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Teaching Critical Thinking in the Greek School:

An Infusion Program and its Effectiveness

Abstract

The school curriculum and the educationd legidation of
Greece place the devdopment of criticd thinking
anong the fird priorites of formal education. In
practice, however, teaching is based most of the time on
the mnemonic &bilities of the dudents. As a result,
schools are subjected to endless criticism and teechers
ae condantly exhorted, typicdly in the vaguest of
terms, to use teaching practices that engage the higher
cognitive abilities of ther pupils. This work describes a
program which ams to equip teachers with specific and
practicd, effective schemaa for infusng thinking into
day-to-day curriculum ectiviies The fird pat of the
work presents conceptudizations of critica thinking
and of teaching for thinking, both of which have been
used as tools for developing an infuson program later
presented to primary school teachers in an inservice
course. The second part presents the results from the
implementation of the program, which show tha the
program is both easy to use and effective in promoating
the involvement of primary school-aged children in
learning activities which engage in critica thinking.

The devdopment of criticd thinking is internationdly recognized as one of the
fundamental ams of education (Lipman, 1994; Nickerson, 1987; Siegd, 1988), a fact
that largey accounts for the spreed of the criticd thinking movement. In the Greek
school system, there has been a sustained concern with the development of pupils
critica thought, not only a the levd of naiond legidaion but dso in the prescribed
curriculum.

In particular, both Law No. 1566/85, regarding the operation of genera education,
and Presdentid Decree No. 583/8, rdating to the curriculum, include the
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development of critica thinking (CT) among the long-term ams of education. It is
a0 the case that the other long-term ams expressed in the above legidation actudly
presuppose the development of CT, snce the development of cognitive, socid, and
mora autonomy are clearly contingent upon it. This dependency was recognized by
philosophers such as Kant long before psychologists such as Kohlberg (1975; see dso
Sadler & Whinbey, 1985). In the find andyss, to safeguard the presence of CT in the
content and procedure of education is to preserve the syssem’'s evolutionary character
and to prevent its degradation into an indoctrination apparatus (Matsagouras, 1998a).

Teachers place the development of CT a the top of the pyramid of educationd ams,
an accolade that parents of primary school children apparently support (Matsagouras
& Chdmis, 1997). This of course is not to minimize the sze of the gap that exists
between educationa redity as experienced by children in the classsooms and the
theoretica hierarchies that their teachers and others congtruct (Flouris, 1997). For
some time, internationa scholars have been dressing the need for schools to make
their contribution to the developmert of CT, enumerating educationa, socid, and
economic reasons for its indispensability in the changing circumstances of our post-
modern era (Barell, 1991; Bertrand, 1992; McPeck, 1990; Nickerson, 1987; Samuels,
1994) and propounding models for its teaching and assessment (Ashman & Conway,
1997; Costa, 1991; Das, Naglieri, & Kirby, 1994; Hamers & Overtoom, 1997). These
modds differ dgnificantly in content and in their mode of integration into the school
curricullum. They reflect differing perceptions of the nature of thinking, the course of
its development, and its rdationship with knowledge. Some writers take thinking to
be highly generdized, in the sense of domain-freg; while others teke it to be largdy
domain-specific. The former kind of modd handles the teaching of CT by a sills
goproach, the latter by a content approach. Similarly, it is assumed by some
researchers that thinking is a cognitive process simpliciter, while others assume that it
includes affective and attitudind components. Modds deriving from these two
gandpoints show a predictable divergence. Those reflecting the restricted view could
be caled academic, not just in the accepted sense but perhaps aso with the hnuendo
that this word sometimes carries. Conversely, those models based on the wider view
would be clamed to be pragmatic, encompassng the vaues and atitudes which are
inescgpable in the lives of dl individuds as they make decisons in practica Stuations
and cope with the consequences (Paul, 1990). Teking this view CT cannot be
confined within the boundaries of cognition and assumes something like an existentid
character.

