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				Introduction
 As students, consumers, and smartphone users, the concept of information literacy is familiar to us all to some degree. The ability to turn on your computer, create a post on social media, send an email, a text, or read the news are all components of information literacy. Writing, both analogue and digital has been a hallmark of our civilization, but is also so embedded in our culture and ways of life, that we may take for granted the multitude of literacies that we actually use, with varying degrees of skill, each day. We may only use a limited number of the various skills that comprise each type of literacy. For example, we may practice digital literacy skills: using a computer, communicating effectively through email, text, or an essay, or writing a poem using word processing software. Simultaneously, we may not know how to locate and select appropriate sources, and we may not know how to evaluate a website for credibility.
 This book is meant for students in the library and information sciences. It will discuss various types of different but interconnected literacies and literacy standards. We will also discuss learning theories, determine users’ information and instructional needs, and determine which tools to use to meet those needs. We will also consider how we will assess our teaching. The book was designed for students taking Pedagogy of New Litereracies and Applied Critical Thinking, a course offered through WVRocks, aimed at students who are pursuing an RBA with a concentration in information or library sciences. Teaching these students inspired the codification of the course’s content.
 Chapter 1: A discussion of information literacy, digital literacy, metaliteracy/transliteracy, visual literacy, and information literacy standards.
 Chapter 2: We will discuss learning theories and face-to-face vs. online instruction.
 Chapter 3: We will determine who our audience is and use assessment tools, such as the needs assessment, to discover what they need.
 Chapter 4: A discussion about Learning-Centered Teaching (LCT), strategies of LCT, course objectives, and creating learning outcomes.
 Chapter 5: This chapter discusses practical tools, including mindfulness-based activities, instruction session structure and allocation of time, active learning activities and their implementation, and lesson planning.
 Chapter 6:  Determining your effectiveness as a teacher, how to assess student learning, how to figure out where learning isn’t working, and what to do to fix it.
 Chapter 7: Chapter 7, “Assessing Critical Thinking Dispositions in an Era of High-Stakes Standardized Testing,” was written by Carol Ann Giancarlo-Gittens. The inclusion of this chapter is imperative for a full discussion of critical thinking. Giancarlo-Gittens discusses critical thinking as an educational outcome, dispositions toward critical thinking, and the impact of high-stakes testing on educating for critical thinking dispositions.
 Chapter 8: Written by William Hale, this chapter focuses on critical thinking, teaching, and the importance of imagination.
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		Information and New Literacies Theory: Theories of Information Literacy, Digital Literacy, Transliteracy/Metaliteracy, and Visual Literacy

					Theories of information literacy, digital literacy, transliteracy/metaliteracy, and visual literacy

			

	
				What is Information Literacy? 
 According to the American Library Association (ALA), information literacy is the set of skills needed to find, retrieve, analyze, and use information. Information Literacy is so important that on October 1, 2009, President Barack Obama declared that National Information Literacy Awareness Month would be observed each October. Read the President’s proclamation below:
  
 [image: Official portrait of President Barack Obama in the Oval Office]Official portrait of President Barack Obama in the Oval Office, Dec. 6, 2012. (Official White House Photo by Pete Souza)  NATIONAL INFORMATION LITERACY AWARENESS MONTH, 2009
 BY THE PRESIDENT OF THE UNITED STATES OF AMERICA
 
 
 A PROCLAMATION
 
 Every day, we are inundated with vast amounts of information. A 24-hour news cycle and thousands of global television and radio networks, coupled with an immense array of online resources, have challenged our long-held perceptions of information management. Rather than merely possessing data, we must also learn the skills necessary to acquire, collate, and evaluate information for any situation. This new type of literacy also requires competency with communication
 technologies, including computers and mobile devices that can help in our day-to-day decision-making. National Information Literacy Awareness Month highlights the need for all Americans to be adept in the skills necessary to effectively navigate the Information Age.
 Though we may know how to find the information we need, we must also know how to evaluate it. Over the past decade, we have seen a crisis of authenticity emerge. We now live in a world where anyone can publish an opinion or perspective, whether true or not, and have that opinion amplified within the information marketplace. At the same time, Americans have unprecedented access to the diverse and independent sources of information, as well as institutions such as libraries and universities, that can help separate truth from fiction and signal from noise.
 Our Nation’s educators and institutions of learning must be aware of — and adjust to — these new realities. In addition to the basic skills of reading, writing, and arithmetic, it is equally important that our students are given the tools required to take advantage of the information available to them. The ability to seek, find, and decipher information can be applied to countless life decisions, whether financial, medical, educational, or technical.
 This month, we dedicate ourselves to increasing information literacy awareness so that all citizens understand its vital importance. An informed and educated citizenry is essential to the functioning of our modern democratic society, and I encourage educational and community institutions across the country to help Americans find and evaluate the information they seek, in all its forms.
 NOW, THEREFORE, I, BARACK OBAMA, President of the United States of America, by virtue of the authority vested in me by the Constitution and the laws of the United States, do hereby proclaim October 2009 as National Information Literacy Awareness Month. I call upon the people of the United States to recognize the important role information plays in our daily lives, and appreciate the need for a greater understanding of its impact.
 IN WITNESS WHEREOF, I have hereunto set my hand this first day of October, in the year of our Lord two thousand nine, and of the Independence of the United States of America the two hundred and thirty-fourth.
 BARACK OBAMA
 
  
 As President Obama’s proclamation stated, information literacy forms the basis of lifelong learning and is necessary for completing tasks such as applying for a job or even performing your job, emailing your professor, or attending classes and is essential for navigating our daily lives. Developing information literacy skills helps us to help our students and patrons as they maneuver through the journey of gaining experience in locating, evaluating, organizing, using, and communicating information.
 The previous standards used for teaching information literacy competencies were the Association of College & Research Libraries (ACRL) Information Literacy Competency Standards.
  
  ACRL Information Literacy Competency Standards
  According to the ACRL Information Literacy Competency Standards, an information literate individual is able to:
 	Determine the extent of information needed
 	Access the needed information effectively and efficiently
 	Evaluate information and its sources critically
 	Incorporate selected information into one’s knowledge base
 	Use information effectively to accomplish a specific purpose
 	Understand the economic, legal, and social issues surrounding the use of information, and access and use information ethically and legally
 
 
 
  
 
  
 While these standards are still incredibly useful for helping learners complete specific kinds of information tasks, these standards focused on the hard skills necessary to meet an information need. They are a set of skills that can be learned by performing information tasks, and the respective performance of these types of information tasks improves fluency. However, the core ideas that make up the foundation of information literacy education has evolved, so higher education and information literacy education have evolved as well.
 The ACRL Framework for Information Literacy for Higher Education, adopted in 2016, is “called a framework intentionally because it is based on a cluster of interconnected core concepts, with flexible options for implementation, rather than on a set of standards or learning outcomes, or any prescriptive enumeration of skills” (ACRL, 7). This framework comprised of six frames made up of knowledge practices and dispositions of learners at varying levels of experience with each frame.
  
 ACRL Framework for Information Literacy for Higher Education
   An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=47#h5p-7 
 
 
 
  
  
 For example, the frame “Scholarship as Conversation,” refers to the “conversation” that is occurring when users, often researchers, publish and respond to the works of other scholars. It is important to remember and to remind students that they too are taking part in this conversation every time they write an essay that responds to existing scholarship.
  
 
 Framework Matching
    An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=47#h5p-8 
 
 
 
 
  
  
 There are many other standards that exist, including individual state standards for both K-12 and Higher Education, including the American Association of School Librarians Standards and the AASL Standards Crosswalks that act as a roadmap to allow school librarians and educators to move seamlessly between the AASL Standards and other learning standards.
 
 What is Digital Literacy?
 [image: ]Illustrate seniors embracing smart devices for connectivity and convenience, showcasing the seamless integration of technology into their daily lives for enhanced independence and communication.  
 Digital literacy is the ability to find, evaluate, utilize, share, and create content using information technologies and the Internet. In the following resource, “What Is Digital Literacy,” a library research guide (LibGuide) from Bow Valley College, the fundamental components of digital literacy are discussed, including a combination of functional, creative, and critical thinking skills. Understanding the internet, computer algorithms, and how to use computer operating systems and software are all necessary concepts to learn and eventually master. “Netiquette,” an unofficial, socially constructed set of rules for respectful behavior when communicating online, especially through email, is another unique skill set that can change depending on format, context, and your relationship with the person you are communicating with digitally. As time passes, socially accepted ideas of what constitutes good, polite digital communication changes; generationally, many younger users, or even older, less digitally literate users may have very different ideas about what is considered good, internet etiquette.
  
 While the information in this guide might seem like common knowledge, and although the percentage of people who are digitally literate varies widely by age, level of education, race, and ethnicity, according to the U.S. Department of Education and Institute for Education Statistics, 16% of U.S. adults of working age are not digitally literate, compared to 23% worldwide.
   
 Google Search Tips
  The following video from Brett In Tech (2021), “Google Search Tips & Trips That Get You Better Results!” can help searchers improve their searching abilities by improving their queries, and teaching them the symbols and operators that refine their results.
  
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=47#oembed-1 
 
  
 
 
 
  
 
 
  
  
 
 Plagiarism and Paraphrasing
  The following videos, “How to Avoid Plagiarism in 5 Easy Steps,” and “The Art of Paraphrasing: Avoiding Plagiarism,” provide additional information about using and sharing information ethically that ensure that you use the words and ideas of others ethically and honestly.
  
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=47#oembed-2 
 
  
  
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=47#oembed-3 
 
 
 
  
 
 
 For more information about the history and key stages of digital literacy and the models of media literacy, read Leaning (2019)  “An Approach to Digital Literacy Through the Integration of Media And Information Literacy.”
  
  
 
 What are Transliteracy and Metaliteracy?
 [image: ]A woman’s hand holds a virtual, global internet connection.  
 The terms transliteracy and metaliteracy refer to what Trimm (2011) calls a “more holistic integration of the ways in which we utilize various mediums to access information and make meaning”. While the terms are considered by many to be interchangeable, there are differences.
 Metaliteracy
  Watch the following video about the Multiliteracies Project:
  
  
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=47#oembed-4 
 
  
 
 
 
  
 Ipri (2010) highlights the function of mapping as key to transliteracy, whether between languages, often with different alphabets, or in the more modern sense, between, for example, analog and digital modes of writing. In its earliest days, the concept of transliteracy was not anchored in pedagogy, but since, has developed a structure based on communication between people across various modes. Transliteracy, at its heart, is about social connection.
 By their very nature, metaliteracy and transliteracy are uniquely poised to accept new literacies as they develop. Most recently, metaliteracy includes Artificial Intelligence or AI Literacy, amongst its literacies. In his presentation at the 3rd International Conference on Information Literacy, Tom Mackey of Empire State University gave a presentation on Artificial Intelligence and the Future of the Library remarking that “explored the revolutionary changes in generative artificial intelligence (AI). It highlighted the groundbreaking potential of information literacy, AI literacy, and especially metaliteracy to transform learning.” Tom also discusses the roots of metaliteracy, saying that “Metaliteracy emerged from information literacy and developed into a comprehensive model with several core components. It aligns with emerging AI Literacy models while focusing on learning in wide-ranging information environments. This approach provides a holistic and open framework to prepare learners as ethical producers of generative content. information literacy.”
 Metaliteracy.org invites guest speakers and experts to discuss their work with metaliteracy. Heloisa Helena Lopes Rodrigues Galiza shares her definition of a metaliterate learner, “I reflect on the characteristics of a metaliterate learner, remaining open to new perspectives and seeking the origins of information to ensure that I am not perpetuating biases. I also consider the need to be adaptable to the digital world, taking care to protect data and respect copyrights when sharing digital content. For example, when publishing in collaborative communities, I am aware that people from all over the world may consume the information I share, so it is crucial to present accurate, unbiased content that adheres to legal and ethical standards.”
 These ideas about metaliteracy can best be summed up by this graphic from metaliteracy.org:
 [image: ]
 Characteristics of Metaliterate Learners
  They describe the characteristics of metaliterate learners as:
 	collaborative
 	participatory
 	reflective
 	civic-minded
 	open
 	adaptable
 	productive
 	informed
 
 
 Developed from Mackey, T.P et al. (2019)
 
  
 
 Visual Literacy
 Watch the following YouTube video on visual literacy from Brian Kennedy, via TEDxDartmouth, “Visual Literacy: Why We Need It“.
 Visual Literacy
   
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=47#oembed-5 
 
  
 
 
 
 
 Chapter 1 Assessments
 
 Chapter 1 Quiz (1 of 2)
  Chapter 1 Quiz (1 of 2) (5 points)
 Answer the following questions about chapter 1.
  An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=47#h5p-3 
 
 
 
  
 Chapter 1 Quiz (2 of 2)
  Chapter 1 Quiz (2of 2) (5 points)
 Match terms with definitions.
  An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=47#h5p-4 
 
 
 
 
  
 Reflection Questions
  	Which standards are you familiar with? Which have you used? 	If neither, now that you have been introduced to them, which do you prefer or would like to work with?
 
 
 	Choose a literacy and learn more about it. Write 2-3 paragraphs about your chosen literacy.
 	Transliteracy vs. metaliteracy? 	Which term resonates with you?
 	What are the differences?
 	Which term do you feel is the appropriate term?
 
 
 
 
 
  
  
 Reader Response 1
  Read the following article and complete the Reader Response Post
 Cordes, S. (2009, May). Broad horizons: The role of multimodal literacy in 21st century library instruction. Paper presented at the World Library and Information Congress, Milan, Italy. Retrieved from http://conference.ifla.org/past-wlic/2009/94-cordes-en.pdf
  An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=47#h5p-6 
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		Introduction to Pedagogy and Andragogy, Learning Styles, Online Vs. Face-to-face Learning 

								

	
				Introduction
 In chapter one, we reviewed information literacy and new literacies.  As information and/or education professionals, we need to know what forms the basis of lifelong learning for our patrons and students.  We also need to be aware of the best practices pedagogical theories and practices so that we can help our patrons and students become lifelong learners and develop their information (and other) literacy skills.
  
 [image: ]Library, Buranda State School Pedagogy and Andragogy
 The term pedagogy refers to teaching, as well as the knowledge and skill required to teach. We typically use this term to discuss traditional teaching in K through 12 environments.  The term comes from the Greek word for pedagogue meaning teacher or tutor.
 The term andragogy evolved in the 1970s when educators started thinking about the differences between educating children and adults.  The roots of the word also lay in Greece using the Greek word for teacher prefixed by the word for male (I know it sounds sexist but it was the 1970s!)
 Pedagogy and Andragogy  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=57#oembed-1 
 
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=57#oembed-2 
 
 
 
  
 Introduction to Learning Theories
 In their celebrated work, “How People Learn: Introduction to Learning Theories,” Hammond, et al. (2001) chronicle the history of pedagogy and learning theories from ancient times. Through the years, various learning theories have been developed.  Learning theories evolved from the early Greeks including Aristotle, who believed that knowledge arrived from experience (empiricism), and Plato, who believed that knowledge was found through reflection and dialogue (rationalism).  These lines of thought led to the development of the “Liberal Arts” education during the Renaissance.
 During The Enlightenment, the ideas of Plato and Aristotle are resurrected by Rene Descartes (1596-1650) and John Locke (1632-1704), respectively.  Descartes believes that knowledge is innate, while Locke believed that a child is born as a blank state and gains knowledge through experience.
 Behaviorism
 In the 19th and 20th centuries, psychologists began the scientific study of learning. Thorndike is considered the first to have approached the study of learning scientifically.  Thorndike concluded that people learned through trial and error, making connections stick through positive responses.
  
 B.F. Skinner (1904-1990), after studying behavior in rats, devised his theory of learning which proposed the idea that when students gain rewards or reinforcements, and when students are provided with simple questions at first and progress through questions of increasing difficulty gaining rewards along the way, students’ commitment to keep going is reinforced.
  
 Cognitive Learning Theory (Cognitive Constructivism)
  Jean Piaget (1896-1980) spent many years studying and observing young children which led to the conception of his Stages of Childhood Development
 Sensorimotor (ages 0-2):  direct experience and innate reflex lead to refined motor coordination, and object permanence.
 Preoperational (ages 2-7)–  language is acquired, sees things through their own perspective, and imagines theories to explain confusing experiences.
 Concrete operations (ages 7-14) – mental operations including mathematics, can classify objects by characteristic.
 Formal operations (ages 11-15) – can think about abstracts and the future, systematic problem solving, and the beginnings of an inner moral value system.
 
 
  
 
 Piaget, ((1896-1980) felt that all learning occurred as either assimilation (fitting newly learned information into what they already know) or accommodation (when new information causes a change or adaptation of the new information into preexisting ideas and concepts).
 Social Constructivism
 Lev Vygotsky (1896-1934) broadened Piaget’s theories to include a social component.  According to Vygotsky, learning takes place in social context and involves social interactions leading to the development of theories of cooperative learning.
  
 The Progressives
 John Dewey (1859-1952) and Maria Montessori (1870-1952) built on the idea put forth by Piaget and Vygotsky.  The progressives introduced the notions of involving children in their own learning, free expression, and teachers as guides rather than authority figures.
  
 Critical Pedagogy
 Paolo Friere (1921-1997) is considered the father of critical pedagogy.  Friere found that education was a political activity and that education could be exclusionary and therefore a means of oppression for the poor.  Friere also advocated for cooperative educational practices whereby student and teacher work together to solve problems.
 Critical Pedagogy
   One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=57#oembed-3 
 
 
 
  
  
 Modern Theories about Learning Styles
 In a review of the literature from 2009-2015, Cuevas (2015) says that methodologically sound studies refute the idea of learning styles. Newton and Miah (2017) argue that the concept of learning styles is a myth that has been disproved repeatedly and found to have no beneficial use. They warn of the potential harms of continuing to use learning styles as a tool in education. Yet, their 2017 study found that 32% of participants were committed to the continued use of Learning Styles in their teaching.
 Despite the controversy surrounding the validity of learning styles, it is a good idea to have a basic understanding of they are.
  
 Learning Styles
   One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=57#oembed-4 
 
 
 
  
 To find out what your learning style is, there are many different tests available, including this one from LearningStylesQuiz.com
 Alternatives exist as well, including the “Big 5 Personality Test” or OCEAN, a personality test that is accepted by academic psychology and supported by research. The Big 5 Personality Test, tests Agreeableness, Extraversion, Conscientiousness, Openness, and Neuroticism. More more information about how these personality traits relate to learning and professional development, read Zewude et al. (2024), “A Serial Mediation Model of Big 5 Personality Traits, Emotional Intelligence, and Psychological Capital as Predictors of Teachers’ Professional Well-Being.”
  
