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INTRODUCTION

The purpose of this course is to introduce instructional methods that
promote critical thinking in all classrooms. This guidebook first
will present issues related to critical thinking, offering a definition

and rationale for implementing instructional practices which promote
critical thinking. The various components and expected outcomes of
critical thinking will also be discussed. This discussion is
followed by a sample lesson, presented in two parts, both
of which focus on teacher-questioning practices. This
sample lesson offers a model for questioning and includes
a discussion of questioning practices. It is constructed so
participants first will experience the lesson as students.
Participants then will return to the lesson to consider what transpired
and why. Finally, further discussion is offered about teacher questioning
and its importance in setting purpose and value in the classroom.

The model is presented using materials intended for an adult audi-
ence. The sample reading material is not intended to be used with chil-
dren. It is provided so the workshop participants can experience, at their
own level, the instructional methods being taught.

Critical Thinking and the Framework for Teaching
and Learning

The critical thinking approaches outlined here are congruent with
the “Framework for Thinking Learning” outlined in Guidebook I, A
Framework for Critical Thinking Across the Curriculum. That frame-
work began with an evocation stage, in which students are encouraged
to summon their prior knowledge about a topic, make predictions, and
generally set purposes for their reading or inquiry. It is followed by the
realization of meaning stage, in which students are exposed to new con-
tent through text, lecture, or other mediums and are expected to inte-
grate the ideas or content into their own existing understanding. The
framework culminates in the reflection stage, in which students consid-
er what they have learned within the context of their existing thinking
in order to reconstruct their knowledge to accommodate their new learn-
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ing experiences. The methods of encouraging critical thinking delineat-
ed here should be worked into all three stages of that framework.

Outcome Expectations
The RWCT project has set some general expectations for educators

participating in the project and some specific expectations for this guide-
book.

General Expectations
General expectations of the program are that participants will be

master teachers, able to serve as instructional models and resource peo-
ple within their own professional setting, be it a school, university, meth-
ods center, pedagogical institute, or agency.

They also should be able to conduct staff development workshops
and courses for other classroom teachers, university faculty, and other
educators.

Specific Expectations
At the conclusion of this course participants should

• understand the relationship between questioning and critical
thinking;

• understand the importance of teacher questioning for promoting
critical thinking;

• understand the relationship between critical thinking, decision-
making, problem solving, and thinking process;

• be able to present a narrative text to a class using the Evocation,
Realization of Meaning, Reflection (ERR) framework;

• engage a class in guided inquiry using multiple question formats;

• understand the value of questioning students at various levels;

• understand the thought processes associated with various question
levels; and

• be able to conduct a course on questioning and critical thinking
for other educators.
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Precautions
Students are routinely, often almost exclusively, asked literal-level

questions. Students therefore anticipate these questions.
When initially encouraged to engage in more complex
thought processes by being asked to respond to different
questions, they are likely to be uncertain and quiet. It takes
repeated efforts and reassurance to convince students that
there are new expectations for them which require more
elaborate responses. Students also need to be convinced
that the environment is safe for speculation before many will risk spec-
ulative responses.

Planning a lesson using the ERR Framework takes time and prac-
tice. With practice it becomes easier and quite natural. However, a lesson
built around the ERR Framework requires careful consideration of the
lesson’s goals. Tteachers must know why a particular content or partic-
ular text is being presented. This is often more difficult to determine than
it seems and can provoke interesting debate as to why we teach partic-
ular content.

Materials
This course requires very few materials. The sample text used, “The

Sniper,” is contained in the appendix. It serves only as an example. Any
similar story can be used for demonstration purposes. When partici-
pants give their own workshop it will be important for them to select rel-
evant articles and when teachers select content material for their class-
room they should select age-appropriate material. It is helpful, of course,
to select material which is of interest to students and reasonably well
written.

To conduct the course described in this guidebook the instructors
will require the following resources:

• An article or story for participants to read in class that is well writ-
ten and compelling. In other words, a good piece of literature of
no more than three to four pages.

• An overhead projector and transparencies, poster paper and mark-
ers, or chalk and a chalkboard on which to draw a picture.

• Selected reading materials from the curriculum used by partici-
pants.
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PART I CRITICAL 
THINKING 
EXAMINED



Information Explosion
Change of the magnitude occurring in today’s societies around the

world poses a daunting challenge to those whose task it is to prepare
children for the twenty-first century. Educators, from curriculum planners
and policy makers to classroom teachers, are faced with the question of
how best to prepare children for a successful, prosperous, and produc-
tive life in a future we cannot see. It is not possible to predict the kinds

of work our elementary school children will perform by
the time they complete secondary school and enter the
work force. In the United States it is believed that over
twenty-five percent of the jobs people will be performing
in the next century do not now exist, and that the current

jobs that will continue to exist in the early part of the next century will be
substantially different. Often completely new knowledge and under-
standings will be required to function effectively in the future.

Compounding matters is the continuing explosion of information.
The creation of information in the public domain continues at an un-
precedented level. It is estimated that within the next ten years, 100%
of the world’s present collective knowledge will constitute only 10% of
the available knowledge base. Phillips (1992) has reported that most of
what we know has a shelf life of ten years or less before it becomes
inaccurate or antiquated. Paralleling this extraordinary production of
information is a technological explosion in information delivery. With
CD-ROM and Internet technology, the libraries of the world are acces-
sible from any home or office with a phone line, a modem, and a com-
puter. The tremendous volume of available information makes it im-
possible to think that enough content can be taught in schools to make
a sizable dent. The direct information we are able to teach our chil-
dren will constitute only a small fraction of any content area and only
a small fraction of the information they will need to know throughout
their lifetime.

As more and more societies wrestle with the transition to a market
economy and democratic social order a central question educators must
ask is: How can we best prepare students for a democratic and eco-
nomically productive life in the twenty-first century? While learning con-
tent is important, it is perhaps not the most crucial learning. The central
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task for students is more likely to learn how to learn effectively and think
critically. Students must be able to encounter new infor-
mation and examine it thoughtfully and critically. They
must be able to consider information and ideas indepen-
dently and act in accordance with that thinking so the in-
formation can be useful. They must be able to examine
new ideas from numerous perspectives, making judgments about verac-
ity and value and determine the overall worth of the ideas based on their
own needs and purposes.

Teaching for Thinking
If teaching students to think critically is essential, then it must be in-

troduced into teaching practice systematically (Zelina, 1994). It cannot be
assumed that students will come to effective critical thinking naturally
or simply because it is declared to be important. It is also
not enough to simply make critical thinking a part of the
content of the curriculum. Critical thinking does not occur
by teaching “the seven steps to critical thinking” or other
prescriptions for this behavior. To become effective criti-
cal thinkers, students must actually experience thinking
critically. The mistake often has been made of considering critical think-
ing a “subject” to be taught or a set of skills to be memorized and
applied.

What is critical thinking? Critical thinking is an outcome. It is a point
in one’s thinking whereby one thinks critically as a matter of course, as
a natural way of interacting with ideas and information. It is an active
process, either intentionally invoked or spontaneously occurring, which
firmly places the learner in control of the information so the learner can
challenge, integrate, reconfigure, adapt, or dismiss information. It oc-
curs when learners ask such questions as “What does this information
mean to me?” “How can I use this knowledge?” “How does this knowl-
edge relate to what I already know?” “Is this information helpful?” “How
do I feel about these ideas?” “What might be the consequences of act-
ing on these ideas for me and for others?”
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What Is Critical Thinking?
Thinking is a process similar to reading, writing, speaking, and lis-

tening. It is an active, coordinated, complex process which involves
thinking about something genuine. It is not something which can be
taught out of context. Critical thinking is not best learned when it is sep-
arated from the general context of the school curriculum or daily life.
Thinking critically in school is best learned by experiencing this type of
thought as a way of approaching content, as something which is part of
and an expected outcome of the daily curriculum. Recent research con-
cerning critical thinking and learning suggests that a model focusing on
teaching isolated skills and fact learning minimizes critical thinking. For
example, Brown (1989) argues that learning skills separate from real
world tasks and purposes may allow students to do well on an objec-
tive test but leave them unable to apply those skills in new situations.

Richer definitions of learning and thinking are supported by the re-
search of cognitive psychology, philosophy, and multicultural education.
Common threads are found among this research:

• Effective, long-term learning which can be applied to new situa-
tions is basically a matter of making sense of information and ideas
at hand. This happens best when learners actively participate in
learning—internalizing, synthesizing, and making the information
their own (Anderson, Hiebert, Scott, & Wilkinson, 1985).

• Students’ learning is enhanced when they use a repertoire of
strategies for thinking. It is through the use of these strategies, in
meaningful learning experiences, that learners internalize the
process of learning (Palincsar & Brown, 1989).

• Learning and critical thinking are enhanced when students have
opportunities to apply new learning to authentic tasks (Resnick,
1987).

• Learning is enhanced when it is built on students’ prior knowledge
and experiences, allowing learners to link what they already know
to new information to be learned (Roth, 1990).

• Critical thinking and learning occurs when teachers understand
and value diversity of ideas and experiences. Critical thinking oc-
curs when there is not a “only-one-right-answer” mentality (Banks,
1988).
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Creating an Environment for Critical Thinking
Teaching critical thinking is not a simple task nor is it a task that

can be accomplished at a certain grade level and forgotten. There are
no credible lists of steps to take that will lead to critical thinking. There
exist, however, a set of classroom conditions and student understandings
that promote the development of critical thinkers. To stimulate critical
thinking, teachers should

• provide time and opportunity for critical thinking experiences,
• give permission for students to speculate,
• accept diverse ideas and opinions,
• promote the active engagement of students in the learning process,
• assure students a risk-free environment without ridicule,
• express belief in each student’s capacity to make critical judg-

ments, and
• value critical thinking.

To engage in effective critical thinking students must

• develop self-confidence and an understanding of the worth of
their opinions and ideas,

• actively engage in the learning process,
• listen with respect to multiple opinions, and
• be prepared to both formulate and suspend judgments.

Time
Critical thinking takes time for several reasons. Before thinking

through something new, one must first take time to discover what one al-
ready thinks and believes about a topic. Uncovering one’s own thoughts
involves some exploration of previous ideas, beliefs, en-
counters, and experiences (Pearson, Hansen, & Gordon,
1979). Time also is needed to begin to express these
thoughts in one’s own words and to hear how they sound.
Sharing critical thoughts also takes time. Without sharing
there is no opportunity for hearing feedback from others which allows
refining of thought and further reflection. To promote critical thinking,
classrooms must allow sufficient time for students to express their ideas
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and receive constructive feedback. Through time spent verbalizing
thoughts, in an atmosphere which encourages sharing, ideas are more
fully formulated and clarified.

Permission
Students do not always speculate freely about important ideas. They

often wait for the teacher to give out the one true answer. However,
students engaged in critical thinking are actively developing speculative

hypotheses, and are putting ideas and concepts together in
differing ways. Some of these combinations will be more
productive than others; some may seem reasonable at first
but with further reflection become less meaningful. Still
other conceptualizations may appear foolish at first only to
become more valuable with refinement or changes in per-

spective. For this kind of thinking to occur freely, students need per-
mission to speculate, create, and state the obvious or the foolish. When
students understand that this is acceptable they will more actively engage
in critical analysis.