We take the view, in line with the dassc insdstence of Psychology, that so-cdled
processes are in principle integrated, and we take CT to be a synthess of cognitive,
metacognitive, and emotiona eements. We place the teaching of CT in the context of
familiar curricllum subjects and see it as maximizing rationdity and minimizing
indoctrination. Modds of this kind are cdled Infuson Modds, since they attempt to
water, as it were, day-to-day teaching with the cognitive and noncognitive eements of
CT. Naturdly the how of this watering or, in terms of the key metaphor of our own
modd, interweaving CT threads into the materid of cdassroom eeching, differs from
model to modd!.

The ams of the present study are: (a) in its first phase, to document the components
of the teaching praxis to determine the extent to which CT comes into play in day-to-
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day classsoom activities, (b) to evaduate a modd for teeching CT within currently
taught school subjects; and (c) to assess the results from our proposed mode’s

application.

It should be noted that the model originates in 1990 and assumed its present (and not
find) dhape by a successon of theoreticdl and practicd modifications. Its
development has been reported by the author in Greek and English-language
educationa literature (Matsagouras, 1995, 1997a, 1997b, 1988b). It has been reported
adso by other authors in connection with European programs for the teaching of CT
(Hamers & Overtoom, 1997). Its theoretical basis derives from the work of: (@)
cognitive psychologidts investigating the nature and operation of CT (Efklides, 1997,
Hapern, 1996); (b) neo-Vygotskian socio-culturd theorigts deding with conditions
for intelectud development; and (c) educators whose approach we would
characterize as one of Infuson. More detalls of dl this are presented in our ongoing
studies (Matsagouras, 1998).

An Analysis of Critical Thinking

We define CT as the cognitive-affective process which sdects and combines and
brings into play drategies, cognitive and metacognitive kills, and predigpostions by
which the individud disances himsdf/hersdf from persond beiefs and prgudices,
and is able to process the unruly mass of incoming information and can arive a well-
founded and logicd inferences and choices. This definition makes it clear that, gpart
from its cognitive dde, CT presupposes certain dtitudes and, in paticular, a
willingness to midrust and re-examine time-honored assumptions. In addition, our
definition implies the notion of a persond vaue sysem smilar to that embodied in
Dewey (1910) and reiterated by a successon of educators and philosophers (Orlich,
1990; Paul, 1990; Siegel, 1988).

Before the dements of CT can be integraied into the teaching praxis—our modd’s
dated aim—they need to be identified. We should make it clear tha what follows
does not purport to stand as a solution to the problems about the nature of CT that
have plagued psychologists and philosophers. We smply need to have something
sarviceable for our immediate purposes, and Figure 1 shows the pedagogcdly usful
elements of CT. These are (@) the three basic kinds of reasoning (inductive, deductive,
and andogical), (b) 22 basic cognitive kills, and (c) metacognition.
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METACOGNITION

BASIC COGNITIVE KILLS
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Andyzing sructurd dements Explaining
Fé Discerning relationships Predicting
A Discerning motives Hypotheszing
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Figure 1: The Framework of Critical Thinking

Our model makes use of 22 cognitive kills. These are organized into four groups: (a)
Collecting Data, (b) Organizing Data, () Andyzing the Data, and (d) Going Beyond
the Data These four categories condtitute a loose hierarchicd schema. The great
mgority of the <ills ae concened with the cognitive aspects of CT. Only
Empathizing and Evdudting, induded in the fourth category, reflect the affective sde
of CT. This should not be taken as a contradiction of what has been sad previoudy. It
is amply the case that the time scde of the present study does not permit us to address
such long-term aims of education as the development of persond vaues. The neglect,
however, is not totd. It will be seen that we have placed the teaching enterprise in the
context of cooperative smdl-group learning. This ensures that affective and persond-
vaue eements ae condantly pat of the process. In fact, according to the socio-
cultural theory of the neo-Vygotskians, such groups are not just a natura environment
for CT, but uniquely so (Adams & Hamm, 1996; Davidson & Worsham, 1992).
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An Analysis of the Teaching of Critical Thinking (CTT)