 Face to Face vs Online Learning
 Further Reading
   One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=57#oembed-5 
 
 
 
 
 Online learning is quickly growing into a major force in education today.  Online education takes many forms – full classes and degree programs available online, an alternative to traditional high schools, or as an adult and continuing education tool.  Read the following articles for more information:
  
  Crawford-Ferre, H. G. & Wiest, L. R. (2012). Effective online instruction in higher education. The Quarterly Review of Distance Education, 13(1), 11-14. Retrieved from http://www.siue.edu/~lmillio/IT598/Resources/04_assessment/Effective%20Online%20Instruction.pdf.
 
   Wagner, S. C. (2011). A longitudinal comparison of online versus traditional instruction. MERLOT Journal of Online Learning and Teaching, 7(1), 68-73. Retrieved from http://www.researchgate.net/profile/Suzanne_Wagner/publication/228776384_A_Longitudinal_Comparison_of_Online_Versus_Traditional_Instruction/links/00b7d51dc236a0c9e4000000.pdf.
 
 Further Reading
  Go to your library’s databases page and find the Credo Reference database (MU students) or to an online encyclopedia such as www.infoplease.com or www.scholarpedia.org for additional definitions and information.  Credo Reference has topic pages on teaching, adult education, Thorndike, Skinner, Piaget, and Vygotsky, as well as reference entries for critical pedagogy.  Infoplease and Scholarpedia have similar information.
 
 
 
  
  
 
 Chapter 2 Assessments
 Self Assessment
  Complete the self-assessment (This does not need to be turned in).
  An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=57#h5p-1 
 
 
 
  
 Chapter Quiz 2
  Chapter 2 Quiz (5 points)
  An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=57#h5p-5 
 
 
 
 Reflection Questions
  	Which learning theory resonated with you?
 	Take the “Big 5 Personality Test,” or OCEAN, personality test. Review your results. 	Do they fit your personality?
 	What can you infer about how the results of this test might affect your learning style or interests?
 
 
 	What are your face-to-face vs. online learning experiences? 	Have you had both?
 	Which do you prefer?
 	Make a list of 3 pros and 3 cons for each mode of instruction/learning.
 
 
 
 
 
  
 Discussion Board Post 1
  For this discussion, think about an educational experience you had either as a student or teacher (this can be formal or informal).  
 In an original post, describe the situation and explain whether the instruction session could be interpreted as behaviorist, cognitive, social-constructivist, or critical pedagogy.  Be sure to properly cite any sources that you use in APA.  Feel free to use the information you got from any of the additional readings. 
 Respond to at least two other students’ posts.
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		Determining Information and Instructional Needs of Users

								

	
				Determining User Needs
 [image: ]
 The information literacy needs of our users are as diverse as the libraries that serve them.  Librarians may have a feeling for what they would like users to know, but that may be very different from what the users would like to learn.  Before planning information literacy sessions and exercises, the first step is to stop and systematically assess who your audience is and what the needs of your audience are.  We will explore methods to identify the needs of your audience because above all else a teaching librarian must remain flexible.
 
 
 Identify your Learner
 
  Who is your audience?  What do members of your audience have in common?  It may be easier for you to imagine that you are selling a product or service.  Who is most interested in this product or service?  How can you best identify and target this audience?  For example, if you worked for a small public library in Prescott, Arizona you might identify, ‘Snow Birds’ as your targeted audience for information literacy.  Snow Birds are retirees that move seasonally to the Southwest during winter months.  There are several things that Snow Birds tend to have in common.  First, they tend to be elderly retirees.  Snow Birds have a migratory lifestyle and tend to be highly active.  Now that we have identified this group, we can conduct a needs assessment!
 
 
  Conducting Needs Assessments
  A needs assessment is a systematic approach to studying the state of knowledge, ability, interest, or attitude of a defined audience or group involving a particular subject.   You have identified your audience, Snow Birds, and your instruction focus is information literacy.
 
 The first goal of conducting a needs assessment is to learn what the audience already knows and thinks, so that we can next determine what aspects of information literacy are appropriate to focus on in session(s).  The temptation is to jump ahead and immediately start formulating a session or exercises, but that would be problematic.  First, we don’t know whether the session ought to be face to face, online, or both.  Indeed we may immediately think of library services to market to Snow Birds, but we must stay focused on the information literacy needs.  In fact, right now, we still don’t know what those needs are.
 
 
 Comprehensive Needs Assessment
  Comprehensive needs assessment research can help document actual problems and deficiencies in information literacy among your targeted audience.  With the needs assessment in hand, you will be empowered with the knowledge to:
 
 	Verify and describe the current situation for your target audience.
 	Explain how the information literacy program will address the information literacy needs of your audience.
 	Describe the expected impacts of your information literacy session(s).
 
 
 
  
 
  Conducting a needs assessment is a way to demonstrate with evidence what your audience needs to know.  There are two basic types of these assessments:
 
 Direct Needs Assessment
 A direct needs assessment is accomplished through formal research that gathers data from users (specifically your target audience).  The direct assessment will result in hard data that is specific to the needs of your audience.
 
 There are three data-collecting methods for a direct needs assessment:
 
 	Surveys:  written surveys may be conducted by mail, by e-mail, or by using a Web page.  They also may be used to gather data from a group of individuals attending an event.  Perhaps the annual ‘Welcome Back Snowbirds’ picnic?
 
 
 	Interviews:  Interviews can be conducted face to face or via technology.  Interviews could be conducted with a single interviewee or multiple interviewees at the same time (group interviews).
 
 
 	Focus groups:  Focus groups are group discussions conducted in person with limited number of your target audience to gain information about their views and experiences on a topic
 
 
 
  Note that the direct approach requires much more work and also requires institutional approval to conduct.  If you are working at a large library you should consider conducting a direct assessment periodically for major program efforts.
 
 
 Indirect Needs Assessment
  An indirect needs assessment uses secondary data or asks surrogates (other librarians) for their opinions about priority needs and issues.  An indirect approach can be conducted at any time.  This could be as simple as asking other librarians familiar with Snow Birds, or as formal as creating an advisory committee of librarians to meet on a regular bases with specific stated goals.  The indirect approach should include a literature review on the information literacy of Snow Birds.  What have other librarians done on this topic?  What can be learned from their triumphs and their mistakes?
 
 
 Components of a Needs Assessment
 There are seven components to conducting a needs assessment. The assessment plan begins as a description of the what, when, who, how, and designing, conducting, and evaluating a needs assessment. In truth, a needs assessment plan can be tailored to your discipline, the needs being assessed, the audience, and the environment. A quick search through your university’s databases, Google Scholar, and Google will give you many different examples of customized needs assessment plans.
 
 Seven Components of a Needs Assessment Plan
  
 	Write objectives: What is it that you want to learn from the needs assessment?
 	Select audience: Who is the target audience?  Whose needs are you measuring, and to whom will you give the required information?
 	Collect data: How will you collect data that will tell you what you need to know?  Will you collect data directly from the target audience or indirectly?
 	Select audience sample: How will you select a sample of respondents who represent the target audience?
 	Pick an instrument: What instruments and techniques will you use to collect the data?
 	Analyze data: How will you analyze the data you collect?
 	Follow up: What will you do with the information that you gain?  Data gathering methods by themselves are not a needs assessment.  For the process to be complete, the needs assessment has to result in decision making.
 
 
 
 Needs Assessment Process
   One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=291#oembed-1 
 
 
 
  
 Sample Procedure
 A quick note on sample procedure:  It is important to determine whether you will collect data from the entire population or from a sample to represent the population.  If your target audience is small- such as the Snow Bird community in Prescott, Arizona (population of 80 or so) then it makes sense to survey the entire population.  For larger populations, sampling is a practical and cost-effective alternative.  The number of respondents needed to provide data will depend on the size of the entire population and on the level of confidence you want to have in your results.
 
 
 
  After reviewing the steps for a needs assessment, it appears to be lot of work to find out the needs of your target audience.  However, if you are creating an information literacy program from scratch, this is highly worth the effort.  The more you know about your audience, their needs and their perspectives on information literacy then the better prepared you are to teach.  That being said, not everyone has the luxury to create a well-planned and organized needs assessment for their audience.  Other options for centering your instruction based on need follow.
 Training Needs Analysis (TNA)
  Very similar to a needs assessment, a Training Needs Analysis (TNA) is a formal process of identifying a training gap and its related training needs.  It can be utilized before designing your information skills teaching or as part of a session.  In the former case, it should be done in partnership with other key players—your target audience and those who might arrange or request the instruction (teachers, professors, community center leaders).  Where a needs assessment’s focus is on pinpointing the information literacy needs of a target audience, the TNA looks for specific pre-identified objectives and targets gaps that need to be filled.
 
 The TNA is practical in that the starting point is identifying and analysis of current and future requirements in terms of knowledge, skills, attitudes and competencies. In a workplace setting, this will often appear in person specifications or competency frameworks; when working in an educational environment there may be course learning outcomes, level descriptors, competency framework or subject benchmark statements, like the ones that we discussed in chapter one.
 
 
 Differentiation
  To further help you differentiate between a needs analysis and a TNA let’s look at two quick examples.
 
  Snow Birds in Prescott, Arizona do not belong to a formal educational system nor are they members of a particular organization that needs to meet previously identified training markers.  However, Snow Birds could benefit considerably from information literacy sessions. The results of a formal survey, interview, or focus group would highlight their specific needs.
 
 Medical students have very specific information literacy standards that must be assessed in order to complete graduation.  To ensure that the medical students meet those specific goals, a librarian could perform a TNA with either the professors or the medical students themselves in a pre-session audit. The needs assessment and TNA strongly influence the ‘what’ of your teaching, while the learner analysis will affect the ‘how’ of your teaching.
 
 
 The ADDIE Model for Instructional Design
 A common model for instructional design is the ADDIE Model.  Beginning with Analysis, thus emphasizing its importance in underpinning teaching and training:
 
 ◦Analysis
 ◦Design
 ◦Development
 ◦Implementation
 ◦Evaluation
 
 This is a useful model when you begin to plan teaching, as the Analysis stage is often forgotten—especially when there isn’t time for an in-depth needs analysis or TNA. The ADDIE Model is actually a military training model that is flexible, simple, and effective.
 [image: image]
 
 Quick Assessment
  
 Quick Assessment
   When one needs to quickly assess learners here are some direct questions you can ask in the classroom:
 	What knowledge will they already have? Match this to the prerequisites of your session.  You may need to suggest pre-course reading or video modules.
 	What fears might they have?  This enables you to plan how to address these fears—it may be that you need to provide reassurance that the session won’t be too boring or a waste of time.
 	What do they want to know? What is important to them (never underestimate how powerful this question can be in driving your learners to stay tuned in and motivated to learn?)
 	What are their learning styles?  Keep learning styles in the back of your mind and focus on including as many different learning styles into your activities as possible?
 	Do they have any special requirements?
 	What level of autonomy do they have?  Are the learners used to planning their own learning or do they expect to receive detailed instruction from a teacher.
 	What are their experiences of education?  Remember that some of your learners may have varied experiences both positive and negative.  You may need to ease anxious nerves of learners or provide additional support as needed.
 	Be aware of cultural references.  You may need to keep multiple examples and ways to talk about plagiarism.  An example could be teaching international students about intellectual property.  Cultural differences on this subject will vary depending on the cultures from which the students’ national origin.
 
 
 
  
 Prior Knowledge
  
 
 Information literacy teaching is often a one-off event delivered to learners of whom we have no prior knowledge and who we may not see again.  This means that we might need to make guesses at prior knowledge, experience and motivations of learners when preparing the session.  However, there are steps to take to help.
 
 	Ask other stakeholders- these could be teachers, lecturers, societies or individuals involved in arranging the learning and teaching event.
 	Ask the learners through a pre-session questionnaire.  Remember to carefully word your questions.  Note that people tend to under or overestimate their skill set.
 
  Above all stay flexible and friendly.  Know that you will have classrooms where students have dramatically different skill sets, cultural backgrounds, and motivations for attending your session(s).  The more you know about your learners the better prepared you will be to lay out specific learning outcomes and creating information literacy activities and assignments that are both interesting versatile.
 
 
 
 Chapter 3 Assessments
 
 
 Information Literacy and First Year College Students Discussion
  Information Literacy and First-Year College Students Discussion (5 points)
 Read the following article:
 Wilkes, J., Godwin, J., & Gurney, L. J. (2015). Developing Information Literacy and Academic Writing Skills Through the Collaborative Design of an Assessment Task for First Year Engineering Students. Australian Academic & Research Libraries, 46(3), 164-175. doi:10.1080/00048623.2015.1062260 Retrieved from https://www.tandfonline.com/doi/pdf/10.1080/00048623.2015.1062260
 This article is open access, so following the link above should open the article; You can also access this through WVInfoDepot.org, then click on the Library Science database.
 Then search the title of the article.
 Discussion:
 How did this new approach teach first-year engineering students information literacy? Do you think this was a successful approach? Why or why not? Respond to at least two other students’ posts.
 
 
  
  
 Reflection Questions
  	Choose a user. Briefly and informally explain what their needs are.
 	Review the ADDIE Model. 	Does it look like a helpful tool for our teaching?
 
 
 	Review the Quick Assessment. 	Do you think these questions would be better asked aloud?
 	Would a survey be preferable?
 	Do you think an audience might feel uncomfortable sharing some of the answers to these questions?
 
 
 
 
 
  
 Needs Assessment Assignment
  Needs Assessment Assignment (10 points)
 Scenario: Congratulations!   You are the Information Literacy Coordinator at the Cabell County, West Virginia Public Library. You are stationed at the Main Branch downtown. Your director informs you that she would like you create sessions to help the large number of unemployed library patrons who use the library’s services.
 Task: In no less than 500 words conduct the first 5 steps to a needs assessment, which are shown below and worth 2 points each:
 	Write objectives: What is it that you want to learn from the needs assessment?
 	Select audience: Who is the target audience?   Whose needs are you measuring, and to whom will you give the required information?
 	Collect data: How will you collect data that will tell you what you need to know?   Will you collect data directly from the target audience or indirectly?
 	Select audience sample: How will you select a sample of respondents who represent the target audience?
 	Pick an instrument: What instruments and techniques will you use to collect the data?
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		Introduction to Planning Information Literacy Sessions: Developing and Teaching

								

	
				The Beginning
 [image: ]
 Always Begin at the beginning, rooting your solution in understanding the complexities of the library and online services in the digital age.
 Before the digital revolution in the late 20th century, research tasks were based solely on resources available in the library.  Information-seeking was straightforward.  The library had tools to locate information in print and media formats on hand.  The library was a brick-and-mortar building that housed a collection in the strictest sense.
 This collection was painstakingly selected by informed professionals with the developmental needs, domain knowledge, and language requirements of library users in mind.  In such an environment, library users could assume the authority, accuracy, and truthfulness of many of the resources they use.  With web-based information spaces, these assumed characteristics are gone.
 Even the library as a mere warehouse of books is gone.  Today’s library is highly diverse and not necessarily limited to a physical building.  The proliferation and diversification of information is at once liberating and challenging.  Avenues to assist users are easier to access; however, new challenges in programming and education abound.  After an assessment of need, one should have a better understanding of who their target audience is and deficits in their information literacy skills.  Librarians, especially teaching librarians must always remember that because of these dramatic changes, assumptions on behalf of our users must be checked and rechecked to tailor instruction to meet their needs.
 User Needs
 Teachers are challenged as never before to tailor instruction to meet the educational needs of a diverse population of learners.  In order to do that we need to make sense of the differences in cognitive development and ability, cognitive style, social and cultural experiences and traditions, as well as language variations.  Diagnosing instructional needs and customizing instructional approaches for information literacy requires flexibility and a willingness to continue to sharpen your teaching and presentation skills.
 There are many ways to differentiate instruction.  In the research literature of library and information science, individual differences have frequently been viewed in terms of ‘user needs’ and information-seeking behaviors.  Within the educational literature, differences have been identified related to cognitive and personal development and learning styles.  Research in sociology, communication, and other disciplines suggests worldview, culture, socioeconomic status, and gender as foundations of difference.  Understanding each of these dimensions can help librarians design effective learning sessions. Pedagogies were discussed in depth in the first module.  In the following paragraphs let’s look at ways to accommodate learning styles and capitalize on learning strengths to create information literacy sessions that are student-centered.
 Reframing Research Questions
  One useful way to accommodate the learning styles and capitalize on learning strengths that individuals bring to learning tasks within the context of library-based information-seeking tasks is to reframe or have students reframe research questions based on their own preferences.  Handling research assignments (or tasks) in this way ensures that learners actually have to interact with and apply the information they find to resolve a specific issue and present a synthesis in their own words.  Planning a variety of questions to guide your learners’ research will accommodate learning-style differences because alternative questions permit students to investigate a subject or engage a topic based on personal interests and perspectives.  Such an approach has the added advantage of promoting a type of inquiry learning that is founded in gathering information for the purpose of seeking various perspectives, not just a single conclusion and to do so in ways that reflect the way we learn in real life.
 Collaboration
  Collaboration with stakeholders and your target audience in creating research projects for learners that permit choice in terms of topics and approaches is a way of ensuring cultural fair practice in information skills instruction.  Moreover, providing an overview of the search process and rationale for its use are strategies that will be appropriate for learners as a basic foundation from which to build further information literacy skills.
  In all, a powerful way to include many educational methods is to keep your instruction grounded in Student-Centered Learning.  Even if your audience is not comprised of traditional students, this approach is at once liberating for teachers and students.
 
 Learning-Centered Teaching (LCT)
  What is Learning-Centered Teaching (LCT)?
 
 LCT is not a set of rules, techniques, or methods, rather it is a set of beliefs or a way of thinking about teaching itself with special emphasis on how we interact with our learners.  Teachers regard learners as partners in the educational enterprise.  LCT’s focus is not what teachers will teach but what they want their students to learn.  Learner-centered teachers do not present material, rather they offer learners ways to interact with that material.
 
 This is a powerful concept for teaching librarians because often information literacy sessions are limited in time and we see our audience perhaps once.  If this is the case then often teaching librarians try to cover as much information as possible.  When in fact the learner-centered teachers do not accept the tyranny of coverage, instead adhering to a ‘less is more’ tenet of teaching and include only what can be reasonably addressed in the time frame available.
 
