Resources for Critical Thinking
This material is from a forthcoming book on Critical Thinking by Jenny Moon - to be published by Routledge Falmer in late 2007.  

The resources in this section are freely photocopiable – but should be attributed.  This is in order that they may be used as classroom exercises or examples.  The exercises largely relate to the content of Chapter 11. 

The resources in this section are:

Resource 1: Instructions for Exercises on depth and quality of critical thinking for group - exercise run as face to face groupwork 

Resource 2:  Instructions for exercises on depth and quality of critical thinking: on line version 

Resource 3:  Exercise for introducing and for improving the quality of critical thinking 
Resource 4:  Exercise for introducing and for improving the quality of critical thinking 

Resource 5:  Exercise for introducing and for improving the quality of critical thinking

Resource 6:  Shifts in the texts of the scenarios (Resources 3, 4, 5) as the critical thinking deepens
Resource 7:  Framework for critical thinking and its representations (see Chapters 9, 11 (Pedagogy 1.1)
Resource 8:  An exercise in the recognition and understanding of epistemological beliefs for staff or more advanced students 
Resource 9:  An exercise designed to raise awareness of epistemological beliefs 1  
Resource 10:  An exercise designed to raise awareness of epistemological beliefs 2  
Resource 11:  An exercise designed to raise awareness of epistemological beliefs and their effects in teaching, learning and the relationships between learners and teachers 
Resource 12  Critical review or analysis of an article  
Resource 13   Progression in critical thinking and its representation in writing in undergraduate education – a tentative guide for the purposes of pedagogy 
Resource 1:  Instructions for Exercises on depth and quality of critical thinking for group - exercise run as face to face groupwork

(see Chapters 9, 11)

Introduction

The aim of these exercises is to enable participants to see what critical thinking looks like, to recognise that critical thinking can vary in depth and that there is more potential for learning from deeper rather than superficial critical thinking.  The exercise is developed in response to the observation that learners, who are asked to think critically tend to work at rather superficial levels of thinking.  In the exercises there are four accounts of the same event or topic.  In each case a person (writing at different levels) – or different people is/are thinking critically on the topic.  The accounts are written at increasingly deeper levels of critical thinking.   

From the writer’s experience of wide use of these exercises, the disciplinary nature of the topic / event does not matter.  It can actually be disadvantageous to use an exercise with subject matter that relates to the discipline of the group because the group will then tend to put on their disciplinary hats and examine the issues from that point of view, rather than consider the qualify of the thinking and writing.  However, as we have indicated, there are different activities of critical thinking (Chapter 2).  It can be useful to think about which kind of activity is involved in the exercise and to choose an exercise that represents the closest actual activity to the current work or the learners.  The text of the book associated with these exercises is Chapter 9

Procedure

The procedure for the exercise is described as a group process, though it can be used individually.  The process works best when it has a facilitator, who is not engaged in the exercise.  The exercises take around an hour in all and are best when the facilitator is well in control of the situation.  It is important, for example, that the pages of the exercise are not leafed through in advance other than as instructed and when participants follow the instructions – in particular, not beginning the discussions until everyone has read the relevant account.  

· The exercise is introduced as means of helping the group to see what critical thinking looks like and to demonstrate that there are different depths in it and that deeper critical thinking probably accords with better learning.

· The groups are told that there are four accounts of the topic/event, and that they will be reading them one after the other, with time after each reading for discussion about the content of the account.  

· Small groups are formed (ideally with no more than six in each).

· The groups are told to turn to the first account and read it quietly to themselves considering, what features that they think represent critical thinking – if any!

· When it is evident that most people have read the first account, the groups are invited to discuss the account and identify how it involves critical thinking.  They are given about five to seven minutes for each discussion session (or until the conversation dries up as it might after this first section)

· After the discussion session, the participants are asked to read the next account in the sequence (and they are reminded not to turn pages beyond the account in hand).  Then they discuss it as before.

· After the last account has been read and discussed, groups are asked to go back through all of the accounts and to identify features that represent critical thinking that progressively change through the accounts.  For example, the accounts change from being description or story to focusing on issues in the topic.  In the later accounts there is more recognition that there are multiple perspectives etc.  The groups are asked to list (eg on flip chart paper) the ways in which the accounts ‘deepen’ – but not just to describe the qualities of each account.  They may be encouraged to create some sort of graphical representation if there is time.

· In a plenary, the groups share their lists (as above) and discuss the whole exercise.  One way to do this is to ask each group in turn for one feature that has changed.  It is at this stage that the participants can be referred to the list of features that change (Resouces 6, p   and Chapter 9) and to the  Framework for Critical Thinking (Resource  7, p   Chapter 9), which provides a general guide to features in the deepening qualities of the thinking.  The accounts are not intended to accord directly with the stages described, but both are like continua running in parallel.

Later it might be suggested that as an exercise to consolidate their thinking about critical thinking, they might be asked to develop their own topic and write about it at four depths of critical thinking, using the framework as a guide.

Resource 2:  Instructions for exercises on depth and quality of critical thinking: on line version

(see Chapters 9, 11)

General introduction for participants

The aim of these exercises is to enable participants to see what critical thinking looks like and to recognise that critical thinking can vary in depth and that there is more potential for learning from deeper rather than superficial critical thinking.  The exercise is developed in response to the observation that learners, who are asked to think critically tend to work at rather superficial levels of thinking.  In the exercises there are four accounts of the same event or topic.  The accounts are written at increasingly deeper levels of critical thinking.  In each account a person working on the account several times, or different people is/are thinking critically on the topic, but at different ‘depths’.  The subject matter does not matter – in fact subject matter that is related to the person’s discipline can ‘get in the way’ because the concern comes to be with the content issues and not the kind of critical thinking that is occurring.  It is the quality of the thinking that matters.

Procedures

General instruction:  In whatever manner it is run, the exercise works better when people follow the instructions.  There is no need for the facilitator to comment on the discussions of participants during the presentation of the four accounts – it is better that she simply manages the presentation of the accounts, in this way showing her on-line presence.

Aim of the exercise: The exercise is a means of help participants to see what critical thinking looks like and to demonstrate that there are different depths in it and that deeper critical thinking probably accords with better learning.  

The first account is provided.  The instruction is:  Read the account in order to consider what features you think represent critical thinking.  When you have read it, comment on how it involves critical thinking and engage in on-line discussion with others on this.  

The next account is provided after an appropriate period of time.  The instruction is: Read the next account in the sequence and discuss what represents critical thinking and how deep it is, engaging in discussions as before.

Account 3 is given (same instructions).

Account 4 is given (same instructions).

After the four accounts have been received and read by participants, the following instruction is given: Now look through all four accounts and decide what it is that represents the features of critical thinking that progressively change through the accounts.  For example, the accounts change from being ‘story’ to focusing on issues in the topic that need to be considered critically.  In the later accounts there is more recognition that there are multiple perspectives etc.  Discuss this with your colleagues on-line and list these ways in which the accounts ‘deepen’ – but do not just to describe the qualities of each account.  The idea is that, as a group, you end up with a list of features that change through the accounts and that characterize progressively better quality critical thinking.  The fourth account, being the last presented, is presented as ‘perfect’ – there could be other end points.

The list of ways in which the accounts change is then given and participants are asked to compare it with their own list.  Then the Framework for Critical thinking is given.   Participants are told that the accounts are not intended to accord directly with the stages described, but both are like continua running in parallel.  Later it might be suggested that as an exercise to consolidate their thinking about critical thinking, they might be asked to develop their own topic and write about it at four depths of critical thinking, using the Framework as a guide.  It would mostly be useful for those at Master’s level.
Resource 3:  Exercise for introducing and for improving the quality of critical thinking: A first attempt at singing

Linked to Resources 1, 2, 6, 7 (For discussion, see Chapters 9, 11)

The critical thinking activity here is critical thinking about the self (Chapter 2)’

Background

Jay is on a professional education programme and is learning about how to think critically about her actions or the actions of others.  She is expected to demonstrate that she can consider critically her experience or evidence about her action so that she can learn usefully from it. This is series of attempts to engage in critical thinking done in the course of an exercise.  The main concern of the tutor is that she can demonstrate sufficient depth in her thinking so she can make appropriate judgements about how to learn from her performance and thereby work out how to improve.  She takes the example of learning to sing.

Account 1

This is about my relationship with singing.  I cannot sing.  I always thought that it is because of what my mother always said about singing (an indulgent waste of time) - but I have now sung two songs in public at the Golden Lion folk night.  I used only to be a storyteller there.  I practiced the songs, thinking that I might get around to singing but I kept making excuses.  Friends said I could sing but I did not know if I could believe them.  I had gone for a long drive that day that I sung and I worked at learning the words – and the idea of actually doing the song grew.  I took the song-sheets as I set out for the pub.  Sam came up as usual, arranging the list of performers for the evening.  He asked if I had a story – and I said that I might surprise him…..and left it at that…  

Others sung and played.  The people before me were superb – unfortunately.  Then it was my turn.  I walked up, sweating.  I had rehearsed how I would introduce myself.  I did that and then I could not find the first note.  I tried again and it was there and my voice came - ‘As I walked out one evening fair……….’ – The Dark-Eyed Sailor.  The words were on the sheet in front of me and I held onto the music stand but then I wanted to move and let go and then I was swaying in an ungainly manner.  My hands were everywhere, holding each other, flaying about, trying to express something, but the words did flow and people seemed to be listening.  I thought:  ‘they are surprised to hear me sing.  Good!’    People joined in too.  I liked that and the way in which my voice emerged from the mass of voices when I was into the verse again. I had to keep referring to the words though because I did not know them enough. This tied me to the spot.  

