
   

ΔΙΑΛΟΓΟΣ– DIALOGUE DOWN THE POST-TRUTH HOLE 

PROGRAMMES AND TOOLS FOR DIGGING THROUGH INFORMATION AND BELIEFS IN 

THE POST-TRUTH ERA” Erasmus+ KA2 HE Intellectual Output 1: Δ-Mapping: 

frameworks, curricula and tools 

 

 

 

D-Policy Paper (Intellectual Outcome 6) 

 

MARCH 2022 

Authors: 

Bithymitris, Giorgos National Centre for Social Research (EKKE) 

Demertzis, Nicolas, National Centre for Social Research (EKKE) 

Kondyli, Dimitra, National Centre for Social Research (EKKE) 

Tsekeris, Charalampos, National Centre for Social Research (EKKE) 

 

 

“The European Commission support for the production of this publication does not constitute an 

endorsement of the contents which reflects the views only of the authors, and the Commission 

cannot be held responsible for any use which may be made of the information contained therein”. 



 
 
 

2 
 
 

Contents 

Part 1: Framework & methodology ........................................................................................... 3 

Introduction ........................................................................................................................... 3 

Conceptual framework .......................................................................................................... 4 

Diversity in institutional realities and possibilities for implementing CT-based programmes

 ............................................................................................................................................... 6 

Target audience ................................................................................................................. 9 

Number of Participants ................................................................................................... 10 

Duration ........................................................................................................................... 10 

Content and Format ........................................................................................................ 11 

Learning material ............................................................................................................. 12 

Tutors............................................................................................................................... 12 

Evaluation ........................................................................................................................ 13 

Concluding remarks ............................................................................................................. 14 

Part 2: D-project pilots & evaluation of results ....................................................................... 17 

Introduction ......................................................................................................................... 17 

Lessons learnt from Greece: The case of the Social Workers ............................................. 21 

Lessons learnt from Spain: The case of Italian Studies ....................................................... 23 

Lessons learnt from the UK: The case of a slightly adjusted existing curriculum ............... 25 

Lessons learnt from Bulgaria: A case of formal introduction of CT-based curricula ........... 28 

Lessons learnt from Italy: Distance learning, Critical Thinking and HE ............................... 29 

Lessons learnt from Italy: Cases from Adult Education ....................................................... 30 

Lessons learnt from Romania: Cases from Adult Education ............................................... 31 

References ........................................................................................................................... 32 

 

  



 
 
 

3 
 
 

Part 1: Framework & methodology 

 

Introduction 

The section presents in detail the general framework and the methodology adopted 

for the design, implementation, and evaluation of the learning programmes that have 

been created from the partnership of the Erasmus+ project "Διάλογος – dialogue 

down the post-truth hole: programmes and tools for digging through information and 

beliefs in the post-truth era" (2020-2021). The project "Διάλογος – dialogue down the 

post-truth hole: programmes and tools for digging through information and beliefs in 

the post-truth era" aims at fighting disinformation and false beliefs while promoting 

critical and scientific reasoning for a general improvement of the EU society. The 

overarching aim of the project was the development and validation of Critical 

Thinking-based curricula for HE and AE in 6 EU countries –Greece, Italy, Spain, the 

United Kingdom, Bulgaria and Romania – with a view to scaling-up the process of 

adoption to the whole EU.  

The greatest challenge for (and the greatest merit of) the partnership was the 

multidisciplinarity among academic partners and stakeholders (Social Sciences, 

Classical Studies, Media Studies, Industrial Relations, just to name a few), but also the 

diversity in terms of institutional settings: four universities (one online), one research 

institute, and two adult education providers, located in 6 different EU countries with 

differences in the legal and institutional requirements concerning the introduction of 

new curricula. Notwithstanding the difficulties of such a diverse field, the pilots 

(Section 2) have demonstrated the strengths of this multi-perspective approach in 

implementing courses based on Critical Thinking.    

It is not only the environment that differs for each one of the 6 partners of the 

D-project. Despite the substantial interaction among the partnership in previous 

stages of the project (research component, creation of didactic material, preparation, 

design and implementation of the piloting exercises) and the concomitant integration 

of the theoretical and methodological reflection that has been achieved, the concept 

of Critical Thinking remains at least to some extend elusive, difficult to be fixed once 

and for all. The task of this section is to elaborate on the most dynamic, and hence 

elusive, and complex aspects of the issue at hand that is Critical Thinking in education.      
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Conceptual framework 

According to the findings of the research component of Δ-project (IO1) faculty 

members agree almost unanimously that teaching students to ”think critically” is the 

principal aim of higher education (undergraduate education in particular). For most of 

them the ability to think critically means to ask pertinent questions, recognize and 

define problems, identify the arguments on all sides of an issue, search for and use 

relevant data, and arrive in the end at carefully reasoned judgments. This is the 

indispensible means of making effective and creative use of information and 

knowledge. 

A precise and shared definition of the concept, either as a theoretical concept, 

or a terminus technicus, is difficult to be reached. Not because of lack of inclusive 

conceptualizations that meet universal intellectual standards such as those of clarity, 

accuracy, precision, consistency, and relevance. It is rather the different veiwpoints, 

values, belief systems, in short the cultural specificity of the interested parties 

(institutions, academics, teachers, policymakers)  that render the conceptual terrain 

of Critical Thinking contested. This is not to suggest that there is no need, or possibility 

for seeking common grounds. Quite on the contrary, this is possible only as far as 

involved parties are committed to dialogos, a structured dialogical encounter that 

enables truth trajectories, movements towards a productive saying, and not an 

absolute (and more or less phantasized) truth.  

The Δ-project has built upon qualified conceptulizations as the one provided 

by the Foundation for Critical Thinking1   an American educational non-profit 

organization aiming to promote essential change in education and society through the 

cultivation of fairminded critical thinking. According to this inclusive conceptualization 

adopted from this institution: 

  

Critical thinking is the intellectually disciplined process of actively and skillfully 

conceptualizing, applying, analyzing, synthesizing, and/or evaluating 

information gathered from, or generated by, observation, experience, 

reflection, reasoning, or communication, as a guide to belief and action. In its 

exemplary form, it is based on universal intellectual values that transcend 

subject matter divisions: clarity, accuracy, precision, consistency, relevance, 

sound evidence, good reasons, depth, breadth, and fairness. 