However, when teachers grant students permission to become critical
thinkers they must do so advisedly. That is, they must draw distinction be-
tween granting permission and being permissive. Granting permission
to speculate does not grant student’s license to be frivolous or inconse-
quential thinkers. Not all contemplation is worthy contemplation; students
deserve to be held accountable for the genuine quality of their thinking
and given honest feedback. Thus, permission to think critically implies
granting permission within the context of both a supportive and produc-
tive environment where there is genuine purpose for speculating.

Diversity
Once students are free to speculate, diversity of opinion and ideas

will emerge. When the belief that there is only one right answer is aban-
doned, there will often emerge as many opinions as there are students.
To attempt to limit expression of opinion is to limit student thinking.
For critical thinking to flourish, a classroom atmosphere must be creat-
ed which reassures students that a broad range of opinions and ideas are
expected and tolerated. 
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There are occasions however, when there is one right answer and
we must be honest with our students. In these cases what may differ is
the means or processes by which individuals arrive at the answer. In
most cases this is far more important than the answer itself. If most class
time is spent looking for the one right answer, then thinking is not like-
ly to be occurring at a very meaningful level.

Engagement
Where there is lack of engagement in the thinking and learning

process, there is an absence of critical thinking. Many students come to
school as passive learners believing the teacher or the text contains the
knowledge is responsible for each student’s learning. They see knowl-
edge as fixed, only needing to be poured into one’s head and recited
back on command to demonstrate learning. These students
do not engage in critical thinking until they are energized
to do so and begin to invest in their own learning. It is
only then that they are engaged in the learning process
and prepared to take responsibility for their learning.
Classroom instructional approaches that involve students in speculative
reflection and sharing of ideas and opinions will engage and activate stu-
dents. Those classrooms which allow students to remain passive will typ-
ically find critical thinking absent from student behavior.

Risk Taking
Thinking freely can be risky. Ideas can come together in strange,

humorous, or sometimes contradictory ways. It is part of the thinking
process to sometimes come up with dumb ideas, crazy combinations,
or embarrassing notions. Teachers need to reassure stu-
dents that this is a natural part of the learning process. It
is also important to make clear that ridicule of ideas is not
to be tolerated because it stifles thinking by creating an
atmosphere of excess personal risk. Thinking is done best
in a risk-free environment where ideas are respected and where students
are highly motivated to engage actively in thinking.
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Respect
Often we are afraid or unsure of what our students will think or

how they will interpret information. Great attempts are made to control
and channel their thinking as though, without this control, their minds
would spin out of control and wreak havoc in some way. In fact, the
opposite appears to be the case: When students understand that their
opinions are valued, when they believe their teacher has respect for their
ideas and beliefs, they typically respond by demonstrating greater re-
sponsibility and care. Students begin to show greater respect for their
own thinking and take the process and its consequences far more seri-
ously when teachers show respect as well.

Value
Communicating to students that opinions, that is, the result of their

own critical analysis, are of value is essential before they will engage
openly in critical thinking. Schools, by the nature of what
they demand from students in terms of student feedback,
communicate a great deal about what is most valued.
When students are asked only, or mostly, to simply retell
what they have been told, either through classroom dia-
logues or testing, they quickly understand that it is rote
recall of someone else’s ideas that is of the greatest value.

If this is not what we wish to value most, then we must demonstrate
what it is we do value by interacting differently with students and by ask-
ing them for different kinds of feedback.

Student Responsibility for Critical Thinking
The responsibility for learning and engaging in critical thinking ulti-

mately rests with students. The classroom environment must enable stu-
dents to engage in critical thinking, but it is the students themselves
who must act. However, before they can act they must understand what
is required of them to become effective critical thinkers.

There are a few attributes and behaviors which critically engaged
students exhibit and which classroom instruction should promote and
encourage.
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Confidence
First, students should come to believe that their opinions are of val-

ue. They must recognize that what they think is unique, important, and
represents a contribution to the greater understanding of the concepts
and issues being debated. Without confidence in their own worth and
dignity, students will refrain from fully engaging in critical thought.

Active Engagement
Mihaly Csikszentmihalyi (1975) demonstrated that when learners

are actively engaged in the learning process at an appropriately chal-
lenging level, they express great pleasure in the engage-
ment and an increased capacity for consideration and com-
prehension. Students who experience this complete
engagement come to understand that when they commit
sufficient energy and effort to their learning experience and successfully
engage in the learning process there is pleasure in the process and a
greater sense of fulfillment.

Sharing
Sharing is a disciplined behavior. It requires the sharer to give up

something for the sake of others. It is taught by parents to young chil-
dren as an important social and survival skill. Children come to accept
the idea of sharing however, not just because parents expect it, but be-
cause they come to see the intrinsic rewards of sharing. That is, they
understand that in giving up something there are certain benefits to be
gained. When learners commit to sharing they are making a commitment
to the learning community, to their class, to their school. Sharing be-
liefs, ideas, and opinions can be risky. It requires learners to show them-
selves to others as thinkers and believers, capable of great thought and
humbling mistakes. Giving of oneself in this way is what defines the
learning community from which we are all nurtured.
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Listening
In the classroom, sharing ideas among peers requires students to

listen, to suspend judgment or the need to impose their own order on
what is being said. What they receive in return is the col-
lective wisdom of others that exposes them to an expand-
ed expressive language and a larger context in which to
place their own ideas. It is through an expanded dialogue
that students become better able to examine and refine

their own ideas and fit them into the tapestry of ideas they are creating
through their learning and life experiences.

Suspending judgment
allows one to hear

the voices of others.



PART II TEACHER 
QUESTIONING



Teacher Questioning
One powerful tool for either promoting or discouraging critical

thinking is teacher questioning. The kind of questions teachers ask es-
tablish the atmosphere in the classroom. These questions determine what
is most valued; how right and wrong are defined; and who and what are,
or are not, sources of information and knowledge. Questions which

limit student thinking to simple recitation or constrain
thought processes inform students that their own thinking
is superfluous. Questions that invite students to reflect,
speculate, reconstruct, imagine, create, or weigh carefully

elevate the level of student thought and teach students that their thinking
is of value and that they can contribute to the community of under-
standings and beliefs. The types of questions asked can teach students
that knowledge is not fixed, and that ideas are malleable.

The following section will model how teacher questioning during
classroom instruction can successfully engage students in critical thinking
at numerous levels, enhancing their capacity for reflection.

Questioning and Valuing
Teachers are powerful models. Children learn from their earliest

school experiences to pay careful attention not only to what their teacher
says but also to what their teacher does. By careful observation students
learn what is considered most important, what will be expected of them
in the future, and what types of information they will be expected to
know for evaluation. Thus, in addition to sharing information and ideas,
teachers reveal what they most value through their choice about what
questions to ask (Steele & Meredith, 1991). Repeated exposure to what
teachers indicate they value determines what children value most and
what they attend to with greatest intensity.

Studies of classrooms in the United States suggest that over 75% of
the questions teachers ask students are literal-level or factual questions.
Studies in Slovakia have revealed an even more pervasive pattern of fact-
based teacher questioning, with some research suggesting 95% of teacher
questioning to be literal level (Zelina, 1994; Zelina & Zelinova, 1990;
Gavora, 1990; Mares & Krivohlavy, 1989). Whether the subject matter is
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science or literature, the questions students confront most often are re-
quire only single-word or simple-phrase responses. Ex-
amples of these kinds of questions include asking students
to name a four-legged animal; the name of the village in a
story students have read together; or to tell how many,
what color, how far, or on what date. With so many liter-
al-level questions being asked it is no surprise that students
value factual information above all other forms of knowledge and at-
tend most to this level of thinking.

When factual information is most valued we may be shortchanging
our students on several counts. First, with the enormous growth in avail-
able knowledge and information, even suggesting that students could
ever learn enough factual information to master a content area is mis-
leading at best. Second, knowledge of facts by themselves is relatively
worthless unless students have the ability to synthesize, integrate, and re-
construct information in forms which make the information usable, prac-
tical, and applicable. Third, responding to literal-level questions requires
only minimal use of language and does not involve meaningful conver-
sation. To respond to literal-level questioning one needs only a superfi-
cial awareness of content and words or phrases borrowed from the text.
Many students have developed the capacity to recall factual information
without ever coming to understand the central ideas in which the facts
are embedded. They are able to memorize without being meaningfully
challenged or changed by the their learning experience. If learning is
regarded as a permanent change in behavior, memorization can only
contribute minimally to student learning.

For students to reflect on new information and integrate it with pre-
vious knowledge and beliefs, they must engage in mean-
ingful conversation, put their ideas in their own words,
and make any newly encountered vocabulary their own.
It is only through ownership of the new knowledge and
new vocabulary that their new experiences will become
permanent learning. Literal-level questioning denies stu-
dents the opportunity for conversation and thus the opportunity to ex-
pand their expressive capacity (Gavora, 1990).
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Model Lesson With a Narrative Text

Evocation, Realization of Meaning, Reflection (ERR)
This is a guided reading activity which is intended to actively engage

students in the reading process. The process also engages students in
critical analysis and critical reflection as they read the text. The ERR
Framework demonstrated here with narrative text is the same as that pre-
sented in Guidebook I. However, the lesson in Guidebook I used ex-
pository text and was performed somewhat differently. As you experi-
ence this model lesson, note the differences and similarities between it
and the lesson in Guidebook I.

This lesson includes two parts. In the first part, participants act as stu-
dents and engage in the guided lesson. Participants are asked to experi-
ence the learning process but also notice what they are doing and how
the various activities within the lesson affect them so they will be able
to reflect on their experiences in the second part of the lesson.

This model lesson uses the short story “The Sniper” by Liam
O’Flaherty (also in the appendix). The segmentation of the story and
prompt questions were developed by Beth Whetmore while at the Uni-
versity of Virginia.

Begin this lesson by informing students that they will be read-
ing a story together. Tell them not to look at the story as you hand
it out because they will be reading it as a group and it is not good
to read ahead. 

After the story is distributed, including the short summary about the
author, briefly discuss the author and his writing. This should take only

about 10 minutes. After this discussion, it is time to read
the story. Explain that the story is by the author they have
just discussed and that you want them to read only as far

as they are instructed. Caution them that it is important not to read past
the stopping point. They are to read only the first two paragraphs. In-
struct them as follows:

As you read the first two sentences and the last three sen-
tences of the first paragraph, notice the sensory con-
trasts. The first and second paragraphs seem also
to be deliberate contrasts. Please go ahead and read

the first two paragraphs. When you are done look up so I will
know.
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The Sniper

The long June twilight faded into night. Dublin lay enveloped in darkness but
for the dim light of the moon that shone through fleecy clouds,
casting a pale light as of approaching dawn over the street
and the dark waters of the Liffey. Around the beleaguered Four
Courts the heavy guns roared. Here and there through the city,
machine guns and rifles broke the silence of the night, spas-
modically, like dogs barking on lone farms. Republicans and Free Staters were
waging civil war.

On a rooftop near O’Connell Bridge, a Republican sniper lay watching. Beside
him lay his rifle and over his shoulders were slung a pair of field glasses. His
face was the face of a student, thin and ascetic, but his eyes had the cold
gleam of the fanatic. They were deep and thoughtful, the eyes of a man who
is used to looking at death.

First stop
When everyone has finished ask them to look away from the story

and ask the following questions:
How do these sentences in the first paragraph

and the first two paragraphs make you feel? What
did you see and hear? (Translation)

Allow time for participants to respond. Silence is not a concern.
Thinking takes time. It also is important not to agree or disagree with
what is said, but simply to acknowledge the respondents. Then ask:

What will be the problem in this story? What big
issue is at stake? What do you think? Why do you
think so? (Interpretation)

Ask these questions one at a time, allowing participants time to con-
sider the question and encouraging them to think through the questions
in terms of what they have read so far. Now instruct the students as fol-
lows:

Read the text until the end of paragraph 14. It is
marked in the sample text with a stop. As you read,
try to picture the scene in your mind in as much de-
tail as possible. Please look up when you are fin-
ished and be sure to stop.

