the two raters 

independently scored the answers on each of the ten test according to the answer key 

provided with the TBLTB. The results of each of the raters evaluations of each of the ten 

cases, the differences between the rater scores on each case, means for each raters scoring 

of the tests, standard deviations, and determination of mastery or non-mastery for each 

case are seen in Table 3.3. 
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Table 3.3 - Inter-rater Reliability 

Cases Rater 1 Rater 2 Differences Pass/Fail * 
1 7.5 8.0 -.5 Pass/Pass 
2 7.5 7.0 .5 Pass/Pass 
3 6.5 5.0 1.5 Fail/Fail 
4 6.0 6.5 -.5 Fail/Fafl 
5 6.0 6.5 -.5 Fail/Fail 
6 5.5 5.0 .5 Fail/Fail 
7 5.0 4.0 1.0 Fail/Fail 
8 3.5 2.5 1.0 Fail/Fail 
9 2.5 3.0 -.5 Fail/Fail 
10 2.0 1.5 .5 Fail/Fail 

Mean 5.20 4.90 0.70 
SD 1.95 2.13 0.35 

•"Passing was defined as obtaining a rating of 7.0 or better. 

In terms of mastery or non-masteiy (passing or failing) the extent of agreement between 

the two raters was one hundred percent. 

Analysis of Data 

Correlations between the following tests were determined using Pearson product-
moment coefficients: 

1. The multiple choice scores on TBLTB Form 1 with those on TBLTB Form 2 

(Parallel Form Reliability). 

2. The short-answer written scores on TBLTB Form 1 and those on TBLTB Form 

2 (Parallel Form Reliability) 

3. The multiple choice with the "short-answer" scores on TBLTB Form 1 

(Validity). 



61 

4. The multiple choice with the "short-answer" scores on TBLTB Form 2 

(Validity). 

5. The TBLTB scores with college GPAs (Concurrent Validity). 

6. The TBLTB scores with the scores on the SAT verbal scores (Concurrent 

Validity). 

7. The TBLTB scores with the scores on the y4CrEngIish scores (Concurrent 

Validity). 

8. The TBLTB scores and the high school English GPAs (Concurrent Validity). 
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Chapter 4 

Findings of the Study 

The findings of this study are presented in four major concentrations. These are: 

(1) the correlations between the two forms. Dreams and Cognition, of the 

Turrentine/BradlQr Literacy Testing Battery (TBLTB) expressed by Pearson Product-

Moment Correlations CoeflBcients between the two response types (multiple choice and 

short answer) and the two forms of the TBLTB, (2) the correlations between the TBLTB 

and GPAs (High School English GPA and College GPA), (3) the correlations between the 

TBLTB and college aptitude tests {Scholastic Aptitude Test or Americcm College Test), 

and (4) the extent of agreement between the two forms of the TBLTB in terms of mastery 

or non-mastery of college-level reading and writing skills. A fifth section presents some 

qualitative findings of the study. 

Findings Regarding the Correlations Between 

the Two Response Types and the Two Forms of the TBLTB 

The primary purpose of this investigation was to test the relationships between the 

four subtests of the TBLTB in terms of content validity and reliability. Hypothesis 1 and 2 

were designed to determine parallel form reliability by; (1) examining the correlations 

between the multiple choice scores on TBLTB Form 1 (Dreams) and the multiple choice 

scores on TBLTB Form 2 (Cognition) and (2) the short answer scores on TBLTB Form I 

(Dreams) and the short answer scores on the TBLTB Form 2 (Cognition). Hypotheses 3 

and 4 were designed to investigate the validity of the TBLTB by examining the 

correlations and extent of agreement between: (1) the multiple choice scores and the short 
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answer scores on Form 1 of the TBLTB and (2) the multiple choice scores and the short 

answer scores on TBLTB Form 2. Table 4.1 presents the means and standard deviations 

of the scores on the two forms of the TBLTB. 

Table 4.1 

Means and Standard Deviations for the Two Forms of the TBLTB 
(n=138) 

Mean SD 
Form 1 (Dreams) 

Multiple Choice 7.96 2.42 

Short Answer 4.92 2.07 

Form 2 (Cognition) 

Multiple Choice 7.00 2.36 

Short Answer 4.40 2.00 

The mean score on the multiple choice format of Form 1 (Dreams)of the TBLTB was 7.96 

compared to a mean score of 7.00 on the multiple choice format of Form 2 (Cognition) of 

the TBLTB. The Standard Deviation on the multiple choice format of the TBLTB Form 1 

(Dreams) was 2.42 compared to a Standard Deviation of 2.36 on the multiple choice 

format of the TBLTB Form 2 (Cognition). The mean scores on the short answer format of 

Form 1 (Dreams)of the TBLTB was 4.92 compared to a mean score of 4.40 on the short 

answer format of Form 2 (Cognition) of the TBLTB. The Standard Deviation on the short 

answer format of Form 1 (Dreams) was 2.07 compared to a Standard Deviation of 2.36 
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on the short answer format of the TBLTB Form 2 (Cognition). The mean scores on both 

formats were found to be somewhat higher for the Dreams passage (Form 1) while the 

standard deviations were found to be comparable. 

Table 4.2 represents a summary of the correlation coefiScients relevant to 

Hypotheses 1,2,3, and 4. 

Table 4.2 
Pearson Product-Moment Correlation CoefiScients between the Two Response Types 
(Multiple Choice and Short Answer) and Two Forms of the TBLTB (n=138) 

Cognition 
Multiple Choice 

Dreams 
Short Answer 

Cognition 
Short Answer 

Dreams 
Multiple Choice 

.45 .55 .38 

Cognition 
Multiple Choice 

.56 .59 

Dreams 
Short Answer 

.65 

Hypothesis 1. There is no relationship between TBLTB Form 1 and TBLTB Form 

2 in terms of multiple choice scores. 

A correlation coefiBcient of .45 was obtained between the multiple choice scores 

on the TBLTB Form 1 (Dreams) and the multiple choice scores on the TBLTB Form 2 

(Cognition). Hypothesis 1 was rejected at the .01 level of confidence. This means that 

Form 1 of the TBLTB (Dreams) was found to be related to Form 2 (Cognition) in terms 

of multiple choice scores. 

Hypothesis 2. There is no relationship between the TBLTB Form 1 and the 

TBLTB Form 2 in terms of short answer scores. 
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The correlation coefficient obtained between the TBLTB Form 1 (Dreams) and the 

TBLTB Form 2 (Cognition) in terms of short answer scores was .65. Hypothesis 2 was 

rejected at the .01 level of confidence, therefore, the two forms of the TBLTB using the 

short answer format were found to be related. 

Hypothesis 3. There is no relationship between the multiple choice scores and the 

short answer scores on Form 1 of the TBLTB. 

A correlation coefficient of .55 was obtained between the multiple choice scores 

and the short answer scores on Form 1 (Dreams) of the TBLTB. Hypothesis 3 was 

rejected at the .01 level of confidence. The multiple choice scores and the short answer 

scores on Form 1 were found to be related. 

Hypothesis 4. There is no relationship between the multiple choice scores and the 

short answer scores on the TBLTB Form 2. 

A correlation coefficient of .59 was found between the multiple choice scores and 

the short answer scores on Form 2 (Cognition) of the TBLTB. Hypothesis 4 was rejected 

at the .01 level of confidence. The multiple choice scores and the short answer scores on 

Form 2 were found to be related. 

Hypothesis 5. There is no difference between TBLTB Form 1 and TBLTB Form 2 

in terms of means differences on the multiple choice scores. 

The students obtained higher mean scores for the multiple choice format on the 

Dream Form (M=7.96) than they did for the Cognition Form (M=7.01). This mean 

difference was found to be significant at the .01 level of confidence (t=4.47; d^l37). 

Hypothesis 5 is rqected at the .01 level of confidence. In terms of multiple choice scores. 
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the difference in the mean scores between the two forms of the TBLTB indicated that 

Form 1 (Dreams) was easier than Form 2 (Cognition). 

Hypothesis 6. There is no difference between TBLTB Form 1 and TBLTB Form 2 

in terms of mean differences on the short answer scores. 

As with the multiple choice format, the students obtained somewhat higher mean 

scores for the short answer format on the Dream Form (M=4.92) than on the Cognition 

Form (M=4.41). This mean difference was found to be significant at the .01 level of 

confidence (t=3.52; df=137). Hypothesis 6 is rejected at the .01 level of confidence. The 

two forms of the TBLTB were found to be difference with the Dreams form being easier. 

Findings Regarding the Correlations Between 

the Scores on the TBLTB and Student GPA Scores 

The concurrent validity of the TBLTB was investigated by comparing the scores 

on the TBLTB with two measures: (1) college grade point averages and (2) high school 

English grade point averages. Table 4.3 presents the means and standard deviations for the 

high school English grade point averages and the coUege grade point averages. 

Table 4.3 

Means and Standard Deviation of Student GPA Scores 

Mean SD 
Ifigh School English 
(n=108) 

3.17 .57 

University 
(n=136) 

2.76 .68 



67 

GPA was expressed on a four point scale with 4.0 equaling an "A", 3.0 a "B", and 

2.0 a grade of "C". 

The mean high school English grade point average was 3.17 with a standard 

deviation of 2.76. The mean college grade point average was 2.76 with a standard 

deviation of .68. 

Table 4.4 represents a summary of the correlation coeflBcients relative to 

Hypotheses 7 and 10. 

Table 4.4 

Pearson Product-Moment Correlation Coefficients Between the TBLTB and 
Student Grade Point Averages 

GPA 
H.S.EngUsh(n=108) University (n=136) 

Multiple Choice- Dreams .21 .32 
Multiple Choice- Cognition .29 .35 
Short Answer- Dreams .32 .39 
Short Answer- Cognition .32 .34 

Hypothesis 7. There is no relationship between the scores on the TBLTB and the 

college GPAs. 

Moderately low but positive correlation coefficients were obtained between 

college GPAs and the multiple choice formats of the TBLTB for Form l-Dreams (r=.32) 

and Form 2-Cognition (i=.35). 
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As with the multiple choice formats, moderately low but positive correlations were 

obtained between college GPAs and the short answer formats of the TBLTB for Form 1-

E>reams (r=.39) and Form 2-Cogmtion (r=.34). 

Each of the obtained correlation coefficients were large enough to reject the null 

hypothesis at the .01 level of confidence. The two formats of the TBLTB (multiple choice 

and short answer) were found to be related to the college GPAs. 

Hypothesis 10. There is no relationship between the scores on the TBLTB and the 

IDgh School English OF A. 

Low but positive correlation coefficients were obtained between EBgh School 

English GPAs and the multiple choice formats of the TBLTB for Form 1-Dreams (r=.21) 

and Form 2-Cognition (r=.29). 

Moderately low but positive correlation coefficients were obtained between High 

School GPAs and the short answer formats of the TBLTB for Form l-Dreams (r=.32) and 

Form 2-Cognition (i=.32). 

The coefficients obtained were high enough to regect the null hypothesis at the .01 

level of confidence. There is a relationship between the high school English GPAs and the 

TBLTB. 

Findings Regarding the Correlations Between 

the Scores on the TBLTB and College Aptitude Tests 

A further attempt to establish the concurrent validty of the Turrentine/Bradley 

Literacy Testing Battery (TBLTB) was made by investigating the correlations between 

the scores on the TBLTB and three measures of college aptitude: (1) the American 
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College Test (ACT) English scores, (2) the Scholastic Aptitude Verbal (SAT-V) scores, 

and (3) the Scholastic Aptitude Recentered (SAT (R)) scores. 

The students in the sample took two different aptitude tests, the SA Tand ACT, as 

part of the admissions process. Of the sample (n=138), six students were tested with both 

the ACT and the SA T. Fifty-one students took the ACT and the remaining ninety-three 

students took the SAT. The scores of twenty-one of the students taking the 5(47 were 

recentered by the test publisher as part of a score adjustment process. 

Table 4.5 represents the means and standard deviations for the ACT English 

scores, the SAT Verbal scores, and the SAT Recentered scores. 

Table 4.5 
Means and Standard Deviations of College Aptitude Tests 

Mean SD 
ACT English Scores 
(n=51) 

18.57 4.7 

SAT Verbal Scores 
(n=72) 

406.65 78.95 

SAT Recentered Verbal Scores 
(n=21) 

465.71 77.95 

The mean score of the sample on the .^CrEnglish test was 18.57 with a standard 

deviation of 4.7, revealmg that the sample population in the study scored 2.43 below the 

national mean for iHa&ACT(M=21.00). The mean Verbal score was 406.65 with a 

standard deviation of 78.95. By comparison, the national mean for both the SAT and the 

recentered S^ris 507. This means that the sample's mean score was 100.35 points below 

the mean of the national normative population. Therefore, the average of the sample was 

roughly one standard deviation below that of the national normative population. The SAT 



Recentered scores had a mean of465.71 with a standard deviation of77.95. The publisher 

of the &47' recentered the score scale in 1995 to re-establish the original mean score of 

500 on the 200-800 scale. Their reasoning for this adjustment was based on the fact that 

the scale had not been recalibrated since 1941 when it reflected the norm of approximately 

ten thousand students &om predominantly private secondary schools who applied to the 

most selective private colleges and universities in the country. As mean scores shifted 

below 500 over the years, the scores became stretched in the upper half of the distribution 

and compressed in the lower half The results of recentering are as follows: 

(1) Although a student's score might change after recentering, the rank order of 

scores, expressed in percentiles, stays the same. 

(2) A specific score on the verbal test now has the same relative position and 

meaning as that score on the math test, so that a 450 on verbal and math tests signifies 

comparable performance in both areas instead of being, as had been the case previously, 

out of alignment (College Entrance Examination Board Web Site, 1997). 

A summary of the correlation coefficients relative to the college aptitude test 

compared to the TBLTB is presented in Table 4.6. 
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Table 4.6 
Pearson Product-Moment Correlation CoefBcients (r) Between the TBLTB and Student 
Aptitude Scores 

SAT-V SAT (R)-V ACT-E 
(n=72) (n=21) (n=51) 

Multiple Choice-Dreams .33 .38 .47 

Multiple Choice-Cognition .47 .51 .35 

Short Answer-Dreams .28 .40 .44 

Short Answer-Cognition .14 .004 .41 

Hypothesis 8. There is no relationship between the scores on the TBLTB and the 

Verbal scores. 

A relatively low and positive correlation was obtained between the SAT-V scores 

and the multiple choice formats of the TBLTB for Form 1-Dreams (r=.33) while a 

moderate and positive correlation was obtained with Form 2-Cognition (r=.47). 

Low and positive correlations were obtained between the SAT-V scores and the 

short answer formats of the TBLTB for Form 1-Dreams (r=.28) and Form 2-Cognition 

(r=.14). 

A moderately low and positive correlation was obtained between the 5(4 T (R)-V 

and the multiple choice formats of the TBLTB for Form 1-Dreams (r=.38) while a 

moderate positive correlation was found with Form 2-Cognition (r=.51). 

A moderately low and positive correlation was obtained between the SAT(R)-V 

score and the short answer format of the TBLTB for Form 1-Dreams (r=.40) and a very 
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low and positive correlation was found between the SAT(R)-Vscores and the short 

answer format of the TBLTB for Form 2-Cognitioii (P=.004). 

Each of the obtained correlation coef5cients, with the exception of that between 

the SAT (R)-V scores and the short answer format of the TBLTB for Form 2, were large 

enough to reject the null hypothesis at the .01 level of confidence. The results showed that 

there is a positive relationship between college aptitude tests, with the exception of the 

SAT(R)-Vscores, and the TBLTB. 

Hypothesis 9. There is no relationship between the scores on the TBLTB and the 

-(4Cr English scores. 

A moderate positive correlation was obtained between the ACT-E scores and the 

multiple choice formats of the TBLTB for Form 1-Dreams (r=.47) and a moderately low 

positive correlation was found with Form 2-Cognition (r=.35). 

As with the multiple choice formats, moderately low but positive correlations were 

obtained between scores and the short answer formats for Form 1-Dreams (r=.44) 

and Form 2-Cognition (r=.41). 

Each of the correlation coefiScients was large enough to reject the null hypothesis 

at the .01 level of confidence. T)a& ACT-E scores and the TBLTB were found to be 

related. 



Findings Regarding the Extent of Agreement Across the 

Two Response Types (Multiple Choice and Short Answer 

and Between the Two Forms of the TBLTB 

The extent of agreement in terms of pass/fail was examined both across tests and 

within tests. It was decided that students demonstrated sufiBcient mastery in terms of 

passage comprehension if they answered seventy percent of the multiple choice or seventy 

percent of the short answer test items correctly. This means that they would have to 

correctly answer nine of the thirteen multiple choice items or seven of the ten short answer 

items to pass either tests on Form 1-Dreams or Form 2-Cogmtion. The above cut oflf 

scores were used to determine mastery on the two forms of the TBLTB. The following 

findings are based upon use of these standards. Of the participants (n=I38) who 

completed all four tests (Form 1 multiple choice and short answer tests and Form 2 

multiple choice and short answer tests) there was across-the-board agreement for seventy-

two of the one-hundred and thirty-eight cases, that is, the participants either passed all 

four tests or failed all four tests (four tests = Dreams and Cognition forms x multiple 

choice and short answer formats). 

