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The Educauonal Resources Information Center (ERIC) 15 a nauonal
information system developéd by the U.S. Office of Education ahd now
sponsored by the National Institute of Education (NIE). It provides
ready access to descriptions of exemplary programs, to reports on
research and detvelopment efforts, and to related anformation useful in
developing effective.educational programs. £ .
Through its network of speclallzed centers or clearinghouses, each
of which “is responsible for a particular edutational area, ERIC
acquires, evaluates, absuacts, and indexes current informauon and lists
‘that information in its refefence publications. '
The ERIC system has already made available—through the ERIC
Document Reproduction Service—a considerable body of data, 1n-
.cluding all federally funded sesearch reports since 1956. However, if
the findings of educational research are to be used by teachers, much
«of the data must be translated ‘into arr essentially different context.
Rather than resting at the point.of making research reports easxly
accessxble, NIE has directed the separate Ekgi'ﬂeannghouses to com-
m15510n lnformatlon anglysis papers in spedific areas from recognized
‘authorities in those fields. ot
As with all iederal educational information efforts, ERIC has as a
pnmry_gg.glb_udgmgihegap betw een educationa] theqry and class-
room practice. One method of achieving that goal is the deyelopment
by the ERIC Cleannghouse on Reading and Communication Skills
(ERIC 'RCS) of a series of booklets designed to meet concrete educa-
tional needs Each booklet provides teachers with a review of the best .
educational theory and research on .a limited topic followed by descrip-
, tions of classroofn activities that will assnst‘eachers in putting that
. theory into pracuce K
' * The idea is not ynique. Several educational journals and many
commercial textbooks offer similar aids. The ERIC RCS booklets are,
however, noteworthy in their sharpdocus on educational needs and
their pamng of sound academic theory with tested (assroom pracuce.
And théy have been’developed in response to the mc\@ng number of
requests from teachers to provxde this kind of service.
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Topics for these booklets are recommended by the ERIC, RCS /

National Advisory Board. Suggestions for topics are & elcomed by the
Board and should be directed to the Clearinghouse.

I ‘ R e \ .
. . Bernard O'Doninell .
v, ‘ Director, ERIC/RCS
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1 Theory and Research $
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,

In recent years the prew riting stage of the Composmg process has begun )

“  “to receive _attentidn in textbooks and publications for teMhers. Bur

current” theory and practical applications of prewriting instruction
generally neglect a crucial aspect of preparing. students to write—
teachmg stludenw the thinking strategies essential to different types of «
written communication. If writing were srmply a matter of correct
usage and mechanics, our jobs mjight be easier—but much less mter-
esting Implicit in the process of writing (0 communicate ideas to an
audignce is the process of thinking. Therefore, for prewrttmg instruc-
tion to be complete it must teach thinkirg strategtes essential to-
effective written communication. The theory and activities presented
in this bdoklet illustrate how the middle school, jurror high, and
senior high teachef can dgsign prewriting activities in which students
, Ppractice and master thinking procgsses needed for wrlting.
Prewriting’ instruction. in current textbooks and publications for
teachersrusually takes one of two approaches or a combination of the
ptwo One is the models approach, in which students primarily anglyze
models of writing by professionals or other students to idmufy the
characteristics and form of a particular mode, the ways writers appeal
to their audience, and other eléments of effectne communicaton. This
dpproach assumes that by analyzmg strong and sometimes weak com-
positions students will understand what makes good writing and wall .

a be able to reproduce this process themselves and write more effectrvely
However, the problem is that although students may be able to recog-
nize why a composition is effective or ineffective, thrs insight does not
mean they will be able to perform the thinking processes necessary for
generating an effective composition themselves. We are not suggesting

. that models are useless but rather that models alone do not necessanily

teach the process of thmkmg through a parttcular writing problem,A

they merely illustrate the product of that process. .

The other approach to prewrttmg is through so-called warm-up -
activities. a composition assrgnment is preceded by usually one or two _
activities that focus on motivating the student and generating ideas for *
writing The assumption underlying this approacft 16 that one of the
]: nggm problpms fer wrrters is getting started. There{ore, acnvrtres .
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' 2 2 T . joha‘nnessen, f(ah_n, and Walter
intlude different techniques to generate mategial for writing a par-
(rcular assignment. To serve as a prelude to a writing assignment,
activities usually involve one or two of the following. brainstorming  *

~ in small groups, le playing to develop a puint of41ew, observing an
object or a place, freewriting, pr reverie about a4 past experience..As’
individual activities they have some value because they help studerrts
generate ideas, gain interest, and do a hittle plannrng before they write

., a draft.- . .
' But there are additional crucial needs that thege activiies neglect.
- For example, in ore, such approach to prewriting, £n activity is

included to help students discover an 1ssue they feel strongly about and
to interest them in arguing their viewpont on it.' Yet, the suggested
ins(ruclion dbes not include activiti® to teach students how to argue .
a viewpoint effectively. Motivation 'to wiite is 1mportant,, but argu-
mentation involves sume complex strategi¢s that students need tg learn
to perform, such as antiapating the arguments of the oppousiion and
developing counterarguments to refute thenr reasomng. These skills
seem to be‘at the heart of effective argumentation, but they are never
directly addressed in theactivities. The instruction does include activi-
ties for writing for. different audiences, however, this writing does not
involve argumentation but rather a different ty pe of wnting. Argumen-
" tation requires a specific kind of audience analysis, antiapating the
sattitudes and arguments of the upposing side of an 1ssue. Just because’
students prdctice writing' a fictional story for several different, audi-
. ences, as the instruction suggests, does riot mean they have developed
. the skill of " anticiputing the opposition. . .

Too much is left to chance. These kinds of warm-up activities may
help students generate ideas and a viewpoint for vne given topic ar
assignment, but they are not designed tu prepare the students to write

4 beuer any ume they confront that particular ty pe of composition. The
warm-up approach addresses only one or two of the skills that are
required for a given type of urrung and does not focus on the crucial

.s skills. >

We are proposing a different approach.to prewntng based-on gn
assessment of the thinking strategies essential to good writng. In addi-
ton, our aimvis tu develop, prewnung instruction that*will teach
students these thinking processes. If the instruction 1y to‘teach argy
mentation, for example, the question bewmcs how can actiuitie
designed to teach students thinking processes that will help them A rite

. mote eflecmely uwhenever they are grun ‘an asslgnmen( inyolving

argumentation. By focdsing adlivities to teach thinking procésses, we
do not want to” )recludc direct ptovision for belping syiidents to

LRIC - - : B
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Theory and Research . . 3
generate idea$ or plan effectively, but in addruon to this help,.we want
to teach students stra&gres with whu.h they can analyze ideas 1n ways ;
they could not before. A pilot study suggests that the activities to teach

inking strategies.presented in this booklet result'in far ‘greater’gdlns

in writing than a combination of models and warm-up activities.?

s - . ¥ v

-Task Analysis: Focusing on Thinking S(r.ategiés" ‘
In planmng instruction as we are suggesung, one of the first steps for -

.&he teacher is to discover w hat thinking strategres “studentsmeed 1n arder
1o write well. Making thrs discovery requires an analysis of the charac-
teristics of good wrrung and the thinking strategies lhat produ,\ce good
written communication.* For instance, oxte characteristic essential, o
much school-related writing %t the secondary and college level 1s
support of a generalization for thesis) with specific examples. The
writer must go through the follow ing cognitive piocesses. generate a
thesis, select appropriate examples, and explain how the examples
support the ‘thesis. Different types of writing assignments require the
writer to perform many complex thinking pracesses 1n composrhg—

* such as persuadmg, comparing and contrasting, dgfmmg abstract
ideas, or ustng dialogue 10 reveal character. Because successful writing
depends on many different and complex stragegies and because the

- complexity is likel$™o overw helm students, itmakes sense for the com-

’ position teacher to focus on one specific composing (ask orskill at a -
time, As Hirsch argues, if the demands of the writing task aw oo
complex, then performance degenerates as “'cognative ovcrload occurs

. because a writer’s ability to process information 1s limited when

) performing a*complex cognitive task.* If the teacher tries to teach
+ " dvrifing in general —that is, strategies for use with any kind of writing—

Y the instruction will be s0 diffuse that it will be uguc-and superﬁcral L
% A form of the warm-up approach that many textbooks are usingi1stq
begm with a chapter on prewriting that attempts to teach students pre- )
writ{ng skills they kan use for any 1y pe. of writing. Included are a few -
activities for data gathiering, audience analysis, listing} and outhining. * *
The skills are important, but they are presented 1n too general /4
manner They ignore the fact that different ty pes of writing'require very
‘. different kinds of audience analysis_ or data gathering. For example, .

ddta gathering for desciiptive writing involves close observation of

.~ objects. people, and sounds,* w hereas dka gathering for argumentatiog~
mvohes generating examples ‘and finding factual informauion. Tt
seems superficial and perhaps counterproductive to attempt 1o teach, m o,

seven to ten pages all the different data gathefing and audience ana}ysrs
. s - -
. —L 7
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. skills that students will need for any type of writing. Instead of trying

to cover prewritiné once.in a general and simplistic way at the

_ beginning of a course or untt, instructign can be desngned so that the

teacher deals with one type of w nung at a time and designs actirities

+ ., to focus specifically on ¢hose . thinking processes essential for that
S ' particular type.. .

To focus instruction on “the paragraph™ or “the essay” presents
some problems because writing different kinds of paragraphs or essays
involves,very diverse thinking processes. For example, a good para-
graph describing a person or place has characteristics giat are distinctly
different from those of a good paragraph supporting a generalization
‘about a literary work. A paragraph describing a person or place does
not necessanl) have to contain any directly stated generalization or
thesis, yet the development of an expliat generalization or thesis is
essential to the second'kind of paragraph. Teaching each of these kinds
requires a different focus of i instruction because of the different think-
ing-processes requned to write ¢ach. A descriptive paragraph or an
argumentative essay is.3.good focus of instruction since each has clearly

" € identifiable characteristics. .
. Once a speaflc _type.of composition or composing skill has been
chosen for instruction, the teacher can identify and clanfy the thinking
¢ strategies required for thgt particular type of writing. To' demqnsuate
specifically how to carry out this procedu;e for designing prewriting
instruction, we have chosen to focus on one type of composition im-
portant {or secondary students—extended definition—with the aimyo of
providing a model that/can be used for other types of writing as well.

-, , , -

-

¢

- Extended\Pefinilion: Essentjal Thinking Strategies

b4
We decided to focus on extended .defmmon because” the processes
o> imolved In composing “extended defimtion are central not only to~
. English but to all other academic disciphines and technical trades as

. o well. In virwally all English courses, students have writing assign-.
ments that require_ them to use defining skills. Students might be asked
o define a wmplcx term such as courage or fréedom, or a concept such
» ‘as alienation or tragcdy In either instance, students might be asked

- to define in much more complex ways than the definitions offered by
a digtionary, ! -
. A dictionary defjnition of courage that says it is * 'lhe quality of

being fearless or brave” only defines the word in a very general way,
it dos no(whelp in classxfymg acuons such as Richard Nixon's attempts

[mc ‘\__ : 10 L :
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. lo cover ¥p (he Wa(ergate burglary when such a((empls could be very
dangerous politically. This example may seem to fit the defimtrén,
yet because Nixon acted with a selfish motive, to protect himself zfnd -
. his posmon, most would argue he was not courageous at all. This ..
dictichary definition also leaves unanswered other questions. Can a.
‘person be courageous, yet fear nothing? Is arash action coyrag‘eous> To
. deal with these questions, Aristotle found it necessary to prowde
) elaborate criteria to clarify borderline cases and so-called gray areas.»
Two of these critéria apply here. For an action to be, courageous a
person must, first, understand the danger involved and, second, make a
conscious choice to act.® These éxamples reveal that defining is a
complex, sophisticated process. ! ¢
‘ Comp}ex defining skills are important |n other disaiplines too, they
are basic'to the Linnaean classification system, interpretation of the
language of the law, de(ermlnauon and dlagnosls in medical practice,
*and instruction in manuals of technical industry, to name only a few. .
A recent national.issue that shows the importance of these skills and,
the complexity in formulating a clear “efinition involves the questign
of de(ermlmng when a person is Jegally dead. The tasue, which crosses
medical,”moral, e(h-:ca.b and legal boundanes and was broughton in .,
part by advances th modern technology, forced Congtess to establish
a presidential eommission to consider antlformulate a national, uni-
form ,deflnluoh of death. The commission of experts from various
fields—such as education, medicine, Iaw, and politics—settled, on a,
definition that contains elaborate criteria and tests and which attempts
to distinguish between death and cases inv olhng terminragon of life-
sustainfng treatment and organ donors.” This i1ssue and o(hers like 1t
point out how peryvasive the neéd to have extended definiton skills has
become To'prepare students adequately for ex(endedfeflnluon tasks
that they will have in Ehglish, in other d|sc|phnes. and in the world
outside the 3chool, there is a need to provide adequate 1nstruction n
how to define. ' ‘

After choosing a specific composing task for instruction, the teachet \
~ may contifiue the task analysis by. |dcnuf)mg the thinking s(ra(eglcs
crucial to the 5uccessful writipg of¢hat particular type of composition.