The Sniper, continued

He was eating a sandwich hungrily. He had eaten nothing since morning. He
had been too excited to eat. He finished the sandwich, and, taking a flask of
whiskey from his pocket, he took a short draught. Than he returned the flask
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to his pocket. He paused for a moment, considering whether he
should risk a smoke. It was dangerous. The flash might be seen in
the darkness, and there were enemies watching. He decided to take
the risk.

Placing a cigarette between his lips, he struck a match, inhaled the smoke
hurriedly and put out the light. Almost immediately, a bullet flattened itself
against the parapet of the roof. The sniper took another whiff and put out the
cigarette. Then he swore softly and crawled to the left.

He rolled over the roof to a chimney stack in the rear, and slowly drew him-
self up behind it, until his eyes were level with the top of the parapet. There
was nothing to be seen—just the dim outline of the opposite housetop against
the blue sky. His enemy was under cover.

Just then an armored car came across the bridge and advanced slowly up the
street. It stopped on the opposite side of the street, fifty yards ahead. The sniper
could hear the dull panting of the motor. His heart beat faster. It was an ene-
my car. He wanted to fire, but he knew it was useless. His bullets would nev-
er pierce the steel that covered the gray monster.

Then round the corner of a side street came an old woman, her head covered
by a tattered shawl. She began to talk to the man in the turret of the car. She
was pointing to the roof where the sniper lay. An informer.

The turret opened. A man’s head and shoulders appeared, looking toward
the sniper. The sniper raised his rifle and fired. The head fell heavily on the tur-
ret wall. The woman darted toward the side street. The sniper fired again. The
woman whirled round and fell with a shriek into the gutter.

Suddenly from the opposite roof a shot rang out and the sniper dropped his
rifle with a curse. The rifle clattered to the roof. The sniper thought the noise
would wake the dead. He stopped to pick the rifle up. He couldn’t lift it. His
forearm was dead. “I’m hit,” he muttered.

Dropping flat onto the roof, he crawled back to the parapet. With his left
hand he felt the injured right forearm. The blood was oozing through the sleeve
of his coat. There was no pain—just a deadened sensation, as if the arm had
been cut off.

Quickly he drew his knife from his pocket, opened it on the breastwork of
the parapet, and ripped open the sleeve. There was a small hole where the bul-
let had entered. On the other side there was no hole. The bullet had lodged
in the bone. It must have fractured it. He bent the arm below the wound. The
arm bent back easily. He ground his teeth to overcome the pain.

Then taking out his field dressing, he ripped open the packet with his knife.
He broke the neck of the iodine bottle and let the bitter fluid drip into the
wound. A paroxysm of pain swept through him. He placed the cotton wadding
over the wound and wrapped the dressing over it. He tied the ends with his
teeth.

Then he lay still against the parapet, and, closing his eyes, he made an ef-
fort of will to overcome the pain.
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In the street beneath all was still the armored car had retired speedily over
the bridge, with the machine gunner’s head hanging lifeless over the turret. The
woman’s corpse lay still in the gutter.

Second stop

When the group is finished ask:
What do you see?
Allow time for discussion. You might ask if anyone

knows what a parapet is. (Memory)
Now ask:
Now what do you think this story is about? What do you think

will happen? (Analysis)
Why do you think so? What makes you think so? (Synthesis)
Now prepare to read the next part of the story.

You may guess that this story is going to have some
kind of complication. Look for a point in the next two
pages where there is a twist; where you feel a change
of some kind. (Interpretation)

Please read until the next stop at the end of para-
graph 22. It is marked Third stop. (Construction of
Meaning)

The Sniper, continued

The sniper lay still for long time nursing his wounded arm and planning es-
cape. Morning must not find him wounded on the roof. The enemy of the op-
posite roof covered his escape. He must kill that enemy and he could not use
his rifle. He had only a revolver to do it. Then he thought of a plan.

Taking off his cap, he placed it over the muzzle of his rifle. Then he pushed
the rifle slowly upward over the parapet, until the cap was visible from the
opposite side of the street. Almost immediately there was a report, and a bul-
let pierced the center of the cap. The sniper slanted the rifle forward. The cap
slipped down into the street then catching the rifle in the middle, the sniper
dropped his left hand over the roof and let it hang, lifelessly. After a few mo-
ments he let the rifle drop to the street. Then he sank to the roof, dragging his
hand with him.

Crawling quickly to the left, he peered up at the corner of the roof. His ruse
had succeeded. The other sniper, seeing the cap and rifle fall, thought that he
had killed his man. He was now standing before a row of chimney pots, look-
ing across, with his head clearly silhouetted against the western sky.

The Republican sniper smiled and lifted his revolver above the edge of the
parapet. The distance was about fifty yards—a hard shot in the dim light, and
his right arm was paining like a thousand devils. He took a steady aim. His
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hand trembled with eagerness. Pressing his lips together he took a deep breath
through his nostrils and fired. He was almost deafened with the report and his
arm shook with the recoil.

Then when the smoke cleared he peered across and uttered a cry of joy.
His enemy had been hit. He was reeling over the parapet in his death agony.
He struggled to keep his feet, but he was slowly falling forward, as if in a
dream. The rifle fell from his grasp, hit the parapet, fell over, bounded off the
pole of a barber’s shop beneath and then clattered on the pavement.

Then the dying man on the roof crumpled up and fell forward. The body
turned over and over in space and hit the ground with a dull thud. Then it lay
still.

The sniper looked at his enemy falling and he shuddered. The lust of battle
died in him. He became bitten by remorse. The sweat stood out in beads on his
forehead. Weakened by his wound and the long summer day of fasting and
watching on the roof, he revolted from the sight of the shattered mass of his
dead enemy. His teeth chattered, he began to gibber to himself, cursing the
war, cursing himself, cursing everybody.

He looked at the smoking revolver in his hand, and with an oath he hurled
it to the roof at his feet. The revolver went off with the concussion and the
bullet whizzed past the sniper’s head. He was frightened back to his senses
by the shock. His nerves steadied. The cloud of fear scattered from his mind
and he laughed.

Third stop

When everyone is done ask:
What do you think is good about what is happening? What is

bad? Why do you think so? (Evaluation)
Everything is done now in this story but the au-

thor will not finish for another 200 words or so.
Thinking of what has happened up to now, can you
predict how the story will end? How might you end it?

Why? (Synthesis)
This may generate considerable discussion. It is important to let the

conversation go as long as it remains generally related to the themes
and issues raised by the story.

Think now what is at issue in this story. If you
were the sniper, how would you feel right now? What
would you do? Why? (Synthesis)

Read the last four paragraphs now.
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The Sniper, continued

Taking the whiskey flask from his pocket, he emptied it at a draught. He felt
reckless under the influence of the spirit. He decided to leave
the roof now and look for his company commander, to report.
Everywhere around was quiet. There was not much danger in
going through the streets. He picked up his revolver and put
it in his pocket. Then he crawled down through the skylight
to the house underneath.

When the sniper reached the laneway on the street level, he felt a sudden cu-
riosity as to the identity of the enemy sniper whom he killed. He decided that
he was a good shot, whoever he was. He wondered did he know him. Per-
haps he had been in his own company before the split of the army. He decid-
ed to risk going over to have a look at him. He peered around the corner into
O’Connell Street. In the upper part of the street there was heavy firing, but
around here all was quiet.

The sniper darted across the street. A machine gun tore up the ground
around him with a hail of bullets, but he escaped. He threw himself face down-
ward beside the corpse. The machine gun stopped.

Then the sniper turned over the dead body and looked into his brother’s
face.

When everyone is done ask:
Does it end as you thought it would? What will

happen next? What evidence is there in the story to
suggest what you think?

Now what would you say is the big issue in this
story? How does this story relate to the concept of
the brotherhood of all humankind? (Synthesis)

Share these two quotes for discussion:
“The Tree of Liberty must from time to time be watered with

the blood of patriots.
How does this story relate to the quote from Thomas Jeffer-

son? (Evaluation)
Suppose they gave a war and nobody came.
How does the story relate to this quote from a poster fre-

quently seen in the late 1960s? (Evaluation)
Allow time for thought and discussion. Let views be

expressed freely. Participants should be speaking to one
another and not through the teacher. Encourage this to
take place by saying little, nodding, and deferring to par-
ticipants.
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It is appropriate at this time to ask students to do some individual
reflections on the story. This is an excellent time to encourage partici-
pants to engage in one or more of a set of possible writing activities.
Writing for critical thinking will be covered in Guidebooks III and VII.
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THE NARRATIVE
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Analysis of the Narrative Lesson
In the lesson described in the previous section, two primary ideas

come together. First is the application of the framework for learning (pre-
sented in Guidebook I) but here it is for narrative rather than exposito-
ry text. Second, is the idea that questioning can serve as a powerful
guide for learning, prompting thinking at various levels and from various
perspectives while moving the learner through the three stages of the
framework for thinking. In the following section of this guidebook a
detailed discussion of questioning will be presented using this directed
reading–thinking activity as the model. First we will examine the lesson
from the ERR framework perspective.

The ERR Perspective
After the lesson has been conducted, participants should be guided

back through the lesson examining in detail how it was constructed and
what their experiences were. The process is one of deconstructing the

lesson so the various elements are apparent. This exami-
nation should begin with a general discussion about what
the participants experienced and observed during the les-
son. It should be a systematic review, so discussion should

begin at the beginning. Start by asking participants to think back to what
they did first. This should not become a “guess what is in the teacher’s
mind” activity. Rather, it should be the beginning of a discussion about
the process.

The first activity related to the reading of “The Sniper” was the dis-
cussion of the author and the context in which he wrote. This was done
as a general evocation activity. Its purpose was to begin to stimulate
thinking about the context of the story, the time and location, and some
likely themes. It was intended to be general, as more specifically target-
ed evocation activities were introduced during the reading of the arti-
cle. In fact, it is evident from the process that the lesson had a very glob-
al framework. That is, the lesson began with an evocation activity. It then
proceeded to a realization-of-meaning activity, embodied in the actual
reading of the article. Finally, it was suggested that a reflective-writing ac-
tivity be introduced to conclude the lesson. Thus, the three phases of
the framework were present at a global or general level.
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What also is important to notice is that the lesson included, within
the general framework, a series of shorter applications of the framework.
These were applied to each of the reading segments. It is these segments
within the text that should now be examined.

Ask the participants what they remember happened next. They may
recall that before reading they were asked to look for some
specific shifts in the texts, some contrasting images. The in-
tent of asking these questions is to invite the readers to
begin anticipating what they will be reading, to be alerted
to attend specific elements, and to be active critical thinkers while they
read.

Participants then read to the first stop before being asked to reflect
on how the reading made them feel. This process represents engagement
in the reflection stage within the body of the text or lesson. Activating en-
gagement in the framework within the lesson is a robust means of main-
taining engagement with the text and starting critical analysis at the out-
set. There is no reason to wait until the end of a narrative or expository
pieces, lecture, or other lesson medium before beginning to interact
meaningfully with the experience. Comprehension is a process of think-
ing about meanings, both those the author may intend and those the
learner begins to construct. The more diverse, less restricted, and more
critically considered the meanings constructed by the reader the more
sturdy, elaborate, and eloquent the constructions become.