We now come to consder the structurd eements of the teaching of CT (CTT), just as
we have done for CT itsdf. We define CTT as any form of teaching which in a
Context (characterized by uncertainty, continuous examination, and communication
between mutudly-vauing participants) actively involves sudents in Processes of
working on the available information which require logica reasoning, the exercise of
cognitive skillss and which leads dudents to schematize interwoven concepts,
genadizations, and patterns of interpreting and evaduating the Content of the teaching
unit. The end result is sudents who are able to use the newly acquired knowledge
productively. This is meant to make it clear that CTT goes well beyond the leve of
providing information. It goes even beyond the inducing of new knowledge and of
drategies for criticad reflection and problem-solving. It drives to enadble students to
search not only for the reationships between dements (interpretative understanding),
but aso for the validation procedure to be gpplied to the reationships, amounting to
what has been cdled functiond underganding. This is wha is involved when the
Sudent acquires some understanding of the methodologies appropriate to particular
disciplines (i.e,, science, history, math). Moreover, if we take into account that CT in
its highet manifetations includes the dement of disancing onesdf from the other
phenomena and regading the sdf—incduding on€s own actions and
preconceptions—as an object of invedtigation, then it becomes clear that participants
in a critica thinking interaction confront themsdves as pat of the totd experience.
CTT, then, develops students capacity to engage in metacognition, which, in turn,
changes and expands ther attitudes and vaues in relation to learning and thinking.
This is indispensable for the development of individuds who charecteridticaly base
ther actionson logicd thinking.

CTT is ggnificantly different from traditional teaching, not just in its consequences
for learning, but adso in its epigemologicad assumptions. It rgects the traditiona
assumption that academic knowledge is the objective representation of redity.
Instead, it supports the view tha the content, the shape, the method of organization,
and the applications of that knowledge are contingent upon the ways of thinking
pusued by the human mind. CTT perspectives place grest importance on the
operation of reflection and on systematicaly tesching procedures for reasoning,
organizing, andlyzing, gpplying, and vaidating the materid being taught.

CTT dso diverges from traditiond teaching in its pedagogica consequences, in
particular the role assumed by the teacher, who provides students with support and
opportunities for immediate and sef-directed processng of the materiad. This, in turn,
changes the role of the student in ways that affect not just individua students but their
communities as well. The established socid hierarchy between teacher and student is
supplanted by a more democratic, egditarian, communicative ambience pari passu
with the development of critica awareness.

For the teacher to develop the appropriate attitudes, the inculcation of skills and
drategies for autonomous reflection, for making choices, for sdf-motivation, and for
communication on a basis of mutual respect becomes a sine qua non. It is these ills
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and drategies that uniquely guarantee the collaboraive qudity of CTT in the form of
dialogue and the didectica establishment of significant correspondences.

From this definition and discusson we must proceed to something more operationd.
A schematization is required which will hep teechers ensure they have the right
components adequately built into their [esson plans.

We andyze the teaching, initidly following a pattern familiar from the literature, into
Process, Content, and Context. Each of these may assume divergent forms. We would
place memory and thinking a the opposte extremes for Process; reproduction and
production at the poles of Content; and teacher-controlled and pupil-collaboretive in
the case of Context. Figure 2 presents schematicdly our modd of the basc dements
of teaching, the possble extremes of these Stuations, and the condituents of these
gtuations.
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CT in the Greek Classroom

On the bads of the cognitive categories set out in Figure 1, we condructed an
observation tool preparatory to our empirical study. With this we gathered data from
36 teaching sessons in Language, Math, and Higstory. The participants were 12
teachers of children in Grades 3, 4, 5, and 6 in Greater Athens. These teachers had
volunteered for training in CTT drategies. The schools were attended by children
from manly working-class and lower-middle class families. Our procedure during the
lesson was to note and record a (approximately) 3 s intervas which category of
cognitive skill was occurring a tha moment. The 3 s interva has been used as a unit
of andyss in studies concerning time on task and interaction anayss (Fisher, 1995;
Flanders, 1966). We aso documented whether it was the teacher or a pupil who was
demondrating the recorded <kill. These lessons were taught before the training for
which the teachers had volunteered and, as such, conditute a control. Preiminary
trids of our recording method established an inter-rater reliability of 80% and 90%.
As a rule, each kind of communication lasted long enough for the recording to
proceed satisfactorily. We saw no reason to change our use of the 3 s interval,
dthough changes could easly have been made. With as many as 22 kills to choose
from, tota condgstency was not thought to be achievable, particularly when there were
changes of spesker and changes in the content of communication. The same four
judges were involved—the author and three assstant lecturers from his department—
in this phase and in the subsequent post-training phase.

