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ABSTRACT

This paper outlines seven assumptions about teaching
conditions that best facilitate critical thinking in the
undergraduate psychology curriculum; the main ideas proposed in a
model of critical thinking developed by a network of psychologists
across the nation; and the application of this critical thinking
mode). to the undergraduate curriculum. Beginning with students’
"knowledge bases" (facts, heliefs, assumptions, and values), the
model is based on tension-reduction theories in which the restoration
of a sense of balance is the core idea. Once critical chinking is
engaged, a student is likely to go through :he foilowing identifiable
stages in the resolution of discrepancv: (1) motivating factors,
involving whether or not the student is alert, engaged, and willing
to take risks; (2) iuformation-seeking skills, involving ways in
which the student organizes information; (3) information-relating
skills, in which students make connections between original
discrepancies and other i_eas, culminating in the construction of a
revised, tentacive, personal theory; (4) an evaluation phase, in
which students purposefully examine their personal throries to
determine the adequacy or sufficiency of their resolution; (5) an
expressing phase in which students put forth their new position for
external feedback; and (6) the integrating phase, resulting when
external feedback is supportive and students both revise their
personal theories and expand their knowledge bases. Following the
evaluation of the implementation of this model at Alverno College in
Milwaukee, Wisconsin, insights about the various components of the
model, including remaining discrepancies are presented. A sanple
assignment is appended. (LH)
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il o reflected et & recent Wincsoread conderernce on
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tivirpana aas rather 11be & arowm of clero. zettimg toaether

tov daeruess whe ther o nol morelity weay an 1moortant i1essue.

L

et the deveiopment ot thoobing sb11l the whole purpose of
educ~tiorn’ Albtnouah developing studente” (ritical thank ino
st1lle anpesrse to be a growina national praioritv.
peveholoogiets have had « long hislorv of e ploring the
refatronsinop betwseen thirtina sti1lle and their discipline
(Glacer. 19840,

Mv owrn interest i1n critical thinting 1= derived +rom
two Znurces. First. J wust completed a three vear etfort
wi1th nine other pesychologirets from acrose the countrv to
develon some 1deas about what 1t means to teach critical
thintina 1n the conteit of psvcho.oav. QOur wart was
underwritten bv a arant “rom the Fund ror Improvement o+
Fost—-Secondarv Education (FIFZE: and hosted bv Alvernno
College. The Fsvcholoav FIFEE Network soent one hectic weel
1 each summer of 1987 and 1984 constructinag & model o4

critical thanbainag 1n psvcholoov. A manuscript describinog

Q the effort and the insights gained from the wort has just
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lieen completed. The f1iret portion of the precenlation will
describe the main 1deas proposen 1n the FIFSE aadel.

A second =ource o+ m- anterest 10 critical thantbino
comes rtromn the enthuciasm abhoul research 1n teachina 4rom my
boome tnetitution. Al vermo Colleas. The racalty members @t
]l verno have scent the lasi +1fieen vearse purewina the
detinition of behaviore: cutcomes of % libera; arte
education anc develooing siresteoies to enharce student
thintiro. In trvino to define these educational outcomes
aenecif.c to msvchaleov and in applving the 1deas derived
from the FIFSE model. Alverno’ s Fevcholoav Department has
produced some observations sbout teachino critical thintinao
across the pesycholoov curriculum which serves as the primarv

abyective o+ this discussion.

fAsesumpticons about Teaching Critical Thinbina

when we focus on the teacnind conditione that
tacilitate critical thainling. & few assumptions must be
made:
1. We do not need to have an all-—encompassing definition of
critical thinking 1n order to proceed with teachina these
shills. In our FIFSE networt. we agreed not to surrender to
the academic i1mpulse to construct a perfect definition
before we allowed ourselves to pursue strategies to develop
specific aspects of critical thinking.
2. Expectino students to thindk critically and teachina