One song went and then there was the other. I fluffed the start again – but then I was off and the flow was on.  There were wobbles when the nerves got the better of the voice.  There was a misreading of the lines - whoops.  Then there was a stage when thoughts got in the way (‘What am I doing here?  Stick to what I can do next time’) but I got to the end and, slid back to my seat amidst clapping.  ‘I wondered if the clapping was just polite or if it was sympathetic or for me making the effort.  But I had done it.

Account 2

I have now sung in public – at a folk night - on my own for the first time.  I had it in mind for a while that I would sing sometime despite the various messages from my mother that we are non musical and was there something about music being an indulgent waste of time.  I had questioned this but had not countered it until now.  If I am so non-musical, how could it be that I actually liked music so much?  A couple of friends hearing my nervously delivered bars said that they thought that could sing but I needed confidence.  Were they right or just patronising me?  What does it mean ‘to be able to sing’, - is it more than to keep in tune?  I even found it difficult to ask these friends about these things because they might laugh if I said that I might actually want to sing in public.  I do know that I like to perform because I tell stories in public.  

I practiced the songs, but was not sure that I would really do it.  However I have a sense of adventure - you only live once so I do take risks.  When, at the session, Sam asked me if I was going to do my usual story, I heard myself saying that I might surprise him – I was then on the slope.  I do like to surprise people – so that was a further drive.  

My turn came and I was there.  I put the song-sheets on the stand.  Having words to follow is an odd experience for a storyteller.  Stories are in my head and storytelling is describing a series of visual images.  I am free to move.  Being tied to a sheet of someone else’s words was strange.  

I sung the two songs.  I fluffed the first notes of both because I could not find notes on which to start.  How do I manage this another time – and will there be another time?  There are lots of things to think about – that I felt I got wrong this time - what should I do with my hands?  How should I move when singing?  How do I express the ideas in the song?  There is some mental directive too, about looking as if I am enjoying the song.  I was asking myself if people were just being tolerant when they clapped – or was there something to clap about?  I realise that I have now played the card of ‘This is my first time of singing’.  I no longer have that excuse. 

Account 3

I have now sung two songs in public in a folk club.  This was a challenge and an achievement for me.  I already performed as a storyteller because I liked performing.  I assumed that I could not sing.  I want to reflect on what this experience means to me.  There are several things: the taking of the risk; the motivation to sing; the fact that I actually sung and broke a long established directive.  What did I learn from it all and where do I go from here? 

So I look at taking the risk.  I do take risks.  I want to go on learning and getting the most out of life.  I also value creativity – dong new things.  It was good and satisfying doing this new thing.  Nerves and anxiety of ‘am I making a fool of myself?’ was better than the frustration of sitting back with excuses as before - so emotion was both stick and carrot.  My emotional state was also related to old directives from my mother that ‘we are not musical; singing is indulgent’ – I seem to have interpreted that as ‘do not waste time with music’ because ‘we’ cannot do it.  How deep rooted are these directives!  Breaking it was good. 

I think about the way in which I sung.  Storytelling is free from sets of words and for me physical movement seems to enable the flow of the story.  Singing is different.  I tried to learn the words to the songs, but for security I needed the words in front of me and I sung from them rather than from memory.   And – to read I need glasses – and somehow they get in the way of the flow.  I need to focus on letting the song flow and remove as many of the constraints as possible – nerves, eventually being one of them.  

Nerves – what are they about?  Getting as far as doing this song involved difficult processes that only started with mother and ‘we don’t sing’.  I always sung to myself and liked the feel of singing in my mouth and to my ears – was there a contradiction?  Eventually I worked up to saying to an opera-singer friend ‘I would like to be able to sing’.  He sung something and I followed.  ‘Yes, he said’, you can sing’.  Then he wandered off singing his own songs.  Obviously I could not sing enough to engage his interest.  That about sums up several experiences of me - very tentatively seeking help then not getting what I needed in terms of support or positive comment and then feeling disenchanted again.  

I realise in thinking back, I introduced myself that day with: ‘This could be ‘try anything once’ or ‘you’ve got to start somewhere’.  I think I got to the root of something in those flippant words.  There are two issues – that performance and whether I do it again. Flippant words can carry truths.  Is the issue the doing of it once or the idea of having started something to continue.  I have focused so far on ‘having done it once’.  If I decide to continue, I need to question how I can improve my voice now.  There were a few positive comments after I sung and they clapped – as they do – but that is not enough.  I have to overcome this diffidence about talking with others about my singing.  I need gentle honesty in comments from others.  I have to face up to my fragility and nerves and get over that.  I have to deal with the idea of being a beginner too – and as I write, it opens up.  It is as if I have opened a door in my thinking, though I need to keep going back and checking that I am opening ‘helpful’ doors.

Account 4

I think back on my first singing spot in front of people in a folk club.  It was low-key stuff, but I want to learn both from it and how to learn from it.  My first thoughts on it were about ‘surface’ things – emotions, my confidence, the fact that I was contradicting a long-held belief-system.  Those things were what I thought about at the time – but I realise that I just have to deal with that stuff.  I will deal with it in time – but only if the singing itself is right.  Sandy pointed out that that is the very point that I largely have ignored in talking around the experience.  Improving the nerves is pointless if the singing is rough (and vice versa – I do need to learn to manage nerves and so on – but alongside the development of the singing.

I asked Janice for some tips.  She is an experienced singer and heard me that night. It is hard for me to ask for help.  I am used to being able to do things and I hear inside me a voice saying ‘I can get it right on my own’.  But I am a novice and one with an ‘inexperienced’ ear as well as a novice voice.  Janice was gentle.  She gave me picked up three things to consider and from those, a few more came to mind.  On the technical side, she said that clearly I need to open my mouth more and that will let more sound happen.  I tried this and it works.  I imagine tension tightens up the mouth.  I need also to pay attention to my breathing – it was all over the place that night.  Janice suggested an exercise which I seem keen to do – good!  

Janice is one of those who says that one must learn words in order to concentrate on expression of a song.  I fought that one – words are a prop; and when I am nervous I can forget anything.  Other people use words too…but she insisted.  I guess I can learn words if I keep on practicing in the car – a good place!  It was singing in the car that enabled me to realise how my voice warms up after a few songs – it gets louder.  I need to warm up before I sing to anyone.  

So I need to take on board that I am a novice and that practice is what leads to improvement – and because practice will enable me to sing better, I will be less nervous and remember the words better and not need to read them - so I can express myself better and feel more confident and less nervous so it goes on.  It is all linked – how could I have doubted the worth of practice?  It is like skiing, drawing, craft work – everything.

I think about how initially my thinking about singing was all caught up with what seemed to be the immediate and emotionally dominated parts of the experience.  It was only after wading through this stuff that I could begin to unearth the quality of my singing as an issue and make proper judgements about what needs to be done there.  That is a basis from which to move forward.  I look at what I have just written and wonder if I could have seen more clearly the emotional and performance issues as well as the learning issues in one ‘go’.  Perhaps if I had not written about this so soon after the event – when I was still caught up with the feelings, I could have avoided that stuff, though it is relevant – and the emotions made the experience feel very close up and real.  In future critical thinking about myself, I should try writing about some things straight away, accepting that there is further to go with it – then leaving it for a week or so and see if the perspectives change.  I think they might and I might be able to get straight to the point.

Resource 4:  Exercise for introducing and for improving the quality of critical thinking: The discussion about learning
Linked to Resources 1, 2, 6, 7 (For discussion, see Chapters 9, 11)

The critical thinking is about a statement that has been made.  The activity of critical thinking here is the ‘Constructive response to the arguments of others’ (Chapter 2).  It is the kind of activity that many learners will confront in essays where a title is given as a statement.  

Background

In a seminar on the subject of learning in higher education for postgraduate certificate in education students, Sallyanne flippantly says: ‘Good learning in higher education is simply all about getting good marks in the modules of the program

me’.  Martin, the tutor intervenes and asks the learners to go away and think critically on the statement for half an hour.  He indicates that he is less interested in the issues in the statement than the quality of the critical thinking that is involved.  

Account 1

I have been asked to think about what I mean by ‘good learning’.  A programme in higher education is made up of a number of modules.  In the average undergraduate programme of three years, the marks for the modules at level 2 (i) and 3(h) are usually counted towards the degree grade and there is a formula used to determine which students get firsts, upper seconds and so on and which are the failures.  Firsts and upper seconds are usually taken to be good degrees, although an upper second is also the average degree.  It used to be that lower seconds were average. 