In analyz’ng the comppsing task, the teacher must reflect on the kmds
of thinking, the analytical skills, and the organizauon inyolved in that
type of writing. An examination of compositions by professional
writers of a type similar to What the student will be expected to produce
helps generate and clatify characteristics. A task analysis of extended
definition suggests five thinking proccsscs essential *for the writer.
classifying an item, term, ,or concept, |dcm|fy|ng details that differ-
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-6 . . o ]ohannessan‘Aahq, and Walter
qmale it from otheis in (he same class, generating specific dchnmg
‘criteria, dlsungulshlng closely related phenomena, and uu)gnmng
and clarifying borderhng cases,or gray areas.
As this task analysis suggests, the characteristics identified cannot be J
jusl introduction, (hes,ls body, and cunclusivn. The analysis must be .
v moreSpedific indicating the charactenisues of the content, the traits that
.*are crudial to sucgessful wnung of the given task. rhc task analysls can
be conducted in'the same tanner with other %y pes of composttion. For
example, a task analysis of, argumentation reveals that une_ essential
thinking process is deycloping arguments by using facts or exdmples as
support. 'The task analysis helps ldenufy the thinking processes lhd[
. should b’ecome the focus of prewriting instruction? - .

/

L]

.

h ’

. Criteria-based Scales: Applications for Prewriting Activities
] - e
‘T& plan mstrbcuon the teacher must determune the extent to which
* students Lan perfu:m the processes essential 10 g given compgsition
- , task Prelesung by, for exSgaple, wsing,a uﬂena;bdstd scale similar to.
) sr.dles used by the Natonal Assessment of hducauon«dl Progresy and
other* composition rescarchers r‘my reveal which “skills jor processes
- students (dn and cannot pcrfurm and may dlso'suggest a %mmn.hy for
’ sequcnung nstruction® Insuucuon may then be tailored (v omut the
) processes that’students can dlre.l(f) puform and to cover those which '
they cannotperform. ,
A criteria-based scalé S° deuluped by analyzing fesults of a pretgst
in Which students “n(e a glven ly;:i)f aumposmon It describes the
. characteristics of cumposition at four o ive distunct levels of per-
* ¢ formance, froph weakest to strongest. From the task analysis the teachep
. derives, the characteristics of tompositions at the highest leve] of
, performance \nal)zms.; thg pretests to determine the deguqs to which
student compositiuns contam Q1Lsc Lhdldtl(,“bllts help generate the
. descriptions of the other leyels. ’ :
« LJConstructing a scale imvobves several pxuceduws Before any instruc-
, tion, the teacher gives students a pretest writing assignment involving
" the type ofo('omposmon to By taught. The teacher first reads all the
papers to get,an idea of the vange. The papers are divided into four.
or five quallty groups accofding to the extent o which they contdin
the characteristics specified in the task analysis. Each group is then
{ quukl) checked tp be sure all compusitions represent about the same
Iewl df performance. After all apers have been grouped, the next step
Rt i ‘write o brief dese puon of the characteristics of (‘;l(h"gruup of
", Lompgsnll()ns. The resth is,q smlc stating thg characteristics of four

.

.
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or five levels of performan(e ﬁ)&thc composmort “task. The wider the
age and ability range of the students jaking the pre(es( sthe more

' - comprehensive t‘he scale will be. | - : .

To produce useful results, pretest asslgnmen(s must be’ carefully
worded A\mdmg the ambiguous, confusmg or irick ques'tlon, the
pretest assignments should be straightforw ard and state exdc(ly whatis
gxpécted in (he writing. The pro(cst writing ass&gnmem; ‘below con-

tain chojces [or extended definjtion. . . ¢, " .=y
. Preest Writing Topics . .« ~ | o

.

Chdose one of th@lclldwmgﬁterms apd write a (omposmon in y
which you_give 3 complete dcflmunn € term you have chosen

to write about: R - I T

, The Western Hero. Many W st§ns, whether telcnslon programs,
" movies, or popular books, present.a stinilar kind of heré What 1s
the Western hero? What characteristics do uhcy have? Use examples +

to help the reader understand your dehmuon "

. Crimé Whatis crime? Definé crime and expldm what guldelmes -~
- quvould use to dctcrmmc w hether or not an action is a crime. .
‘ Give cxamples thatshowtbes&guldehncs ‘oA )
8

(‘htld Abuse* What is child abuse? In your definition, mcludexhe
« " rules<or gﬂldehncs you would use 1o determmne whether 4 person ,
has coriynitted child abuse Use exa‘mplcs to hclp the reader under-
- standvyour defmmon N .

One can group the papers frum These extended definition pretests e

into five levels, Thc lowest papt*rs are those (i do not ‘define at all.
In the next groups, the compositions define by imitating a du.uonary
definition or :Tyré;/mg a few (harac(erlsllcs but do not give a very
coftiplete defi More sophls(l(d(ed compositions have elaborate.
characteristics or, crllcnd to define the term gnd u(e specifig examples
In the highest group, papers clanfy borderline cases and the gray areas
of the terst defined. The scale below shows(the characteristics of each
" group > of pre(es( compositions: . @ - 84

) s s * Scale fontx(endcd befmmon

- ~

. Lc\cg 1: These (omposqlons only mention (he ter;g or vaguely
+ Jdiscuss the conggpt without even minimall efining.

+ 2 Level 2. (omposxuons in this group s1‘¥uc the term to be defirted,

, ldcnufy}a class ‘to which it belongs, _ and give some
C differe ldung details. These -details are gejterally un-
elaborated examples, synonyms, or description.

Level 3: These compositions put the term in a class and pr_dee
. differentiae.. They also’give some criteria to definethe’
L term aml contain, a few examples. The criteria are gen-

\)‘ 'f‘r ,."?3"’ ] * . l . 4 , ~ '.“
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v . eral, supefTicial, or unclearly stated, and the examples
often are not clearly related to the criteria.  *

. Level 4. Besrdcs classifying and differentiating, co.mpos‘ivuons in
this grOuwcomam several specific criteria that identify
. th rm and examples that explaig and elaborgte these
. . eria. The fterm is gfteg analyzed through i its grfferem )
. . ‘, partsor forms (that is, dividing child abuse ifjto physical

” - and memal abuse) and provrde criteria and exarilples for
. L, . each. . . .

o _.Levél 5. These composm()ns contam the characteristics of level 4,
- .. - . but they are more sophrstrcate@because they also contain
. elaboraté eriteria and examples that focus on distin-
v ] gm;hmg the term_from other closely related terms or .
contepts. ' Criteria and’examples deal with the gray areas
i : and barderline-cases i in order to; clarrfy the limits of the,’
' definition. Criteria are often clanhed through an ex-

. . ample followe.d by g comrasnve CXample ]
kns

e

) Three student Lompusxqtms;llustraung several of the lexels on
d;cafe will help datify the d'ésénpuoé of the levels and the meanings
"of the terms used. The com positions hrave, been corrected for mechamcs
s v_z,/ and the second and third havé been edited to conserye sbace .
77" The first paper, " Grrme, isJevel | because it m&m‘ions crime but

offers no substantial defmmon e~ . .
. ' o . i e T e 8
. ‘ ' . Crmre “’ ] T
J- There'is réally no wify'to give the perfect deflmuon of crime.
' Ithink that every body has his own sepa[ate "definition. What some -

people may cqnsrder a crime other people may not. You usually

' know when you're commmt\g a crime. : )

In an 'a\t\qnpt to Be “right,” the student is all- mcluswe rdther than
drscnmmaung in trying to define crime."Many studems wnte papers
that are lengthier and styli‘dhcaﬂy more complex’ than this exaré)ple
. but they are level, }papers because they do not define. ,

ext examplexllustrates level 3. -~ | Lo

’

k3

e e Westem Hero. A
.

VA Wcstern alway; had entertainment for'everyone, suspense,
. acuon, and romance. And in kvery Western, there was always a
hero, sogyeone whom cveryone liked and gf@konly dream of
bc.mg sterni heroes are rather unique corEEAg
¢ heyo, yet they all seem to have similar chara i .o
the audiences. The most important aspect of a Westem hero wou .
have to. be mystery, whethet the mystery evdlved from his hame,
_ past, or motives, He would be in the cenier stage, yet he sull ,would ,
E lC « Not1eveal his true self to an?one e - - ¥ -
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\ The other aspect thal was needed was courage Whether it was
' courﬁge,to fight outlaws, Indians, or even stand up for hls rights,
courage was esSential.
. All in all, lhe Western hero was a very interesting characler

The first two paragraphs, which haye been omitted, describe the .
" changes in.entertainment as a result of the invention uf television but
do not thention the Western heggéThey contain unsupported general-
{  izatiops and ‘extraneous information. This composmon is level 3.
because it classificsthe Western hero as a persgn in a Western story
and differentiates hint because he was a_person "everyone liked and
could only dream of being.” The writer also gives two criteria for the
Western hérp—mystery and {ourage—but both are general and not
clearly explfiged or adequately developed with spécific examples.
The third student compositior, "Force beyond the Line of Duty,”
was written after instruction andshgws level 5 because it atsgnpts to
clarify the gray areas in defining police brutality. Written by the same
student who wrote the level 3 paper, this paper shows the improvement
after the swudent, ﬁrough pr&mmg activities, practiced the thmkmg
processes of level 4 and 5 of extengded definition. Although the papér
" is by no means perfect, the gain pf two ;e\e}s is substanual for about
a week of instruction.

-~ » . ¢
) . Force, beyond,the Line of Duty " ’ ’
Police brutality is an‘act which 1s vague in its’ meaning. Thé
£ generally accepted defjnitid 1s the ud of unneegded force by police .
in the line of duty. However, there atk always times which make it o
necessary for a more precise definitign. A more workable definition |
which could be used by a judge 1n deciding a brutality case’would
— . beanintentional, unprovoked act.of force by anfficer in which
~ his lifé or any_inrfocent bystander's life is not put in danger by the
v victim of his unneeded assatlts—— - - ——__ .
. In order to clarify this defmmon, one must ook at it in sections.
The first word which is key in undstanding the definition is *
intentional. This means that,tke officer i using force wit}}la clear
understandm'g of what he is doing and tHat his actions are done *
" on purpose. For example, if a police officer’s gun acc:demally mis-
- fires'and ihjures a person, this act would not be considered pohce
bratality sincehe officer dvas pot mlenuonally using force. * .
Another key word in lhe\dehmuon is unpzovoked The act must
be unprovokeg which s:mply means that the person the officer is
usirig force upon has riot resisted attempts by him to carry out his
corregt job‘as an officer. For instance, if an officer is summoned to
arrest a shophfler, and the person tomplies with the officer, the
pohceman may not use force upon the shoplifter since no force is

P . needed to'carry out his ;ob However, if the shoplifter resists arrest
Cr and begins to make vocal attacks and strikes out at the officer, he is
. LT allowed to use force that is needed to carry out his job'and he

cannot be brought up on cbarges of brutality since the action was

‘EKC provked. ... o 8 )
e ., 15, -
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*This thnd paper classifies pollce brulah(y as an act of force and"‘ v,
4 d;fferenllates it from au.ep(able police cundugt because u“s ‘inten- N

tional,” "unprovoked,” and" unneeded " The first criterion the student &
uses to dlSllngUISh police bru(alu) is that the "officer is using force =
wuhﬁ clear understandmg of what;he is domg and that his actions o
*  are done an purpose.” The wm,er then’ gives an example *of the.
accidental misfiring of an officers gun arid é}plams “that this action