students to thintk critically are not the same thing. Aroas

(1979) believes we have 1mplicit expectations about the
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reasoning cepacities ot ouw studentls. However ., we me. be
reluctant to accept responsibilty tor teaching these er1llea.
bood teachers tend to 1nduce critical tninbtainug naturaidv
10 ther ctudentss teacher ¢ who adopt the obhect:ve of
fostering critical thirmiino sli1lle proceed mo e
1ntenticrallv and e . plicitlv to assist eruduents to
undet stand what thev have accomplished.
4. Critical thinlipa can be analvzed 1nto cbservable units
that can be ennplicitlv 1dentified. Teaching desirar can
toster these outcomes.
S, There 1 Ne one specific wa. to teach craiticel thimbino
gbille. A cwriculum that allows +or multiple opporturities
to practice thanbing shilis 18 lilelv to be more eftective
1in promoting tramster of shi1ll than specific thintino
courses that may not be linled to anvy particular discipline.
6. Emphasizinag critical thintino stills 1n the context of a
disciplne-based course switches the {focus of effort +rom
content—oriented learnina to student-centered learninag.
Critical thinkinag activities. tailored to student
development. will entance the meaningfulness of course
content which has been linled to i1ncreased student retention
(Ericlsen, 19B3).
7. Time 11 the course needs to be devoted to the modeling
and practice of critical thinking shkills and to feedbach
about student performance. As academics. we have developed
a preoccupation in most courses with attemptino to cover as
much of the disciplinary area 1n the course as the

]ERJ(j constraints of the semester o quarter will allow. Ericksen

S
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deccribes thie tendencvy to expose students to the liaght cf
tnnwledaoe by coverina as manv 1deas as pessible s the
"eunbwrn theorv of 1netruction.” 1t 1 1nadequate. 1.
(reates discontfort. #nd 1te effecte are tempor arv.

2. Teachirna critica! thanbing stille reauires uwe to thiiag
critrcaliv about the concents we present. fe such. &
critical thinting empiagl s cerves as anm 1ncentive to add

lite 1o ouwr suinsect matter.

The FIFSE Cr-tical Thinbimo Mode:

Tre criticeal thintina model bedins with the euperience

ot the student. fic depicted 1n Fiaure 1. students ¢nter

i e e T

Insert Fiaure 1 about here

cur classrooms with their own i1ndividual briowledaz Bases.
comprisec of therr experiences. facts., assumptions. beliefs.
and valuee. The tnowledoe RBase 1s & unique representation
of all the "data" the student can draw upon to male sense of
the events 1n their lives. Thev have also constructed
individual #planations—-—-Fersonal Theories——to explain and
vnderstand specific events. W 2n a student is confronted
with an External Event that cannot be readily explained by
an existing Fersonal Theory. critical thinking may be
1initiated. When the External Event is sufficiently
discrepant from their own perspectives. students engaae in

critical thinking t_ reduce the tension created by the

1l1-41t, 6 BEST COPY AVAILABLE
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There are me' v academic fprecedentc for the
tensi1on—reduct:on model. Ferbapns the cloce: L farmelerian 1€
Franet & (1%l roncept of "dieceauiliiitum. " ~ tera Fe e
to descraibe tiow chilaren lesrn theaush sccommodeatson., wrenr
thaev attempt to edapt to the ervivrornent with practiced weve
and ere cansuccesesd b, they must mat e some chamoe s ther
approech to succeed. AL thouah the o "1ticel thimdbing model
aeddreceses more sbetract amd comple behavior. the
rectaoretion of & sense o+ belance 15 the core 1dex 1nvoived
170 both anproaches.

fnce criticel thimianag 1e eqasced. & student 1¢ Jiieiv
to g0 throuvah i1dentifirapie stacse 1n the resclution o

Diescrenancy as encwn 1n Fiawe I and elaborated im Fioure o,

-~

insert Firaures I and 7 about here

\

The model presente criticeal thinbaing as & tidv., cveclic
process. however. each act of craitical thinkimng mav 1nvolve
‘ aoinag throuah the process several times before anv given
| Discrepancy 15 resosved. The process can tale o few seconds
|
j or a few vears to complete. depending on the oriainal
: Discrepancy beina addresssed.

Motivating factors 1nvolve whether or not the stucdent

15 alert and engageable. 1f students are emot.onally
overwhelmed or too tired. thev simply will be less able to
expend the er=rgy required i1n grappling with lLiscrepancies.