Instructing Teachersin the Use of the Proposed Model

The teachers from whose classes basdine findings were obtained had previoudy
volunteered for involvement in an intendve and time-consuming series of traning
seminars over three months.

The am of the progran was to hdp these teachers () enrich ther teaching with
high-level cognitive skills of the second, third, and fourth category; (b) organize and
express the content of ther teaching through concepts, generdizations, and schema;
and (¢) move gradudly from a directive stance to one that was participatory and
cooperative.

To this end we worked cooperatively with the 12 teachers, holding 11 two-hour
meetings over three months. In the early meetings the author gave a theoretica
introduction to the nature and importance of CT, explaning in detal what is here
outlined briefly in Figure 2. In subsequent meetings, which used a micro-teaching
format, each of the teachers was given practice in developing teaching and learning
activities based on the systematic use of the higher leve thinking skills referred to.
The practicdities for promoting these skills through wel organized drategies were
also presented to the teachers.

Examples of classoom teaching materids drawn from the Greek nationd curriculum
were presented by the author, with the teachers taking the role of students. This was
folowed by discusson and smdl-group work in which teachers collaborated in
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condructing dmilar teaching sessons and providing appropriate materids for
teaching familiar content in an unfamiliar way. Typicdly, the 12 worked in groups of
two and three, first in preparation, then in presenting materid to the larger group.
Further group discussion then took place as to how far the presentation had succeeded
in leading to the formulation of concepts generdizations, and schemata. The
development of oneline of curriculum content is presented in the Appendix.

Application of the Proposed Model in the Classroom

The Gresk naiond curriculum is contaned in a sies of lesson outlines in the
Teacher's Manud, which each teacher is obliged to follow but is completdy free to
adapt according to higher judgment. When each teacher felt ready, and had chosen
one line of content from the nationd curricullum as especidly suitable for CTT
purposes, he/she invited me as inservice course director to arrange for a lesson to be
observed. This decison was not so individua and subjective as it might sound. The
teachers had become used to working together, criticizing, and accepting criticiam.
They had built up a collective gppreciation of what was required. They had been told
that individua records of their teaching would not be presented in any form and were
gven some freedom in choosng the time for observation. However, none stood out
from the generd level of competence as especidly successful or unsuccessful. It was
cler that they were competent and that no serioudy digtorting varigble was
introduced into the experimentad design by giving them some freedom to choose their
owntime.

Each classsoom was revisted, and the observation tool was used exactly as in the pre-
traning phase. Thus we were able to compare two sets of data (control and
experimenta) from two sets of 36 lessons in Language, Math, and History, conducted
by the same teachers. During an interview, conducted immediady after the lesson,
eech teacher communicated higher ams and judified the methodologica choices
made. This materid is not presented here, but it supported the statement made above
about the teachers being judified in declaring themsdves to have assmilated the
CTT course content.

Results and Discussion

The results from the pre-training phase of the study are presented in Table 1. The
number of 3 s units that were recorded calls for an explanaion. The 40 min timetable
period theoretically provided 800 units of 36 periods (28,800). In practice the total
recorded amounted to 16,190. The reduction in communication time is attributable to
announcements, organizationd matters, reading time, and individud activities
conducted dlently. The modest amount of activity reflecting criticad thinking will not
escape the reader. Of the four main categories, memory skills were engaged in most
frequently.
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Table1
Results of pre-training phases

Pre-traning  Post-traning

A. Collecting Data

Observing 1,752 (28%) 1573
Recognizing 1,189  (19%) 902
Recalling 3,317  (53%) 1,544
Total 6,258 (100%) 4,020
B. Organizing Data

Comparing 864  (42%) 2,512
Categorizing 597  (29%) 812
Sequencing 370  (18%) 464
Hierarchical Ordering 226  (11%) 328
Total 2,057 (100%) 4,186
C. Analyzing Data

Analyzing Structural Elements 1,256  (55%) 2,721
Discerning Relationships 843 (37%) 1,912
Discerning Motives 137 (6%) 276
Distinguishing Facts/Opinions 45 (2%) 133
Totd 2,281  (100%) 5,042
D. Going Beyond the Data

