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Introduction

The Design of the Book

his Handbook has a two-fold goal, and everything it contains can be seen as aiming at

one or both of these objectives: 1) to clarify the concept of critical thinking and the prin-

ciples that underlie it, and 2) to help teachers learn how to teach it. The second goal has
two forms: a) presenting general strategies which can be used at any time to foster critical think-
ing, and b) demonstrating how lesson remodelling can help bring critical thinking into the heart
of everyday classroom activities. Most sections of the book combine goals 1 and 2.

This introduction, besides explaining the structure of the Handbook as a whole, introduces the
reader to the concepts of critical thinking and education for critical thinking and makes recom-
mendations for using this handbook. In the second chapter, “Remodelling: a Foundation for Staff
Development,” we explain and justify the lesson plan remodelling approach and describe its use
in staff development. This method of infusing instruction for critical thinking is the main concern
of this book. Chapter 3, “Global Critical Thinking Strategies,” combines the objectives of clarify-
ing critical thinking and suggesting general teaching strategies. It does not directly address
remodelling. The first section explains the necessity for strong sense critical thinking across the
curriculum. The second section introduces the technique of Socratic discussion, first in general
terms, then by illustration in a transcript of a Socratic discussion. The next section briefly intro-
duces another general technique: role playing and reconstructing opposing views. The last two
sections address the importance of having students analyze their experiences, and emphasize the
role of reasoned judgment.

Chapter four, “Thinking Critically About Teaching: From Didactic to Critical Teaching” contrasts
standard approaches to education with a critical theory of education and describes some of the most
common problems we found in 6*-9* grade texts. Chapter five, “Strategies,” clarifies the idea of critical
thinking further and suggests how it can be taught by introducing and explaining the thirty-five specific
teaching strategies at the heart of our remodelling process. The next sections contain examples of our
use of the remodelling process on standard lessons, lesson fragments, and units. We introduce each
subject area with a general discussion of a critical approach to the subject and brief criticisms of texts.



Following the sample remodels in language arts, social studies, and science is a sampling of

remodels that we are beginning to collect and which, for the most part, represent teachers’ early
efforts in remodelling their lessons. These sample remodels are not divided into subject areas.

Since lesson remodelling is most effective when it is integrated into a long-term, multi-faceted,
critical thinking staff development plan, we include next a copy of one such project, “The
Greensboro Plan.” Perusal of it will suggest a variety of problems one should recognize as intrin-
sic to district-wide efforts at moving from didactic to critical modes of teaching. Following the
Greensboro Plan is a compilation of teacher statements of “What Critical Thinking Means to Me.”
These statements demonstrate the room there is in critical thinking for a variety of individual
articulations, all consistent with developing the “critical spirit” in instruction and learning. Next
is a list of basic critical thinking vocabulary which should help teachers to synthesize some of the
various dimensions of critical thinking into a more coherent picture. Not all of the concepts
briefly explained there will be immediately intelligible. The recognition of the usefulness of these
distinctions will emerge progressively over time as teachers become more and more familiar with
critical thinking and critical teaching.

The final major section of the handbook describes some additional resources for critical think-
ing staff development. Once again, we need to remember that a long-term evolution is necessary
to bring critical thinking successfully into the mainstream of school life. As time goes by, teach-
ers will need a variety of resources to facilitate this evolutionary process.

Our Concept of Critical Thinking

The term ‘critical,’ as we use it, does not mean thinking which is negative or finds fault, but
rather thinking which evaluates reasons and brings thought and action in line with our evalua-
tions, our best sense of what is true. The ideal of the critical thinker could be roughly expressed
in the phrase ‘reasonable person.’ Our use of the term ‘critical’ is intended to highlight the intel-
lectual autonomy of the critical thinker. That is, as a critical thinker, I do not simply accept con-
clusions (uncritically). I evaluate or critique reasons. My critique enables me to distinguish poor
from strong reasoning. To do so to the greatest extent possible, I make use of a number of identi-
fiable and learnable skills. I analyze and evaluate reasons and evidence; make assumptions
explicit and evaluate them; reject unwarranted inferences or “leaps of logic™; use the best and
most complete evidence available to me; make relevant distinctions: clarify; avoid inconsistency
and contradiction; reconcile apparent contradictions; and distinguish what I know from what I
merely suspect to be true.

The uncritical thinker, on the other hand, doesn't reflect on or evaluate reasons for a particu-
lar set of beliefs. By simply agreeing or disagreeing, the uncritical thinker accepts or rejects con-
clusions, often without understanding them, and often on the basis of egocentric attachment or
unassessed desire. Lacking skills to analyze and evaluate, this person allows irrelevant reasons
to influence conclusions; doesn't notice assumptions, and therefore fails to evaluate them;
accepts any inference that “sounds good”; is unconcerned with the strength and completeness of
evidence; can't sort out ideas, confuses different concepts, is an unclear thinker; is oblivious to
contradictions; feels certain, even when not in a position to know. The classic uncritical thinker
says, “I've made up my mind! Don't confuse me with facts.” Yet, critical thinking is more than
evaluation of simple lines of thought.