After answering questions about the first reading, readers were then
invited to create as detailed as possible a vision of the scene that will
unfold. The text used in the sample lesson is particularly rich and visu-
al. It is an excellent work for suggesting that the reader conjure up a
mental image of the unfolding story. Creating a mental image (also
known as translation) is an excellent means of maintaining engagement
in the text. The image is personal, intentional, and alterable, adjusting
as the reader proceeds through the text.

When the readers have finished answering the questions, go to their
images directly, asking what they saw. Opening the discussion by refer-
ring to the visual images does two things. First, it confirms
that the task you assigned for them was serious rather than
frivolous: By following through immediately, you reinforce
your expectation that they are engaged, process-oriented
students. Second, the discussion now requires students to
transform their visual representations into their own words. This puts
their representations in the public domain for other students to consider
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and respond to, allowing feedback and a glimpse at how others have
constructed the scene.

It is interesting to note that the end of this section was the only time
when a literal-level or memory question was asked: “Does anyone know
what a parapet is?” This question stands in stark contrast to the richness
of the other questions. It is easy to see in this context how literal- or
memory-level questions do not access meaning making at a thoughtful or
critical level. Although understanding what a parapet is helps the read-
er, it is not essential to understanding the story.

The reading of the third section begins as did the previous section,
with a comment to invite student engagement in critical analysis of the
text as they read. Readers are asked to look for plot twists and to antici-
pate that something might change. Uncovering this mystery is thus added
to the purpose for reading. The remainder of the lesson unfolds through
a series of applications of the framework using a process of structured
inquiry.

While the readers proceeded through this guided text, another cen-
tral pedagogical process was also unfolding: smaller more specific ap-
plications of the framework were applied throughout the story. At each
stop readers were asked questions which guided their reflection of what
they just read. Then, before reading a new section, questions were asked
which encouraged the reader to predict what would happen next, which
is evocation. Their discussion is likely to indicate that those predictions
increased interest in reading.

Point out at this time that when the ERR framework is applied in
this way it is easy to see that it is not linear but cyclical. Evocations lead
to realizations and then reflections, which lead to new questions and
new evocations.

The participants should be asked to walk back through the lesson
as described in the preceding paragraphs. They should recall what they
did and how it affected them during the learning process. Ask if the
process increased their motivation to read. Were they more engaged in
the text as they read? Were they eager for the conversation to stop so
they could continue? How does this model lesson differ from the one
modeled in the first course with expository text? How are they similar?
Bring out for sharing the students’ own experiences with the process so
they will be able to relate to the experiences of their students when
they implement this process in their own classrooms.
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Adaptation of Sanders’s Revision of Bloom’s
Taxonomy of Questioning

The second level of this lesson involves questioning for critical think-
ing, that is, using inquiry to guide critical considerations of text. The
questions used here are identified by type within the lesson itself. The
questions require students to interpret information, synthesize ideas,
analyze information, reconstruct or translate images, and evaluate or
apply their constructs to the story as it evolves. These questions are de-
rived from Sanders’s (1969) revision of Bloom’s taxonomy of question-
ing. There are many other ways of conceptualizing question types; this
represents only one way of thinking about questions. Understanding that
questions are a means of triggering different kinds of thinking at differ-
ing levels of sophistication is important.

For Sanders, the various types of questions form a hierarchy with
memory or literal-level questions representing the lowest form of ques-
tioning and thinking. Evaluation or judgment questions are regarded as
the highest level of questioning and thinking (see Figure 1). 

To be sure, all questioning is important, as all types lead to differ-
ent ways of thinking across a broad array of conceptual frameworks,
thought processes, and learning experiences. It is important to under-
stand that each question type represents a way of thinking which pro-
vides access to different visions which in turn may contribute to more
elegant, more richly constructed comprehensions. However, it should
be the goal of instruction to move students from lower level thinking to
higher order thinking. This is how students come to make use of their
knowledge and ideas. When questioning and thinking remain at the lit-
eral level or memory level the students’ knowledge is similar to the in-
formation in an encyclopedia stored on some dusty shelf.

Multiprocess Questioning
Literal-level questions are those which asked for factual information.

They typically require only rote recall and the student needs only short-
term knowledge of fragments of specific content to successfully respond.
Answers to literal-level questions are typically found in the text. They
require students to recite what has already been stated.

It is often thought that students who struggle the most in school
would enjoy memory or literal-level questioning most. However, some
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researchers have found that since answers to these questions are either
correct or incorrect, many struggling students find these to be the most
challenging and threatening questions.

Translation questions require the responding student to change in-
formation into a different form. A translation question asks students, for
example, to picture in their minds the situation, scene, or event they are
learning about and describe what they see. Translation questions en-
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courage students to restructure or transform information into differing
images. Students responding to translation questions must discuss the im-
age they envision or the sounds they hear while reading. They have to
create a sensory experience and then use language to inform others
about their vision. It is an active, creative process of engagement.

Interpretation questions ask students to discover connections be-
tween ideas, facts, definitions, or values. Students must think about how
ideas or concepts go together meaningfully. They must understand con-
nections between ideas and build various contexts in
which ideas can fit. Interpretation questions can include
Why do you think the main character waited until her fa-
ther came home? or What do you think was the reason that
the tragic event happened now? This kind of questioning begins to stim-
ulate speculative thinking. Sanders considers interpretation questions to
be core questions in higher level thinking and many (Vaughn & Estes,
1985) suggest that comprehension is truly interpretation.

Application questions offer students the opportunity to solve prob-
lems or further investigate problems of logic or reason encountered in
their reading or learning experiences. Analysis questions ask whether
an event is explained adequately or if other responses or circumstances
explain things more reasonably. A student might be asked about a char-
acter’s motives in a story or about an experimenter’s research plan, or
question the reasonableness of the story’s conclusion.

Synthesis questions encourage creative problem solving using origi-
nal thinking. While application questions ask students to solve prob-
lems based on available information, synthesis questions allow students
the opportunity to bring the full range of their knowledge and experi-
ences to a problem to solve it creatively. Synthesis questions ask students
to create alternative scenarios, for example, What do you think these two
characters might have done to avoid suspicion? or What is another way
to look at these circumstances that would avoid the problems we now
have?

Evaluation questions ask students to make judgments about good
and bad or right and wrong according to standards the student defines.
Evaluation questions ask that the student comprehend what has been en-
countered and integrate it into a personal belief system from which
judgments can be made. This involves complex integration and com-
prehension which makes the learning process personal and enables the
learner to take ownership of the new ideas and concepts. Evaluation
questions ask students to judge the quality of information they have
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learned or, in some cases their own behaviors, in light of new informa-
tion: For example, why don’t they brush their teeth before bed in light
of what they have just learned about tooth decay? They may be asked
to judge the behavior of a character in a story; was the character right
or wrong to behave in a particular way? Was a character fair or unfair to
other characters in the story?

What is important to recognize is what happens as questioning ex-
pands beyond basic memory or literal-level questioning. What you will

see is that students begin to engage in the active construc-
tion of meaningful ideas. They develop these constructions
using their own words and expressions based upon their
unique learning histories. The dialog that develops out of
these questions further exposes students to a broad range
of ideas through the opinions of their fellow students. This

in turn broadens the vocabulary of the entire class and expands their
conceptual framework and their own capacity to articulate new and cre-
ative ideas.

By moving beyond literal-level questioning, teachers demonstrate
that they value student thinking. Students become aware that learning
factual information is only one kind of learning and that they must inte-
grate, analyze, and utilize knowledge purposefully to make it valuable.

Students also come to understand that knowledge is not simply what
is on the printed page or in the teachers’ words. They learn
that what is in their mind is valuable knowledge. They
come to understand that knowledge is the construction of
meaning the learner has created from the integration of
new ideas and concepts into their previously held knowl-
edge.

What is also important to recognize is that children of all ages can
engage in questioning across all of Sanders’s dimensions. Many teach-
ers might think that such questioning is only appropriate for the oldest or
most sophisticated students. This is not the case. These questions do
not represent a developmental sequence. It is only the responses of
children that reflect developmental characteristics. Kindergarten chil-
dren can and will respond to each type of question described. Their re-
sponses will differ in terms of sophistication but each, at their own de-
velopmental level, is capable of generating appropriate responses to
each type of question. In fact, children of all ages ask these types of
questions of each other routinely in social settings. They are eager to
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ask and respond to them, but simply are not given enough opportunity
to do so in the classroom.

A Four-Part Model of Comprehension
Sanders’s revision of Bloom’s taxonomy offers one way of thinking

about questioning and thinking. There are, however, many models
which help us think about thinking processes. Another model proposes
that we consider four types of comprehension occurring as we are ex-
posed to new content.

Global comprehension is a form of general comprehension which
provides us with general understandings about a topic or content area.

Interpretative comprehension is similar to Bloom’s interpretive level.
This type of comprehension occurs when the learner is able to discuss
implications; discover relationships; and connect ideas or information
from different, perhaps superficially, unrelated areas of the content.

Personal comprehension describes a process of understanding link-
ing understandings of new knowledge with the personal experiences
and frameworks of knowledge the learner has already constructed.

Critical comprehension enables the learner to step away from the
content; to analyze it; and to consider its relative value, correctness, util-
ity, and significance in light of what the learner already knows, believes,
and understands.

It is possible to ask questions which guide learners toward these
types of understanding. The four types certainly vary in their level of
sophistication and complexity from general to critical, but each type re-
quires the learner to act on the newly received knowledge, to place the
knowledge within a meaningful context and to do so thoughtfully.

Students must see their learning as a continuous flow of ideas, in-
formation, and experiences. Learning never occurs as an isolated act. It
is always embedded within the life experience and learning history of the
student. Therefore we must ask questions of our students that facilitate
connections between what they are learning and what they already
know, understand, believe, and feel. What this means is that we must
think, not just about a specific lesson on content, but about the array of
meanings our students have constructed out of their learning histories.
When we present content, such as a powerful story like the one in this
guidebook, we must certainly help students to look within the story to
build connections and understandings. We also must help them build
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connections outside the story by encouraging them to compare and
contrast this learning experience or this text with others they have en-
countered. We must ask them to look at the themes in the story and re-
late them to similar themes in other stories or in their own lives and ask
them how these previous experiences influence their present thinking.

Discussion as a Learning Tool
Several teaching principles are important to note in the process of

understanding the sample lesson. First, one of the primary types of think-
ing being encouraged in the example is prediction. Throughout the sto-
ry you were asked to consider what you thought would happen next.
The phenomenon of prediction is a powerful factor affecting critical
thinking and comprehension. Prediction increases interest and forces the
learner to examine what is already known and not known, raising exist-
ing knowledge to an awareness level for the reader. The process of pre-
diction helps to set a learner’s purpose for reading and thinking. The
process of setting purpose has been directly linked to comprehension.
Setting purpose, having one’s questions answered is, according to some
researchers, the very definition of comprehension (Steele & Steele, 1991).
Thus, prediction or hypothesizing is an essential factor in raising levels of
comprehension. It is important to note that it does not matter if the pre-
dictions are correct. It only matters that one engages in predictions, be-
ginning the process of searching for answers, agreements, or rebuttal of
tentatively offered hypotheses.