 Learner-centered teachers stop offering prepackaged ideas and solutions.  They offer learners the freedom to construct their own knowledge and take ownership of the information they are acquiring.  In short, the learner-centered teachers agree with the quote that is attributed to William Butler Yeats and offers a refreshing view of education;  “Education is not filling a bucket, but lighting a fire.”
 
 Student-Led Learning
   One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=301#oembed-1 
 
 
 
  
 
 
 
 Learner-Centered Teaching
  	Traditional Teachers use words like:
  	Learning-Centered Teachers use words like:
  
 	Teaching 	Learning 
 	Cover 	Investigate/Explore 
 	Inform 	Facilitate 
 	Present/Deliver 	Experience/Interact 
 	Facts 	Ideas 
 	Memorize 	Relate/Understand 
 	Replicate 	Construct/Apply 
 	Compete 	Cooperate/Collaborate 
 	Grades 	Improvement 
  
  
 
 
 Strategies for Multidimensional Student-Centered Learning
  Environmental:
 	Provide formal and informal seating.
 	Vary the lighting from bright to subdued.
 	Provide quiet and noisy spaces.
 
 Emotional:
 	Expect responsible behavior in the completion of tasks. Make learning activities relevant to the learners’ interests and concerns.
 	Express confidence in student ability.
 	Provide positive feedback and support.
 
 
 Social/Cultural:
 	Plan for both individual and small group work
 	Use same-sex groupings where cultural asymmetry related to gender hampers the development of information-seeking and computer skills.
 	Explain and negotiate instructional strategies when cultural differences in approach prove problematic.
 	Interact with students as they work on projects.
 	Be sensitive to stylistic differences in behavior.
 	Provide research topics that are racially and ethnically inclusive.
 	Invite community speakers/local libraries to visit the library to speak when applicable.
 
 Physical:
 	Allow for activity as well as reflection.
 	Provide interactional activities as well as written activities.  Take account of energy levels of students.
 	Vary activities and include some break time.
 
 Cognitive:
 	Ground new learning in what students already know.
 	Explain tasks in advance and provide an overview
 	Divide complex tasks into smaller, sequential steps
 	Provide oral and visual as well as written instructions.
 	Use modeling, demonstrating, and role-playing in explaining activities.
 	Provide multisensory approaches to learning.
 	Provide activities that encourage exploration and challenge thinking
 	Provide structured and unstructured alternatives to the same assignment.
 	Where appropriate, emphasize collegiality over authority.
 	Provide choices of projects, resources, activities, and equipment.
 	Include time for both classroom discussion and reflection.
 
 
 
 
  
 Working from Course Objectives to Outcomes
  
 
 If Student-Centered Learning is our lens through which to view how to construct an information literacy session, then learning objectives are our focus.  Simply put, a learning objective is a statement that captures specifically what knowledge, skills, and attitudes your learners should be able to exhibit following instruction.  Once you create your learning outcomes for the session, each assignment and/or learning activity must be tied directly to these outcomes, and these outcomes should be viewed as our goals for instruction.
 
 
 [image: The image features 4 circles that each depict once stage in the lifecycle of a learning outcome. Each circle is connected to the next by an arrow, showing that the lifecycle is a continuous loop of stages. First circle: Identify the problem. What do you want your learners to be able to do? Using Bloom's Taxonomy, creating a learning goal and outcome. Second circle: Develop a solution tied to that goal. What activity/assignment will facilitate the attainment of the stated goal? Third circle: Implement solution: How will the students demonstrate the facilitation of that goal? Fourth circle: Evaluate Solution: How will the student (and librarian) know that they have met the goal?]The stages (also referred to as learning objectives) in the development of a learning outcome. 
 Successful Learning Outcomes
 What makes for a successful learning outcome?
  
 A successful learning outcome is: 
  	measurable (judgeable)
 	clear to learners and stakeholders
 	integrated, developmental, transferable
 	uses ACRL Frameworks and Standards as a basis, not an end
 	matches the level of the learner and matches the session time frame
 	uses a variety of levels of Bloom’s Taxonomy
 
 
 
 Using Bloom’s Taxonomy for Writing Outcomes
 In 1956, Benjamin Bloom proposed a framework for classifying learning outcomes and skills.  Lupkowski and Martin (2007), say that “Bloom’s Taxonomy classifies cognitive behaviors according to a hierarchy of domains, providing a framework for viewing the educational process, classifying goals of the educational system, and specifying objectives for learning experiences.”
 [image: ]
 
 
 
 The lowest levels of the Taxonomy pyramid are lower-order thinking skills. Skill levels increase as we move up the pyramid. Let’s take a more in-depth look at each level of the hierarchy.
 
 
 [image: A chart depicting the levels of Bloom's Taxonomy]
 
 
 
 Real-world Application
 Putting This Into Practice in the Real World
  Target Audience: freshman high school students
 English Course Objective: Student-created research papers on a topic of their choosing.
 The librarian, after conducting a needs assessment, identified an information literacy deficiency, the use of credible resources for research paper.
 In a 50-minute session, the librarian’s learning objective for the class is: Students will identify qualities that, when combined and viewed as a whole, signify that a website or other web resource is credible. (Note: In a 50-minute session, librarians should try not to cover more than two learning objectives.)
 
 How will the students meet this goal?  Students will be given a handout (IF I APPLY Source Evaluation Tool) containing the steps to website evaluation. In small groups, students will evaluate a website for credibility.  The class will then discuss their findings.
 
 Students demonstrate they have obtained this goal:  Students give brief presentations to their peers on whether they believe their website is credible.
 
 
 Evaluation: Class presentations will allow you to evaluate their evaluation of the website.  Furthermore, this objective can be measured by whether or not the students used credible websites for their English research papers.
 
 
 
  Now that we have an idea for best practices in course design, the next module will focus on the many different creative ways to create hands-on, active learning activities that will meet your course objectives!
 
 
 The ABCD Model
 Using Bloom’s Taxonomy as a basis, the ABCD Model, Kurt (2020), helps us “to create clear and effective objectives. It consists of four key elements: (A) Audience, (B) Behavior, (C) Condition, and (D) Degree.
 A-Audience: Determine who will achieve the objective.
 B-Behavior: Use action verbs (Bloom’s taxonomy) to write observable and measurable behavior that shows mastery of the objective.
 AD
 C-Condition: If any, state the condition under which behavior is to be performed. (Optional)
 D-Degree: If possible, state the criterion for acceptable performance, speed, accuracy, quality, etc. (Optional)”
  
 Example:
 [image: ](Kurt, 2020) 
 
 Chapter 4 Assessments
 Learning Activities Brainstorming Self Assessment
   An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=301#h5p-11 
 
 
 
  
 Chapter 4 Quiz
   An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=301#h5p-10 
 
 
 
 Reflection Questions
  	What are your thoughts on Learning-Centered Teaching? 	Have you experienced LCT in your educational career?
 
 
 	Review the Lifecycle of a Learning Outcome graphic. 	Why it is a cycle?
 	Why would you need to assess the problem after evaluating a solution?
 
 
 	Review the Bloom’s Taxonomy chart. 	Develop one simple goal/outcome with an appropriate activity for each level.
 
 
 
 
 
  
  
 Introduction to Information Literacies Assignment
  Introduction to Information Literacies Assignment (10 points)
 Scenario: As the new instruction librarian at Huntington High School, you have been selected to give a brief ten-minute presentation to the Board of Education on information literacy.
 Task: You will build a PowerPoint presentation entitled, “Introduction to Information Literacy.”   Your presentation’s goal is to inform the Board of the importance of information literacy and to demonstrate its importance to high school students’ education. Your presentation must include:
 	Who coined the term information literacy?
 	What is information literacy?
 	When is information literacy useful?
 	Why is information literacy important?
 	How does information literacy help to create lifelong learners?
 
 Your presentation should include a title slide, at least one slide for each of the questions above, and a slide for your references (APA Citation Style). 
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		Practical Tools and Material for Enhancing your Information Literacy Session

								

	
				Creating Hands-on Assignments and Exercises for Learning Outcomes
 After you have completed a basic needs assessment and have learning outcomes in mind for your session(s).  We need to pause and focus briefly on your role as teacher.  If you have time, in future, please read Parker Palmer’s, The Courage to Teach: Exploring the Inner Landscape of a Teacher’s Life (1997). Below are some highlights from the book that are helpful.
 
 Highlights from Parker Palmer’s, The Courage to Teach (1997)
 [image: ]Cover of Parker Palmer’s The Courage to Teach: Exploring the Inner Landscape of a Teacher’s Life 
 Identify the personal characteristics that form your personal core in order to feel comfortable as a teacher.  Reflect upon who influenced you as a teacher in order to recognize the traits of a good teacher.
 
 	Good teaching cannot be reduced to technique.  You may be looking for a ‘magic bullet’ or strategy for a perfect learning experience that works for all audiences.  This does not exist.  Focus on building a repertoire of teaching skills and don’t be afraid to experiment.  Flexibility and continuous learning for both teachers and students is key.
 	Good teachers possess a capacity for connectedness.  Aloof teachers, especially librarians do more harm than good.  Use your imagination and give all people the benefit of the doubt.  Develop the mantra: I am here to help.
 	Teaching is an exercise in vulnerability.  Being vulnerable with your students helps to create connectedness.  It is our insecurities as teachers that lead us to appear infallible.  This doesn’t help our students.  In the classroom, I often use times that I misspell words as a teaching experience.  We all misspell words, how can that affect our search results?
 	Do not be afraid of mentorship or mentoring others.  The best way to become a better teacher is to watch those who are better at it than you.  Ask them for their advice and to audit their classroom.
 	Attitude is key.  Don’t be afraid to express your true self in the classroom.  Reveal your enthusiasm, interest, conviction, and self-confidence, it will be catching to your students.
 
 
 
 Mindfulness-Based Tools
 In recent years, several publications have explored the topic of mindfulness in library spaces. In The Mindful Librarian: Connecting the Practice of Mindfulness to Librarianship (2015), Moniz et al. explore mindfulness approaches that relate specifically to the challenges and varied tasks that librarians face, including the increase of work that accompanied the adoption of the ACRL Framework for Information Literacy.
 In The 360 Librarian: A Framework for Integrating Mindfulness, Emotional Intelligence, and Critical Reflection in the Workplace (2019), Owens and Daul-Elhindi discuss the challenges that Moniz et al. (2015) do, but delve further into the unique political circumstances that academic librarians face as an organization within a larger organization. The “360 Framework” features 5 steps: 1. Mindful Practice, 2. Emotional Awareness, 3. Engaged Communication, 4. Empathetic Reflection and Action, and 5. Reassurance. Each step includes “practical activities, case studies, and essays by librarians.”
 Recipes for Mindfulness in Your Library: Supporting Resilience and Community Engagement (Charney et al., 2019) details mindfulness programming, activities, and scholarship from across the United States, including: journaling to practice reflexive writing, mindfulness strategies for leadership, creating student destress zones, and using mindfulness to overcome research anxiety.
 At Marshall University, we host a library stress relief week before finals each semester, host weekly yoga, and after returning to campus after the COVID-19 pandemic, held a week-long Student Success Week: Practicing Mindfulness and Relieving Stress event featuring adaptations of many of these activities, each with both a research and mindfulness component. The integration of mindfulness into library spaces developed, in part, due to feelings of burnout that librarians experience. Librarians noticed an overlap between mindfulness-driven practices and those we use to engage students in learning: reflexive writing, emotional awareness (If I Apply Source Evaluation), relieving (research) anxiety, and a need to cultivate a state of mind that is primed for discovery through a focus on being present.
 Below is a description of all 5 sessions, with an example of one of these daily lesson plans: Others can be found in the back of this book.
  
 Student Success Week 2021: Practicing Mindfulness and Relieving Stress
  Research and Mindfulness Topic: Using Brainstorming and Mind Mapping to Develop a Research Topic
 Mindfulness Exercise: Mindfulness Breathing
 In this session, we will use brainstorming and mind mapping to explore the variables and components of a potential research topic. We will then use the mind map to create quality research questions
 Stress Relief Week Component: MU PAWS visit w/ MU PAWS info.
  
 Research and Mindfulness Topic: Mindfulness and the Research Process: Emotional Awareness, Overcoming Research Anxiety, and Understanding Bias
 Mindfulness Exercise: Mindfulness Bell
 In this session, we will practice mindfulness exercises, learn more about mindfully-performed research, and then apply it through hands-on practice, all geared toward reducing research anxiety. We will explore our feelings regarding controversial topics, learn strategies for relieving library-related anxiety, and explore the way that bias and emotions go hand in hand.
 Stress Relief Week Component: DIY Stress Balls and Planning Page Handouts
 
  
 Research and Mindfulness Topic: Mindful reflexive writing as a research strategy
 Mindfulness Exercise: Mindful Observation Exercise
 Learn how to become a more effective researcher by incorporating mindful, reflexive writing as research strategy. This session asks you to ask questions about what you know and also how you feel about the topic that you are engaging with. Students should come to the session with a topic in mind, preferably a topic that you are currently researching or completing an assignment about. By the end of the session, students will have a better understanding of the types of questions that they should ask when starting a research-based project.
 Stress Relief Week Component: Yoga positions handout and Kacy Yoga recording link QR Code w/ Counseling Center info
  
 Research and Mindfulness Topic: Scholarship as conversation: Discovering missing voices and viewpoints when researching
 Mindfulness Exercise: Mindful Appreciation
 In this session, you will gain an understanding of how the content of resources and the author’s point of view are essential to the research process. You will have a chance to reflect on whose voices are being included and why a wide variety of voices is imperative to enriching your research project and discuss strategies for finding and using sources that contain underrepresented voices.
 Stress Relief Week Component: Coloring pages w/ coloring pencils and Stress Relief Guide QR Code.
  
  
 Research and Mindfulness Topic: Mindfully evaluating resources
 Mindfulness Exercise: Musical Mindfulness Exercise
 IF I APPLY, the source evaluation tool developed at MU Libraries (by MU Research Librarians Eryn Roles and Sabrina Thomas and Penn State Librarian Kat Phillips), is one of the best mindfulness tools that you can have in your research arsenal! Learn why IF I APPLY can be viewed as an exercise in mindfulness and learn how to use it to evaluate resources for credibility.
 Stress Relief Week Component: Virtual Scavenger Hunt QR Code and Virtual Escape Rooms QR Code, with library SWAG (highlighters, pens, candy)
 
 
  
 [image: ][image: ]
 SSW – Monday Lesson Plan – Using Brainstorming and Mind Mapping to Develop a Research Topic
  
 Creating mindfulness-based tools for the classroom doesn’t have to be this complex or require this type of preplanning. Reflexive exercises allow us to assess our own teaching by reflecting on the state of our body and mind while we teach.
  
 Classroom Mindfulness Exercise
  Being mindful of your actions in the classroom is a way of sharpening your teaching skills.  Below is a checklist for instructional awareness.  The answers to these questions will help you answer the question of how well you are connecting with your students:
 
 	What do you do with your hands?
 	Where do you stand or sit?
 	When do you move to a different location?
 	Where do you move?
 	Where do your eyes most often focus?
 	What do you do when you finish one content segment and are ready to move onto the next?
 	When do you speak louder/softer?
 	When do you speak faster/slower?
 	Do you laugh or smile in class?
 	How do you use examples?
 	How do you emphasize main points?
 	What do you do when students are inattentive?
 	Do you encourage student participation?  How?
 	How do you begin and end your sessions?
 
 
 
 
 Time Allocation for Sessions
  Typically, when teaching, information literacy sessions are limited, unless you are teaching a semester-long information literacy course.  Types of sessions are listed below:
 
 One-Shot
  The one-shot is a standalone, single meeting with your audience.  The advantages of one-shot sessions are that a librarian can meet with many more students when the session is limited to one meeting.  The challenge of these sessions is the temptation to cover too much via lecture and demonstration.  How can we ensure that students are retaining everything when we are possibly overloading them with information?
 
 Best Practices for One-Shot Sessions
  	Limit your one-shot to one learning outcome. 	At the very most two if it cannot be avoided
 
 
 	When possible, tie the one-shot to an assignment. 	Students are far more invested in learning various literacy skills when they are actively required to use them.
 
 
 	Be highly conscious of your time. 	As seen in the Mindfulness lesson plan above, you must make every minute count, and deviating from your schedule could mean that you don’t complete the lesson thus students don’t meet the learning outcoming.
 
 
 	Engage with the students and catch their attention at the very beginning of class.  Try to understand what motivates them and then incorporate it into the classroom. 	This can be the hardest best practice to figure out! 	A few easy Kahoot questions about research and the library.
 	Play Four Corners to get to know students’ likes and dislikes (use Kahoot or have students physically move to each corner of the room); for example: Which is your favorite season? Favorite animal to keep as a pet? Favorite genre of music? Favorite place to go on vacation? Answer examples: A. Spring B. Summer C. Autumn D. Winter, A. Cat B. Dog C. Fish D. Rabbit, A. Rock B. Country C. Pop D. Classical, A. Large city B. Beach C. Mountains D. Countryside The trickiest part is that you must ask questions with at least 4 possible answers, but that don’t have so many possible answers that your audience doesn’t feel limited by 4.
 	Ask students to share their research topics with you and use these topics in demonstrations. Students pay more attention when you are showing them specifically what they need.
 
 
 
 
 
 
 
 Embedded Sessions
  In an embedded session you will meet with your audience more than once and in conjunction with a larger class.  For example, you may be ‘embedded’ in a Communication 101 class and meet with the class three times to specifically target those students’ needs in that particular class.  Embedded sessions are carefully and thoughtfully planned out with other stakeholders, such as the course professor or chair of the academic department that you are working with as an embedded librarian. Embedded librarians might only meet with their audience once, similar to a one-shot, but then continue to work with the class virtually. Embedded librarianship can also take place asynchronously in a course management platform such as Blackboard, Canvas, or BrightSpace. The librarian can prerecord sessions, assign exercises, create learning resources, and facilitate conversations via a discussion board.
 
 
  Challenges with being embedded in classes include limiting the resources of the librarian to one class for several sessions.  Those students benefit, but other classes may be overlooked. Additionally, not every student may benefit from information literacy instruction.  The benefits are clear from the research conducted on embedded librarians, students retain more information from these sessions and demonstrate an improvement in their information literacy skills.
 
 Best Practices for Embedded Librarians
  	Cultivate a team relationship with the professor of the course by including them in all preparation.
 	Discuss your plans for each session and let them know that you welcome their feedback.
 