Table 4.7 represents a summary of the extent of agreement in terms of pass/fail 

between the two forms of the TBLTB on the multiple choice scores. 
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Table 4.7 
Extent of Agreement Between the Two Forms of the TBLTB (Multiple Choice) (n=138) 

Form 2-
Pass 

Cognition 
Fail 

Form 1 - Dreams 
Pass 23 38 
Fail 10 67 

In terms of the extent of agreement between the multiple choice scores on the 

TBLTB Form 1 and the multiple choice scores on the TBLTB Form 2 the following 

results were obtained: 

(1) twenty-three participants passed the multiple choice tests on both Forms 1 and 

2 of the TBLTB showing agreement across forms. 

(2) sixty-seven participants failed both the multiple choice test on Form 1 

(£>reams) and the multiple choice test on Form 2 (Cognition) of the TBLTB showing 

agreement across forms. 

(3) thirty-eight participants passed the multiple choice test on Form 1 (Dreams) of 

the TBLTB but failed the multiple choice test on Form 2 (Cognition) of the TBLTB. 

(4) Ten participants failed the multiple choice test on Form 1 (Dreams) but passed 

the multiple choice test on Form 2 (Cognition) of the TBLTB. 

This means that agreement was foimd between the two forms of the TBLTB for 

ninety of the one-hundred thirty-eight (65.2%) students in the sample when a multiple 

choice format was used. 
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The extent of agreement (pass/fail) between the short answer scores on the 

TBLTB Form 1 and the short answer scores on the TBLTB Form 2 are presented in Table 

4.8. 

Table 4.8 
Extent of Agreement Between the Two Forms of the TBLTB (Short Answer) (n=138) 

Form 2 -
Pass 

Cognition 
Fail 

Form 1 - Dreams 
Pass 16 22 
Fail 7 93 

In terms of short answer scores on Forms 1 and 2 of the TBLTB the extent of 

agreement was as follows: 

(1) Sixteen participants passed the short answer tests on both Forml (Dreams) and 

Form 2 (Cognition) of the TBLTB showing agreement across forms.. 

(2) Ninety-three participants failed the short answer tests on both Forms 1 and 2 of 

the TBLTB showing agreement across forms. 

(3) Twenty-two subjects passed the short answer test on Form I (Dreams) of the 

TBLTB but failed the short answer test on Form 2 (Cognition). 

(4) Seven subjects failed the Form 1 short answer test (Dreams) but passed the 

Form 2 short answer test (Cognition). 

When the short answer format was used, agreement across the two forms of the 

TBLTB was obtained for one-hundred nine of the one-hundred thirty-eight (79%) of the 

students in the sample. 
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Qualitative Findings Resulting from Administration of 

the Turrentine/Bradlev Literacy Testing Battery (TBLTB) 

From the sample (n=138) in this study, three cases were randomly selected from a 

stratified sample as examples of the wealth of information that may be gained from the 

results of the Turrentine/BradlQr Literacy Testing Battery (TBLTB). Case 001 was 

selected for inclusion because she failed both the short answer and multiple choice tests 

for Form 1 of the TBLTB (Dreams) and, likewise, failed both the short answer test and 

the multiple choice test for Form 2 (Cognition). In addition, the handwriting and quality of 

her written responses on both Form 1 (Dreams) and Form 2 (Cognition) raised a strong 

suspicion that she may have a learning disability. Case 234 and Case 162 were chosen as 

examples of the pass/feil patterns seen in evaluating the results of the TBLTB. Case 234 

was an example of the pattern seen in the results of many of the study's participants in 

which the student was successfiil in passing the multiple choice format on both Forml 

(Dreams) and Form 2 (Cognition) but feiled the short answer format for both Forms I and 

2 indicating that the student was able to comprehend the reading passages but had 

difBculty expressing themselves in writing in response to questions based on what they had 

read in either of the two reading passages. Case 162 was an example of the student who 

could both comprehend the readmg passages and was able to express themselves in 

writing in response to questions based on the reading passages. Examples of short 

answer response sheets for each of the three selected cases are presented in Appendix D. 



Case 001. Case 001 was a twenty-year-old white female when she took part in the 

study. Academically, she is in her junior year of college. Both of her parents hold graduate 

degrees. Tlie parents' annual joint income was in excess of $50,000. 

None of Case OOl's scores were high enough to pass on any of the four TBLTB 

tests. Case OOl's scores on the multiple choice format of Form 1-Dreams and Form 2-

Cognition of the TBLTB were not passing scores (Form 1=7; Form 2=6). While her 

multiple choice scores did not indicate sufBcient mastery (passing grade =9), they were 

not particularly alarming (Form 1 Mean=7.96; Form 2 Mean=7.00). However, an 

examination of her short answer responses on both forms (Dreams and Cognition) raised 

some serious concerns. Her scores on the two forms of the TBLTB in terms of the short 

answer format were 3.5 on Form 1-Dreams and 3.5 on Form 2-Congition. More 

significant than her short answer scores was the quality of her writing that was revealed on 

the two tests. Her response content in concert with her penmanship and her sentence 

structure revealed that this student may have a learning disability. 

Given the results of Case 001 's tests, she should be provided with tutoring in 

reading comprehension and in writing and should be referred for further testing with the 

vocabulary and word decoding sections of the TBLTB. She should also be evaluated with 

tests specifically designed to determine i^ in fact, she does have a learning disability. 

Case 234. A twenty-six-year-old Hispanic male. Case 234 was in his junior year of 

college when he participated in the study, ffis mother completed the ninth grade while his 

fiither had completed the tenth grade. The parent's annual joint income was under 

$14,999.0n both forms of the TBLTB the student had passing scores on the multiple 
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choice format (Dreains=12; Cognition=9) indicating that he was able to read and 

comprehend the E)reams and Cognition test passages with sufiScient mastery. He was 

found, however, to have a possible problem responding to comprehension questions in 

writing. While he did very well on the multiple choice format for Form 1 with a score of 

12 out of a possible 13 points (passing grade=9), he failed the short answer test for Form 

1 with a score of 5 out of a possible 10 points (passing grade=7). An analysis of the 

written responses on both forms revealed that his sentence structures were fairly good 

although he did have some spelling and punctuation problems. As he did on the short 

answer format for Dreams, he passed the multiple choice format with a score of 9 while 

failing the short answer format for the Cognition passage with a score of 6. The problems 

on the short answer tests appear to be an inability to express the correct information in 

written responses to individual questions. Case 234 should be referred to a writing 

tutoring program such as that available at a campus writing center. 

Case 162. Case 162 was a twenty-three-year-old white female who is in her senior 

year of college at the time of the study. Both her parents completed high school and had 

an annual joint income in the $35,00 to $49,999 range. This student did well on both 

formats (multiple choice and short answer) for the two forms (Dreams and Cognition) of 

the TBLTB. Her multiple choice scores on each of the two forms (Dreams=l 1 and 

Congition=12 out of a possible 13 points) indicated that she has good reading 

comprehension for college level text. In terms of her short answer scores she did will on 

both forms (Dreams=9 and Cognition=8.5 out of a possible 10 points). She expressed her 

short answer responses in clear, concise, and grammatically correct language indicating 
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she has mastered college-level writing requirements. While this student does not need 

assistance in mastery reading comprehension or writing skills, she might be referred to a 

study skills program. 

Summary and EHscussion of the Findings 

The main purpose of this investigation was to determine if the Turrentine/Bradley 

Literacy Testing Battery was a reliable and valid instrument for measuring literacy in terms 

of the reading and writing skills needed by undergraduate college students in meeting their 

course requirements. For purposes of this study only the first two sections of the testing 

battery were examined since sections three and four of the TBLTB were taken from 

established tests, the Botel Word Opposite Test and the Botel Word Recognition Test. The 

two sections under investigation are designed to serve as screening tests, that is, to indicate 

to examiners those students who appear to have literacy weaknesses which require further 

testing for diagnostic purposes. The findings are summarized and discussed in the following 

four concentrations; (I) the correlations between the two response types (multiple choice 

and short answer) and the two forms (Dreams and Cognition) of the TBLTB, (2) the 

correlations between the TBLTB and GPAs (high school English GPA and College GPA), 

(3) the correlations between the TBLTB and college aptitude tests (&4T or ACT), and (4) 

the extent of agreement between the two response types (multiple choice and short answer) 

and the two forms of the TBLTB in terms of mastery or non-mastery of college-level 

reading and writing skills. 



80 

Summary and Discussion of the Findings Regarding the Correlations 

Between the Two Response Types and the Two Forms of the TBLTB 

The criteria for passing the Turrentine/Bradley Literacy Testing Battery (TBLTB) 

was set at: (1) nine out of thirteen multiple choice items answered correctly on each of the 

two forms (Dreams and Cognition) and (2) seyen out of ten items answered correctly on 

the short answer items on each of the two forms of the TBLTB. Mean scores obtained on 

the multiple choice formats were low on both Form 1-Dreams (7.96) and Form 2-

Cognition (7.00). The results indicate the most of the college students in the sample could 

well experience difficulty reading coUege-leyel textbooks. The higher mean score on 

Form 1-Dreams of the TBLTB may haye been the result of the students haying greater 

background knowledge with regard to the subject of dreams than they did about cognition 

eyen though the Fry readability grade score ranges were similar (Dreams=9-15; 

Cognition=9-16). While the mean scores differed the standard deyiation on the multiple 

choice format on Form 1-Dreams (2.42) was yery close to that on Form 2-Cognition 

(2.36). 

As with the multiple choice format on the two forms of the TBLTB, the mean 

scores on the short answer format for both Form 1-Dreams (4.92) and Form 2-Cognition 

(4.40) were low. Again, the lower mean score for Form 2-Cognition could be explained by 

the possibility of the students having less background knowledge about cognition than 

they did about dreams. With seyen out of ten items answered correctly set as the criterion 

for passing for the short answer format for both forms of the test (Dreams and Cognition), 
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it is dear than most of the students were well below the mastery level in terms of college -

level reading comprehension combined with writing skills. Given that the sample's SAT 

and ACT mean scores were lower than those of the national norms, the group was 

probably somewhat lower in terms of academic potential than the general population. 

Therefore, the relatively large nimiber failing the TBLTB in is line with other measures of 

that groups achievement and aptitude. The standard deviation for Form l-Dreams (2.07) 

of the TBLTB did not vary significantly fi'om that of Form 2-Cognition (2.00). Similarity 

of the standard deviations on both the multiple choice format of the two forms of the 

TBLTB and on the short answer format of the two forms of the TBLTB made it possible 

to do t-tests to compare the mean scores across the two forms and two response types. 

The range of scores obtained on the two forms (Dreams and Cognition) in terms of 

multiple choice scores (Appendix B) was from two to thirteen on the thirteen test items 

used on Form l-Dreams and from two to twelve on the thirteen test items used on Form 

2-Cognition. Most of the scores were clustered in the middle range (between 4 and 9) 

indicating that the TBLTB does not appear to be too hard (floor effect) or too easy 

(ceiling effect). 

As with the multiple choice format on the two forms of the TBLTB, there was a 

wide range of scores on the short answer format of the two TBLTB forms. Of the ten 

short answer test items on the two forms of the TBLTB, the scores on Form l-Dreams 

ranged from zero to ten and the scores on Form 2-Cognition ranged from zero to nine. 

The slightly lower range of scores on both formats for Form 2-Cognition may be 

attributed to the possibility of less student background knowledge regarding the subject of 
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cognition. The wide range of scores across both forms and both response types of the 

TBLTB would suggest that the TBLTB is a valid assessment instrument for measuring 

college-level reading and writing skills. 

In terms of reliability, the findings indicated that the reliability of the TBLTB based 

on the raw scores obtained on the two response types (multiple choice and short answer) 

and the two forms (Dreams and Cognition) was marginal at best. While there is a positive 

correlation between the two forms of the TBLTB in terms of the multiple choice scores 

(r=.45), the relationship is only moderately strong. The differences in prior knowledge in 

the subject areas. Dreams (Form 1) and Cognition (Form 2) probably come into play here. 

Students may have a greater knowledge about dreams prior to reaching the college level 

than they do about cognition. A fiirther explanation for the moderate correlation between 

the multiple choice scores for the two forms of the TBLTB may be the low number of test 

items, thirteen multiple choice questions, on both forms (Dreams and Cognition). A third 

possibility which could have been a factor in lowering the correlations between the 

multiple choice scores on the two forms (Dreams and Cognition) is the opportunity for 

guessing inherent in using a multiple choice format of testing where a student can 

eliminate some of the options presented in answering a test item before guessing which of 

the remaining options is correct. 

The correlation coefficient was higher (r=.65) with respect to the short answer 

scores on the two forms (Dreams and Cognition) of the TBLTB. Again, the correlations 

may have been higher if students had a comparable amount of prior knowledge about 

dreams (Form 1) and cognition (Form 2). The higher correlation coefficient obtained 
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between the two forms in terms of short answer scores may be attributable to less 

opportunity for guessing when responding to short answer test items than there is in 

answering multiple choice items. 

In terms of the two response types (multiple choice and short answer) used on the 

two forms (Form l-Dreams and Form 2-Cognition), there was a positive correlation 

although the correlation coefBcients obtmed were only moderate. The correlation 

coefficients between the multiple choice scores and the short answer scores on Form 1 

(Dreams) of the TBLTB was .55 while on Form 2 (Cognition) the correlation coeflBcients 

between the two response types was .59. Although the correlations between the response 

types on each of the two forms are only moderate this is not cause for concern since each 

of the response types measure essentially different domains. The primary purpose of the 

multiple choice test items is to measure reading comprehension while the short answer test 

items are designed to measure reading comprehension combined with writing ability. 

Summary and Discussion of Findings Regarding the Correlations 

Between the Scores on the TBLTB and Student GPA Scores 

An attempt was made to investigate the concurrent validity of the 

Turrentine/Bradley Literacy Assessment Battery (TBLTB) by determining correlation 

coe£5cients between the high school English CPAs and the four subtests (Dreams-short 

answer and multiple choice tests and Cognition-short answer and multiple choice tests) of 

the TBLTB. The correlation coefBcients were low both between Form l-Dreams (r=.21) 

and Form 2-Cognition (r=.29) multiple choice tests and the high school English GPAs. 
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The correlation coefficients obtained were both moderately low (r=-32) for both forms 

(Dreams and Cognition) in terms of the short answer scores when compared to high 

school English GPAs. The results would indicate that there is low and marginal concurrent 

validity between the TBLTB and high school English GPAs. Since the TBLTB is based on 

authentic college-level reading and writing tasks, its relationship to high school English 

GPAs is questionable. 

In terms of predictive validity, a comparison of the scores on the four subtests 

(Dreams-multiple choice and short answer and Cognition-multiple choice and short 

answer) of the TBLTB to the college GPAs revealed that the TBLTB was moderately 

predictive of college success with respect to college grades. The correlation coefficients 

obtained on the multiple choice tests were .32 for Form l-Dreams and .35 for Form 2-

Cognition. The positive but moderate correlation coefficients between the Form l-Dreams 

short answer scores (r=.39) and Form 2-Cognition (r=.34) would indicate that the TBLTB 

has moderate predictive validity. By comparison. Wood and Bennett's study (1980) of the 

Nelson-Denny Reading Test (NDRT) indicated that the predictive validity of the NDRT in 

terms of college grades was substantially lower (r=.22). 

Summarv and Discussion of Findings Regarding the Correlations 

Between the Scores on the TBLTB and College Aptitude Scores 

In terms of concurrent validity between the Turrentine/Bradley Literacy Testing 

Battery (TBLTB) and college aptitude scores, the correlations were moderate to very low. 

The correlation coefficients obtained between the TBLTB and the ACT scores were the 
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highest of the measures of college aptitude included in the study. Between the TBLTB and 

ACT-E scores the correlation coefiScients were moderate for both Form 1-Dreams (r=.47) 

and Form 2-Cognition (r=.35) in terms of multiple choice scores. The short answer format 

of each of the two forms of the TBLTB also produced moderate correlation coefiBcients 

when compared to the ACT-E scores (r on Form l-Dreams = .44; r on Form 2-Cognition 

= .41). 

As with the correlations between the ACT scores and the TBLTB scores, the 

correlation coefiBcients between the SAT-Vscores and the TBLTB multiple choice scores 

were in the moderate range (r on Form l-Dreams = .33; r on Form2-Cognition = .47). 

However, correlation coefiBcients obtained between the TBLTB short answer scores and 

SAT-V scores were low (r on Form l-Dreams = .28; r on Form 2-Cognition = .14). 