As 1 evaluate beliefs by evaluating the evidence or reasoning that supports them (that is, the
“arguments” for them), I notice certain things. I learn that sometimes I must go beyond evaluat-

ing small lines of reasoning. To understand an issue, I may have to think about it for a long time,
weigh many reasons, and clarify basic ideas. I see that evaluating a particular line of thought
often forces me to re-evaluate another. A conclusion about one case forces me to come to a cer-
tain conclusion about another. I find that often my evaluation of someone’s thinking turns on the
meaning of a concept, which I must clarify. Such clarification affects my understanding of other
issues. I notice previously hidden relationships between beliefs about different issues. I see that
some beliefs and ideas are more fundamental than others. In short, I must orchestrate the skills
I have learned into a longer series of moves. As I strive for consistency and understanding, I dis-
cover opposing sets of basic assumptions which underlie those conclusions. I find that, to make
my beliefs reasonable, I must evaluate, not individual beliefs but, rather, large sets of beliefs.
Analysis of an issue requires more work, a more extended process, than that required for a short
line of reasoning. 1 must learn to use my skills, not in separate little moves but together, coordi-
nated into a long sequence of thought.

Sometimes, two apparently equally strong arguments or lines of reasoning about the same
issue come to contradictory conclusions. That is, when I listen to one side, the case seems
strong. Yet when 1 listen to the other side, that case seems equally strong. Since they contradict
each other, they cannot both be right. Sometimes it seems that the two sides are talking about
different situations or speaking different languages, even living in different “worlds.” I find that
the skills which enable me to evaluate a short bit of reasoning do not offer much help here.

Suppose I decide to question two people who hold contradictory conclusions on an issue. They
may use concepts or terms differently, disagree about what terms apply to what situations and
what inferences can then be made, or state the issue differently. I may find that the differences
in their conclusions rest, not so much on a particular piece of evidence or on one inference, as
much as on vastly different perspectives, different ways of seeing the world, or different concep-
tions of such basic ideas as, say, human nature. As their conclusions arise from different per-
spectives, each, to the other, seems deluded, prejudiced, or naive. How am I to decide who is
right? My evaluations of their inferences, uses of terms, evidence, etc., also depend on perspec-
tive. In a sense, I discover that I have a perspective.

I could simply agree with the one whose overall perspective is most like my own. But how do I
know I'm right? If I'm sincerely interested in evaluating beliefs, should I not also consider things
from other perspectives?

As I reflect on this discovery, I may also realize that my perspective has changed. Perhaps I
recall learning a new idea or even a system of thought that changed the way I see myself and the
world around me in fundamental ways, which even changed my life. I remember how pervasive
this change was — I began to interpret a whole range of situations differently, continually used a
new idea, concept or phrase, paid attention to previously ignored facts. I realize that I now have a
new choice regarding the issue under scrutiny.

I could simply accept the view that most closely resembles my own. But, thinking further, I
realize that I cannot reasonably reject the other perspective unless I understand it. To do so
would be to say, “I don’t know what you think, but, whatever it is, it's false.” The other perspec-
tive, however strange it seems to me now, may have something both important and true, which 1
have overlooked and without which my understanding is incomplete. Thinking along these lines,
I open my mind to the possibility of change of perspective. I make sure that I don't subtly ignore
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or dismiss these new ideas; I realize I can make my point of view richer, so it encompasses more.
As I think within another perspective, I begin to see ways in which it is right. It points out com-

plicating factors I had previously ignored; makes useful distinctions I had missed; offers plausi-
ble interpretations of events I had never considered; and so on. I become able to move between
various perspectives, hence freed from the limitations of my own thought.

One of the most important stages in my development as a thinker, then, is a clear recognition
that I have a perspective, one that I must work on and change as I learn and grow. To do this, I
can’t be inflexibly attached to any particular beliefs. I strive for a consistent “big picture.” 1
approach other perspectives differently. I ask how I can reconcile the points of view. I see varia-
tions between similar but different perspectives. I use principles and insights flexibly and do not
approach analysis as a mechanical, “step one, step two” process. I pursue new ideas in depth,
trying to understand the perspectives from which they come. I am willing to say, “This view
sounds new and different; I don't yet understand it. There's more to this idea than I realized: I
can’t just dismiss it.”

Or, looked at another way, suppose I'm rethinking my stand on an issue. I re-examine my evi-
dence. Yet, I cannot evaluate my evidence for its completeness, unless I consider evidence cited
by those who disagree with me. I find I can discover my basic assumptions by considering alter-
native assumptions, alternative perspectives. I use fairmindedness to clarify, enhance, and
improve my perspective.

A narrowminded critical thinker, lacking this insight, says, not, “This is how I see it,” but, “This
is how it is.” While working on pieces of reasoning, separate arguments, and individual beliefs, this
person tends to overlook the development of perspective as such. Such thinking consists of sepa-
rate or fragmented ideas and the examination of beliefs one at a time without appreciation for con-
nections between them. While conscious and reflective about particular conclusions, this type of
thinker is unreflective about his or her own point of view, how it affects his or her evaluations of
reasoning, and how it is limited. When confronted with alternative perspectives or points of view,
this person assesses them by their degree of agreement with his or her own view and lumps
together similar, though different, perspectives. Such an individual is given to sweeping accep-
tance or sweeping rejection of points of view and is tyrannized by the words he or she uses. Rather
than trying to understand why others think as they do, he or she dismisses new ideas, assuming
the objectivity and correctness of his or her own beliefs and responses.

As I strive to think fairmindedly, I discover resistance to questioning my beliefs and consider-
ing those of others. I find a conflict between my desire to be fairminded and my desire to be right.
I realize that without directly addressing the obstacles to critical thought, I tend to seek its
appearance rather than its reality, that I tend to accept rhetoric rather than fact, that without
noticing it, I hide my own hypocrisy, even from myself.