°£ does not fit the criterion becguse the dfficeg §s not mtcnuonally using

force The second criterion states that "the act gngs( be unﬁtovoked
which means that, the person the ofhcér 1s usmg force upon has not-
resisted attempts by him to carry out his curf&?\]ob The example—d
shoplifter is caught and compligs w ithout resistande \;ﬁth the demands’
of thqofficer—illustratgs a situation in w hich.an officer is unprgvoked
and would be guilty, of police bru(aluy if h(‘.msed force. The writer
then includes an example to clarify (hls gray area concernihg exactly
what censtitutes provoklng an officer, it explains w n officer can
use fdrce but not be gu,llly of brutality. The w?n.gr builds on the same
examiple but changes 6ne factor. The shoplifter now resists arrest‘and
begins to make vocal attacks and strikes out at he offiger. The writer ~
concludes (h};‘( this case is not police brutality' if the officer physically
resirains or hits the shophf(er because the offlcer was provoked. The
pracess used by the whiter dnvolves s(aung an elaborate cmenon,
* ' darifying the cntenon by explaining dn’examplg that llluslrales it -

.and then conrrasung‘tha( example withyne that i Is sumlar but, because

one key factor js altered, does not_fulfill the established criterion. This

process 6f txpla_lm'hg a contrastive example js one uf the myst complex

. of the defining thinking processes., Itin olves sophisticated logic.

formulaung criterid, generating exampl that iBustrate the critena,
Jm enting contrasting examplcs, and relaung all of the points through
clear reasuning. The third paper continues in t_h;’same manner by next
* ¢ elaborating thefqriteria for unnecessary force. ~ + = "

04 . .,
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© 7 Activities to Teach Thmkxng Processes S —- b
The wmmg samples and smle llldl(‘.d((‘ (hdt‘ﬂh? follumng thinking
suale(gles or prot sses are essential in (eachmg dgfmmon

~

ldenufyl a defining problem )
] ‘(;athcrmg data relaged o' the d(hnrng p’ri)blqn Lo

' Classifying.” 2.~ ~ . ’, ,._; . o0 '
’ leferenuaun ., . I ‘
g al 6 % 8 "
Re}aung exampk;s to given criterf .
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Formulating clear crlleha .. 7

Yoo 3 0

Generating examples ﬁ'om expenence or inventing hypotheucal
cases as examples--

Analyzmg ‘borderline .
Clanfymg the limi¥s fa\tefm through contrasme examples

Ps -

By ldenufymg lhese rocesses the teacher can focus prewnung
instruction in extended @ffinition, for which the scale even suggests

"a hierarchy for sequenci glnstructlon The fact that clasSlfymg and

differentiating appear eafly in the le»efs of the scale implies that these
are easier processes for sfudents, and actfymes should begin with these
strategles For lhlS reasoh, the first few activities in the Practice section
of this booklet focus on eaching classifying and differentiating, A mote
difficult task is, the fpormulation of critgria. Accordingly, the next
Practice activities inyolve students in relaung examples to given
criteria. Once students are able,to relate examples to criteria they are
ready for the next steps in the sequencé, w hich are entitled ‘Terronism,”
“Courageous Action; and “Freedom of Speech.”” These activities are

(1]

éntended to help stitdents formulate their-own criteria. In, the two °

“activities that follow, students Work on the most difficult processes,
1mentmg not o\nly their own cmena but also their swn borderiine and
contrastive examples. In this way the scale de(ermmes the ordet In
which the various processes are taught.

"A careful look at textbooks with exercises exphculy intended to teach
extended definition reveals that most fail to deal with marty of these
thinking strategies In teaching definition, textbooks generally use a
models agproach ahd start with a formula for formal definitions. They

nclud&rcnses in Which students are given terms for which they-must
pracuce wnr;ﬁg formal deflnmons that classify and differentiatey and

" they sometimes include work “with ety mologies. A few textbooks have

an activity t‘hatJlsts four or 'five words for similar objects or 1deaa, and |

studénts must define each word so that it may be distinguished "from
each oﬁ the others. These .activities and others like them address the
processes of daSsnl’ymg and dnfferenuaung in writing short definitions,
but activities are not prov ided for practicing any of the other essential
and more complex processes. When it comes to dealing withg@ithese
processes, the students are simply told what they should do and
provided with models for analysis. These presemauons seldom suggest
that the stadents }Sra'ttlce these processes before attempting.to write.
An explanation of «some of the ways, we went about ipventing
activitiesfor teaching the defmmon thmkmg strategies may be helpful

* as an example of what the teacher will have to do to plan acuvides .

l: llC other’ Yy pes of writing. We percenea a problem wnh the traditional

- - . . .
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. models approach to teaching classifying and differentiating in whidh
students-are given words and asked to write formal definitions. When
students are simply given a list of words to define, there is nothing
in the exercise to ensure that they go beyond a superficial definition.
In writing the formal definitionr-they usually simply look up the word
in the dictionary. The exerases bften encourage superficial responses
by asking the student to define a complex term such as communism, of
which the student probably’has only a general understanding. Either
the teacher must accept a vague definition or resort to explammg a
better definition to the studgnts. In this latter case thesteacher 1s prac- .
ticing 'the thinking proces:ls of definition, but the student is not.

-Giving students a definitidon problem that can be solved by, copying
from a dictionary does not promote the kinds of thinking that we want,
because that procedure elicits no real thinking an the part oi .the "
student. , : . .

We found that a sure way to keep acuuues from being superhclal
or rote and to promote real thinking 1s to bring into dlass actual objects
that students can observe directly, generating detail and challenging

S each other's obsenvations. This precedure ensures active, lively par-
ticipation and practjce of essential thmkmg strategies. In addition,
the process of interactivh allqy»s studen ts to challenge each other and
refine their ,leasoning. that is, to Teceive immédiate verbal response

from an audiénce and to practice elaborating their idegs and defending

thejy analyses. As they disagree with one another, they find a real -
audience and purpose for strengthenirig their reasoningy

The foliowing example contrasts two methods of teaching classi-
fying and dlfferenuatmg to show how the use of objects or pictures
generates student interaction and resultsin defining on a sophisticated
level. #n the first situation, students are given only the word cobra and
asked to defme it. Ther definitions are for the most part general and

vague. They usually say somethm like “A cobra is a snake that is .

poisonous.” Little axgumem about this definitiori ensues because
students may not know \ery much about the charactersstics of a cobra.

Then pexhaps ohe student or the teacher ends upexplammg to the class -

. the distinguishing.features of the cobra, thus the rest of the students

arc hot actively involved In the defining process. On the othéx hand,
if the procedure is altered so that students examine pictures of cobras
and other poisonous snakes, as the adivity presented in this booklet
suggests, their definitions are mych more specific and accurate. Dis’
agreement is generated. When students discuss with each other the
similarities and differencds between the cobra and the other snakes they
) challenge each other’s obserations and refine their definitions. One,
-, ‘ A
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L student says the cobra differs from the other snakes because 1t has a
large neck. Arother student responds that the cobra does'not have a
.large neck, but a hood that flattens and expands when it senses danger,
In this kind of activity, students really struggle to define preasely and
discover for themselves that in the process of defining they cannot
operate fram vague generalrnouoqs but must search for and focus on
detaifs. -

In addition, ;we wanted to invent activities that would -involve
students in all the other thinking strategies. The acutities beginning
with “UFO Close Encountérs of Which Kind?" are designed so that,

- students experience firsthand the thinking processes that textbooks
seem only to tell the students about or illustrate through models. Our |
problem was to get students o define in a sophisticated manner, with
elaborale cmena,% ithout domg it for them. Me rgalucd that1f we gave
students a complex term such as courage, put them 1n small groups,
and then asked them to generate a definition and cnitena, their ' work
would most likely be superficial. They would probably define courage
as being brave, facing danger without fear, or risking one’s life, never
even thinking about the gray areas that Atistotle examined. Structured
in this way, the agtivity allows studepts to get away m(h hule (hmklng
T? atoid this problem, we decided to follow the lﬂSlgh(S gained 1n
desigping the cobra activity. We could give students actual descriptions
of sevéral diverse ingidents invdlving possible courageous actions to,
examine in detail. 'ljhe most. ifportant.factor in this procedure turned
out to be making these incidents borderline cases. Since good wn(ers
use borderline examples to clarify their definitions, it seemed to make
sense, to give'students borderline cases’and let them reason ffom these
to a definition. The borderline cases Jproduce some key effects. Since
they can be argued differént ways, Controversy 1s guaranteed, keepmg
the activities from being rote or 'simplistic. Because of the fine dls-
tinctions involved, they also ensure that students. will deal with the
concept o be defined at spphisticated ]evels . -
, The follpwing (ranscnpl of a few minutes of student response from a
small group dxscusﬁlon during the activity "Courageous Action. What
.Is 12" illustrates the use of borderline cases. One mcldenl (ha( students
are given to discuss involves Corporal Jewkes, whcus losg 1n the woods
neara village which, ynknown to him, is in enémy han®. The vil)age
" is heavily guarded and the surrounding area 1s mined. Jewkes makes his
way through the mines, of which he is unaware, and i into the village.
Not knowmg what is insjde, he enters the first house he comes to. It
g contaips a gun emplacement, but the guards are asleep. Jewkes quickly
., kills the guards and takes the guns. The following-small-group_dip-
rwssnon concerns whether_Jewkes’s action is tourageous.
ERIC - e .
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\ Bill: éu}g:, he’s courageo‘t”rs "He's alone in-an enemy village. .
N Tom!'Yeah! He may capturesit, too. . = %
e *  Wendy- But, he didn't know abaut the othervthmgs The mines or
" ‘guaids. It's all a surprise to him. .
N Tom: H¥ saw the guards, tough. He reallzed where he was, then
e, he shot them. That takes co{trage -.-He gould have run away.
L, Wendy But the guards were asleep. ,’ . . It was easy. )
* °~ Bill: No! Killing the ghards could ‘wake the whole village. He [
, . putting himself in danger N . *
. Wendy: Doesn't say he thoughtb{ that... -
" . Bill: Whas if jtwdid . éaldhereahzed the whole viflage would be

‘ after him i he kllled. ‘.

Wendy: -That s rjght. That might'be courageous because he knows.
. You can’t bc courageous if you don’t know what youtre getting
mto' . . 3

, N -

i 'The grouf) began by, saying'Jewkes is courageous As the students
“argued'about the,situation, they changed their original notion about
Jewkes and dlscmere‘d a criterion for courage. The person musis be
"~ aware of dangér "Bill even proposed a contrastive example to clanfy
. this criterign. What if the incident stated that Jewkes realized the
<’ % village would be after him if he killed the guards? In their discussign of
the incidepts, the students quoted above continued debating l'r{e?hls
intense manner for thirty minutes and then still said they wanted more
time, - ‘
.. The othey borderime cases for courage, like this one, can also elicit
~ lively controversy. As students discuss these cases in small groups they |
" develop sophisticiated criteria. What A important is not whether .
" » | students’ apalyses agree with those of the teacHer or Aristotle but that
they are actively 1aveolved in making subtle distinctions; developmg
_ criteria, and genélating other borderline examples, We have included
- several actjvities that offer borderline cases (see, for instance, I(:'lﬁ?\
“Terrorism " ““Courageous Action,” and ""Freedom of §peech”) so that
students ¢an practice these strategies in diverse situdtions. As, the
students internalize these processes they will be able to empldy them-
. on their own for any defiping problem they encounter.
-, 7 "‘Theactivities are sequencedto gradually reduce the amount of given,
- data and increasc the mount the student must generate mdependently
Thus the activities lead to independence from the teacher or matenals
produced by the teacher, In the foregoing activities students worked
from given borderling cases to generate criteria, but in the next activity
in the $équence, “Cruelty to immals. students must invent (.ontrastrve\ .
) examples as well as criteria. By the end of the sequence oscacttwttes,
studems mfdt perform on their own all the thinking processes of
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defining. Th.ey woxk mdn.,ldually =) de\elopmg their own cteria,
borderline casés, and contrastive examples,
The activities in the Practice section are ‘ntended to exercise’ the
" thinking processes fur defining, but a number of other considerations
also entered into the design of the activities. The wide range of subject
matter, format, echniquesshould enhance student interest and en-
sure that studefits- er}wun(er defining prublcms in d number of subject
areas. In additjon, the aativities should chdllenge studgnts’ opinions,

Y+, . . ..
values, and idexg on various issues, giving them not only a fuller undet- .

standing of their own views and these of others"but also valuable ex-
perience in how to communicate and interact with others. Finally,
since the formaty employed encourage student intefaction and self-
expressign and ensure practice and mastery of skills, students sheuld

develop posune attitude toward what they are doing and learning.
" L

L] ¢ ’ -

Research’ on Prewriting Appsoaches e . . .
N " ro.