 
1 https://www.criticalthinking.org/  

https://www.criticalthinking.org/
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In the framework of the Δ-project, a small-scale survey among academics and Adult 

Education (AE) teachers, has added a more practical dimension in regard with the 

importance of CT as a skill, which means ‘ability to apply knowledge and use know-

how to compete tasks and solve problems’ (Cedefop, 2008). The analysis of our survey 

data (IO1) led us to the following assumptions: 

• Participants feel aware of the necessity for institutions (HE and AE) to be part 

of the building up of critical thinkers by promoting CT development at 

professional/personal level. This was made even more apparent after the 

outburst of the Covid-19 pandemics (the survey took place before January 

2020).  

• CT is easily recognized as a skill needed for the labour market. According to a 

widely circulated OECD (2009) paper, Critical thinking typically include 

competences of problem solving, collaboration, analytical thought, 

information processing, knowledge based on past experience, interacting with 

attitudes and values. Critical thinking is considered also one of the most 

important skills deemed necessary for college graduates to become effective 

contributors in the global workforce (Lue et all 2014).  

• CT in education should not be reduced to a utilitarian perspective, however 

important this might be. Our D-study (IO1) demonstrated that CT should be 

approached in terms of knowledge, skill and values, attitudes and ethics. This 

finding is in line with assessments ‘procedures that are being set-up.’  

• Development of CT curricula can help people feeling stronger and resilient in 

uncertain times.  Thus, developing CT as a skill is a critical task that educational 

institution should take seriously, if it is to provide a better equipment within a 

global context of uncertainty, volatility and disruption (such as the Covid-19 

context).  

Acquiring CT skills increases the possibility of making decisions as a result /product of 

careful research and reasoning.  According to the findings of the D-study (IO1), some 

meaningful learning objectives of a CT curriculum would be the development of skills, 

of applied critical thinking, of mobilizing attitudes and values to respond to academic, 

professional and personal challenges. Skills include the competence of the individual 

with respect to problem solving,  analysis of data as evidence for reliable information, 

verification, creativity (thinking out of the box), logical connections and decision 

making, critical assessment communication. Curiosity and questioning, research that 

build upon a strong theoretical background, which is also questioned. Critical thinking 

also encourages the development of arguments and methods, reasoning, debate 
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and/or dialogue. Within a CT perspective, the dialogical way of knowing things, 

constitutes the royal road to knowledge. It forges attitudes that enhance reasoning 

and fosters social based reflection (Dewey, 1933). There is probably a bias of the 

representation of SSH in our online survey in relation to the extent critical thinking is 

important as well as related learning objectives and benefits. However, in Critical 

Thinking literature, CT is an essential competence that enables citizens to participate 

in democratic societies in ways that cultivate democratic ethos, raising the demand 

for accoundability, transparency, fairness, and inclusion. The outcomes from the 

piloting of the D-project in 7 universities and 2 Adult Education providers, from 6 

countries, support these assumptions and render CT-based curricula a timely 

intervention, regardless the format of the learning programme, or the subject matter. 

Next section discusses in more detail the major dilemmas that emerged during the 

implementation of CT-based programmes. 

 

Diversity in institutional realities and possibilities for implementing CT-

based programmes 

Higher Education in Europe becomes more and more conducive to the old-but-gold 

Lisbon goal of a strong knowledge-based economy driven by a transition to a more 

sustainable world. Prior EU-level efforts towards transnational collaboration and 

mobility, such as the Bologna process, need to be supplemented by national and 

regional interventions, if it is to get closer to a sustainable equilibrium between 

ecological, economic and social concerns, the digital transition and major political 

developments (EUA, 2021).  

In this vein, it is important to reflect on the role of European Higher Education 

Area Competencies (Bologna Process) in the cultivation of critical thinking. The so-

called Bologna Process constitutes a dominant European framework concerning 

general education competencies deemed important for higher education and/or 

workforce. In this policy making setting, critical thinking as specific skills is in principle 

prevailing over critical thinking as general knowledge. Critical thinking skills have now 

become the global currency of 21st century economies to spur growth and reduce 

inequalities.2 

For the Bologna Process, the skills-related mode of critical thinking is of utmost 

importance for students, especially for those completing the first cycle (e.g., 

 
2 https://oecdobserver.org/news/fullstory.php/aid/3777/OECD_Skills_Strategy:_The_pathway_of_choice.html  

https://oecdobserver.org/news/fullstory.php/aid/3777/OECD_Skills_Strategy:_The_pathway_of_choice.html
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bachelor’s level). Students completing the first-cycle qualification “can apply their 

knowledge and understanding in a manner that indicates a professional approach to 

their work or vocation, and have competences typically demonstrated through 

devising and sustaining arguments and solving problems within their field of study” 

and “have the ability to gather and interpret relevant data (usually within their field 

of study) to inform judgments that include reflection on relevant social, scientific or 

ethical issues” (Ministry of Science Technology and Innovation 2005: 194). 

The second powerful framework for EU tertiary education policy making is the 

Framework for Higher Education Qualifications (QAA-FHEQ), authored by Quality 

Assurance Agency for Higher Education, UK. Again, CT is not clearly specified; it is 

rather defined in terms of skills related to modes of thinking demonstrated by 

students receiving a bachelor’s degree with honors. In the QAA-FHEQ context, a 

student is required to be able to “critically evaluate arguments, assumptions, abstract 

concepts and data (that may be incomplete), to make judgments, and to frame 

appropriate questions to achieve a solution—or identify a range of solutions—to a 

problem” (Quality Assurance Agency, 2008: 19). 

In the same line, the European reference framework, as an outcome of the 

joint work of the European Commission and the Member States within the Education 

and Training 2010 Work Programme, strategically aims, on one hand, at identifying 

and defining the key competences and skills that are necessary in the knowledge 

society; on the other hand, it aims at providing a European-level reference for 

supporting Member States’ efforts towards ensuring the development of these key 

competences and skills across all age groups. The Reference Framework sets out eight 

key CT-related competences:  

 

1. Communication in the mother tongue  

2. Communication in foreign languages  

3. Mathematical competence and basic competences in science and 

technology  

4. Digital competence  

5. Learning to learn  

6. Social and civic competences  

7. Sense of initiative and entrepreneurship  

8. Cultural awareness and expression.  
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In particular, critical thinking and creativity are central in a series of themes 

which are applied throughout the Reference Framework and arguably playing a 

significant role in (and cut across) all eight key competences. Critical thinking (as skills) 

is also central in four broad categories of human activity: 

 

• Ways of thinking: innovation; complex problem solving and decision making; 

learning to learn and unlearn, metacognition 

• Ways of working: communication, coordination, collaboration (teamwork) 

• Tools for working: information literacy and media literacy (including research 

on sources, evidence, prejudice, biases, etc.); ICT literacy and digital literacy 

• Living in the world: active citizenship (local and global); life and career; 

personal & social responsibility, including environmental awareness and 

cultural competence 

  

In the abovementioned policy making setting, a number of CT-related dimensions are 

involved. First, the dimension of developing sound and valid arguments recognizes 

that students should be able to not only understand and evaluate arguments made by 

others, but also to rigorously develop their own arguments which are valid (based on 

good reasoning) and sound (valid and based on good evidence).  