Good learners usually get good degrees, though this is not always the case.  A good learner might be ill or just have a bad time for a while and get lower marks and therefore not do so well on some modules.  There are mechanisms of compensation and condonement that allow their better marks to make up for their less good marks.  

Sometimes learners seem to be really good in the first year of higher education and then something happens to them and they do not do so well.  Perhaps it is that they have really chosen the wrong subject or they get lazy and go out too much or they drink too much.  Some students are not good at learning because they are out so much that they do not meet the deadlines that are set for their work.  Some have jobs that take up - possibly - too many hours of time and they just do not come to all of the lectures.  

I can illustrate that last point by reference to an Engineering student who I know.  He did really well in his first year, getting good marks for practically all of the modules that he studied.  He found that he was getting short of cash and decided to get a job at the local pub.  The landlord would only take him on if he would work five evenings a week, so he agreed.  He started to get bad marks because he missed the first lectures in the morning quite often and did not have time to catch up by writing up notes.  He would have been a good student though – and by that I mean a good learner.

Thinking critically about the statement, then, I would agree that good learning in higher education is about getting good marks in the modules of the programme because students who get good marks usually get good degrees.

Account 2

I have been asked to think critically about the following statement: ‘Good learning in higher education is simply all about getting good marks in the modules of the programme’.  What is the statement asserting?  It asserts that students who are good at learning get good marks in modules.  In general I would agree with that statement, though I need to look at it further because there are some ideas in it that need to be explored more.  For example, what is meant by ‘good’ here?  

I explore the notion of ‘good learning’.  A good learner not necessarily a student who is passionately interested in his course and who asks questions about the work in other words, one who takes a deep approach to his learning (reference given here), but usually it is a student who is also fairly strategic – in other words, can manage time reasonably well,  can organise ideas, prepares well for examinations and so on (the learner gives references here).  It is such students who tend to do well in their modules and get good degrees so long as they put the time in.  It is always possible that a good student can make slip up or be ill for some modules.  

It is also right to question the time scale of ‘good at learning’.  Does it assume that they were always good and will always be good, or just that they are good at the time of the degree?  Since the word ‘student’ has not been used, we might be talking about a longer time scale than the time of the study of a degree.  I also would question the use of the word ‘simply’ and what it is meant to imply.  In addition another issue that needs to be discussed here is the assessment of the learning – to what extent is good learning defined as good marks in the assessment of a module?  

It is also necessary to look at how module grades accumulate to a degree class and whether good learning in all the modules is reflected in good learning at degree level (or programme level).

In general, and after consideration of the facts, I think that I agree with the statement that good learning in HE is all about getting good marks in the modules, because good learning is good learning.  There are, though, some things to think about here, such as the meaning of ‘good’ and whether this statement would be true in other areas of education.

Account 3

I have been asked to think critically about the following statement: ‘Good learning in higher education is simply all about getting good marks in the modules of the programme’.  What is the statement asserting?  It is saying that a student who gets good marks will be a good learner and that is all there is to it.  There are some assumptions in the statement.

First I look at the words – what is meant by ‘good learning’? There is an ambiguity here.  The statement either implies that students who are good at learning get good marks in modules or that it requires the quality of  ‘good learning’ – whatever that is – for a student to get good marks in modules.  There are assumptions in the statement that ‘good’ is a similar quality in relation to learning in both uses of the word. ‘Good’ in relation to marks means that there are high marks.  That is a different meaning from ‘good’ in relation to learning – which might mean that the learning is effective, or quick or thorough or it can be applied and so on.

The use of good in relation to good marks depends on the process of assessment.  Some learners are good at assessment and others are less good.  A student could be a good learner in one sense, but he is poor at the assessment and in the sense of the statement, we cannot say that he is a good learner – but equally it does not work around the other way.  He is not a poor learner because he got poor marks.  

In my experience, it is very possible for there to be students who I would say were ‘good learners’, who do not get very good degrees.  The fact that they do not get good degrees is related to the fact that they have not got good marks for their modules.  Some of these students make excellent professionals – sometimes they have more of the skills that are actually required for the profession – but they certainly could not be defined as good learners at the time of their graduation or on the basis of their actual marks.

So, in conclusion, I would say that the statement could be said to hold in a narrow sense – it is not untrue.  However, there are many assumptions and distortions in it and I could not agree with it as it stands.  In particular there is the issue of the use of the word ‘good’ in relation to assessment and its use in relation to the word learning.  They are different uses and confuse the statement.

Account 4

I am considering the statement:  ‘Good learning in higher education is simply all about getting good marks in the modules of the programme’.  

In order to think critically on this statement, I first need to consider the meaning of the statement itself. It was given as a bit of a ‘throw-away’ line with slight cynicism.  The words ‘simply all about’ feel persuasive without much room for disagreement, though I may ultimately disagree.  I note the ‘mood’ of the statement.  There is a message in it beyond the words.

The statement equates ‘good’ marks with ‘good learning’.  While there may be some disagreement about the term ‘good’ in relation to the marks, ‘good learning’ could mean many different things.  Much of this question hinges on the meanings of the uses of the words ‘good’.

A set of ‘good marks’ is likely to imply that the learner has achieved well in the context of the modules of the programme and it may mean thereby that the learner does well in the overall degree.  This may be true, but there is another issue hidden here.  Good marks are defined as ‘good’ in relation to the assessment process which involves an assessment method and assessment criteria.  Some students have great difficulties with some assessment methods (eg dyslexics may have difficulties with written work).  The assessment criteria may reward particular kinds of learning – perhaps they reward those who just learn facts easily and not those who can reason, but are not so efficient in factual recall.  In other words, being successful in the degree does not define a person as good at all learning because ‘good’ in the sense of the degree is relative to assessment methods and criteria.

I need also to question what is meant by ‘good learning’.  Firstly, is there one thing called good learning?  Different people might construe ‘good learning’ in different ways.  In research by XYZ, in which the meaning of ‘good’ learning was examined in different contexts (school, further, adult, professional and higher education), different concepts of ‘good’ learning were evident in different contexts (XYZ, date – ie the student gives a reference) – so the interpretation of the word may differ.  In the literature of learning, there are even different theoretical bases associated with the different sectors of education.  Secondly, from my own and colleagues’ experience of working in professional education, it is not necessarily those students with good marks who are most successful in the profession.  Those who get high marks often lack the personal skills to start with.  Indeed, we can take it further.  Some who turn out to be the wisest or most clever in society had poor results in their higher education programme or were not in higher education.  In this respect, there is a time scale that needs to be taken into account for this judgement.  Are we talking about ‘good learners’ now or over their life times?

Within the time available for this critique, I have started to examine the statement that ‘Good learning in higher education is simply all about getting good marks in the modules of the programme’.  While the wording of the statement tries to persuade me of the case, I cannot agree with it, though in restricted senses it could be meaningful.  As I have indicated above, the word, ‘good’ can be interpreted differently in different contexts and by different people, and additionally, the notion of ‘good marks’ is relative to local assessment issues that define what ‘good’ means in that context of assessment. 

Resource 5:  Exercise for introducing and for improving the quality of critical thinking:  The incident on a walk

Linked to Resources 1, 2, 6, 7 (For discussion, see Chapters 9, 11)

This is an activity of critical thinking about an incident (Chapter 2) and will be a common form of critical thinking in professional practice. In the last two accounts of this exercise, where the writing is deeper, there are more issues with which to deal and the text would be much longer.  In these accounts, therefore, we deal mainly with the first of the points raised about the briefing.  It is important to remember that it is the quality of the represented critical thinking that matters –  and not the content.

Background

Sam and Gill are qualified walk leaders.  They are leading a set of fourone-day walks around the Shallon hills, on behalf of the Nature Authority.  It is a fairly remote and rough area.  An incident has occurred and they need to consider it for its implications for their practice as guides.  They have a report to write on it.  The four accounts are written at different depths of critical thinking
Account 1

Saturday 6th July: We began the circular walk of the Shallon hills at 9.00. There were ten walkers. The briefing was done.  Sam and I (Gill) had talked about what we would do if some of the walkers were not equipped for a walk the hills in weather like that.  It was very wet and the forecast was for it to continue over the whole weekend.  Several of the walkers had lightweight jackets, one was without a hood and one had sandals on instead of walking boots.  We were not really happy with the situation, but did not say anything - it was summer after all.  Being warm, it was difficult to know what to say to them, especially when they had received the information pack and paid money to come. 

We had walked for two hours in very wet conditions and stopped for coffee.  Everyone seemed to be happy and they were all talking, including the two who subsequently had problems.  We walked on and not far on I noticed that Sam was having difficulty keeping the back markers up to the pace.  We had a long way to go that day and needed to push on.  Then I looked back and he had stopped with them eventually I walked back.  It seemed that one of them had got very cold and was wet through.  We talked about the situation.  She was getting a bit vague - a sign of hypothermia.  She had to be got back.  According to the plans that we had made, Sam took her (with her friend) off the hills.  Meanwhile I went on with the rest of the group.

That evening, Sam said that the girls were very cold as he walked them off and one was well on the way to hypothermia - she kept wanting to lie down - a sure sign.  It seemed that the incident affected the rest of the group quite a bit and we talked about that too.  

