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the proposed curriculum. Ennis, Paul, Tishman et al, all support the incorporation of
thinking dispositions into critical thinking course curriculums.

The curricull  presented in this synthesis is designed to engage students in
thot ~ ful exploratory activities to help foster and cultivate dispositions required for
effective thinking. The lesson plans are created with the intention of reinforcing students’
tendencies to transfer knowledge, utilize metacognitive strategies, and practice applying
thinking dispositions in various scenarios and exercises. The curriculum utilizes critical
thinking dispositions and incorporates the enhancement of listening, communicating, and
behavioral skills. Each lesson includes a description of dispositions to be explored; an
activity to encourage the fostering of those dispositions; goals and objectives; and
attention to menta]  nagement and transfer of skills. The objective of incorporating
nineteen dispositions into a pre-existir  critical thinking curriculum is to help freshman

college students become reasonable, reflective, and focused thinkers and decision-

makers.
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No matter who or what ma..
you what you have become,
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Ashley Montagu (Conny 1992, 46)















effect on the performance of his skills. It is hard to execute a technically great forehand
when you have mentally, physically, or emotionally given up.

The third stage can be just as arduous as the second, but for different reasons.
This is the st : of conscious competence. Even though on the plus side you have
become competent at the new skills or new use of knowledge, it still requires constant
mental attention. Many people dislike this stage because it feels forced, fake, and
unnatural. Moreover, a change or loss in focus can nullify a person’s competence at this
level. This is also a vulnerable stage because the skill or knowledge is not locked in and
can be lost or at least have a set back. Again, dispositions such as perseverance, humility,
compassion, and acceptance can help people prevail in adverse situations.

Maslow’s final stage represents the essence of true learning. Here people are
unconsciously competent at what they are doing. It is similar to the first stage in that it
all relies on instinctive responses. The big difference is those resp« s are greatly
improved. There still exists a caveat to this stage -- disempowering dispositions can
inhibit and interfere with a person’s performance even if the sk ™™ have become
automatic. Great athletes and coaches can all recall examples of seeing a player of great
skills and natural talents fail due to disempowering ental or emotional dispositions.
This is why the cultivation of effective, empowering dispositions is so crucial to the

learning of new skills and knowlec





















CHAPTER 2

CRITICAL THINKING: CONCEPTS AND THEO™ "5
The important thing is this:
To be ready at any moment to sacrifice what you are

for what you could become
Charles Dubois (Millman 1991, 1)

The ideas presented in this chapter focus on the concepts and theories of critical
thinking. The highlights of this section include a comprehensive examination of the
meaning of critical thinking, the difference between analytical thinking skills and thinking
dispositions, and the art of becoming a critical thinker. Additionally, evidence is provided
to support the need for courses in critical thinking, along with the problems of only
teaching the technical skills of critical thinking. Finally, philosophical thinking theories are

reviewed as well as the relationship between critical thinking and autonomy.

Bec °~ ¢ 77 "™inker
There is a difference between teaching students critical thinking skills and teaching
students to become critical thinkers. Stephen Norris and Robert Ennis sum it up best
when they posit,
To become a critical thinker implies a transformation of character
that falls clearly within the ideals of Western education: critical thinkers are
autonomous decision-makers, open-minded to the fallibility of their own

views and to the value of other’s views and creative in the formulation of
ideas (1989, 176).






























about knowledge and information in a way that maximizes their ability to transfer and
connect to information so it would be applicable to a myriad of situations in their lives.