 
 	Limit yourself to one learning outcome per session. 	Just like a one-shot. Treat each session as a new opportunity to thoroughly teach one learning outcome.
 
 
 	Give out clear instructions on information literacy assignments at the beginning of the first session in order to build motivation.  	Let students in on the process. Let them see how each session and assignment builds on their previous understanding.
 
 
 	Make yourself available to the students for the entire course.  You are their librarian for the entire semester, not just for the sessions. 	Give students your email address and office number. Show students how to schedule a research consultation with you or an appointment during office hours.
 
 
 	Try to come to the first day of class for a brief introduction. 	This one can be difficult if your schedule doesn’t permit this, or the professor doesn’t have the available time to give up during their first class period. 	Alternatively, write an email to students introducing yourself, perhaps with a short video, and ask the professor to forward it to their students.
 
 
 
 
 
 
 
 
  Keeping in mind how many sessions you will have with your audience will assist you in creating learning outcomes and allocating your time.  Time allocation should also be used when planning learning activities. What percentage of instructional time do you and your audience spend on various activities? Thinking about this time allocation will also ensure that you are incorporating various types of interaction into your instruction session.
 
 
 Other Configurations
 Watch the presentation below from the Library Instruction Tennessee 2024 conference on library instruction sessions beyond the traditional one-shot session.
 LIT 2024 – Transformative Pedagogies: Rethinking Library Instruction Past One-Shot Sessions
   
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=322#oembed-1 
 
 
 
 
  
 Active Learning
  When designing your session, incorporating active learning is one way to bolster the impact and retention of the information that you cover.  Thomas (2009) describes active learning as, “an educational approach in which teachers ask students to apply classroom content during instructional activities and to reflect on the actions they have taken. Teachers who employ active learning approaches can have students solve problems, work as part of a team, provide feedback to classmates, or peer-teach as ways to put new content to work.” Active Learning. In Encyclopedia of the social and cultural foundations of education. Active learning requires students to operate at high cognitive levels, to analyze, synthesize, and evaluate during instructional tasks.”
 
 A study by Carvalho et al. (2021) found that classrooms where active learning methodologies were implemented saw benefits for students and instructors and that these active learning models “contribute to the development of creativity, critical analysis, and autonomy in the search for knowledge and provide the acquisition of global and articulated knowledge.” 
 
  When students take notes quietly during a lecture, they are operating as passive learners. Lectures invite student passivity, and research shows that passive students learn less. Lectures are teacher-centered activities that require only the instructor to process the academic content. Active learning approaches, on the other hand, are student-centered, requiring students to manipulate academic content during the lesson and placing the teacher in an advisory role. The bottom line in active learning is, in order to learn, students must do more than simply listen. With an active learning approach, teachers design instruction that invites students to take action and to reflect on the skills and/or the knowledge required to complete a task.
 
  Active learning takes a variety of forms because no single application or set of strategies comprises an active learning approach. At a rudimentary level of instructional planning, instructors can ask students to discuss a question with a classmate or to compare notes with a partner during a break in a lecture. Of course, active learning applications can reflect more sophisticated planning as instructors ask students to perform a skit, respond to a case study, or otherwise apply classroom content.
 
 
 
 Many well-known instructional approaches fall within the parameters of active learning. Cooperative learning, problem-based learning, and collaborative learning all require students to be the primary manipulators of content during a lesson. Active learning hinges on the consistent benefits of assigning students to small, collaborative groups for solving problems.
 
 Approaches to Adding Active Learning Activities to the Classroom
 Examples of Active Learning Classroom Activities
  	Clarification Pauses – This is a simple technique aimed at fostering “active listening”. Throughout a lecture, particularly after stating an important point or defining a key concept, stop, let it sink in, and then (after waiting a bit!) ask if anyone needs to have it clarified. Or, ask students to review their notes and ask questions on what they’ve written so far (University of Michigan Center for Research on Learning and Teaching).
 	Writing Activities such as the “Minute Paper.” – At an appropriate point in the lecture, ask the students to take out a blank sheet of paper. Then, ask the topic or question you want students to address; for example, “Today, we discussed conductive heat transfer. List as many of the principal features of this process as you can remember. You have two minutes – go!” (University of Michigan Center for Research on Learning and Teaching)
 	Self-Assessment – Students receive a quiz (typically ungraded) or a checklist of ideas to determine their understanding of the subject. Concept inventories or similar tools may be used at the beginning of the semester or the chapter for students to help students identify their misconceptions.
 	Large Group Discussion – Students discuss a topic in class based on a reading, video, or a problem. The instructor may prepare a list of questions to facilitate the discussion.
 	Think-Pair-Share – Have the students first work on a given problem individually, then compare their answers with a partner and synthesize a joint solution to share with the class.
 	Cooperative Groups in Class (Informal Groups, Triad Groups, etc) – Pose a question on which each cooperative group will work while you circulate around the room answering questions, asking further questions and keeping the groups on task. After an appropriate time for group discussion, ask students to share their discussion points with the rest of the class.
 	Peer Review – Students are asked to complete an individual homework assignment or short paper. On the day the assignment is due, students submit one copy to the instructor to be graded and one copy to their partner. Each student then takes their partner’s work and depending on the nature of the assignment gives critical feedback, corrects mistakes in problem-solving or grammar, and so forth.
 	Group Evaluations – Similar to peer review, students may evaluate group presentations or documents to assess the quality of the content and delivery of information.
 	Brainstorming – Introduce a topic or problem and then ask for student input. Give students a minute to write down their ideas, and then record them on the board. For example, “What are possible safety (environmental, quality control) problems we might encounter with the process unit we just designed? “ could be a brainstorming topic in an engineering class.
 	Case Studies – Use real-life stories that describe what happened to a community, family, school, industry, or individual to prompt students to integrate their classroom knowledge with their knowledge of real-world situations, actions, and consequences.
 	Active Review – Pose questions and the students work on them in groups. Then students are asked to show their solutions to the whole group and discuss any differences among the solutions proposed.
 	Role Playing – Here students are asked to “act out” a part. In doing so, they get a better idea of the concepts and theories being discussed. Role-playing exercises can range from the simple (e.g., “What would you do if a client rejects your engineering design concept based on the cost and usability of the product?”) to the complex.
 	Jigsaw Discussion – In this technique, a general topic is divided into smaller, interrelated pieces (e.g., the puzzle is divided into pieces). Each member of a team is assigned to read and become an expert on a different topic. After each person has become an expert on their piece of the puzzle, they teach the other team members about that puzzle piece. Finally, after each person has finished teaching, the puzzle has been reassembled and everyone in the team knows something important about every piece of the puzzle.
 
 
 
 The University of Michigan’s Center for Research on Learning and Teaching has a fantastic resource, “Active Learning Strategies: Reflecting on Your Practice,”  for reflecting on and evaluating your use of active learning in your classrooms. Their resource asks you to rate your use of certain activities, categorizing them as low, medium, and high complexity. Along with discussing many of the active learning activities above, the University of Michigan’s Center for Research on Learning and Teaching provides extensive resources on how to implement active learning and how to navigate challenges like class size and faculty concerns about techniques and technology.
  
 Active Learning
   One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=322#oembed-2 
 
 
 
  
 Lesson Plans
  Now that we have an idea of active learning activities that could potentially correspond with Information Literacy Learning Outcomes.  Let’s look into creating lesson plans.
  Why create a lesson plan?
  Session or lesson plans are useful in preparing a teaching session, during its delivery, assisting you in reflection and review, and in creating a usable record of content and design of learning and teaching opportunities.  Keeping a record of your lesson plans and careful notes on what worked best, when, and with whom helps in a pinch when you have a surprise teaching session that needs a lesson plan fast.
 
 Lesson plans normally outline the aims and outcomes of the session, describe the learning activities to be used, and provide a timetable and structure for the instruction session.  The plans are a valuable resource for you, but remember they can also be shared with colleagues who may teach the same session, provide a formal record of good practice, or be the basis of your teaching log.
  
 There are several approaches to lesson planning. At the minimum level, a lesson plan need only be a basic timetable.  More helpfully draw up a simple table.
 Example
  	Learning Outcome 	Activity 	Time 	Material 	Assessment 
 	To be able to use a recognized referencing format (such as APA or MLA) to cite books, journals, websites, and other formats 	Referencing exercise 	20 minutes 	Samples of material APA or MLA Citation Manual
 Student Worksheet
 	Peer assessment using model answers. 
  
 
 
 
  
 Lesson plans can be much more extensive (like the Mindfulness lesson plans above).  In this format, they are commonly used by schoolteachers and there are many free lesson plans available on the internet (try the ERIC database or Guardian Teacher Network) Most school lesson plans will state how they relate to the curriculum   This may not be as easy to define for information literacy tasks outside formal education, but you can cross-reference your leaning outcomes against one of the information literacy standards discussed in Part 1.  If you can map your sessions to a curriculum or subject standard then this will help you promote the relevance of your teaching (if you are teaching to teachers and academics)  Here is an example of a sample lesson plan adapted from Blanchett et al. (2011).
 
 
 [image: ]
 Blank Copy of IL Lesson Plan
 Lesson Plans and Activities for Online Learning
 Lesson Plans and activities so far have focused on face-to-face information literacy instruction, but what about online teaching?  There are similar best practices for quality assurance for information literacy modules for both distance learners and those individuals who simply cannot make it to a face-to-face class.  Information literacy modules can be made in-house or purchased through companies such as Credo. Quality Matters (QM) is one common organization providing quality assurance to online learning through the use of research, rubrics, standards, peer review, and ongoing professional development; QM charges for certification and for access to their annotated standards, however, their nonannotated standards are available to view, and many educational organizations pay for certification; view the QM Higher Education Standards here. Most of the activities in this chapter can be adapted for use in an online or hybrid session.
 When creating custom modules for your website or integration into a learning management platform, this LibGuide, “Active Learning Activities for Online Information Literacy Tutorials,” from Lindsey McLean at William H. Hannon Library is an invaluable resource. Additionally, McClean includes helpful resources for creating learning outcomes and a list of possible active learning activities that are tailored to online teaching and learning as well as a guide to creating online tutorials.
 The following presentation from Elena Rodriguez at the Library Instruction Tennessee Conference in 2021 is a culmination of many of the topics discussed in this chapter. Rodriguez advocates for a mindful approach to designing online classroom spaces, one that fosters empathy, communication, patience, and compassion. Perhaps most impressive, Rodriguez was able to successfully implement her ideas in a one-credit hour, asynchronous library research elective course; her ability to engage her students and foster fruitful communication belies the distance and asynchronous nature of the course.
  
 LIT 2021 – Compassionate Instruction: Building Support in Online Spaces
   
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.marshall.edu/kacylovelace/?p=322#oembed-3 
 
  
 
 
  
 
 
 Chapter 5 Word Match
   An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=322#h5p-13 
 
 
 
  
 
 Information Literacy and Humor Discussion
  Information Literacy and Humor Discussion (5 points)
 Read Humor in library instruction: a narrative review with implications for the health sciences, by Elena Azadbakht.
 https://doaj.org/article/748165df448f4ad8a467f4dc0ded4119
 (If you are unable to access this article, please contact the instructor as soon as possible).
 In an original post, discuss why you think it is important to keep your sense of humor while teaching information literacy. Have you ever had an instructor who lacked a sense of humor or was very dry? Compare that to an instructor who used humor in class. In which class did you retain more information? Why? What other ways do you think you could incorporate humor into a class? (Note: Use fictitious names and not real names in your post.) 
 Respond to at least two other students’ posts.
 
 
 
  
 Evaluating Websites Activity Assignment
  Evaluating Web Sites Activity Assignment (10 points)
 Scenario: You are an instruction librarian at your local community college. As part of the broader English 101 curriculum requirement that emphasizes academic research, all freshmen community college students must attend one library session.
 Task: You must create one hands-on group activity on how to evaluate websites. The learning objective for this 50 minute session is “Learners will demonstrate the ability to evaluate a website for credibility.” Your hands-on activity must include one worksheet and/or handout. Five points will be awarded for the activity description and five points for the worksheet and/or handout.
 Please use the Marshall University Source Evaluation tool, IF I APPLY, created by Eryn Roles, Kat Phillips, and Sabrina Thomas, to complete this assignment. Use the handout below, and then review the “Think Questions” for each step of the evaluation process.
 
 [image: ]
  
 
 
  
 Reflection Questions
  	Do you believe that mindfulness is compatible with instruction? 	Have you experienced the intersection between mindfulness and learning before?
 
 
 	Compare the one-shot and embedded librarianship. 	Why might faculty/teachers prefer the one-shot session?
 
 
 	Review your favorite active learning activity. 	Create a simple lesson plan showing how you would implement this activity with an audience of your choice.
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		Assessing Your Information Literacy Instruction

								

	
				Determining Your Effectiveness as a Teacher
  How do you know that you have reached your goals?
 
  Evaluating or assessing is the continuous critique of whether or not we are meeting our goals.  How we go about assessment is determined by who we are assessing and what we are assessing.  For example, would you like to assess a course, a class, or online learning modules?  Each of these may have their own unique learning goals and the assessment by which these goals are met needs to be directly linked to an assessment.
 
 Remember that assessment is a part of the learning cycle.  Assessment demonstrates to students what they have learned and the results of the assessment illustrate to the instructor what the students have retained and are able to apply.  Furthermore, assessments are vital for instructors to pinpoint where the transfer of knowledge is breaking down, so they can review and amend the individual components that aren’t working.
 
 [image: ]
 
 Assessing Teaching Success: This simple model breaks down the goal and outcome-setting process into each of its steps; it will assist you in discovering where breakdowns are happening and allow you to target exactly what needs to be adjusted to make your session successful.
 Identify the problem. What do you want your learners to be able to do? Using Bloom’s Taxonomy, creating a learning goal and outcome. This step is paramount because it sets the stage for your entire instruction session. It decides your techniques, methods, and tools.
 Develop a solution tied to that goal. What activity/assignment will facilitate the attainment of the stated goal? 
 Implement solution. How will the students demonstrate facilitation this goal?
 Evaluate Solution. How will the student (and librarian) know that they have met the goal?
 
  
 When a session doesn’t work, come back to this module. Did you identify the correct problem most affecting your learners? Were the goal and outcome tailored to the problem? Did your activity or assignment not match the goal as well as you thought it would? Were there implementation problems? Were students uninterested? Did the solution fail to meet their needs? Did learners just “not get it?” Did learners leave the session unclear about whether they had met their goal? This model allows you to pinpoint exactly what isn’t working and allows you to change individual components of the lesson plan instead of scrapping the entire thing.
  
 Creating Quality Assignments
 How to create a quality assessment?
 When creating an assessment, three main points must never be lost.
 	Tie the learning outcome (whether in a module, lesson plan, or course) directly to the assessment. 	Just like we should tie sessions to assignments, we should tie learning outcomes to assessments. The stakes are higher and more immediately relevant when clearly see the benefits of the assessment. To tie the learning outcome directly to the assessment one needs to ask: How can I determine whether or how well the students received and remembered the lesson.
 	Note that there may be a temptation to create one assessment and try to make it fit each session or class.  Fight this temptation by continuously asking yourself if there is a better way to determine the level of retention of the lesson.
 
 
 	Keep the assessment as simple as possible. 	Complexity is great, but not when it requires 10-15 minutes of a 50-minute session to explain how to complete the assessment.
 
 
 	Review the assessment feedback and make necessary course corrections. 	You won’t always agree with all feedback, but you’ve likely spent a considerable amount of time working on the assessment, and fresh eyes, the eyes of your learners, may see flaws that you are unable to see.
 
 
 
 Instructors do not have to be limited to one assessment per learning goal.  There can be multiple assessments to learning goals.  Overlap is expected and can work to the instructors’ advantage in creating a clearer picture of learning retention.  Further, different types of assessments may appeal to different learners.
 Assessment Categories
 Two broad categories of assessment are:
  
 •Low stakes: A low-stake assessment is a type of evaluation of students that does not heavily affect the students’ final grade or other educational outcomes.
 •High stakes: A high-stakes assessment is a type of evaluation of students where the assessment carries significant weight to students’ final grade or educational outcomes.  This tends to be a final project or exam.  High-stake assessments should be supported by low-stakes assessments that scaffold into the final project or exam.
 
 Assessment Types
 Test and Quizzes are the most familiar type of evaluation.  This is an excellent tool to determine whether a student has memorized information; however, it is not a good judge of whether a student has truly internalized the information or whether deep learning has taken place.  In other words, tests and quizzes do not judge whether the student can apply the information.  Application of information literacy is key for long term learning and retention.  For online learners short quizzes can be utilized to see if students are engaging with the material.  In lieu of assessing students’ body language, instructors in online classes can embed short quizzes to ensure students are involved.
  
 Low Stakes Assessments
  Low-stakes assessments that are great alternatives to tests and quizzes:
 Cards- A low-tech in-person assessment that works well for instruction outside of academia is to place cards on each person’s chair with prompts to gather feedback.  Make this quick and simple, for example: ‘Which one thing will you take away today?’ or ‘What would you like further training on?’
 Minute Writing- This is a low-stakes assessment in which the students reflect on a concept or lesson.  Depending on your students, this ‘minute writing’ is to take less than 2 minutes of class time.
 Muddiest Point- This could be a brief discussion or a writing prompt in which the students describe which aspect of the lesson was the most unclear.  Please note that like all other assessments- this is only useful if you review the students’ answers and apply it to the next lesson.
 Peer Teaching- Peer teaching is when students are placed into pairs or small groups and have one student teach the others what he or she learned in the lesson.
 Practical Application- Have students complete an assignment that requires the use of the information presented in the lesson by using it in a new way.  For example, if the lesson has been about the evaluation of websites, ask students to select a website on a specific topic and defend its use as an appropriate academic source for a term paper or an appropriate source for a personal application.
 
 
 High-Stakes Assessments
  Examples of high-stakes assessments that work well for information literacy:
 Class Presentation- This specific assessment tends to work best in a low-stakes environment as many people do have concerns about being in the spotlight.  However, this particular assessment can be very insightful in determining whether learning goals are obtained.  Students are asked to find, process, and organize information into a presentation.  Note that these work best when students have access to technology and include a handout and/or bibliography for their presentation.
 Annotation- Students summarize the reading or lesson plan, in writing, specifically pointing out the major points.
 Annotated Bibliography- This generally consists of a list of citations to books, articles, and other documents.  This should include a brief summary, as well as a systematic evaluation of relevance, accuracy, and overall credibility of the source (This is a great place to use IF I APPLY).
 Portfolio with Written Reflection- An example of several low-stakes assignments that build into a high-stakes assessment is the portfolio with written reflection.  Students save their work in a portfolio (either electronic or print) and periodically reflect on what they have learned.  One can even require the students to give an example of when the information learned has been useful within their other classes or life experiences.
 
