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In my work as an enrichn it specialist, | have found support for this view.
In this paper | present a case study of my work with third and fourthg ie
students, which focuses on developing the attitudes and dispositions needed
for succ ssful critical and creative thinking.

| begin by describing the conceptt  framework of my work, reviewing the
literature focusing on the contributions of Shari Tishman, David Perkins,
Edward de Bono, Matthew Lipman, and Reuven Feuerstein. Following that, |
describe a series of lesson plans presenting problem solving activities. These
activities are samples from the enrichment program implemented during my
year in a we ern Massachusetts school system. | conclude by offering a

qualitative analysis of the responses of students, parents and teachers.
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t¢ cher training in use of the ma ials and the creation of a community of
learners in which students learn and practice thinking skills. The interactions of
student and teacher, student and peers, and student and the environment
create this community. (Edwards 1994),(Feuerstein 1980), (Lipman 1985).

Sources for stand alone thinking skills materials fall into three major
categories that | will describe in detail later in the paper. The most ubiquitous of
these are the thinking skill add-ons in the teacher’s guide for any = 1 book
series. Then there are the thinking skill activity books and workbooks available
in every teache  store or catalog of ource materials. The last category
comes under the classification of professional reading. All thre may include
some experiences designed as mediated learning experiences and to help
create well functioning mental models. Rarely is there any mention of the
atmosphere of the classroom or its role in creating a sense of community among
the students, teacher and visitors. It is this sense of community that increases
the rel of student involvement and potential for ¢ reloping transferable
thinking <ills (Brown 1996). Perhaps it is time we focus less on teaching
individual thinking skills and more on the classroom atmosphere and
developing the attitudes or dispositions needed to use existing skills.

The Enrichment Program, at a local elementary school, provided the
opportunity for me to put this idea into action. Budget cuts in 1995 caused the

‘imination of the Talented and Gifted program along with music classes for the

lower grades. Parents, actively seeking alternatives, created tt current
Enrichment Program funded by an enrichment grant from the Massacht tts
Department of Education.

The former TAG teacher returned to teaching fourth grade full time. The
school’'s Enrichment Council and principal hired me as enrichment specialist

because of my background in critical and creative thinking and science. In the






understand. | give additional directions in a dif ent format. Students also take
the time to ic itify what ott "¢ istance they need, and who (peer or adult) is
the best source of that assistance. The classroom teacher usually remains in the
classroom and may or may not choose to participate in the activities.

In this paper, the first section of Chapter | offers a review of the critical
and creative thinking lit ature thatt  informed and supported the
development of the beliefs leading to this enrichment program. The second
section of Chapter | describes additional support for the need to improve
thinking skills in today’s students from the Massachusetts Common Core of
Learning and the U.S. Department of Labor Secretary’s Commission On
Achieving Necessary Skills (in future | will refer to this as the SCANS report)
report. Chapter Il contains a description of the enrichment program, some of tf
activities used, and their presentation to the students. Chapter Il is a qualitative

evaluation of the program for last year and plans for the upcoming ye












Tishman cites David Perkins’ definition of thinking dispositions “as inclinations
and habits of mind that benefit productive thinking. These ongoing, abiding
tendencies in thinking behavior ai  exhibited over time across diverse thinking
situations” (Tishman 1995, 37). Bryce Hudgins words it slightly differently. “In
the case of self-directed critical thinking, disposition refers to the tendency of the
thinker to apply the intellectual skills of critical thinking to a new occasion for
such thinking and to do so under ones own volition, that is, without requiring
external assistance, and to make such application correctly or appropriately”
(Hudgins 1994, 4). These dispositions d inguish the person skilled in defining
critical thinking techniques and applying them when directed from the person
who is a skillful, critical thinker. It is the difference between the auto mechanic
with a magnificent tool chest of rarely used tools and the skilled auto mechanic.
The first owns all the tools, but doesn’t t 2 them and the second owns them and
use them to accomplish tt job quickly and well.

Many people seem to be in the first category of poss¢ iing the skills, but
not the inclination. David Perkins’ study of how people reason about public
issues illustrates this tendency. He found that most people gave few argun s
to support their position and those 1owed a strong “my-side bias”. When he
explicitly asked people to think of additional factors supporting the opposing
point of view, they did. When he challenged themto  pond to these factors,
they generated additional argumen in support of their position. This was true
for a cross section of the general population from high school udents through
graduate students, as well as adults ten years or more out of school. (Perkins
1995). Individuals with the disposition to think critically tend to employ and
develop thinking skills (Facione 1995). Individuals not already disposed
towards thinking critically generally do not value the effect and therefore, are

unlikely to exert the effort required to activate their skills unless directed.















with their child, locating the new classroom, where to get on and off the bus, and
possibly even meeting the teacher. This in turn  fects the students' sponse
when exposed to the broader «perience; the first day in the new school with all
the other students.