By contrast, the critical thinker who lacks this insight, though a good arguer, is not a truly
reasonable person. Giving good-sounding reasons, this person can find and explain flaws in
opposing views and has well-thought-out ideas but never subjects his or her own ideas to scruti-
ny. Though giving lip service to fairmindedness and describing views opposed to his or her own,
this thinker doesn't truly understand or seriously consider them. One who often uses reasoning
to get his or her way, cover up hidden motives, or make others look stupid or deluded is merely
using skills to reinforce his or her own views and desires, without subjecting them to scrutiny.

To sum up, the kind of critical thinker we want to foster contrasts with at least two other
kinds of thinkers. The first kind has few intellectual skills of any kind and tends to be naive, eas-

4



ily manipulated and controlled, and so easily defeated or taken in. The second has skills, but

only of a restricted type, which enable pursuit of narrow, selfish interests and effective manipula-
tion of the naive and unsuspecting. The first we call ‘uncritical thinkers’ and the second ‘weak
sense,’ or selfish, critical thinkers. What we aim at, therefore, are “strong sense” critical thinkers,
those who use their skills in the service of sincere, fairminded understanding and evaluation of
their beliefs.

Critical Thinking and Education

The foundation for fairminded, as against self-serving, critical thinking is laid in the early
years of one's life. The same is true of uncritical thought. We can raise children from the earliest
years to passively accept authority figures and symbols. We can systematically manipulate and
inculcate children so they are apt to become adults highly susceptible to manipulation.

Or we can foster the development of intellectual skills while ignoring the ultimate use to which
the learner puts them. We can ignore the problems of egocentrism, the natural tendencies of the
mind toward self-deception and ego-justification. We can assume that students will use those
skills fairmindedly. In this case we ignore the problem of integrating cognitive and affective life.
And so we make it likely that our more successful students will become intelligent manipulators
rather than fairminded thinkers. They will gain intellectual empowerment at the expense of a
selfish use of that power to further egocentric ends.

But there is a legitimate third option on which we should focus our efforts: fostering the devel-
opment of intellectual skills in the context of rational dispositions and higher critical thinking val-
ues. We can emphasize the intimate interplay of thought and feeling, not set them off as separate
or oppositional. We can recognize the existence of both rational and irrational passions and cogni-
tions. We can accentuate the insight that only through the development of rational passions or
intellectual virtues can we prevent our intelligence from becoming the tool of egocentric emotions.

The earlier we lay the foundation for intellectual fairness, the better our chance for success. If
we want children to develop into adults with a passion for clarity, accuracy, and fairmindedness,
a fervor for exploring the deepest issues, a propensity for listening sympathetically to opposition
points of view; if we want children to develop into adults with a drive to seek out evidence, with
an aversion to contradiction, sloppy thinking, and inconsistent applications of standards; then

" we had better pay close attention to the affective dimension of their lives from the beginning. We
had better recognize the need to unite cognitive and affective goals.

The highest development of intelligence and conscience creates a natural marriage between the
two. Each is distinctly limited without the other. Each requires special attention in the light of
the other.

In this workbook, we provide something more than a set of remodelled lessons which accentu-
ate needed intellectual skills. We have tried to keep in mind our vision of the conscientious,
fairminded, critical person. Many of the strategies for remodel that we use explicitly call for a
blending of the skills of critical thinking with the dispositions or intellectual virtues that foster
critical thinking values. All of the strategies have been used with this overall end in mind.

The remodel strategies should be viewed, therefore, not as isolated intellectual activities, but
as insight builders that mutually support each other and work toward a unified end. Wherever
possible there is a cognitive/affective integration.



How To Use This Book

You may choose to read this book as you would any other book, but if you do, you will proba-
bly miss a good deal of the benefit that can be derived from it. There are no algorithms or recipes
for understanding or teaching critical thinking. Although we separate aspects of critical thinking,
the global concept is behind each aspect, and each aspect relates to it and the others. Thus, to
develop critical thought, one must continually move back and forth between the global ideal of
the rational and fairminded thinker and the details describing what such a thinker does.
Similarly, although we separate the aspects of staff development for integrating critical thinking
into the curriculum (understanding the concept, critiquing present practice, formulating remod-
els), teachers must continually move back and forth between these activities.

If you are a 6*-9* grade teacher and you want to improve your ability to teach for critical
thinking, this book can help you develop the ability to remodel your own lesson plans. Your own
teaching strategies will progressively increase as your repertoire of critical thinking strategies
grows. As you begin, try to develop a baseline sense of your present understanding of critical
thinking and of your ability to critique and redesign lesson plans. The critiques and remodels
that follow, and the principles and strategies that precede them, may provide an immediate cata-
lyst for you to take your lesson plans and redesign them. But the longer critiques and remodels
here might seem intimidating. Some of the strategies may seem unclear or confusing, and you
may bog down as soon as you attempt to redesign your own lessons keep in mind that in some of
our remodels, we put as many ideas as we could, in order to provide as many examples and vari-
eties of applications as possible. Thus, some of the remodelled plans are longer and more elabo-
rate than you might initially be willing to produce or teach.

We therefore suggest alternative approaches and ways of conceiving the process:

¢ Read through the strategies and a couple of remodels, then write critiques and remodels of
your own. After you have attempted a critique and remodel, read our critique and remodel of a
similar lesson. By using this procedure, you will soon get a sense of the difficulties in the cri-
tique-remodel process. You will also have initiated the process of developing your own skills in
this important activity.