The findings of a pilot study suggest that the prewrniting activiues pre-
sented 1n the Practice section, which teach thinking strategies for de-
fining, result in“much greater gains 1n wniting skill than instruction
using models and warm-up activities.® In this study, one class partici-
pated in a series of activities from the Practice section. Another class,
the control’ group, made up g students of the same grade and ability
level, participated in activities that ipvolved reading a textbook ex-

-planation of the qualities of good extended definifjon, analyzing

»

.

.

-

X

models, dumg textbook exercises for dehmuon bxams(ormmg for

examples and critepia, and’ doing other warm-up activities in small’
groups. Both classes had $ix days of instruction, approuma(ely the
same amount of time in small-group work, and the same pretest and”
posttest choices. The control group read the same model composmons
as the gxperimental group afd also analyzed three additiunal models.
The pretests and posttests for all groups were cpded (so that they con-
tained no identifying mft/;rmauon), mjxed fandomly, and scored by,
‘jndependent raters with reliability of .85, .88, and .88. Scores,ranged
from | 10 24 points. Statistical analysis of the g4INs 1N scores from. the

pratest to the postest revegled that both greups made sxgmhcan( gains,

but the gains of the group that had paruupa(ed in thinking process
activities wtre significantly hlghel than the gains of the control class, .
The control group had a mean pretest score of 7.8 and a mean posttest
sgore of 10.5 with p < .05. However, t Ye group imolved with (hmkmg
process activities had a mean pretest ycore of 1.2, and, a mean posuest

. peore of 14.5withp < :0005. When the thinking process activities were |
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conducted at aﬁse'.cond school in one class, the writing skill of these
students also showed highly significant .gains (from a mean pretest
score of 6.7 to a mean posttest score of 14.8 with p < .0005). This pilot
study suggests that the activities we designed to teach thinking strat-
egies result in much greater gains in writing skill than instruction
involving ‘wdrm-up activities, .textbook exercises, at\l analysis of

. models. . sme e

»

In addition, two studies involving another type of writing—descrip-
tion—suggest similar findings. Hillocks found $hat students partici-
pating in a series of activities focused to teach the processes of observing
and using detail to create impact achieved far more highly significant
gains from pretests to. posttests than students who examined models
and studied kinds of paragraph development! or students who ex-
amined “models and performed warm-up activities such as those
described earlier. . '

These dramatic gains in only a short period of time‘may be the
result of focusing prewriting instruction on what is essential to a given

type of writin¥, designing activities that ensure firsthand experience i

in the essential thinking strategies, giving students intenstve practice
with these strategies, and sequencing activities so that’students grad-
1

ually gain independence from the teacher. Giving students extensive

practice does not mean devoting exorbitant amounts of time to writing
instruction since the Bains in the definition ‘study were achieved 1n.
only six days The difference in gains may be because activities are
highly focu'sed and emphasize the essential thinking processes, To work
only on classifying and differentiating neglects most of the essential

thinking processes of complex-defining problems. Just telling students <

whf to do or showing ‘niodels is not enough to achieve highly
signiffcant improvement. Prewriting activities that ensure firsthand
practice of essential thinking strategies may enable students to make
these strategies part of their repertoire and use }l)em whenever they
encounter a new problem. . " . ’

Y - - '

Applicatiohs for Other Types of Writing .

R .
The prewriting activities presented in the Practice section provide .

high-interest, sequenced instruction that inductively teaches sfcondary
students of various abilities the thinking strategies that endble them
to write sophisticated extended definition compositions. The same
plapning procedures can be used to develup effecuve prewritng in-

_struction for other types of writing. For example, analyzing argumen-

“tation, a composing task central to much school-related and ‘“real-

'Q 1" writjng, reveals some essential thinking processes. The writer
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must identify and take a position, ggnerate reasond.for his position,
support this viewpoint with specific facts and ¢xamples, and anucipate
the arguments of the opposition and refute them. After a task analysis,
the teacher can pretest students and develop a scale.)? A scale suggests
the essential thinking processes that should be the focus of prewriting
instruction and a sequence for dealing with these processes.

Activities such as the following might be developed. Students
in small teams take a position on a given issue and generate argu-

&I}ljj@f their sidé They then find supporting facts and examples,
evaluating theit appropriateness. For practice in anticipating the op-

rd

0

position, teams of students might try to guess each of the points or
arguments that teams on the opposing side of an issue will. present.
Students might then practice attacking the reasoning.of the opposition.

Composition instruction designed {te use these procedures helps
students learn the thinking strategies essential to a specific cofiposition
task before they begin to write. Through inductive activities students
not only learn complex thinking precesses but also gain enthusiasm
for communicating their ideas and interest in the writing of others.
Since stidents are learning not just how to write but also how to think,
they will be able ta us¢ these strategies in a yariety of subject areas,
in work s’ituations, and in daily life.

'
"4 Notes .
? ) g
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1 Carl Koch and james M Brazil, Strategies for Teaching the Compositing
Process (Urbana, Il Nauonal Coun¥il of Teac hers of English, 1978), pp. 31-34.
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not explore 1ts imp[icauc:ns for composition instruction.

4 E D Hirsch, Jr. "Some Principles of Composition from Grade School
1o Grad School . Paper delivered at The Enghsh Curriculum Ungder Fire
Conference at The Unyversity of Chicago, June 26-28, 1978, pp. 10-20. Hirsch's
paper will appear in the forthcoming (1982) NCTE publication, The English
Curriculum under Fire, edited by George Hillocks, Jr. See also M. Shaugh.

© nessey, Errors and Expectations (New York. Oxford University Press, 1977),

PP 6-10, 220-225, for another discussion of what happens to-wnters when they
‘are overwhelmed by complexity, and why we need to focds 1nstrucuon on a
single 1ask or skill.

L]
5 For an instructional sequence designed to teach specificity 1n descriptive

lwriting sce George Hillocks, Jr , Observing and Writing (Urbana, 111.. Nauonal -
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C«uncil of Teachers of English, 1974). .
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6. Aristotle, Nicomac heart Ethics, rans. Marun Ostwald (New \ork Bolﬂ)s
Memll 1962), pp. 52-81.

7. For this definition, of death see "U.S. Panel OKs Death Definition,”
- Chzcagp Tnbunc, lOJuly 1981, sec. 1, p. 10, col.-1. g

-

8. For.research involving a criteria-based scale for speafiady in descriptive
writigg see George Hillocks, Jr., "'The Effects of Observalional Activities on
Swudent Wriung,”” Research in the Teaching of English (May 1979), 23-25. For
other examples of criteria-based scales see Richard Lloyd-Jones, 'Primary Tray
Scoring,” 1n Evaluating Writing, ed. Charles R. Cooper and Lee Odell (Urbana,
I11.: National Council of Teachers of Enghsh 1977), pp- 33- 66

9. Hillocks, Kahn, and johannessen. , ’

10. Hillocks, "The Effects of Observauonal Activiues on Student Wnung

‘11. Hillocks, “The Interghlon of Instruction, Teacher Comment, and Re-
visien 1n Téaching the Composing Précess,” Research in the Teaching of

. English (in press). _ P . -
12 A sale for argumenlauon is mduded in Lloyd Jones. pp. 60-64.
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Each activity in this section helps students practice; specific skills
indicated on the “Scale for Extended Definition.” The ‘‘Pyramid
‘Game," Name That Group,” and *‘Observihg Details™ are designed to
teach the least difficult ptocesses on the scale, he[ping students to write

definitions by classifying and identifying differentiating details. The ~

. more difficult UFé activities, as,.well as_“Terrorism,” "Courageous

. Action,” #nd ’ ‘Freedom of Speech "focus on developing the more
complex thinking strategles at level 5 of generating elaborate defining
criteria, making distinctions among closely related phenomena, and
recognizing and clarifying gray?areas

The teacher does not hrave-to useaall of the acunues but should not

disrupt the sequence. Many of the activities by themselves are an

imeresting change of.pace in the classroom, but unless four or five
Jactivitiés'in sequence are used, students probably Will not develop the
“complex defining skills that are the purpose ol instruction. For in-.
stance, the ‘average seventh and eighth .graders who have had no
preuous experiencg with defining sklllsfa posslple sequence would
" begin wpth “Student Survey,™ followed by practice in thesthinking

. processes of classifying and differentiating with the ‘Pyramid Game,”

“Name That Group,” “Making the Difference Clear,” “Observmg
"Details,” and “Fictionary,” and ending with the two UFO “activities.
In ending with “UFO. Close Encounter of 'Which Kind>’ students
practice relating examples to criteria and analyzing borderline cases,
busthey do this in a very structuied way. “Reporting to The Center for
U'FO Studies” provides a good culminating writing assignment for this
instrctional sequence. Teachers who work with high school remedial
student with seventh or eighth grade reading levels mighi consider this
same sequence for their students. .

’

A sequence for ninth or tenth grade students would also begin wx{h ~y

“Student Survey.” After this intrgductory acumy, students would
sharpen or reV)cw differentiating skills with 'Observing Details"’ and
“Fictionary.” 'Next, students would work with the UFO activities,
“Terrorism,” and “Courageous Action,” which deal with relating
examples to criteria and formulaung clear criteria or analyzlng border-
Q e N . o
" e ’ : ... 19
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- lme cases As a final asslgnment to check students’ ability to apply

their skills mdependemly toa new defining task, the teacher might give
studen__}he workgheet from the “Freedom of S'pee:.\t' activity and ask
them to write a paper that defines free'dom of speech and uses the
examples on the sheet or dthers like them to illustrate their criteria.
After ldentlfymg definition problems‘through the "Student Survey,’

advanced composition students in the eleventh,or twelfth grade, w[\(o
have m@ly of the preliminary defining skills, would begin wfth
“Terrorfigp”" and continue through the sequence until the final activity,

o

»

“Peer Evaluation.” Working with the last seven aivities of the entire”

sequence gives Students practice in relating examples to criteria,
formulating clear criteria, generating cases to be used as examples,
analyzing borderline cases, and clanfylng the limits of the term before
they independently attempt to write their own extended dehmtrén
papers. .
Thest suggested sequepces are méant to be helpful but not definitiye,

’ Certamly other instructional sequences may suggest themselves to the

mdmdual teacher after assessment of the strengths and weaknesses of
the students ’

¥

. . s

l

e ' - » ’ . . . . - -
Purpose This introductory activity is designed to interest Studgnts and

Help them discover for themselves the problems involved in definition.
Because the survey asks for stydents’ opinions about various sub]ects
it appeals to all age and ability leveh No matter where the teacher
wis hes to begm in the instructional sequence, starting with this activity
will dlrectrl'y involvestudents in this and subsequent defining acuviues.
T}le problems of defining readily surface when tesults of the survey
reveal that different students believe from ten to tw enty-two people in
the classroom have brown hair! Discussing their different perceptions
helps students inductiv ely realize that terms need to be clarified and

§ s

explained The survey's questions also suggest some of the problems of |

“dgfinition in the world beyond the classroom. What are the criteria for
closmg schOQl in severe weather? What defines a "good worker” for a

" supervisor when writing a letter of recommendatlon?