Second, the analytical dimension of evaluating evidence and its use. Evidence 

provided in support of a position can be evaluated apart from the position advanced. 

It also involves analyzing and evaluating arguments. It can indeed be difficult to 

evaluate an argument without an adequate grasp of its structure: what is assumed 

(implicitly or explicitly)? How does the author intend the premises to lead to the 

conclusion? Are there intermediate argument steps? Knowing the specific 

relationships among parts of an argument is helpful in finding and assessing both its 

strong and weak points. 

Third, the analytical dimension of understanding the particular implications 

and consequences. The conclusion of an argument is not always explicitly stated. 

Furthermore, arguments and positions on issues can have multiple unanticipated 

consequences and implications that go beyond the original argument. If we accept 

some particular principle, what follows? What might be some possible results 

(intended or otherwise) of a recommended course of action? 
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Fourth, the dimension of understanding causation and explanation is 

applicable to and works with all of the analytical and synthetic dimensions, because it 

can involve considerations of evidence, implications, and argument structure, as well 

as either evaluation or argument production. Causes or explanations feature 

prominently in a wide range of critical thinking contexts. 

It is not by chance that one of the most updated EU-level documents on HE 

titled ‘Universities without walls: a vision for 2030’ (EUA, 2021) states clearly that the 

mission of Europe’s universities in the field of Learning and Teaching is ‘to nurture and 

enable the development of learners as creative and critical thinkers, problem solvers 

and active and responsible citizens equipped for lifelong learning.’ 

Given the need to find an equilibrium between a narrow understanding of 

Critical Thinking as a reified skill that can be obtained once and for all at some point in 

university, and the general statements about the built-in CT characteristics of 

academic curricula (in Social Sciences and Humanities such tautologies are rather 

frequent), we summarize the following criteria against which we implemented the 

piloting exercises of the D-project: 

 

Target audience 

Universities:  Most full-time Bachelor's study programmes in Europe last 3 or 4 years, 

and most full-time Master's study programmes last 1 or 2 years. Though a CT-based 

curriculum could be useful for both undergraduate and postgraduate students (and 

also PhD students), the impact is bigger at the earlier stages of an academic career.  

Therefore, we found that undergraduate students, preferably not in their first year in 

university, fit better in the proposed programmes.  

Adult Education Centres: VET trainees, or AE learners of diverse educational 

background will certainly benefit from CT-based programmes. The risk factors here 

relate with the characteristics of Adult Education, which typically entails short cycles 

of training, theoretical and/or practical and not with the age characteristics of the 

learners. In other words, the policymakers in AE, should not consider age diversity, or 

diversity of educational background, as obstacles to the facilitation of a CT-based 

programme. As a quality-assured and labour market-relevant programme, D-

curriculum can be proposed as such practically to all adults of working age.  
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Number of Participants  

Universities:  Although there cannot be a strict rule on the number of participants, a 

coherent group of 15-20 students would be ideal, so that the in-classroom learning 

could easily be combined with out-of-class activities (projects, or study visits).  

However, the number of participants is not a crucial factor concerning the efficient 

implementation of Critical Thinking.  

Adult Education Centres: The previous remarks apply to AE as well.  

 

Duration 

Universities:  The duration of the pilot program varies in accordance with the 

preferred structure, content and format of the course (see below). Based on the 

experience gained throughout the D-project, a total amount of 12 hours of classroom 

learning, or synchronous online learning suffices. This could entail 4 meetings (one 

per week), carried out as part of one course (eg in Greece a course entails 

approximately 13 weeks of in-classroom learning which usually lasts 3 hours). 

Asynchronous activities (study hours, or projects) should also be foreseen. Both 

theoretical and practical classes are included in the calculation of hours, as well as 

study hours, seminars, workshop, projects and other academic activities required for 

the evaluation. Note that most universities that adopt the European Credit Transfer 

System (ECTS) set the value of a European credit or ECTS credit at 25 hours (minimum) 

to 30 hours (maximum). In any case, the calculations should be fully aligned with the 

evaluation procedures (see below).  

Adult Education Centres: Based on the experience gained through the Training Week, 

a total amount of 12 hours of classroom learning, or synchronous online learning 

suffices. Atypical and non-typical education manifests a plurality of formats regarding 

classroom learning, but in most cases, it would be more plausible to devote a week of 

Δ-learning. Asynchronous activities (study hours, or projects) should also be foreseen. 

Both theoretical and practical classes are included in the calculation of hours, as well 

as study hours, seminars, workshop, projects and other academic activities required 

for the evaluation. In any case, the certification processes should be fully aligned with 

the evaluation procedures (see below).  
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Content and Format 

Universities:  Depending on the organizational and administrative framework of each 

country and each institution, the proposed courses can be mandatory or optional. It 

should be noted though, that rendering a CT-based course/module, mandatory, 

contradicts the rationale of the whole intervention: the application of critical thinking 

is more than a skill, or competence; it is also an attitude, linked with certain values 

and ethics, such as integrity, transparency, democratic ethos, and responsibility. 

 From the very beginning of the D-project, there was a dilemma regarding the 

specific format of a CT-based programme: Should it be a separate course consisting of 

a specific number of modules, or a modification of existing curricula? Though both 

options could be beneficial for the target audience, the merits of delivering separate 

CT-based lectures are obvious, at least in academic disciplines and departments 

whereby philosophical reasoning, fact-checking, and information literacy, fall outside 

the scope. On the other hand, offering a new course represents a significant allocation 

of resources, both intellectual and financial, and thus it is important that careful 

planning precedes the offering. In most cases the introduction of a new module, 

should be agreed upon on an institutional basis usually with the participation of 

programme directors, faculty, and perhaps, students. This could potentially 

discourage academic teachers submitting a proposal for delivering a CT-based 

programme. Therefore, the academic community, the administrative boards, the 

Ministries of Education, should strongly encourage the introduction of seminars such 

as those adopted in the framework of the D-project. 

If the choice made is the introduction of a new course, the potential tutors are 

recommended to divide their meetings into two parts: the first part consists of a 

lecture, and the second part is a practical class, with joint activities, online or offline, 

preferably with the use of multimedia. This is for two reasons: the proposed 

educational resources (see below) are accessible mostly via web sites and platforms. 