The second principle for directing learning experiences toward high-
er level thinking in the manner described here is that there must be a

coherent plan to guide student thinking. It is important, es-
pecially when teachers are just beginning, to develop a
plan for working through a text or learning experience
which will allow students to engage in various thought
processes. However, the plan should be used only as a
guide; teachers also should respond to the flow of class-

room discussion, altering questions when necessary according to stu-
dents responses. When we read a story with children we follow the ba-
sic plan but let the children’s ideas lead us to a discussion of particular
points of interest to them. Generally, the discussion will cause the
teacher to ask more questions than planned. However, it is important to
remember to focus on questions such as, What do you think is going to
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happen next? What do you think about...? How do you feel about a par-
ticular character or action in the story? What would you do next? or What
do you think about what your classmate has shared? Keep the ques-
tions open ended.

One additional important point about questioning: Since teachers
initiate the questioning process students tend to respond to the teacher di-
rectly. They look at the teacher, and they listen intently to the teacher,
listening less well to classmates. If we are to have a dialogue in the class-
room then we will have to change this interaction pattern. Teachers en-
gage in several behaviors which support this pattern. Changing these
teacher behaviors will help alter this classroom interaction pattern.

The first and most important teacher behavior to change is that of
classroom commentator. When students speak teachers typically believe
they must respond. What emerges is a predictable conversation pattern:

First the teacher speaks, then student A, then the teacher, then student B,
teacher, student C, teacher, student D, teacher.

As long as the teacher engages in this response pattern students will nev-
er speak to each other. Each student will be having a one-on-one dis-
cussion with the teacher. What is more effective is for the teacher to
moderate and guide the discussion among the students. So student A
speaks, then student B, then C. The teacher can interject of course but
as one party to the discourse, rather than the central figure.

The second behavior teachers engage in which sustains the teacher-
centered interaction pattern is the instant evaluator role. This is exhibit-
ed when each time a student speaks the teacher passes judgment on
the student comment. It is not uncommon to hear teachers responding
with such phrases as “Yes, that’s right” or “No, that’s not right.” What
teachers can say instead include such comments as “Who else has some-
thing to share?” or “What do others think about this?” The goal is to re-
move the overriding evaluative context to free students to express their
ideas.

It is also important when planning to identify where in the story to
stop and ask questions. While the stops should occur naturally, it takes
practice to identify these points. It is not as easy as it looks and care
should be given to selecting stopping points that will allow students to
reflect on the text and make predictions about the future.
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Wait Time
An important issue to consider when engaged in student questioning

is the issue of “wait time.” Wait time refers to the time teachers wait af-
ter asking a question before they intercede by asking another question,
moving on to another student, or answering the question rhetorically.
There is considerable research on this topic which will not be reviewed
here (Steele & Meredith, 1991). However, this research suggests there is
a direct relationship between the amount of time teachers wait after
asking a question and the level of students’ thinking. Teachers usually
wait an average of only one second or less. This research indicates that if
teachers increase wait time to three seconds, levels of thinking increase
significantly and the number of students responding increases as well.
It is therefore crucial for teachers to refine their questioning behavior to
include adequate wait time for students’ responses. It is only common
sense that if thought-provoking questions are being asked, students will
need time to think.

Finally, when teachers engage in multiprocess questioning, it is im-
portant to encourage all students to participate. To accomplish this,
teachers must call on the less outgoing students by name and some-

times overlook the students who feel they must answer
every question. Many students do not respond freely to
classroom questioning because it is typically evaluative
(testing questions with only right or wrong answers) rather

than part of a discourse. When teachers move away from constantly en-
gaging in evaluative questioning and move toward questioning for criti-
cal thinking and learning, students will more freely engage in open dis-
cussion. As students become accustomed to a true discussion, where all
ideas are respected and considered important and where there is not
only one right answer, they will be eager to express their thoughts and
hear the ideas of others. When students are at this level of classroom
interaction, guiding discussion to include all members becomes easier for
the teacher and more natural for students.

Outcomes of Using the ERR Framework
The ERR Framework is an excellent means of guiding students at all

grade levels through narrative and expository text. In fact, the more com-
plex the text the more helpful is the process. Questions which are open
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ended but guide student reading can give structure to complicated ma-
terial by providing a framework within which they can construct mean-
ing. Yet, by being open ended, the structure does not inhibit critical
analysis as it invites prediction and open speculation. Guiding reading
and learning using the ERR Framework accomplishes several important
instructional tasks. The framework

• allows students to clearly set purposes,
• maintains active engagement,
• provokes rich discussion,
• encourages students to create and ask their own questions,
• facilitates students’ expression of their own opinions,
• maintains students’ motivation to read,
• provides an atmosphere where opinions are respected,
• allows students to develop empathy for characters,
• creates a setting for reflection on what students value,
• serves as stimulation for change,
• sets expectations for students’ critical engagement, and
• facilitates critical thinking at sophisticated levels.
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PART IV IMPLEMENTATION



Asking Stimulating Questions
It takes time and practice to divide text successfully and ask the

kinds of questions that will guide students through the text. The multi-
level questions presented in the previous section are intended to model
possible types of questions and to understand the type of thinking they
elicit. When teachers prepare their own questions it is not necessary to

use all types of questions. In fact, rather than attempting
to create a series of questions which include all types, it is
much better to let the natural flow of the text itself and
the purpose for reading the text determine the most ap-

propriate questions, remembering always to limit literal-level questions.
The next step in this process is to have participants bring copies of

the materials they use in class. It is from this material that they must
work. It may be a struggle for teachers working with their materials, es-
pecially if they are restricted to basic state-mandated readers. It is infor-
mative, however, to examine the available materials under the light of
higher level questioning as it can serve to illuminate shortcomings in
the types of materials to which students are exposed. In some cases the
materials available will work fine. In other cases supplemental materials
are allowed within the curriculum and can serve the purposes of critical
inquiry within text more successfully. Whatever the case, it is important
for participants to begin the process of examining their own materials
and developing their own questions.

First-time participants should dissect a text and develop questions
in small groups with materials they will be able to use al-
most immediately in their classrooms. The small groups
should thus be selected by instructional level or content
area. It is important to allow time for the groups to exam-
ine possible stories as the first implementation is always

the most difficult. They should be sure they have chosen reading mater-
ial they believe will support the activity.

Once reading material is selected they should discuss a number of is-
sues before starting to dissect the text. Of course they should read and
understand the story themselves first. When that is done they should
ask themselves the following questions:

• Why do I want my students to read this material?
• What do I hope my students will understand when they are fin-

ished with the text?
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• What do I want my students to do when they have finished read-
ing the text?

• What, if any, are the big issues or questions posed by the text?
• What experiences do I want my students to have and share as they

read?

Answering these questions will guide many of the questions asked in the
text. As the small groups move from these questions to dividing the text
and writing their own questions there are a few things to keep in mind:

• There are no right or wrong dividing points. Try to find the point
in the story that will build interest.

• Nothing is fixed after dividing the text. If it becomes obvious with
use that other places would work better, then redivide the text.

• No questions are right or wrong.

• Look at the question types in this guidebook and remember the
importance of asking a variety of types.

• Let the framework guide the process so students will be continu-
ously engaged in evoking, anticipating, understanding, construct-
ing meaning, and reflecting.

• Do not subdivide the text into too many parts. It is important to
keep the flow of the text.

• Do not ask too many questions and thus break the continuity of
the text.

This process can take some time and some serious negotiations with-
in the small groups. After the small groups are done, each group should
share the basics of their story, why they subdivided as they
did, and what questions they will ask to guide the read-
ing. Participants should then set specific dates for trial im-
plementation and determine when follow-up meetings will
take place for reporting back on how the process went.
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Caution teachers that it is usually wise to anticipate some initial re-
luctance from students when this type of questioning is first introduced.
Students will be hesitant to respond so personally for fear it is not truly
what the teacher wants or because they are not accustomed to this type
of questioning, and are unsure how to respond. Therefore, it should be
tried often to convince students that their thoughts are important and
eagerly sought.

Classroom Example
Sometimes teachers, after learning about the importance of asking

higher level questions to promote higher level thinking, say they would
like to incorporate higher level questions in their teaching techniques but
they need more concrete examples. The following example is included
to demonstrate one way higher level questioning can be incorporated
into the reading of a children’s story. The Slovak story, entitled “Prvák”
by Maria Durickova, is about a first-grade boy with a problem being
able to attend school. In this example the story is presented in sections
as it should be presented to children. After each section is read, a dis-
cussion of the reading is conducted. The teacher guides the discussion
by asking questions which require students to reflect on what they have
read and to make predictions about what will happen next in the story:

Please read the example story, stopping at each suggested
stopping point to ask the questions. As you read, take time to re-
flect, make predictions, and enjoy the story and the process. When
we have finished the story we will discuss the process in more de-
tail.

Have you ever had to go to a new school? What were your feel-
ings about that? How did it go? This story is about a special prob-
lem in going to school.

As you read to the first stop try to see what the special problem is.

First Grader

Once upon a time at the beginning of new school year a father came to school
and he directed his steps straight to principal’s office.

“Would you enroll my son at the first grade? I had applied for that to six
schools but they didn’t accept him.”

“What was a reason they would not accept him? What happened?” asked
the principal.
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Stop

What do you think is the reason the boy cannot be enrolled in
school? What is the problem?

What do you think the story is about? What will be the problem
in this story? Why do you think that?

Now read to the next section to see what is the problem. 

“Well, my son is too big and he can’t sit in the class.”
“So may he sit in a corridor?”
“He doesn’t fit into a corridor,” father said.
“Then we’ll put him in a gym.”
“But he doesn’t fit in gym,” father said sadly.
“So I’m sorry, dear father, but we also can’t accept your son,” the principal

said.
“I can understand your reasons but please try to understand also mine,” de-

fended father. “My Pavko, you know, is a schoolchild and he has to go to
school. Besides that I can’t permit him to be uneducated. And I have no mon-
ey for a penalty.”

Stop

Well, now what do you think? Were you surprised? How do
you think Pavko feels? How about his father? What do you think
about his feelings?

What do you think will happen next? Will the director allow
Pavko to enroll in school? If so, how will they solve his problem?
Where will he be in school?

Now read the next section to see what happens. 

At last they agreed to enroll Pavko to school. He’ll sit in the schoolyard and
look in at the class through the windows to see all the lessons. When winter
comes Pavko will sit in the schoolyard again. He’ll wear a fur coat with the
headphones on his ears because the windows will be, of course, closed. And to
write and draw—it’ll be easy. Pavko will put a blackboard on his knees.

The next morning Pavko came to school. Staying in the schoolyard he per-
plexedly shuffled in his huge shoes and his head went up as high as the chim-
ney. Children run into the classroom when they saw Pavko and they looked out
of the windows. Pavko Debnarik looked into the windows. He wanted to know
which class was his. But otherwise it was quiet there. The astonished children
gaped at him. And Pavko? He just stared back at them.

Stop
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Well now, what do you think about the solution for Pavko’s
attending school? Will it work? Why or why not? What do you think
the other children in school will think about Pavko? How would
you feel if you were a student and a giant was outside your win-
dow? How do you think Pavko feels? How would you feel if you
were Pavko?

As you read the next section notice what happens with one of
the other children.

Suddenly a girl’s voice rang out of the first floor window:
“Are you from the first grade?”
“Me?” Pavko asked and stooped a little to see who is speaking to him. “Yes,

I am,” he nodded and smiled at that daring little girl. She was round faced and
had a little jolly nose and dark hair.

“I’m a first grader too and my name is Betka,” the girl said. “My father read
a fairy story for me yesterday. It was about a good giant. Are you also a good
giant?”