Procedures. Pass out the followmg survey ﬁorm and have students fill it
out on their own. To enhance the effectneness of the survey, simply
.substltute the names of six or ¢ight nearby or well-known communities
in question 2. - ’

Q - R
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= N . . . Survey
NN . _—
, Please answer each question with. the best answer possible.
[P . .
. ,Dpnot look at anyonelse's answers! | - Q‘

1. About how many inches of snow would have to fall before you
could consider the storm to be a blizzard? _« .
. 2. Label each of the folbowing as city, town, or suburb. ) -
“« - a Sar\ Diego, Calif, - . _ d. Burbank, Calif, _______
. b BeverlyHills, Calif. ___  +.e.-Green Bay, Wis. - -
¢ 'Aspen,Colo. f. Ft, Lauderdale, Bla___ »°
" 8. You are rating tHe following Students for National ,Honor
- .« Society on the basthof leadership. Put a check by each of the
following activities you consider a position of leadership’
a."Secretary of senior class - ' -
. b. Fitst string basketball player
#. Reperter for newspaper
d. Part in play, “
e. First in class (G.P.A) - - A
* f. Member of ski club ~ : - w
“4, 1f a male were described as average in height and weight, whit

1l

‘ would be his height and weight? - feet
v .+ o “«inches . pounds. » .
" a5 Atwhat age does middle aée start? —__° ’ .
" 6. How many peopl¥in this room héve brown hair? -
" =57 Aqisland s described ashaving a tropical climatg. Whit would
-  he ter‘nperalture béonpdn average summer day? e, P
- - s % .

. Once students have answered the questions, compile the results of

" the survey on the blackboard by means of a show bf hands. Permit
students to argae over the dfffering responses but provide directionand

**synthesis as the need arises. Once ;thé discussion of the questions begins ]
to slow down or all st?xglehts have had a chanee to respond, ask stiidents

_to draw conclusions as to why there were so many different responses -
and whit these differences show. In this way students bégin to discover.. o
and(clafify some of the problenis of def_inin% L o, .

o~

. . g, . ] - r
" Pyramid Garhe: Five Chances to Win MY ..

g Lo ., -
Purpose- Designed especially for students who write pretest cqmpos'i- .
s tions at ;Ievels I or 2, this game focuses on one basic element of
) definition—classifying, This activity is particularly good for junior

high or basic-ability students bécause the format provides structure and
‘.« thegame aspect guarantees ljvely participation. In this gameé, students, .
‘practice naming the class.to which,a group of iings belongs, they ..

. ~ ‘ # o
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. begin to organize their perceptions and to see that words and terms
operate at different levels of abstraction. o

Procedures\In preparation for this gamé write on overhead trans-’
parencies ut ten to fifteen Jists, each containing five items all
belonging {o one particular class. The items should be listed vertically,
so that they can be uncovered*one at a time, with the name of the class
written at the bottom of the list. Possible lists are: ’

REO Speei!ygon Chg@eue Holding

Styx - Champ ~ . .Clipping
° - ™~Cheap Trick Fiesta : Off sides ,
" " Quee Encore R Pass interfefnce
Pink Floyd Spirit Illegal procedure

Hard rock groups Amergcan subconllpact cars Footiixeﬂl penalties

To begip the game, divide the class into teams of four or fiv e,udems
and announce that the teams will be competing for points. Then, using
an overhead projector, show the first item on one of the lists. Team'One
Uies (¢ guess the classification tb which this item belongs. If they guess
incorrectly or pass, students gn any other team may raise their hands

+ and attempt to guess. If the classification is not correctly identifjed,
then uncover the second item and Team Two has the first chince’to
guess the classification. After their guess, if the correct classification
has sull nat been identified, students on any other team may raiseithént®
hands to try. If the classification still has fiot b:?'dgmified, lhe\i{rd )

* item is Wncovered and Team Three hag the fir cHance to guess. The
same ‘procedures “are followed’ until \he classification is correctly
guessed or_uptil there are no more itemy§ to uncover. Follow the same
procedures’with a second list of items, kxcept begin with Team Two
when the first item is uncovered, contifiue in the same manner
‘wiih the other lists, giving each team a chance to be first. Points*dre
awarded to teams in the following manner. Any team guessing correctly
with only ‘one item uncovered receives 50 points, with two items un-
covered, 40, with three items uncovered, Wn four items uncosvered,
20,4Ad with fiye items uncovered, 10. To dfscourage wild guessing, a
1 int phalty may charged for incorrect guesses, One student
maj_be selected to keep score on the blackboard for the class. -

Once students have the'idea, try a.variatién of this game that in-
volves more difficult skills. Have each team.write several lists that will
be used 1n later competition. Each team should be given sets of one or

) two items and they must generate the remainder of the lis€ and the
-*classifications to which the items belong. Once students have com-

_ pleted their lists, follow the same procedures described above with one

»

"
. .
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exception: the team that writes a list will not guess on that list but w1ll
receive extra poifits for good classification lists.

.
I3

~ v

Name That Group—1 . .

Purpose: This activity builds on the skills introduced in*'Pyramid
Game" to give students praciice in classifying and generating differ-
entiae for a set of congrete objects. Because it uses concrete objects,
““Name That Group” is readily accessible for junior high and basic-
ability students but is appropriate for amy stud_egts writing at either
level 1 or level 2 on thé*scale. The use of concrete objects allows
students to examine the items carefully and enhances their ability to
generate specific and’sophisticated rather than superficial differentiae.
The activity”s open-ended structure engages students in a creative pro-
cess"as they begin specificilly to match examples with differenuaung
details. . ! g .

. Procedures: For this activity collect several sets of similar objects such
as books, magatzines, record album covers, stones, or shells. .
- Divide the class into small- groups and give each group a set of
objects and a “Characteristics-Grouping Worksheet” to€omplete.
! « ,Characteristics-Grouping ‘%rkshget
. How many ways can your set of books be«divided into two
groups without any books being left out? List the possibilities
below by naming the characteristics used to separate your two
{ groups.” )
2. Pick one of your,groqbings from number 1 above and enter the
two characteristics at level (1) on the two spaces provided in the
diagram below. What further division can you make within
each of these groups without leaving out any books? Indicate
*, these groups on level (2) of the tree diagram. Finally, take just
one of your four groups and divide it again. Indicate these
Lo groups on level (3) of"the tree diagram.
Ty All Books

-

' = ~uy___

(2) — {2) (2 2)
4 v

3) “

g

v

)
8. List all of the book titles that are in'your fi'gal'(lwel 3) groups
from the’diagram in number 2 above. Write dawn the common
characteristics of each group. .
< *
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g

. . b . . T
L’ Common Characteristics: —___ Common characterisda:_.

~

T

- [ Ao . ,
. . “Group Members: f%up * Members: ¢
4 Consider your entire set of books agaﬁ\ Fill in the tree diagram .
below and use divisiohs other lhan lho,se 'bsed in number 2.

All Books -

; (l)/"_’—\’j—(l)-’ .

* 3 Y : oo A0
@ Qe ()

x @ §

5. Display your four level (2) groups by listing the group members
and speclfymg their common -£haracteristics, as you dld in
number 3 above. >-

8 -

Using the items wuhan studems may gener% many differ-
ent criteria. For instance, possible characteristics for a set of books
might include fiction, nonfiction, paperback, hardback, single author,
multiple author, smgle-Lolor cover, muluple -color cover. Therefore,
one possible groupmg of ob]eas might include all utles that are
paperback, fiction, and by a single aithor. .

After the worksheets have been ¢gimpleted, have the studem groups
share with the entire class some of their common characteristicsand
group members, to stimulate other rdeas and to check accuracy,

2

Follow- “up Writing Practice. Ask studems to create groupmgs for all
the items in afl}Mt home. Have them waite a short piece explaining
each grouping’s eommon charactzrisucs and listing the items that

belong in'it. Lo o .

: Mroup—Z .

Purpose This activity is a vériatiOn of "Name That Croup"—-l" and

exercises the,same thinking processes of clasmfymg and generatmg

differentiae. Although it also uses concrete objets, this activity requires

more student independerice because t}}ere 15 no step- by step worksheet
S to follow. By not simply listing a ser of objects for which there is only .
.. one"right answer,” the format t of this.activity helps students to create
classificatiops based on muluple differentiae such as function, appear
ance, or origin. Creating a “new, dassnﬁcauon which others might not
see or recogmze right away puts stqdems in the role of inventor.
Studems writing level 2 or level 3 papers would benefit from this
acuuty which practices q"ectl? relating concrete objects to elaborate

1fferenuae .. é 6

- N P

“
- - .
-

scedures. The sets of similar objects needed for this activity are the
E l C 1e as those suggested in "Name 'I‘hat Group—1."
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After modeling one or two examples of what the students are to do,
divide the class into small groups. Give each group a set of similar
objects, telling students to generate as many groupings as they can from
their set of objects. Encourage students to generate elaborate differ-
entiae: for each grouping. Objects may e members of more than one
grouping, and any grouping is acceptabléasiong as it has two or more
members. For each grouping created, have students list the character-
istics of the grouping on on_e‘side‘of a slip of paper and the members

 Vof that grouping on the other side”  * . .

- After students have generated characteristics for several groupings
and reco.rded them on slips of paper, direct the student groups to ex-
change objects and characteristics slips. Using the characteristics slips,
studentsin the second group should try to idenufy all the grouping's
‘members. This will serve as a check on the first group”s work.

e . .
. .

. w, .

Making the Difference Clear ~
Purpose' This activity stimulates the thinRing &ocess of differenuating
and would therefore be useful for students writing level 2 or 3 pretest
papers Building on the idea of classification, this activity agks.stadents
to differentiate among members of the same clas®y By utilizing matenals
from other disciplines such as home economics, industrial arts, and
matheftatics, “*Making the Difference Clear” emphasizes the use of defi-
nition across the curriculum and inthe world beyond the classroom.

P

Procedures: Djvide the class into ‘sthall groups. Give each group a sev .
of similar objects—for instance, a set of pictures of four-sided gepmetric
shapes such as the trapezoid, rhombus,;trapezium, square, and rec-
tangle; a set of sample stitchés such as the slip stitch, blanket stutch,
running stitch, basting stitch, and back stitch, and a set of screws such
as the Phillips Screw, butterfly screw, sheet metal screw, machine screw,
and steel screw. Each group is also given 3 X 5 cards. After examining- - )
, and discussing their_objicts, each group writes a definitian for each
1 item in the set and places it on a different 3 X 5 card. The defimtion
" must not mention the spécific term or any of the others, but it must be
specific enough to clearly differemjate the iterp being defined from the
other gems in the class. To check accuracy, the items and their com-
pleted definitions are given to another graup, which will try to match

each object with its correct definition. A .
- cot ' = .
. Ld * .
- Observing Details . T . A
@ 1pose: This activity is designed to give students practice in dis- .
! FRIC \nation and would be appropriate for students writing at levels 1,

N : 1
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2, or 8 onhe pretest. The actiuty makes use of pictures of animals and

has students pracuce picking out details that differentidte one animal

.ftom the other animals 1n the same family (genus or species). This

acm‘lly asks students to differentiate 1n the same manner as g,biologist

.. who makes use of the Linnaean dlassification system. It has wide
appeal and 1s appropnate for all ages and ablll() levels of students.

Procedures. In preparation for the activity the teacher ‘needs to put .
together three or four sets of fairly large pittures, each set containing
ammals within one family (genys or species), such as domestic cats or
_ dogs, poisonous snakes, sharks, and so on. For instance, a set of. plctuu‘g
N of poisunous snakes might include pictures of a cobra, w ater moccasing
rattlesnake, and copperhedd Each set of pictures should be pasted on
posterboatd or made into slides. -
In the classroom, show a set 6f slides or focus on a set’of pictdres .
i the following manner. If the set 15 on poisonous snakes, show the
first picture, a cobra, and ask students to 1dentify as specifieally as
possible what kind of snake it 15. Then, one by one, go over the other
pictures, have students explain how’ they knbw . each snake is not a
cobra and ldenu,fy as spedifically as possible the family (and or genus,
and. or species; to which the group belongs, usmg the common rather
than the scientific names. After going through 4 set of plc(ures, direct
the students to hist 6n (hen 6w n paper the differences between the cobra
and the other snakes, going back over the pictures if needed. Lists
should.include details describing the hood, size, coloration, and other
disinguishing characteristics of the cobra. Discuss their obsersations,
emphasiung the details that differéntiate the cobra from other snakes.
Follpw the same procedures wiihi other sets of photographs until
students are able to differentiate using details. o

.