Second, tutors can make use of the young people’s familiarity with web applications 

and internet in order to showcase how critical thinking could be applied in order to 

validate information, scientific and lay knowledge, public beliefs, media stories etc. 

The modules/courses could be taught partly, or entirely, through e-learning. Blended 

e-learning (synchronous and asynchronous) is highly recommended. 

It is also strongly advised all Ph.D. candidates of the department that 

implements the programme, to take part to the seminars and activities. Small groups 
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of undergraduates and Ph.D. candidates should be encouraged to participate in 

curriculum design activities, within a Participatory Design approach.  

Adult Education Centres: Though institutional barriers can be removed easier in Adult 

Education, the justification of the introduction of a totally new curriculum is always 

needed. Ministries of Labour, Ministries of Education, boards of vocational schools, 

associations of AE teachers, should strongly encourage the introduction of new CT-

based modules, though careful planning is necessary. If the choice made is the 

introduction of a new course, the potential tutors are advised to divide their meetings 

into two parts: the first part consists of a lecture, and the second part is a practical 

class, with joint activities, online or offline, preferably with the use of multimedia. This 

is for two reasons: the proposed educational resources (see below) are accessible 

mostly via web sites and platforms. Second, tutors can make use of the young people’s 

familiarity with web applications and internet in order to showcase how critical 

thinking could be applied in order to validate information, scientific and lay 

knowledge, public beliefs, media stories etc. 

 

Learning material 

Universities:  The learning content is of utmost importance, along with the 

methodology of teaching, which should be adjusted to the institution’s practices and 

experience. IO3 (Δ-curriculum for Teachers) of D-project includes key resources that 

can be utilized by the tutors, along with a structure of 4 modules that can be modified 

and adjusted to regular courses and shape the content of a CT-based curriculum. IO2 

(Δ-curriculum for Students) of D-project gives a model for adjusting a regular course 

to the objectives of CT-based learning.   

Adult Education Centres: The previous remarks apply to AE as well. 

 

Tutors 

Universities:  The education material proposed here (Δ-curriculum for Teachers) has 

been developed in a way that any academic teacher can deliver it, provided that a 

meticulous preparation of the material precedes.  To facilitate the delivery of new 

courses, the D-partnership made accessible the online training (MOOC) delivered from 

Pegaso university in asynchronous e-learning format.  
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Adult Education Centres: The previous remarks apply to AE as well. 

 

Evaluation 

Universities: Once again the institutional realities set the stage for the 

implementation of the evaluation procedures in the context of CT-based programmes. 

As already said, instrumentalist approaches, as well as general claims for bringing 

Critical Thinking in the classroom, are inadequate. Typical validation should be seen 

as a helpful tool for learners to understand what they actually learnt. The tutors are 

suggested to make use of the assessment toolkit (IO4) of the D-project, not least 

because it is a collaborative product of institutions and academics of different 

disciplinary orientations. Apart from the typical validation processes (assessment of 

competences and students’ feedback) the interested parties should pay attention to 

attitudinal changes both among the students’ and the teachers’ community.  

The assessment process takes into consideration the special, hybrid status of 

target competences that are:  

1. Cross-disciplinary (embedded in the target soft sciences) and meta-disciplinary 

(related to scientific reasoning in general) key competences,  

2. Transversal & soft skills (related to problem-solving), related to active 

citizenship.  

Consequently, special attention is devoted to possible changes in attitudes, mental 

habits and behaviour through pre-evaluation and post-intervention tests.  

 

Adult Education Centres: Formal validation procedures can be part of AE as well, 

particularly when it comes to certification. Stakeholders in AE are highly 

recommended to make use of micro-credentialed learning. According to the European 

Skills Agenda ‘micro-credentialed learning offers a flexible, targeted way to help 

people to develop the competences they need, and have those competences 

recognised.’3 Micro-credentials can be used for all levels, all types of learning and for 

all topics from the most academic to the most basic or technical ones.   

      

 
3 https://ec.europa.eu/social/main.jsp?catId=1223&langId=en  

https://ec.europa.eu/social/main.jsp?catId=1223&langId=en
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Concluding remarks 

Critical thinking has been a popular term within Social Sciences and Humanities, at 

least since the 1980s. The linguistic turn, the post-structuralist turn, postmodernism 

in general, along with other intellectual currents, troubled the legacies of the knowing 

subject of modernity, which was held to be fully transparent to itself. Seeking of truth 

became more difficult, inasmuch as societies and human relations have become more 

and more complex, fluid, ambivalent and contingent. Giving up to ‘anything goes’ 

arguments, and disregarding the value of truth-seeking (even if and precisely because, 

truth is not something out there) contributed to a gradual shift towards values, 

dispositions, attitudes, and behaviours that prepared, cultivated, and ultimately made 

possible what has been described as post-truth context, whereby ‘people are more 

likely to accept an argument based on their emotions and beliefs, rather than one 

based on facts’ (Cambridge Dictionary, 2016).  

 Fortunately, previous century has endowed European societies not only with 

a generalized feeling of aversion for the truth, but also with insights for an open-

ended, enriched, and more productive search of the truth through dialogical means. 

In this vein, dialogos is not about winning a debate, but putting into test both the more 

familiar and the less familiar, or even the strangest to us ideas, aiming at a better 

understanding of both identity and alterity. The project Dialogos builds on a Socratic-

inspired pedagogy and method (Boghossian, 2012; Delić & Bećirović, 2016), which 

departs from positivist accounts of what is true and what is not, keeping also at bay 

the antitheoretical features of postmodernism.       

 The policy recommendations of D-partnership for developing and applying 

Critical Thinking-based curricula in Higher Education and beyond, reflect this middle 

ground between realism and constructivism, and hence they should be read as 

suggestions, and not strict guidelines. They are part of a process of experimentation, 

which in the framework of this project has been completed, but in terms of a wider 

application, it should be ongoing and ever-changing. The Intellectual Outputs of the 

project (research outcomes, training the trainers seminars, curricula, pilots, partners’ 

interaction and knowledge exchange) give hints to those HE and AE institutions 

interested in nurturing learners as creative and critical thinkers. The following key 

points summarize what we found useful for educational providers, but also for those 

policymakers, who commit themselves in the pursuit of CT cultivation through the 

formal introduction of relevant programmes not only in Social Sciences and 



 
 
 

15 
 
 

Humanities, but in a wide range of scientific disciplines including Natural Sciences, 

Engineering and Technology, Medical and Health Sciences: 

✓ A CT-based learning programme could be delivered either (a) as a new 

course/module with distinct curriculum focused on topics, such as post-

truth politics, information disorders, logical fallacies, Information Literacy, 

or (b) as modification of an already existing course, which discusses similar 

topics. Though institutionally more complicated, the first choice reaps the 

fruits of a well-documented and tested programme that corresponds to 

one ECTS credit. In AE the first option could lead to certification processes, 

taking fully into consideration the European Council Recommendation on 

micro-credentials for lifelong learning, a crucial component of the 

European Skills Agenda. 