Explaining 1454  (26%) 2,112
Hypothesizing 671 (12%) 813
Predicting 448 (8%) 653
Concluding 951 (17%) 1,311
Verifying 559  (10%) 724
Locating Errors/Contradictions 391 (7%) 513
Reorganizing Knowledge 336 (6%) 518
Summarizing 447 (8%) 824
Empathizing 234 (4%) 339
Evauating 103 (2%) 211
Total 5594 (100%) 8,018
Grand Total 16,190 21,266

The second class of behaviors in order of frequency of occurrence, with 5594
recorded ingtances, was Going Beyond the Data This group comprises the 10
subskills that represent the highest level of cognitive skills That this category should
have taken second place overdl is driking. Further examination of Figure 2 will
suggest the reason. Explaining has a very high incidence, and in a didactic setting it is
by explanations and requiring explanations that the teacher typicdly attempts to
promote and assess understanding.

312



We may note a this point the way in which the 3 s units are digtributed between
teachers and pupils activities. Previous studies have provided ample evidence that in
the Greek school system it is typicdly the teacher who is presenting for the mgority
of the time. Our results show the ratio to be 2:1. The congstency of this ratio in the
cae of dl the most frequently occurring skillsis striking.

Our method of data gathering alowed us to compare the way in which skills were
deployed and the time taken by them in the three curriculum aess. The most
frequently occurring sub-categories were the most frequent in each of the three. Math,
however, was somewhat out of step with History and Language in respect to a greater
incidence of Analyzing and Going Beyond the Data We may infer that this is because
Math tends to be taught more as procedura than as declarative knowledge and
involves a larger share of repsetition and practice. We aso found that the consistency
of our findings was apparent when comparisons were made between the younger and
the older children, classes of mae and femde teachers, and classes of teachers with
longer and shorter periods of time in the professon. If our sample was representative,
the traditional teaching ethos, with its dress on memory processes, was depressingly
pervasivel

The pretest-posttest data are shown graphicaly in Figure 3.

9000

afdo

EXe)

8000

7000

[ oV, La}
=

O Pretraining
O Pogt-training

Collecting Organizing Analyzing Going Beyond the
Data

Figure 3. Data collected pre- and post-intervention
It is clear that there has been a large ncrease in the totd number of 3 s units from

16,190 (pre-training) to 21,266 (post-training), a rise of 31% in the amount of
indructiond interaction.
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Even more important is the trandocation of activities from memory to thinking
proceses. Organizing, Andyzing, and Going Beyond the Daa ae dl much
increased. The difference is datidicaly dgnificant for al categories of skills. This
folows from the improvement in teaching content and context, which was very
visble In the pogt-training lessons the content was organized into means of evoking
conceptualizations, judgments, and schemata from the children. It was dso evident to
the observers that this improvement could have gone further. In terms of neo-
Vygotskian writings about cognitive apprenticeship, there was a clear presence of
“scaffolding” as wdl as of the “fading scaffolding”, which the teachers had come to
gopreciae and am for. With a longer time-scale, we would have expected to see both
an enrichment of the cognitive eements of CT and a clear presence of the affective
elements referred to in the Introduction as the spontaneity and cooperation of group
work took an even larger part.

Mention of the potentiad for improvement, however, should not be read as facile
optimism. The potential for the opposte, for reverting to the status quo ante, is red.
Our data were gathered when only a short interval had egpsed after the in-service
traning sessons. It would be ussful to think that the dements of CTT will become
dabilized with time. It is, however, idle to suppose that this will happen through a
naturd process as there are many disncentives acting to discourage teaching that
takes more time, including the gpproach we advocate. There is the force of habit, te
dtraction of easy routine, and the pathologicd anxiety to cover the sylldbus. This
sudy haes addressed one kind of feashbility and confirmed it. There are inditutiona
feashility factorsthat await serious attention.

Conclusions

This dudy shows that notwithstanding the wel-known difficulties of defining CT, it
is not intringcaly difficult to express its dructurd features in terms of a modd by
means of which it was shown:

1. That an assessment of high consstency can be made of the presence of CT in
ordinary classroom teaching.

2. That a sample of teachers, in the course of three lessons conducted by each,
were not very successful in producing CT among the children being taught.