There is some thinking to be done about walkers and their equipment.  For example, what do we say to them if they are not equipped?  

Account 2 - Incident of hypothermia on the Shallon Hill walk, July 6th 2006 

We met the group of ten walkers for a briefing and as a means of checking their equipment.  It was very wet and from the forecast was likely to stay that way all weekend.  Several had inadequate gear for the conditions.  What could we do?   I realised that we had not discussed how to deal with this situation.  Should we have told them to go away when they had paid?  How could we have sent them away at this stage?  I felt caught between my instincts as a qualified leader, and the contract we have with the Nature Authority.  I was a bit disturbed by this dilemma and because of this and the fact that it was actually quite a warm day we said nothing.  Maybe we made a mistake.

We started the walk and they seemed happy enough.  We were watching those who were likely to be getting wet.  It was after a coffee stop that Sam noticed that the two we were most concerned about were dropping back.  On talking with them, he found that one was shivering a lot, and seemed vague.  She was clearly too cold to proceed.  We put her into dry clothes and as agreed, Sam took her and her friend off the hills.  He had difficulty with this; the woman kept wanting to lie down - hypothermia had set in.   

I was surprised at the effect that the event seemed to have on us all.  I was, of course, very conscious about looking out for signs of cold in the rest of the walkers and we were more careful after this incident.  We did not stop for long at a time, for example, and kept moving.

So there were several things in this incident that we need to think about - what should we have done about the poor equipment at the stage of the briefing?  Did we manage the situation right when we discovered that the girl was cold? Looking back on the event I recognise that there was the potential for a much more serious situation.  We should use the incident to plan what we would do on other occasions which were wet or for other situations like this.  

Account 3 –Case of hypothermia on Shallon Hills walk series July 6th 2006

The walk was led by Gill D and Sam K and this is a jointly prepared report.  The first issues on this walk arose at the briefing.  There were ten walkers, eight were well equipped for the wet conditions and two inadequately dressed – in showerproof jackets, one with no hood.  The forecast was for heavy rain all weekend, though it was warm.  We were both concerned about the inadequate clothing, frustrated that they had ignored the instructions and worried about the reaction of the Authority if we sent them away.  We should have been prepared to talk about it but it was difficult to deal with in this context.  We needed to talk in private and make a decision about turning them away – even though they had paid.  We did not create an opportunity for the private talk and, partly because it was so warm, we let them come.  In retrospect, this was an incorrect decision.

We walked on for two hours, then stopped for 25 minutes.  Prior experience should have indicated to us that you can get very cold if wet, even in warm conditions because then there is the issue of condensation.  Stopping too long for coffee was probably a mistake.  We walked on and at this stage, Sam noticed that one of the two with inadequate clothing was a bit odd.  He spoke with her and observed early signs of hypothermia.  I went back and we confirmed that she needed to be taken off the hills.  We got warm clothes onto her with difficulty and Sam took her and her companion off the hills.  During the walk off the hills, he observed that she was showing quite serious signs of hypothermia – wanting to stop and lie down etc.  It was only afterwards that we realised how dangerous a situation this could have been.

I (Gill) walked with the other walkers.  Because I realised how easy it was to get cold even on that warm day, I took a lot more care to watch for signs of cold and we did not stop anywhere for long.  

There are several issues here.  First (1) the adequacy of clothing and how we handle that at the briefing; secondly (2) the management of the walk, given that we had two ill-equipped walkers with us; thirdly (3) the management of the situation when we realised that we had a case of hypothermia and fourthly (4) the management of the rest of the walk. (only the first of these is discussed below)

1.  With regard to the clothing issue, we were disturbed by that.  The girls had had the instructions but maybe they thought that they had adequate clothing – it is hard to tell what people understand by ‘adequate clothing’.  Perhaps the instructions need to be better and they need to be clearer that people could be turned away.  In that respect, we were worried that the Nature Authority might not support us if we turned them away.  The walkers had, after all, paid for the walk, but safety is an issue that cannot be ignored.  There was a difficulty too in how we could manage the situation at the briefing – we need to ensure that we do talk in private and share opinions after the briefing and before we walk.  There may be things in that decision-making process that also we need to discuss.  

Account 4  - Shallon Walk July 6th 2006, A case of hypothermia on a one day walk

This is a jointly written incident report (walk leaders, Gill D and Sam K).  We have discussed some of these issues with colleagues before writing it and this version of the report includes issues raised by our colleagues.  We note how easily this situation that we describe could have become a dangerous one.

The incident

The ten walkers were sent usual instructions about the importance of appropriate equipment in advance.  At the briefing, we noted that two were ill equipped - having shower jackets, one without a hood and one with sandals, not boots. It was very wet, with rain forecasted to continue but it was warm and we let them proceed.  When we talked about this later, neither of us was happy about the decision that we made at the time, but we tended to hold back that expression of doubt – perhaps because it was the easier option to let them walk.  We have realised that we need to be able to get away from the group to have a conversation after the briefing, sharing any concerns – and we need to be honest – only then should we make a decision.
We walked for two hours, stopped for 25 minutes, then walked on and it became evident that one of those in inadequate clothing was becoming hypothermic. Having put warm clothes on her, Sam took her and her companion off the hills.  During the walk off the hill, it became evident that the hypothermia was quite advanced.  The event had a considerable impact on the day and we wish to consider our management of the situation within this report, as well as the incident itself.

Considerations

There are several issues here for more general consideration.

1 The broad issues of equipment; the instructions about it in the joining information – and the management of ill-equipped walkers at the briefing.

2 Our management of the walk under those weather conditions, given that we had let ill-equipped people come.  

3 Our handling of the case of hypothermia.

4 The overall management of the walk once the incident had happened. 

And other issues may emerge.

(Only the first of these points is discussed below)

1.  We deal first with issues around equipment, reference to equipment in the joining instructions and the management of the briefing.  In going over the situation in several discussions and in writing this report, we feel that we made an error in allowing the ill-equipped walkers to come with us on that walk.

We noted that the walkers had received instructions to wear suitable clothing and they had a warning that they may not be able to proceed if they did not wear enough.  However, it is very difficult to turn them away at the briefing situation.  They have paid for the walk, traveled here, and are expecting to go walking.  However there is the safety issue, obviously theirs, and, one could argue, that of the other walkers who were left with one leader for a long day in difficult conditions.

Clearly we have to be able to turn people away on occasions.  It may be that the joining instructions could be strengthened.  For example, they could stress the distinction between waterproof gear and showerproof jackets.  It is possible that they girls thought what they were wearing was adequate.  Just because we know the nature of proper equipment does not mean that more casual walkers understand.  They probably had no understanding of just how wet these hills can be.  It would be useful to get the opinions of the occasional walkers about the issues of clothing and what they think they need for particular conditions.

There is also the relationship between us and the Nature Authority.  Both of us, as leaders, were disturbed by the kind of relationship we have with the Authority and it influenced in our decisions on the day of the walk.  We know of an incident four weeks ago when a walker in sandals was turned away.  He complained to the Authority and the guide was 'ticked off'.  We, as leaders, need to feel confident enough to turn people away if necessary and we should not be concerned about the Authority when we make such a decision.  We have talked to other colleagues and we feel that we would have better confidence to make decisions if we knew that we had the full backing of the Nature Authority.  

A problem arose at the briefing when we did not feel at ease to have a private talk away from the group in order to discuss our concerns and make a decision about action.  There seemed to be an assumption that the briefing was about the walk itself and not about preparedness for the walk.  We need to be clearer about the briefing, and to build in a brief meeting between the two leaders in order to go over any concerns (there could be other issues) and – as would have been in this case, to decide on whether we should turn away the ill-equipped walkers.

Actions on point 1:  (Gill and Sam drew out issues for action or for further consideration at a meeting with colleagues at the ends of consideration of the points made)..  

Resource 6:  Shifts in the texts of the scenarios (resources 3, 4, 5) as the critical thinking deepens

Linked to Resources 1, 2, 3, 4, 5 and 7 (see Chapter 9, 11)

In the shift from superficial critical thinking to deep critical thinking, text shifts in the following ways:

· - from description about the surface matters (possibly a narrative) to text that is shaped by the critical thinking process towards the required outcome(s).  There is a shift from a structure in which there is little focus – to a structure that is focused and purposive;

· - from the absence of argument and comparison to the presence of argument/comparison;

· from dealing with surface characteristics of the words and ideas in the task to a deeper consideration (e.g., assumptions in word meanings will be dealt with in deeper accounts, but not in descriptive accounts);

· from a descriptive text to one in which questions are raised, to one in which there is a response to questions raised;

· from not noticing or not dealing with emotional aspects of the issue – to noticing, dealing with and reasoning about emotions in relation to the issue;

· from the giving of unjustified opinion as conclusion to the presentation of a considered conclusion based on evidence provided with a note of limitations of the thinking;

· from a one dimensional account (with no recognition of there being further points of view, perhaps of others) to a recognition of other points of view;

· from the no recognition of the role of prior experience to the taking into account of prior experience and the effects it might have on judgement;

· from a text in which there is a drift from idea to idea rather than a deliberated persistence in dealing with selected and relevant topics

· from no metacognition / reflexivity, to reflexivity and metacognition. 