 
 There are many creative ways to conduct assessments in low-stakes and high-stakes assignments.  Remember to tie the assessment back to the learning outcome!
 Another habit that is useful to instructors is to use a teaching log or diary to record your own thoughts and refection on how the session or event went.  This could include reflections on the specific events and how to improve content and delivery, but may also include reflections on your own performance and development needs.  This is a great tool for self-assessment.
 Successful Assessments
  Remember that assessments are most successful when they:
 	Include prompt, clear feedback.
 	Are not set in stone. The option to revise or redo only strengthens learning.
 	Allow students to apply and reapply skills and knowledge in a new way.
 
 
 
 From the student’s perspective, timely feedback is central to how well they progressing in the course.  Giving personalized feedback and returning work can eat up instruction time.  However, students must know if they are on the right track and be given course correction when needed.  In addition to this students should be given ample time to revise and redo work, especially if the type of assessment (such as an annotated bibliography) is completely new to them.  The ability to apply skills and knowledge in a new way in the best way to internalize information.  Students should be given as many opportunities to do this as possible, and ample time to share their experiences with their peers.
  
 
 
 Chapter 6 Assessment
 Best Practices Self-Assessment
   An interactive H5P element has been excluded from this version of the text. You can view it online here:
 https://pressbooks.marshall.edu/kacylovelace/?p=351#h5p-12 
 
 
 
  
  
 Reflection Questions
  	Why is it important to assess your teaching? 	How can you use the teaching assessment image to assess your instruction methods and strategies.
 
 
 	Choose one low-stakes assessment. 	How would you implement it? 	Be sure to include audience, time needs, resource needs, etc.
 
 
 
 
 	Choose one high-stakes assessment. 	How would you implement it? 	Be sure to include audience, time needs, resource needs, etc.
 
 
 
 
 
 
 
  
  
 Final Assignment – Lesson Plan
  Final Assignment – Lesson Plan (25 points)
 Scenario: As the information literacy librarian at a small public university you will choose one learning objective for a group of 16 international students from China who have little or no background in how to use an academic library.
 Task: You will create a lesson plan using the format from the Week 6 lecture.   You must include one active learning exercise and a detailed description of how the learning objective will be evaluated.
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				Assessing Critical Thinking Dispositions in an Era of High-Stakes Standardized Testing
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 Examples
  On the first day of school, fifth-grade teacher Erica Bradley waits with anxious anticipation to greet her students and to begin what she has dreamed of for years — a career of helping children to learn about amazing new subjects while becoming skilled and knowledgeable about the world around them. At the secondary school down the street, Jerome Harris, a mathematics teacher fresh from his teacher preparation program, enthusiastically describes to his students how they will be experiencing a technique called problem-based learning this semester (Duch 2001). Trained in social constructivist teaching methods, Mr. Harris is eager to guide his students through a collaborative process of meaning-making regarding real-world problems as they master the standards-based mathematics content.
 It is not long into the school year, though, before Ms. Bradley is told by her principal to spend more time on reading and math because those are the subjects on the state-mandated standardized test. At the high school, Mr. Harris is approached in the break room by his mentor teacher, who conveys her concern that Mr. Harris’s teaching, while admirable, needs to change. In her view, Mr. Harris does not focus enough on the basic skills the students will need to pass their state-mandated high school exit exam. This is the stressful reality. How teachers do their job is directly related to the performance expectations that have become part and parcel of high-stakes standardized testing and accountability systems that are pervasive in K-12 education in the United States and perhaps to a lesser extent in Canada.
 
 
  
 Numerous articles can be found in the educational literature that describe the history and current impact of high-stakes standardized testing on educational practice (Darling-Hammond 1985; Goertz 2003). The widespread adoption of accountability systems that rely on standardized tests to drive educational reform gained momentum in the 1980s and 1990s and has become accepted practice today. The assumptions behind the high-stakes testing movement are that testing will increase student performance outcomes, positively influence educational policy reform efforts, motivate student achievement, and increase teacher effectiveness (Stecher 2002). However, the research does not unambiguously support the validity of these assumptions.
 A wide range of outcomes have resulted from the current accountability movement, with many representing dire consequences for students and teachers alike. Behaviours that have been documented, either in research or in the media, include such things as the narrowing of the curriculum to focus exclusively on the subjects covered on a state-adopted assessment instrument; increased class time spent on test-related activities to improve students’ test-wiseness; increased incidences of academic dishonesty including direct coaching, divulging of test items, and other forms of cheating; student apathy and disengagement; teacher attrition; and encouragement of widespread testing exemption practices for low-performing students (Darling-Hammond 1985; Jones 1997; Hoffman 2001; Stecher 2002; Neill 2003; Goldberg 2004).
 Nevertheless, the sheer practice of administering standardized assessments in general should not be portrayed as the destructive agent behind these undesirable changes. A holistic condemnation of the accountability movement denies the genuine benefits of having valid and reliable data on student performance. Test results are useful to determine whether students are meeting curricular standards. Further-more, true progress in educational reform efforts can be accomplished only through rigorous evaluation of the efficacy of curricular change. With this said, there are clear practices in the current iteration of high-stakes standardized testing that continue to cause alarm. This chapter addresses how the use of basic-skills, factual-knowledge-oriented, state-mandated tests results in the systematic neglect of higher-order thinking skills and dispositions in the assessment process and, consequently, in classroom-based curricular design and delivery. The chapter highlights a rarely mentioned but worrisome concern: that critical thinking (CT) as an educational outcome, particularly the assessment of CT dispositions, may be an unintended casualty associated with high-stakes state-mandated testing programs.
 Critical Thinking as an Educational Outcome
 The expression “critical thinking” can be traced back to the work of John Dewey and Max Black in philosophy. It is also sometimes associated with the work of W.G. Perry and other developmentalists in cognitive psychology, where it has associations with reflective judgment, intelligence, logical thinking, and problem-solving. To some people the term is coextensive with informal logic, while others see it as an alternative way of talking about the scientific method.
 There is broad consensus among critical thinking theoreticians that a central goal of education is to prepare persons who willingly and skillfully engage in CT. In short, the educational system should produce graduates who are willing and able to use their cognitive powers of analysis, interpretation, inference, evaluation, explanation, and self-monitoring meta-cognition to make purposeful judgments about what to believe or what to do (Paul 1984; Ennis 1985; Facione 1990; Carter-Wells 1992; Winn 2004). Goals 2000: Educate America Act called for all students to leave grades 4, 8, and 12 “having demonstrated competency over challenging subject matter” and every school in America to “ensure that all students learn to use their minds well, so that they may be prepared for responsible citizenship, further learning, and productive employment in our Nation’s modern economy” (Education 1990). A national survey of employers, policy-makers, and educators found consensus that the dispositional dimension, as well as the skills dimension, of critical thinking should be considered an essential outcome of a college education (Jones 1995).
 In 1990, under the sponsorship of the American Philosophical Association, a cross-disciplinary panel completed a two-year Delphi Project that yielded a robust conceptualization of critical thinking understood as an outcome of college-level education (Facione 1990). Before the Delphi Project, no clear consensus definition of critical thinking existed (Kurfiss 1988). Broadly conceived by the Delphi panelists, critical thinking was characterized as the process of purposeful, self-regulatory judgment. Throughout this cognitive, non-linear, recursive process a person gathers and evaluates evidence in order to form a judgment about what to believe or what to do in any given context. In so doing, a person engaged in critical thinking uses his or her cognitive skills to form a judgment and to monitor and improve the quality of that judgment (Facione 1990). This robust definition of critical thinking provided the conceptual framework to address the Goals 2000: Educate America Act mandate and was the focus of a replication study of the definition and valuation of critical thinking that resulted in a consensus among educators, employers, and policy-makers alike (Jones 1994). The Delphi Report’s consensus expression of critical thinking was vital to advancing the national conversation beyond semantic disputations and into the more important realm of measurement.
 The Disposition Toward Critical Thinking
 Contemporary critical thinking scholars acknowledge that any discussion of critical thinking must include both thinking skills and thinking attitudes, or dispositions. The phrase critical thinking disposition refers to a person’s internal motivation to think critically when faced with problems to solve, ideas to evaluate, or decisions to make (Facione 1997; Giancarlo 2004). These attitudes, values, and inclinations are dimensions of one’s personality and motivational style which relate to how likely a person is to approach decision-making contexts or problem-solving situations by using their reasoning skills. The honing of one’s critical thinking skills, as well as developing the disposition to use one’s skills, is vital for success both in school and throughout a person’s life. It is not sufficient for educators to nurture students’ cognitive skills if, when faced with a decision on what to do or what to believe, the students fail to exercise what they have learned. When making decisions, students must apply sound reasoning over other strategies such as passive and unquestioning acceptance of the popular or consensus opinion. Valuing the disposition toward critical thinking as an educational outcome is a declaration of the centrality of this characterological dimension of the critical thinking process. It is only through the combined effort to teach thinking skills while nurturing the desire to be a confident and capable thinker that we will produce future generations of leaders who will be capable of solving the significant global challenges of the modern world (e.g., global warming, poverty, AIDS/HIV, etc.).
 The dispositional portrait of the ideal critical thinker was described by the Delphi experts as follows:
 The ideal critical thinker is habitually inquisitive, well-informed, honest in facing personal biases, prudent in making judgments, willing to reconsider, clear about issues, orderly in complex matters, diligent in seeking relevant information, reasonable in the selection of criteria, focused in inquiry, and persistent in seeking results which are as precise as the subject and the circumstances of inquiry permit. (Facione 1990, 2)
 
 Until only recently, the traditional assessment of a student’s critical thinking has focused nearly exclusively on CT skills. It was not until the publication of the California Critical Thinking Disposition Inventory (CCTDI) in 1992 that researchers and educators had an instrument by which to assess a person’s disposition toward critical thinking (Facione 1992; 2006). The CCTDI captures the Delphi description of the ideal critical thinker in terms of seven non-orthogonal subscales: truth-seeking, open-mindedness, analyticity, systematicity, CT self-confidence, inquisitiveness, and cognitive maturity. The introduction of the CCTDI led to investigations demonstrating a connection between critical thinking skills and dispositions, and the value of CT disposition for the prediction of educational success (Colucciello 1997; Walsh 1999; Giancarlo and Facione 2001; Kakai 2000; Zoller 2000; Giancarlo 2004; Nokes 2005; Lampart 2006).
 The Impact of High-Stakes Testing on Educating
 for Critical Thinking Dispositions
 Critical thinking is widely recognized as a liberating force in education and a powerful resource in one’s personal and civic life. Many educators and researchers would concur that critical thinking instruction is vital in the K-12 curriculum (Lipman 1987; Kuhn 1990). Educators and scholars recommend that critical thinking instruction in the K-12 curricula develop CT skills and foster the disposition to use those skills as preparation for both college and later life. Reconciliation of the aforementioned educational goal with the goals of high-stakes standardized testing is the challenge to be faced (Chudowsky 2003). Tests that required only limited and lower-level thinking activities, such as memorization and recall of basic facts and skills, are not sufficient to meet the goal of educating students to become thinking members of society.
 High-stakes testing and accountability programs have a direct impact on curriculum and instruction at the elementary and secondary levels (DiMartino 2007). Abrams and Madaus (2003) outline seven principles to describe consistent ways in which high-stakes testing affects teaching and learning. Most relevant to this discussion are principles 4 and 5. Principle 4 states, “In every setting where high-stakes tests operate, the exam content eventually defines the curriculum” (33). Highly related to this phenomenon is the practice captured in Principle 5: “Teachers pay attention to the form of the questions of high-stakes tests (short-answer, essay, multiple-choice, and so on) and adjust their instruction accordingly” (33). Through these principles the authors draw attention to influences such as the symbolic and perceptual importance of high-stakes testing, and the power high-stakes testing practices have to compromise the validity of test scores because of the potential to over-emphasize test preparation behaviours. The power to corrupt educational practice stems from the fact that the more likely a test result will be used for major educational decisions the more likely a teacher will “teach to the test.” Research is readily available to suggest that teachers alter the emphasis placed on the core content areas being taught in the classroom to become nearly synonymous with the content included on state tests (Stecher 2002; Goldberg 2004).
 It is clear that high-stakes testing affects K-12 curriculum. This impact is not limited, however, to the content being addressed. The thinking skills required by the assessment instruments also influence the instructional strategies teachers employ in their classrooms (DiMartino 2007). When state-mandated tests demand limited and lower-level thinking activities, such as memorization and recall of basic facts and skills, this conjures up the epistemological view of learning that is consistent with the tenets underlying direct instruction teaching: learning is best accomplished when subject-matter skills and knowledge are broken into their component parts and taught to students in a carefully planned, sequenced, and structured manner that is teacher centred (Palincsar 1998). For the acquisition of knowledge structures such as facts, rules, and action sequences, direct instruction is the preferred teaching method (Borich 2004). This is in contrast to the instructional techniques that serve to teach students broad concepts and abstractions, and to nurture critical thinking skills and dispositions. Indirect instructional strategies that emphasize inquiry, discovery, and engaging students in the construction of meaning, such as problem-based learning, are viewed as optimal when the cognitive activities associated with higher-order thinking are the educational aim (Palincsar 1998; Borich 2004). Results from national surveys of teachers provide undeniable evidence of a disconcerting shift toward direct instructional techniques that emphasize basic skills. This emphasis is now common practice, a move away from more innovative teaching approaches such as team-teaching, creative, and divergent thinking projects, long-term integrative units, and collaborative problem-solving (Costigan 2002; Pedulla 2003a; Pedulla 2003b; Taylor 2003).
 The centrality of testing programs as a powerful force to be reckoned with for new and experienced teachers alike, and the ramifications of the pressure to teach in prescribed, restricted ways have been identified as potential threats to teacher retention. This issue was raised by Costigan (2002), who has written about the effects of the “Culture of High-Stakes Testing” on new teachers. Based on his work with beginning teachers in New York City, he describes how new teachers cope with the realization that mandated testing quickly becomes a primary focus in everyday classroom practice. Teachers in Costigan’s study are quoted as saying that the pressure they experience from their principals to teach in a prescribed, direct-instruction fashion has made them frustrated and emotionally distraught to the point where they are questioning their vocational decision. The frustration and stress these teachers convey stem from the pressure to focus their teaching on only those activities that will help their students pass the tests. For these teachers it meant they could not implement creative activities that they felt would motivate the students and engage them in meaningful learning (Costigan 2002).
 In this era of high-stakes testing, one might wonder what exactly new teachers are being taught when it comes to best practices for instruction. In teacher education methods courses — geared toward the teaching of the content areas — there is increased attention being paid to instructional practices that encourage thinking and the active engagement of students in their own learning. Topics such as student-centred instruction, collaborative problem-solving, problem-based or project-based learning, and constructivist pedagogy are commonplace. Instructional practices such as these have been shown to enhance students’ critical thinking, including engaging students in critical thinking, modeling critical thinking behaviour, and creating a climate of inquiry in the classroom (Facione 1998; 2008). Furthermore, these instructional strategies represent what is known about how to maximize student motivation, engagement, and, ultimately, deeper understanding (Costa 1989; Johnson 2008). As was outlined above, ample research evidence suggests that there is a close connection between critical thinking and educational success (Baron 1987; Giancarlo 1994; Facione 1995; Williams 2006; McCall 2007). In a well-designed study by Williams et al., the scores based on critical thinking skills explained a significant variance in dental hygienist students’ success on board scores, over and above all other measured variables.
 Assessing Critical Thinking Dispositions among K-12 Learners
 The majority of studies examining CT dispositions in relation to the academic experience have concentrated on post-secondary learners. To date, little is known about the critical thinking dispositions of elementary and secondary learners. This gap in the literature existed until a dispositional assessment tool suitable for use among adolescent and younger learners was developed. In 2000, the California Measure of Mental Motivation (CM3) was introduced as a valid measure of the disposition toward critical thinking among adolescent students (Giancarlo 2004). Since the initial publication of the validation work underlying the CM3 (hence known as the CM3 Level II for secondary students), three additional levels of the instrument have been developed: Level Ia for grades Kindergarten through 2nd grade (primary), Level lb for Grades 3-5 (upper elementary), and Level III for post-secondary students and adults (Giancarlo 2006). Students who complete the California Measure of Mental Motivation M3 Level Ia are asked to circle directly on the survey booklet the face that shows whether the sentence is true about them or false about them. CM3 Levels lb, II, and III utilize separate answer sheets or can be administered in an online environment.
 The CM3 is designed to measure the degree to which an individual is cognitively engaged and mentally motivated toward intellectual activities that involve reasoning. The dispositional domains measured by the CM3 are not linked with any particular curricular area. All forms (Levels Ia, lb, II, and III) of the CM3 target four main dispositional aspects of critical thinking: learning orientation, mental focus, cognitive integrity, and creative problem-solving. These four domains of mental motivation can be identified in the writings of many researchers who have investigated how students differ in their problem-solving and decision-making (Ames 1984; Fisher 1990; Graham 1991). The four scales of the CM3 can be defined as follows:[1]
 Learning Orientation: High scores in learning orientation indicate a motivation or desire to increase one’s knowledge and skill base. These individuals value learning for learning’s sake and express an eagerness to engage in the learning process. These individuals express an interest for engaging in challenging activities, and endorse information seeking as personal strategy when problem solving. Low scores indicate a muted desire to learn about new or challenging topics. These individuals express a lack of willingness to explore or research an issue and may even purposefully avoid opportunities to learn and understand. These individuals will attempt to answer questions with the information they have at hand rather than seeking out new information.
 Mental Focus: High scores in mental focus indicate self-reported diligence, focus, systematicity, task-orientation, organization, and clear-headedness. While engaging in a mental activity this person tends to be focused in their attention, persistent, and comfortable with the problem solving process. Low scores indicate a compromised ability to regulate attention and a tendency toward disorganization and procrastination. These individuals may also express frustration with their ability to approach solving problems.
 Cognitive Integrity: High scores in Cognitive Integrity indicate motivation to use one’s thinking skills in a fair-minded fashion.  These individuals are positively disposed toward seeking the truth and being open-minded, and are comfortable with complexity; they enjoy thinking about and interacting with others with potentially varying viewpoints in the search for truth or the best decision. Low scores indicate the expression of a viewpoint that is best characterized as cognitive resistance. These individuals are hasty, indecisive, uncomfortable with complexity and change, and are likely to be anxious and close-minded.
 Creative Problem Solving: High scores on Creative Problem Solving indicate a tendency to approach problem solving with innovative or original ideas and solutions. These individuals pride themselves on their creative nature, and this creativity is likely to manifest itself by a desire to engage in challenging activities such as puzzles, games of strategy, and understanding the underlying function of objects.   For these individuals, there is a stronger sense of personal satisfaction from engaging in complex or challenging activities than from participating in activities perceived to be easy. Low scores reflect the absence of feelings of personal imaginativeness or originality.  This manifests itself by the tendency for these individuals to avoid challenging activities. They will choose easier activities over challenging ones.
 The following sample items and response formats are from the CM3 family of instruments.Reprinted, with permission, from the test manual for the California Measure of Mental Motivation.Creative Problem Solving
 	Level Ia (25 items)
 TRUE/FALSE 	K-2 	“Sometimes I stop listening even when I know I should be paying attention.” 
 	Level Ib (25 items)
 TRUE/FALSE 	3-5 	“I like learning things that are hard for me when I first try them.” 
 	Level II (72 items)
 Answered on a scale of 1-4
 (strongly disagree/strongly agree) 	6-12 	“No matter what the subject, I am eager to know more about it.” 
 	Level III (72 items)
 Answered on a scale of 1-4
 (strongly disagree/strongly agree) 	Post-secondary 	“I like trying to figure out how something works.” 
  