A well-rounded thinker needs to be capable of effective thinking, feeling, and
acting. It is the effective application of listening, communicating, decision-making, and
behaving that needs to come together to form a well-rounded thinker. Healthy people are
mature, balanced, and autonomous because they think, feel, and act (Molton 1993).
Those who shut off the functions of thinking and acting and base their life only on
feelings tend to be very depressed. On the other hand, when only thinking is shut off and
the person acts on feelings without much thought for the consequences of his actions this
raises the person’s anxiety level. Conversely, to shut off feelings and to only think and
act can lead to boredom or depression. Unfortunately, such a person ends up with no
emotional investment of his own. Conversely, to shut off acting where a person is left to
only feel and think leads to frustration and inner conflict. This person can become

immobilized by struggles and a complexity of values (Molton 1993). A viable solution is

to teach students in a way that accentuates the th :as of thinking, communicating,
and behaving.
T}\n D alatimnnalia DAL--./:e“ MNaitinnl r-mj_'_n-:__ .1 A

Designing a course to fully enhance skills and qualities of being an effective
thinker will further students’ attainment of autonomy. A college dedicated to the
development of a well-rounded student would support students’ achievement of
autonomy and encour: : courses that focused on its advancement. Gaining more

autonomy as a learner will strengthen your abilities to learn. Robert M. ™ "th, author of












CHAPTER 3

THINKING DISPOSITIONS
The real voyage of discovery consists not in seeking new landscapes,

but in having new eyes.
Marcel Proust (Millman 1991, 53)

h 1

uc”
This chapter proceeds to describe the actual dispositions to be cultivated in the
curriculum as well as in the classroom. It is followed up by empirical sﬁpport for the
incorporation of these thinking dispositions into an already existing collegiate critical
thinking course. A further discussion is presented of the importance and methods of
incorporating thinking dispositions into the curriculum. In addition, there is an
examination of why metacognition and teaching for transfer are paramount factors in the
cultivation of critical thinking dispositions.
~minking ™ ag
There are several thinking dispositions that have not been included in this list,
which does not minimize their virtues. However, 1 chose these dispositions because of
their applications to students’” academic and personal lives. Likewise, for the sake of
brevity these are the dispositions most utilized in the proposed curriculum. The first
twelve dispositions have been obtain from Richard Paul (1993, 470-473).

-+~ 1al Auton~~" “Having rational control of ones’ beliefs, values, and inferences.”












refrain from judgment” (Clinchy 1994, 39). In the technical style of argument analysis
students are trained to look for what is wrot and to doubt what is beir - said instead of
trying to understand the author’s point of view. Gallo’s position on encouraging empathy
is another useful tool that fits well with Clinchy’s theory. “Empathy," according to
Gallo, “does not intensify emotional response; it broadens it” (Gallo 1994, 46). Her point
is that in the beginning we should try to picture ourselves in the other person’s situation,
based on the other person’s conceptual framework, and genuinely try to understand him.
This should be followed by appropriate active listening techniques where we train the
students to clarify what was being said to make sure that what they heard or read was
what the speaker actually meant. By deferring your own opinions and clearing possible
defensive thoughts regarding another person’s claim, a person can hear information in a
more open-minded manner. It is easier to hear information when you are trying to
believe and understand than when you are attempting to defend against a claim.

Thomas Warren adds a new proposal in his belief that, “...the development of the
capacity for true thinking, and not merely reasoning, is profoundly important and may
even be the crucial condition for the development of individual moral consciousness”
(1994, 221). Hist tsummary states, “Reasoning is bent on measuring; "~ <ingis a
quest for meaning” (Warren, T 1994, 222). Incorporating lesson plans that generate the
discovery and advancement of critical thinking dispositions can prompt a student’s

crusade and search for meaning.


















context of learning.” Whereas “far transfer, in contrast, .involves connecting up contexts
that intuitively seem quite remote from one another” (1995, 158). Regardless of the type
of transfer, any transfer is beneficial to heighten the connection and quality meaning-
making for the student. Teaching mental management is just as indispensable as  ching
for transfer.

Creating experiential activities to develop thinking dispositions will be enhanced
when students employ the skills of transfer. Not only will it help them apply different
dispositions to varied situations, it will also allow them extra practice using the
dispositions. One key element in cultivating dispositions or any skill is continuous and
focused practice. Like Maslow’s learning process chart shows -- for anythii  to become
part of peoples’ natural repertoire they would have to get to the stage where the skill or
disposition occurred instinctively, with no thov 1t. Continuous and focused practice is
the only method to guarantee the actualization of this final stage. Further understanding
of the concepts and theories of learning will support the idea of cultivating " * king
dispositions through awareness training, oup participation, and experiential, reflective

discovery.