Resource 7:  Framework for critical thinking and its representations 

Linked to Resources 1 – 6 (see Chapters 9, 11) 

In these descriptions of critical thinking, the word ‘issue’ is used as a shorthand for the topic that is under consideration or the task.  Different activities of critical thinking and different forms of representation may necessitate the modification of the language

Descriptive Writing with little evidence of critical thinking

The text is descriptive and it contains little questioning or deepening of any issue.  It may provide a narrative account which is from one point of view, in which generally one point at a time is made.  Ideas tend to be linked by the sequence of the account rather than by meaning and there may be no overall structure and focus.  

There is no real argument and not much comparison

Any introduction to the issue to be examined may tend to miss the point of the issue and pick up the surface characteristics of it – such as words used, rather than the meaning of them.  It is taken at face value.

Assumptions are likely to be left unexamined and probably unnoticed

The text may refer to past experiences or opinions, but just as direct comment with no analysis and all in the context of this single viewpoint  

There may be references to emotional reactions but they are not explored and not related to any conclusions that may be drawn.

There may be ideas or external information, but these are not considered in depth, questioned or integrated.

There is little attempt to persist in the focus on particular issues.  Most points are made with similar weight. 

A conclusion may either not be properly drawn, or it is drawn but it is not justified by the text.  It may be opinion and unrelated to any reasoning in the text.

Descriptive text that moves towards critical thinking

This is similar to the above, but there is some attempt to recognise the task and broadly but still descriptively, structure the material towards the reaching of some sort of conclusion.  It is not the kind of structure that will enable proper critical thinking.  

There may be some comparisons made between ideas but probably no more than two ideas at a time.

There a form of introduction of the issue to be discussed, in which something of the critical thinking task is recognised, 

Assumptions or points for analysis may be noted or questioned but they are not explored in depth – or they are fully related to the task or not drawn into any conclusion

There may be some drawing in of additional ideas, reference to alternative viewpoints or attitudes to others’, comments but these are not explored at depth or focused on in the working though the issue towards a conclusion.  

There is recognition of the worth of further exploring but it does not go very far.  

Any conclusion, tend to be partly opinion or not fully or justified by the text.

Critical thinking (1)

The structure of the text begins to change towards being a vehicle for critical thinking  It is no longer a straight-forward account of an event, but it is definitely reflective and analytical and the writing seems more intentionally designed and focused.  The issue is introduced and probably the wording is explored in order that any deeper meaning or assumptions can be elicited.  

There is a more appropriate conclusion that does relate to the text, drawing from it and relating back to the issue raised in the introduction.  

There is evidence of external ideas or opinions and where this occurs, the material is subjected to reflection and consideration in relation to the task.

There is appropriate questioning of the ideas, and assumptions; some obvious mulling over.  Assumptions are examined and sub-conclusions are drawn into the text.

Where relevant, there is willingness to be critical of the action of self or others.  There may be evident willingness to challenge one’s prior ideas or those of others.  

There is evident ‘standing back’ from the event, consideration and reconsideration of it.  

There is recognition of emotional content, a questioning of its role and influence and an attempt to consider its significance in shaping the views presented.

There may be recognition that things might look different from other perspectives; that views can change with time or the emotional state.  The existence of several alternative points of view may be acknowledged, though not necessarily fully analysed (depending on the task).

The text may recognise in a limited way that personal and others’ frames of reference affect the manner of thinking, but analysis of this is not fully demonstrated in the making of the judgement or conclusion.

The conclusion is based on evidence in the text.

Critical thinking (2)

There is an introduction of the issue, an examination of the wording (eg meanings and assumptions) or context of it as appropriate.  It may be reinterpreted so that it can be more clearly analysed.  

The context, purpose for or limitations of the current thinking may be mentioned.

The selection of the evidence for examination is appropriate and sufficiently wide ranging.

The evidence is examined in a systematic manner that is well structured in relation to the task or issue.  There is an appropriate balance between discussion of evidence and deliberation towards the response.  There is good ‘signposting’ within the writing.

The account shows deep reflection, and it incorporates the recognition that the frame of reference or context within which the issue is viewed, could change and affect the conclusion.

A metacognitive stance is taken (ie there is critical awareness of the processes of critical thinking in themselves).

The account may recognise that the issue exists in a historical or social context that may be influential in the on the response to the task.  In other words, multiple perspectives recognized and account is taken account.

There may be evidence of creativity in the processes of thinking and reasoning or in the range or nature of evidence used in the critical thinking

Self questioning and possibly self challenge is evident.

There is a recognition of any influences on thinking and judgement such as the timing of the reponse, emotion, contextual matters, prior experience, personal interest in the outcome etc.

The conclusion effectively draws together the ideas developed in the text as evidence and makes a judgement in response to the topic introduced or given, recognizing any particular limitations of the judgement.

Resource 8:  An exercise in the recognition and understanding of epistemological beliefs for staff or more advanced students 

(See Chapter 8; 11, section  )

The exercise is based on Baxter Magolda, M (1992) Knowing and Reasoning in College, San Francisco, Jossey-Bass.  It uses fictitious statements from learners but is based on Baxter Magolda’s scheme for epistemological development.  Most undergraduate students will not have fully reached the stage of contextual thinking at graduation, but it may still be useful to give them the exercise and then to describe the stages of thinking.  It is a valuable exercise for staff development.  It is best if participants work in groups of around 6.  The materials required for the exercise are as follows (A, B, C and D are below).  

A – for each participant, a description of the stages of epistemological development (perhaps adapted to the level of the student group). 

B / C – Materials B and C use the same material, but processed differently. To make ‘B’ material, photocopy the material below, enlarging it - and cut up the quotations so each quotation is on a single strip of paper (or better – on card).  Discard the headings and introduction.  One set of cards or slips of paper is needed for each group 

C – the handout for C is as the text is printed below (B / C) – and one is required for each participant.  This is, in effect, the ‘solution’ to be given after the exercise.

The process for the exercise is as follows:

A brief explanation of epistemogical development is given (Chapter 8).  It is useful to introduce the exercise as a means of stimulating participants’ thinking about how they /their students think about the nature of knowledge.  It is worth telling them that when they do the exercise, they are not likely to get all of the quotations in the ‘right’ places, and that it is a constructed exercise with the aim of helping them to understand an important concept that relates to their learning.

Each participant is given A, and asked to read it for a few minutes. 

Each group is then given the sets of cards (B) and the group is asked to classify them under the four stages as identified on A.  They will need at least 15 minutes for this process.  It is useful if they start by writing the headings for the stages on scraps or yellow sticky notes.    

When they have finished (or time is up), the handout C is given, which shows the ‘correct’ solutions.  They will need around 10 minutes to compare their work with the ‘solution’, then to relate the actual quotations to the stages in handout A.

There should then be time for discussion and thought about the relationship of this material to their observations of the exercise, the theory that it illustrates and their personal experiences of learning.

Material A:  The stages of thinking described by Baxter Magolda (1992)

Stage of Absolute Knowing

In this stage knowledge is seen as certain or absolute.  It is the least developed stage in Baxter Magolda’s scheme.  Learners believe that absolute answers exist in all areas of knowledge.  When there is uncertainty it is because there is not access to the ‘right’ answers.  Such learners may recognise that opinions can differ between experts but this is differences of detail, opinion or misinformation.  Formal learning is seen as a matter of absorption of the knowledge of the experts (e.g. teachers).  Learning methods are based on absorbing and remembering.  Assessment is simply checking what the learner has ‘acquired’.

Transitional stage

There is partial certainty and partial uncertainty.  Baxter Magolda describes the transitional knowing stage as one in which there are doubts about the certainty of knowledge – learners accept that there is some uncertainty.  Authorities may differ in view because there is uncertainty.  Learners see themselves as needing to understand rather than just acquire knowledge so that they may make judgments as to how best to apply it.  Teachers are seen as facilitating the understanding and the application of knowledge and assessment concerns these qualities, and not just acquisition.

Independent knowing

Learning is seen as uncertain – everyone has her own beliefs.  Independent knowers recognise the uncertainty of knowledge, and feel that everyone has her own opinion or beliefs.  This would seem to be an embryonic form of the more sophisticated stage of contextual knowing.  The learning processes are changed by this new view because now learners can expect to have an opinion and can begin to think through issues and to express themselves in a valued manner.  They also regard their peers as having useful contributions to make.  They will expect teachers to support the development of independent views, providing a context for exploration.  However ‘In the excitement over independent thinking, the idea of judging some perspectives as better or worse is overlooked’ (Baxter Magolda 1992:55).

Contextual knowing

This stage is one in which knowledge is understood to be constructed, but the way in which knowledge is constructed is understood in relation to the consideration of the quality of knowledge claims and the context in which they are made is taken into account.  Opinions must now be supported by evidence.  The view of the teacher is of a partner in the development of appropriate knowledge.