Information-Seeling sti1lls focus on what kind of
Tkj 1intormation students absorb i1ni1tially and how thevy orqenize

ERI
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MOTIVATING) INFORMATION- ) [NFORMATION- wmy EVALUATING smmmmalyp  EXPRESSING sl INTEGRATING

SEEKING RELATING
Orients Attends Makes Links Tentatively Puts Position Resolves
Listens Resolves Forward for DISCREPANCY
Observes DISCREPANCY Criticism '
Expends Identifies --Solves Problem
Energy Patterns --Makes Decision Assessment Expands
Uriderstands --Reaches Compromise  Based on KNOWLEDGE BASE
Concents External
Shows Thinks Standards
Curiosity Convergentlv Evaluates Revises
Identifies PRODUCT for PERSOMAL THEORY
Discrepancy --Relevance
Balances Infers --Accuracy
Affect Logically --Sufficiency
Organizes -~Quality
Knowledge
Takes Asks -
Risks Questions Evajuates Lrows what one doesn’t kKnow
Knows, Uses PROCESS to tolerates ambiguily
Resources Develop jaentifies assumptions
Applies : Conscious Use ... Nasssumes complex causes of behavior
Knowledge of maintains skeptical stance
Metacognitive assumes [ 'rspective of another
Strategies adop ‘s multiple perspectives
Thinks maintains internal locus of control/
Divergently separates objective from suvbjective

reflects purposefully on experience
imanages time efriciently
9 selects proper work mode




ERIC

Aruitoxt provided by Eic:

Fage &

1input for aralvels. The networleres reaarded these shi1lle ac
more "generaic" thinblino abilities. .

Information—helatinag stills evplore tne connections
ctudente cam moi e between the original Disrrenancy and other
1dens, lvew relationshibe can be drewn from their cwn
 nowledos Bases or the pursultl o+ different 1deac outeirde
themeszlves smoht be reqguirec. This area also 1ncludss
epecitic linds of ancalvtic abilities. Can students breal
the problem 1nto smallzr unite™ Can thev come un with new
and creative connectiors™ Uiltimately. tte end of this phase
1nvolves the construction of a revised. tentative Fersonal
Theorv.

In the Evaluetina phase. students purposefullv examine
their Fersonal Theories to determine the adeguacvy or
sufficiency of their resolutions. For beoinning students.
the 1dea of eiaminina the revised Ferscrnal Theorv to find
out how well it bridaoes the oap of the Discrepancy mav seem
unnatural and awhward. Thev are unaccustomed to thinking in
terms of vsing criteria to make evaluative judaments. As
students develop their skills. the Evaluating phase becomes
more i1ntentional. An important aspect of this phase 1s what
we call "metacognitive strategies.” i.e.. thinking about
thinking. Studying psychologv seems to foster particular
kinds of metacognitive skills which are listed in Figura 3.

In the Expressing phase students put forth their new
positions for external feedbac.. In classes this expression
mav take the form of a comment during clase or more

extensively 1n written compositions or speechee in which the

11
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studente present positions. @< protecssional critice. we
evaluate the auality of therr thinlirma and +ormal lv

aCl nowl edae the1v level ot achievement throuah arades o
enwelfic feedbacth .

14 e tternal feedbaci 1< suppartive. studente wili
reviee their +ormer Fersonel Theories and at the same ime
exranc theilr Fnowledae bases. renresentinag the lnteacatinu
rhase of the cvele. Btudents mav ¢l 50 conclude that their
new posi1tions are =ti1ll 1nadeauate-—caften prompted by
externel +eedbeact ——and return to an earlier ohase of
critical thinmkama +or more worl.

That 1s the basis of the model 1n critical tlantina.
In 1te expanded form 1t provides some sense of auidance for
the activities we require of ow students and also beains to
mal e these behaviorally explicat. However. the complexity
and compreher s1 veness of the model should not distract +rom
the primarv features of the model that promote successful
criticel thimhina in the classroom—--well-designed
Discrepancv, time 1n which to practice thinkina critically,

and speci1fic feedbact about the deagree of success achieved.

Applying the Model Across the Fsycholoay Cuw riculum

Two members of the original ten—member FIFSE network in
psychology were from Alverno Coliege. We committed
ourselves to trying to evaluate our own curriculum from the
perspective of the critical thinking mod?l. As such. we

were able to derive some insights about the undergraduate as

A developing craitical thinker in the context of psychology.

12
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The 1ns1chts are presented .n connection with varicus
comoonents of the model.