Pavko Debnarik nodded again but he realized that wasn’t any proof. He did
a bit of hard thinking. Betka could see a flash of thought in his big eyes.

Stop

Now what do you think? What will Pavko do? Do you think
he is a good giant or a bad one? If he is a good giant, how will he
prove it?

Now, what do you think will happen next? What will Pavko
do? Will Betka be afraid of him? What about the other children?

Now read the story to the end to see how it all works out.

Then he stretched his hand up so he reached the forest. When he put it back
there was a squirrel on his open hand. He carried it to window and passed it
to Betka.

“A squirrel! It’s beautiful!” the little girl shouted. “Would you pick up a cone
for it?”

Pavko Debnarik stretched up his hand again. He reached a top a fir tree,
and when he put hand down it was full of cones.

The other children were enthusiastic. The fear ran away, it vanished, for
they already knew, that Pavko, though a giant, would not hurt even a squirrel.

Then children were playing every break. When they played golden gate,
Pavko was a gate. When they played soccer, he was the goalkeeper. It was easy
for him! He stretched up just one hand to cover up a half of a goal. And he
stretched another hand and covered it all. He was only sorry he couldn’t play
hide and seek. Everybody could see him everywhere. Then the children
stopped to play hide and seek because it wasn’t interesting to play without
Pavko Debnarik. All children wanted to be his friend. But his dearest friend
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was—you know. Round-faced Betka with little jolly nose and dark hair. That lit-
tle girl who first spoke to him.

We have to add: Pavko Debnarik was a good student and every day he got
a bee to his exercise book. (A bee in Slovak schools is like a happy face in
U.S. schools.)

So, what do you think now? How do think Pavko and the oth-
er children feel now? What about Pavko’s father? How does he
feel?

Pavko was very different from the other children. How do you
think he felt being so different? Have you ever been in a situation
where you were different or felt different from the others? How
did you feel? What do you think now about the story? What was
the main issue? Is there a lesson in the story? What do you think it
is? Why do you think that?

A note to share with participants. Maria Durickova, the author of
the short story “Prvák,” is one of the most famous children’s book au-
thors in Slovakia. She wrote many of her stories in the 1960s. She was
also chief editor of a very popular Slovak children’s magazine. Her writ-
ing in Slovakia is considered a major contribution to Slovak classical chil-
dren’s literature. She lives today in her native Slovakia and continues to
meet and talk with young students.
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PART V FRAMEWORK
STRATEGIES



Framework Strategies
The framework for teaching and learning presented throughout

these courses provides a mechanism for organizing instruction. It pro-
vides a way of thinking about instruction. That enables the teacher,
among other things, to systematically

• organize instruction,
• identify purposes and goals of instruction,
• plan supporting activities,
• purposefully engage students in the process of learning,
• build linkages between curricular content, and
• engage students in an ongoing discourse enabling the teacher to

constantly monitor students’ comprehension.

Once the framework becomes an automatic process, an array of
teaching strategies can be implemented at the various stages altering in-
struction to meet specific demands of the content or to satisfy specific
purposes. This section describes some alternative strategies which can be

implemented within the context of the framework. The
strategies are described in detail with implementation rec-
ommendations and identification of the proper framework
stage for implementation. Those described here are par-
ticularly useful for working with both expository text and
narrative text and involve the use of writing to think and
learn. The following section includes a discussion of what

is meant by writing to learn followed by a discussion of three writing-
to-learn strategies: clustering, cinquains, and cubing. The section con-
cludes with some general writing-to-learn strategies that can be used in
content classrooms.

Writing is a powerful tool for developing and enhancing critical
thinking. However, the power of writing for critical thinking has often
been overlooked because of the way writing has been taught and used
in schools. The focus on writing instruction has been on the final prod-
uct of writing rather than the process. Often writing assignments have
been isolated from the curriculum, with teachers giving writing assign-
ments which have little meaningful connection to what students were
studying.
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A major premise of our work is that to think critically students must
have something interesting and important to think about. Therefore, we
suggest that critical thinking must be an integral part of an integrated cur-
riculum which engages students in the learning process. Writing is a
powerful tool for thinking critically, however, teachers must create class-
room environments and a learning atmosphere which allows freedom for
critical thinking and writing. In RWCT courses we focus on how to cre-
ate that atmosphere and on specific strategies that can be used in a va-
riety of content areas, all meant to be an integral part of students daily
classroom experiences.

Critical literacy through writing is an extremely effective tool for en-
hancing the cognitive activities of thinking, reasoning, and problem solv-
ing, as well as the processes of reflection and creation. The specific writ-
ing and thinking strategies presented here are meant to be used within
a context of meaningful learning situations.

The power of writing as a tool for critical thinking is often over-
looked because of the overemphasis on writing to evaluate one’s learn-
ing as in tests, or writing as an exercise to demonstrate one’s ability to
write, as in writing a paper on an assigned topic. Often the topic is as-
signed with little concern for whether or not an individual student has
any interest in or knowledge of the topic. In addition, the audience for
such writing is usually the teacher, who reads the paper as an evaluator
of the mechanics of writing rather than as one who is interested in the
content the author wishes to convey. Often the paper is returned to the
student weeks later marked only with corrections and a grade. The au-
thor receives little meaningful feedback and experiences the task as an
exercise rather than as a means of conveying ideas. Writing of this type
has disassociated writers to the task of writing leaving them with little de-
sire to write.

Teachers who wish to use writing as a tool for thinking must recog-
nize the negative attitude many students have toward writing and
demonstrate through their words and actions a different view. Some ba-
sic understandings are necessary as guides to using writing effectively
as a tool for thinking. First, it is essential to understand what writing is.
James Moffett speaks of writing as “someone talking to someone about
something.” In this conception of writing the person writing is writing
about something they have chosen to write about to an audience which
is interested in what the author has to say. When teachers’ conceptions
of writing change to understand writing in this way, students are allowed
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to select their own topics for writing and real audiences for student writ-
ing are provided.

Moffett (1968) provides a schema depicting the major elements in his
conception of writing.

As discussed above and demonstrated in this schema, effective writ-
ers write about what they wish to an interested audience. Often the au-
dience in a classroom setting is other students in the class or writing
group. Sometimes the audience may be a single individual as in the
writing of a letter. Other times the audience may be a general population
group as in writing a short story for the school magazine or newspaper.
But always the elements of writer, subject, and audience should be con-
sidered in the context of “someone talking to someone about something”
as teachers plan writing experiences and organize their classrooms for
writing. From such classrooms come students who understand the pow-
er of writing.

Writing for Oneself
In the case of writing for thinking, the audience is oneself. The au-

thor writes to understand, to clarify, to remember, to organize, in short,
to think about ideas or information. It is this conception of writing, in
which writers write for themselves, that is an essential element in facili-
tating critical thinking.

Specific teaching principles are important in creating classrooms
where writing for critical thinking flourishes. First, writing for thinking
is not graded. The focus of such writing is on the free flow of ideas. To
accomplish this, writers must be allowed to write freely without con-
cern for mechanics of writing such as grammar and spelling. Often, since
students are accustomed to writing being evaluated, it takes time for
students to believe that their teacher is truly interested in ideas and in
helping their students develop writing to think critically.
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The second point is that writers must feel free to take risks. They
must feel they can express their thinking freely and that their thinking
will be respected. Further, they must understand that there is more than
one right answer to questions, that their ideas or solutions to problems
are just as important as those of anyone else. To establish this environ-
ment teachers must create learning situations where open-ended ques-
tions are used and where teachers and students alike seek answers and
solutions to real learning problems.

Finally, if writing for critical thinking is to occur, learners must be
provided with responses to their thinking and should be granted many
opportunities to discuss their own responses to reading or learning ex-
periences. When students write about their responses they should be giv-
en opportunities to discuss their ideas with their fellow learners. 

Clustering
Clustering is a teaching strategy which encourages students to think

freely and openly about a topic. It entails only enough structure to stim-
ulate thinking about the connections between ideas. It is a nonlinear
form of thinking more closely associated with how our minds work.

Clustering can be used in both the evocation stage and the reflec-
tion stage. It can be used to stimulate thinking before a topic is more
thoroughly studied. It can also be used as a means of sum-
marizing what has been studied, as a way of building new
associations, or as a way of graphically representing new
understandings. It is a writing activity which can serve as
a powerful tool for introducing the writing process, espe-
cially to reluctant writers. Mostly it is a strategy for gaining
access to one’s own knowledge, understandings, or be-
liefs about a topic. Because it is a writing activity, it also
serves to inform the writer of knowledge and connections the writer
may not have been aware of holding at a conscious level.

To introduce clustering it is important to do 5 things:
1. Describe the activity and present the steps for clustering.
2. Pick a topic of interest for participants and model the process as

a group process.

51

Clustering is a
nonlinear

brainstorming
method that should

be planned in 
small groups.



3. Pick a second topic of interest to the group and allow time for
individuals to do a cluster on the topic.

4. Allow time for four or five participants to share their clusters with
the group.

5. Discuss in grade-level or content-specific pairs how participants
would use the cluster in class tomorrow. Then discuss as a group
and review with the group the stages of the framework and how
clustering can be used.

The steps for clustering are simple and easy to remember:

1. Write a nucleus word or phrase in the center of a piece of paper,
overhead transparency, chalkboard, or other writing surface.

2. Begin to write down words or phrases that come to mind on the
selected topic.

3. As the ideas come to mind and are written down, begin to draw
connections between ideas that seem appropriate.

4. Write as many ideas as come to mind until either time is up or all
thoughts are exhausted.

There are just a few basic rules to follow when using clustering:

• Write everything that comes to mind. Make no judgments about
the thoughts, just put them down.

• Do not be concerned about spelling or other writing constraints.

• Do not stop writing until enough time has elapsed to get all ideas
out. If ideas stop flowing for a time, then doodle on the paper
until new ideas come.

• Let as many connections build as possible. Do not restrict the
amount of ideas or the flow and connections.

• When introducing clustering for the initial group cluster, select a
topic that the entire group can relate to. For demonstration pur-
poses it can be a topic such as their country, the year 2000, gar-
dening, or something generic. The sample in Figure 2 is a cluster
done by a group on Slovakia.

After the group has clustered and experienced it firsthand they are
ready to cluster individually. This is an important next step as it is
through this that they can see the power and value of the process. The
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topic is important here, as it will need to be something familiar so they
will have enough information for a full cluster.

One topic that is usually successful is to have each person cluster
on a loved one. They could choose to cluster on their spouse, a parent,
sibling, or friend. They could also cluster on their pet if they have one.
Recite the steps and rules again. Allow them 5 to 7 minutes and tell
them to begin.
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While the group is clustering the presenters should cluster as well.
This models two important things. First, it shows that you take the
process and assignment seriously. Second, it models for them the
teacher’s role in the classroom. If the teacher is also clustering then stu-
dents see that it is an activity which is considered important. It also pre-
vents students from interrupting to ask questions that disrupt the think-
ing of others.

After the participants have completed the exercise, have several
share their cluster with the group or have them share in pairs. When
this is done speak about the uses for clustering and have participants dis-
cuss how they will use clustering in their classroom tomorrow or as soon
as possible.