* Another way of testing your understanding of the critical insights is to read the principle sec-
tion of a strategy, and write your own application section.

* You could review a remodel of ours and find places where strategies were used but not cited
and places where particular moves could be characterized by more than one strategy. '
* You may want to take several strategies and write a passage about their interrelationships.

* Or you might take a subject or topic and list significant questions about it. Share and dis-
cuss your lists with colleagues.

* If, when reviewing a remodel, you find a particular strategy confusing, review the principle
and application in the strategy chapter. If, when reading the strategy chapter, you feel confused,
review the critiques and remodels of the lessons listed below it. If you are still confused, do not
use the strategy. Review it periodically until it becomes clear.

* When remodelling your own lessons, you will probably find that sometimes you can make
more drastic changes, or even completely rewrite a lesson, while at others you may make only
minor adjustments. Some of your remodels may make use of many strategies, say, two or more
affective strategies, and a macro-ability requiring coordinated use of several micro- skills. For
other remodels, you may use only one strategy. It is better to use one clearly understood strategy
than to attempt to use more than you clearly understand.
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* You may want to begin remodelling by using only one or two strategies clearest to you. After

remodelling some lessons, you will likely find ourself spontaneously using those strategies. You
could then reread the strategy chapter and begin infusing a couple of additional strategies with
which you feel comfortable. Thus, as the number of strategies you regularly use grows, your
teaching can evolve at the pace most comfortable to you.

e If students don't grasp a critical idea or skill when you introduce it, don't give up. Critical
insight must be developed over time. For instance, suppose the first attempt to get students to
fairmindedly consider each others' views fails. It is likely that students are not in the habit of
seriously considering each other’s positions, and hence may not listen carefully to each other. If
you make restating opposing views a routine part of discussion, students will eventually learn to
prepare themselves by listening more carefully.

¢ Although the main function of this book is to help you remodel your lesson plans, we have
not restricted our suggestions to the remodelling process. We strongly urge you to apply the
insights embedded in the strategies to all aspects of classroom experience (including discussions,
conflicts, and untraditional lessons — for instance, movies.) You may also use our remodels, or
sections of them. Though many of our lessons are too long for one class period, we did not sug-
gest where to break them up. Nor did we provide follow-up questions. If you decide to experiment
with any of our remodels, you will probably have to remodel them somewhat to take your own
students and text into account.

e We urge you to apply your growing critical insight to the task of analyzing and clarifying your
concept of education and the educated person. Of each subject you teach, ask yourself what is
most basic and crucial for an educated person to know or to be able to do. Highlight those
aspects and teach them in a way that most fosters in-depth and useful understanding.

¢ Texts often have the same features — whether problems or opportunities for critical thought
— occurring over and over again. Hence, remodelling a couple of lessons from a text can give you
a basic structure to use many times over the course of the year.

¢ When comparing your work to ours, keep in mind that this is a flexible process; our remodel is
not the only right one. Any changes which promote fairminded critical thought are improvements.

However you use what follows in this book, your understanding of the insights behind the
strategies will determine the effectiveness of the remodels. Despite the detail with which we have
delineated the strategies, they should not be translated into mechanistic, step-by-step proce-
dures. Keep the goal of the well-educated, fairminded critical thinker continually in mind.
Thinking critically involves insightful critical judgments at each step along the way. It is never
done by recipe.



Diagram 1

Three Modes of Mental Organization

(expressed in exclusive categories for purposes of theoretical clarity)

The Uncritical The Self-Serving Critical The Fairminded Critical
Person Person Person
(weak sense) (strong sense)
| 1
Non-Culpable  Culpable Non-Culpable  Culpable
admitting to a range of admitting to a range of
sophistication developmental levels

from childlike, awkward

rationalizations to highly from the fairmindedness that
sophisticated, creative, and a child is able to exercise to

intellectually resourceful that of the most profound
egocentric and sociocentric thinkers

rationalizations
critical thinking skills critical thinking skills
internalized in the service internalized in the service of
of one’s vested interests and balanced truth, rationality,
desires autonomy, and self insight
Note

Children enter school as fundamentally non-culpable, uncritical and self-serving thinkers. The
educational task is to help them to become, as soon as possible and as fully as possible, responsible,
fairminded, critical thinkers, empowered by intellectual skills and rational passions. Most people
are some combination of the above three types; the proportions are the significant determinant of
which of the three characterizations is most appropriate. For example, it is a common pattern for
people to be capable of fairminded critical thought only when their vested interests or ego-
attachments are not involved, hence the legal practice of excluding judges or Jjury members who can
be shown to have such interests.




Diagram 2

Critical Thinking Lesson Plan Remodelling

An original lesson ) into a
g1 is transformed

plan or a standard —_ via critique | ___—»{ remodelled
approach lesson plan

Y

based on integrating one or more
critical thinking strategies

A

Y

derived from critical thinking
principles which reinforce

A

Y

a unified concept of critical
thinking




Diagram 3

The Perfections and Imperfections of Thought

clarity Vs unclarity
precision Vs imprecision
specificity ) vagueness
accuracy Vs inaccuracy
relevance Vs irrelevance
consistency Vs inconsistency
logical \E illogical

depth Vs superficiality
completeness VS incompleteness
significance Vs triviality
adequacy (for purpose) Vs inadequacy
fairness Vs bias or one-sidedness
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Remodelling: A
Foundation For Staff
Development

he basic idea behind lesson plan remodelling as a strategy for staff development in criti-

cal thinking is simple. Every practicing teacher works daily with lesson plans of one kind

or another. To remodel lesson plans is to critique one or more lesson plans and formu-
late one or more new lesson plans based on that critical process. It is well done when the remod-
eller understands the strategies and principles used in producing the critique and remodel, when
the strategies are well-thought-out, when the remodel clearly follows from the critique, and when
the remodel teaches critical thought better than the original. The idea behind our particular
approach to staff development of lesson plan remodelling is also simple. A group of teachers or a
staff development leader who has a reasonable number of exemplary remodels with accompany-
ing explanatory principles can design practice sessions that enable teachers to begin to develop
new teaching skills as a result of experience in lesson remodelling.