Likewise, the correlation coefiBcients between the TBLTB multiple choice scores 

and the SAT(R)-V scores were in the moderate range (r on Form l-Dreams = .38; r on 

Form 2-Cognition = .51). Strangely, the correlation coefiBcients obtained between the 

TBLTB short answer scores and the SAT (R)-V varies widely between the two forms (r 

on Form l-Dreams = .40; r on Form 2-Cognition = .004). The low to moderate 

correlation coefiBcients obtained contrast with those of Wood and Bennett (1980) who 

found the correlation between the Nelson-Denny Reading Test (NDRT) and SAT-V scores 

to be much higher (r on .77). They also found a feirly high correlation between the NDRT 

and the ACT Composite scores (r =.69). The lower r foimd with the TBLTB may have 

been due to two &ctors: First, the test length on the TBLTB (13 items) is much shorter 

than that on the NDRT (38 items). The relatively short length of the TBLTB probably 
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restricted variance which in turn reduced the magnitude of the correlations. Second, it 

appears that the student sample used with the TBLTB may have been somewhat restricted 

containing a relatively large proportion of low achievers. This could have also affected the 

magnitude of the correlations. 

The concurrent validity between the TBLTB and the measures of college aptitude 

was found to be marginal, however, the purpose of the TBLTB is quite different from the 

college aptitude tests required by most colleges and universities in this country. College 

aptitude tests are normed tests which serve more in a "gatekeeper" capacity, that is, they 

rank students for the purpose of determining who will be admitted to college and who will 

not. Their purpose is not to serve in a diagnostic capacity. The TBLTB was designed to 

serve as a diagnostic instrument, the results of which will guide placement and intervention 

decisions. In light of the differences in the purposes of the TBLTB and college aptitude 

tests, low or moderate correlations between the two tests should not be a cause for 

concern. 

Summary and Discussion of Findings Regarding the Extent of 

Agreement Across the Two Response Tvpes 

and Between the Two Forms of the TBLTB 

In determining the validity and reliability of the Turrentine/Bradl^ Literacy 

Testing Battery (TBLTB), the first two parts of the test were the subject of this study. 

Parts 3 and 4, the Botel Word Opposite Test and the Botel Word Recognition Test are 
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well-established assessment instruments and, for that reason, were not included for 

investigation in this study. Parts 1 and 2 of the TBLTB are the screening portions of the 

test, that is, th^ serve the purpose of determining which students have mastered the 

literacy skills needed to be successful in their college course work and which students have 

not mastered the necessary college-level reading and writing skills and should undergo 

further diagnosis. 

The investigation of the extent of agreement across the two response types and 

between the two forms (Dreams and Cognition) of the TBLTB produced very positive 

results. Of the sample (n=138), twenty-three participants passed the multiple choice tests 

on both Form 1 (Dreams) and Form 2 (Cognition) of the TBLTB while sixty-seven 

students failed the multiple choice tests on both forms of the TBLTB. In other words, 

there was pass/fail agreement on ninety out of one-hundred thirty-eight cases in terms of 

multiple choice scores. Taking the possibility for guessing on the multiple choice format 

into account, the extent of agreement between the multiple choice format for Form 1-

Dreams and Form 2-Cognition was found to be moderately high (65 percent agreement). 

The extent of agreement between Form 1-Dreams and Form 2-Cognition in terms 

of pass/fail on the short answer tests was even higher than on the multiple choice tests. In 

terms of short answer scores, there was pass/fail agreement for one-hundred nine cases 

out of the one-hundred thirty-eight students in the sample (79 percent agreement). 

The extent of agreement, therefore, across the two response types and between the 

two forms of the TBLTB was foimd to be reasonably high and indicates that the TBLTB 

could serve the purpose for which it was intended which is to provide a reliable means by 
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which to determine which students were in need of fiuther testing using Tests 3 and 4 of 

the TBLTB. 

Summary and Discussion of the Qualitative Findings of the Study 

The richest data gained from the study came from the information derived from 

evaluating the short answer responses of the participants on Part 1-Dreams and Part 2-

Cognition of the Turrentine/Bradl^ Literacy Testing Battery. The short answer responses 

provided valuable information in several areas; (1) the student's ability to express 

information in written responses, (2) grammatical and spelling strengths and weaknesses, 

and (3) the possibility of the discovery of the presence of a learning disability. An 

evaluation of the two response types (multiple choice and short answer) on each of the 

two forms (Dreams and Cognition) clearly demonstrated whether any of the student's 

literacy weaknesses were of a reading nature, or a writing problem, or a combination of 

the two. 

Conclusions Regarding the Findings of the Study 

The findings of this study were presented in four major concentrations; (I) the 

correlations between the two forms. Dreams and Cognition of the Turrentine/Bradl^ 

Literacy Testing Battery (TBLTB), (2) the correlations between the TBLTB and GPAs 

(Ifigh School English GPA and College GPA), (3) the correlations between the TBLTB 

and college aptitude tests {Scholastic Aptitude Test ox American College Tests), and (4) 
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the extent of agreement between the two forms of the TBLTB in terms of mastery or non-

mastery of college-level reading and writing skills. A fifth section presented some 

qualitative data derived fi-om the study. 

Conclusions Based on the Findings Regarding the Correlations 

Between the Two Response Tvpes and the Two Forms of the TBLTB 

In terms of reliability, the correlations between the two forms (Dreams and 

Cognition) were positive but moderate: (1) between Form I and Form 2 r=.45 in terms of 

multiple choice scores and (2) r=.65 between Form 1 and 2 on the multiple choice scores. 

The correlation between the multiple choice scores would likely have been higher had 

more than thirteen test items been included. The opportunity for guessing inherent in using 

a multiple choice format when testing students probably served to fiirther lower the 

correlation between the two forms of the TBLTB. However, the moderate correlations are 

not cause for concern in light of the fact that Tests 1 and 2 of the TBLTB are used for 

screening purposes in terms of mastery/non-mastery of college-level reading and writing 

skills. Therefore, the raw scores are not considered to be as significant in terms of 

reliability for this purpose as is the extent of agreement in terms of mastery or non-

mastery. 

The correlations between the two response types (multiple choice and short 

answer) used on the two forms (Dreams and Cognition) were also positive but moderate. 

These results were not surprising since the response types each measured an essentially 

different domain. The multiple choice items were designed to measure readmg while the 
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short answer items were used to measure college-level writing skills. Here again, the raw 

scores were not as significant as the extent of agreement in terms of mastery/non-mastery 

between the two forms of the TBLTB. 

Conclusions Based on the Findings Regarding the Correlations 

Between the TBLTB and Student GPA Scores 

Correlations between the Turrentine/Bradley Literacy Testing Battery (TBLTB) 

and high school English GPAs were positive but fairly low, ranging from .21 to .32 across 

the two response types (multiple choice and short answer) and the two forms (Dreams and 

Cognition) of the TBLTB indicating that there is low concurrent validity between the two 

measures. This could be a concern if one considers high school English GPA as a valid 

measure of a student's mastery of college-level reading and writing skills. Given the 

variations in high school standards nationwide, using high school English as an indication 

that a student is prepared to be successful in terms of the reading and writing skills 

required at the college level is questionable. 

In terms of predictive validity of the TBLTB, there was a positive but moderate 

correlation between the TBLTB and college GPAs. The coeiOBcients between the scores 

on the TBLTB and college GPAs ranged from .32 to .39. The TBLTB is, however, a 

better predictor of college success with regard to grades than is the Nelson-Denny 

Reading Test which was found to have a correlation of .22 with college GPAs (Wood & 

Bennett, 1980). 



Conclusions Based on the Findings Regarding the Correlations 

Between the TBLTB and College Aptitude Scores 

The correlations between the Turrentine/Bradley Literacy Testing Battery 

(TBLTB) and college aptitude tests such as the Scholastic Aptitude Test(SAT) and the 

Americcm College Test (ACT) were moderate to low moderate. The correlations between 

the TBLTB scores and the ACT-E scores varied from .35 to .47 across the two response 

types (multiple choice and short answer) and the two forms (Dreams and Cognition) of the 

TBLTB. Correlation coefficients between the TBLTB and ih&SAT-Vscores were low to 

moderate varying from .14 to .47 across the two response types and the two forms of the 

TBLTB. Strangely, the correlation coefficients differed greatly from no correlation to a 

moderate correlation (r= .004 to .51) across the two response types and the two forms of 

the TBLTB and the 54 T (R)-V scores. The reason for this wide range in coefficients 

between the TBLTB and the SAT(RJ-Vis unknown. 

Based on these findings, the concurrent validity between the TBLTB and college 

aptitude scores varied greatly depending upon the form and format of the TBLTB and the 

particular aptitude test. Overall, the TBLTB was found to have moderate to low 

concurrent validity with the two college aptitude tests. 
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Conclusions Based on the Findings Regarding the Extent of 

Agreement Across the Two Response Types and the Two Forms of the TBLTB 

There was a high extent of agreement across the two response types (multiple 

choice and short answer) and the two forms (E>reams and Cognition) of the 

Turrentine/Bradl^ Literacy Testing Battery (TBLTB). In terms of pass/fail (or 

mastery/non-raastery) agreement for the sample (n=138): (1) there was across-the-board 

agreement for 72 cases (the student either passed all four subtests or failed all four 

subtests), (2) on the multiple choice format for the two forms (Dreams and Cognition) of 

the TBLTB there was pass/fail agreement in ninety cases and (3) on the short answer 

format for each of the two forms there was pass/fail agreement in 109 cases. The results 

would indicate that Tests 1 and 2 of the TBLTB are suflSciently reliable for purposes of 

screening students who have mastered the necessary literacy skills for college or who are 

in need of further testing. The wide range of the scores attained on the TBLTB would also 

indicate that the Turrentine/Bradley Literacy Testing Battery is a valid measure of college-

level reading and writing skills when test difficulty is considered.. 

Conclusions Based on the Qualitative Findings of the Study 

The qualitative data derived from the study were particularly rich. Based on case 

study analyses, the Turrentine/Bradley Literacy Testing Battery appears to go beyond 

merely determining whether a student has mastered the necessary college-level reading 

and writing skills. The differences in scores between the multiple choice format and the 
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short answer format on each of the two forms (Dreams and Cognition) were able to 

indicate whether any weaknesses found for a particular student were of a reading or a 

writing nature. Furthermore, the case study analyses were able to uncover spelling and/or 

grammatical weaknesses, and, in several cases, the presence of a possible learning 

disability which suggested further testing. 

Conclusion 

The Turrentine/Bradlcy Literacy Testing Battery (TBLTB) is a valid and reliable 

measure for screening students in terms of mastery/non-mastery of college-level literacy 

skills and for aiding in determining the nature and extent of detected literacy weaknesses. 
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Chapter 5 

Summary, Conclusions, Implications 

and Recommendations 

A summary, conclusions, implications, and recommendations will be the focus of 

this chapter. 

Sunmiarv 

Restatement of the Problem 

There is a need for a reliable and valid assessment instrument designed to evaluate 

the reading and writing abilities of incoming college freshmen The Turrentine/Bradley 

Literacy Testing Battery was designed to assess the academic-related skills of 

undergraduate college students. The goal of the Turrentine/Bradley Literacy Testing 

Battery is to provide an early and accurate assessment of the literacy strengths and 

weaknesses the results of which would be used to guide the implementation of appropriate 

interventions where needed. The primary purpose of this study was to investigate the 

reliability and validity of Forms 1 and 2 of the TBLTB. 

Related Literature 

A review of related literature in the area of literacy assessment revealed that there 

is agreement among institutions of higher education that assessment of incoming students 

plays a significant role in aiding those students to achieve academic success. There is a 
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great deal of disagreement, however, as to what form or forms of assessment will best 

serve the needs of students in evaluating their college level literacy skills. Researchers in 

the literacy area, Morante (1989) and Simpson and Nist (1992) are in agreement with 

respect to certain features which should be a part of an ideal literacy assessment model; 

(1) placement decisions should be made based on information compiled 

from a number of measures including college aptitude tests (such as 

the Scholastic Aptitude Test or American College Test) scores, high 

school grades, input from the student, and, most importantly, data from 

tests specially designed to measure college level reading and writing skills. 

(2) placement tests should be based on college level textbook material and 

should contain reading passages which are long enough to be reflections 

of the length of reading passages students will encounter in their college 

course requirements. 

(3) Placement tests should be power tests rather than timed tests. 

None of the most widely used placement tests at the college level (such as the 

Nelson-Denny Reading Test, the Degrees of Reading Power, the COMPASS, and the 

ASSETT Testing Battery) meet the criteria for an ideal placement test. Each of these 

commonly used tests are timed tests and all use reading passages that are less than four-

hundred words long, too short to be reflective of authentic college reading tasks. All of 

Ae tests use multiple choice format for responses to test items and, therefore, do not 

allow for the provision of a writing sample from the student. Given that writing 

competency is one of the most frequently encountered requirements of college courses, a 



placement test which ignores this requirement falls short of measuring the full scope of 

required college literacy skills. 

Designs and Procedures 

The Turrentine/Bradl^ Literacy Testing Battery (TBLTB) was designed to assess 

literacy strengths and weaknesses of undergraduate college students. The TBLTB is 

composed of four tests built on a framework which assess literacy in a descending order 

from the most complex skills to the most subordinate skills. Tests 3 and 4 of the TBLTB 

are vocabulary and work decoding skills and were not included in this investigation since 

th^ are not part of the screening portion of the TBLTB and are from well-established 

instruments which have been in use for many years. The first test in the TBLTB requires 

the student to read a six-page passage about dreams from a freshman psychology textbook 

and to respond to ten short answer test items based on the reading passage. Those 

students who pass with a score of seven correct responses require no further testing. 

Those who fail the first test are requested to undergo further assessment using a second, 

eight-page reading passage on cognition from the same textbook. The Cognition passage 

is followed by thirteen multiple choice test items. For those who fail the first passage 

(Dreams) accompanied by short answer test items but who pass the second passage 

(Cognition) which is accompanied by multiple choice test items, an assumption is made 

that the student has a writing problem rather than a reading problem. 

For purposes of this study, parallel form reliability of the TBLTB was investigated 

by writing ^ditional test items to accompany each of the passages. A set of thirteen 

multiple choice items, parallel in content to the short answer questions on Form 1-Dreams 
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of the TBLTB were written and used. Additionally, a set of ten short answer questions, 

parallel in content to the multiple choice test items of Form 2-Cognition were created. The 

sample population for the study (n=138) were randomly assigned to six groups and were 

tested during two sessions approximately one to three weeks apart. During the first 

session, students were asked to read the passage they were given and to raise their hand 

when done. When they had finished reading the passage, th^ were given their first set of 

questions. Participants were informed that this was an untimed test and that they were 

permitted to look back at the reading passage while answering their questions. When they 

had completed their first set of questions, the first set of questions was collected and 

replaced with a set of test items for the same reading passage but in the alternate format to 

the first set. At the second session, students were provided with a different reading 

passage, that is, if they read the Dreams passage during the first session, th^ were given 

the Cognition passage and, alternately, if they read the Cognition passage during the first 

session, th^ were given the E>reams passage for the second session. Again, they were 

asked to respond to test items in one format (multiple choice or short answer) and when 

they had completed those, they were given the set of test items in the alternate format. 

Results of the testing were compiled and Pearson Product-Moment Correlation 

CoefQcients were calculated between the two forms (Dreams and Cognition) and across 

response types (multiple choice and short answer). In addition, scores on the TBLTB were 

compared to high school English GPAs, college GPAs, scholastic aptitude tests 

{Scholastic Aptitude Tests and the American College Test). The extent of agreement 

between the two forms (Dreams and Cognition) and across response types (multiple 
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choice and short answer) was determined and a qualitative analysis of three cases was 

done. 

Conclusions 

The purpose of this study was to investigate Form 1-Dreams and Form 2-

Congition of the Turrentine/Bradl^ Literacy Assessment Battery (TBLTB) to see if they 

provided a valid and reliable measure for screening college students in terms of their 

mastery or non-mastery of college literacy skills. Based on raw scores, the correlation 

coefi5cents derived between Form 1-Dreams and Form 2-Congition and across response 

types (multiple choice and short answer) were moderate. However, the extent of 

agreement on the same measures was relatively high indicating that the Forms I and 2 

provide a reliable screening assessment for the purpose of determining which students are 

in need of fiirther testing with the TBLTB to determine the exact nature of their literacy 

weaknesses. The wide range of scores which resulted from standardized testing 

procedures indicated that Form 1-Dreams and Form 2-Cogntion both provide valid 

measures of reading comprehension (based on multiple choice scores) and reading 

comprehension combined with writing (based on short answer scores). Qualitative analysis 

of short answer responses also provides a wealth of information with regard to skill in 

sentence structure, spelling, grammar, and the possibility of the presence of some forms of 

learning disabilities. The two screening portions (Forms 1 and 2) of the TBLTB along 

with the vocabulary and word decoding portions of the TBLTB appear to provide a 
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complete assessment of literacy strengths and weaknesses of undergraduate college 

students. 