Follow-up Writing Rractice. After going through the’ procedures - -
_ described-above, show students an additional set of pictures and have
them write on their own, without class discussion, a definition of the
first amimal. Their wntten definitions should focus on idéntifying a
specifie cladsification (family, jgenus, species) to which' the animal
." \ belongs and using details 4o differentiate it from others in the same
cdlassification. Students might compare their written definitions in

small gro'ups to discover characteristics they may have missed.
. ‘t

'

Fictionary

. - ’ . .
Purpose. Using the classifying and differentiating skills Cmphasued n
previous activities, students writc fictional definitions in this classroom

: adap(atwn of g4 popular party game. Al(hough students are w riting

SN .32 .
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fictiohal definitions, this activity gives them practice imitating the

fgrm of dictionary definitions, a yseful pattern to 1dentify and follow
for formulating definitions in any field.

Procedures: Choosé six words from the dictionary that will be unknown
to the students. Copy the correct definition for each'word on a separate
8 X 5 card. Then copy each word down—w ithout a definition —on a
3 X 5 card; make enough cards so that each team.will receive séparate
cards for each of the six words. To be sure that no students know any of
- the defiritions, read them (o the class and eliminate those on the list
» that any student can define correctly. Examples of possible words and
definitions taken from Webster's New World Dictionary are evanesce—
to fade from sight, like miSt or shade, or ,vanish, homopterous—
belonging to a group of fnsects with sucking mouth parts and wings
of uniforn# thickness, hyoid—designating or of a U-shaped bone at the
base of the tongue; slattern—a woman who is careless or untidy 1n her
habits or appearance; saprophyte—any organism that lives on decaying
Or organic matter, as some fungi and bacieriq, sagamore—a chief,
- especially of second rank, among certain American Indian tribes.

" To begin the game, divide the class {pto teams of two to five students.
Hand out to cach team the 3 X 5 card$with the six words to be defined.
The teams write their own fictional definitions for each of the six words

. oh the cafdls along with their tearli number. Sinc€ students are not
expected to know the meanings of (he‘»&grds, they should make up a
definiti ﬁ'(ha( sounds as believable as possible. It may be necessary
at'this point to remind students of the classifying and differentiauing
skills they havgffearned and to suggest that they employ these skills
in writing thelr definitions. When each group has written out therr .,
definitions, collect the cards and separate them into stacks so that all ..

——— thi¢ definitions from each Lﬂ.am for bne word art all together. Mix the

cards containing the actual delinitfont with the matching ficuonal . -
‘&efinitions. Teams are then seated together around the room in prepa-
ration for the competition. ~oxm '
To begin the first round announce thé first word. Then read each of
the definitions for that word without indicating which 1s the correct
definition or which team wrol a definition. Each team theri guesses =~
which defimition they think is the correct dictionary definition. After
teams_have guessed, Yeveal the ‘correct arfswer. ,Any team guessing
corrcc}ly receives one point for the round. In addition, apy teain that
wrote a definition that was chosen by another team as the correct
definition receiv es ong point for each team that selected therr definmuion.
Round iwb and subsequent rounds continue in the same manner with ~ ~ -
the other words. After all‘of these' words have been completed an g

E)
.

a , -




28. . Johannessen, Kahn, and Walter

_students clearly see the strategies involved, the teacher may give teams
a second or third set of words for more rounds of competition.

UFO: Close Encounters of Which Kind? -~
A . 7 -
" Purpose. This actmty gnes students practtce in relating criteria to
specific exarnples, qnd 1t introduces students to the idea of dealmg with
the gray areas of definition in a structured way. The classification of the
more ambiguous “encounters " depends on the students’ ¢lose exami-
nation of details and their use of reasoning. For instance, in Qpe inci-
dent the time of the sighting is reported as 7.00 p.m. In attempting to’
determine hhether this qualifies as "daylight hours™ to meet one of the
critetia of a CE'1; students ratse the issue and dlarify it by identifying «
the geographic place and time of year—both factors in determining
the daylight question. Although simplified the process students go
through in this activiy is like that of a soientist who observes a- new
nomenon and trfes to place it within the framework of existing
edge
cedures. To begin, hand out the “UFO$§—Ciriteria for CE 1,2, and
3X_sheet which defines through elaborate criteria a Close Edcounter of
the First Kind (CE-1), a Close Encounter of the Second Kind (CE-2),
and a Close Encounter of the Third Kind (CE-3). The defjnitions used
here are based on définitichs orrgrnally—and more fully—developed
‘by Dr. ]J. Allen'Hynek and described in The UFO Experience. A
Scientific Inquiry' and other 'oook by him on UFOS and related
phenomena.? . h

%Ir

. . _UFOs—Ciriteria for CE-1,2,and 3 _
Close Encounters of the First'Kind (CE-1)
1; The object would have to be seen by many people.

2. It would have to be very elose, to rule out the simple misidentifi-
~ cation of distant objects.

3. Itshould appear during daylight hours so it is seen clearly .

4. Itshould appear strange and act in a strange manner.

5. It should be consistent with the general patterns reported for
close encounters—a disc form, perhaps adome, and a trajectory
involving hovering’and rapid acceleration, .-

Close Encounters of the Second Kind (CE-2) '

1. It must interact with inanimate or animate matter.

2. The interaction would havc to be seen by many people :

L4

3. (a.orb) -
y . a. The interacion would have to be w:th 1nanimate matter, as
. when holes or rings are made in the grour\iir -
O ‘ - R S , . \
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b. the interaction would have to be with-animate matter, as °

when animals or humans are affected in som , such as
burns, temporary paralysis, nausea, and so on. . o
4. The presence of the UFO must be at the same spotin which the
physical effects are noted. . T ' '

5. The physical' traces must be uniquye, to rule out misidentifica-
tion with other similar marks in thk vicinity inanimate objects) -

or explainable effects (animate objects). ¢! .
! 6. Tl observation must also meet criteria | through 5 for a CE-1. .
Close Encounters of the Third Kind (CE-3) . ’ .
o L. It must conwin occupants or “UFOnauts.” » , ‘
2. The occupants must be observed by many people.
4 3. It and the occupants would have to be very close, to rule out

simple misidentification of distant objects.

{ Itand the occupants should appear strange and act in a strange
manner.

5.4t and the occupants should be consistent with the general
patterns repbrted for close encounters (se¢ CE-1 number 5), that
is, the occupants should be creatures in their own way and on
their own terms.

6. (a.orb)

a. Itand the occupants would have to be seen'during daylight
hurs,so it and they are seen clearly; o o
b. it must meet criteria 1 through 5 for a CE-2.

7. If the occupants interact with humans, the interaction would .«
have to be consistent with the general patterns reported for
CE-3s—it would have to be largely impersonal, the occupants

g should be neither particularly friendly nor hostile, -

Wheh all students have a s‘heet, carefully go over the criteria with .
them Then, read the following description of 2 UFO encounter and
" have_students write down important details from the descripyion.
(While this first practice UFO incident is Tfictional, it is typicat of ~——
hundreds of reported UFO experiences.) ‘- '

- " On July 28, 1976, at abouit 5:00 p.m., a flying object was'sighted
by 14 witnesses in Connecticut. The witnesses—13 campers, 1410 ~~ v
15 years old, and their 28-year-old counselor—were on a hike. ,

Segdenly, they heard a high-pitched whine, like the feedback
from & loudspeaker. Some of the campers looked up and saw an
object through a, cle‘aring in the trees. Four of the witnesses said . .
that the object looked like a flat-bottomed saucer, 15 to 25 feet in
diameter with a red, domed top. It was metallic silver in color and
surrounded by a purple baze. A few said that all they saw through
thetrees was something silvery in color. Others could only confirm
a purple haze; and still others said they heard the whine, but
because of where they were standing, they could not see the object.
/ Those who saw the object said that it hovered in place for 15 to

25 seconds. A second whine’ signaled its departure. The object
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seetped to vanish as the witnesses watched it. When 1t disappeated,

. the hikers ran back to camp. Upon their return, two of the hikers

said that the ground was charred 1n a circular pattern in the area
w here the object was sighted, but neither the counselor nor any of
the other hikers could or would confirm their report.

On’]anuar) 20.1972, at about 430 p.ni , Mrs, J. of IlLinols was
attracted 1o the window by what appeared to be landing Lights of
an airplane. The hights were extremely bright and seemed to be
comung directly into the yard Fearing the lights wete the landing
lights of a {rashing plane headed directly toward the house, she
hastily herded her three gitls out of the house and into the yard

,away from the approaching lights, which by then had blended

into one hugg brilliant and intense whjje light. ‘s

The four fnghlened witnesses stood 1n the yard, watching as the
light moved 1n low 1n 4 straight line toward the house, suddenly/ -

lifted several hundred feet, cleared a clump of evergreens bordening
the yard; and dipped down on the far side of the tall wrees and
touched the ground. The intense hight illuminatcd the surrounding
area, 1ncludipg the sx,de of the house and lhgyard

The objdct was also obsened by, a police of ficer Who had been '
" aferted by‘radio. He was “buized” by apparenlly the same object,

which was low gnough s, that the patrolman stopped his car, got
out, and watched the object move out of sight. The four witnesses
at one location and the officer at another gave the same description
of the object as being thigty feet in diameter, shightly domed, silent,
and of a very intense white light. .
The object remained grounded for several minutes, and the four
witnesses moved toward the object 1o get a closer luuh. Even though
the hight was bright, the three girls said that the domed parg of

—— _thecraft b as dlear and that they could see whatappeared to be two
. or three humanike Shipes moving aboutanude.-Mrs. J. copuld net

confirm this because she said that as they neared the (rafl shewas
momentarily blinded by the intense light.

Then without warning the object ascended almost verucally in
" adbdrst of speed and disappeared toward thefOrthw est. Where the
gbject had grounded in the 16 or so mches of snow there was a large
circular imprint about ten or twelve feet 1n dxamcl.er, and the
ground beneath the melted snow ning shomed evidence of hawng
been scorched. Oval-shaped tracks eight inches long and eight?
, inches apart, in a singlc file, were found leading from the landing
" sietoa (lump of evergreens, where they disappeared.s

=
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Once students have all the details, they should utilize their criteria
sheets to determine whether the inadent1s a CE-1, 2, 3 or 1s nota CE
“at all, and they should explain the reasuning involved in their decf-
sions. Repeat the same procedures for the following incident, which 1s
based on an actual U§9 encounter.

L]

‘3

L

For.mOleudent‘s just “orkmg with two inddents will probabfy
™ be encugh practice. Additional incidents can be made up ot drawn

ERIC -
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from any of Hynek's books on the subject, which contain numerous
’ . : M Dol

accounts that are ideal for slassroom use. A variation that efthances
student interest and brings an additional dimension to the activity 1s to
show slides of the encounters along with the descriptions read to the
»class Slides can be inexpensively reproduced from most books on
UFOs, but agaim, Hynek’s books are good sources for photos. -

@ N

¢

Reporting to Fhe Center for UFO Studies
Purpose: Like the préevious activity, this one glv;s students additional
practice in dealing with the gray aras of defimtion by requiring
students to matth an ambiguous YFO encounter #ith the elaborate -
criteria on the “UFOs—Crjtéria for CE-1, 2. and 3" sheet used in {hre——d
previous activity This writing assignment could bé the culminading
activity in the sequence fortnost young and certainly for all low-ability
sluder!ls.

Procedures: Brielly review what students learned in the previous .
- actjyity and make sure they have their copies of the "UFOs—Criterig
_for CE-T, 2, and 3" sheet. Next, hand out the “Early Warning Report
Form,” which was actually ysed by the U.S. Goverrmment to report facts
involving UFO incidents. ’

.Farly Warning Report Form , . .

. Date Time _
Place . :
Duration ;“ Direction disappeared “/\ ) .
-« Numberof visual observers ___"  Number of objects -
ISizc of ghjects Shape
Lolaor(s) . Dlstanc‘c

Mouon(s) —
Other features
Weather ."
Observer—Name e - Age
Address * .
"~ T Phone _— . Occupation L
Reporter—Name - .
~ . Address :
Phone #— Occupauon
Plsz?c hill in all possible blanks with relevént informiation.
Use the back of this sheet for a running description of the event.!