CHAPTER 4
LEARNING AND THINKING: CONCEPTS AND THEORIES
There is a learner within you, able and confident,
waiting to function freely, usefully, and joyfully.
Marilyn Ferguson (Gross 1991, 37)
I~*-~d
The purpose of this chapter is to recognize what leading authorities in educational
psychology have discovered in the field of learning. Empirical support is reviewed and
emphasis is placed on students’ learning styles, risks involved with learning, and the
importance of safe learning environments. The second section focuses on the factors that
hinder effective thinking. Lastly, the third section addresses problems college students
experience when faced with adverse learning situations. A comparison is made between
students who lack self-regulatory strategies and students who lack effective thinking
dispositions.
T 1g
In the course “The Adult Learner” at the University of Massachusetts Boston,
Canice McGarry discussed the four key barriers to learning: dispositions, communications,
institutions, and situations. The institutional barriers revolve around policies, procedures,
and practices, while the situational barriers deal with factors surrounding a person’s
lifestyle. These two potential barriers represent factors that offset a student’s learning

capacity. For example, if a student needs day care to be provided for her child but it is not

the policy of the college to offer this service then her attention can end up being more



her child but it is not the policy of the college to offer this service then her attention can
end up being more focused on the problems she has with the school’s policy, instead of
being focused on her schoolwork. Even though these are important learning barriers to
address, I am limiting this discussion to the first two barriers, dispositions and
communication. As mentioned earlier, students’ lack of critical thinkii ~ dispositions can
jeopardize their learning.

In addition, poor col  unication skills can inhibit students’ learning and thinking
capabilities. Paul argues that for true learning to occur the classroom should be
structured “so that students explicate, understand, and critique their own deepest
prejudices, biases, and misconceptions, thereby allowing students to discover and contest
their own egocentric and sociocentric tendencies” (1993, 347). He also postulates that
students need “to argue both for and against every point of view and each basic belief or
conclusion that they are to take seriously” (1993, 347).

Regardless of what you are teaching it 1s important to be aware of the theory that
significant learning only happens when someone is ready and engaged. Gross contends,

Adults who take command of their own learning master more

things and master them better more than those who rely on being taught.

They tend to have greater zest in the learning process, retain more of what

they have learned, and make better use of it in their lives (1991, 10).

Students’ education is something they must tailor to themselves; be in control of
how, what, where, and when to learn. Learning is present every second of the day. It is
the individuals’ choice to accept the present learning and the process, or keep and defend

what they already know. It would be difficult for anyone to i if they were plagued

with feelings of shame, anxiety, confusion, doubt, and/or incompetence. “When



expectancy for success is low, learners tend to protect their psychological well-being by
remaining withdrawn or negative” (Wlodkowski 1993, 98). The time and place for the
appropriate learning environment are extremely important. However, it involves more
than just a suitable location; it also relates to how someone feels about himself in his
present situation and how he feels about those around him.

To help facilitate a student’s learning his needs should first be ascertained. For
starters, util’ = g Abraham Maslow’s hierarchy of physical and emotional needs, a proper
assessment of students’ needs would be beneficial. This documented hierarchy of needs’
chart is a well-known practical theory of motivation (see table 2). Basically, Maslow
claims that if a person is experiencing psychological or deficiency needs involving his
safety or security, these needs will override his growth needs for love (the need to love, to
be loved, the ni | to belong, and friendship), self-esteem (the need to feel worthy), and

self-actualization (the need for personal fulfillment).

Self-actualization

/ Self teem
/ Safety/Security \

Basic Needs (food, shelter, water) \

Figure 2. Maslow’s Hicrarcny or iNveeas



After addressing those needs, the facilitator should help his students identify their
1 sonal learning styles. For example, students should determine if they need more
structure or freedom, more hands-on involvement or lecture style instruction, more
concrete or abstract information. Three learning style handouts are included in the
appendix that will help a student assess his on learning style preferences (see appendix
C). One handout entitled “Grouper or Stringer” was obtained from Ronald Gross and is
highly oriented toward how, where, and when students learn the best. A second handout
designed by David Kolb includes a learning style inventory survey along with an
explanation of four different learning style characteristics. The third handout is Howard
Gardner’s Multiple Intelligence Test. This test is helpful in pointing out and determining
other ty;  of intelligence students might be utilizing in their educational pursuits.
Whatever their learning style turns out to be, students should discover what they need in
order to learn more effectively.