Implications 

In terms of further research, the reliability of the Turrentine/Bradley Literacy 

Testing Battery might be fluther enhanced by extending the test length by providing 

additional test items. Future investigation to determine how many additional test items 

which should accompany reading passages might be valuable. 

Recommendations 

Based on the results of the investigation, it would appear that a more effective 

approach to using the Turrentine/Bradl^ Literacy Assessment Battery would be to do the 

following: 

(I) Assess students using the Cognition passage based on the rationale that, 

since they will constantly be presented with new information during their 

college careers, information for which they have little or no prior knowledge, 

they should be assessed using material which is also new to them. The results 

of this investigation seemed to indicate that students in the study probably had 

some prior knowledge on the subject of dreams. Since fewer students passed the 

Cognition form of the TBLTB, the use of that form would result in less error 

related to falsely passing students who truly lack literacy competency. A false 

pass error potentially has more serious consequences than a false ^1 error ( a 
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false fail error occurs when a person a person fails who truly should have 

passed). A person who falsely &ils a college literacy test may have to undergo 

flirther assessment or instruction which is a burden on his time. On the other 

hand, a person who falsely passes such a test may end up failing course work 

and/or dropping out of college as a result of the oversight. 

(2) Students should be assessed with the Cognition passage accompanied by 

test items in both response types (multiple choice and short answer) and should 

be given and complete the short answer form and have their answer sheets 

collected before they are tested with the multiple choice test items. The rationale 

for administering the short answer format first is that, in doing so, the examiner is 

provided with a more accurate picture of each student's writing skills. Should the 

multiple choice format be administered first, the multiple choice options would 

give some assistance to the students in answering the short answer test items in 

terms of spelling, phrasing, and recognition of key information. 

(3) EfiBciency is evaluating test results should be maximized to allow for all 

incoming students to be tested by using the following process; 

(a) All multiple choice responses for every student should be evaluated by 

using Scantron response forms or a similar computerized method. 

(b) One short answer response fi'om each student should be evaluated. A 

recommendation is that Test Item #10 should be examined. The 

rationale is that a correct response for this item requires the student to 

gather information fi-om two paragraphs of the Cognition passage and 
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to construct a comprehensive response from the information contained 

therein. 

(c) For those students who do not do well on the multiple choice format of 

the test, all of their short answer responses should be evaluated. 

While the Turrentine/Bradl^ Literacy Testing Battery is a valid and reliable 

measure of reading comprehension and writing ability in its present state, the 

recommendations suggested should serve to improve its reliability as a measure of the 

literacy skills required by college students to be successful in their course work. 
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A TESTING BATTERY 
FOR EVALUATING 

THE LITERACY COMPETENCIES 
OF 

UNDERGRADUATE COLLEGE STUDENTS 



104 

L PURPOSE 



105 

THE TURRENTINE/BRADLEY 
TESTING BATTERU FOR EVALUATING 

THE UTERACY COMPETENCIES 
OF 

UNDERGRADUATE COLLEGE STUDENTS 

L PURPOSE 

The intent of this battery of tests is to determine the literacy competencies of 
undergraduate college students. An evaluation of the strengths and weaknesses of 
each student's reading and writing abilities will enable the testing institution to 
determine where support and remedial services are needed and to provide the 
appropriate services to individual students where needed. 
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//. PROCEDURE 
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n. PROCEDURE 

This instrument is divided into four tests. 

Test 1 

Test 1 is to be administered to undergraduate college students in a group setting. 
Students are given a passage from a Psychology 101 textbook and asked to read 
the page sUently. Upon completion of their reading th^ are asked to respond in 
writing to a set of questions provided by the examiner. 

Those who PASS need not undergo any fiirther assessment with this battery. They 
should be counseled to participate in a Study Skills Program. 
STOP TESTING. 

Those who FAIL are divided into two groups. 

The first group consists of those students who can identify key ideas, an indication 
that their reading ability is satisfactory, but their writing is poor. 

The second group consists of those students who are able to write but are unable 
to identify key ideas. 

Both of these groups are asked to return for Test 2. 

Test 2 

Test 2 may be administered in a group setting or individually and requires 
participants to silently read a second passage before responding to a set of multiple 
choice questions based on the passage. 

Those who PASS require no further reading assessment. Their difficulty on Test 1 
was probably due to writing problems. A referral to writing tutoring is 
recommended. STOP TESTING. 

For those who FAIL Test 2, reading is probably the problem. These students 
should be sent for reading tutoring and reading assessment continued with Test 3. 
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Test 3 

Test 3, the Botel Word Opposite Test, may be administered in a group setting, or 
on an individual basis and will provide the examiner with a grade level of reading 
performance for each student. 

The Botel Word Opposite Test requires students to silently read words and to 
underline the word that is the opposite or nearly the opposite of the first word in 
the line. 

For those students who score above a 7*'' grade level decoding is probably not a 
factor. Comprehension is likely the problem. STOP TESTING and refer the 
student to reading tutoring. 

For those students who score below the 7'̂  grade level, give Test 4. 

Test 4 

Test 4 is to be administered to students on an individual basis and out of the 
hearing range of other students. Each student is to read aloud the words fi-om 
Betel's Word Recognition Test beginning with the level at which he or she is 
likely to be 100% correct. Continue testing until the student falls below 70% on 
two successive levels. 
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in. TESTS 
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TESTl 



I l l  

TEST 1 

INSTRUCTIONS TO EXAMINER 

Test 1 and the questionnaire are to be administered to ail students. 

Pass out the questionnaire, reading passage and test questions. Have students write 
their names on the test questions and the questionnaire. 

Read the following instructions to the students: 

Please check your packets to make sure that it contains: 

• the Reading Skills Questionnaire 
• the reading passage 
• a set of test questions 

If any of these are missing let me know so that we can supply you with what you 
need. Write your name on the questionnaire and test questions. FiU out the questionnaire 
first. Once you have completed that, go to the reading passage. The test reading passage is 
a 6-page selection from a college-level psychology textbook. Read this 6-page selection to 
answer the questions. When you have finished reading the selection, answer each of the 
questions as well as you can. YOU MAY GO BACK AND REREAD THE PASSAGE IF 
YOU NEED TO. Answer each questions with complete sentences. Write an answer to 
each question. Do not leave any questions blank. Do your best. I will pick up your papers 
when you are finished. You must remain seated until the end of the period even if you are 
finished. That will complete Test 1. You will be contacted after the test has been 
evaluated. 
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Test 1 

See Passage 1. 

Write your answers to each of the following questions on the provided answer 
sheets. Be sure to use complete sentences. Answer each question as completely as 
you can. You may look back in the passage to help you with your answers. 

(Turn to the next page and begin) 
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Dreams as Mental Experiences 

One way of looking at dreams is as conscious mental experiences. According to an old accomit 
that goes back to the Greek philosopher Aristotle, the dream happenings are mental re-evocations of 
sights and sounds that occurred during the dreamer's waking life. Aristotle believed that the succession of 
these dream images &om the past is experienced as real while it occurs because during sleep there is no 
competition from the clamor of waking realî  and because the inteUect is '*dulled" during sleep (Aristotle, 
ca. 330 B.C.). 

Later investigators tried to relate what people dream about to what happens to them both before 
and during sleep. One question concerns the efTea of recent waking experiences. Aristotle was apparently 
correct in his belief that such recent events often re-emerge in dreams. This is especially so when the 
recent waking experience was highly emotionaL For example, soldiers who have just gone through intense 
battle stress may relive their combat terrors in nightmare dreams (Pai, 1946). 

Some writers have suggested that the dream images from the past are supplemented by e.Ytemal 
events that impinge upon the sleeper in the present A widely cited example is the alarm clock, which is 
often said to turn into a peal of church bells or a fire engine in the dream. To test this hypothesis, several 
investigators have studied the effects of applying various forms of external stimulation during sleep. 
Numerous sleepers have been shaken, tickle  ̂splashed with water, and shouted at-all to discover whether 
th  ̂would later report a dream that referred to these experiences. Sometimes they did An e.\ample of a 
dream reported on awakening after an experimenter shouted "Help" into the sleeper's ears: "I was driving 
along the highway at home. Heard yelling and we stopped A car was turned sideways in the road. I went 
down and saw the car was turned over on the side of the road....There was a woman badly cut. We took 
her to the hospital" (Hall, 1966, p. 6). It is hard to resist the conclusion that, at some level, the dreamer 
heard and un^rstood the shout "Help" even while asleep and then incorporated it within his dream 
narrative. 

Dreams as Behavior 

Dreams as conscious, mental experiences are essentially private, they go on "inside" the 
individual. As such, dreams can be regarded as a form of behavior that is looked at &om within, as if the 
actor were observing his own actions. Yet psychologists stucfy most aspects of behavior fiom "outside," for 
much of what we do is directly apparent and overt and can therefore e^y be seen by others. Humans and 
animals act. They run and fly and scurry about; th  ̂eat and fight and mate; they often perform new acts 
to attain their ends. 

Overt Behavior 

Can we stu(fy dreaming firom the outside taking this action-oriented view? On the face of it, 
the prospects don't seem too bright, for during sleep the bo(fy is and large immobile. Even so, there is a 
way. For there is one thing the sleeper does while dreaming that is overt and can be observed fiom the 
outside. He moves his eyes. 

This &ct emerged after it became clear that there are two kinds of sleep: quiet sleep and active 
sleep. During quiet sleep, both breathing and heart rate are slow and regular, and the eyes are motionless. 
But during active sleep the pattern is different Breathing and heart rate accelerate, and-most 
characteristic of all.-tte eyes move back and forth behind closed lids in quick irregular darts. Periods 
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of quiet and active sleep (often called REM sleep because of the Rapid Eye Movements) alternate 
throughout the night, and with a total of perhaps nine  ̂minutes devoted to REM (Figure 1.7). 

The crucial factor about REM sleep is that this is the period during which dreams occur. When 
subjects-the persons whose behavior is being studied*are aroused during REM sleep, about 85 percent of 
the awakenings lead to reports of a vivid dream. In contrast, subjects awakened from non-REM sleep 
recall dreams much less often (Dement, 1974). 

There is little doubt that the rapid Q^e movements go along with dreaming. But some 
investigators take a further step. They suggest that these movements provide a clue to what the sleeper is 
dreaming of. In their view, the eye movements indicate that the sleeper is ''looking at" whatever he sees in 
his dream world. Some evidence for this intriguing (though quite controversial) hypothesis comes from 
studies which show the direction of the eye movements observed during a given REM period is 
appropriate to what the sutgect recalls having seen while dreaming. For example, when the predominant 
direction of eye movement was up and down, one subject dreamed that he had thrown basketballs, looking 
up at the net and shooting, then looking down to pick another ball off the floor. In contrast, another REM 
period, in which the ̂ e movements were mostly from side to side, produced a dream in which the sul̂ 'ea 
watched two people tluDwing tomatoes at each other (Dement and Kleitman, I9S7). 

Biological Underpinnings of Behavior 

Evidence based on eye movements is one clue to the nature of dreaming. Another clue concerns 
its biological basis. Most psychologists take it for granted that whatever we do or think has some pl̂ sical 
basis in the activity of our brains. Some promising first steps in this direction pertain to dreams. These 
came after the development of a number of methods for monitoiing what people do when they are fast 
asleep. An important tool is the electroencephalogram, or EEG, which measures the overall activity of the 
sleeper's brain. The EEG traces the quick fluctuations of electrical activity' over time, and its graphic 
record is sometimes called brain waves. Happily for sleep investigators, it soon proved possible to attach 
the multitude of required electrodes to the subjects without disturbing their sleep (Figure 1.8). 

The results showed that the EEG patterns of sleep and waking differ maricedly. As the subjea 
falls into deeper and deeper stages of sleep, the brain waves become slow, large, and rather regular, 
indicating a lower level of brain activity. But this holds only for periods of quiet sleep. As this is 
interrupted active (that is REM) sleep, the EEG becomes quite similar to that found when the subject is 
awake. This makes good sense, for it suggests that during REM sleep the brain is reasonably aroused and 
active-as well it should be since this is the time when we are busily engaged in dreaming. 

Dreams as Cognition 

Like many other p^chological phenomena, dreams reflect what we know, what we have 
e^qjerienced, remembered, or thought atout-activities that p^chologists call cognition. To be sure, the 
dream happenings didn't really take place. We didn't really fly though the air or have tea with Queen 
Elizabeth. But the components of the dream were surely drawn firom the dreamer's own knowle^e, which 
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contains information about flying and the queen of England. How was this knowledge retrieved and 
woven into the dream story? How was the dream recalled on later awakening? And why is it that most 
of us remember so f̂  of our dreams? 

Some p^chologists have tried to attack these and related questions asking about the factors 
that make for better dream recall. TIIOT have come up with some evidence that people who remember 
more of their dreams are more likefy to have better and sharper visual mental images in their waking life; 
perhaps their dreams are more memorable because thQr are experienced in a more vivid piaorial form 
(Corey et al., 1975). Another &ctor is the extent to which the dream experience is interfered with what 
haî ns immediate  ̂after the sleeper awakes. In one stucfy, suiqects were asked to call the weather bureau 
immediately after waking iq>; after this, thqr had to write ̂ wn a detailed description of any dreams they 
had that nî L The results showed that weather reports and dreams don't mbc. The subjects who made the 
call generally remembered that tlî  had had a dream, but most of them could not remember what it was 
that they had dreamed about (Cohen and Wolfe, 1973). 

Dreams and Social Behavior 

Human life is very solitary but is spent among a world of others-strangers and fiiends, partners 
and rivals, potential and actual mates. What holds for waking existence, holds for dreams as well. Most of 
them involve interactions with others. Some feature themes of aggression, such as competition, attack, and 
submission. Others concern friendship and sometimes sex. But whatever the plot, the cast usually includes 
some others. More than 95 percent of our dreams are peopled with others, and most revolve around our 
relations with them (Hall and Van de Castle, 1966). 

Dreams and the Culture 

Dreams concern major themes in the person's own life, but they take place within a larger 
framework, the dreamer's own culture. In our society, a common dream is of appearing naked among 
strangers and being embarrassed. But such a dream would be unlikely among Australian aborigines who 
wear no clothing. Nor are mar  ̂urban Americans likely to have nightmares in which they are chased by 
cows, which haiq)ens to be a common dream in western Ghana (Bamoouw, 1963) 

Culture affects not only what the dream is about but also how the dreamer thinks about it when 
she recalls it later on. In some societies, including our own, dreams are generalty dismissed as nonsensical 
fancies, irrelevant to real life. Maî  preliterate cultures have a different point of view (Figure 1.9). Some 
regard dreams as supernatural visions and behave accordingly. Others take dreams very seriously even 
though they think of them as naturally occurring events. The Senoi, a tribe in Malaya, aa as if they had 
all taken several courses in p^choanatysis. They believe that dreams indicate something about their inner 
lives and can provide clues for heading off problems before th  ̂become serious. Every morning Senoi 
children tell their &ther what thqr dreamed about the night before. The father then helps the children 
interpret their dreams. These may reveal some incipient conflict with others, as in a dream of being 
attacked a friend. If so, the &ther may advise the child on how to correct matters, for example, 
giving the friend a present (Stewart, 1951). 
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Dreams and Internal Conflict 

The social aspea of dreaming lies at the heart of a &mous (and controversial) theory of dreams 
proposed Sigmund Freud. According to Freud, dreams are the produa of an elaborate clash between 
two contending forces-the unconscious primitive urges of our biological heritage and the civilizing 
constraints imposed 1  ̂society. In dreams we sometimes see one. sometimes the other side of the battle. 
Various forbidden impolses-mostly sex and aggression-emerge, but th  ̂are soon opposed the thou-
shalt-nots of our early upbringing. The result is a compromise. The forUdden mate  ̂breaks through but 
only in a stealthy, censored masquerade. This disguise explains wIqt dreams are so often odd and 
senseless. Their senselessness is only on the sui&ce, a cunning ma.̂  that lets us indulge in the 
unacceptable wish without realizing that it is unacceptable (Freud, 1900). 

According to Freud, some distortions involve various transformations of the unacceptable themes. 
One is symbolism. For example, he believed that sexual urges often emerge in symbolic guises. Thus, in 
bis view, dreams of riding horses or walking up a staircase often mask erotic wishes. Here the symbols 
presumably bear some resemblance to what they symbolize. The rî thmic movements of rising and filing 
in the saddle are similar to those of sexual intercourse, while ascen^g a staircase may be reminiscent of 
the w  ̂in which sexual passion mounts to a peak (Figure 1.10). 