External Event. The wav 1n which we desian classroom

activities shculd be ceared to the level ot sophictication
of the studente 1n the class 1f the activities ar¢ to be
effective 1n eliciting cratical thinkina. Ferrv'e (1976
speculations about the changes that occur 1n students over
the course of the cclleqge excerience seemed to male an i1deal
iint to the oracticael sucaestions we wers develop:na.
Students 1mitiallv demonstrate a pattern tliat Ferrv
described as "dualistic." characterized bv & need to produce
absoiute suwdaments and to relv on authoritv. The.r
corresponding Ferscnal Theories are lilelv to be dense.

undl fferentiated. and simplistic. The External Event that
mav be needed to spw critical) thinking miaht have to be
very compellina or 1ntringeicallv i1nteresting. Az students’
abilities develop. thev become more "relativistic" 1n their
thinting and should be abl=z to handie increasingly subtile
Discrepancies without the more obvious manipulation of the
teacher. The developmental relationship between External

Event and Fersonal Theory 1s 1llustrated 1n Figure 4.

Insert Fiqure 4 about here

- e e———

A metaphor may clarify the process. For freshman criticail
thinkers., we mav need to provide an erternal stimulus that
has enormous and obvious "holes" &0 that critical thinking

can be easilvy engaged. With increasing success, the "holes"

13
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FERSONAL
THEORY

beginning... simplistic
undifferentiated
absolute

expanded
porous
complex

develoning...

multiplistic
tentative
contingent

advanced...

The Psychology Network from Alverno College
Incorporating Perry Developmental Levels
in FIPSE Critical Thinking Model
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1n anv aiven stimulus can be made smaller. A Drac?;cal
example will 1ljus.rate how adopting devetopmental
expectations about critical ttinting would ir+luence how
e nerimerntal methodoloav could be teuuhi.

In 1ntraduactory courcses we mioht -/ to teach bosic
1deas about euperimenlal design by describinag "classic”
experiments i1n psvcheloav. We: micht even be tempted to s}
stugents to evaluate these experimente. Foutinelv we +1nd
li1ttle success with this aprroech because freshmen are
ctrugalinu with understandina conczpts. Instead, we might
encouwrange students to learn desian principles bv presentinag
them with very badly desianed studies where tFre erro s are
alarina. Subseaquent experiments with less obvious desian
probiems canm then be mo-e successfully i1ntroduced. Adopting
the shaping approach may lead to rapid sub ’ ly 1n analvsis
even within the span of one course. 0One networker who used
the "poor methodclogy" approach presented a partial
explanation of one of her own experiments to her
introductorv students who enthusiastically produced over 26
criticisms that accurately reflected understanding of
experimental design procedures.

Motivating. One significant component of this phase o+t
critical thinking is the abilitv to take risks.

Farticularly at the start of classes. freshmen may have a
tendency to "coast" before takino the risk of making
individual contributions. The social tension of a beginning
class provides an ideal context in which to introduce an

exercise that targets encouraging freshmen to take risks.

15
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The exwercise was originallv described bv William anter
11982 . who reorganiced the tvpical seouence ot tupics 1n
introductory psvcholoav to tele advantage of the
normlecseneses 0t a new clese for freshmen.

in ihe etercise. the instructor begine class bv issuina
ccme commands that +3t with the start of & new cless (e.qQ..
"Flease si1t here. Fut vouwr bools on the +loor."). A=
compliance occurs. the commands become i1ncreasinglv
discrepant +rom ernectations about normal colleoe student
bhehavior ("Flease tale vour notes in pencil todav. Tale vour
rinas of+ and hold then 1n vour lap..."). Compliance
continues +tor the most part. but facial expressions sugaest
students are beoirnino to reaister their i1dentification of
Discreusancv. The commands increase in ridiculousness.
Finallv, the orders strain credibilty entirely ("Stick two
finaers up vour nose and quack lite a duck.") Given the
proper sequence of commands. all students are successful 1in
the taltino the risk of disobedving authoritv. The
experience sets the staoe for examining their jiudgments and
attributions as linked to the content area of social
psyvchology and can be expanded to explore their beliefs
about the student role in the cilassroom.

In the former example. the discrepancy was quite
compelling. In working with advanEed students where
interest in the subject matter is more predictable. we may
not need to be so provocative to motivate risk—-takina. An
example from a seminar in Clinical Fsvychology 1ilustrates

the difference. When students ar~e beginning to learn

16
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conselino stille, thev are otten conceirned about savina the
wrona thina. An 1ntroductorv role-plav &sls them to behave
as the worst counselor thev can i1maaine. The rist 14
teduced 1n this ererciese berause 1t 15 hard to fai1l at b=ino
bad. The evercise alex allows students to express their
{ears abouwd theilr own 1nadeauacy acs thev prepare +or more
cerious s1mulations. There 1s a areat deal of comfort talen
in the conclusion that thev can never be as bad as they are
in the beg.mnning evercise.