When teachers are provided with clearly contrasting “befores” and “afters,” lucid and specific
critiques, a set of principles clearly explained and illustrated, and a coherent unifying concept,
they can increase their own skills in this process. One learns how to remodel lesson plans to
incorporate critical thinking only through practice. The more one does it the better one gets,
especially when one has examples of the process to serve as models.

Of course, a lesson remodelling strategy for critical thinking in-service is not tied to any partic-
ular handbook of examples, but it is easy to indicate the advantages of having such a handbook,
assuming it is well-executed. Some teachers do not have a clear concept of critical thinking.
Some think of it as negative, judgmental thinking, which is a stereotype. Some have only vague
notions, such as “good thinking,” or “logical thinking,” with little sense of how such ideals are
achieved. Others think of it simply in terms of a laundry list of atomistic skills and so lack a clear
sense of how these skills need to be orchestrated or integrated, or of how they can be misused.
Rarely do teachers have a clear sense of the relationship between the component micro-skills, the
basic, general concept of critical thinking, and the obstacles to using it fully.
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It is theoretically possible but, practically speaking, unlikely that teachers will sort this out for
themselves as a task in abstract theorizing. In the first place, most teachers have very little

patience with abstract theory and little experience in developing it. In the second place, few
school districts could give them the time to take on this task, even if they were qualified and
motivated enough themselves. But getting the basic concept sorted out is not the only problem.
There is also the problem of translating that concept into “principles,” linking the “principles” to
applications, and implementing them in specific lessons.

On the other hand, if we simply present teachers with prepackaged finished lesson plans
designed by the critical thinking of someone else, by a process unclear to them, then we have lost
a major opportunity for the teachers to develop their own critical thinking skills, insights, and
motivations. Furthermore, teachers who cannot use basic critical thinking principles to critique
and remodel some of their own lesson plans probably won't be able to implement someone else’s
effectively. Providing teachers with the scaffolding for carrying out the process for themselves and
examples of its use opens the door for continuing development of critical thinking skills and
insights. It begins a process which gives the teacher more and more expertise and more and
more success in critiquing and remodelling the day-to-day practice of teaching.

Lesson plan remodelling can become a powerful tool in critical thinking staff development for
other reasons as well. It is action-oriented and puts an immediate emphasis on close examina-
tion and critical assessment of what is taught on a day-to-day basis. It makes the problem of
critical thinking infusion more manageable by paring it down to the critique of particular lesson
plans and the progressive infusion of particular principles. It is developmental in that, over time,
more and more lesson plans are remodelled, and what has been remodelled can be remodelled
again; more strategies can be systematically infused as they become clear to the teacher. It pro-
vides a means of cooperative learning for teachers. Its results can be collected and shared, both
at the site and district levels, so that teachers can learn from and be encouraged by what other
teachers do. The dissemination of plausible remodels provides recognition for motivated teachers.
It forges a unity between staff development, curriculum development, and student development.
It avoids recipe solutions to critical thinking instruction. And, finally, properly conceptualized
and implemented, it unites cognitive and affective goals and integrates the curriculum.

Of course, it is no panacea. It will not work for those who are deeply complacent or cynical or
for those who do not put a high value on students’ learning to think for themselves. It will not
work for those who have a low command of critical thinking skills coupled with low self-esteem. It
will not work for those who are “burned out” or have given up on change. Finally, it will not work
for those who want a quick and easy solution based on recipes and formulas. It is a long-term
solution that transforms teaching by degrees as the critical thinking insights and skills of the
teachers develop and mature. If teachers can develop the art of critiquing the lesson plans they
use and learn how to use that critique to remodel those lesson plans more and more effectively,
they will progressively 1) refine and develop their own critical thinking skills and insights, 2) re-
shape the actual or “living” curriculum (what is in fact taught), and 3) develop their teaching
skills. (See diagram #2.)

The approach to lesson remodelling developed by the Center for Critical Thinking and Moral
Critique is based on the publication of handbooks, such as this one, which illustrate the
remodelling process, unifying well-thought-out critical thinking theory with practical applica-
tion. The goal is to explain critical thinking by translating general theory into specific teaching
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strategies. The strategies are multiple, allowing teachers to infuse more strategies as they clar-
ify more dimensions of critical thought. This is especially important since the skill at and

insight into critical thought vary.

This approach, it should be noted, respects the autonomy and professionality of teachers. They
choose which strategies to use in a particular situation, and control the rate and style of integra-
tion. It is a flexible approach, maximizing the creativity and insight of the teacher. The teacher
can apply the strategies to any kind of material: text lesson, lessons or units the teacher has cre-
ated, discussion outside of formal lessons, discussion of movies, etc.