Freud argued that these and many other symbolic transformations are the dreamer's w  ̂of 
smuggling the forbidden wish past the inner censor's eye. He believed that such defenses refer back to 
early childhood when the parents set up the various prohibitions that still haunt the adult in the present 
Seen in this light, dreams reflect important social processes that pertain to the past, to the way in which 
the major social commandments were installed in each of us society's first agents, our parents. 

Dreams and Human Development 

Thus far we have discussed dreams as they are experienced adults. But of course dreams occur 
in childhood as well as in adulthood. P^chologists who are concerned with the course of human mental 
development have considered the different ways in which children and adults thinks about their dreams. 

Developmental p^chologists want to know how children acquire the basic intellectual operations 
that are part of adult human thought-how they learn to count, to undostand that events have causes, and 
so on. For example, they ask how children learn that there is a difference between two realms of 
phenomena, those that we call subjective (thoughts, belief̂  and of course, dreams) and those that we call 
objective (the world of tangible things "out there"). To ask how this distinction is made is another w  ̂of 
addng how we attain our adult notion of objective reality, how we come to know that the tree in the 
garden-unlike a dream-will still be there after we blink our ̂ es. 
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The distinction is no means clear in early childhood. Thus young children initially have great 
trouble in distinguishing dreams fiom waking life. A three-year-old awakes and tell her parents how much 
she loved the elephants at the circus yesterdcQr The parents correct hen she had not been at the circus 
yesterday. But the child indignant̂  sticks to her stoiy and appeals to her brother for collaboration, for "he 
was there too." When her brother shakes his head in denial, she begins to ciy, angrily insisting that she 
told the truth. Eventually she learns that there is a whole group of experiences that older people call "tjust 
dreams," no matter how real they seem to her 0-evy, J., 1979). 

The fact that the child finally recognizes the circus elephants-and the nightmare robbers and 
witches-as dreams does not mean that she as acquired an adult conception of what dreams are. Yoimg 
children tend to think of them as physical otgects. When asked whether dreams can be tall, a four-year-old 
replied. "^Yeah. How tall? Big, big, big (spreads arms). Where are dreams? In your bedroom. In the 
daytime? Mo, they 're outside... .What are thw like? They 're made of rock. Could they be heavy? Yeah, and 
they can't break either" (Keil, 1979, pp. 109-10). 

It's quite a while before children thinlc of dreams the way adults do. By six or seven, they believe 
that dreams are sent through the air, perhaps the wind or pigeons. Eventually th  ̂recognize that as 
one eleven-year-old put it, "You dream with the head and the dream is in the head" (Piaget 1972). 

This realization that dreams are subjective events is no small achievemenL As we will see later, 
the recognition that some experiences are su '̂ective, inner happenings is not limited to dreams, but 
extends to maî r other conceptual attainments about the basic nature of the physical and psychological 
universe. 

Dreams and Individual Differences 

There is a iiirther aspea of dreams. ThQ  ̂are a reflection of the fact that people are different. 
People vary in what they characteristically do and think- and feel. And some of these differences between 
people are reflected in their dreams. Some simply pertain to the differing circumstances in the dreamers' 
lives. This point was matte some two thousand years ago the Roman poet Lucretius who noted that at 
night lawyers plead their cases, generals fight their battles, an sailors wage their wards with the winds 
(Woods, 1947). 

More interesting are differences that reveal something about the personalities of the dreamers. 
An example is a comparison of the dreams of normal people and of patients with a diagnosis of 
schizophrenia, a condition generally regarded as the most serious psychiatric disorder of our time. The 
difference between the two groups was enormous. The schizophrenic reported dreams that were highly 
bizarre and often morbid The dreamer is eaten ahve by an alligator; there are nuclear wars and world 
cataclysms. Themes of bodily mutilations were £urty common, as in a dream in which a woman killed her 
husband and then stuffed parts of his bo<fy into a camel's head In contrast, the normals' dreams were 
comparatively mild and ordinary. The results fit in with what we know about schizophrenia. 
Schizophrenics often jump fiom one idea to the other without maintaining a firm line of thought As a 
result, their behavior often appears bizarre. And th  ̂often report great personal turmoil and distress. It 
seems that their extremely bizarre and morbid dreams are simply an exaggeration of a condition alreacfy 
present in their waking Itfe (Carrington, 1972). 
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Perspectives on P^chology 

We have seen that dreams can be looked at as conscious, mental experiences, as overt behaviors, 
as aspects of cognition, as indications of social patterns, as reflections of human development and as 
expressions of the dreamer's individuality. What holds for dreams holds for most other psychological 
phenomena; They can all be viewed fiom several perspectives. Each perspective is valid but non is 
complete without the others, for p^chology is a field of many faces and to see it iiilly, we must look at 
them all. 

Given the many-faceted character of psychology, it is not surprising that those who have 
contributed to it come fom many quarters. Some had the proper title of psychologist with appropriate 
university aî intments in that discipline, including two of its founding Others, Wilhelm Wundt of 
Germany and William James of the United States. But psychology was not built by p^chologists alone. 
Far from it Among its architects are philosophers, beginning with Plato and Aristotle and continuing to 
our own time. Physicists and pl̂ siologists pl̂ ed important roles and still do. Physicians contributed 
greatly, as did specialists in many other disciplines, including anthropology, and more recently linguistics 
and computer science. P^chology, the field (tf many &ces, is its very nature a field of many origins. 



Test 1 Questions 

NAME: 

1. How are private mental experiences like dreams, studied by psychologists? 

2. What does anecdotal evidence tell us about the makeup of dream content? 

3. What behaviors are indicative of dreams? How do they aid in the study of this 
mental phenomenon? 

4. How does the EEG help us to study dreams? 

5. What is "cognition" and how is it related to dreaming? 



Test 1 Questions (page 2) 

6. What &ctors make for better dream recall? 

7. How are dreams culturally influenced? 

8. Discuss Freud's theory of dreams. 

9. Trace the development of the concept of a "dream" in children. 

10. How are dreams representative of individual makeup? 
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Test 1 (page 3) 

11. There are those who would argue that ail college freshmen should take an 
introductory psychoIo©r course and others who feel that such a requirement 
is unnecessary. Choose one side of this issue and defend your argument. Be 
sure to develop your argument with a paragraph that states your position and 
then gives your rationale. 
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Dr. John Bradley 

READING-STUDY SKILLS QUESTIONNAIRE 

Indicate approximate % of tome each skill is used (100, 75, 50,25, 0) by shading 
in the appropriate bracket. 

1. Location Skills. While reading, if you want to find out about something, do 
you use 

a. the table of contents to locate units, chapters, etc.? 
[100], [75], [50], [25], [0] 

b. the index to locate information in the book? 
[100]. [75], [50], [25], [0] 

c. the glossary to learn about un&miliar words? 
[100], [75], [50], [25], [0] 

d. the appendixes to find information? 
[100], [75], [50], [25], [0] 

2. Survey. Before reading a chapter in a textbook, do you spend a few minutes 
looking and reading 

a. the chapter title? 
[100], [75], [50], [25], [0] 

b. the introduction or advanced organizer? 
[100], [75], [50], [25], [0] 

c. the summary 
[100], [75], [50], [25], [0] 

d. questions or exercises at the back of the chapter? 
[100], [75], [50], [25], [0] 

e. headings? 
[100], [75], [50], [25], [0] 

f topic sentences or the first sentences of paragraphs? 
[100], [75], [50], [25], [0] 

g. un&miliar or technical words? 
[100], [75], [50], [25], [0] 



Survev-Processine Skilk. Before reading a chapter in a textbook, do you try to 
interest yourself in it and develop some reasons for reading it by 

a. reading the chapter title and trying to think of everything you know 
about the topic it covers? 
[100], [75], [50], [25], [0] 

b. looking through the chapter to call to mind additional information 
and to see if your initial thoughts are correct? 
[100], [75], [50], [25], [0] 

c. reading the introduction and summary to get a general idea of the 
organization and intent of the chapter? 
[100], [75], [50], [25], [0] 

d. reading the headings and subheadings to see how they relate to the 
chapter topic and how th^r relate to each other? 
[100], [75], [50], [25], [0] 

e. reading topic sentences to see how they relate to the chapter topic, 
the headings and each other? 
[100], [75], [50], [25], [0] 

f reading charts, graphs, maps, picture captions, etc. to see how they 
relate to the chapter topic? 
[100], [75], [50], [25]. [0] 

g. looking for imfamiliar or technical words and spending a moment or 
so trying to learn what they mean be reading the sentences around 
them? 
[100], [75], [50], [25], [0] 

h. developing questions to be answered later concerning things in the 
chapter that you are uncertain of? 
{100], [75], [50], [25], [0] 
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4. Readines. Whfle reading do you 

a. say or think every word to yourself? 
[100], [75], [50], [25]. [0] 

b. read everything at the same speed despite its importance, its 
diflBculty, and your familiarity with it? 
[100], [75], [50], [25], [0] 

c. try to remember everything, even irrelevant, unimportant details? 
[100], [75], [50], [25], [0] 

d. try to answer your own questions? 
[100], [75[, [50], [25], [0] 

e. try to relate headings, subheadings, paragraph main ideas, pictorial 
aids to each other and to the chapter topic to become more 
aware of the chapter's organization and content? 
[100], [75], [50], [25], [0] 

f evaluate the accuracy and relevancy of the information? 
[100], [75], [50], [25], [0] 

5. Memory Processing. While reading or after reading, so you try to remember 
important information by 

a. stopping after you have read a paragraph or a section to underline 
important information? 
[100], [75], [50], [25], [0] 

b. stopping after a section or unit to summarize its main points to 
yourself? 
[100], [75], [50], [25], [0] 

c. outlining or taking organized notes concerning main points? 
[100], [75], [50], [25], [0] 

d. developing a structure overview, a diagram, or time line? 
[100], [75], [50], [25], [0] 
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TEST 2 

INSTRUCTIONS TO EXAMINER 

Test 2 is to be administered to those students to those students who have 
failed Test 1. It may be administered in a group setting or individually depending 
upon the number of students who failed Test 1. 

Pass out Reading Passage 2 and the test questions. Have students write 
their names on the answer sheets. 

As students complete their tests evaluate their answers with the answer 
key in the Evaluation Section of this manual. 

Those who PASS with a score of 70 % correct answers or above are to 
be dismissed with no further testing required and a recommendation that the 
student in question be referred to a Writing Tutoring Program. 

Those who FAIL Test 2 are to be administered Test 3. 

Read the following instructions to the students. 

Please check your packet to make sure that it contains Reading Passage 2 
and the 3 pages of multiple choice questions. This 8-page reading passage is from 
a college-level psychology textbook. Read this passage to answer the questions. 
When you have completed your reading of the passage, answer each of the 13 
multiple choice questions by circling the letter preceding the correct answer. Do 
the best you can and do not leave any question unanswered. You may go back to 
the passage, if necessary, when answering the questions. I will pick up the papers 
when you are finished. Please remain in your seats for further instructions. 
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Social Cognition and Emotion 

The preceding chapters have explored the in which social behavior is shaped by-
our past We began by considering certain social reactions that stem from an evolutionary  ̂past 
that predates our own by marqr eons; the built-in facets of filial, sexual, and aggressive behavior, 
and various signals such as the distress cry and the smile that seems to be a part of our biological 
heritage (see Chapter 10). We then turned to the theories of Sigmund Freud, who was one of the 
first thinkers to p  ̂serious attention to sodal patterns that are rooted in our own personal past 
(see Chapter 11). Whether his particular views about the role of childhood socialization are right 
or wrong is not the issue (for more detail on this, see Chapters IS and 18). For now. we merely 
note that there is little doubt that both genetic makeup and socialization experience provide 
necessary preconditions for social life. 

But these effects of our biological and personal past cannot by themselves account for 
our adult social behavior. Th^r do not explain why we vote for one candidate rather than another, 
why we join or don't join a protest organization, wIqt we help or ignore a stricken passerby, why 
we believe a rumor or discount it, wlq  ̂we buy one detergent and not another. These are the kinds 
of choices that are the stuff of social life. When millions of individuals make one of these choices 
rather than another, they effect the general condition of our social, political, or economic world. 

The way in which these choices are made seems to depend more upon the present 
situation than upon factors in our (relatively distant) past If we are convinced that a certain bank 
is failing, we withdraw our money; the particulars of our childhood history have relatively little 
effect To be sure, we first have to be socialized into the cultural patterns of our world. A 
Mundugomor or an Arapesh would probably not understand our monetary system and would 
therefore not join in a rush on the bank. But socialization provides only tte initial entry into the 
social drama, especially in adulthood. Once we are upon that stage, our behavior depends upon 
the present situation as we see it now. Do we see others miming to the tellers window? Is the 
bank insured? It is these situational factors in the present and our response to them that are the 
province of modem social p^chology. 

Social Cognition and Social Reality 

An individual's response to a social situation depends upon what he understands that 
situation to be. Romeo killed himself in front of Juliet's tomb because he thought that Juliet was 
dead; had he known that she was only dragged, the pl̂  would have had a happy ending. This 
simple point forms the basis for much of modem social p^chology. But many modem social 
psychologists make an important further assertion; The way in which we interpret and try to 
comprehend such social events-that is, the nature of social cognition-is in principle no different 
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from the way in which we interpret and tiy to comprehend any event whatsoever, whether social 
ornoL 

The Interpersonal Nature of Belief 

Seen in this light, many iacets of social psychology are simply an aspea of the 
psychology of thinking and cognition in general. But over and above this, social cognition has 
certain features that make it uniquely social. For there is no doubt that much of what we know, 
we know because of others. The primary medium of this cognitive interdependence is of course 
human language, which allows us to share our discoveries and pass them on to the ne.xt 
generation. As a result, we look at the world not just through our own eyes, but also through the 
eyes of others, and we form our belief on what we've heard them s  ̂or write. 

An amusing example of the social nature of maî r of our belief is pnwided an 
e.xperiment in which several social p^chologists asked a number of their students to stop in the 
middle of a crowded thorough&re in New York Cî  and to look up at the sixth floor window of 
an o£Bce building on the other side of the street When only one such person looked up. it had 
virtually no effect on the passersby. But when the number of the upward lookers became fifteen, 
almost half of the passer  ̂stopp  ̂and looked up too. What happened is perfectly obvious. The 
people who saw the others look up surely believed that there was something to see. (After all. 
who would be paranoid enough to assume that the upward lookers were social psychologists 
conducting an e.xperiment?) For at bottom we are all convinced that we all share the same 
physical realî . Within limits (not everyone has perfect qresight; some people are color blind), 
what you can see, I can see too. Given our natural-perhaps morbid-curiosity, what would be more 
natural than to stop and look up too to discover just what it was that they saw Ofilgram. 
Bickman, andBerkowitz, 1969). 

But the shared aspects of human knowledge go deeper than this, for our very notion of 
plQ^cal reality is at least in part a matter of mutual agreement This point was made very 
dramatically in a classic stucfy performed by Solomon Asch (Asch, 1956). 

In Asch's experiment, nine or ten sutgects are brought together in a laboratory room and 
shown pairs of cards placed a few feet in fit)nt of them. On one card is a black line, say, 8 inches 
long. Chi the other card are three lines of varying lengths, say, 6 8, and 6 Vi inches (Figure 
12.1). The subjects are asked to make a simple perceptual judgment Thqr have to indicate which 
of the three lines on the one card is equal in length to the one line on the other card. Then the 
experimenter tells the sutgects that this procedure is only a minor prelude to another stucfy and 
casually asks them, in the interest of saving time, to indicate their judgments aloud by calling 
them out in turn (the three comparison lines are designated the numbers 1,2, and 3 printed 
underneath them). This procedure continues for a dozen or so pairs of cards. 
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Considering the sizable differences among the stimuli, the task is absurdly simple except 
for one thing: There is only "real" subject All of the others are the experimenter's true 
confederates. Thqr have arranged their seating order so that most of them will call out their 
judgments before the real subjea's turn comes around After the first few trials, they 
unanimously render &lse judgments on most of the ones thereafter. For example, the 
confederates might declare that a 6 '4-inch line equals an 8-inch line, and so on. for a dozen 
more trials. What does the real subject do now? (See Figure 12.2). 

Asch fbimd that the chances were less than one in four that the real subject would be 
fiilly independent and would stick to his guns on all trials on which the group disagreed with him 
(Figure 12.3). Most subjects yielded to the group on at least some occasions, in fine disregard of 
the evidence of their senses-a result with rather uncomfortable implications for the democratic 
process. When interviewed after the experiment, most of the yielc^g subjects made it clear that 
the group didn't really affect how th  ̂saw the lines. No matter what everyone else said, the 8-
inch line still looked bigger than the 6 Vi-inch line. But the subjects wondered whether they were 
right, became worried about their vision and sanity, and were exceedingly embarrassed at 
e.xpressing their deviance in public (Asch 1962, 1956; Asch and Gleitman, 1953). 