"\

J
7 -

Both thé report and the criteriaﬁcets will be used #n the following
@ ~ignmen( which may be given to students orally or 111 piinted form,:
" » - -
ERIC o
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" Reporting to The Center for UFO Studies ot
Listen carefully to the UFO story read to you..Use the U.S..
Forestry Service “Early Warning Report Form" to make noje of
important details you hear. Make sure that you fill out all possible
blanks and write a brief description of the event dt the bottom or on
the back of the form. Then compare the facts 1n the case to the
criteria for a CE-1, 2, or 3 and decide how the event should‘be
classified. Once you make up your mind, write a letter to Dr. J.
Allen H¥nek, Director, The Center for UFO Studies, 1609 Sherman
Avenue, Suite 207, Evanston, Illinois 60201, and explain why you
think the sighting should be considered a CE-1, 2, or 3 or should
not be considered a close encounter at all. Make sure that you
attach the “"Early Warning Report Form” to your letter. .

Thenread the following UFO incident aloud to the class. The incident
is based-on an actual reported encounter.

On September 1, 1969, at about 7.00 . 1n the late afternoon, a
flying object was sighted by three witnesses 1n New York. The
witnesses—three suburban housew ves—were returning troma day
of shopping.

One of the occupants of the car firsl noticed the object, so Kim,
the driver, pulled over. The object was moving rapidly toward
them, and when 1t got close to them, the car stalled and the radio
wentoff at'the same time. At this point the object seemed to stop 1n
mid-air ‘perhaps twénty-five feet from their car. The driver tried to
start the car twice while the object remained stationary. Next, the
object in the sky, which was of a saucer shape, seemed to start
monng away from the car. The dniver tried do start the car again,
and 1t immediately started, proving that 1t was not flooded.

Other witnesses in the area confirmed that an object appeared
near the highway, moved very rapidly along the general path of the
highway, stopped for about a migute beside the highway, and then
took off nearly straight up, and disappeared. One of the women in
the car said that while the‘object was stopped to the left of their
car, she could see what appeared to be at least three humanlike
creatures through a window in the side of the craft.?

As in the previous activity, an exciting added dimension is to show
slides of UFOs along with giving students the basic ficts of the
incident. Another vaniation is to follow the basic procedures but sub-
stitute actual encounters ftrom media accounts of incidents or from
students” own cxpenences. and have students actually send (hen leuers
to Dr Hynek at The Center for UFQ, Studies.

z

. Terrorism: The Common Elements

14
- .

" Purpose. “Terrorism. The Cdmmon Elements” asks students to gen-

f’{ate andrefine a set of xdenufyxﬁg criteria for an abstract term. For this

[mc o
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reaspn, this activity is designed for high school students or students.,
with some skills in abstract reasoning. Students look at a set of ina
dents that are all labeled as “terrorist” and inductively determine th
eleménts common to'all. In discussing the cri(eria for "terrorism,™
one student nray suggest that it is “a violent act.” At this point, other
studénts will object that a fist fight 1s a violent act and thus could be

¢ labeled ““terrorist”” unless the criterion is refined to * ‘aviolent act which

victimizes innocent people In this manner, students gain essenual

practice for moving from a level 3 1o a level 4 on the scale. .

Many abstract terms from social studies and current events Iend
themselves to this activity. Terrorism was chosen for several reasons.

Events of recent years have made it, unfortunately, an all-too-frequent

term in our daily newspapers, yet a definition of a terrorist act does not

come easily or clearly to mind. After some study, however, it 1s, clear
that an act labeled-*'terrorist” has multiple defining criteria. Pmally,
the incidents themselves are topical and of high interest to-the students

- as they purtsue their investigations in this activity.

,

*' Procedures: Ask students if they know what terrorisma 1s. Some charac-”
teristics and spme examples of terrorist acts will probably arise from
this discussion. Suggest to students that one way to obtain a fairly oF
comprehensive definition of the term is to investigate a number of
| actions that have been labeled “terrorist” to see what they have in
common. The hostage situation in Irah or a similarly recent, well-
publicized event would provide an in-class model for work that the
students will be doing independently later in this activity. List the basic
7 journaklstic report form “who? what? when? where? and why?" on the
blackboard and ask students to supply specific details concerning the
American hostages in Iran for each question. .
r Students are then given other terrarist incidents to research i the
library Assignments may be given individually or in small groups,
with each student responsible for researchmg one, several, or all the
terrorist incidents. Notes for each incident should be taken in the
same format as the model inclass. Details for terrorist incidents such
as the Munich Olympics (1972), the Aldo Moro kidnapping (1978), the
Italian train station bombing (1980), the American ambassador to -
Sudan kidnapping (1973), and the Palestinian mayor qublngs (1980)
would be readily available to students in old news magazines and
newspaper clippings. ! ’ .
After students have gathered their mformauon. have them discuss
their findings Through questioning, discussions and compadrison,
\ , certain common criteria for an act of terrorism (such as the use of
violence, unpredictability, intent to focus public attention, victimiza-

X tion of innotent people, the relationship to a political causg, and the,
S . . .
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targets being chosen for a particular ouuomc—(hat Is, prisgner release

or publicity or ransum) will emerge and should be hs(ed and LheLde

for applicability to every situation.

Follow-up Writing Practice. Ask students to look up articles concerning
the iniual Patti Hearst kidnapping (1974) or any other terronist act
that has not been discussed in class. Usmg the criteria dev eloped in
class to define an act of terrorism, students should write a short descrip
tion of the Hearst kidnapping and explain why 1t should be conside

-

Courageou.s Action: What Is It?
“/ P

Purpose. This activity is designed to help students develop skills re-
quired in writing a level 4 or 3 paper. As 1n the precefﬁng "“Terrorism.
The Conimon Elemtnts,”™ students are asked to generate elaborate
criteria in order to define an abstract idea. Howef¥er, in “‘Courageous
Action. What Is It?" students are given e¥amples of actions that may
ot may not be considered courageous action, thus they begin to make
the fine disuimint‘ons necessary to yrite the level 5 definition paper.
The transcript in the theory section above illustrates the debale,gen-
erated in small groups as students inductively develop elaborate cmena
for a’courageous action. , .

Procedures. Pass out copies of the Coufagcous Action. What Is It?”
worksheét . :

Courageous Action: What Is It? -

1. Notlong ago two parents 1n Chicago were charged with second
degree murder and child abuse. They had starved their child,
broken its bones (several tibs, two |egs an arm and skull), and
put the infant in a pot omr a ho( stove. Did those parents fear
anylhlng? What should they have feared? Are they courageous
becduse they did not fear the consequences for themselves?

" 2. The evidence suggests that Richard Nixon knew about the
Watergate burglary; at least soon after it occurred. He certainly
knew aboy( and was prpbabﬁ involved in the cover-up. Any
attempts 4o cover up such activities could be very dangerous
polmcz;lly Assuming Nixon did attempt to cover up the activi-
ties, should his involvement in the cover-up be consndered

_ courageous? Why or why not?
3. Captain Smith comes to a battle zone that 1s new to him. The
#nemy holds the village, which 1s important to supply routes.
, Soldiers who have been there before the captain say that several
/ ¥ approaches 1o the village are heavily mined. They believe that
, the village contains hidden gun emplacements as well as
. machine gun nests. Captain Smith, however, says that the

O , . . B .
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. _village musbe captdtedal‘/mmediately. Ignoring the warnings,
: he sets out to take the village by frontal attack with three squaads_
“e 71 of men, himself at theit head. Is the captain courageous? Why
L oa . onwhynow? % P ‘ ‘ .o
* *« 4. Corporal Jewkes is lost in_the’'woods near a \'/illagg ‘that, b
"~ 7 unknown’to him, is in enemy hands. The W@lage is heavily
. " guarded and the surrounding area is mined. He makes his way .
through the mines, of whichi he is unaware, and into the village. .
Not knowing wht is inside, he enters the first house he comes ‘

to. It contaips a gun gmplacement, but the guards are asleep. |
"= Jewkes quickly kills‘.the guards and takes the guns. To thfs
. poiny, should‘we consider Jewkes' actions cauragdous? Why or

.

. why not?  * . - . .
.5_ The membersof two rival gangs, the Archanggls/and the Killer -
" Bees, mget on the%treet..Zip, a young in the process of
being initiated into theKiller Bees,is t6ld to confront Big Mike,
leader of the Archangels. He knows if he does not, His own gang .
* ' members will gidicule him,;probably beat him, apd certainly .

# throw him out of the gang, Therefore, Zip approaches Big Mike .

« ' and begins o taunt him. Are Zip's actions courageous until - ‘

¢ -now? Why or whi not? | ) _ —
6 Oneday Big Mike comes¢d school wearing a brand new pair oof/‘zr\
, blue suede shoes. He prompily da’re‘s anyone and everyone ( -

.step on those Blue suede shoes. Being sqnething of a poet, he , -

M- 4

Y Aays. ““Put your soles on my suede; I'll put my. kmr.e In_your .
life.” Are his actions courageous? Why'or why not? If someone e
~———mtemonatly ured o sep o Big Mike's suedes; Would that— R
, pergan’s actidns be couragedus? Why-o whynow . | .
+ 7. A woman has been beaten by her husbind several times over a
" period of years. Finally, during one beating, when it seems to v

*her thyat his rage will result in her death, she runs to the kitchen

in panic and grabs a paring knife. When the husband catches”
-her arm she turns and begins flayifig him with the knife. Are '
the woman’s actions with the knife. courageous?-Why or why -

. -

note - N . .
llikak has beén oc‘? front lines for a long time. *
very heavy. While his sqyad is pinned down
. by heavy fnachi& gun fire, his best friend I\killed at his side.
Suddenly Kallikak flies into a rage. Swearing at the entmy, he .
- ’pgrabs a gyenade launcher and in a fury charges acfomn . ..
. Bothe " . ;

.

<ground and fires af’the gun emplacement, destroy 1nmg,it.
"t L corporal;s_ aégons courageous? Why.or why not? dld your
, , opinion chahge if he had béen killed before firing? Why or why
. N - not? " P %. - N . - ) - - .
- L Far all groufg*¥sed on yowr disqussion of the incident above,
. st your-own criteria for defining a courageous action. .
..~ #Divide studeitinto smallgroups. Each group should read an 55
. all the situatio the worksheet in order to decide whichsard and
> :Nhicl’i are not courjgeous actions. Students should make notes on their .
- X Py ? e e e 8
Y ~wers.to uestions ending each incident., , | . . .
‘E lC . “ X ,,tb - PR L (;x~ . - T, . -
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& the conclusion

the conclusion of the small- grqup wor‘k have students’ x‘t?convene ’
as a ntne class. Go through each of the’ mcndents and as Ts students
to report on their ideas. Some disagreements may arise during thg
discussign, let students debate back and forth and come %o their own
.resolutions as much as possible. Finally, ask students for'a list of their
own criteria for a courageous actlonﬁiased on ‘the incidents and
- discussion, the list could include having a choice, making a rational
decision, being’av.are of the conseqﬁences, and doing a noble action. .

Follow-up Writing Practice. There are two possnblhtles for follow- up
wntmg assignments. Stnce none of the 1nc1dents on the worksheet was
courageous, ask students to develop an incident that exhibits all the
.. Criteria generated by the class for a courageous action. This mcndent
either regl or 1mag1nary, must 1nclude an explanation 6f why the actioy

should be consndered coura

-

and "The Rald" (Tolstoy) Ask students to read one of these stones
and determine in a short essay whether or not the mam character
exhibits all the critgria for a courageous acuon s -

. . - .

”
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Freedom of Speech - A :
. >

Pt@ose. This actluty further refmes the skills practlced in the two

preceding activities. “Terrorism. The Common P_lements' asks stu-

dents to generate a set of crteria ‘for an abstract'idea’ by looking at a

series of incidents, all of which illustrate the term to be defined.

"Courageous Actions What Is I?" asks students to generate a set of

criteria for an abstract 1dea after looking at & series of incidents that

m de not illustrate the term—hut come close—and thus illustrate the gray
areas of definition. :

Several of the ‘incidents 1n the “Freedomr of Speech™ activity are

* ‘deliberately ambiguous dnd may be argued eithér way, depending upon

the crterta and detasls that the students generate. Students actively

gage 1n the arguing, refimng, and gliscriminating processes as shown

he trahscnpt of one small group's discdssion dealing with an inci-

dent comparable to those on the “Freedom of Speech™ worksheet

provnded below. Caes .