Learning anything new is a risk. Becoming involved in the process can promote
personal growth, but the student has to be ready to receive the ideas and information and
be willing to become actively engaged in the process. College students need hands-on,
practical application and experience in coping with the challenges of life without being

™

dependent on others. ™ 's requires the attainment of autonomy. 7 sina, defines
autonomy as, “accepting the responsibility, and taking care of our own lives [and]
...learning effective skills for coping with challenge (being able to deal with
disappointment, confusion, risk, and failure), without being dependent on others”(1991,

74). Moreover, she specifically outlines three skills of autonomy, which are risk taking,

problem solving, and coping with disappointment and failure. “Successful risk taking



























These students are typically classified as assertive, independent, self-confident, accepting
of diversity, and willing to question and explore alternative ways of thinking and acting
(Menec, Perry, Struthers 1996). Interestingly, these are also the goals of becoming a
critical thinker. In sum, in adverse conditions, state-oriented students exhibit the
dispositions of a non-critical thinl , (see Appendix B) while action-oriented students
display more of the dispositions of a critical thinker. A course designed to encourage
awareness, active participation, and continued, focused, reflection and practice will aid in
the cultivation of thi =~ dispositions. State-oriented students and students of differing
learning styles and intelligence will all benefit more from a well-rounded course in

critical thinking that includes exercises to foster thinking dispositions.



CHAPTER FIVE

THE OVERVIEW OF ..... CURRICULUM
Ay 1t teacher never strives to explain her vision;
she simply invites you to stand beside her and see for yourself.

The Rev. R. Inman (Millman 1991, 62)

Remodeling an existing critical thinking course to enhance the development of
thinking dispositions requires knowledge and experience of what promotes learning. The
concepts and theories presented so far in this paper have illustrated the importance of
discovery learning and transferring knowledge so it has personal meaning. In creating the
following lesson plans careful thought has been considered about incorporating effective
learning strategies. Mental management, transfer of skills, brainstorming, and cooperative
learning are essential elements found in all of the lessons. Cooperative learning in small
groups helps to promote and maximize students’ comprehension of new material
(Wlodkowski 1993). Arthur Costa also advocates cooperative learning. He believes,
“students working cooperatively in groups used more higher-level reasoning strategies and
greater critical thinking competencies than students working in comj itive and
individualistic learning situations” (1991, 199). The combination of these learning
strategies along with the continuous practice of utilizing thinking dispositions will help

initiate a student’s journey to becoming a critical thinker.
























Next, divide the class intc  oups of four. It is helpful if each group consists of
two students that agree with one of the enculturation questions with two that disagree or
are undecided about the same enculturation queétion. Students can choose which
question out of the five given they would prefer to discuss. Once the groups are
constructed each group will decide which of the two will present their claim first. Once
the discussion begins students are instructed to follow the listening guic ines learned
from the previous class. I encourage students to re-use the listening handout from the
previous class. It is helpful for the teacher to bring extra copies of the “listening
handout” for those who might have missed the previous class. Once the two s kers in
the group accept that their views have been heard and understood, the teacher will present
the “divergent critical thinking” and the “enculturation questionnaire” handouts. Now the
listeners will have an opportunity to ask critical thinking questions of the speakers, while
sustaining the skills of active listening and utilizing dispositions such as intellectual
civility, courage, discipline, humility, sense of justice, fair-mindedness, and open-
mindedness. The sub-questions from the “enculturation questionnaire™ are also useful to
help studen acknowledge other questions that are important to know if you want to
believe that your claim is well supported. At this point the original speakers will also
need to adopt the critical thinking skills and the same thinking dispositions to effectively
respond to the questions. The idea is not to have the students become verbally combative
or defensive. Instead they need to take their time to reasonably reflect and respond to the
soundness and validity of the stated belief. After twenty-five minutes the groups will
switch roles to allow the other two participants to present their claim. The exercise will

follow the same format. At the end of class,  dents will refer back to the “thinkir -



disposition” handout and place a check by each disposition they felt was utilized during

the activity.