Information-Seeli1ina and Information—-Relatino.

EBeainninag students are verv limited :1n their abilitv to see
the orcaniration that we tale for oranted in a lecture or in
a t-. t. When we examine & passaae of material related to
psychologv. we can readilv analyze the work into 1ts
component parts. sorting concept from concept and example
from example. Reginnina students do not have this facilitv.
Thev tend to regard a text as so many words that must be
memorized 1n order to pass an exam rather than to approach
the material 117 & more active way to promote learninag. With
diminished cenpacity to organize input. students may have
little time to think about the concepts and personalize them
in a way that makes learning more meaningful.

As part of our curriculum review, we beaan to notice
patterns that emerged in the organizational skill of our
students. The progression of the orcanization we observed

15 outlined in Figure 5. Initially students who are

Insert Figure 5 about here

17




Concept Recognition
Concept Bombing
Theory Recognition
Theory Bombing

Theory Evaluation

Theory Building

Levels of Sophistication
in Using
Conceptual "Organizers”
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S olamy O CFgantoiing & perience abhout bemaviors be e, '
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concepts to eplara o er feedime sure (Loncent hombiaior. Wi
bea=y 1o vee oo @ bBnesino” se & lermstimete fehavioral
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undierstand the stro- ture znc wvee of the v ond agein
Craanioed ouw Cour seword Aroonc theo v recounition and
theorv bombina. w0 evasnie miaht be deriveo i1n an Abnormal
Fe rctolaovy creen. How wontid Freud evplain antisocial
bermavior™ How vould Stinner™ How would Thomas Szaszr? We
aliude T evaluatinag theory and describe and model how that
micaht be done but it mav not be an explicit demand at the
intermed: ate level.

In advanced levels we helieve studentse have the
analvtic skills to use the "organizers" of psychologv in a
more sophisticated wav. In their Serior Seminar course. for

example. they must explain a behavior theoreticallv and
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commit to the best e nlanation thev were eéhle to der.ve 41 oa
reievant theorles. &lthouoh we do nol set theorv-bu, idim
as an euplicit outcome. manv ctudente mele thie rancition .
ever & underagraduates,. tacilitated bv their abiiiztaies op
vEinn the orgamrational. concentusl structures of
nevohoioay more purposefud fv,

Eveiusting. We recounize how premature 1t 1¢ +or

—_——
treshmen to evaluate the guality of their own thinting and
we: don't demand thie st311 4rom them 1n 1ntroductory
couwrsewert, We beoirn to teach for Eveluating sit1ile 1n the
1ntermediste level. Even so. ctudents mav Gf “en respond tTo
inrquirles about the adequacy of their position with a
comment, such as. "It s & aood answer. because 1 came up
with somethina." More advanced students respond favorably
to beina aiven time and credit for careful evaluation o+
thelr 1deas. HBv the time ouwr students have advanced 1n
their studies we mabe much oreater metacoonitive demande of
the wav 1n which thev evaluate their work.

o exambple of how such an approach miaght be reflected
1n coursewort would be to establish essav questions as
routinely two-part. First. students should answer the
auestion vou have desiagned. Second, *hey should be regquired
to Justiftv whether or not the answer is "good." This
approach 1s enhanced whenh a guestion mav involve an 1ssue
that 15 unsettled in the discipline. For instance, Abnormal
psycholoay students were asked after studvyina variaous

theoretical approaches to schizophirenia to explain a

$indina (wisaGdﬁ\o\'m\) that relates increased risl of

20
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cchiirophtrernta to berna born 10 the winter monthe, Moet
cruclente ere 1ntricued witth thie mumber of 1deas fhé» Car:
preduce . narticoaiarly wher, the are wal et ahi@ad ot tine
Abicett A At e o the deqare Hosweir vy 1M resner=c tg.
Lt e deaand. one siudent ancrlle claimed that ghe w=sr t Lo
fe "racded.”  She would do some recsesrch on the ‘orac to
tind (he riaht answer !