As Steele and Steele (1991) have described, clustering is a flexible
strategy. It may be done individually or as a group activity. As a group
activity, it can serve as a framework for the group’s ideas, which provides
students with exposure to the associations and relationships other stu-
dents draw from the prompt. Whether done in groups or individually, it

is important to remember the three rules: a) never stop
writing during the specified time, b) do not make judg-
ments about what you are thinking, and c) do not be con-
cerned with spelling. We have found individual clustering

to be a nice break from group brainstorming since it is quick and permits
all students, not just the ones who always put their hands up first, to
engage actively in the thinking process. Experience has taught us, how-
ever, that when clustering individually the topic should be one students
know a fair amount about since they will not have the shared experience
of the group from which to draw information. After completion, indi-
vidual clusters can be shared in pairs or with the entire group.

Cinquains
The capacity to summarize information, to capture complex

thoughts, feelings, and beliefs in a few words is an important skill. It re-
quires thoughtful reflection based on rich understandings. A cinquain is

a poem which requires the synthesis of information and
materials into concise expressions which describe or re-
flect on the topic.

Cinquain comes from the French word for five, and a
cinquain is a five-line poem. When introducing cinquains, first present
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the guidelines for writing the poem. Then offer some samples (a few
are provided later in this section). Then have the group write cinquains. 

Cinquains can be difficult for some people when they first begin, so
an effective means of introducing them is to have the group divided
into pairs. Give a topic for the cinquain. Each person will have 5 to 7
minutes to write their cinquain. Then they will turn to their partner and
the two will take from each cinquain to write a single cinquain they
both agree on. This prompts conversation about why they wrote what
they did, allowing for further reflection and critical review of the topic.
It also requires listening to others and pulling from the work of others
ideas they both can relate to and agree with. These paired cinquains
can then be shared with the group. If transparencies and an overhead are
available it is often useful to have the paired cinquain written on the
overhead and presented by the pair to the group. This can engender
further discussion.

The guidelines for writing a cinquain are as follows:

1. The first line is a one-word description of the topic (usually a
noun).

2. The second line is a two word description of the topic (two ad-
jectives).

3. Line three is three words expressing action of the topic (usually
three ing words).

4. The fourth line is a four word phrase showing feeling for the
topic.

5. The last line is a one word synonym that restates the essence of
the topic.

Sample cinquains:
Volcanoes Teaching
Red Hot Complex, tough
Erupting from within Challenging, invigorating, rewarding
Nature’s furnace of fire Tying new to known
Inferno Educating

Reading
Fluid, active
Participating, sharing, learning
Glow in the dark
Illuminating 
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How to write a cinquatin using fill in the blanks:

Title (usually a noun) _________

Describe (usually adjective) _________ _________

Action (usually ing words) _________ _________ _________

Feeling (phrase) _________ _________ _________ _________

Restatement of essence _________

After the groups have presented their cinquains, have them discuss
in pairs how they will use this in their classrooms, emphasizing that
cinquains are excellent for and serve well as a tool for synthesizing com-
plex information, a means of evaluating student understanding, and a
means for creative expression. Cinquains are quick yet powerful tool
for reflecting, synthesizing, and summarizing concepts and information.

Cubing
Cubing (Cowan & Cowan, 1980) is a teaching strategy which facili-

tates looking at a topic from varying perspectives. It involves the use of
a cube with different prompts for thinking and writing on each side of
the cube. The cube can be made by covering a small box, preferably 15
to 20 centimeters on a side, with paper. Write one of the following six
prompts on each side of the cube: Describe It, Compare It, Associate It,
Analyze It, Apply It, and Argue For or Against It.

Teachers lead students through the process of cubing by having stu-
dents freewrite for a brief period (2 to 4 minutes) on a given topic. Give
the topic first. Then direct students to think of the topic and Describe It,
that is, look at the subject closely and describe what they see, including
colors, shapes, or signs. With the directions in mind students freewrite for
the specified period of time on the topic. The process continues as above
through all six sides of the cube. The directions for the six sides are

Describe It. Look at the subject closely (perhaps only in your mind)
and describe what you see, including colors, shapes, or sizes.
Compare It. What is it similar to? What is it different from?
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Associate It. What does it make you think of? What comes into your
mind? It can be similar things or different things, places, or people.
Just let your mind go and see what associations you have for this
subject.
Analyze It. Tell how it is made. You don’t have to know; you can
make it up.
Apply it. How can it be used?
Argue For Or Against It. Go ahead and take a stand. Use any kind
of reasons you want—logical, silly, or anywhere in between.

Following the writing period, students share their responses to each
side of the cube. Often this sharing is done first with a partner. Each
person selects three sides of the cube to share and read their writing to
their partner.

There are no set rules of how this sharing must go but we have
found it worked extremely well to share as follows.

After one partner read, the other responded giving praise or p’s and
questions or q’s. We stressed responding to specific thoughts and that
students not just say for example, “that was good” but say specifically
what they liked and why they liked it. Questions were modeled such as
“I liked the way you described your vision, I did not think of it looking
like that,” or “I did not understand …,” or “I would like to know more
about this.”

Finally, the whole group went through each of the perspectives. We
asked for volunteers to read their writing to the whole group. Usually
one partner volunteered the other partner, saying, “read yours, it was
good.” Even though we have used this technique many times with teach-
ers and students the quality and diversity of ideas and thoughts from
this process always surprises us.

Debriefing About Cubing
What follows are some quotes and comments from the participants

as we debriefed about cubing. We had one of the interpreters take notes
and one of us took notes as well. We present it here as an example of the
richness of the debriefings with the group.
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In response to the question, “How did you respond to the
strategy?” 

• It is a difficult, marvelous technique, demanding, you get a feel-
ing that you have said everything but you can always say more.

• A very strong method, it woke me up. I was amazed with the all
the different views we had.

• I was stunned by it, after I finished I had a feeling of “clozeness,”
I got it all out of me.

• I surprised myself with all the ideas, I am a math teacher and I
learned I can think in many different ways not only as a mathe-
matician.

• I heard such a variety of ideas, seeing how the brain works, I
know the method opens the brain.

• The genius moment was the sharing and praising, the child will
overcome the fear to read first reading with partner, then can have
the joy of reading it.

• Expressing the ideas and having such rich ideas really supports
one’s positive self-concept.

• Responding as we did managed to create a good atmosphere. It’s
very different if you say, “I am sorry, I did not quite understand,
could you explain?”

• When we had to praise, we also had to listen carefully, which
was good.

When we turned to look at the method from a pedagogical point of
view the following questions arose:

How can you explain to children the difficult words like
Apply?

With small children you use different words, for example:

• What does it look like? for Describe It.

• What is it similar to and different from? for Compare It.

• What does it make you think of? for Associate It.

• What is it made of? for Analyze It.

• How could you use it? for Apply It.

• Is it good or bad? Why? for Argue For or Against It.
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Do you have to go through all six sides with small children? 
No, often three sides are enough with small children, but it depends

upon the topic and the group.
Do you have to do the sides of the cube in the order, or can you

just roll the cube? 
When you do these perspectives it is good to do them in this order

which moves from less to more complex thinking. The thinking that
takes place in the process of cubing follows closely the thinking in
Bloom’s taxonomy. However, sometimes you may use different per-
spectives where the order does not matter. For example, we have used
cubing after reading a play and the sides of the cube were characters
from the play. In this example, the play students read was about a
teenager who became pregnant. Sides of the cube were the young girl,
the boy, the mother, the friend, the father, and the teacher. The sides of
the cube can be changed as you wish depending upon the perspectives
you wish to have your students consider.

To which stage(s) of the framework does it apply? 
After discussion we agreed that is can be used well at either the

evocation or the reflection stage. We discussed the importance of cub-
ing on something that you know about, so you should pick topics care-
fully. We gave the example we have used in a science class where we
used cubing in evocation and reflection. The topic was photosynthesis.
To introduce the unit the teacher asked each student to bring a green leaf
with them to school the next day. They cubed on that leaf in the evoca-
tion stage. After learning about photosynthesis they cubed on photo-
synthesis. This example helped them to understand the need to pick
the topic carefully when using cubing in the evocation stage. The topic
must be something about which one knows a lot.

How do you control children who try to be the center of at-
tention and often interrupt? 

We had a productive discussion about this and shared some ideas.
One thing we have found is that the teacher must also write during the
cubing activity. First it models the teacher as a writer in the class com-
munity of writers and thinkers, but also, it is an excellent management
device. If students interrupt during writing the teacher may say, “Not
now, please do not interrupt, I am writing.” We also discussed talking
privately with the child who continues to interrupt, by taking the stu-
dent outside the class and discussing the need to work differently. We
modeled some ways to talk with such students. One of our participants
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shared openly that he was the one who was a problem when he was a
student and that taking him aside was the only way he was able to stop.

Other Writing-for-Thinking Strategies
Often writing for thinking occurs in content classrooms where stu-

dents are confronting ideas, working to understand and learn them. For
example, to facilitate evaluating and reacting to a lesson, after seeing a
presentation, watching a film, or reading or discussing something, teach-
ers can provide writing time, perhaps writing about: “What was most
important?” or “What was new in this to me?” or “How did I feel about...?”
Student reactions would then be shared and discussed in small groups.
Finally the main reactions of each small group would be shared with
the whole group.

The following are suggestions for general types of writing that can be
done in content classes. Certainly the list which is adapted from Smith
(1978) is not exhaustive and it is hoped that other ideas will be sparked
from these suggestions.

• At the end of the period, have students write a paragraph describ-
ing what they believe to be the most interesting or important idea
or concept discussed that day. Tell them at the beginning of the
class that they will have this assignment at the end of the class.
Do this often, perhaps once or twice a week.

• Following a lesson in which instructions for a procedure have
been taught, give students a list of the directions in scrambled or-
der and have them rewrite them in proper sequence. This can be
adopted for any material that explains a process in steps.

• Have students listen to a paragraph and write the meaning in their
own words. This is good practice for notetaking. If they have dif-
ficulty with the activity, have them tell another student first—then
write.

• Show students a picture related to the content they are studying
and ask them to write an idea suggested by the picture. For ex-
ample, a picture of an area that has been strip mined after a dis-
cussion of the problem of this method of mining for the ecology.

• Have students communicate with each other in writing using a
question-answer strategy. First, have each student formulate in
writing a question based on the content material being learned.
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Collect papers, redistribute them randomly, and have each stu-
dent answer in writing the question received.

• Have students write their own opinion about something learned in
class. Accept all opinions. Students must give at least one reason
for their opinion.

• Review a concept learned in class and have students write at least
one way the concept can be applied.

• Have students write questions that they would like the teacher to
answer at a future time. Give a statement explaining the back-
ground the student brings to the information. For example, after
studying about sharks a student might write a question asking the
teacher if sharks eat people. The background might be that the
child had an uncle who went scuba diving and told her that he
saw a shark but it just swam by him, so now the student wonders
“Do sharks eat people?”

Teachers in all content areas can improve students’ subject learning
and give them practice in the basic cognitive operations of summariz-
ing, clarifying ideas, examining relationships, seeing errors, and remem-
bering. In addition, basic thinking processes that call upon more than
one operation, including inferencing, interpreting, thinking like experts,
making multiple comparisons, and forming concepts are enhanced
through the use of specific writing techniques such as those discussed
above.