Materials B /C: Fictitious quotations from ‘learners’ at different stages of epistemological development 

Absolute

· Julia:  I like clear lectures where the lecturer does not mess around giving us lots of different theories for everything – but just tells us what we need to know and we can get on and learn it.  

· Emma:  I am not sure why we have such a long reading list for this subject.  I mean why does someone not just write a textbook on the subject and then we could learn from the textbook.  Lectures sometimes confuse me, the way they wander around the subject.

· Samuel:  In our tutorial, it came out that there are differences of opinion about how much different mammals ‘plan’ their actions.  I suppose it is just that people have not done the research yet.  There does not seem much point in disagreeing about it when the work has not yet been done.

· Mohammed:  I do not understand why we have to do this referencing game.  It all seems such a chore.  I mean it disturbs my writing and I can’t flow.  Knowledge is knowledge isn’t it.  Facts are facts.  Why does anyone have to own a fact and have the name put beside it?

Transitional  

· Janine:  I have been a bit confused by the way that the two lecturers I have had in this subject have dealt with the battle of Samargo.  They seem to have different attitudes to it.  One said that it came about because of political reasons and the other said that it resulted from an uprising of the poor.  I don’t know how to handle these different attitudes.  I have an examination coming up and I feel I’d better know the right answer – or maybe it is that I have to understand it and that is what matters?

· Charlie:  Learning in sociology seems hard.  I had got good at writing clear lecture notes either from the lecture or from the web.  This teacher won’t give us notes.  She won’t even give us straight lectures.  We all thought it was a game at first but now we have had a semester of it, I guess I have to quite enjoy the thinking that I am forced to do and I can discuss the ideas better because I have had to think.

· Isaac:  I thought I came to college to stuff my head with what is known.  Now I feel confused because there are lots of things that are not certain.  I have to think about what I do with those ideas.  College learning is different from what I thought.

· Christina:  I like subjects where I know where I am like physics.  In English there are different ways of thinking about things.  Physics theory is physics theory and that is what you learn.  In English it is OK to have different views.  You have to understand how the views work.

Independent

· Ella:  I used to think that everything was so certain – like there was a right answer for everything and what was not right was wrong.  Now I have become more aware of people arguing over issues, debating.  I suppose it is a matter of coming to your own conclusions and sticking to those.

· Kay:  I do statistics.  It seems at first that statistics is statistics – a kind of truth - but now I see that you can make statistics back up any argument.  I suppose it is a matter of deciding what line you are taking and then making the statistics work for you.

· Dale:  It is good in seminars now.  I see that my mates sometimes have made different senses of the lectures on politics than me.  It’s not that one of us is right and the rest not right – but that we have to get good at justifying the way we see it.

· Michael:  I was asked to critically analyse some theories about delinquency last semester.  I wasn’t sure exactly what was meant by that.  I thought it was probably about discussing each of them and arguing my case for the one I thought to be right.

Contextual

· Elke:  I like having to work in groups now in social work.  It is amazing that we have all developed such different perspectives since we have come back from placement.  We are much better at listening to each other.  I know that I am all the time trying to understand how each of us justifies our views and listening to others helps me to put together my own thoughts.

· Krishna:  The tutor I have got now would have driven me mad last year.  He just sits there and says ‘OK, what do you think about this theory of coastal erosion?’  He goes quiet and we discuss it.  Then he will make the odd remark that usually sets us off again.  I jot down some notes so that I take everything into consideration when I have to write it all up.   

· Franchesca:  I understand better why we have to put down references.  The quality of the reference and the way I have used it provides the evidence for the viewpoint that I take and enables others to check the evidence I have used.  I used to think referencing was just about showing that I was not plagiarising.

· Darren:  When I was reading this chapter, I was thinking ‘how does this fit’ and ‘ why does the author seem so sure about this?’  and I was relating it all to my views and I think my views might have changed now.  I will have another look at it and decide where I stand.  

Resource 9:  An exercise designed to raise awareness of epistemological beliefs 1

(see Chapters 8, 11, section   )

Introduction
There is a fundamental difficulty in helping learners to progress from relatively descriptive and non-critical – absolutist approaches to writing, towards contextual processing of ideas.  It is that we may wish to explain to them how it is that we might hope that they process knowledge when they are not at the stage of understanding of the nature of knowledge that is required for that understanding to take place.  They might ‘go through the motions’ of writing in a sophisticated manner without really understanding what they are doing.  

The exercises below have been designed to support learners in their development from absolutist processing of ideas towards more sophisticated stages (using Baxter Magolda’s terminology – Baxter Magolda, 1994).  This exercise may be used as a means of explicitly introducing the phases of development of understanding of the nature of knowledge (e.g. Baxter Magolda’s scheme) or they may be used to demonstrate how the processing of critical thinking can shift from simple description to more sophisticated processing without direct reference to any hierarchy of epistemological beliefs.  

Method

This exercise is best run with learners seated and working in small groups.  They are introduced to the underpinning ideas – either in terms of epistemological development or the way in which written representation of critical thinking needs to shift from the descriptive into more sophisticated modes.  Where the stages of epistemological development are to be made explicit, short descriptions of Baxter Magolda’s four stages could be provided as a back-up to the exercise (See Resource 8 part A).  The exercise could be run once before the descriptions are given, and then once again, now with the second scenario (Resource 10), when learners have the descriptions and they can then work on identifying the stages directly’ 

The participants are given a scenario with three named students involved.  The scenario is as follows: 

Three students are in a tutorial.  They are asked to write a few paragraphs in response to an issue that is given to them by their tutor.  The topic is capital punishment and the issue to be discussed is -  ‘What do you think of capital punishment?  Should it be used automatically when police or those whose jobs are to protect the public, are the victims of murder’.

(To make the responses in the scenario reasonably compatible, the arguments of the students are all in the same direction and the texts are approximately the same length and clearly therefore, not full arguments. Attention should be focused on the quality of the reasoning).

Copies of the responses of the three students (Selma, Joe and Susan) are supplied to the participants and they are asked, in groups, to decide which is the most sophisticated response to the given argument and which is the least sophisticated response, and then to point out why they have decided on this sequence.  It is the verbalisation of this reasoning about the quality of critical thinking that is central to this exercise. The participants could be asked to write notes on a flip chart sheet so that the responses can be compared with those of other groups.

A valuable way of extending the value of material like this is to ask learners themselves to develop scenarios to illustrate the progression from absolutist thinking to contextual thinking or the progression from simple descriptive pieces to the more sophisticated argument (if the terminology of epistemological development is not used).

The responses of the students are as follows:

Selma says.  I am asked to consider if capital punishment should be used when people kill police and others who might protect us.  I believe that it is always wrong to kill and that means that it is wrong for the murderer to kill, but it is also wrong for the state to kill the murderer.  I realise that some people would want to make an exception for the police because they might be more scared of the death penalty than of a long sentence in prison and perhaps would choose not to kill the police.  However, if capital punishment is morally wrong then it just is wrong to kill the murderer too and there can be no exceptions.  I think that it is wrong because religion tells me it is wrong anyway.

Joe says: It is right that there should be discussions about capital punishment and that people will hold different views on it.  I think that capital punishment is wrong, but I realise that my position could be challenged by the argument that those who protect us, like police and security guards, deserve some protection from those who might kill them in the course of their duties.  There could be an argument, therefore just for the use of capital punishment for the killers of this group.  However other things are relevant, killing someone, whether in crime or in carrying out the death penalty, is final and mistakes have been made.  On the whole, I believe that it is much easier not to have exceptions.  I can understand why people want the death penalty, but my opinion is that it is wrong.

Susan says:  It is a massive decision to take the life of another.  There have been many erroneous decisions made and the consequences of making a wrong decision outweigh the value of capital punishment as deterrent.  In principle I believe that capital punishment should never be used because it turns the state into a murderer, setting the wrong example to those who, themselves, would murder.  

It is important to reexamine my argument when it applies to those who protect us because there could be said to be impelling reasons to use capital punishment as deterrent in these situations.  The threat of capital punishment could be seen to provide greater protection to those who risk danger to protect us.  I think that is an important point, but my arguments above still convince me that we should not use capital punishment.  

Least sophisticated – Selma, then Joe then Susan

Resource 10:  An exercise designed to raise awareness of epistemological beliefs 2

(see Chapters 8, 11, section   )

The instructions for this exercise are the same as those for that above.  The task is the same and the scenario is similar with three students being given a topic for written discussion.  

In this scenario, the point for discussion is: ‘At this stage in the evolution of humans, we should be coming to a point where we do not expect to eat meat’.  It is discussed by Martina, Thomas and Mandi – and (to simplify the comparisons) they are all vegetarian.

Mandi: I have always been vegetarian and I feel strongly about it, but it is my choice.  From my point of view, my justifications for being vegetarian are strong: for me a mark of what I call ‘civilised living’ is the avoidance of killing animals.  If I would not kill an animal to eat it, how can I let someone else do it for me?  I also consider that there is good evidence that vegetarian living is healthier.  I cannot say, however, that eating meat or not is linked to human evolution.  I recognise that, for example, our teeth are still designed for eating some meat and it is more difficult to get proper nutrients from a vegetarian diet.  I would say that it is a sign of our civilisation and evolution that we have individual choice and can decide on our own patterns of nutrition and live with those who choose other ways. 