EJDFE%SJHD. The twec aspecte of the cvele ot critical
thintina over whnich we have the most control are the decsian
ot the etternal event and the nature of +eedback we provide.
ke have beaun to treat our BEvternal Eventes as esperimental.
Ve estimalte what sbt1lle we think will ke apparent in any
arven proarect and share them as criteria with students to
drrect their thinlina. The criteria are regarded as " n
protese,. " and we alter the criteria as student performance
caontributes to ow +uller appreciation of ski1lls addressed.
Such specitic criteria not only answer the nagaina student
auesticn. "What do vou want™" Lat thev assist students irn
1identifving the process of critical thintina. @As students
proaress 1n their worh. we may acs)h them to design their own
criteria +or evaluation as a wav of enhancing their
metacognitive abilities.

A example of such an External Event is appended to the
paper. The idea was desiarned for a liberal arts course that
contrasts methods in thbe natural and behavioral sc:ences.

In preparation for the tast. students read the chapter on
"Fhveical Evidence" 1n Nonreactive measures in the social

sciences (Webb. Campbell. Schwart:z, Sechrest., & bGrove.

1l

w
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1 evidence. The Dlecrepancy 1n the ercice

recstriction etudentese must +odlow arn
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The critetia cerve as bazic auvidslines for
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e
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The evample 1llustrates how corntent and

1improved learnina experiences.

Discrepanciecs

The networkers were 1mpressed bv the 1mpact ouwr own

theorv-buildi

na had on our approach to teachina. We beaan

to search for opportunities to create Discrepancies theat

would enhance learning and promote critical thintinag.

We

alsa felt i1ncreased comfort in usinag Discrepancies that

aoccurred spontaneocusly in the classroom 1n support
critical thinkino objectives.

we still do nat Lnow about critical

cl assrooin.

1.

.{I
Yet we are aware of how much

thinkina 1n peychology

A number of Discrepancies remain:

.

How do we promote critical thinking without having a

sense of sacrificing i1mportant content?
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<. are there '"core" concernte 1 psvchaloav thet wgu]ﬂ
assiel we 1n content /procese decasl ong’
7. Studente otten complsin aboul havino to worl herder in
tlasses devoted to critical thintbina - "not that thind soo
sttt aosin..."). How do we pursue critice! thintina
obiectivese when studenie respond unfavoraebiv 1o 1ncreased
thiniina demands.
4. How do we evaluate the varilation in critical thinbina in
relat1on to grades”
. fre there more effective wavs to create motivation to
thint criticallv tharn with the threat of poor gradeg™
é.  bWould studente benefit 1f we teach them the model™ How
could we do st 1n the spirit ot the model 1tseld o tnev
wouldn™t s1mply memorize the stages™
7. Fursuino criticel thinting olblrectives 1mplies a
rotential for loss of structure and control 1n the
claseroom. Can we trust our own abilities to use these
experiences to best advantage™
8. Students who become more effective critical thinkers are
more likelv to turn criticism bacl on us” Can we bear being
confirmed as i1mperfect”™

Cole (1992) discussed the value of undergraduate studv
of psvchology not in the accumulation of content about
behavior. but in the growth of attitude about what 13 . .0own.
He states that the study of psychology can "liberate (us)
from arrogance of believing we know more about ourselves and

others than we reallv do" (p. 25). This observation becomes

an objective for instructors who promote critical thinking

23
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as an aovtcome for studente. and the crit:ical thinlinag modes

ol be ueed tn support thie miesion.
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APPENDIX

LA 282
Spring 1985
Assignment #2

Sherlock Holmes has been looking for you.

vecause you &re such a busy woman, he has not
yet succeeded in meetina with you personally.

Huwever, in his quest to meet you he has been
able to scrutinize one of the environments
where you can normally be found. ' 2 has

concluded froin his evaluation of the physical

evidence that you would »e zn interesting
voman indeed.

Your task is to write a letter to Dr. Watson
from Sherlock Holmes. In this letter Holmes
will describe why he is so anxious to meet you

based on vhat he has learned about you from
your environment.

’ Criteria: Have you .
—— used (minimum) Level ¥ writing criter1a?
|

— accurately described physical evidence? (Ansalysis-L 1)

—— logicelly inferred from evidence? (Analysis-L2)

—— identified personal velues from evidence? (Veluing-L1)

- described evidence from multizle p2rspectives?
(Environment-L 1)

— inferred the influence of humen behavior pn tre environment?
(Environment-L2)

-— demonstrated your lesrning of Webb's Nonreactive Measures?
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