3. That is was possible to present to these teachers, in a short insarvice course
and in a form that they understood, accepted, and professed themselves ready
to apply under observed conditions, the basicsof CTT.

4. That the teachers under these conditions showed a gtriking improvement in the
quality of their teaching judged froma CT standpoint.

Author Note

| would like to thank very much the teachers who voluntarily participated in the study
and my colleague Stewart Riding for his criticd comments, suggestions, and gylidic
corrections, which contributed significantly to the improvement of thisarticle.
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APPENDI X

[llustrative Example from the Social Studies Curriculum for Grade 4 Primary—
“Primitive and M odern People”

During a microteaching lesson, the trainer provided the sources of information by
posters depicting the life of primitive people as well as modern people. These were
carefully condgdered by the “children” (i.e, the 12 teachers being trained), who then
worked under the guidance of the “classteacher” (i.e, trainer). Through nductive and
deductive reasoning the children came to formulate concepts and generdizations
reaing to the modus vivendi of primitive people and their progression to the present
day. Primitive and modern people were examined on the bass of a close sde-by-sde
comparison, not in successon. This is a mos effective pedagogicd ploy for the
teaching of paadled concepts, not just because it ducidates smilarities and
differences, but adso because it contributes to a fuller understanding of each of the
things being compared. This had been sressed in the early sessons, dong with the
necessity of a prior andyss of the features to be compared. As shown in Figure 4,
prior andyssin this case resulted in the dimensons food, clothing, and shelter.
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DESCRIPTION OF | COMPARISON EXTENSION | INDUCTIVE EVAU
CONCEPTS EXPL'TION ATION
DIMENSIONS PRIMITIVE MODERN
FOOD Al Al A1x A1
CLOTHING A2 A2 A2* A2
SHELTER A3 A3 A3* A3
SPECIFIC FOR A FORA | SPECIFIC
CONCLUSION COMPARATIVE
CONCLUSION
FORA AND B
1+2+3=> A*A=>
GENERAL
CONCLUSION CONCEPT
ASAN CONCLUSION
INCLUSIVE ) FOR A MORE
CONCEPT FOR A FOR GENERAL
A=> CONCEPT

Figure 4: Dimendons established during prdiminary andyss

Following the progresson Al, A2, and A3 of the table, the children came to the
concluson that primitive people used animds and plats from thar immediate
environment for food, skins and foliage for clothing, and caves for shelter. This sort
of conclusion is correct, but it is merely descriptive. Higher-level learning takes place
when the student works on the information given and begins to formulate more
abgract conclusons. In this, the teacher's support is indispensable, by formulating
more open-ended quedtions the children are helped to generdize their inferences.
Instead of asking, “What did primitive people eat? “What did they wear?” “Where
did they live?" the teacher should ask something like “How can we express food,
clothing, and shelter in a single phrass?” When some such cdass-concept answer as
Basic Needs is forthcoming he/she can then ask how primitive people met their basic
needs. The generdizing of the questioning does not ensure that the generdizing of the
answer comes automaticaly. The children must be given additiond assstance to
specify the common characterigics of the materids used by primitive people. The
teecher might ask “What sort of materids did primitive people use to meet their basic
needs, how can we describe them dl together? After a few attempts, Grade 4
children can see the importance of darting with specific facts and proceeding step-by-
gep from the facts to the generdized concluson that primitive people used natura
rav maerias to meet ther basc needs. This makes learning more meaningful and
permits it to be generalized to other Stuations, such as primitive peoples need for
weapons and tools. The answer to a question about this should ke in keeping with the
previoudy applied concept of raw and naturd (eg., stones, pieces of wood). With
carefully prepared interventions from the tescher, the children can discover that
primitive people were sdf-aufficient (concept) and that the more civilization
progressed the more dependent they became (generadization). They might even go
further and discover that primitive people were socidly independent—since they
ried on themsdves—but &bsolutdly dependent on ther immediate naturd
environment, whereas modern people are per contra socidly dependent but
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independent of their immediate environment, since through trade and technology they
have ready access to products from far-off places.