Martina:  I am vegetarian and I do not believe that eating meat is right.  I have never eaten meat and nor does anyone in my family.  Animals are living on this earth with us and they have a right to their lives.  Some people say that they are vegetarian when they eat fish but fish is a kind of meat so they are kidding themselves and others.  It is a sign of a lack of evolution of civilisation that people eat meat still, so I would agree that at this stage we should not expect to eat meat.  I do recognise that it would be difficult to change other people’s views on this.  I have tried to talk about it with others, so I do not know how this evolution could come about properly.

Thomas: I have always been vegetarian but I have started thinking about why I have these views on the eating of meat that are not in common with the views of most of my friends – who eat meat without even questioning it.  It is a matter of opinion how you see it and what you do about it and I would say that is what it should be.  The argument, however, suggests that those who do eat meat might be or should be (I realise that there is a difference here) on the way to being vegetarian.  I do not agree that eating meat or not is linked to being civilised or not or evolving or not.  It is just that we now feel we have a right to have an opinion on it.

Most sophisticated – Mandi, then Thomas, and then least sophisticated, Martina

Resource 11:  An exercise designed to raise awareness of epistemological beliefs and their effects in teaching, learning and the relationships between learners and teachers

(see Chapter 8, 11 section  )

This is another exercise that is based on the Baxter Magolda scheme for epistemological development and it is designed for teachers or for advanced students.  The exercise can be used to introduce a discussion about the processes of teaching for new teachers, or to help learners to understand epistemological development.  In the exercise there are statements from twelve fictitious students directly about their experiences of learning and four statements from teachers about their teaching.  Three student statements and one teacher statement belongs to each of the four Baxter Magolda stages (Resource 8 material A).  The aim of the exercise is for participants to match the quotations (teaching and learning) to the appropriate stage of epistemological development.  To prepare the exercise, the sixteen quotations are copied – preferably onto card and cut into slips.  Participants work in groups and each group will have a set of quotation slips and each individual will need a description of the stages (take from Resource 8A).  The ‘answers’ in this exercise, are could be given out orally or printed for each group. 

Quotations about learning and teaching

Student - Jan:  Good learning for me is when I listen really well in class and get down exactly what the teacher says - she is there to tell us what we need to know, after all.  I don't like it when I have to work out what is the best way of explaining something when only one way can be the right one.

Student - Tony:  I realise that learning is not just a matter of getting facts down.  We need to know about research and there are obviously things that have not been discovered yet.  We have to be able to apply knowledge and to cope with situations of uncertainty.  That is more than just learning facts

Student - Frederick: I like to make up my own mind about things and that is how it should be. Sometimes the -ideas come from teachers, other times from other sources.  When things are uncertain or not clearly agreed, I have to be clear what I think.

Student - Mette: There are lots of things that are uncertain.  To learn and make knowledge is to put ideas together, to make sense of them and to be able to say they make sense, knowing that they might make different sense to another person.

Student - Andres:   We have to be objective - to know the facts about a matter.  We put them down and make sure that we do not colour them with our biases. 

Student - Sam:  We do not know everything and sometimes different people hold different views about a theory or idea.  We have to learn to judge which theory is right so we have to learn to think.  Being objective is a way of avoiding personal bias and finding the true answer.

Student - Elke:  There is lots of uncertainty.  Knowing facts only takes us so far and we have to learn to take a stand based on what we know and an understanding of objectivity.

Student – Mike:  Knowledge is basically subjective since we come to it by relating new ideas to what we know already.  We have to seek to be as objective as we can be in our judgments by recognising, and where possible taking account of subjective influences.

Student - Sue:  In biology, we are given lecture notes on exactly what we have to know for the test. That is what I call good education - clear and to the point - and no more.

Student - Joanne: We were given several theories in chemistry to explain a particular phenomenon.  Our tutor did not make it quite clear which was most right - I guess that he wants us to think.

Student - Ed:  In our politics seminar we argued about the position of Israel in the Middle East Conflict.  It felt good to be holding my own.  Nothing that any of the others said made me waver at all from what I think.  I cannot start to see how the others got to how they think.

Student - Hugo:  In theology we listened to interviews with prominent theologians arguing for the existence of God.  I was open to persuasion, almost willing them to give me an understanding of how they hold their faiths.  My mind was not changed, though now I want to know more of what they all mean by 'faith'.  

Teacher – Tom: As a teacher, my duty is to give them what I think that they need to learn.  We go through the syllabus systematically and I make the material as easy as possible for learning.

Teacher – Helen: I cover the syllabus, but I try to get learners to think as they will have to cope on their own, applying ideas and sorting out right and wrong for themselves.

Teacher – Leo: I help the learners to engage in their own thinking.  They need to read around a topic so they can develop their own views.  I keep challenging them to nurture their development and expect them to come back at me.

Teacher - Andrew: We are all in this game of learning and developing knowledge.  I facilitate the knowledge making process, but recognise that sometimes my understanding is changed by contact with their ideas. 

‘Answers’  These teachers and students are grouped in the following manner:

Absolute views of knowledge:  Jan, Sue, Andres and Tom, (teacher)

Transitional views of knowledge:  Tony, Joanne, Sam and Helen (teacher)

Independent views of knowledge:  Frederick, Elke, Ed and Leo (teacher)

Contextual views of knowledge:  Mette, Hugo, Mike and Andrew (teacher)

Resource 12:  Critical review or analysis of an article

(see Chapter 11 section  )

This material is designed either for use by learners undertaking review, or by tutors who want to guide the reviewing work of their students.  It does not cover issue of the critique of the actual methodology of research.

Writing a critical analysis or review of another’s argument is a complex activity which involves a number of proficiencies both in the ability to communicate and understand text – to read and to write - and well as the ability to demonstrate the understanding of the process of critical thinking.  This description of critical analysis could be used alongside the Framework for Critical Thinking and its Representations (Resource 7) and examples of articles for review.  It goes through the features of a review process considering the ways in which elements of a text might raise issues that warrant critical comment or concern.  The assumption here is that the piece to be reviewed is an academic article.  The same ideas can be applied – sometimes with a change of vocabulary – to the review of ‘everyday’ written material like a newspaper article that puts forward a particular case, or the review of a film or of marketing material, in which case the level of interest and enjoyment may warrant comment.  We use the terms ‘reviewer’ as the person undertaking the review and the author is the author or authors of the article.  

Purpose for the review and recognition of the audience

A review is written for a purpose.  The purpose may be because that the reviewer needs the material for the development of her own arguments in research, for writing a book or other material, to keep up to date, for interest and so on.  If the article is read for a research purpose, it may matter whether it is in the early stages of the work, when the purpose may be part of the ‘getting to know the field’ – or later.  If it is later on, then the purpose may be more specific – perhaps as supporting or opposing evidence in the arguments being made.  The purpose of the review may also be simply to communicate the information for others (as in reviews in journals) or to indicate the quality of an article to the editor of a journal who may or may not want to publish the article.  The purpose for the review should guide every process in the reviewing.  

Sometimes defining ‘purpose’ sufficiently clearly is a problem – particularly when the requirement is to ‘get to know the field’.  There is then little guidance as to what is important.  It is usually students who are in this anomalous position – for example when trying to decide on a topic for research.  Once one is working as a ‘researcher’, the review process is only likely to start when there is actually a focus- an ‘idea in mind’.  

Closely linked with purpose is the consideration of the audience for the review.  The audience may be the reviewer herself – but it may be the readership of a journal, a research funder, or colleagues at a research seminar.  The perception of the needs or purposes of the audience is likely to shape the writer’s purpose (above) and the manner in which the review is presented.

A deep critical thinker will think metacognitively too.  She should into her approach to the task beyond the overt purposes of the review.  She might examine her feelings about this article.  Is she in any way seeking to promote or downplay the value of the work – or is she neutral?  Supposing the author of the article has reached and supported a theoretical conclusion towards which the reviewer is working – or promotes an opposing view.  The reviewer’s feelings could influence her review.

We look later at the purpose of the author.

Explicit features of a text to be taken into consideration

The title of the paper may or may not illuminate the content of the paper.  Titles can often misdirect or they may be unclear.  Sections, headings and subheadings may or may not guide the reader appropriately through the article.  Research articles usually start with an abstract, which is often written as something of an afterthought and which may or may not appropriately indicate the content.  This may or may not matter to the purpose of the reviewer.  

The content of an article may be theoretical or describe a research process.  It will usually start with context setting and end with a return to a reconsideration of that context that is modified in accordance with the developed argument or research outcomes.  Often the latter section (that might often be ‘implications’) is somewhat lacking, the focus being on the research and not its broader implications.  Sometimes this inadequacy in the pattern of writing reduces the direct value of written up research.