In teaching for critical thinking in the strong sense, we are committed to teaching in such a way
that children, as soon and as completely as possible, learn to become responsible for their own
thinking. This requires that they learn how to take command of their thinking, which in turn
requires that they learn how to notice and think about their own thinking, as well as the thinking of
others. Consequently, we teach so as to help children to talk about their thinking in order to be
mindful and directive in it. We want them to study their own minds and how they operate. We want
them to gain tools by which they can probe deeply into and take command of their own mental pro-
cesses. Finally, we want them to gain this mentally skilled self-control with a view to becoming
more honest with themselves and more fair to others, not only to “do better” in school. We want
them to develop mental skills and processes in an ethically responsible context. This is not a “good-
boy/bad-boy” approach to thinking, for people must think their own way to the ethical insights that
underlie becoming fairminded. We are careful not to judge the content of the student’s thinking.
Rather, we facilitate a process whereby the student's own insights can be developed.

The global objectives of critical thinking-based instruction are intimately linked to specific
objectives. It is precisely because we want students to learn how to think for themselves in an eth-
ically responsible way that we use the strategies we do; why we help them to gain insight into their
tendency to think in narrowly self-serving ways (egocentricity); why we stimulate them to
empathize with the perspectives of others; to suspend or withhold judgment when they do not
have the evidence to justify making a judgment; to clarify issues and concepts, to evaluate
sources, solutions, and actions; to notice when they make assumptions, how they make inferences
and where they use, or ought to use, evidence; to consider the implications of their ideas; to iden-
tify the possible contradictions or inconsistencies in their thinking; to consider the qualifications
or lack of qualifications in their generalizations; and why we do all of these things in encouraging,
supportive, non-judgmental ways. The same principles of education hold for staff developfnent.

To help teachers generalize from specific remodelling moves, and so facilitate their grasp of
strong sense critical thinking and how it can be taught, we have devised a list of teaching strate-
gies. Each strategy highlights an aspect of critical thought. Each use illustrates how that aspect
can be encouraged in students. In the chapter, “Strategies,” we explain the thirty-five strategies
illustrated in the remodels. Each is linked to the idea of strong sense critical thinking, in the
“principle.” And for each we explain some ways the aspect of critical thought can be encouraged,
in the “application.” When a strategy is used in a remodel, we have drawn attention to it by
putting its strategy symbol in the remodel, e.g., “S-13."

To make the list more manageable, we have divided the strategies into three types: those which
emphasize the affective side of critical thought, Affective Strategies, promoting intellectual
virtues, empathy, and understanding of obstacles to critical thought; those which generally
require extended use of cognitive skills, Cognitive-Macro-abilities, emphasizing extended explo-
ration of ideas, perspectives, and basic issues; and those which highlight a specific, usually brief,
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critical move, Cognitive-Micro-skills. These divisions are not absolute, however. Critical thought
requires integration of the affective and cognitive dimensions of thinking. Macro-abilities usually
require use of micro-skills. And micro-skills are pointless unless used to some end.

Strategies for Infusing Critical Thinking

Let us now consider how we can incorporate these general understandings into in-service
design. There are five basic goals or tasks teachers need to aim for to learn the art of lesson
remodelling. Each can be the focus of some stage of in-service activity:

1) Clarifying the global concept — How is the fairminded critical thinker unlike the self-serv-
ing critical thinker and the uncritical thinker? What is it to think critically?

2) Understanding component teacher strategies that parallel the component critical think-
ing values, processes, and skills — What are the basic values that (strong sense) critical thinking
presupposes? What are the micro-skills of critical thinking? What are the macro-processes?
What do critical thinkers do? Why? What do they avoid doing? Why?

3) Seeing a variety of ways in which the various component strategies can be used in
classroom settings — When can each aspect of critical thought be fostered? When are they most
needed? What contexts most require each dimension? What questions or activities foster it?

4) Getting experience in lesson plan critique — What are the strengths and weaknesses of
this lesson? What critical principles, concepts, or strategies apply to it? What important con-
cepts, insights, and issues underlie this lesson? Are they adequately emphasized and explained?
Of what use will the well-educated person make of this material? Will that usefulness be appar-
ent to the students?

5) Getting experience in lesson plan remodelling — How can I take full advantage of the
strengths of this lesson? How can this material best be used to foster critical insights? Which
questions or activities should I drop, use, alter or expand upon? What should I add to it? How
can I best promote genuine and deep understanding of this material?

Let us emphasize at the outset that these goals or understandings are interrelated and that the
achievement of any or all of them is a matter of degree. We therefore warn against trying to achieve
“complete” understanding of any one of these in some absolute sense, before proceeding to the
others. Furthermore, we emphasize that understanding in each case should be viewed practically
or pragmatically. One does not learn about what critical thinking is by memorizing a definition or
a set of distinctions. The teacher's mind must be actively engaged at each point in the process —
concepts, principles, applications, critiques, and remodels. At all of these levels, “hands-on” activi-
ties should immediately follow any introduction of explanatory or illustrative material. If, for exam-
ple, teachers are shown a handbook formulation of one of the principles, they should then have an
opportunity to brainstorm applications of the principle, or an opportunity to try out their own for-
mulations of another principle. When they are shown the critique of one lesson plan, they should
be given an opportunity to remodel it or critique another. If they are shown a complete remodel —
original lesson plan, critique, and remodel — they should be given an opportunity to do a full cri-
tique of their own, individually or in groups. This back-and-forth movement between example and
practice should characterize the staff development process overall. These practice sessions should
not be rushed, and the products of that practice should be collected and shared in some form with
the group as a whole. Teachers need to see that they are fruitfully engaged in this process; dis-
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semination of the products of the process demonstrates this fruitfulness. Of course, it ought to be
a common understanding of staff development participants that initial practice is not the same as
final product, that what is remodelled today by critical thought can be re-remodelled tomorrow
and improved progressively thereafter as experience, skills, and insights grow.