M‘;th ANA e qfnm PUNPE) N U
For homework students will reflect and write on their “before, during, and after
thinking pitfalls”. If time allows, students can record a quick observation of the positive
and negative aspects of their thinking, reasoning, listening, communicating, and behaving
skills that were manifested during the class. Students finish writing about the different
approaches they might take now that they have more time to prepare their claim.
Students are encouraged to review the “divergent question handout” to further explore

what factors are vital in order to properly defend one’s beliefs.

Terana Fer

Beyond the metacognitive reflection assignment, students are to present examples
of other applications of thinking dispositions covered in class. Moreover, they will
examine other prior occasions where they did or did not apply appropriate listening,
thin'" - 1, communicating, or questioning skills. Looking back on the * * *ing disposition
they checked off for the activity, students can contemplate other situations where they
have successfully used these dispositions and times when they did not use the

dispositions but wished they had.









\A’nfor;.ﬂc

Handouts: Thinking Dispositions Terminology and Chart (see appendix D)

énfi‘1r1‘f‘t

Without any explanation of the dispositions the teacher will orally present a
controversial situation to the class. Students will verbally brainstorm their reactions and
responses based on their own frames-of-reference. The teacher will write these responses
on the board and group them in categories of positive, negative, or interesting. Next,
students will provide support for each of the different controversial scenarios. For
example, a head leader of a country is found culpable of committing adultery with
approximately one hundred women. In spite of the fact that his wife is a close friend of
yours, you have just recently been informed of these facts, even though the wife has
known of these affairs for the past ten years. When you meet with his wife for lunch you
tell her that you know of the affairs and the wife asks for your opinion. What do you
advise?

After recording these responses on the chalkboard, the teacher will pi  :nt a twist
to the scenario. The class will consider the same scenario but a small alteration will be
added. For instance, stuc 1ts will consider whether their response would be different if
everyone involved lived in the imaginary country of Cervonian. In this culture men are
allowed and even encouraged (by men and women) to have multiple partners. If this was
the culture your beliefs were based on would this affect your initial response and if so
what would be your new response? The teacher will record the new responses on the

board, >uping them in categories of positive, negative, and interesting. Finally, a third















dispositions, not by rote force, but by exemplifying a style of learning to promote
exploratory, reflective thinking. Studying the handouts as a homework assignment would
have little impact on the students’ personal discovery of dispositions. Experiencing the
multiple perspectives and frames-of-reference in class is what can have a more lasting
and significant impact on their lives.

With continuous application and practice of thinking dispositions students will be
more inclined to use the skills of critical thinking. The theories and concepts presented in
this synthesis paper were fundamental in the design of these lesson plans. A further
discussion of the implications of remodeling a  “ical thinking course is presented in

chapter six.






teaching practical logic does not develop the necessary dispositions to help students
become well-rounded, effective thinkers.

Even though this synthesis concentrated on incorporating critical thinking
dispositions info an already existing critical thinking syllabus at Mass Bay Community
College, this is not intended to imply that they are the only students in need of this type
of course. It is significant to note that not all students who attend a Community College
do so because they seriously lack the ability to think critically. There are several reasons
why students choose to attend a community college. Beit a remedial student may be
one of the reasons but it does not apply to all students. A secondi e to address is the
assumption that students at a four-year college or university already possess effective
thinking skills and have no need for a course of this kind in critical thinking. Of course,
administrators could argue that if they desired a course in logic they could simply take a
philosophy course in formal logic or argumentation and reasoning.