 Reliability and validity studies have been conducted with the CM3 Level II instrument. Among secondary students, the scales of the CM3, as measures of the disposition toward critical thinking, have been shown to have strong positive correlations with academic motivation goals, academic self-efficacy, and self-regulation (Urdan 2001; Giancarlo 2004). Findings also demonstrate significant negative correlations between the CM3 and measures of self-handicapping and fear of failure. In relation to indicators of academic achievement and critical thinking skills, Giancarlo, Blohm, and Urdan (2004) report that the scales of the CM3 were positively correlated with all five content area tests of the Stanford 9 Content Area Test (1996). Other validity studies with the CM3 have been conducted and the publisher (https://www.insightassessment.com/article/quality-validity-and-reliability) — as part of the instrument research and development process — has revealed positive correlations with the Naglieri Nonverbal Abilities Test (Naglieri 1988) and The Test of Everyday Reasoning (Facione 2000). In summary, the assessment literature on critical thinking dispositions at the K-12 level and the relationship to critical thinking skills and academic achievement indicators can be expected to grow at a rapid pace now that the CM3 is available to educators and researchers alike.
 Authentic Assessments: Are They a Solution?
 There is a growing acknowledgment in the educational assessment “best practices” literature that the evaluation of authentic student work products is the preferred method for measuring student learning outcomes (Allen 2006). There is reason to be hopeful that the trend in high-stakes testing is expanding to include not only the basic, core-content proficiencies but assessment tools that are more authentic and curriculum based. Authentic assessments, particularly when they are tied to real-world problems, require students to demonstrate not only content knowledge, but also the applied skills that they have acquired through instruction (DiMartino 2007). Students must recognize the appropriate skills to be applied to the problem context and be inclined to engage in these cognitive endeavours, whether it is the disposition to exercise creative problem-solving in the anticipation of consequences, the envisioning of alternatives, or the open-minded consideration of competing viewpoints and diverse perspectives on the topic at hand. In the classroom, this can include assessments based on live performances, such as speeches, debates, presentations, talk-aloud processes during problem-solving, and dramatic performances. Lest one think that the assessment of authentic student performances precludes the use of a paper-and-pencil or large group administration modality, the concept of authentic assessment can be applied to standardized testing because it encompasses the evaluation of outcomes or products of student work, such as essays, poems, short stories, and works of art (Taylor 2005).
 Several states are exploring more innovative testing programs that permit students to respond to open-ended and free-response test item formats. For example, reporting on a study of 257 Grade 10 English, math, and science teachers in the state of Massachusetts, Vogler (2002) found that teachers were making observable changes in their instruction to give greater emphasis to creative and critical thinking, inquiry-based learning, and problem-solving activities. Teachers in this study attributed these instructional changes to the desire to help students perform well on the Massachusetts Comprehensive Assessment System (MCAS), a performance-based assessment tool that has been used in the state of Massachusetts since 1998 (Vogler 2002).
 Other investigations into the effects of performance-based assessments on teaching practice have shown promising results that instructional emphasis on higher-order thinking and problem-solving have remained intact and in fact increased (Koretz 1996; Vogler 2002). The benefits of an instructional focus on higher-order thinking are not restricted to improved cognitive skills. Tiwari, Lai, So, and Yuen (2006) have demonstrated that problem-based learning strategies in the classroom can lead to gains in critical thinking dispositions.
 A recent entrant into the large-scale assessment arena is the Collegiate Learning Assessment (CLA) (2007), available from the Council for Aid to Education for use at the post-secondary level. Used to ascertain “added value” in terms of student learning gains at the level of the institution rather than the level of the individual student, the CLA uses an open-ended question format that requires respondents to provide narrative responses that are then scored with a focus on the student’s ability to make and critique an argument in the context of a performance task. The value of the CLA as a measure of critical thinking at the college level is untested and will, no doubt, be the focus of numerous research investigations. It remains to be seen what impact tools emphasizing performance-based testing formats will have on the widely accepted standardized testing strategies that characterize the contemporary K-12 educational environment. Any assessment plan for measuring learning outcomes can take the approach of measuring only a representative sample. Developers of the CLA suggest this approach, providing only institutional indicators as opposed to individual student results. This approach to assessment should be watched for its impact on the maintenance of classroom instruction that is grounded in inquiry and inclusive of both critical thinking skills and dispositions.
 Conclusion
 Care must be taken so as not to let accountability systems lead to the egregious neglect of breadth of content coverage and inquiry-based pedagogical techniques and assessment strategies. Many standardized tests continue to rely on question formats that tap factual content knowledge, or in other words, questions that demand thinking at the lowest levels — Knowledge and Comprehension — of Bloom’s taxonomy (1956). Furthermore, it is inadequate to assess critical thinking skills alone and disregard the dispositions dimension of critical thinking despite the demonstrated relationship between dispositions and conventional indicators of student academic achievement. It is imperative to require students to demonstrate not only higher-order thinking and problem-solving skills but also critical thinking dispositions. State-mandated standardized testing programs must also be held accountable for effectively assessing not only basic knowledge and content standards, but also those curriculum standards that assure students are both willing and able to engage in high-order thinking.
 The power wielded by the architects of accountability systems and mandated high-stakes testing programs must be directed toward positively affecting and maintaining our dedication to critical thinking as a central student learning outcome. We are committed at this time to the administration of standardized tests, and to the high-stakes decisions that are often linked to test results. At the highest levels there is faith in testing as the piston that can provide the driving force for the reform of the American educational system. “Buy in” on the part of the general public and the educational community is commanding, and therefore testing compels pedagogical and curricular changes in the classroom. When there is faith in the goals and a presumptive validity of the testing program, teachers modify their practice in order to boost scores on the tests. If the state-mandated tests require critical/ creative high-order thinking, student-centered teaching methods that promote critical thinking skills and dispositions and active learning will be implemented. The end result is high-quality teaching and the achievement of higher-level learning outcomes.
 Negative trends related to high-stakes testing are changing the educational landscape of today’s classrooms. These effects must be reversed if students are to receive a complete education that will prepare them for the complexities of the world we live in. If real improvement of schools is the goal, then we must recognize that the path to success is through teaching for deeper learning and understanding, not through teaching to a domain-restricted test. Only then will the goals of the accountability movement be actualized.
  
 
 Chapter 7 Assessments
 Reflection Questions
  	What are your experiences with high-stakes testing? 	Do you feel that you have retained information from the high-stakes assessments that you completed earlier in life?
 
 
 	What can we use as an alternative to high-stakes testing?
 	How can we incorporate critical thinking in the classroom so that scores from high-stakes assessments are still reaching a satisfactory level?
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 New ideas thrive in the imagination, which negates what is and ponders what might be.
 —Israel Scheffler, In Praise of the Cognitive Emotions
 