For our present purposes, our primary concern is not so much with what the subjects 
did but rather with how th  ̂felL In this reganl, most of them were alike. Some yielded and 
some were independent (see Chapter 13), but assuming they did not suspea a trick (and few of 
them did), thQ  ̂were generally veiy much disturbed. Why ̂  the fiiror? The answer is that 
Asch's procedure had violated a basic premise of the subjects' existence: However people may 
differ, they all share the sane physical reality. Under the circumstances, t is small wonder that 
Asch's subjects were deeply alanned by a discrepancy they had never previously encountered 
(Needless to s ,̂ the whole e.\periment was cardfiilly explained to them immediately afterwards). 

What accounts for the assumption of social shared reality? We can only speculate. Our 
possibility is that the notion that others perceive more or less the same world that we do is a 
built-in Sacet of the human animal. Another is that this notion is part and parcel of a more 
general consistency that provides the criterion for what we mean when we s  ̂that an object is 
"real." For example, when something is real, the senses provide consistent information about it. 
Macbeth sees a dagger but caimot touch it and therefore regard it as "a dagger of the mind, a 
false creation proceeding fiom the heat-oppressed brain." Another criterion is consistency across 
time. Real otgects provide what one philos^er called a "permanent possibility of a sensation." 
You may look away fix>m a tree, but it is still there when your gaze returns to it a moment later 
(J.S. Mill, 1865). At least in principle, the general notion of a fixed reality that is "out there: and 
independem of our momentary point of view is a rock-bottom concept that we all accept If it is 
challenged we become deeply disturbed It nuqr be that the definition of reality-perhaps from the 
outset, perhaps through learning-includes not onty agreement among different perceptions and 
memories within one person but also agreement with those of others. As a result, the belief that 
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others see, feeL and hear pretty much as we do becomes a cognitive axiom of our everyday' 
experience. When this axiom is violated, as it is in Asch's experiment a vital prop is knocked 
out firom under us, a prop so basic we never even realized that is was there. 

Social Comparison 

The Asch stmity shows what happens when the clear evidence of one's senses is 
contradicted by the verdict of a unanimous group. But suppose that our own perception does not 
include a clear-cut answer. This would happen, for example, if the lines differed fay only a small 
amount If left to out own devices, we would try to obtain some fiirther sensory evidence. We 
might look at the lines once more but firom a Afferent angle, or try to measure them with a ruler. 
But if we can't do that, then it's only reasonable to listen to what others have to say. Their 
judgment can then be used in lieu of further information provided by our own eyes or hands. If 
the others should now disagree with us, we might well change our own answer on their say-so. 
Several studies have shown that this is precisely what occurs in an Asch-type experiment in 
which the discrimination is fairly difScult There is more yielding and very little emotional 
disturbance (Crutchfield, 19SS; for further discussion of conformity effects, see Chapter 13, pp. 
511-14). 

This general line of reasoning may e:q>Iain why people seek the opinion of others 
whenever thqr are confironted by a situation that th  ̂do not fiiUy understand. To evaluate the 
situation, th  ̂need more information. If they cannot get it first hand, they will try to compare 
their own reactions to those of others (Festinger, 1954; Sols and Miller, 1977). The need for such 
social comparison is especially pronounced when the evaluations pertain to social issues, such as 
the qualifications of a political candidate or the pros and cons of fluoridating the water supply. 

Cognitive Processes and Belief 

The preceding discussion has shown that people try to make sense of the world they 
encounter. But how? In effect, thqr do this by looking for some consistency among their own 
experiences and memories, and then turning to other people for comparison and conformation. If 
all checks out then well and good. But what if there is some incongruî ? The Asch study 
showed what hiqjpens when there is a serious incongruity  ̂between one's own experiences (and 
the beliefs based upon them) and those reported by others. But suppose the incongruty is among 
the person's own experiences, belief, or actions? Maî  social p^hologists believe t̂ t this will 



131 

trigger some tendency to restore cognitive consistency-to reinterpret the situation so as to 
minimize whatever inconsistency nm be there. 

What kinds of mechanisms might e^qilain this general tendency to reinterpret aspects of 
our experience so that thQ  ̂fit together sensibly? A very influential approach was developed by 
Leon Festinger who proposed that aiQr perceived inconsistency among various aspects of 
knowledge, feelings, and behavior sets iq) an unpleasant internal state called cognitive 
dissonance, which people try to reduce whenever possible (Festinger, 1957). 

One of the earliest examples is provided by a sdufy of a sect that was awaiting the end of 
the world. The founder of the sect announced that she had received a message firom the 
"Guardians" of outer space. On a certain there would be an enormous flocxL Only the true 
believers were to be saved and would be picked up at midnight of the appointed d  ̂in flying 
saucers. (Technology has advanced considerably since the d  ̂of Noah's Ark.) On doomsd ,̂ 
the members of the sea huddled together, awaiting the predicted cataclysm. The arrival time of 
the flying saucers came and went; tension mounted. Finally, the leader of the sea received 
another message. To reward the &ith of the faithiul, the world was saved Joy broke out, and the 
believers became more MthM than ever (Festinger, Riedcen, and Schachter, 1956). 

Given the failure of a clear-cut prophecy, one might have expected the very opposite. A 
disconfirmation of a prediaed event should presiunably lead one to a^cton the beliefs that 
prochiced the prediction. But cognitive dissonance theory sscgs otherwise. By abandoning the 
belief that there are Guardians, the person who had once held this belief would have to accept a 
painfiil dissonance between her present skepticism and her past beliefs and actions. Her prior 
&ith would now appear extremely foolish. Some members of the sea had gone to such lengths as 
giving up their jobs or spending Aeir savings; such acts would lose all meaning in retrospea 
without the belief in the Guardians. Under the circumstances, the dissonance was intoler l̂e. It 
was reduced ly a belief in the message which bolstered the original belief. Since other members 
of the sea sto  ̂&st along with them, their conviction was strengthened all the more. They could 
now think of themselves not as fools, but as loyal, stead&st members of a courageous little band 
whose &ith had saved the earth. 

Attitudes 

Social beliefe are accompanied by strong feelings. Take the conviction that abortion is 
murder-a fax cry fiom the many belief we hold that are completely unencumbered by emotion, 
such as our nonchalant assurance that the sum QfthescpiaTesofa triangle is 180 degrees. 
Emotionally tinged social views of the former kind are generally called attitudes. Since various 
people often have different attitudes, th  ̂tend to interpret maiy social situations differently; the 
same crowd may look like a group of peacefiil demonstrators to one observer and like a rioting 
mob to another. 
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As modem social p^chologists use the term, an attitude is a rather stable mental 
position held toward some idea, or olqect, or persoiL Examples are attitudes toward nuclear 
power, the legalization of marijuana, school integration, or packaged breakfast foods. EveT>' 
attitude is a combination of belief, feelings, and evaluations, and some predisposition to act 
accordingly. Thus, people who differ in their attitudes toward nuclear power will probably have 
different beliefe on the sutgect (e.g., "nuclear power plants aTeH>r are not-unsafe"), will evaluate 
it differently (&om extreme pro to extreme con), and these differences will make them more 
likely to take some actions rather than others (e.g., to suî rt or protest the constmction of a new 
nuclear plant). 

Attitudes and Behavior 

Attitudes can be measured in a number of w .̂ The most widely used methods involve 
some form of self-report For example, the suiqect mî t be given an attitude questionnaire with 
items that relate to the matter at hand. Thus, in a questionnaire on nuclear power and related 
issues, subjects might be given a statement such as: '̂ Accidental oqjlosions in nuclear plants pose 
some danger; but this risk is relatively small compared to the economical and social benefits of 
cheap and abundant energy." Th  ̂w^d then be asked to select a number between, say. +10 and 
-10 to indicate the extent of their agreement or disagreement. The sum of a person's responses to 
a number of statements that all tap the same conccms m  ̂then provide a quantitative expression 
of that person's attitude. 

Do attitudes as measured self-iepott predict what people actually do? The question 
has led to controversy, for some earlier reports suggested that the relationship is much weaker 
than one might have thought During the thirties when there was considerable prejudice against 
Orientals, Richard LaPiere traveled through the country with a Chinese couple and stopped at 
over fiffy hotels and motels and at nearly two hundred restaurants. All but one hotel gave them 
accommodations, and no restaurant refiised them service. Later on the very same establishments 
received a letter that asked whether they would house or serve Chinese persons. Ninety-two 
percent of the replies were ''No" (LaPiere, 19334). It appeared that there was a major 
inconsistency between people's attitudes as verbally e^qnessed and their actual behavior. 

The results of this and some related studies led some social p^chologists to doubt 
whether the attitude concept is particularly useful. If attitudes don't predict behavior, what is the 
point in stucfying them in the fim place? (Wicker, 1969). But upon further analysis, this 
pessimism proved to be tmwanant̂  For later studies showed that under m  ̂circumstances 
attitudes do indeed predict behavior. Thus voter preferences during the four presidential 
campaigns of 1952 to 1964 as expressed in preelection interviews were a pretty good predictor of 
later behavior in the voting booth: 85 percent of the persons interviewed voted in line with their 
previously expressed preference. For the most part, those who shifted had initial preferences that 
were rather weak (Kelly and NCrer, 1974). 
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It appears that attitudes often do predict behavior. But if so. how can we explain the fact 
that they don't alwanrs do so? One possible factor concerns situational pressures that may ovenide 
other considerations. This holds for personality characteristics (being sociable or withdrawn, bold 
or fearful, and so on). Just about everybocfy stops at a red light, regardless of whether they are 
bold or anxious; and just about everybo(fy is hî ed at a fimeral, regardless of whether thev' are 
sociable or shy (see Chapter 18 for further discussion)). What holds for personalis characteristics 
also holds for attitudes. LaPiere's Chinese couple consisted of two young students who were 
attractive and well-groomed and who were accompanied by a white professor. Here, the 
situational pressures probably made refusal difficult and embarrassing. Under the circumstances, 
th  ̂may well have combined to override the ethnic prejudice. 

Even more important is how specifically the attitude is defined. The more general one's 
definition, the less likely it is to predia a particidar bit of behavior. One stutb analyzed the 
relation between general attitudes to environmentalism and a particular act; volunteering for 
various activities of the Sierra Club. Tbey found no relation, ̂ t when they tested the attitudes 
toward the Sierra Club as such, they found a substantial correlation between attitude and action: 
those who had stated strong  ̂positive views toward the club were much more likely to volunteer 
(Weigel, Vernon, and Tognacci, 1974). In a similar vein are the results of a study on women's 
attitudes to birth control. Positive attitudes toward birth control in general showed only a 
negligible correlation with the use of oral contraceptives during a two-year period. But attitudes 
toward using birth control pills in particular correlated well with their actual use during this 
period (Davidson and Jaccard, 1979). 



134 

Test 2 Questions (circle the letter preceding the correct response) 

NAME: 

1. Our adult social behavior is determined by; 
a. our biological and personal past 
b. the present situation 
c. what others around us influence us to do 
d. a,b. and c 
e. more by b than a 

2. In explanations of current beha\dor, in contrast to the approaches of Freud and 
sociobiologists, modem social psychologists emphasize; 
a. effects of early childhood 
b. evolutionary factors 
c. genetic causes 
d. unconscious determinants 
e. situational factors 

3. How we react to any situation is determined by; 
a. how our parents taught us to act in such situations 
b. how people around us are reacting 
c. what we understand the situation to be 
d. our past experiences in such situations 
e. all of the above 

4. In Asch's experiments on the effect of social pressure on judgments of 
noticeably different line lengths he found that; 
a. many subjects yielded to the social pressure, but their perception of 

line length did not necessarily change. 
b. the actual perceptions of line length were actually changed in the 

subject. 
c. the perceptions of line length were changed in the confederates 
d. the shared sense of physical reality can affect perception 
e. a and b 

5. Our notion of social reality is based on; 
a. what we see on television 
b. what our parents taught us 
c. our own experience 
d. a combination of what we leam in school and what our parents taught us 
e. a combination of agreement among our different perceptions and 

memories and agreement with those of others. 
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Test 2 Questions fD.2) 

6. Indicate which of the following statements about social comparison is false: 
a. Social comparison is more likely to occur when someone is faced 

with a difiBcult decision. 
b. Social comparison is more likely to occur in a situation where there 

is more ambiguity. 
c. Social comparison is more likely to occur when people feel they need 

more information. 
d. Social comparison is more likely to occur when the decision involves 

social issues. 
e. None of the above are false. 

7. The need for social comparison is especially pronounced when the evaluations: 
a. pertain to something about which you have no knowledge 
b. pertain to social issues 
c. pertain to your chances of getting the new job you always wanted 
d. decision concerning your thinking and actions should always be made 

entirely on your own. 

8. Fred supports the cause of the A's in their war against the B's. He then sees on 
television that the A's are killing innocent children. He decides that the A's 
must be being forced to do this by the B's, and that the A's have no choice. 
This type of thinking in Fred is an example of: 
a. social comparison 
b. stimulus-response associations 
c. resolution of cognitive dissonance 
d. reference to comparison group to change attitudes 
e. all of the above 

9. When there is disagreement between our own social reality and that of 
others we: 
a. ignore what others have to say and cling to our own beliefs 
b. attempt to reduce the inconsistency 
c. experience an unpleasant internal state called cognitive dissonance 
d. b and c 
e. assume that others may have access to some information that is 

unavailable to us and, therefore, we should agree with their 
interpretation. 
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Test 2 Questions (page 3> 

10. Sandy holds that French food is good and Canadian food is bad. These views 
represent: 
a. attitudes 
b. observation of behavior 
c. experimental studies 
d. physiological measures 
e. a and c 

11. Our attitudes: 
a. result from our beliefs 
b. result from out strong feelings about something 
c. result from our evaluation of a situation 
d. result from a combination of the above 
e. never change 

12. Attitudes are usually measured by: 
a. questionnaires 
b. observations of behavior 
c. experimental studies 
d. physiological measures 
e. a and c 

13. Attitudes do not always predict behavior. This could be because; 
a. attitudes, as measured are often very general, and behavior deal with 

specific situations 
b. attitudes are evaluative and behavior is not 
c. specific aspects of situations may prevent attitudes from being 

expressed 
d. behavior is not affected by cognitive consistency or cognitive 

dissonance 
e. a and c 
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TESTS 
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TEST 3 

INSTRUCTIONS TO EXAMINER 

Test 3 may be administered in a group setting or on an individual basis. 

EHstribute the Betel Word Opposite Test (Reading) to each student. 
Have the student write their name at the top of the first page. 

Read tiie following instructions to the students 

Please check your packets to make sure there are four pages included with 
the letters A through J. Write your name at the top of the first page. Study each 
line of words and underline the word that is the opposite of the first word in the 
line. This is not a speed test. Take your time and complete the test as far as you 
can go. I will pick up your papers when you are finished. Please remain in your 
seats for further instruction. 
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TEST 4 
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TEST 4 

INSTRUCTIONS TO EXAMINER 

Test 4 is to be administered to each student who has FAILED Test 3 out of 
hearing range of other students. Test 4 should be given at the level at which he or 
she is likely to have 100% correct. Ask the student to read the words from the 
word lists, and continue testing until he or she faUs below 70% on two successive 
levels. 

If there is no indication of a student's level, have them begin with the pre-primer 
list, explaining that th^ probably know all these words. 

Scoring the Test 

Since there are 20 words at each level, count 5 points for each correct response. 

The types of errors are: 
1- mispronunciations flick for like, bo-at. or two syllables for boat). 
2. substitutes (cat for kitten, house for home ). 
3. refusals (five seconds or more delay in recognition). 

Words corrected by a student and hesitations up to five seconds are not considered 
as errors. However, more than several such responses at any level are indicative of 
insecurity and should be considered when establishing the student's reading level. 

As the student reads the words from the lists, use a Word Recognition Scoring 
Sheet to record each student's performance. Place a check mark in the response 
column for each word read correctly. Use the following codes for other responses: 

Response Test Word Code 

NCspronunciation boat M bo-at 
Substitution father S daddy 
Refusal (after S seconds) R 

Those who pass the Grade 4 reading list should be marked 4+, with an indication 
of the percentage of accuracy in parenthesis-for example, 4+(70), 4+(95), etc. The 
reading level of these students is determined by the Word Opposites Test. 

See the Table of Standards in the Evaluation Section for determining the ratings on 
the Word Recognition Test. 
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IV. EVALUATIONS 
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IV. EVALUATIONS 

Those who pass Test 1 are able to read and comprehend. Those students would 
probably benefit fi'om a study skills program. In the scoring of this test spelling 
errors should not be counted against the student. Writing mechanic can be checked 
in the written responses to questions. 

Those who fail Test 1 will be divided into two groups according to the instructions 
for evaluating Test 1 and appropriate recommendations made according to the 
group into which each student falls. 

Those who pass Test 2 can read but have problems expressing themselves is 
written form. Those students would probably benefit fi^om a Writing Skills 
Program. 