I contend that just because a student had the grades to be accepted into a four-year
university that does not prove he is an effective thinker. Good grades can signify an
ability to do well on tests, to be good at memorizing pertinent information, and/or have an
effective quick recalling ability for the required information. None of this proves that he
has become an effective thinker. Moreover, let us not forget that there is a lot more to

ng an effective thinker than just the analytical part of thinking. The collegiate
educational systems should be careful not to make assumptions about what an
undergraduate degree or associate certificate will do for students. Beyond the required
scholarly training in the classroom they should likewise formally address the normal

functional life-skills in the classroom. To assume providing collegiate athletics, social












make well-informed decisions that you can feel good about is empowering. To accept the
consequences of your beliefs and decisions is easier when you are responsible and
knowledgeable about them. Listening and communicatit effectively is rewarding. Most
of all, being in control of your mind, body, and emotions is the key to happiness. This

remodeled cu  :ulum is a major stepping stone to a more successful life.









Pr¢” = This occurs when a conclusion is arrived at prior to pertinent experience or
independent of evidence.

mest There are two different types of projection. First, Diestler describes
projection as, “the process of assuming that what another person means is what we would
mean 1f we had used the same words; this definition of the term is used by people who
study communications and semantics and differs from the definition used in
psychology” (1998, 432). Soccio and Barry provide a second definition. They define
projection as a defense mechanism observed when people unknowably attribute others
with undesirable traits which they find in themselves.

This is the defense mechanism that presents bogus reasons as jus’ ~ :ation
for a favored conclusion.

Qranaanatine This occurs when an innocent individual or group is sit " :d out to blame

for some undesired condition.

Unless otherwise noted the definitions of these terms were adapted from Soccio and

Barry ©1992, 83-90.
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APPENDIX C

Learning Styles

1. Learning Style Characteristics

2. Multiple Intelligence Inventory

3. Stringer or Grouper Learning Style



























7. When performing some tasks, you
__{a) like to have background information not strictly related to the work.
__ (b) prefer to concentrate on only on strictly relevant information.
8. You think that educators should
(a) give students exposure to a wide range of subjects in college.
(b) ensure that students mainly acquire in-depth knowle:” :rela 1 to their specialties.
9. When on vacation, you would rather
{a) spend a short amount of time in several places.
__ (b) stay in one place the whole time and get to know it well.
10. When learning something, you would rather
__ (a) follow general guidelines.

__ (b) work with a detailed plan of action.

) you agree that, in addition to specialized knowledge, a person should know some
math, art, physics, literature, psychology, politics, languages, biology, history, and
medicine? (If you think people should study four or more of these subjects, score an "a"
on this g stion.) Now total all the a and b answe  If you scored six or more a’s on the
test, you are a grouper; if you scored six or more b’s, you are a stringer. If you’re a’s and
b’s were close to equal, you find both approaches congenial and can choose the one that
better fits the subject at hand. The higher your total of either a’s or b’s, the more
specialized your learning style is. The descriptions below should illustrate your learning

methods closely and clarify how you might follow a grouper or a stringer strategy.






APPENDIX D

HANDOUTS FOR LESSON PLANS

ONE, TWO, AND THR._..

LESSON ONE: Listening and Communicating
1. Listening and Communicating Scenario
2. Forms of Listening
3. Communication Roadblocks
4. Thinking Dispositions Terminology

5. Thinking Dispositions Chart

LESSON TWO: Enculturation Exercise
1. Dive nt Critical Thinking Questions
2. Enculturation Questionnaire
3. Re-use Thinking Disposition Definitions

4, Re-use Thinking Dispositic  Chart

LESSON THREE: The Controversial Situation
1. Re-use Thinking Disposition Definitions

2. Re-use Thinkit Dispositions Chart












COMMUNICATION ROADBLOCKS

1. Criticizing
2. Ne—e-calling JULUING
3. Dia nosing

4. Praising Evaluatively

5. Order~3
6. Threatening STNDING SOLUTIONS
7. Morg"~~g

8. Excessive/Inappropriate

Questic—*7
9. Advir~g
10. Diverting AVOIDING T___ OT!I R’S
11. Logical Argument CONC N

12. Reassuring






T amical gr it: Attemp*” : to convince the other with an appeal to facts or logic,
usually without consideration of the emotional factors involved. “Look at the facts; if you
hadn't bought that new car, we could have made the down payment on the house.”
Reacenvines Trying to stop the other person from fe«' g the negative emotions she is
experiencing. "Don't worry, it is always darkest before the dawn.” “It will all work out

OK in the end.”