There are many other strategies that promote critical thinking, some
of which will be included in subsequent guidebooks. Many others are al-
ready being implemented by teachers in their classrooms. What is im-
portant is to implement these startegies systematically, purposefully,
and within a coherent instructional framework. When this is done learn-
ing and thinking become a transparent process accessible to all—not
mysterious or elusive processes that only the fortunate uncover. In mak-
ing processes transparent students are learning both content and learn-
ing how to learn.
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Evaluation of Course: Methods for Promoting
Critical Thinking

Date and place: 

Questions: 

1. What in the course was most valuable to you? 

2. What would have made this course more meaningful? 

3. What will change in your teaching as a result of this course? 

4. What was your overall impression of the course? 
1 2 3 4 5
little value great value 

5. Suggest topics you would be interested in discussing in future
meetings. 

6. Please make any comments you would like on the course.
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Planning for Follow Up
Participants will need support and feedback for their implementation

efforts. It is important to plan for discussion and feedback sessions be-
tween workshop programs. Specific dates for these activities should be
identified. Participants should plan when they will implement this pro-
gram and set a date for reconvening with the group for discussion. They
should be prepared to discuss the following questions:

• In general how did the implementation go?
• What were the successes or most successful parts?
• What failures or difficulties were encountered?
• How did students respond?
• How might you do it differently next time?
• How would you gauge the level of student interest in learning?
• How did the lesson feel? Did it feel right or were there times that

felt difficult or cumbersome?
• How many times was implementation attempted?

Participants should be encouraged to work in small groups again to
share their experience then share with the larger group. Discussion
should be encouraged regarding successes and failures and how proce-
dures might be modified to fit local culture, circumstances, or teacher
preferences.
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GLOSSARY

Analysis question A question that invites students to examine sub-
parts of a topic in light of general understand-
ings, and with an awareness of the thinking
process.

Application question A question that invites students to solve a prob-
lem or generalize an idea to new situation.

Bloom’s Taxonomy Benjamin Bloom and his colleagues developed
a taxonomy, or ordered scale, of levels of think-
ing. This taxonomy is widely used to describe
different kinds of questions that proceed from
“lower order” to “higher order” thinking. (See
Bloom, B.S., Englehart, M.D., Furst, E.J., Hill,
W.H., & Krathwohl, D.R., 1977, Taxonomy of ed-
ucational objectives: The classification of edu-
cational goals: Handbook I: Cognitive domain.
New York: Longman Green).

Cinquain A five-line unrhymed form poem, used as a de-
vice to encourage students to reflect on a topic.

Clustering Sometimes referred to as cognitive or semantic
mapping, clustering is a strategy for displaying
the relations between parts of a topic.

Critical thinking Having ideas that go beyond what was given;
seeing new dimensions in a topic; finding and
solving problems; also discrimination among
ideas, as in argumentative writing or debate.

Critical writing The use of writing as an aid to reflection and
learning.

Cubing An instructional technique that invites students
to ask six different kind of questions about a
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topic. The questions correspond to the levels of
questions in Bloom’s Taxonomy.

Evaluation question A question that invites students to form judg-
ments or opinions according to the application
of some system of values to their understand-
ing of the topic.

Evocation A phase in a lesson in which students are asked
to think about what they already know about a
topic, to raise questions about the topic, and to
set purposes for learning.

Interpretation question A question that invites students to discover re-
lations among ideas, facts, and values.

Memory question A question that invites recognition and recall of
information.

Realization of meaning A phase in a lesson in which students inquire
and search for knowledge, and, as a result of
their activity construct or, realize meaning.

Reflection A phase in a lesson in which students look back
over the ideas they have encountered and the
meaning they have realized, and question, in-
terpret, apply, debate, challenge, and extend
that meaning to new areas of endeavor.

Synthesis question A question that invites students to reconstruct
ideas into unique or original forms.

Translation question A question that invites students to change infor-
mation into new forms.
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APPENDIX

Liam O’Flaherty, born in 1897, certainly may be ranked as one of
the outstanding Irish literary figures of modern times. Some of his works,
such as The Assassin (1928), Famine (1937), and Land (1946), have been
translated into several languages. Collections of his stories best known in
the United States are The Mountain Tavern and Other Stories (1929),
Spring Sowing (1924), and Two Lovely Beasts (1948). His numerous works
include also verse, plays, biographies, a travel sketch based on a trip to
Russia, novels, a tourist’s guide to Ireland, and two autobiographical ac-
counts, Two Years (1930) and Shame the Devil (1934). One of his most fa-
mous stories is “The Informer” (1925), which in 1935 was made into a
movie that has since become a classic. In 1949 a one-act-play version of
the story was prepared, and it has been performed with considerable
success. The civil war in Ireland that flared during the second decade of
this century made a deep impression on O’Flaherty. Many of his best-
known writings reflect his experiences during that period of terror and
bitterness.

The Sniper
The long June twilight faded into night. Dublin lay enveloped in

darkness but for the dim light of the moon that shone through fleecy
clouds, casting a pale light as of approaching dawn over the street and
the dark waters of the Liffey. Around the beleaguered Four Courts the
heavy guns roared. Here and there through the city, machine guns and
rifles broke the silence of the night, spasmodically, like dogs barking on
lone farms. Republicans and Free Staters were waging civil war.

First stop
On a rooftop near O’Connell Bridge, a Republican sniper lay watch-

ing. Beside him lay his rifle and over his shoulders were slung a pair of
field glasses. His face was the face of a student, thin and ascetic, but his
eyes had the cold gleam of the fanatic. They were deep and thoughtful,
the eyes of a man who is used to looking at death.

He was eating a sandwich hungrily. He had eaten nothing since
morning. He had been too excited to eat. He finished the sandwich, and,
taking a flask of whiskey from his pocket, he took a short draught. Then
he returned the flask to his pocket. He paused for a moment, consider-
ing whether he should risk a smoke. It was dangerous. The flash might
be seen in the darkness, and there were enemies watching. He decided
to take the risk.
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Placing a cigarette between his lips, he struck a match, inhaled the
smoke hurriedly and put out the light. Almost immediately, a bullet flat-
tened itself against the parapet of the roof. The sniper took another whiff
and put out the cigarette. Then he swore softly and crawled to the left.

He rolled over the roof to a chimney stack in the rear, and slowly
drew himself up behind it, until his eyes were level with the top of the
parapet. There was nothing to be seen—just the dim outline of the op-
posite housetop against the blue sky. His enemy was under cover.

Just then an armored car came across the bridge and advanced slow-
ly up the street. It stopped on the opposite side of the street, fifty yards
ahead. The sniper could hear the dull panting of the motor. His heart
beat faster. It was an enemy car. He wanted to fire, but he knew it was
useless. His bullets would never pierce the steel that covered the gray
monster.

Then round the corner of a side street came an old woman, her head
covered by a tattered shawl. She began to talk to the man in the turret
of the car. She was pointing to the roof where the sniper lay. An in-
former.

The turret opened. A man’s head and shoulders appeared, looking
toward the sniper. The sniper raised his rifle and fired. The head fell
heavily on the turret wall. The woman darted toward the side street.
The sniper fired again. The woman whirled round and fell with a shriek
into the gutter.

Suddenly from the opposite roof a shot rang out and the sniper
dropped his rifle with a curse. The rifle clattered to the roof. The sniper
thought the noise would wake the dead. He stopped to pick the rifle
up. He couldn’t lift it. His forearm was dead. “I’m hit,” he muttered.

Dropping flat onto the roof, he crawled back to the parapet. With his
left hand he felt the injured right forearm. The blood was oozing through
the sleeve of his coat. There was no pain—just a deadened sensation,
as if the arm had been cut off.

Quickly he drew his knife from his pocket, opened it on the breast-
work of the parapet, and ripped open the sleeve. There was a small
hole where the bullet had entered. On the other side there was no hole.
The bullet had lodged in the bone. It must have fractured it. He bent
the arm below the wound. The arm bent back easily. He ground his
teeth to overcome the pain.

Then taking out his field dressing, he ripped open the packet with
his knife. He broke the neck of the iodine bottle and let the bitter fluid
drip into the wound. A paroxysm of pain swept through him. He placed

68



the cotton wadding over the wound and wrapped the dressing over it.
He tied the ends with his teeth.

Then he lay still against the parapet, and, closing his eyes, he made
an effort of will to overcome the pain

In the street beneath all was still the armored car had retired speed-
ily over the bridge, with the machine gunner’s head hanging lifeless over
the turret. The woman’s corpse lay still in the gutter.

Second stop
The sniper lay still for long time nursing his wounded arm and plan-

ning escape. Morning must not find him wounded on the roof. The en-
emy of the opposite roof covered his escape. He must kill that enemy
and he could not use his rifle. He had only a revolver to do it. Then he
thought of a plan.

Taking off his cap, he placed it over the muzzle of his rifle. Then he
pushed the rifle slowly upward over the parapet, until the cap was visi-
ble from the opposite side of the street. Almost immediately there was a
report, and a bullet pierced the center of the cap. The sniper slanted
the rifle forward. The cap slipped down into the street then catching
the rifle in the middle, the sniper dropped his left hand over the roof and
let it hang, lifelessly. After a few moments he let the rifle drop to the
street. Then he sank to the roof, dragging his hand with him.

Crawling quickly to the left, he peered up at the corner of the roof.
His ruse had succeeded. The other sniper, seeing the cap and rifle fall,
thought that he had killed his man. He was now standing before a row
of chimney pots, looking across, with his head clearly silhouetted against
the western sky.

The Republican sniper smiled and lifted his revolver above the edge
of the parapet. The distance was about fifty yards—a hard shot in the
dim light, and his right arm was paining like a thousand devils. He took
a steady aim. His hand trembled with eagerness. Pressing his lips to-
gether he took a deep breath through his nostrils and fired. He was al-
most deafened with the report and his arm shook with the recoil.

Then when the smoke cleared he peered across and uttered a cry
of joy. His enemy had been hit. He was reeling over the parapet in his
death agony. He struggled to keep his feet, but he was slowly falling
forward, as if in a dream. The rifle fell from his grasp, hit the parapet,
fell over, bounded off the pole of a barber’s shop beneath and then clat-
tered on the pavement.
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Then the dying man on the roof crumpled up and fell forward. The
body turned over and over in space and hit the ground with a dull thud.
Then it lay still.

The sniper looked at his enemy falling and he shuddered. The lust of
battle died in him. He became bitten by remorse. The sweat stood out
in beads on his forehead. Weakened by his wound and the long sum-
mer day of fasting and watching on the roof, he revolted from the sight
of the shattered mass of his dead enemy. His teeth chattered, he began
to gibber to himself, cursing the war, cursing himself, cursing every-
body.

He looked at the smoking revolver in his hand, and with an oath
he hurled it to the roof at his feet. The revolver went off with the con-
cussion and the bullet whizzed past the sniper’s head. He was frightened
back to his senses by the shock. His nerves steadied. The cloud of fear
scattered from his mind and he laughed.

Third stop
Taking the whiskey flask from his pocket, he emptied it at a draught.

He felt reckless under the influence of the spirit. He decided to leave
the roof now and look for his company commander, to report. Every-
where around was quiet. There was not much danger in going through
the streets. He picked up his revolver and put it in his pocket. Then he
crawled down through the skylight to the house underneath.

When the sniper reached the laneway on the street level, he felt a
sudden curiosity as to the identity of the enemy sniper whom he killed.
He decided that he was a good shot, whoever he was. He wondered
did he know him. Perhaps he had been in his own company before the
split of the army. He decided to risk going over to have a look at him. He
peered around the corner into O’Connell Street. In the upper part of
the street there was heavy firing, but around here all was quiet.

The sniper darted across the street. A machine gun tore up the
ground around him with a hail of bullets, but he escaped. He threw
himself face downward beside the corpse. The machine gun stopped.

Then the sniper turned over the dead body and looked into his
brother’s face.

70