✓ The target audience in HE could be both undergraduate and postgraduate, 

or even PhD students, but the impact of the programme is bigger at the 

early phase of academic engagement. In AE practically any adult of working 

age could potentially use it as a precious training entitlement and an 

inspiration for establishing a more critical relationship with society and 

politics. 

✓ Although there is not an ideal format or duration of a CT-based programme, 

a short module course of 4 seminars consisting both of classroom learning, 

or synchronous online learning (between 12 and 16 hours), and 

asynchronous learning (study hours, projects, extra-curricula activities) 

would suffice for the purposes described above.  

✓ The learning material (teacher’s curriculum, learners’ curriculum, useful 

resources, videos, MOOCs) is fully accessible and ready to use at the project 

website (https://dialogosproject.eu/). 

✓ Though the evaluation procedures depend on the institutional setting in 

each country, and in each university, some kind of assessment is deemed 

necessary for those attending a CT-based learning programme. The 

interested parties are invited to navigate the assessment toolkit (IO4) of 

the project, which is also openly accessed through the website 

(https://dialogosproject.eu/).  

The next part of this report presents in detail the results from a total of 16 pilots that 

have been implemented in 7 different universities and 2 Adult Education Centres. The 

https://dialogosproject.eu/
https://dialogosproject.eu/
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abovementioned points are further illuminated from the experience gathered from D-

partners. 
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Part 2: D-project pilots & evaluation of results 

 

Introduction 

The piloting phase of D-project aimed at experimenting the learning programmes, 

including assessment and certification processes, for HE and AE learners and teachers. 

A careful Experimental Design (ED) was conducted before running the 

experimentation, ensuring (a) their sound implementation in a context of generalized 

uncertainty due to the Covid-19 pandemics and the related restrictions, and (b) their 

compliance with the quality standards and the institutional framework that governs 

each participating institute. The following table gives an overview of the piloting 

phase.  

 

Table 1 Overview of the piloting activities of D-project 

Country 
Institution/ 

Department/ Course 

Number 

of 

learners 

Number of 

teachers & 

moderators 

Format Impact 

Greece 

University of Athens, 

Department of 

Communication and 

Media Studies 

31 5 
Synchronous 

e-learning 

Strongly 

positive 

University of West 

Attica, Department of 

Social Work 
75 2 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 

University of Western 

Macedonia, 

Communication and 

Digital Media (CDM) 

Department 

19 5 
Blended 

learning 

Strongly 

positive 

Bulgaria 

Burgas Free University, 

Social psychology 
12 1 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 
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Burgas Free University, 

Sociology 
39 1 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 

Burgas Free University, 

IT and work in digital 

environment  
36 1 

In-classroom 

learning/ out 

of class 

activities 

Positive 

Burgas Free University, 

IT 
14 1 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 

UK 

Manchester 

Metropolitan 

University, People 

Management and 

Development 

15 1 
In-classroom 

learning 
Positive 

Spain 

Universidad 

Complutense de Madrid, 

Theory and Practice of 

Translation (2021) 

63 1 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 

Universidad 

Complutense de Madrid, 

Contemporary Italian 

Narrative 

35 2 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 

Universidad 

Complutense de Madrid, 

Contemporary Italian 

Language and 

Literature 

27 2 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 

Universidad 

Complutense de Madrid, 

Theory and Practice of 

Translation (2022) 

60 2 

In-classroom 

learning/ out 

of class 

activities 

Positive 

Italy 

ARES scarl (VET & Adult 

Education), Family 

Assistants Pilot 1 
10 2 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 
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ARES scarl (VET & Adult 

Education), Family 

Assistants Pilot 2 
8 2 

In-classroom 

learning/ out 

of class 

activities 

Strongly 

positive 

Romania 

ICS Technical College, 

Logics, argumentation 

and communication & 

History 
20 3 

In-classroom 

learning/ out 

of class 

activities/ 

Asynchronous 

activity 

Positive 

Italy 

Pegaso University, 

Commercial Law 
32 1 

Blended 

learning 
Positive 

Pegaso University, 

Bankruptcy Law 
24 1 

Blended 

learning 
Positive 

 

As it is made apparent, the scope of the pilot programmes was broad enough to 

include different geographical, institutional and thematic scales: 6 EU countries, 7 

universities, 2 Adult education providers, and a broad range of courses, mostly in 

Social Sciences and Humanities. The pilot phase of the D-project achieved a 

remarkable diversity in learning formats as well: Synchronous and asynchronous e-

learning, in-classroom learning, blended learning (in-classroom and asynchronous e-

learning), out of class activities (projects, study hours, essays). 

 520 learners took part in this experimentation, which was guided by 33 

competent tutors, most of whom had been trained during the ‘train the trainers’ 

seminars of the D-project. From a total of 17 pilots, strongly positive change (in terms 

of applying Critical Thinking in specific tasks) have been noticed in 11 cases. The impact 

was positive in 6 cases. In most pilots the assessment procedure consisted of a pre- 

and a post-intervention test. In the cases where a strong positive impact has been 

noticed, the average scores of the tests conducted after the pilot learning, were 15% 

higher than the respective scores of pre-intervention tests. There were also cases of 

differentiation in attitudes towards routine academic tasks. For example, in UCM the 

tutors noticed an important shift in the way the participants seek for pragmatic 

information (eg they started using the library services, and online academic resources 

for digging biographical data of novelists that previously used to be retrieved from 

Wikipedia and relevant resources). 

 Despite the heterogeneity both of the environments, and the disciplines, some 

themes have been recurrent. The decomposition of the anti-vax campaigns in social 

media, the critical inquiry of widely shared pseudo-scientific arguments, but also the 
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problematic relationship of mainstream sources of information with the validation of 

knowledge, were found to be vantage points of reflection during the interventions, 

triggering dialogical discussions on the ethical and political implications of the post-

truth condition.  

 The policy makers in Higher Education, as much as in Adult Education, should 

pay close attention to the impact that was caused by such a small-scale intervention. 

In none of the pilots, the total duration of the programme exceeded 16 hours. The 

resources needed for the intervention are openly accessed for teachers, and learners 

likewise. The positive change in terms of Critical Thinking skills level and attitudes 

towards knowledge is possible regardless of the subject matter, and this is robust 

evidence that the design and development of CT-thinking based curricula should not 

be confined in specific scientific areas. For example, Media studies departments are 

arguably more conducive in teaching what information literacy is and how to achieve 

it, but this is also a topic of high relevance eg for social workers, who are digging 

through digital information to map out an area of intervention, or for social 

researchers who use social media or netnography as a key resource for understanding 

social interaction in contemporary digital communications contexts.  