Robert Bolton. Pannla Skills 979,





















5. Do you believe that America is the best country in the world?
a. Do you know that our infant mortality rate is higher than that of many other
modern industrial countries?
b. Do you know that the United States has one of the highest rates of violent crime in
the world?

¢. Do you know that the top 10 percent of the U.S. population hold 67 percent of all
wealth in the country, including 90 percent of stocks and bonds?

If you answered “yes” to the questions above, but “no” to parts a, b, c, etc., it
could be that you have merely adopted your position through an enculturation process,
that is, picked it up through your acc—  itance with your peers, parents, religion, and so
on, instead of through careful reflection and the gathe =  of facts. Sound reasoning and
facts might support a “yes” response to many of the questions above. The point is not to
determine what is true about the issues above, but to illustrate the lack of both thinking

and knowledge that tends to go into these beliefs.

Cited from, Gary R. Kirby, and Jeffery R. Goodpaster, Thirlina ©1995.
























APPENDIX F

HANDOUTS FOR ADDITIONAL LESSON PLANS

. Poems of Thought

r

. Stages 0" >wing

. Language o1 ..inking

. Philosophical Statements

. Perso zliefs

. Moral Beliefs

. Wilderness Survival Worksheet

. Wilderness Survival Questionnaire

. Factors That Hinder Effective Thinking






STAGES OF KNOWING
STAGE ONE: Black & White/ Right & Wrong

1. “Authorities” tell you what is right & what to believe

2. Knowledge is absolute & unchanging

3. Must rely on others to determine “truths” for themselves

PROBLEMS:

1. What happens to stage 1 "~ * =rs when “authorities” disagree and a multiple
range of answers, within a scale of right and wrong, are all possible answers?

2. Who are these “authorities”?

STAGE TWO: Opposite Extreme/Anyt  Goes

1. Can’t trust what anyone says (in philosophy “such a view is known as
relativism: the truth is relative to any individual or situation, and there is no
standard we can use to decide which beliefs make most sense” (Chaffee
1998, 41).

PROBLEM:

1. What problems do you see in this type of thinkir > What benefits?
(Problem: “ If we truly believe ~ s, than we cannot condemn any belief or
action, no matter how heinous, and we cannot praise any belief or action, no
matter how laudatory.” (Chaffee 1998, 42)

STAGE THREE: Critical Thinker
1. (See characterisitcs of a critical thinker in Appendix B.)

Adapted from John Chaffee, The Thinl-er’e Warr & Qtang ta 2 Richer ife. ©1998.



advance
appreciate
assume
cognize
conjecture
contradict
decide
demonstrate
discern
dispute
establish
explore
imply
intuit
maintain
posit
profess
reason
resolve

state

LANGUA(

affirm
apprehend
attest
comprehend
consider
contravene
declare
deny
disclaim
dissect
estimate
fathom
infer
investigate
muse
postulate
propose
rebut
review

study

allege
ascertain
aver
concede
construe
convince
deduce
derive
discover
doubt
evidence
grasp
inquire
judge
observe
presume
prove
recognize
ruminate

submit

OF 11111 JK_ING

analyze
assert
calculate
conclude
contemplate
corroborate
define
detect
discredit
elucidate
exr e
guess
inspect
justify
perceive
probe
question
reflect
scrutinize

suggest

appraise
assess
claim

co " m
contend
criticize
deliberate
determine
discriminate
entertain
explain
hypothesize
interpret
know
ponder
process
realize
research

speculate

suppose

Adapted from Shari Tishman, David N. Perkins, and Eileen Jay, The Thinkino

1 m 1

1 Culture ¢

. ©1995.