 
 Imagination and Critical Thinking
 In the wealth of material which has appeared on critical thinking, there is precious little attention paid to imagination. “Critical thinking” has become something of an educational slogan and everyone, it seems, subscribes to the view that teachers need to both have and “foster critical ability.” Imagination has had fewer champions.[1] Some philosophers of education, of course, have long claimed a link between criticism and imagination, notably John Passmore (1967), who took the view at the very outset of the modern debate on critical thinking that a critical person must possess initiative, independence, courage, and imagination (198). Not surprisingly, John Dewey (1985) also resists the tempting dichotomy between criticism and creativity, pointing out that criticism, especially self-criticism, is the road to the release of creative activity (30). Gilbert Ryle (1963) reminds us that “there are hosts of widely divergent sorts of behaviour” which can be appropriately described as imaginative, including the business of criticism itself (242-3).[2] On the whole, however, these suggestions have not been pursued, and it has been assumed that imagination and criticism are in conflict.
 No one who has followed recent educational theory can have failed to notice that critical thinking has effectively supplanted creativity as the preeminent aim of education. During the past thirty years, there has been a veritable deluge of articles and books on critical thinking, and a parallel decline in work on creativity which had so captured the headlines in the 1960s.[3] It may be that imagination has suffered by its association with creativity and the sense that critical thinking and creativity are unrelated, or even incompatible. This is quite mistaken; criticism and imagination are intimately connected. In thinking critically, we are not merely offering a stock response. Critical thinking can take us beyond our present beliefs and practices to new, unanticipated, and imaginative possibilities. We need imagination if we are to see how an idea might be supported or how it might be applied. Similarly, imaginative work draws on critical judgment; ideas that genuinely deserve to be considered creative, or imaginative, must be critically evaluated and deemed to meet an appropriate standard.[4]
 Teachers who value imagination need to see critical ability and imagination as complementary, as Dewey (1985) clearly does when he describes one vital phase of reflective thought as involving “anticipation, supposition, conjecture, imagination” (198).[5] Robert Ennis (1987) attempts to catalogue the dispositions which distinguish the critical thinker, calling attention to the importance of looking for alternatives, a disposition which translates into a number of relevant abilities. That, indeed, is the heart of imagination, since an essential feature of the imaginative person is being both disposed and able to think up various possibilities (White 1990, 185). In Ennis’s list of abilities we find such items as formulating alternative solutions, considering alternative interpretations, seeking other possible explanations, thinking up questions to elicit possible meanings, designing possible experiments, and so on. As far as I can see, Ennis (1987) makes no explicit mention of imagination, though he does say that his current definition incorporates “creative elements” (11). The sorts of activities he mentions, however, do call for imagination. All that is needed is to bring the connection into the open.
 Some commentators, however, take the view that there is a fundamental incompatibility between those ideas that are central in the modern critical thinking literature and those ideals that we associate with imaginative inquiry. Laura Duhan Kaplan (1991) argues that critical thinking texts and courses tend to teach political conformity, contrary to the expressed intention of teachers and authors.[6] Her conclusion is that the whole conception of critical thinking, and the movement inspired by this conception, is deficient if we are concerned, as she puts it, about “the ability to envision alternative events and institutions” (369). I take this to mean, although again it is not made explicit, that the student’s imaginative capacity is impaired by courses and texts in critical thinking. To learn conformity is, after all, to have one’s eyes closed to other possibilities. It is also clear from Kaplan’s (1991) endorsement of critical pedagogy as “a means of awakening the student’s awareness that the world contains unrealized possibilities for thought and action” that the notion of imagination is implicit in her argument and fundamental in her scheme of values (362).[7]
 The nub of her objection is that critical thinking merely teaches students to practise certain skills with respect to given and fixed alternatives, whereas students ought to be encouraged to “create alternatives, not merely to choose between them” (ibid., 364). Her case is supported by reference to a few texts in the general area of critical thinking (Toulmin, Rieke, and Janik 1979; Kahane 1988; Kelley 1998). None of her claims, however, are at all persuasive. In discussing David Kelley’s approach, for example, she objects that teaching should not assume that choice exists among clear-cut options, determined by the author or teacher. But it is surely obvious that critical thinking can show, and must allow, that none of the options presently before ‘a thinker is defensible; some other option will have to be found. Reflection on the fallacy of many questions, for example, is one way in which students may come to appreciate how options can be arbitrarily excluded; and this lesson can be generalized for use in other contexts’ (Flew 1975, 99).[8] Awareness of other fallacies, such as oversimplification, the black-or-white fallacy, and begging the question, can also awaken in students an appreciation that a context or argument can be rigged or unfairly circumscribed, closing off other avenues. [9]One of the basic lessons in critical thinking is that alternatives may have been arbitrarily denied and consequently that we have to imagine other possibilities; these points are commonly made in critical thinking texts and this very insight can be applied to the critical thinking text in which the fallacies are described.
 Kaplan (1991) observes that most major and many minor life choices do not present themselves as opportunities to select among clear-cut options. Surely, however, students can learn to distinguish between the context of teaching and the context of ordinary experience. They can practice their skills on the examples offered, and recognize that, once learned, such skills can be employed in other contexts and even turned against the very examples on which the skills were honed,[10] or against the teacher’s views, real or apparent.[11] On the assumption that students have some capacity for independent, critical judgment,[12] we need not be concerned that the examples we choose may be inadvertently slanted if the students are not only permitted but encouraged to assess the merits of these examples.
 In her classic and still useful primer on clear thinking, Susan Stebbing (1939) offers the following cautionary word to the reader, touching on this point: “I ought to avoid making elementary mistakes in logic, since I have been thinking about the conditions of sound reasoning and have been trying to teach logic for years. But eager haste to establish a conclusion may lead me to make elementary blunders… Naturally I cannot provide an example of my own failure in this respect; to have recognized the error would be to have avoided it” (47-8). The invitation to apply the skills and techniques to the book itself is quite explicit.
 Every good author and teacher concerned with the development of critical thinking will ensure that a similar self-referential doubt is cultivated. We can readily imagine that we have committed errors even if we cannot imagine what they are; and we can encourage our students and readers to try to imagine alternative positions to the ones we confidently defend. Would any self-respecting teacher of critical thinking disagree with Stebbing (1939) when she remarks, “I do not hope to succeed in escaping bias either in my selection or in my exposition of these examples” (75)?”[13] Even more pointedly Stebbing observes, “It may even be that you can find in this book some evidence of my having used crooked arguments. Certainly I am not aware of having done so, but in that I may be self-deceived. I cannot hope to have avoided altogether the defects of twisted thinking” (89-90).
 Another text rejected by Kaplan (1991) as seriously deficient is An Introduction to Reasoning by Toulmin, Rieke, and Janik (1979). Kaplan’s opinion that this book “teaches reasoning in the sense that we say the Sophists in ancient Athens taught reasoning” (366) seems unlikely in the extreme given that distinguished philosopher Stephen Toulmin is its senior author. Still, stranger things have happened and, as Carl Sagan remarks, one’s skepticism imposes a burden, i.e., a responsibility to find out. Kaplan’s interpretation of the book is that it teaches students to adopt those reasons that are socially acceptable, in her words “how to behave in the courtroom, the health spa, the realtor’s office, and the office party, in order to be accepted as a member of the petty bourgeoisie” (367). Again, the alleged lesson is conformity and the result is the supposed demise of imaginative speculation about alternatives.
 An examination of An Introduction to Reasoning reveals that Kaplan’s reading of the book is a complete misrepresentation. As one might have predicted, it is not the authors’ view (how could it be?) that a good reason is whatever is generally thought to be a good reason in a particular social situation. Why would one need to study critical thinking if it were the case that informal socialization would suffice? Their point is the quite different one that the appropriateness and necessity of giving and searching for reasons vary from one context to another: “The trains of reasoning that it is appropriate to use vary from situation to situation” (Toulmin, Rieke, and Janik 1979, 7). It is made perfectly clear that appeals to “well-founded” authority may be challenged and supposed authority cannot be taken for granted. Moreover, to say that reasons “relevant” to a certain situation must be given is not to say that what is traditionally and socially regarded as relevant is relevant. It is explicitly acknowledged that such reasons may be disputed (Toulmin, Rieke, and Janik 1979, 8). The notion of relevance is itself controversial. Similarly, the distinction between what appears to be quite acceptable and proper and what is acceptable and proper is always clear. What is not clear is how Kaplan could have so completely misinterpreted this.[14]
 Of course, any text can be presented and taught in an uncritical manner and in such a way as to discourage creative thinking; but there is no reason to believe that the books reviewed here present critical thinking as an exercise in conformity. In the hands of an unimaginative teacher, they might do precious little to foster critical and imaginative reflection, but that is true of any text and is merely a reflection on the way in which the material is approached. There is no reason, moreover, to conclude that the conception of critical thinking in these books is one which excludes imagination. The connection, however, between critical thinking and imagination needs to be made more explicit in general accounts of critical thinking so that any tendency to drift into a mechanical and formulaic approach to “critical thinking” is averted.
 One final point about imagination and critical thinking. One hears much less these days about brainstorming. Perhaps it is yet another example of a practice that is occasionally useful but by no means the panacea which enthusiasts once proclaimed. The general idea at work is that judgment should be deferred as ideas are being produced so that those involved will not be inhibited by the concern that their ideas are foolish or irrelevant. It may indeed be that the technique is sometimes effective, as researchers have claimed, but whether or not imaginative suggestions have been produced can be determined only by judging their merits at some point, and this requires critical assessment. The great danger is that simply being prolific in producing ideas (regardless of their merit) will be equated with being imaginative. Nevertheless, the strategy of getting our ideas on the table before deciding too quickly that they are not worth mentioning seems sensible. This does not mean, however, that we have only to play down critical reflection to allow our imaginations to flourish. That is, once again, to set up a dubious dichotomy.
 Believing in Imagination
 In addition to resisting the false dichotomy between imagination and critical thinking, teachers who value imagination need to reject the suggestion that our imaginations cannot overcome allegedly insuperable barriers resulting from our gender, race, ethnic background, or life experiences. One view that has enjoyed wide appeal is that those who have not directly and personally experienced certain events cannot really understand what it is like to have those experiences, and thus one’s right to contribute to policy decisions about such matters is called into question. It is alleged that without personal experience, we simply do not know what we are talking about. Those who do not have direct, personal experience cannot contribute to a critical discussion on the issue in question. This has already translated into proposals for restricting the teaching of certain courses and topics to those who belong to certain groups, and it is sometimes suggested that members of certain groups should not address certain topics at all (Hurka 1989). These views are no longer as widely endorsed as they were only a decade ago, but it remains important to appreciate the underlying confusions.
 The effect of this view, which is also perhaps the intent, is to silence opinion and dismiss certain suggestions without benefit of serious examination. If someone does not, and cannot, understand an issue, it is scarcely sensible to pay attention to what he or she has to say about it. The thesis is that people understand only if they have personally experienced the matter in question (for example, the oppression suffered by minority groups in societies which discriminate against them).[15] It is asserted more than argued that we simply cannot imagine what such experiences are like if we have not had them ourselves; if it is grudgingly conceded that one might have an abstract, intellectual grasp of the experience, it is strongly denied that any genuine imaginative and sympathetic awareness at the emotional level could occur.[16] This view flies in the face of all ordinary experience that tells us that by means of appealing to similarities in our own experience with those experiences we have not directly had, we can enter imaginatively into those other situations.
 Some people, moreover, have the ability to assist us by virtue of their capacity to create and present a vivid and striking imaginative world we can enter vicariously. Imaginative teachers can help students do this too.[17] It is not difficult at all to show that direct, personal experience is not a prerequisite for understanding. In many cases, we know that the person in question did not, in fact, undergo the experience he or she describes. Consider, for example, Hortense Calisher’s (1983) achievement in portraying life in a space shuttle on an extended mission. Her lack of direct experience here seems to have been no bar whatsoever to her imagination. By her own account, she went to the library for a very short time and read some NASA publications: “When the book was published, John Noble Wilford, who is head of the science news for the New York Times, came to interview me. He asked me how long I had researched, I told him what I had done, and he said he couldn’t fault me on what was there. I think you just put yourself in any environment that you write in” (Straub 1988, 66).
 In other cases, we know that the individual did not have the experience in question because it has never occurred. We are convinced, nevertheless, that he or she has given us some idea of what that situation might be like and feel like. In some cases, what we could not previously imagine becomes imaginable through someone else’s gifts. A devastating virus capable of destroying rice, wheat, barley, oats, and other basic food crops has so far not infected the world, but can anyone doubt that John Christopher (1970) has given us a sense of that world, its social and moral characteristics, if such a calamity were to occur? Nor is it plausible to suggest that the author must have had some familiarity with famine conditions and their effects on human beings as civilized society gradually gives way to anarchy. Quite simply, he was able to imagine various possibilities and present them with great plausibility. Endless examples of similar imaginative works could be given, but it is enough just to mention books such as Golding’s Lord of the Flies and Huxley’s Brave New World, and to note that science fiction would effectively disappear as a genre on this view, for the position to collapse into absurdity.
 Teachers should reject this alleged limitation on imagination not just because it is false but because such a belief may be self-fulfilling and may deter them from attempting imaginative work. Barriers to the imagination arise easily enough. We hear of customs and lifestyles very different from our own and declare that we simply cannot imagine anyone living that way. We hear of a new scientific notion and find it unimaginable. It may indeed be psychologically impossible for us to imagine these things because everything we have ever learned has built up the conviction that only what we already believe is possible. If we do not use our imaginations, if we are not encouraged to try to imagine certain things, if our imagination is not given full rein as children, then it may be that we cannot imagine what we might otherwise have been able to imagine.[18] If we are led to believe that we cannot imagine certain things, we may not try to imagine them with the result that, in time, we indeed cannot do what we might otherwise have done.[19]
 It is important for teachers to believe in the value of imagination in their own work, whatever subject they are teaching. Imagination can characterize our efforts in teaching any subject, and we need to put behind us the idea that a concern for developing the imagination is the prerogative of teachers in certain areas and other teachers need not concern themselves. The view persists, however, that some subjects are especially connected with imagination, and the favourite candidate is literature.[20] The difficulty involved in ridding ourselves of this view can perhaps be illustrated by noting that while Robin Barrow (1990), for example, recognizes that one can exercise imagination in any context, he insists nevertheless that history and literature have special value in the development of imagination. Of course, literature has the power to help us connect imaginatively with other people, to imagine other times and places, and in so many ways to stimulate our imaginative abilities. Why, however, would literature or history be more likely to develop philosophical imagination than imaginative philosophy? Russell (1979) argued persuasively that basic scientific information can stimulate the imagination if people will take the time to reflect on it. He wanted people to ponder the fact, for example, that the largest star measures six hundred million miles across. Is there any reason to think that history would do more than science to develop our imaginations in this direction? It surely will not do to say that imaginative mathematics feeds the imagination only in respect of mathematics. All imagination takes some form, and literature and history will satisfy some and not others.[21]
 Teachers who believe in the value of the imagination in education should also resist the suggestion that the term “imaginative” cannot in any reasonably strict sense be applied to the activities and ideas of young children (Barrow 1990, 87-8). Barrow is surely right to insist that the word is bandied about loosely in much educational theory, and that the necessary connection with relevant standards of quality is often absent. Nevertheless, just as he properly allows that what we considered as imaginative at an earlier period of history would not necessarily count as imaginative today, so too the application of standards in connection with the work of students needs to take into account the child’s level and knowledge. An unusual and valuable suggestion from a five-year-old counts as imaginative even if it would not count as such if uttered by an adult.[22] This is simply because what counts as unusual is a reflection in part of what the child knows (Groarke agrees and illustrates the latter two points in this volume). We need to keep this in mind as teachers so that we are encouraged to continue looking for and promoting such ideas in our students.
 Teachers with Imagination
 Teachers need to use their imagination in many ways in their work. If they are not to be trapped in narrow and negative views, they will need to entertain the possibility that either/ or choices can be challenged and overcome. They might try to imagine ways in which they can do justice to critical thinking and cultural literacy, to knowledge for its own sake and vocational studies, to competence and creativity, to moral rules and moral thinking, and so on. Fanaticism on either side of these divisions in educational theory encourages teachers to take refuge in whatever fortified position they can, and the idea of an imaginative resolution is lost. For example, in the conflict over whole language versus more traditional approaches to the teaching of reading, the atmosphere was, at times, so hostile and the respective positions so uncompromising that it took an effort of the imagination to conceive that there might be “a new order of conceptions” (Dewey 1965, 5).
 The central role of imagination in the kinds of cases just mentioned will be missed if we think of the imagination only as entering into the formation of utopian visions. Nicholas Burbules (1990), for example, anxious to point out the dangers of utopianism, reminds us that the capacity to imagine and describe better possibilities is not itself a way of attaining these objectives. He remarks that “utopian thinking avoids the tragic sense by substituting our imagination for our sense of reality” (472). The imagination, however, comes into play not only in conceiving of ideals and visions, but also thinking of the means by which these goals might be achieved or approached. Burbules also indicates that there will be inevitable tradeoffs between competing ideals in the real world, and the implication may be that our imaginative horizons will have to be limited. However, we should remember that the imagination will play a vital role in coming up with creative compromises when such conflicts occur.
 Again, a vital imaginative capacity involves the teacher’s grasping and sharing the perspective of the student coming to a new subject that may seem impossibly difficult or uninteresting.[23] It is important for the teacher to try to appreciate the difficulties and frustration students may experience, and all too easy to forget them in practice.[24] The teacher, we may hope, now well understands the material and perhaps no longer even recalls similar problems he or she may have encountered when the subject was first studied. It may take an imaginative leap to place ourselves in a certain situation, even if we once occupied that situation. Louis Arnaud Reid (1962) observes that one great benefit of student teachers studying a new subject during their professional program is that they are thus being placed in much the same situation as the children they will teach, allowing them to gain a new sense of their students’ perspectives (194). Imaginative teachers are able to think of various reasons why students might have difficulty grasping or appreciating the material, and this puts them in a position to look for imaginative solutions. There is no point to merely informing the student that the solution to a problem is obvious if the student does not find it obvious; there is nothing to be gained by merely asserting the value of the work if the student does not appreciate its value.
 Related to this, teachers need to be able to see what their students are getting at even though their questions and comments are often poorly phrased, awkward, and hesitant. It is a common complaint by students that their teachers “missed the point” they were trying to make, and dismissed an idea too quickly. The teacher needs to consider the possibility that the student has a valuable point to make, albeit clumsily expressed, and also to wonder if there may be a further, deeper meaning for which the student is reaching. In an interview with Magee (1982) Isaiah Berlin notes, for example, that children frequently raise questions that contain the germs of philosophical ideas, and are often told to stop asking silly questions (15).[25] They need teachers (and parents) with an imaginative grasp of the possible meanings in their questions — philosophical or otherwise — and with the ability to respond in such a way that the sense of wonder is not destroyed. Teachers need imagination if they are to be able to recognize imaginative ideas coming from their students.
 Teachers also need to be able to see possibilities for the future in the behaviour and interests of their students. Of course, judgment also enters into this, especially when it is a matter of recognizing a teachable moment.[26] As Dewey (1956) notes, however, “other acts and feelings are prophetic; they represent the dawning of flickering light that will shine steadily only in the far future. As regards them there is little at present to do but give them fair and full chance, waiting for the future for definite direction” (14-15). It takes some imagination to see the potential indicated by such “flickering light,” but it needs to be recognized if the opportunity for development is to be provided. We know, unfortunately, how easy it is in practice for children in school to be labelled and streamed in such a way that, in the end, teachers simply cannot imagine any promising future for them. One thinks here of Jill Solnicki’s (1992) impassioned plea to her department head whose cynicism is overwhelming: “How can it be that you’ve never seen past their ‘unclear, incorrect sentences’ to the expressiveness in their writing, the humour, the insight, the God damn humanity?!” (209). Educators, Dewey (1965) observes, more than other professionals, are concerned to take a long look ahead (75). This forward-looking perspective often takes the form of imaginative insight.
 Imaginative teachers are capable of seeing unexpected possibilities in teaching moments. Eisner (1985) illustrates this with great clarity when he observes that teachers need to be inventive and innovative as they deal with unpredictable contingencies, and in creating ends as they proceed (176). Max van Manen (1991) also stresses the importance of teachers knowing how to improvise, knowing at once what is the right thing to say (160). Some writers, however, have misconstrued the need for improvisation and interactive decision-making as meaning that imaginative teachers must avoid intending at the outset to achieve a specific result in teaching. Ruth Mock (1970) speaks of the teacher who “intends, unimaginatively, to obtain a predetermined result” (86).[27] The teacher who has a goal in mind, however, is not thereby prevented from seizing an opportunity which comes along. Once again, an unnecessary dichotomy looms before us, this time planning versus improvisation. Eisner (1985) is much closer to the mark when he comments that “the exclusive use of such a model of teaching (i.e. predetermined ends) reduces it to a set of algorithmic functions” (177). The crucial term here is “exclusive.”
 On a related matter, there is currently a popular view that if children are to write imaginatively and honestly, they must choose their own topics. If the teacher assigns a topic, the students’ own imagination is compromised. Moreover, imaginative writing must not be constrained by conventional norms such as correct spelling (see, for example, Graves 1983). Clearly, there is much to be said for the student trying to identify a worthwhile topic; this is itself an imaginative exercise. Much more needs to be done to encourage students to identify for themselves the problems they wish to work on, as Eisner argues (1991,14). We need to stop short, however, of the absurd situation where a teacher is afraid to suggest possible topics. There is no point in teachers being more mature, Dewey remarks (1965, 38), if they throw away their insight. Similarly, it would be foolish to be so obsessed with correct spelling that one missed the imaginative ideas that students are producing, as Jill Solnicki (1992) points out. On the other hand, the possession of basic writing skills, including spelling, means that students are able to concentrate on their ideas.
 There is sometimes a temptation to think that imaginative teaching must necessarily involve the kind of unusual, innovative strategy that succeeds sometimes precisely because it is so unusual that it captures the student’s imagination. John Keating, the charismatic teacher in the film Dead Poets Society, comes to mind. As with courage, the dramatic examples may dominate our conception of imaginative teaching and blind us to other forms. Imagination, however, can be displayed in teaching that follows commonly employed methods such as instruction, discussion, and question-and-answer sessions. If these approaches are not imaginative, imaginative variations may well be introduced.[28] In the course of teaching in these ways, the teacher can show his or her imagination in the examples, cases, references, analogies, connections, metaphors, allusions, and diagrams introduced. Tired examples give way to fresh ones that open up the issue for teacher and student alike. These possibilities for imaginative teaching, however, are ignored by those who take the simplistic view that classroom teachers who value and emphasize creative learning will “minimize to the extent possible their own talk in class” (Massialas and Zevin 1983, 235). There may be good reasons why, on occasion, teachers should minimize their own talk but this is not a general guideline for imaginative teaching. It is the quality, not the amount, of talk that matters. Some teachers show their imagination by being able to think of another way of explaining a point or demonstrating a principle when other teachers would be defeated.
 The impossibility of reducing teaching to rules and routines suggests that teachers will need imagination to think of ways to satisfy conflicting needs and claims in their own teaching situations. There is no ready-made rule to follow which will satisfy the demands of authority and freedom in education, however, and Russell (1971) is surely right to insist that teachers will simply have to find a way of exercising authority in the spirit of liberty (102). Tact, sensitivity, and judgment will be required here, but also imagination and critical reflection. Like Russell, Dewey (1976) sets himself against recommending methods and strategies to be “slavishly copied” in other contexts (319). Moreover, fundamental educational principles, such as the freedom of the learner, do not carry self-evident implications for practice either; they need interpretation in one’s own situation (Dewey 1969, 20). They do not constitute answers so much as problems, and solutions will be found only by those with the imagination to break out of traditional ways of thinking and to adapt familiar ideas to the unique situations in which they find themselves: “No teacher can know too much or have too ingenious an imagination in selecting and adapting… to meet the requirements that make for growth in this and that individual” (Dewey 1986, 199).
 Imagination and Accountability
 If we favour a conception of liberal education that seeks to nurture a wide range of desirable human qualities, then the development of imagination will surely rank among our central aims. It is our imaginative capacity, combined with critical thinking, that enables us to break out of the confinement that results from stubborn and settled ways of thinking, too ready acceptance of the familiar, and a host of factors which prevent us from looking at things differently and thinking of other possibilities. It may be an exaggeration to say, as Mary Warnock (1996) does, that helping students exercise their imagination is the teacher’s only serious function, but it is certainly one of the central tasks and rarely given the attention it deserves (147). If students are to be helped to sustain and develop a sense of wonder, to entertain alternative interpretations and explanations, and to cultivate a willingness to engage in imaginative thinking, they must first see these attitudes, habits, and dispositions exemplified in the way their teachers approach issues and problems in their classroom interactions. To take imaginative ability seriously as an aim of education means taking it seriously as a virtue in teachers.
 Encouraging imaginative ability in teachers and fostering imaginative work in student teachers will require that supervisors and teacher educators have a rich and appreciative grasp of the many forms imaginative teaching can take. These include the ability to improvise, to recognize a teachable moment, to find a memorable example, to see where something might lead, to notice connections where things seem fragmented and isolated, to suggest the right assignment, to discover the merit in what is haltingly expressed, to think of an effective compromise, to put oneself in the shoes of one’s students, to set a problem that is challenging but not overwhelming, and so on. The teacher with imagination is someone who can entertain the possibility that he or she is mistaken, that there are alternative positions which may well turn out to be right, and that his or her own knowledge is really quite limited. Inquiry begins with wonder and the person who is puzzled considers that he or she has much to learn (Aristotle Metaphysics, Book 1, ch. 2); in this way a connection emerges between imagination and certain intellectual virtues, especially humility, open-mindedness, and self-criticism. If we can give appropriate weight to such virtues in our account of good teaching, it may help to offset any tendency towards interpreting teaching as no more than the authoritative, rehearsed, and skillful transmission of established knowledge.[29]
 Evaluating the performance of teachers is crucial if we are committed to having students encounter teachers who meet the highest standards of excellence. We need to be able to recognize and encourage those teachers whose work is admirable, and offer support and further training to those who need to improve. As the demand for accountability in teaching becomes ever more insistent, however, imaginative qualities run the risk of being overlooked and crowded out by a preoccupation with demonstrable mastery of particular behaviours and content knowledge. Douglas Anderson (2002) depressingly notes that “we seem currently in the midst of a movement toward mechanical pedagogy” (33). With teaching increasingly being turned into a script specifying — in precise and bewildering detail — the content, approved methodology, and duration of lessons, attention becomes centred on readily observable teacher behaviour that conforms to the script; more nebulous and subjective qualities such as imagination and critical ability are ignored and our conception of good teaching is diminished.
 To consider what imaginative teaching involves is to appreciate immediately that it cannot be reduced to a checklist of observable behaviours, steps, or methods. The literature is full of examples of approaches, however, which promise to train teachers to be effective and efficient in ways that can be directly observed and accurately measured. In a climate where schools are regarded as being in crisis, such promises are extremely tempting. When precision becomes our watchword, it is easy to forget Aristotle’s wise observation that the same degree of precision should not be demanded in all inquiries. To limit “good teaching” to that which can be documented in terms of hard evidence (“data”) means that the exclusive focus will be on those aspects of teaching that can be exactly measured and objectively reported. The real and important difference between imaginative and unimaginative teaching is in danger of being lost unless those who supervise teachers and student teachers continue to believe that the distinction matters and can be identified in practice. Supervisors must be willing to exercise a keen sense of judgment to recognize and encourage those imaginative suggestions, ideas, and approaches that stimulate the students’ sense of wonder.
 Teachers need to be mindful of the ways in which the curriculum, assignments, and tests can work against the fostering of imagination in their students. In connection with the curriculum, for example, we can become so concerned about “engaged time” and counting the minutes spent on what is thought of as serious business, that wonder and imagination are undermined (Eisner 1991). A concern to cover the ground may mean that students have little time to wonder about the meaning and significance of what they are learning. The curriculum ought to engage students in the kind of inquiry that opens their minds to unanticipated possibilities, but too often it operates as a constraint. Richard Dawkins (2003) reports meeting excellent science teachers in the United Kingdom who felt unable to spend adequate time on the theory of evolution — “the staggering, mind-expanding truth” — because it only warrants a brief mention in the syllabus they are expected to follow (58). In a similar vein, Douglas Anderson (2002) recalls visiting a school that had a three-inch-thick binder to set out the 5th grade curriculum, replete with instructions on how to conduct discussions and how many minutes to spend on each topic (36). These are anecdotes, of course, but ones that turn up with disturbing frequency.
 Regrettably, too, student assignments and activities are sometimes little more than busy work, such as the dull and deadly worksheets that still make an appearance. To use Passmore’s (1967) distinction, such work consists of mere exercises that ignore the kind of problems that would invite imaginative and critical responses (206). Again, as Eisner (1991) reminds us, student learning is frequently dominated by tasks that demand the acquisition of conventional knowledge and skills rather than tasks that allow for distinctive and unique responses (16). If, by contrast, teachers can suggest questions, dilemmas, puzzles, projects, and investigations that are interesting, provocative, and novel, in which students have to use what they know in unspecified ways, they may challenge the students and excite their imagination. Such assignments make more demands on teachers, of course, because evaluating this kind of student work requires judgment and interpretation, and takes considerably more time to assess, and there is no simple, objective standard to appeal to if one’s judgment is challenged. Nevertheless, if the goal of fostering imaginative work is important in education, teachers must allow for assignments that make it possible.
 In discussing tests, Dawkins (2003) condemns what he calls “today’s assessment-mad exam culture” which, he argues, undermines the joy of true education (60). Eisner (1991) points out that familiar assessment practices militate against the development of the imagination. Teachers need to avoid being so locked into particular anticipated responses that they cannot entertain some other answer to the question posed.[30] Standardized tests, for example, which permit only one correct response deprive students of the opportunity to articulate an idea they have, and also prevent teachers from trying to look imaginatively at the students’ responses (see Eisner 1991: Sobocan, this volume).[31] If the tests we employ allow no scope for imaginative and critical responses, we can hardly claim that our aims of education take such ideas seriously; we show by our actions that we prefer conformity to innovative thinking, safe and prudent responses to courageous speculation.
 The final word must go to John Passmore (1980), who did so much to make the cultivation of the imagination in conjunction with critical thinking a central aim of education: “To teach in a way which emphasises at once the need to be careful, to be critical, and to exercise the imagination is extraordinarily difficult… But the teacher cannot be satisfied with any lesser ambition… Imaginativeness, disciplined fancy, lies at the very centre of a free society” (163-4).
 