Defining mediated learming Feuerstein states that,

"MLE produces in the organism a prog 1sity to learn how to learn, by
equipping the organism with the tools necessary for this facility. The fact
that an individual becomes party to information not directly availab™ from
his immediate sensorial and experiential field affects more than his
reservoir of knowledge. It produces a readiness to explore, or an
orientation of curiosity toward the more remote realms of
knowledge."(Feuerstein 1980, 25)

These experiences actively involve the student in creating and examining
his/her own mental models. People create mental models as they try to make

anse of the world around them. They are dynamic structures created on the
spot to meet the demands of specific problem-solving situations. (Johnson-Laird
1983) People manipulate them mentally and they provide explanations of
physical phenomena. (Vosniadou 1994)

Each of these three programs also includes ex ve te ct  training or
scripting in the v 3 of the individual materials. Matthew Lipman states “trainers
should be taught the methods and material in the san manner they are
expected to convey it to teachers. If the training workshops are aren: for open
and lively discussions, then the teachers will be likely to conduct their own
classes in the same f: ion.” (Lipman 1985, 95) In addition there is a foct on
developing a community of inquiry created by the interactions between student
and teacher, student and peers, and student and the environment. ((Feuerstein
1980), (Edwards 1994), (Lipman 1985)) “A community of inquiry is a teaching
and learning environment which 'practices what it preaches'. It is both student-

centered and highly-structured, with a focus on improving critical thinking and
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This training guides the teacher in

* mediating the learning experiences

* helping students identify conr tions with daily experiences (ti 1sfer)

* creating a community of inquiry within the cla:

It is the last, creating a community of inquiry, that  ms to be crucial in fostering
the development of thinking dispt tions along with thinking skills.

In the enrichment program described in the next chapter, | will be
applying my training in critical and creative thinking to adapt stand alone
thinking skills activities to foster a ser : of community. My expectation, based
on twenty years of teaching experience, is that this sense of community will
carry over into some classroom activities. To encourage this | am aring with

the classroom teachers my goals, techniques and rationale for the activit .

20



CHAPTER 2
PROGRAM BACKGROUND
This enrichment program is being imp nented in an elementary

school, located in a rural town in Western Ma: ichusetts. The elementary
school population is around three hundred students in pre-kindergarten
through fourth grade. In the 1995-1996 school year budget cuts eliminated the
Talented and Gifted and the ementary music program. Concerned parents
and teachers wrote a grant to replace a portion of the enrichment program.
Their focus was enrichment for all students instead of focusing on the
academically talented. To accomplish this they hired me to ¢ relop a prog n
around thinking skills for third and fourth grade. Each grade consists of three
self-contained classes of approximately 20 students each. Experienced
teachers (from 10-30 years teaching) have been teaching at their pre >nt grade
level for three or more years. The students are eight to nine years old in third
grade and nine to ten years old in fourth grade. Approximately fifteen percent
receive Chapter 1 math and/or reading assistance and about five [ cent
receive resource room support.
Pro=en Cnimtiing

The program has two components: the classroom based student
activities and the teacher support/training component. During the classroom
portion, | visit each class for forty minutes once a week. Adaptations for grade
level and presentation maximize the effect of the activities. Given the time |
spend in the classroom, even these altered stand alone activities have limited
potential for cultivating dispositions. The classroom teacher is crucial to the
success of the program. There are brief monthly teacher meetings, with weekly
teacher observation of, and participation in, the enrichment class. Informal

conversations before and af -the cle ; provide time for discussing the
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techniques for working with a partner. Emphasizing listening to what each
person has to say and taking turns testing solutions to the challenge were
emphasized. Some students also had difficulty understanding that there could
be more than one correct answer or solution. This ambiguity of result pleased
others.

Introduction of each activity included questions about the uden
experiences with the challenge or simi - activities. Questions, such as: “What
do you know about...., Where have you seen ...?, and Have you ever watched
someone else ...?”, served as trig¢ s for them to identify and sl ‘e their own
personal knowledge. These discussions needed careful management to
ensure each student had a chance to think and share their thoughts. Many of
the students as well as teachers were uncomfortable at first when | did not
immediately call on someone for an answer. The use of “think time”, the
technique of waiting while everyone organi:  their thoughts is unfamiliar and
difficult for most students. Those who are quick to answer became frustrated
waiting, while those who require more thinking time are in the habit of lettir
someone else answer. Even the cl: iroom teachers participated in these
discussions adding examples from other lessons as well as their experiences
outside school.

The following section presents seven sample lessons from the
enrichment program. In  ich son | identify the source of the activity, describe
my objectives, and explain changes in the procedure that help fos  a sense of
community. At the end of each sample lesson | outline the guidelines for student
reflection on the activity and comment briefly on the content of their journal

entri
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n~ -~tek-'s

critical thinking objective: To provide additional sequencing experiences.
To introduce the idea of developing criteria for
identifying an object

creative thinking objective: To have students create their own journals.
To practice examining an experience and describing
that experience (reflection).

disposition objective: To | nforce the tendency to be orderly and
methodical

Materials: directions, colored constrt ion paper, lined writing paper, yarn,
tape staplers, hole punct
Procedure:

1. Creating a community: Read the directions silently as a class. Ask the
class if there are any words they do not unde and? Have them raise their
hands if they know what they are going to make? Call on several to check
the answers. Discuss what parts of their notebook will be tt  same for
each person and what part will be different. Have them name the materials
they will need.