Teachers should be asked early on to formulate what critical thinking means to them. You can
examine some teacher formulations in the section “What Critical Thinking Means to Me.”

However, be careful not to spend too much time on the general formulations of what critical
thinking is before moving to the level of particular principles and strategies. The reason for this is
simple. People tend to have trouble assimilating general concepts unless they are clarified
through concrete examples. Furthermore, we want teachers to develop an operational view of crit-
ical thinking, to understand it as particular intellectual behaviors derivative of basic insights,
commitments, and principles. Critical thinking is not a set of high-sounding platitudes, but a
very real and practical way to think things out and to act upon that thought. Therefore, we want
teachers to make realistic translations from the general to the specific as soon as possible, and
periodically revise their formulations of the global concept in light of their work on the details.
Aim at a process whereby teachers move back and forth from general formulations of what criti-
cal thinking means to them to specific strategies in specific lessons. We want teachers to see how
acceptance of the general concept of critical thinking translates into clear and practical critical
thinking teaching and learning strategies, and use those strategies to help students develop into
rational and fair thinkers.

For this reason, all the various strategies explained in the handbook are couched in terms of
behaviors. The principles express and describe a variety of behaviors of the “ideal” critical
thinker; they become applications to lessons when teachers canvass their lesson plans to find
appropriate places where those behaviors can be fostered. The practice we recommend helps
guard against teachers using these strategies as recipes or formulas, since in each case good
judgment is required in the application process.

Some Staff Development Design Possibilities

1) Clarifying the global concept

After a brief exposition or explanation of the global concept of critical thinking, teachers
might be asked to reflect individually (for, say, 10 minutes) on people they have known
who are basically uncritical thinkers, those who are basically selfish critical thinkers, and
those who are basically fairminded critical thinkers. After they have had time to think up
meaningful personal examples, divide them up into groups of twos to share and discuss
their reflections with another teacher.

An alternative focus might be to have them think of dimensions of their own lives in
which they are most uncritical, selfishly critical, and fairminded.

2) Understanding component teaching strategies that parallel the component critical
thinking values, processes, and skills

Each teacher could be asked to choose one of the strategies to read and think about for
approximately 10 minutes. Their task following this period is to explain the strategy to
another teacher, without reading from the handbook. The role of the other teacher is to ask
questions about the strategy. Once one has finished explaining his or her strategy, they trade
roles. Following this, pairs could link up with other pairs and explain their strategies to each
other. At the end, each teacher should have a basic understanding of four strategies.
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3) Seeing a variety of ways in which the various component strategies can be used in
classroom settings
Teachers could be asked to reflect for about 10 minutes on how the strategies that they
choose might be used in a number of classroom activities or assignments. Following this,
they could share their examples with other teachers.

4) Getting experience in lesson plan critique

Teachers can be asked to bring one lesson, activity, or assignment to the inservice ses-
sion. This lesson, or one provided by the inservice leader, can be used to practice critique.
Critiques can then be shared, evaluated, and improved.

5) Getting experience in lesson plan remodelling
Teachers can then remodel the lessons which they have critiqued and share, evaluate,
and improve the results.

* Copy a remodel, eliminating strategy references. Groups of teachers could mark strategies on
it, share, discuss, and defend their versions, etc. Remember, ours is not “the right answer.” In
cases where participants disagree with, or don’t understand why we cited the strategies we did,
they could try to figure out why we cited those strategies.

* Over the course of a year, the whole group can work on at least one remodel for each participant.

¢ Participants could each choose several strategies and explain their interrelationships, men-
tion cases in which they are equivalent, or when one could be used as part of another, etc.

The processes we have described thus far presupposes motivation on the part of the teacher to
implement changes. Unfortunately, we cannot presuppose this motivation. We must address it
directly. This can be done by focusing attention on the insights that underlie the strategies in
each case. We need to foster discussion of them so that it becomes clear to teachers not only
that critical thinking requires this or that kind of activity but why, that is, what desirable conse-
quences it brings about. If, for example, teachers do not see why thinking for themselves is of
high importance for the well-being and success of their students, they will not take the trouble to
implement activities that foster it, even if they know what these activities are.

To meet this motivational need, we have formulated “principles” so as to suggest important
insights. For example, consider the brief introduction which is provided in the strategy chapter
for the strategy “exercising fairmindedness™:

Principle: To think critically about issues, we must be able to consider the strengths and
weaknesses of opposing points of view; to imaginatively put ourselves in the place
of others in order to genuinely understand them; to overcome our egocentric ten-
dency to identify truth with our immediate perceptions or long-standing thought or
belief. This trait correlates with the ability to reconstruct accurately the viewpoints
and reasoning of others and to reason from premises, assumptions, and ideas
other than our own. This trait also correlates with the willingness to remember
occasions when we were wrong in the past despite an intense conviction that we
were right, as well as the ability to imagine our being similarly deceived in a case at
hand. Critical thinkers realize the unfairness of judging unfamiliar ideas until they
fully understand them.

The world consists of many societies and peoples with many different points of
view and ways of thinking. In order to develop as reasonable persons we need to
enter into and think within the frameworks and ideas of different peoples and soci-
eties. We cannot truly understand the world if we think about it only from one view-
point, as Americans, as Italians, or as Russians.
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Furthermore, critical thinkers recognize that their behavior affects others, and
so consider their behavior from the perspective of those others.