 We summarize some good practices that could contribute to a better grasp on 

why and how CT-based learning programmes could be organic part of Higher 

Education and Adult Education curricula.  
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Lessons learnt from Greece: The case of the Social Workers      

Although the implementation of the pilot in all three Greek participating universities 

is deemed successful (Table 2), the experience gained from teaching the programme 

in the Department of Social Work, stands out.  

 

 Table 2 Assessing the impact of the programme by using pre- and post-intervention 

tests 

University/ 
Department 

Course Pre-intervention 
test 

(Average score) 

Post-intervention 
test 

(Average score) 

National and 
Kapodistrian 
University of Athens: 
Department of 
Communication and 
Media Studies 

Political 
communication 

3,7/5 4,7/5 

University of 
Western Macedonia: 
Communication and 
Digital Media (CDM) 
Department 

Digital policy 3/5 4,1/5 

University of West 
Attica: Department 
of Social Work 

Academic 
writing 

3/5 3,9/5 

 

The course that was selected to be adjusted according to a CT-based perspective was 

titled ‘Academic writing.’ The aim of the course is to familiarize the first-year students 

with the universal elements of scientific reasoning: what is the problem, or question-

at-hand; what have other said about that; assumptions and premises; the conceptual 

framework; evidence; reasoning leading to conclusions; consequences; alternative 

scenarios and viewpoints.  
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The tutors modified some of the modules, shifting the interest from scientific 

texts to media material. Practically this meant a broadened field of application of 

universal intellectual values: the students gradually got acquainted with the idea that 

the habit to apply intellectual standards to the structures inherent to thinking (eg the 

distinction between fact-checkable and non-fact-checkable claims) should not be 

confined to the academic field, but it should expand to other fields of discourse as well 

(political discourse, media discourse, administrative discourse, just to name a few). 

Using examples drawn from the teacher’s and students’ curricula of the D-

project (IO2 and IO3), but also injecting the didactic material with their own slides, 

hand-outs, and photographic material, the tutors invited their audience to start 

contemplating on the beliefs, emotions, prejudices, biases, distortions, and 

uncritically accepted social rules that each one of us carries throughout his or her life. 

The last session of the CT-based modules was indicative of how this dialogical inquiry 

of truth-trajectories started reaping its fruits.  

Instead of analyzing explicit good practices taken from their own research and 

scientific career, the tutors selected blind spots of their own research that would 

remain unchecked, had one basic premise of Critical Thinking not been endorsed: we 

can never achieve a full-blown application of CT in our practices, insofar as we, 

humans, cannot but be partial and imperfect beings with emotions, anxieties, 

repressed feelings, defense-mechanisms and so on. In other words, the development 

of critical thinking skills and dispositions is a life-long endeavor, and therefore, should 

also be pursued retrospectively. After the collaborative in-classroom effort to bring to 

the fore the tutors’ past episodes of uncritical reasoning, the students felt much more 

confident in tracing through their own intellectually flawed modes of thinking. Though 

the long-term impact of these sessions cannot be documented, the remarkably active 

participation of the students throughout these sessions, along with their above-the-

average performance at the end of the course, indicates the programme’s usefulness. 

Apart from the standard suggestions given in the previous section (introducing 

a short cycle of CT-based sessions at the first years of the undergraduate studies, using 

dialogical methods of learning both in-classroom and out of it), the case of the Social 

Workers showcases the importance of examples taken from the personal experience 

of the academic teacher, especially when this indicates a change in his/her intellectual 

habits and attitudes.      
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Lessons learnt from Spain: The case of Italian Studies      

The second case is drawn from the experimentation of CT-based curriculum that took 

place in Universidad Complutense de Madrid, department of Romance, French, Italian 

and Translation Studies, between February and May 2021. The tutors worked in two 

groups of 18 and 17 students in the framework of the course ‘Contemporary Italian 

Narrative’. The subject has a total of 60 hours of teaching. A third of the time (20 

hours) was dedicated to develop a critical thinking approach to the subject. The final 

evaluation included the participation on this project: 33% of the student’s final mark 

depended upon this activity. The information about this part of the subject has been 

included in the syllabus that can be found in the UCM Web page: 

https://www.ucm.es/estudios/grado-lenguasmodernasysusliteraturas-plan-802809    

The two groups consisted of students attending the 3rd year of Modern 

Language Bachelor. All of them they study Italian as first language and a second one 

(mostly French or German or English). The pilot’s main objective was to develop 

critical thinking through literature, so that a more critical engagement with the 

sources is achieved. 

In particular, the pilot aimed:  

• To stimulate students to adopt a scientific and critical attitude in regard with 

the use of web resources. 

• To improve their literary knowledge. 

• To share with students the tools and the specialistic language in literary 

studies. 

• To investigate further the main authors of the Italian contemporary literature.  

• To increase the student’s communicative competence. 

• To enrich student’s self-awareness. 

The first group was exposed to CT-based methods in analyzing narrative, stylistic and 

linguistic features of the tale titled “Marcovaldo va al supermarket”, in the pursuit of 

a holistic interpretation. The second group (control group) followed the typical 

curriculum of the course, without attending the new CT-based components. Then the 

students of the first group were asked to choose one of the 15 remaining tales of the 

https://www.ucm.es/estudios/grado-lenguasmodernasysusliteraturas-plan-802809
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class book and write another paper according to the adopted methodology we have 

adopted. This paper has been evaluated, and the results showed a remarkable positive 

difference in comparison with the performance of the control group.  

Moreover, the students were enthusiastic about their experience. They said 

they had learned to be more accurate in what regards the information they received 

from Internet pages. They also found that the pilot raised their awareness on how 

Literature can contribute to a more comprehensive and less myopic view of the truth. 

A change in attitude was also observed in the second essay that had to be produced, 

at the end of the pilot as far as it concerns the acknowledgment of one’s own personal 

beliefs, tastes, and biases when confronting a text. The active engagement of PhD 

Students in the preparation and implementation of the CT-based learning material 

should also be highlighted as a good practice.  
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Lessons learnt from the UK: The case of a slightly adjusted existing 

curriculum      

The case of the pilot in Manchester Metropolitan University, People and Performance 

Department, is very interesting, insofar as it entails a very selective appropriation of 

the CT-based curriculum in the context of the existing course ‘People Management 

and Development.’ The students of this course had the opportunity to attend three 

one-hour lectures, along with three one and half hour’s tutorials, and three one-hour 

workshop activities.  