In evaluating Test 3, those students who score above the T"* grade level have a 
comprehension problem rather than a decoding deficiency. Those who score 
below the 7"' grade level have a decoding problem and require fiirther assessment 
to determine how extensive the problem is. 

Test 4 provides an estimate of the student's oral reading fluency. See the Table of 
Standards in this section for evaluation. 
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EVALUATION OF TEST 1 

The key concepts for questions 1 through 10 are underlined and should be present 
in a recognizable form in the student's answer to be considered correct. 70% 
correct is considered a passing grade. 

ANSWERS TO QUESTIONS 1 THROUGH 10 

1. Dreams, like other private mental experiences, are studied from several 
points of view: as mental experiences, as behavior, and as co ignition. 

2. Dream content is mental re-evocations of sights and sounds that occurred 
during the dreamer's waking life. 

3. While dreaming the sleeper will move his eyes. This behavior, called rapid 
eve movemfint fRFA/H is indicative of the period in which dreams occur. 

4. The EEG shows that the brain's activity durinp RFM sleep is quite similar 
to brain activitv when awake indicating that the brain is aroused and active. 

5. Cognition involves what we know, have experienced, remembered, or 
thouight about and dreams are a reflection of these. 

6. Better dream recall is related to several fectors: people who have better 
and sharper mental images in their waking lives tend to remember more of 
their dreams. Another factor involved in dream recall is the extent to which 
its memory is interfered with bv what happens immediatelv after the sleeper 
awakes. 

7. Culture influences not only the dream content but how the individual thinks 
about the dream when he or she remembers it later on. Some take dreams 
very seriously while others dismiss them as nonsensical. 

8. Freud argues that dreams are the product of a clash between the 
unconscious primitive urges of our biological heritage and societv's 
constraints. 

9. In earlv childhood, children are incapable of distinguishing dreams from 
reality. Bv six or seven children believe that dreams are sent through the air 
and by about the age of eleven (Piaget) they begin to realize that dreams 
are subjective events. 
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10. Dreams reflect the individual differences between people in how thev think 
and feel and what thev do. 
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EVALUATION OF TEST 2 

Test 2 consists of 13 multiple choice questions based on Reading Passage 2. No 
fiirther testing is required for those who attain a score of 70% or above. Poor 
writing is probably the problem here and a referral to writing tutoring is 
recommended. For those who fail this test, reading is a problem. These students 
should be placed in reading tutoring and further assessment undertaken using Test 

ANSWER KEY 

1. e 
2. e 
3. c 
4. a 
5. e 
6. e 
7. b 
8. c 
9. d 
10. a 
11. d 
12. a 
13. e 
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EVALUATION OF TEST 3 

Since this is a power test rather than a speed test, each student should have time to 
complete the test as far as he or she can go. Ordinarily the student should continue 
until he or she has scored less than 70% at two successive levels. If the student 
scores below 70% on one level and then goes back to 70% or higher, the earlier 
low scores are disregarded in determining the Instructional Level. See the Table of 
Standards in this section to determine the ratings on the Word Opposites Test. 



147 

EVALUATION OF TEST 4 

Test 4 is administered on an individual basis and is scored as the test is conducted. 
Instructions for scoring are given in the Instructions for the Examiner for Test 4. 
Ratings for the Word Recognition Test are found in the Table of Standards in this 
section. 



Interpreting the 
Reading Placement Tests 

The Table of Standards below (Table I) will help 
you find the bistructtoiul and Frmtiatioa Levels for 
pupils. For many pupils, the Instructional Level is not 
a single level but rathera lange of levels at which they 
can read with profit. 

Also indicated in the table is the Free Reading 
Level, at which a pupil can read easily, without heip 
or hesitation. A pupO's library book should generaDy 
be at the Free Reading LeveL Howrever, the pupil 

should not generally be rcstrictcd tram selecting 
mote diflicult books. Frequently, a pupil wUl 
read a library book that is apparently at his 
Instructional or Frustration Level with pleasure 
and real understanding and with no help from the 
teadier. Of course, this is more likely (o happen 
with an abler reader, but even poor readers, when 
highly motivated, are able to gain much from 
their reading. 

TABLE 

1 Standards for the Botel Reading Inventory 
(Word Recognition and Word Opposites Tests) 

WORD RECCXJNITION TEST WORD OPPOSITES TEST 

No. of words No. of words 
correct out % of correct out % of 

READING LEVELS of 20 accuracy of 10 accuracy 

Free Reading Levels 
(Easy: PupQ can read with profit 20 100% 10 100*. 
without any teacher help.) 19 95% 9 90% 

Instructional Levels 
(Suitable; PupU usually needs 18 90% 
teacher guidance for com 17 85% 8 80^ 
prehension and interpretation.) 16 80% 7 70f{-

IS 75% 
14 70%* 

Frustration Leveb 
(Too diflicult: Pupil cannot read 
with profit without continuous 
teacher help.) 

13 
1 
0 

65% 

0% 

6 
; 
0 

607J 

0^ 
Vn eases whore the pupU toes from 80% at one tetei to kss than 70% at the next level timt kttl sltouki be rvgerUeti as the 
highest instruction  ̂level rather titan the 80% leveL Dick's performance on the Word Reeoxttitibn Test ami ott both the 
Word Opposites (Readini} and Word Opposites (UsteninfO tests Biustrates this decision, (See Table Z; 
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NAME: 

Passaee l-Multiple Choice Questions (Circle the letter preceding the correct response) 

1. According to Aiistotle, dreams; 
a. are outlets for creative energies 
b. are manifestations of physical discomfort during the day 
c. are of telepathic origin 
d. are reoccurences of events in the real world 
e. a and d 

2. Which of the following is true about dreams and human behavior 
a. both are solitary events or experiences 
b. dreams are solitary events 
c. both are interactive events 
d. human life is solitary 
e. none of the above 

3. Outside stimuli: 
a. always find their way into dreams 
b. never find their way into dreams 
c. sometimes find their way into dreams 
d. are all that dreams are made of 
e. very rarely find their way into dreams 

4. During sleep we can tell that the sleeper is dreaming when we observe that; 
a. the sleepers heart rate accelerates 
b. the sleeper's breathing slows down 
c. the sleeper's eyes dart back and forth behind closed lids 
d. a and c 
e. a and b 

5, Subjects dream during; 
a. all types of sleep 
b. quiet sleep 
c. the end of the night only 
d. REM sleep 
e. b and d 
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Passaee I-Multiple Choice Questions (v. 2) 

6. Electroencephalograms (EEG) show that; 
a. the brain waves during periods of dreaming show a pattern that is slow, long, 

and regular 
b. the brain waves during periods of dreaming are no different than those seen 

during non-dreaming periods. 
c. brain wave patterns during dream periods are similar to those seen when the 

subject is awake. 
d. researchers have been unable to attach the EEG leads to subjects without 

disturbing their sleep. 
e. b and c 

7. Better dream recall is related to: 
a. the ability of the subject to have better and sharper recall of visual mental 

images in their waking life. 
b. non-interference of other factors immediately after the sleeper awakes 
c. the intelligence of the dreamer 
d. a and b. 
e. a and c. 

8. Culture: 
a. has influence only on dream content 
b. represent a compromise between biological urges and social constraints 
c. influences the dream content and interpretation 
d. may or may not influence our dreams at all depending on the particular culture 
e. none of the above 

9. In Freud's view, dreams: 
a. are a result of physical discomfort during sleep 
b. represent a compromise between biological urges and social constraints 
c. serve as a reminder of events of the day 
d. pertain mostly to current conflicts in real life 
e. b and d 

10. According to Freud, dreams contain: 
a. symbolic fulfillment of forbidden wishes 
b. prophecies of the future 
c. undisguised urges 
d. all of the above 
e. a and c 
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Passaee l-Multiole Choice Questions (d.3) 

11. Young children thinks of dreams as: 
a. physical objects 
b. a special reality sent from outside 
c. purely subjective experiences 
d. both a and b 
e. none of the above 

12. The dreams of schizophrenic individuals are often; 
a. more sedate than those of others 
b. more exciting than those of others 
c. more bizarre than those of others 
d. b and c 
e non substantially different than those of others 

13. Dreams, like most psychological phenomena cein be viewed; 
a. only as conscious, mental experiences 
b. only as overt behavior 
c. only as aspects of cognition 
d. only as reflections of human development. 
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Passaee IShort Answer Questions 

Write your answers to the following question in complete sentences . Answer each 
questions as completely as you can. You may look back in the passage to help you with 
your answers. Be sure to put your name at the top of this page. 

1. How are private mental experiences, like dreams, studied by psychologists? 

2. What does anecdotal evidence tell us about the makeup of dream content? 

3. What behaviors are indicative of dreams? How do they aid in the study of this mental 
phenomenon? 

4. How does the EEG help us to study dreaming? 

5. What is "cognition" and how is it related to dreaming? 



Passage iShort Answer Questions (pane 2) 

6. What fectors make for better dream recall? 

7. How are dreams culturally influenced? 

8. Discuss Freud's theory of dreams. 

9. Trace the development of the concept of a "dream" in children. 

10. How are dreams representative of individual makeup? 
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NAME 

Passaee 2-MultiDle Choice Questions (Circle the letter preceding the correct response) 

1. Our adult social behavior is determined by: 
a. our biological and personal past 
b. the present situation 
c. what others around us influence us to do 
d. a,b, and c 
e. more by b than a 

2. In explanations of current behavior, in contrast to the approaches of Freud and 
sociobiologists, modem social psychologists emphasize; 
a. effects of early childhood 
b. evolutionary factors 
c. genetic causes 
d. unconscious determinants 
e. situational factors 

3. How we react to any situation is determined by: 
a. how our parents taught us to at in such situations 
b. how people around us are reacting 
c. what we understand the situation to be 
d. our past experiences in such situations 
e. all of the above 

4. In Asch's experiments on the effect of social pressure on judgments of noticeably 
different 

line lengths he found that: 
a. many subjects yielded to the social pressure, but their perception of line length 

did not necessarily change 
b. the actual perceptions of line leng;th were actually changed in the subject 
c. the perceptions of line length were changed in the confederates 
d. the shared sense of physical reality can affect perception 
e. a and b 

5. Our notion of social reality is based on: 
f what we see on television 
g. what our parents have taught us 
h. our own experience 
i. a combination of what we learn in school and what our parents taught us 
j. a combination of agreement among our different perceptions and memories 

and agreement with those of others. 
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Passaee l-Multinle Choice Questions (vaee 2) 

6. Indicate which of the following statements about social comparison is false: 
a. Social comparison is more likely to occur when someone is faced 

with a dif5cult decision. 
b. Social comparison is more likely to occur in a situation where there 

is more ambiguity. 
c. Social comparison is more likely to occur when people feel they need 

more information. 
d. Social comparison is more likely to occur when the decision involves 

social issues. 
e. None of the above are felse. 

7. The need for social comparison is especially pronounced when the evaluations; 
a. pertain to something about which you have no knowledge 
b. pertain to social issues 
c. pertain to your chances of getting the new job you always wanted 
d. decisions concerning your thinking and actions should always be made 

entirely on your own. 

8. Fred supports the cause of the A's, in their war against the B's. He then sees on 
television that the A's are killing innocent children. He decides that the A's must be 
being forced to do this by the B's, and that the A's have no choice. This type of 
thinking in Fred is an example of; 

a. social comparison 
b. stimulus-response associations 
c. resolution of cognitive dissonance 
d. reference to comparison group to change attitudes 
e. all of the above 

9. When there is disagreement between our own social reality and that of others we; 
a. ignore what others have to say and cling to our own beliefs. 
b. attempt to reduce the inconsistency. 
c. experience an unpleasant internal state called cognitive dissonance. 
d. b and c 
e. assume that others may have access to some information that is unavailable to 

us and, therefore, we should agree with their interpretation. 
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Passaee 2-MultiDle Choice Questions (paee 3) 

10. Sandy holds that French food is good and Canadian food is bad. These views 
represent: 

a. attitudes 
b. observation of behavior 
c. experimental studies 
d. physiological measures 
e. a and c 

11. Our attitudes; 
a. result from our beliefs 
b. result from our strong feelings about something 
c. result from our evaluation of a situation 
d. result from a combination of the above 
e. never change 

12. Attitudes are usually measured by: 
a. questionnaires 
b. observations of behavior 
c. experimental studies 
d. physiological measures 
e. a and c 

13. Attitudes do not always predict behavior. This could be because: 
a. attitudes, as measured, are often very general, and behavior deals with specific 

situations 
b. attitudes are evaluative and behavior is not 
c. specific aspects of situations may prevent attitudes from being expressed 
d. behavior is not affected by cognitive consistency or cognitive dissonance 
e. a and c 
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NAME: 

Passage 2-Shart Answer Questions 

1. What factor (or factors) is most important in determining our adult behavior? 

2. In explaining current behavior, how do the approaches of Freud, sociobiologists, and 
modem social psychologists differ? 

3. What determines our reaction to any given situation? 

4. On what is our notion of social reality based? 

5. Describe the situations in which social comparison is likely to occur. 
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Passage 2-Short Answer Questions (naee 2) 

6. Explain when the need for social comparison is most pronounced. 

7. Explain what happens when there is disagreement between our social reality and that 
of others. 

8. What factors combine to make up our attitudes? 

9. What is the best way to measure attitudes? 

10. How good is the relationship between attitudes and behaviors? Indicate some factors 
that would explain discrepancies between attitudes and behavior. 
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ANSWER KEY FOR RESEARCH QUESTIONS 

Form IfPrecms) Multiple Choice Questions 

1. d 
2. c 
3. c 
4. d 
5. d 
6. c 
7. d 
8. c 
9. b 
10. a 
11.a 
12. c 
13. e 

Form 1 (Dreams) Short Answer Questions 

1. Dreams, like other private mental experiences, are studied from several 
points of view: as mental experiences, as behavior, and as cognition. 

2. Dream content is mental re-evocations of sights and sounds that occurred 
during the dreamer^s waking life. 

3. While dreaming the sleeper will move his eyes. This behavior, called rapid 
eve movement (REM), is indicative of the period in which dreams occur. 

4. The FF.G shows that the brain's activity durinp REM slftep is quite similar 
to brain activitv when awake indicating that the brain is aroused and active. 

5. Cognition uivolves what we know, have experienced, remembered, or 
thought about and dreams are a reflection of these. 

6. Better dream recall is related to several factors: people who have better 
and sharper mental images in their waking lives tend to remember more of 
their dreams. Another &ctor involved in dream recall is the extent to which 
its memory is interfered with bv what happens immediatelv after the sleeper 
awakes. 
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7. Culture influences not only the dream content but how the individual thinks 
about the dream when he or she remembers it later on. Some take dreams 
very seriously while others dismiss them as nonsensical. 

8. Freud argues that dreams are the product of a clash between the 
unconscious primitive urges of our biological heritage and society's 
constraints. 

9. In early childhood, children are incapable of distinguishing dreams from 
reality. By six or seven children believe that dreams are sent through the air 
and by about the age of eleven (Piaget) they begin to realize that dreams 
are subjective events. 

10. Dreams reflect the ipHividiial Hiflferences between people in how they think 
and and what they do. 

Form 2 (Cosnition) Multiple Choice Questions 

1. e 
2. e 
3. c 
4. a 
5. e 
6. e 
7. b 
8. c 
9. d 
10. a 
11. d 
12. a 
13. e 



Form 2 (Co^ition) Short Answer Questions 

1. The present situation has the most effect in determining our adult behavior 
while our biological and personal past make lesser contributions. 

2. Freud argued that our behavior has to do with social patterns that are 
rooted in our own personal past. Sociobiologists see our current 
behavior resulting from our biological heritage. Modem social 
psychologists take the position that current behavior results from 
situational factors in the present and our response to them. 

3. An individual's response to a social situation depends upon what he or she 
understands the situation to be. 

4. Our notion of social reality is based on social cognition or the wav in which 
we interpret and trv to comprehend social events. 

5. Social comparison is likely to occur when people do not fiillv understand a 
situation and seek the opinion of others to give more information before 
reaching their own evaluation.. 

6. The need for social comparison is most pronounced when evaluations 
involve social issues. 

7. Any perceived inconsistency among various aspects of knowledge, 
feelings, and behavior sets up an unpleasant internal state called 
cognitive dissonance, which people trv to reduce whenever possible. 

8. Attitudes are made up of a combinations of beliefs, feelings, evaluations. 
and some predisposition to act accordingly. 