A reference list is another written feature of an article under review.  Obviously what is important is not just what references have been utilized by the author, but how their content has been incorporated.  However, the perusal of a reference list is often helpful in the initial phase of reviewing an article because it should indicate the field of theory on which the article is based.  It may also raise some quality issues.  For example, it should be sufficiently long; there should not be too many secondary citations; it should contain references to work that are of key importance to the field of study.  The reference list may often be one of the earliest features of an article to consider.  It contains much information.

(We have said above that the consideration of methodology and conduct of any research or theoretical argument is beyond the scope of this book – but is likely to be relevant).

Implicit features of an article that should be considered by a critical reviewer

There is often a hierarchy of status of journals in which articles are published – so the location of the publication says something of its nature.  An assumption that might justifiably be made by a reviewer, is that an article from a high status journal has been subjected to severe peer review….though even that can be worthy of question.

The author will have had a purpose in communicating the article.  It is inevitable that her purpose will have shaped and skewed her authoring and this should be considered by the reviewer.  The purpose of the author may feature in assumptions that she has made in the writing.  For example, she may have based new thinking on insufficiently questioned theory or ‘findings’.  Assumptions may be made in interpretation of data or generalizations from data.  Sometimes vocabulary is inadequate or mis-used or hides assumptions and this can distort the manner in which work is reported.  For example, the use of the word ‘learning’ when it is teaching to which reference is made, can distort the whole focus of educational writing.  Our vocabulary is not always ‘up to’ the adequate conveyance of new ideas.  Assumptions are also carried in the overall style of writing of an article.  The style may carry hidden persuasion or reveal a bias on the part of the author that is not justified in by her stated purpose.  The work may be based on generalizations that are too great.

The theoretical basis of the article is often a matter of choice for the author (all be it sometimes even a career choice of following one rather than another theoretical orientation – e.g. behaviourism versus cognitive psychology).  There may be other theories that could equally have provided a basis for the work (including sometimes, those from other disciplines).  With other theoretical frameworks, the outcome of research could look different.

There is much reasoning in the writing of an article – for example with regard to the links between the theoretical underpinnings and the methods chosen; between the introductory section and the research; in the way in which the conclusions are derived from data and in the discussing of the wider implications of the article.  The reviewer needs to look carefully at the reasoning processes – with particular concern for any ‘leaps’, or unevidenced assertions.  It is right that ideas are sometimes shifted out of their context and applied to other issues.  This furthers knowledge, but the language should be careful and appropriately tentative.

Broader considerations

It may or may not be relevant to consider if the article is well written (does it communicate well?) to consider if it is enjoyable to read, interesting, stimulating, well timed and other such issues.

Resource 13:  Progression in Critical Thinking and its Representation in Writing in Undergraduate Education – a tentative guide for the purposes of pedagogy

(see Chapter 8, 11 section   )

This represents a tentative set of descriptors for the progressively increasing capacity of students for critical thinking and its representation in writing.  It is based on the literature of progression in learning, critical thinking, and particularly on work on epistemological development.  In terms of that work, the progression covers the transition from absolutist thinking towards, but not as far as contextual thinking (a stage that would normally be fully reached after the first degree) (Baxter Magolda, 1992).  The progression is a continuum and it is not assumed that students will shift along it in an even manner.  Their capacity for critical thinking and its representation in writing will interact with the complexity of the material with which they are dealing.  The guide is to be regarded as tentative.

	Position in terms of epistemological beliefs
	Pedagogical implications

	Students at the beginning of undergraduate education are likely to be at the beginning of the shift from absolutist /dualistic thinking
	

	They are often are often somewhat daunted by the ‘expert culture’ of higher education and this may knock back their confidence in self- expression (voice) and in their understanding of knowledge.  They are beginning to understand that knowledge is not an accumulation of facts but are bemused by uncertainty and the idea of theory unless these concepts are explained regularly.  They start by seeing teachers as experts who will pass them the knowledge that they need.
	The nature of teaching at this stage is often somewhat fact-driven.  It is helpful for future development of critical thinking if students are set tasks to solve alone or in groups (in some form of problem-based learning).  The general principle is that students should be just beyond their ‘comfort zone’ in terms of thinking

General tasks of learning and thinking.  Learners should:

· be given plenty of examples of what is expected of them in critical thinking (in all of the situations below)

· be helped to become aware that knowledge is not made up of ‘facts’, that uncertainty exists and that judgments need to be made

· be exposed to the idea of critical thinking as fundamental to their progress in HE, the concepts of evidence, evaluation, conclusions or judgments.  This should be illustrated in everyday material

· be given tasks in which they deal with making judgments in everyday situations to illustrate critical thinking

· be exposed to the idea that teachers / experts are also learners, and can ‘get it wrong’

· meet experts in their discipline in the process of disagreeing, and there should be discussion of this in content and the idea of disagreement of experts

· be involved in discussion about the idea of ‘a theory’, and the idea that several theories can legitimately be held about the same thing (illustration from own discipline – but done simply)

· be exposed to uncertainty (eg as illustrated in everyday life and in the research fields of their discipline

· be engaged in tasks in which they have to seek for evidence to justify a claim in everyday life

· be given some tasks in which they make their own judgments and have a chance to express their own voices about an issue – probably an everyday example

· be introduced to the idea of developing conceptions of knowledge in a manner well illustrated by everyday issues in thinking.

· be exposed to general discussions about how knowledge is ‘produced’ – publication, media distortion, expert agreement, common usage etc.

Writing – there should be practice in:

· being precise and clear

· being able to draw a conclusion from the provision of written evidence

· being able to summarise the main points of an argument – such as introduction of the issue, the evidence, the reasoning about evidence and the conclusion and/or judgment made.

· Referencing - students need to understand referencing as an acknowledgement of other people’s work


	During the middle period of an undergraduate programme, learners need to be supported in shifting towards a stage of contextual / relativistic thinking
	

	This is a time when there can be considerable differences in a classroom with some learners still at an absolutist stage and some have moved beyond.  In general, the discussion of the nature of critical thinking needs to be continued in an explicit manner


	Teaching may still be fact-driven, and yet we need students to be beginning to realise that teachers have a viewpoint on issues and may not agree with each other.  When alternative theories are introduced there is a tendency to present them as ‘something that you need to know’ (ie as a ‘super-fact’) rather than as a real uncertainty.  This is a kind of absolutist teaching of contextual ideas. 

General tasks in learning and thinking – learners should:

· be given examples within their discipline of good quality critical thinking and attempted critical thinking where there is inadequate reasoning, or assumptions are made etc

· be shown how assumptions in research in their discipline have led to distorted judgments / conclusions

· be exposed to situations in their discipline where experts clearly disagree

· be shown how knowledge has been constructed within their discipline (e.g. by following the history of one line of research thinking…)

· be given case studies / sample ideas from real issues in their discipline where, with guidance, they assess evidence and make a judgment

· be exposed to teaching /tutorial situations in which issues of real uncertainty in their discipline are discussed

· be required to make judgments that have direct significance for themselves or others (e.g. this could be in a work placement or work experience)

· experience responsibility for significant actions – in or out of class

· be introduced to the manner in which knowledge is produced and agreed in their discipline

· be involved in well illustrated discussion about how knowledge has come be produced in their discipline (including notion of peer review) – and sources of distortion.

Writing – there should be practice in:

· improving clarity and precision 

· in the drawing of effective conclusions

· the demonstration of critical thinking in written form, using straightforward material from their discipline (probably with given or guided seeking of evidence)

· demonstration of critical thinking in writing about an everyday issue in which there is expression of own voice, and encouragement in creativity in seeking own evidence

· using referencing as a matter of course



	The further shift:  this is the final stage of undergraduate education
	

	Few students will be consistently recognising and working with a contextual view of knowledge, but the challenges in their learning should be of this nature. This is a time when learners may tend to think that knowledge is about reaching and holding an opinion – without taking the context, fully into account.
	The teaching of final year undergraduate students can be much more ‘research-based’, dealing with uncertain situations, and areas of disagreement in the discipline.  They should be working within the main body of knowledge of their discipline, and exposed to ‘the cutting edge’, but not expected to work at that level

General tasks of teaching and learning - learners should:

· display competent critical thinking in the relatively familiar areas of their discipline (ie not likely to be ‘cutting edge’)

· have their opinions challenged whether in writing or spoken word.  Challenge should be by peers or teachers

· be able to recognise and challenge assumptions

· question: their general attitude towards the discipline should be one of questioning

· be expected to argue a case in their discipline

· be exposed to situations in which they make judgments for which they have to take responsibility.  This may be in a placement or work experience situation

Writing tasks:

Learners should be able to judge the competence of their own writing and that of others (peers).

There is usually some kind of undergraduate dissertation, which contains a literature review and a small piece of research.  This is an opportunity for learners to demonstrate critical thinking in a literature review, skills of evaluation and the making of discipline-related judgments, the writing of a conclusion to their own work

Learners should now understand referencing as a matter not only of properly acknowledging sources, but also as a means of judging the quality of a piece of work (how many and which references are used, , how have they been used etc )

General statement:  
The discussion of the nature of knowledge should be revisited.  By showing learners how their views of knowledge have changed over their undergraduate education, it is possible to make ideas around the notion of the contextual knowing stage explicit, and to help learners to make sense of their ‘learning journey’
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