 The Pilot was viewed as a part of the continuous endeavor made by the 

University to enhance the students’ critical thinking skills. This helped drawing the 

audience’s attention to the Pilot and maintaining their engagement levels throughout.   

It should be noted that a significant minority of the students has a diverse ethnic 

background. Students from such different cultural backgrounds were proved more 

open and willing to critically evaluate commonly held perceptions and values that tend 

to disadvantage people of color and ethnic minorities. The focus of the Pilot on 

migration issues was positively viewed by these students who were willing to engage 

with critical thinking tools that can expose disadvantages and unfairness experienced 

by minority groups in the labor market.  

In addition to that some of the most active learners has come from non-

privileged social backgrounds and saw education as means of improving their social 

position. During the experimentation, there were students who know very well each 

other and that helped in participating in class discussions and activities that facilitated 

their engagement with critical thinking. 

Some examples of how CT-based learning was introduced without disturbing 

the material that should be taught are as it follows: Students were asked to review a 

series of texts produced by institutes/employers’ associations dealing with the 

question of whether labour shortage in the UK hospitality/tourism industry is caused 

by migration and Covid and will lead to a disaster because the industry cannot hire 

British workers. The argument goes that British worker don’t want to join the 

hospitality industry mainly because they held unjustified perceptions that they 

industry is low paid. The tutor used specific examples from the area of labour shortage 



 
 
 

26 
 
 

(a significant aspect of the module) to illustrate the point that claims about the causes 

and solutions to labour shortages are bound to specific business interests and political 

targeting and therefore we need evidence for the claims organizations/politicians 

make. Through a series of fact checkable and non-fact checkable examples the 

students were exposed to manipulative and ideologically loaded scripts that were put 

forward by employers as a device to deceive public opinion, impose their agenda and 

hide the low-paid-exploitative nature of the industry found by various studies.  

There was a change in students’ attitudes/perceptions when they discussed 

the need to find reliable evidence through trusted resources since many organizations 

try to promote their agenda through unreliable and fact-uncheckable information. A 

change in students’ attitudes was also observed when the tutor discussed that the 

above claims/statements about the causes and consequences of labour shortages in 

the UK hospitality industry need to be fact checkable as we don’t have the time and 

resources to confirm their validity every time by conducting our own research. 

Furthermore, and most importantly some of the initial doubts were cleared when the 

tutor stressed that the above claims ought to be fact-checked as they contain 

significant policy and human implications so they should be based on evidence and 

facts.   

Utilizing module 2 students were also introduced to the different fallacies in 

reasoning and were given different texts with each containing a specific fallacy which 

they had to identify. The material was carefully selected, and in the main, it included 

important module ideas that the students needed to critically evaluate. Students had 

to critically evaluate dominant ideas-perceptions in relation to the impact of 

migration-Brexit, the benefits of flexibility, the need to keep the minimum wage low, 

and the need for avoiding regulation.  

The students were actively engaged with the material using the fallacies in 

reasoning in unexpected ways. So, for instance they found more fallacies in reasoning 

than the lecturer had initially planned. Most importantly the students understood the 

need to always base their assessments on reliable evidence, to inquire the source of 

the information, to not associate truth with commonly held opinions and to doubt 

what people wish to be truth and what is truth. By using specific fallacies like appeal 

to authority, students were not only able to identify this fallacy but they also 

contrasted the views expressed by some organizations with their own experiences 

reflecting critically on the discrepancy between the two.  

The above examples were quite useful in enhancing the critical ability of 

students regarding the evaluation of arguments and statements made by public 
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figures and organizations. Both fact-checkable and fallacies in reasoning were the 

triggers for realizing the importance as well as the appropriate tools for reflecting on 

why and how the source of the information affects the content as well as the tendency 

for making claims not supported by evidence.  

Students appreciated the introduction of specific tools through which logical 

fallacies can be recognized but the tutor felt that more work needs to be done on 

merging critical thinking tools with employment studies. Students needed more time 

to digest some of the material presented to them so on reflection more hours and 

asynchronous activities could have helped. However, the emphasis given to the need 

for credible and reputable evidence that can be checked was of paramount 

significance as proved by the tendency of some students to start looking for evidence-

based claims in relation to some module material covered after the pilot study.    
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Lessons learnt from Bulgaria: A case of formal introduction of CT-based 

curricula       

The experimentation of CT-based curricula in the Burgas Free University produced 

very interesting results, not least because of its diversity. The BFU team selected four 

different disciplines as fields of experimentation: 

• Social psychology (2nd year BA) 

• Introduction to Sociology (1st year BA) 

• IT and work in digital environment (1st year BA) 

• Information technologies (1st year BA) 

Above all, the pilots in BFU stand out for their careful design, which enabled their 

formal incorporation in the official study programmes of the university. The proposals 

of the D-project team were discussed and approved by the members of the scientific 

and educational board of the Faculty, leading to the integration of 4 CT-based curricula 

in the four respective disciplines mentioned above. The tutors that have been selected 

and approved by the board, attended the Training Week of the D-project and obtained 

full access to the didactic material. The modules piloted during the summer semester 

of the academic year 2020-21 in the framework of the existing courses. In each one of 

the four cases of experimentation, the newly introduced module corresponded to 1 

ECTS credit and was delivered through lectures, seminars, exercises and out of class 

activities.  

Pre- and post-intervention tests have been conducted as a means for testing 

the effect of the new learning programme in Social Psychology, pointing to positive 

changes. Project-based assessments have been used in the three other pilots, with the 

results indicating above-the-average rates of participation. The projects raised the 

students’ awareness on information disorder and fake news in media and led to an 

upskilling in fact-checking techniques.  

Themes and topics that are debatable and contested in the national context, 

such as the right of adoption for members of the LGBT+ community, or the vaccination 

against Covid-19, have served as fields of application of Critical Thinking in a dialogical 

way.  
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Lessons learnt from Italy: Distance learning, Critical Thinking and HE 

Pegaso university is an open university located in Naples, Italy, and its experience in 

developing e-learning content was proved of utmost importance in the pursuit of 

making the Δ-project even more easily replicated from stakeholders in Higher 

Education. The MOOC was produced from the Pegaso team and was uploaded to the 

website (www.dialogosproject.eu), and can also be accessed through Youtube 

(https://www.youtube.com/watch?v=69FE80xz-Vk&ab_channel=DialogosProject).  