MORAL BELIEFS

Write one to two sentences about a belief you feel strongly about. You can
choose from one of the topics provided below or write one of your own. For example, “I
believe all adults have the right to own a gun.” Or, “I believe guns should not be allowed

in homes that have children 18 years old or younger”.

Gun Control Animal Rights
Violence Gangs

Drinking Driving and Driving
Marriage Pre-maritial Sex
Abortion Euthanasia

Death Penalty Parenting

Money Happiness
Purpose in Life Education

Career Dn

Cigarettes Legal System
Music Women’s’ Rights



W™ TERNESS SURVIVAL WORK SHEET

Here are twelve questions concerning personal survival in a wilderness situation.
Your first task is individually to select the best of the three alternatives given under each
1 n. Try to imagine yourself in the situation depicted. Assume that you are alone and
have a minimum of equipment except where specified. The season is fall. The days are
warm and dry, but the nights are cold.

After you have completed this task individually, you will again consider each
question as a member of a small group. Your group will have the task of deciding; by
con sus, the best alternative for each question. Do not change your individual answers,
even if you change your mind in the group discussion. Both the individual and group
solutions will later be compared with the "correct" answers provided by a group of
naturalists who conduct classes in woodland survival.

1. You have strayed from your party in trackless timber. You have no special signaling
equipment. The best way to attempt to contact your friends is to:

a. call "help" loudly but in a low register.

b. yell or scream as loud as you can.

c. whistle loudly and shrilly.
2. You are in "snake country." Your best action to avoid snakes is to:

a. make a lot of noise with your feet.

b. walk softly and quietly.

c. travel at night.



WILDERNESS SURVIVAL WORK o..EET (continued)

3. Youare hur 'y and lost in wild country. The best rule for determinit ~ which plants
are safe to eat (those you do not recognize) is to:

a. try anything you see the birds eat.

b. eat anything except plants with bright red berries.

c. put a bit of the plant on your lower lip for five minutes; if it seems all tight,

try a little.

4. The day becomes dry and hot. You have a full canteen of water (about one liter)
with you. You should:
a. ration it out a cupful a day.

b. not drink until you stop for the n” ~ , then drink what you think you need.

c. drink as much as you think you need when you need it.
5. Your water is gone; you become very thirsty. You finally come to a dried-up
watercourse. Your best chance of finding water is to:

a. dig anywhere in the stream bed.

b. dig up plant and tree roots 1 the bank.

c. dig in the stream bed at the outside of a bend.
6. You decide to walk out of the wild country by following a series of ravines where a
water supply is available. N* it is comir on. The best place to make camp 1s:

a. next to the water supply in the ravine.

b. high on a ridge.

c. midway up the slope.



WILDERNESS SURVIVAL WORK SHEET (continued)
7. Your flashlight glows dimly as you are about to make your way back to your campsite
after a brief foraging trip. Darkness comes quickly in the woods and the surroundings
seem unfamiliar. You should:
a. head back at once, keeping the light on, hoping the light will glow enough for
you to make out landmarks.
b. put the batteries under your armpits to warm them and then replace them in the
flashlight.
c. shine your light for a few seconds, try to get the scene in mind, move out in the
darkness, and repeat the process.
8. An early snow confines you to your small tent. You doze with your small stove Hing.
There is danger if the flame is:
a. yellow.
b. blue.
c. red.
9. You must ford a river that has a strong current, la : rocks, and some white water.
After carefully selecting your crossing spot, you should:
a. leave your boots and pack on.
b. take your boots and pack off.

c. take your pack off, but leave your boots on.



WILDERNESS SURVIVAL WORK SHEET (continued)

10. In waist-deep water with a strong current, when crossing continued should face:

a. upstream.

b. across the stream.

c. downstream
11. You find yourself rimrocked: your only route is up. The way is mossy, slippery rock
You should try it:

a. barefoot.

b. with boots on.

c. in stocking feet.
12. Unarmed and unsuspecting, you surprise a large brown bear prowling around your
campsite. As the bear rears up about ten meters from you should:

a. run.

b. climb the nearest tree.

c. freeze, but be ready to back away slowly.

Adult Learner 1998 Department of Instructional Design, Class Notes.
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