9. Self-reports, especially questionnaires are the most widely used methods. 

10. Under many circumstances attitudes do predict behavior but not always. 
Some factors which may cause a discrepancy in the relationship between 
and behaviors are personality characteristics, situational pressures which 
may override other considerations, and how specifically the attitude is 
defined fthe more general, the less likely it is to pre(tict behavior. 
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APPENDIX C 



RAW DATA 

Pass/Fail Data 
Subiea Dreams Cnmition Dreams Coenition Dreams Coenition Dreams Coenition 

M.C. M.C. S.A. S.A M.C. M.C. S.A SA. 
005 9 8 4 5 pass fail fail &il 
111 10 7 7 4 pass fail pass fail 
113 9 4 6 6 pass fail fail fail 
116 8 3 4 2 M fail &il faU 
134 10 8 7 3 pass fail pass fail 
148 13 8 8 3 pass fail pass fail 
149 12 8 8 6 pass f^ pass fail 
151 9 9 9 8 pass pass pass pass 
153 11 9 6 6 pass pass fail foil 
154 9 6 7 4 pass faU pass fail 
170 8 2 3 3 faU fail fail fail 
179 8 7 5 4 faU fail fail fail 
180 9 6 7 6 pass fail pass fail 
193 9 9 5 3 pass pass fail 
219 9 8 8 5 pass fail pass fail 
220 12 5 7 7 pass fail pass pass 
225 7 8 3 8 faU fail fail pass 
236 10 7 6 6 pass fail fail fail 
238 5 7 1 2 fail fail fail fail 
239 8 7 4 6 faU fail fail fail 
240 9 3 4 pass fail &il M 
241 4 4 3 4 feU fail fail faU 
259 9 7 7 6 pass M pass faU 
110 7 5 6 fail pass fail fail 
118 3 7 5 6 M fail fail 
119 7 7 4 6 fail M fail M 
123 9 11 5 6 pass pass &il fafl 
125 9 8 7 4 pass M pass M 
129 6 6 5 3 fail fail faU 
135 10 6 4 3 pass faU &il M 
136 7 8 5 4 faU fail fail fail 
157 8 6 4 1 &il M fail fail 
158 3 6 6 3 faU fail fail M 
159 7 8 4 7 &il fail fail M 



165 

164 10 9 7 6 pass pass pass fail 
177 5 7 5 3 fail fail fail 
178 8 6 6 5 fail fail fail fail 
183 9 11 9 8 pass pass pass pass 
184 J 9 9 6 5 pass pass fail fail 
206 3 3 3 4 fail faU faU 
209 9 8 6 9 pass fail fail pass 
210 9 8 5 5 pass fail fail fail 
217 9 8 4 5 pass fan faU fail 
226 9 7 2 3 pass fail M fail 
232 4 5 5 6 fail fail fail fail 
242 3 5 2 3 fail M M fail 
260 7 7 5 3 fail fail fail 
002 11 9 6 3 pass pass fail fail 
006 7 11 2 7 M pass fail fail 
124 13 9 9 7 pass pass pass pass 
126 7 7 5 1 faU faU fail fail 
137 7 7 2 4 fail fail fail 
138 10 7 4 5 pass fail fail fail 
152 7 5 4 2 fail fail fail faU 
155 8 10 7 3 fail pass pass M 
168 10 2 4 2 pass M fail fail 
175 8 10 6 6 faU pass faU fail 
190 6 5 3 2 fail M fail fail 
203 7 8 5 4 fail fail fail fail 
208 7 9 8 7 fail pass pass pass 
218 8 4 3 5 faU f^ fail fail 
221 10 8 5 5 pass fail faU fail 
224 8 7 2 0 fail fail faU M 
235 4 6 4 1 fail M fail fail 
243 8 11 7 7 fail pass pass pass 
244 7 8 5 6 fafl fail &il fail 
245 7 6 5 2 fail fail fail fail 
246 5 6 3 3 fail faU fail fail 
247 3 3 4 2 M M fail fail 
248 9 7 6 7 pass M faU pass 
249 8 2 2 2 fail M fail fail 
004 11 9 9 8 pass pass pass pass 
009 5 3 1 1 fail M M fafl 
112 7 4 4 3 fail fail faU fafl 
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117 6 3 5 5 fail fail fail m 
139 8 7 7 6 fafl fail fail fafl 
141 9 4 2 2 pass fail fail fafl 
161 11 11 8 6 pass pass pass fafl 
163 12 9 10 7 pass pass pass pass 
165 11 8 5 4 pass fail fail fafl 
169 9 7 8 6 pass fail pass fafl 
174 10 10 7 7 pass pass pass pass 
188 4 7 6 6 M &il fail fafl 
213 10 11 6 7 pass pass faU pass 
216 9 7 8 6 pass fail pass 
222 4 7 3 2 M fail M fafl 
111 8 11 5 5 fail pass M fafl 
229 9 8 2 3 pass fail fail fafl 
230 8 3 3 2 M fail fan fafl 
250 11 7 5 5 pass fail fail fafl 
251 4 6 3 3 M fail M fafl 
252 7 8 8 5 M fail pass fafl 
253 3 2 3 2 fail M faU fafl 
254 8 8 3 4 fail &il &il fafl 
001 7 6 4 4 fail fail fail fafl 
003 4 2 0 0 M fail M fafl 
008 8 9 6 6 fail pass faU fafl 
115 2 8 4 4 fail fail faH fafl 
120 8 5 5 6 fail fail fail fafl 
121 8 8 6 6 fail f^ fail fafl 
122 5 7 6 6 f^ fail fail fafl 
130 10 7 7 3 pass faU pass fafl 
142 11 8 3 4 pass f^ fafl fafl 
143 10 8 5 1 pass fail faU fafl 
147 12 11 8 8 pass pass pass pass 
156 8 10 6 7 fail pass M pass 
160 9 8 6 6 pass M fafl fafl 
162 11 12 9 9 pass pass pass pass 
172 9 9 7 4 pass pass pass M 
173 8 7 7 5 M fail pass fafl 
185 10 6 6 6 pass M M fail 
187 10 7 5 7 pass &il M pass 
191 10 10 8 7 pass pass pass pass 
204 6 8 4 8 fail fail M pass 
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211 7 5 3 4 fan fail f^ fail 
214 10 6 5 4 pass &il fail 
223 6 6 7 5 fafl pass fail 
261 4 6 2 3 fail &il faU fail 
007 7 4 4 4 fail fail fail fail 
127 6 8 4 5 fail fail 
128 6 6 1 1 fail fail fail fail 
145 10 4 7 4 pass fail pass fail 
150 7 3 3 2 fail faU fail fail 
166 11 12 7 9 pass pass pass pass 
167 13 12 9 6 pass pass pass fail 
171 9 4 5 4 pass fail fail f^ 
182 11 12 8 7 pass pass pass pass 
207 5 5 3 J fail M fail feil 
212 6 8 6 6 fail fail faO 
215 7 8 5 3 fail &il fail faU 
228 9 10 7 7 pass pass pass pass 
231 7 6 7 5 fail pass fail 
234 12 9 5 6 pass pass fail fail 
237 6 5 8 7 fail fail pass pass 
255 6 6 2 3 fail M M fail 
256 7 6 5 6 fail fail fail fail 
257 4 3 1 1 faU fail fail m 
258 7 9 4 4 fail pass fail fail 
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AMiME: 
-

— /^aAM.,00/ 

Passage IShnrt Answer OuesHons 

Write your answers to the following question m complete semences. Answer each 
questions as complete  ̂as you can. You may look back in the passage to hdp you with 
your answers. Be sure to put your ujune at the top of this page;. 

1. How are ptivate mental eimeriences, like dreams, studies by psychologists? 

ecq XT --'^5u<s M,-^rr^oC-iU 

2. What does anecdo  ̂evince tdl us about the makeup of dream content?  ̂

3.What bdiaviors are indicative of dreams? How do they aid in the study of this mental 

A phenomenon? ^ jSyvAvx 

y4. How does the EEG h^ us to Study dreaming? n / / 

1/ -/L^v/lCk- of V^^T-.'Cf 

SU: ^ i 4^^ 4?^ 

S. What is "cognition" and how is it rdated to dreaming? 

i/^ tv^^s lA^U/vf i^iy, 

^ rOr^uyv^o/^j^ cr A^Wf 

Yc? LJtvA- A^r^l ' ^ 
-TA.V-
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Passage 1 Short Answer Questions (page 2) 

/ 6. What factors make for better dream recall? n n 

0- Yc Yu!. 3^"^ . 

7. How are dreams cuitum^ infiuenced? 

jC GU^P- 9^y Cl^ScJ 

QMjy f^U- Z "X-vaL 

/k -n. /K, c/^^, 
^ <~4, (.,, 

9. Trace the development ofthe concept ofa "dream" in childr^ . ^ 

^ SLisr^y-iiU 1^4 F •27 C/^ 

ot cK^j (\b ?^^M\ 72^ 

'(••it- /k. l-
10. How are dreams r^resestative of individual makeup? 

"k CacU /l/o 

<^s r t s A > ^ .  5 " C L : 5 . / ' U „ o  J a ^ O / T  

71,, 

'̂ •^W iL, cU-nfc-3„i,|l, /. !_ 
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NAME: _ (a 

CASE 234 

Passage I-Short Answer Questions 

Write your answers to the following question in complete sentences. Answer each 
questions as completely as you can. You may look bwk in the passage to help you with 
your answers. Be sure to pat your name at the top of this page. 

I. How are private mental experiences, like dreams, studies by psychologists? 

j £>or -

2. What does anecdotal evidence tell us about the makeup of dream content? 

X)0J.<xr*\S ojre, CK Ce£^''Jr^6c\ to€ 
cu^Vjrjj^ Utik •*-'o't'Ao Ao 

3.What behaviors are indicative of dreams? How do they aid in the study of this mental 
phenomenon? »sre. an 

[ill Tl^a so aifow«t<4 
^ I'fe-

4. How does the EEG help us to study dreaming? , , . -

a<nAir\^,xS^ 

5. What is "cognition" and how is it related to dreaming? ,, / u 

Co,n:U. 
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Passage IShort Answer Questions (page 2i 

6. What &ctors make for bener dream recall? , . , . - l 

;fnow^«:^o/20 fe +U- (iOjVA 

7. How are dreams culturally influenced? UJ^v^rt or UJ^xd" S?"f+< aU "HvC-

<^nart..v> "f-fcvke> p^o-te okjfW-te^i V^Ca\-VufC..A\<>o ^HofX 
O-^-fec-fs ist -Koco +i« <rVe<xrA is W Irv"fef0r4«:^ > 

8. Discuss Freud's theory of dreams. F'rftjJ Scllra««i oxe. cJ^s/y 

43e+w««r> -kut onc4&o5c«Vj> of 6or 

A.C6ririfhi<nri-«- «^rc. >\Vb «lieot'̂ 5.t<s5^S 
'̂ Ai^ dfc.asf\S -

9. Trace the deveiopmemofthe concept ofa "dream" in children. 

C^iClrcfA i>ci^e«Je. Accfit-t^^i ore. a-S real ai ouoaJle/v^^ 
<4n<d -Hjfrk 4V>c<^ 

Cf>r^>f^ ro'n 

10. How are dreams representative of infividuai makeup? 

Dre<x^S«3^-r''̂ o®^c «J<. ^c'.eo^ 

44^ UJOrlll. 
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NAME: 
CASE 162 

Pttssaee ISkort Aiistver Questions 

Write your answers to the fonowing question in complete sentences. Answer each 
questions as compieteiy as you can. You may look back in the passage to help you with 
your answers. Be sure to put your name at the top of this page. 

1. How are private mental experiences, like dreams, studied by psychologists? 
shciifJ privoM. n-jiAdaJ 

bn -rtvjL rVWtrTIWrvh ^ H\x uJr\j}^ PUjl pjHSOY) is 

2. What does anecdotal evidence tell us about the makeup of dream content? 
^yjid-tAncJL -jg^cS^S" H\aJ' -Hu tij dUJe>^v\ Ctyl-^^-h 

is. ba£fid uP<7A ^UAf\a^ ojoe^ds /n tixji. s/^e/W5///^. Fvr£j(£i.n 
\r\ciMM V-vaqa Ct^i o><i^>'Ac.lociC iird haax i-i~CLe> Sartuifivna -eJLic. 

ercMurcJi ktelfs. 
3.What behaviors are mdicative of dreams? How do they aid in the study of this mental 

pheMnw^? firui, btilAoi ors -Hkx-H ^i/U. if\d^CoJlu<- ^ 
QM. Ko^tc! f^a>e.riXA/r\J'j cuej^^rcnJ*ef hJi^uti-
br<?cd1nin^ a^Ci Tl"^ riK 
Shx^^[ f+V^-His pivtw^Tj ria/riiT/; be^ajJ2e -thju^OAJL oJ-L 

•fra^ oufsiAs-' 
4. How does the EEG help us to stucfy dreaming? , 

EEjCi hJLps us -hi s+vc(m baceujzx. i- H-sxiuj/cz ^'ki 
tif^brojA ayndoj^'^cujL ^ -sag 

'c r<,,7 LUhicJi hto simiia/^brcun a pz^s^zA-
is ^uxJ&Jie' 

5. What is "cognition'' and how is it related to dreaming? i \ t \ J 
Co^nih^ \S uJh/di 0^ f^sam iCnosi^j 

\vu^e z / K j i c i i C t ^ c j j d o r  > s  ^  
fJX.iJ<d -t-v d^uaAytir\<^ b<j2A<Jifl- tCL'.J-a^S Atf)<cJ' ^ ) 5 

(2X»^ Lff^'n/)IC^3. 
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Passage ISkart Answer Questions (ome 2i 

6. What fiurtors make for bener dream recall? ,, /ita 
Du iojdh^ V bM/ jQJst^y 

cjLtho - hoMoL CLf^d ShoAfi^ ^ ^ 
i<\ -nu;r ujajvinrt UU-, civ^d -rh^ QjfJ<r:4- -ft> uj{)icn -Pv^ . 

'Zif.peji'e^-ic.c. is \cA<AjL^cJi/) ^ cu\\ai' *i • '^^-

7. Howw dreams culturally rafluenced? / ,, , ,/ i .• / J 
oajl. cuhhirouxta i ixj/ue47c£z7 hjic/xmsji -rwi, bcx' 

aui cHour>1 rjvooafl r'/la 
uJ\-io no£, =?/ //•.-, ;r e/ - Ixir-^ e^i\bo.iro-. 
SKouas V<cuj +»u. .4n\/Atc&M £u/-^/c ^ i^is cud- On C^tro 

^ yfbcr,^,njL ujhcs natud cM +v rn,so^ 
8. Discuss Freud's theory of dreams. , i_ 

^Aud bei/-eVi.cl -fl^a^'cLUcz/irJS aj\j.-h\Si. prod^c/* ^ 
CJuuM bcAoei/i^ ..• -K'-o . pr.nnfti;«.ura/.s <»•/ iJw/* 
hiii+ni^ &»!«•/ -hM. Civi li^in^£fff)s-fY'aj/>f'-S I mpastd tx^ liacit^ - " Tf^ T^tS 

-Vjr^oru irheue^ ^sse#»/7<s6£xd S^LMZ/J^I -VIia;/-3/10'̂  
f3j/*s<ni f caJ-^ ULta^'hS) iMhaJ" f'h//i/< 
ocst- a/nd -tVx'Sjt- +hi3''t5'y«." seJ^ 'iS^C»fihro»fd aoiSic^ source 

9. Trace the development ofthe concent of«"dtg«n" in chiTHrPii soih <C(Q eohhfe euog Soj/f 
Oi i ItfUx'"*- (K hojid +7mA -fK/ ceytcL/?^ a-CUsa-r. 

/^4-jrrs+ chile/ rviix^S dAJUt/rns Aeat trr^ t^CojuiB At li unaJbJc 
•fv cLis.^ne\uiiK bi.-hu^t'i •Hn.'hoo^ Chrldu^ aJso £}f ^'Jiunc ad 
reaXt pr JsicaX cb(<c-t-S -fr-eJ- co^n ^ -hiochtcl Tka. chiid H-^tL 
'[jz,Uu^s CA^/'/i*r i -Hu. Our oj>ncJ or birds /n/n. 
•^r\aJLi^-^''4.cMilc[ /tftic/lCT i^ha^ hASicALL^ 

10. How afS'dreams representative of individual makeup? S«E^6C t̂« ChjmJ  ̂ -H' 
I cccur uJiHTin iJraii r \\tttd. 

o/^ jULpJuu(ii^tdHtJHo€. e>j I'ndjuidjjcd r(\aJ^'>jp ULcauxsi. 
-^rj di f^JUji^CLi Jajl-^d<d' .vV •t1e\jLChlj.eASyf\CiS f/ diieAi. 
for encumpU CK. schizophrenic. haj^d^Jiayms -Hia/- a^\jC\tah]^ 
fnorb'd or hi^a/Lre., " This m ^-<//-/v yu.l£U<s -H t(u/r 1 

hzcdUise. -fhu^ /et/ ^vur^'vrmoU a^nj dJ sir ess O'nd 
j^jUir.^ a//a^^£^aJ<c} l'^ •ji'.^r £U£a^y)^iA/''^d -f-b •H'u.ir 

\xJr\Ci.\iio r irioj^^f^dud hi'^a/in. 'oe.cajJit 
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