 The online asynchronous lectures, along with the didactic material of the 

project (powerpoint presentations, educational resources, exercises) have been 

delivered to 32 students of Business Law, as part of an existing curriculum. The focus 

of the Δ-Sessions was placed on Fake News and Information Disorder from a legal 

perspective: How well situated are the national states in combating information 

disorders, such as those elicited from the antivaxxers’ campaigns during the Covid-19 

pandemics? What can be done at the legislative level to encounter disinformation and 

malinformation and to what extent these efforts could be in conflict with the freedom 

of opinion and other core democratic principles? What is the interconnection between 

fighting disinformation and enhancing corporate responsibility? 

 Though due to institutional constraints, the students were not subject to any 

formal assessment procedure, the tutors deliberately discussed the material with the 

audience (32 Business Law students). According to the tutors’ feedback collected after 

the end of the Δ-Sessions, the students demonstrated a genuine interest for the 

challenges emanating in the post-truth context, particularly in what concerns the 

potential application of critical thinking in the field of Commercial Law. Their active 

participation and involvement was further encouraged through dialogical exercises, 

on topics closely related to the subject matter (Business Law).  

 

  

http://www.dialogosproject.eu/
https://www.youtube.com/watch?v=69FE80xz-Vk&ab_channel=DialogosProject
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Lessons learnt from Italy: Cases from Adult Education       

Invaluable experience was gained not only from academic, but also from non-

academic partners of the D-project. ARES Scarl is an experienced actor in VET & Adult 

education in Italy and the feedback from the piloting is indispensable for every future 

endeavor to implement CT-based learning programme in Adult Education.  

ARES used two different forms to deliver three pilots: (a) A limited number of 

Δ-sessions as part of one course, and (b) a separate Δ-course. For option (a), the pilot 

was included in the course for ASSISTENTI FAMILIARI (Family Assistants). The family 

assistant is an operator supporting, integrating and/or replacing the family's care 

functions, able to assist vulnerable/sick people/seniors in daily activities. The course 

was made of 600 hours in total and was addressed to low skilled people. It issued an 

official qualification according to the Regional Qualification Register.  

ARES decided to deliver a pre-pilot intervention (7 hours of in-classroom 

learning) and two subsequent pilot interventions (14 hours of in-classroom learning). 

The pre-pilot was aiming at assessing and discussing internally topics, methodologies, 

and techniques to teach CT, and also to study which parts of the curriculum had a 

higher impact potential on different target groups.  

The first pilot was included into the course for Family Assistants described above and 

precisely into the module “Communication”. The pre- and post-intervention tests 

pointed to mixed results: in most cases the scores in the aftermath of the sessions 

were higher, but there was inconsistency in what regards the internal components of 

the tests.  

The second pilot addressed high skilled people (university degree, upper 

secondary school). The tests’ results are similar to the first pilot, pointing to an 

observable positive change. Overall, according to the pilots’ evaluation, the duration 

of such modules should be more than what has been initially designed (14 hours). As 

in the case of the University of Attica, the trainer’s collaborative attitudes were crucial 

(digital technologies such as What’s App were used for knowledge exchange 

purposes). The potential of the incorporation of some sessions into a MOOC has also 

been discussed.  
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Lessons learnt from Romania: Cases from Adult Education       

The Social Sciences Department of ”I.C. Stefanescu” Technical College in Romania, has 

also enriched the scope of the D-project, contributing to the potential of replication 

in other Adult Education settings. The pilot was implemented as part of the existing 

curriculum of the course ‘Logics, argumentation and communication & History.’ What 

stands out from this pilot, is the huge difference in the performance of the participants 

(20 learners) in comparison with non-participants (20 learners). The first group had an 

average mean of 8,5 out of 10, while the control group had an average mean of 4,5. 

Moreover, the first group performed even better in the post-intervention test.  

 The three tutors who were trained during the Training Week of the D-project, 

adapted the existing curricula to the needs of a CT-based programme, which was 

delivered in a blended learning format (in-classroom learning, out of classroom 

learning, and asynchronous activities). Despite the positive impact inferred from the 

pre- and post-intervention test results, the tutors hardly observed substantial changes 

in the career prospects of the audience in the following months (in quality of work 

terms). This should not discourage the AE providers to adopt CT-based curricula, as far 

as (a) such an impact cannot be easily detected in the short run, and (b) Critical 

Thinking, as approached in D-project, is more than the mere possession of a set of 

skills, because it involves the continual use of them. The enthusiasm of the learners 

though, is indicative of its relevance in Adult Education.  

  



 
 
 

32 
 
 

 

References 

Boghossian, P. (2012). Socratic pedagogy: perplexity, humiliation, shame and a 

broken egg. Educational Philosophy and Theory, 44(7), 710-720. 

Cedefop (2008). Glossary of key terms. Available at: 

https://www.cedefop.europa.eu/en/projects/validation-non-formal-and-informal-

learning/european-inventory/european-inventory-glossary  

Critical Thinking Foundation (2022). Critical Thinking: Where to Begin. Available at: 

https://www.criticalthinking.org/pages/critical-thinking-where-to-begin/796.  

Delić, H., & Bećirović, S. (2016). Socratic method as an approach to teaching. 

European Researcher. Series A, (10), 511-517. 

Dewey, J. (1933). How we think: A restatement of the relation of reflective thinking 

to the educative process. Boston: D.C. Heath and Company. 

EUA (2021). Universities without walls: A vision for 2030. Available at: 

https://eua.eu/downloads/publications/universities%20without%20walls%20%20a%20visio

n%20for%202030.pdf  

Ministry of Science Technology and Innovation (2005). A framework for 

qualifications of the European higher education area: Bologna working group on 

qualifications frameworks. Copenhagen, Denmark. 

OECD (2009) 21st Century skills and competences for new Millenium learners in 

OECD Countries. EDU Working paper no. 4. Available at:  

http://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=edu/wkp(2009)2

0&doclanguage=en.  

Quality Assurance Agency (2008). The framework for higher education qualifications 

in England, Wales and Northern Ireland: August 2008. Mansfield, England. 

 

 

https://www.cedefop.europa.eu/en/projects/validation-non-formal-and-informal-learning/european-inventory/european-inventory-glossary
https://www.cedefop.europa.eu/en/projects/validation-non-formal-and-informal-learning/european-inventory/european-inventory-glossary
https://www.criticalthinking.org/pages/critical-thinking-where-to-begin/796
https://eua.eu/downloads/publications/universities%20without%20walls%20%20a%20vision%20for%202030.pdf
https://eua.eu/downloads/publications/universities%20without%20walls%20%20a%20vision%20for%202030.pdf
http://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=edu/wkp(2009)20&doclanguage=en
http://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=edu/wkp(2009)20&doclanguage=en