2. Have them collect the materials and construct their nhotebooks.

3. I se them decorate the notebooks with yarn, markers or crayons. Have
them write their initials on the notebook.

4. On another piece of paper describe how you made your notebook.
Include the color of paper for the cover, method of stening, and any
decorations in your description. Students from another class will try to
match the description with the notebook. Write your locker number on the
description.

After the challenge

Journal process writing:
1. What was easy about following the directions? What was difficult?
2. What was easy about writing the description of your notebook?
3. What was difficult about writing the description?
Students didn’t have any trouble following the directions. If they had | would
have asked them to think about ways they could help themselves next time.
Many of them wrote very short descriptions and mentioned having trouble
identifying ¢t -acteristics to write about.

28












The previous seven lessons are a selection from twenty-eight le sons
done during the year. They are representative in that each one began with a
discussion to develop the attitudes and ills that characterize a community of
inquiry. They all involved open-ended tasks that involved working with a partner
to develop a solution and test it. This requires them to improve their
interpersonal communication skills. —ach activity ends with metacognitive
questions answered in process journals. These responses are often shared in
class and discussed t ‘ore going on to the next activity. In the next chapter | will
provide the results of these l¢ s0ons captured in parent questionnaires, student

journal entries, and classroom teacher comments.
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CHAPTER 3
EVALUATION

Evaluation of a project of this nature is always difficult. The changes are
subtie and difficult to separate from changes due to growth without comparing
the enrichment class¢ to a control group. Having be 1 hired to work with all
the students in the two grades, | was not comfortable using one class in each
grade as a control. Instead, | used three dif” "ent qualitative methods of
evaluation: parent questionnaires designed to collect information about
student's demonstrated dispositions outside of the classroom, student journal
entries, and teacher comments on the impact of it sons.

T e jo s

The first questionnaire consisted of two parts (see Appendix D). The first
half describes thre ger al situations along with three possible reactions for
each. The parents indicated how often each behavior occurred. They had five
choices; never, almost never, sometimes, almost always or always. The last
question in this part asked about the child's expectations for succe ;. | worded
the descriptions of behavior to reflect different dispositions as aborated by
Barry Beyer. (Beyer 1992)

| focused on two dispositions, persistence and open mindedness. | was
also checking for consistency in the parents answers. The second part of the
questionnaire consisted of four questions, two asking parents to describe their
children's preferences in reading material and games and two asking for a
description of the child’s learning style. In the second questionnaire, sent home
one month later, | asked questions relating to student's tendency to gatt
additional information on a subject and to identify prior personal know ige. At

the end of the year, | asked parents to answer the same questions again.
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APF™NDIX A

Comparision of Thinking Skills and Thinking Dispositions

Thinking Skills Thinking dispositions

1. clearly defining the problem, the urge to question, inquire,
examining complexities, clarifying wonder, pose problems, probe further,
issues, beliefs, word and phrase look beyond what's giv 1.
meanings.

2. considering points of view, the impulse to explore other points
suspending judgment, examining of view, be open-minded, t flexible,
assumptions try new things and ideas, be playful.

3. examining root issues and purposes the desire to seek clarity, gain
evaluating arguments, distinguishing understanding, be precise, be

relevant from irrelevant facts thorough, remain alert to possible
error.

4. developing criteria for evaluation the ur¢ to be orderly and logical, be
e uating arguments, exploring planful, think ahead, approach things
implications and consequences in a calculated and methodical fashion

5. examining thinking proce the tendency to devote time and effort

to thinking
. uncovering significant similarities the impulse to connect different areas
and differences, making of knowledge

interdisciplinary connections
transferring insights to new contexts

[Paul, 1993 #18, p 320] [Tishman, 1995 #16, p 39-40,155]
Table 1
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AP

\DIX B

Comparison of Proven Programs and " and Alone Materials

Proven Programs

1

. exter ve teacher training

and scripting including
theoretical background

. contains mediated learning

experiences (MLE)

. activities lead to creation

of mental models

. activities and/or directions

for creating trar ‘er

. prog n deliberately creates

a ¢« 1se of community
among the learners

42

Stand Alone Ma ia

1. limited discu: on of theory
except in professional
literature

2. experiences designed to
be mediated learning
experience

3. experiences designed to
lead to the creation of
mental models

4. only in workbooks focusing
on transfer activities or
professional literature

5. activities are left as an
exercise fortt student












11. What games does your child like to play?
12. What books do¢ your child like to read?

13. Describe how your child learned to ride a two wheeler.

14. D¢ >ribe how your child puts together a jigsaw puzzle or builds with blocks
(legos, wooden, etc.).

46
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