 Chapter 8 Assessment
  
 Reflection Questions
  	Dawkins (2003) condemns what he calls “today’s assessment-mad exam culture” which, he argues, undermines the joy of true education (60). 	Do you agree with Dawkins?
 	How would we effectively assess all school-age children and university students without exams?
 
 
 	We haven’t discussed imagination before this chapter. What role do you think imagination plays in critical thinking and learning?
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	There are, of course, some notable exceptions. See, for example, Warnock (1976), and the various contributors to Egan and Nadaner (1988). ↵
	It would not be fair to say, as Egan and Nadaner do (1998, Introduction), that philosophers in general have viewed imagination as "a damaging intrusion upon logic" (xi). The point is rather that philosophers have been clear that imagination and logic have different roles to play. Even Ryle (1963) is said to have "helped assign low status to nondiscursive forms of thought in education" (xi). It was Ryle, however, who showed us that there are many different sorts of behaviour which we can perform imaginatively; one of his favourite examples was the imaginative and intelligent behaviour of the circus clown. It is hard to reconcile such an example with a "bias for strict order" or a reduction of productive thinking to testable propositions, as Egan and Nadaner allege (xii). If Ryle also saw a darker side to imagination, he saw no more than is true of any virtue or excellence. ↵
	For a sense of the interest in creativity at that time, see Freeman, Butcher, and Christie (1968). ↵
	I agree with Robin Barrow (1988) that the term "imaginative" cannot merely refer to unusual ideas or practices. The praise implicit in the term excludes the bizarre, the absurd, or the incoherent (unless, of course, the context makes these appropriate). In excluding them, however, I do not believe we have to build in the criterion of effectiveness, by which Barrow means "conducive to a good solution to or resolution of the task or problem at hand" (1988, 85). Often, proposed solutions may have great intuitive plausibility and generate much interest and excitement before they are eventually shown not to work. Why would we not regard those who advance them as imaginative? ↵
	Perhaps this is the place to dissociate myself from the view of Kieran Egan (1991) that John Dewey, in stressing the importance of building on the child's everyday experience, somehow generated pedagogical principles which neglect imaginative activity. It is clear enough, surely, that Dewey included imaginative activity within the everyday experience of the child: "Even when a person builds a castle in the air he is interacting with the objects which he constructs in fancy" (Dewey 1965, 44). The environment, Dewey insisted, is whatever conditions interact with an individual to create the experience. ↵
	Her claim is partly empirical, of course, though it would seem that the burden of her argument is that the very conception of critical thinking is at fault. An empirical case, in any event, could not plausibly be made in terms of two or three examples. ↵
	Kaplan refers to Maxine Greene (1983). "Critical pedagogy" is used here in its technical sense to refer to a movement inspired by the work of Paolo Freire. ↵
	Other examples of the "many questions" fallacy from the literature would include the following: (1) "Is God one person or three?" (White 1970, 186); (2) "Why must countries having a dictatorship of the proletariat practise democracy towards the people and impose dictatorship on the enemy?" (Dearden 1988, 174). Of course, White and Dearden are giving these as examples of the fallacy. Kaplan (1991) actually commits the fallacy herself when she invites the student to ask, "If 'guilt by association' is a fallacy, why do we usually use it successfully to make decisions?" (369). Do we? Furthermore, any logic course surely will make it clear that there is a difference between validity and truth. ↵
	Having mentioned the usefulness of studying fallacies, I should add that I have not been convinced by the current onslaught on this important aspect of the development of critical thinking skills. I provide some reasons in Hare (1982). ↵
	Kaplan (1991) seems unaware that she does just this herself! In charging Kahane (1988) with indoctrination, she speaks of evaluating his work by "using the questions he teaches students to ask of conservative politicians" (366). But if these questions raised by Kaplan really are critical, it seems that Kahane has been successful after all. ↵
	Philosophers are not reluctant to say that this is one of their fondest hopes. See, for example, R. Hare's remark about educators being pleased when students disagree with them (Hare 1964, 47-70). ↵
	It is not clear that Kaplan (1991) shares my optimism, because she quotes with approval Friedrich Pollock's pessimistic appraisal of "the average citizen" who succumbs to the pressure to accept the issues as defined (Pollack 1976, 229). ↵
	She means "hope" in the sense of "expect." Clearly she wishes to avoid bias. ↵
	Kaplan (1991) criticizes critical thinking for not encouraging students to go on to ask about the forces which have shaped the views of those we convict of being illogical. This is false. Consider the following from a primer on critical thinking: It is perfectly legitimate, at least from the standpoint of sound thinking, to raise and to pursue questions about interests and motivations. In particular it is innocuous, and it can be illuminating, to do this when the original issues of truth and validity have been settled... Yet it will not do — notwithstanding that it is all too often done — to offer more or less speculative answers to such consequential questions as a substitute for, rather than as a supplement to, the direct examination of whatever were the prior issues. (Flew 1975, 63)
 
 To apply this point to the present case, having shown that Kaplan's (1991) argument is faulty, we could now go on to ask about the forces and motives which lie behind her work. That, however, is not germane to our concerns here. ↵
	Even here, of course, it is easy to forget that people may have had at some point in their lives experiences remarkably similar to those normally associated with other groups (at Hare 1979). Hare's point is that, as a prisoner during the Second World War, he had worked "in conditions not at the time distinguishable from slavery" (109). ↵
	Walkling (1990) rightly condemns "a cultural solipsism which, as an explanation of the world, cannot even account for how persons are mutually intelligible across cultures" (87). ↵
	Peter McGlynn, the schoolteacher in a short story by Mulkerns (1961), was able to bring Spain alive to the students even though he had never traveled. ↵
	This is not to say that there is no sense in which we cannot imagine certain things. Feynman (1964) makes the point that "whatever we are allowed to imagine in science must be consistent with everything else we know... We can't allow ourselves to seriously imagine things which are obviously in contradiction to the known laws of nature" (20). Feynman is speaking here of what is intellectually impossible given certain assumptions. ↵
	A point made memorably by Spinoza: For no one under-estimates oneself by reason of self-hate, that is, no one under-estimates himself in so far as he imagines that he cannot do this or that. For whatever a man imagines that he cannot do, he imagines it necessarily, and by that very imagination he is so disposed that in truth he cannot do what he imagines he cannot do. (Ethics Part 3, clef. 28 trans. Andrew Boyle) ↵


	One well-known instance of this view in the literature is in Nowell-Smith (1958, 8). A similar view had appeared in The Harvard Committee (1945), in which it was held that "in literature [the student's] imagination is stirred with vivid evocations of ideals of action, passion, and thought" (60). ↵
	Whitehead (1965) gets the point right when speaking of imagination disciplined by science: "Of course it involves only one specific type of imaginative functioning which is thus strengthened, just as poetic literature strengthens another specific type... we must not conceive of the imagination as a definite faculty which is strengthened as a whole by any particular imaginative act of a specific type" (47). ↵
	Sometimes, indeed, their suggestions are imaginative by any standard. See, for example, some of the remarks of children reported by Ann Margaret Sharp in "What is a 'community of inquiry'?", in Hare and Portelli (1988). ↵
	Similar comments could be made about the teacher recognizing that students may see school itself as intimidating. ↵
	Dewey (1965) thought that the teacher "must... have that sympathetic understanding of individuals as individuals which gives him an idea of what is actually going on in the minds of those who are learning" (39). ↵
	Perhaps this negative reaction will prove less common as the philosophy for children movement convinces more and more teachers that even young children really can raise and consider serious philosophical questions (see Lipman 1988). ↵
	For an excellent discussion of the need for teachers to exercise judgment, see Anderson (2002). ↵
	It certainly reads as if it is this very intention which condemns one as unimaginative. ↵
	Eisner (1958, 179) makes the point, too, that the possession of familiar repertoires allows the teacher to notice emerging ideas in the classroom, thus permitting imaginative work. ↵
	One is put in mind of Whitehead's (1959, 37 and 96) famous definition of the teacher as "an ignorant man thinking," and also of his account of the function of the university as the imaginative acquisition of knowledge. A footnote to Aristotle perhaps? ↵
	This point is made in an amusing way by Calandra (1972, 4-6). ↵
	Nunn (1947) also reminded us that "it is fatally easy to condemn as contrary to beauty, truth or goodness what merely runs counter to our conservative prejudices" (42). ↵
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		Glossary

								

	
				 	accommodation
 	when new information causes a change or adaptation of the new information into preexisting ideas and concepts
 
 	active learning
 	an educational approach in which teachers ask students to apply classroom content during instructional activities and to reflect on the actions they have taken.
 
 	andragogy
 	the art or science of teaching adults
 
 	Aristotle
 	384–322 b.c. Greek philosopher
 
 	assimilation
 	fitting newly learned information into what they already know
 
 	B.F. Skinner
 	American psychologist, behaviorist, inventor, and social philosopher
 
 	Behaviorism
 	psychological theory that studies how people and animals learn and behave through interactions with their environment
 
 	Cognitive Integrity
 	Cognitive Integrity indicate motivation to use one's thinking skills in a fair-minded fashion.
 
 	Creative Problem Solving
 	Creative Problem Solving indicate a tendency to approach problem solving with innovative or original ideas and solutions.
 
 	Critical Pedagogy
 	an educational philosophy that uses critical theory and activist approaches to teaching and learning to challenge oppressive structures in society
 
 	Descartes
 	René 1596–1650 Latin Renatus Cartesius French mathematician and philosopher
 
 	Digital literacy
 	the ability to find, evaluate, utilize, share, and create content using information technologies and the Internet
 
 	direct needs assessment
 	A needs assessment that is accomplished through formal research that gathers data from users, specifically your target audience.
 
 	empiricism
 	the practice of relying on observation and experiment especially in the natural sciences
 
 	indirect needs assessment
 	A needs assessment that uses secondary data.
 
 	information literacy
 	the set of skills needed to find, retrieve, analyze, and use information
 
 	John Dewey
 	American philosopher, psychologist, and educational reformer. He was one of the most prominent American scholars in the first half of the twentieth century.
 
 	learning objective
 	A learning objective is a statement that captures specifically what knowledge, skills, and attitudes your learners should be able to exhibit following instruction
 
 	Learning Orientation
 	learning orientation indicate a motivation or desire to increase one's knowledge and skill base
 
 	Learning-Centered Teaching
 	a set of beliefs or a way of thinking about teaching itself with special emphasis on how we interact with our learners
 
 	Lev Vygotsky
 	Russian and Soviet psychologist, best known for his work on psychological development in children and creating the framework known as cultural-historical activity theory
 
 	Liberal Arts
 	college or university studies (such as language, philosophy, literature, and abstract science) intended to provide chiefly general knowledge and to develop general intellectual capacities (such as reason and judgment) as opposed to professional or vocational skills
 
 	LibGuide
 	A library research guide developed with the SpringShare suite of library apps. These guides are created by library faculty and staff.
 
 	Locke
 	John 1632–1704 English philosopher
 
 	Maria Montessori
 	Italian physician and educator best known for her philosophy of education and her writing on scientific pedagogy.
 
 	Mental Focus
 	mental focus indicate self-reported diligence, focus, systematicity, task-orientation, organization, and clear-headedness
 
 	metaliteracy
 	Metaliteracy is the ability to evaluate information for its bias, reliability, and credibility and apply them in the context of production and sharing of knowledge
 
 	mindfulness
 	a mental state achieved by focusing one's awareness on the present moment, while calmly acknowledging and accepting one's feelings, thoughts, and bodily sensations, used as a therapeutic technique.
 
 	needs assessment
 	systematic approach to studying the state of knowledge, ability, interest, or attitude of a defined audience or group involving a particular subject
 
 	Paolo Friere
 	Brazilian educator and philosopher who was a leading advocate of critical pedagogy
 
 	pedagogy
 	the art, science, or profession of teaching.
 
 	Piaget
 	Swiss psychologist known for his work on child development. Piaget's theory of cognitive development and epistemological view are together called genetic epistemology
 
 	Plato
 	circa 428–348(or 347) b.c. Greek philosopher
 
 	rationalism
 	a theory that reason is in itself a source of knowledge superior to and independent of sense perceptions
 
 	Social Constructivism
 	a sociological theory that states that knowledge is constructed through social interactions and that human development is socially situated
 
 	The Enlightenment
 	a movement of the 18th century that stressed the belief that science and logic give people more knowledge and understanding than tradition and religion
 
 	the Renaissance
 	the period of European history between the 14th and 17th centuries when there was a new interest in science and in ancient art and literature especially in Italy
 
 	Thorndike
 	Edward Lee 1874–1949 American psychologist
 
 	Training Needs Analysis (TNA)
 	formal process of identifying a training gap and its related training need
 
 	transliteracy
 	the ability for students to make meaning across multiple literacy platforms
 
 	visual literacy
 	the ability to make sense of a whole range of visual information
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SOURCE EVALUATION TOOL

Often we seek information that confirms our own thoughts and feelings towards a topic. This is
not research. Research and learning comes from finding sources that speak to the truth of a topic,
no matter how uncomfortable it s.

Only by keeping personal biases in check can you begin to vet information for credibility. These
steps will help you find sources that are credible and reliable in your research process.

PERSONAL STEPS

Idenlify emotions attached to topic.

JFina unbiased reference sources for proper review of topic.

Intellectual courage to seek authoritative voices on topic that may be outside of thesis.

 SOURGE STEPS

A\ uthority established. Does the author have education andl experience in that field?

urpose/Point of view of source.
Does the author have an agenda beyond education orinformation?

[P ustisher? Does the publisher have an agenda?
Lm of sources (bibliography). Is the evidence sound?.
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Below are some example objectives which include Audience, Behavior,
Condition, Degree

1. “Students will be able to apply the standard deviation rule to the special
case of distributions having a normal shape.”
2. “Given a specific case study, learners will be able to conduct at least 2

needs analysis. ¢

3. “Given a diagram of the eye, students will be able label the 9 extra-ocular
muscles and describe at least 2 of their actions.”

4. “Students will explain the social justice to ensure that adequate social

services are provided to those who need them in three paragraphs.”
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Use Existing Information to make something new
Invent, Develop, Design, Compose, Generate, Construct

Make judgments based on sound analysis
Assess, Judge, Defend, Prioritize, Critique, Recommend

Explore relationships, causes, and connections
Compare, Contrast, Categorize, Organize, Distinguish

A I Use existing knowledge in new contexts
pp y Practice, Calculate, Implement, Operate, Use, Illustrate

Grasp the meaning of something
Explain, Paraphrase, Report, Describe, Summarize

Understand

Retain and recall information
Reiterate, Memorize, Duplicate, Repeat, Identify
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noficing your breath. Let your eyelids grow heavy_ If thoughts try to
intrude, just let them come. Acknowledge them, but don't try to engage
with them. Just let them pass. Let your hands fall in your lap. Unstick

‘your tongue from the roof of your mouth and relax your jaw. Keep.

paying attention to your breath.

Stress Relief Component: MU PAWS visit w/ MU Paws info.
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Student Success Week: Practicing Mindfulness and Relieving Stress.

Monday, November 8,

Research and Mindfuiness Topic: 2021
@1am.

@4pm.

Drinko Library
Stress Relief Component: MU PAWS visit w/ MU 138
PAWS info.

Session Description: In this session, we will use brainstorming and mind mapping to
explore the variables and components of a potential research topic. We will then use
the mind map to create quality research questions. We will end the session with a visit
from MU Paws Therapy Dogs.

Lesson Plan: (45-50 minutes)

Tools: Large whiteboard, Credo Reference Database, Laptop, optional Google Doc
or Online mind mapping tool

(5 minutes): Introduction and Mindfulness Exercise
« Introduction to mindfulness (definition) and how it pertains to research
= Mindfulness happens when we simply pay attention to our thoughts and
feelings of the body and mind without judging them. There are many
benefits of practicing such a simple state of mind, from increased focus
to even alleviating feelings of anxiety and depression
 Therefore, practicing mindfuiness can actually help us by increasing
performance and helping us to avoid bumout. Mindfulness exercises
are much like stretching before the gym — they play a pretty crucial
role in preparing your mind for high-performance tasks.
« Mindfuiness exercise: Mindful Breathing
= Sit with your feet flat on the floor, spine straight. Rest your hands in your

Iap. Take a deep inhale. And now exhale. Keep breathing like this and