Réumé

Enseigner la Pensée Critique dans |’ Ecole Grecque : Efficacité
d’un Programme Intégré aux Activités Scolaires

Les textes officids et les programmes de I'école Grecque font de
la pensée critique I'une des priorités de I'ensaignement. Dans la
pratique, I'enseignement et cependant la plupart du temps fondé
sur la mémorisation. 1l en résulte que I'école est en permanence
critiquée e que les enseignants sont constamment exhortés, mais
en des temes trés vagues, a utilissr des méhodes
denssignement amenant leurs ééves a mettre en aavre des
processus de pensée plus éaborés. Cet aticle décrit un
progranme qui vise a fournir aux ensegnants des outils
specifiques et pratiques leur permettant dintroduire la pensée
critigue dans leurs activités quotidiennes. Dans une premiére
partie nous présentons une conceptudisation de la pensée
critique e de I'apprentissage utile pour I'enseignement qui a &éé
présentée dans le cadre de la formation continue d enseignants
du primaire. La seconde partie présente les résultats de la mise en
avre de ce programme ; ils montrent qu'il e ala fois facle a
utiliser et efficace pour engager des ééves du primaire dans des
gpprentissages qui conduisent aune pensée critique.

Resumen

La Enseflanza del Pensamiento Critico en la Escuela
Griega: Un Programa Intensivo y su Efectividad

B curriculum excolar y la legidacion educativa de Grecia Stlan
e desarollo dd pensamiento critico entre las primeras
prioridades de la educacidon formd. Sin embargo, en la préctica la
ensefianza esta basada en la mayoria de las veces en d desarrallo
de las habilidades mnemonicas de los edudiantes Como
resultado, las escudas estdn sometidas a interminables criticas y
los profesores son constantemente requeridos, aungque en
términos muy vagos, para usar practicas de ensefianza que
pongan en juego habilidades de dto nivd cognitivo en sus
adumnos. Egte trabgo describe un programa que tiene como
objetivo dotar a los profesores de esquemas efectivos y précticos
para involucrar € pensamiento en las actividades curriculares del
dia a dia La primera pate dd trabgo presenta
conceptudizaciones dd pensamiento critico y de cdmo ensefiar a
pensar, que han sido usadas como herramientas para € desarrollo
de un programa intensvo presentado mas tarde a los profesores
de ensgfianza primaria en un cursop de entrenamiento en €
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puesto de trabgo. La segunda parte presenta los resultados
obtenidos en la implementacion dd programa, los cuades
muestran que d programa es fé&cil de usar y muy efectivo para la
promocion del desarrollo de actividades que incluyen la megora
dd pensamiento critico en nifios de la escudla primaria.

Zusammenfassung

Das Unterrichten Kritischen Denkens in der Griechischen
Schule: ein Vermittlungsprogramm und seine Wirksamkeit

Das Schulcurriculum und die Unterrichtsbehdrde Griechenlands
raumen der Entwicklung kritischen Denkens eine hohe Prioritét
in der formden Erziehung en. In der Praxis beset der
Unterricht jedoch mest auf den mnemonischen Fahigkeiten der
Schiler. Dies fuhrt dazu, dass Schulen ener endlosen Kritik
unterzogen und Lehrer besténdig und typischerweise mit vagen
Begriffen ermahnt werden, so zu unterichten, dass die htheren
kognitiven Fahigkeiten ihrer Schiler beansprucht werden. Diese
Arbeit beschreibt en Progranm zum Aufbau  spezifischer,
praktischer und wirksamer Schemata bei Lehrern, mit deren
Hilfe Denken in die Alltagssktivitdten der Schiler implementiert
weden kan. Im  eden Tel der  Arbeit  werden
Konzeptudiserungen kritischen Denkens und des Lehrens von
Denken vorgestdlt, die ds Ingrumente fir die Entwicklung enes
Programms verwendet wurden, das Primarschullehrern in ener
schulinternen  Fortbildung angeboten  wurden. Der  zweite Tell
beschreibt die Ergebnisse der Programmimplementation. Es zeigt
gch, dass das Programm sowohl leicht durchfihrbar as auch
gedgnet id, Primarschulkinder in  Aktivitdten zu fordern, die
kritisches Denken erfordern.
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