If teachers reflect on this principle in the light of their own experience, they should be able to
come up with their own reasons why fairmindedness is important. They might reflect upon the
personal problems and frustrations they faced when others — spouses or friends, for example —
did not or would not empathically enter their point of view. Or they might reflect on their frustra-
tion as children when their parents, siblings, or schoolmates did not take their point of view seri-
ously. Through examples of this sort, constructed by the teachers themselves, insight into the
need for an intellectual sense of justice can be developed.

Once the insight is in place, we are ready to put the emphasis on discussing the variety of ways
that students can practice thinking fairmindedly. As always, we want to be quite specific here, so
that teachers understand the kinds of behaviors they are fostering. The handbook, in each case,
provides a start in the application section following the principle. For more of our examples, one
can look up one or more remodelled lesson plans in which the strategy was used, referenced
under each. Remember, it is more important for teachers to think up their own examples and
applications than to rely on the handbook examples, which are intended as illustrative only.

Lesson plan remodelling as a strategy for staff and curriculum development is not a simple,
one-shot approach. It requires patience and commitment. But it genuinely develops the critical
thinking of teachers and puts them in a position to understand and help structure the inner
workings of the curriculum. While doing so, it builds confidence, self-respect, and professionali-
ty. With such an approach, enthusiasm for critical thinking strategies will grow over time. It is an
approach worth serious consideration as the fundamental thrust of a staff development program.
If a staff becomes proficient at critiquing and remodelling lesson plans, it can, by redirecting the
focus of its energy, critique and “remodel” any other aspect of school life and activity. In this way,
the staff can become increasingly less dependent on direction or supervision from above and
increasingly more activated by self-direction from within. Responsible, constructive critical think-
ing, developed through lesson plan remodelling, is a vehicle for this transformation.

In addition to devising in-service days that facilitate teachers developing skills in remodelling
their lessons, it is important to orchestrate a process that facilitates critical thinking infusion on a
long-term, evolutionary basis. As you consider the “big picture,” remember the following principles:

v Involve the widest possible spectrum of people in discussing, articulating, and imple-
menting the effort to infuse critical thinking. This includes teachers, administrators,
board members, and parents.

v Provide incentives to those who move forward in the implementation process. Focus
attention on those who do make special efforts. Do not embarrass or draw attention to
those who do not.

v Recognize that many small changes are often necessary before larger changes can
take place.

v Do not rush implementation. A slow but steady progress with continual monitoring and
adjusting of efforts is best. Provide for refocusing on the long-term goal and ways of mak-
ing the progress visible and explicit.

v Work continually to institutionalize the changes made as the understanding of critical
thinking grows, making sure that the goals and strategies being used are deeply embedded in
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school-wide and district-wide statements and articulations. Foster discussion on the question
of how progress in critical thinking instruction can be made permanent and continuous.

v Honor individual differences among teachers. Maximize the opportunities for teachers
to pursue critical thinking strategies in keeping with their own educational philosophy.
Enforcing conformity is incompatible with the spirit of critical thinking.

For an outstanding model of long-term critical thinking development, review “The Greensboro
Plan.”
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Global Critical
Thinking Strategies:
Beyond
Compartmentalized
Subject-Matter
Teaching

I. The Role of the Teacher

teacher committed to teaching for critical thinking must think beyond subject matter,

teaching to ends and objectives that transcend subject matter classification. To teach

for critical thinking is, first of all, to create an environment in the class and in the
school that is conducive to critical thinking. It is to help make the classroom and school environ-
ment a mini-critical society, a place where the values of critical thinking (truth, open-minded-
ness, empathy, autonomy, rationality, and self-criticism) are encouraged and rewarded. In such
an environment, students learn to believe in the power of their own minds to identify and solve
problems. They learn to believe in the efficacy of their own thinking. Thinking for themselves is
not something they fear. Authorities are not those who tell them the “right” answers, but those
who encourage and help them to figure out answers for themselves, who encourage them to dis-
cover the powerful resources of their own minds.

The teacher is much more a questioner than a preacher on this model. The teacher learns how
to ask questions that probe meanings, that request reasons and evidence, that facilitate elabora-
tion, that keep discussions from becoming confusing, that provide incentive for listening to what
others have to say, that lead to fruitful comparisons and contrasts, that highlight contradictions
and inconsistencies, and that elicit implications and consequences. Teachers committed to criti-
cal thinking realize that the primary purpose of all education is to teach students how to learn.
Since there are more details than can be taught and no way to predict which the student will
use, teachers emphasize thinking about basic issues and problems. Thus, details are learned as
a necessary part of the process of settling such questions, and so are functional and relevant.

The teacher who teaches students how to learn and think about many basic issues gives them
knowledge they can use the rest of their lives. This teacher realizes that subject matter divisions
are arbitrary and a matter of convenience; that the most important problems of everyday life
rarely fall neatly into subject matter divisions; that understanding a situation fully usually
requires a synthesis of knowledge and insight from several subjects. An in-depth understanding
of one subject requires an understanding of others. (One cannot answer questions in history, for
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example, without asking and answering related questions in psychology, sociology, etc.) Students

must discover the value of “knowledge” “evidence,” and “reasoning” by finding significant payoffs
in dealing with their everyday life problems outside of school. Recognizing the universal problems
we all face, the teacher should encourage each student to find personal solutions through self-
reflective experiences and thought processes:

Who am I? What is the world really like? What a<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>