>
- . s

"
i

*

Mr. Walkcr. a'high school history teacher, is, Mdely rumored to
be a homosexyal. Ong, day just before registration {Gr next year's
v classes, spmc students post signs on bullctm boards throughout -

RIC | * 42 '
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the school. Thesigns all read the,same way; "Warning. Registering
for certain sections of Argerican History 210 may be hazardous to
your Grade Point Average unless you are an apractive male.”

“The four students in this group are trying to determine whether this
incident goes beyond the limits of freedom of speech.

Bill: This is definitely going beyond the limits of freedom of

speech. That's invading people’s privacy. .
A Gail: Not really, Not if the teacher’s going to give cute guys good
p grades. It’s not fair to the other kids.

+ . Gloria: But there’s no proof, though, about higher grades to guys.
) Bill: If the teacher’s well known for giving high grades to good-
.o looking guys . . .. .
Gail: WELL, the people who made the signs never gave a name
ot either. . ‘
Bob: "“To attractiye males,” that doesn’t say that he's a homosexual.
Gail: The signs didn't say his name. They never said his name.
Bill: But they do say, ““American History 210.” That sure narrows

it down. ’ . &
Gail: The signs make no direct accusations, though. e
- Bill 'l'xp sure’ everyone’s going to be able 1o figure out 'who and g

what thé sign refers to. This case is a tough one.

Gail: I don't think so; I think it doesn’t violate freedom of speech =
because the signs aren’t giying any names, so no one'’s privacy 1s !
being invaded. . '

Bill: I'm sick of talking. What do you two think?

Gail: I'm not going tosay that it goes beyond the limuts oE fregdom
' of speech. [ o o
Bill: Well, wait. What do you think?
. Gloria: Gail's right. There are no names.
Bob: Yeah.
Gloria: The teacher’s gotta have a guilty conscience. .
’ " Bob: Yeah, as long as they don't give any names, then it doesn™t
specifically hurt anyone. " . '
Bill: Of course they did say that stuff about grades aid suggested
* ¢ favorissm, That«could affect his job.
Gloria: Stitl, there’s no proof of him giying good-looking guys -
. beuter grades, but . . . . .
Gail: No names, cither.

Ed

o
.

In this short excerpt, these four students have jointly gotle through
a sequence of defining steps. At the beginning of their discussion, Bill
first formulates the criterion with which this incidenct deals. freedom of -+
speech must not violate people’s privacy. The students then carefully
measure the example against this cfiterion. The students conuﬁug 10

P
.
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refine theix ong}‘r;al cnlenon "and decide that privacy 1s_ not lmaded

38

if no names are tyentioned 4nd no direct accusations are made. Thus,
by the'end of the discussion, they are ready.to make a conclusion based
on their refined criterion. AccOrding to their’ criterion, this 1ncident
does not go beyond the Timits of freedom of speech. b

Procedures. After students have beengiven the "Freedom_.of Speech”

worksheel follow the sam‘t‘ “procedureﬁ outhned in “CouYageous .

Actiom: What Is Itz _, . P

Freedom of Speec"h -

How dften have you heard the remark, “It's a fre¥ coumxy, l can
say whatever I wigh’ 3 Is ths really what is meant by freadom of
speech? Each of the following cases iivolves the 1ssue of freedom
of speech. For each sifuation, decide whether or not the actjon goes
beyond the limits of a'guaranteeg freedom. .

1. Which actions go bcypnd the hmns,of freedom of speech'
2. hxplam why .

action is or is not protected bymfreedom of speech .

A high school newspaper contans an ednonal crj
recent administrative decisiori and claims that the a
tion does not knowv.how to run a-school.
A girl shouts "Fige!” na crowded theater and triggers p nic_
< ., that results in many m]urles No endence was found,to indicate” _
any fire in the building’ R
A man stands in ‘the center of a larga shopplng mall and yells
obscenities about Iran, * - PO .
The Nazi Party claims it has the rightt to hold arally in a park
) whi¢hr happens to be adjacqu te ewish syndgggue. The
- Jewish res:de‘ms of the area claigp tht lha’\!azls doyz have this
right. " "
A candidate for Congress states iny; ubl ¢ that hl?iqppouent for .
" the office is a2 member of the Ky K1 xq Klanil” c.accu’sed -
candidate denies thys charge and obﬁ;ns g = 0] {he leader
of the K.K.K. The: letter states xh‘ae\he is not a mentber. The
opponent cogtihues:publicly to.,callhim a mefhber of thc’;(r_K K.

»

4, < r !’, ; 10 1
Cruehy 10 Ammals Drawmg (he L'fn%.* .h s 2 &

.
)

B 2T N
Purpo.se The designpf (hls acmuy Ahgfqdas fur u% ractice 1n formu-
Jating clear criteria arfd practice in dégt;lszmg pEMps the mosediffi-
cult process of all i x(endcd dehmnun«—'developmg contraspife
éxamples. Contrabtivt examples are esscmlal ingvriung alevel § paper
because it'is throygh this kind of e&amfﬂq tha( the wn(er establishes

and clarifies the limits of a defmmun The pwcess behind contrastive )
- 0 e W . 4
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examples is complex beftause it involves stating an elaborate criterion,
clarifying the criterion by explaining an example that ilkustrates it, .
«and then contrasting that eéxample with one that is very similar but
does not fulfill the established criterion because one or two Key factors,

¥ have been altered. - . .-

Although other abstract térms may be used, cruelty to animals was
chosen for a number of reasons. First, the issue has wide appeal. young

or old, unsophisticated or *highly sophisticated, students will have

ready opinions arid ideas and strong feelings on the issue. This helps

ensure a highYegree of student involvement. More important, whereas
cruelty to animals was once thought of only jn_terms of cruelty to
domestic animals, the issue has become much more complex and hotly_ «
debated on local, national, afid international levels. With th7e‘ iproduc

tion “of factory techniques in the fieldeandry, the .

ecological and social implications of ki ing“endangered speaes the

world over, and the emerging controversy dver required U.S. Govern-

ment testing of consumer”preducts on animals, as well as other

considerations, “‘animal" rights” is quickly becoming an important ;.
issu€ The multiple conflicting elements involved in the issue make 1t
difficult to determine where to draw the line between the humaéne use

of animals for human needs and cruelty to agimals. While the inadents

used in the activity.do not deal with all aspects df the issue, they are

topical and of high interest and serve to expand students’ knowledge

4nd understanding as they determine where and how to set the ligauts

on the iss‘u‘f cruelty to animals. : . T‘

Ly

X -\\ . 3 ' ‘7
Procedures: Read the followipg incident to students and lead a class
discussiort that first focuses on whether the incident is or 4s not an
. Ed

example of cruelty to animals. . —

<

¥

~ Incidefit African elephants are arr endangered species. It1s ag.amsl

. “the law to hunf or kill elephants in mest African nations where

slephants are founds In one country where elephants are pratected

N by law, poachers sneak into national preserves where they hunt and

#** ' ki{l elephants for their tusks. One elephant was found near death

after*being shot by poachers. The animal’s tusks had \ﬁen torn
from its head, and the clephant was left tp die. *

<
After a brief discussion most students shouf® be able to see how the
incident is an example of eruelty to animals. Encourage them, however,
"+ toexpress their opinions and explain their reasoning.

: . 'Onee most of the class has reachéd agreement, ask for a criterion

+ . vatement based pn the incident to determine when hunting anitals 1s
" cruelty to animals. If students have difficulties with this-step, give them .

a statenmrent such as the following, which contains two criteria, and ask

1 en e

& " would work and why‘ar Why not.
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Cruteria. An action i cruelty to animals if the techmque used by
" the hunter to kill an animal causes unnecessary suffering to the
animal or endangets the survival of the 5pecies , -

Once the class has decided on a criterion statement, hea»e them go
back over the first incident and explaln how, if one or wwd factors were
differentgthe example might not be judged cruelty to anmimals based
on the criterion. If the class has difficulties doing this, or as a final
check, give them the following incident, and have them explain
whether o1 not it meets the criterion statement for cruelty.to animals.

- a

l

I,ncidenf. In the same Africarr country where elephants are pro-
¢ tected by law, an experienced huidter who is hunting antelope

comes across an old, sick elephant that is probably near death.

Because he grew up in elephant country, the man knows how o

kill elephants qulckly and relatively painlessly, He decides to put
. the animal out of its musery, so he quickly klll?lt Before leaving,
. he decides to take the elephant’s tusks. .

(%4 ’

Most students will probabl) agree that this incident is not cru/elty

3
to animals. Through questioning and comparison and contrast, en-

courage studems to explain that even though this incident is Similar
to the first, there are key differences, and, as a result, this incident may
not meét the criterion for gruelty to animals established by the class.

Finally, ask students to explain what the process they have gone
lhrnnoh shows about dpflnlno : _

"ERIC S A
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Hand,out the "Cruelty to Ammals ‘worksheet. Dnlde the class into
’small groups In their groups, students are to discuss each incident
decide whether it 1s or is not an example of cruelty-to animals.
The , taking each incident, one at a time, they asé to wite a criterion
statement for determining whether each incident 150r 15 not an example
of cruelty tu animals. There should be at least one criterion statement

" for each incident. Next, each group should, generate a contrastive

example for each incident and criterion statement thaf is similar to
the example given, but because of one different factor directly contrasts
with it ln terms of the criterion. Thus, if the group decldesthat an ind-
dent is an example of cruelty'to animals, then the contrasu®@ example
should be cluse but not meet the criterion. On the other hand, if a given
example is not cruelty to animals, then the contrastive example should
be snmllar but should meet the criterion. , |

.

Cruclty to Animals

< |- One very hot summer day a woman went shopping at a local
shopping center. The woman left her dog Fluffy 1n thé car for
over two hours. The woman had only intended to shop. for a
short while, so she left none of the wmdows parually' opened

s
v
.
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for ventilation. As a‘result, the témperature imside. the car
reached nearly 120 degrees. The dog was unconscious w hen the
woman returned. .
2. A man came home from work one da'y and discovered that his
" - dog Spot had chewed a hole in his new couch. The man was
fusious with the dog, especially’since it had never done anything
ike this before. The dog, sensing the man's anger, ran from the
man whenever the man tﬁi};o/'grab the dog to punish hin.

This enly further infuriated the'man. When he finally cornered
the dog in his bedroom, he“was so angry that he Kicked the dog
as hard as he could. Thekick broke one of the dog's legs.

3. One night two te€nageys with BB guns broke into a local zoo.
They wanted to try out their guns on some live game. When
they passed a large cage with three tigers in it, the animals -~

. growled at the boys. The teenagers took this as a challenge and

numerous times. '

At the conclusion of the small-group work, have students come
together as a class. Go over each of the incidents, and have students
report what they did in their groups. Some disagreements will arise
uring the discussion, over how tH¢ incidents given should be classi-
i%d, the criterion statements, or the contrastive examples. Let students
explain their redsoning, debate back and forth, and come to their own
olutions as much as possible. Finally, have students revise their
criterion statements and contrastive examples before turming them._in

fired twenty. times at the tigers in the cage, hitting them .

Follow-up Writ;'ngj?ractice. There ;re,a numper of possibilities for
follow-up writing assignments. Since only { few areas of possible
cruelty to animals were dealywith in the activity, ene possibility 1s to
give students another iJLcde:::or have them fin{ one on their own,
perhaps related to treatment of animals in zoos dr to using animals
in testing consumer products. Have students develdp a criterion state-
ment based on the incident and a contrastive example, and have them
analyze and explain how their examples drad the ligfe in terms of their
" . criterion statement.

_Preparing to Write p “p
Purpose: The final goal of instruction is to have students who can
"independently apply knowledge to a new situation. This acuvity checks
* to see if students are at this level of independence in writing an ex-
tended definition, Before students write an exiended definition of a
term of their choice, they need to do some preliminary thinking about
criteria and examples that could be used to clarify the gray areas. A
Y
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:\glksh(‘t‘l for extended definition enables students 10 generate specific
information they can use in writing their papers, the information on
this worksheet becomes the basis for the student’s composition. The
wasksheet also helps students 1o rcc.ugmzc and practice the procedures
they could follow for sols ing any kind of defining problem they
<« encounter 1n the future. It helps ensure that students carry over in this

new composition assignment the skills learned in previous activities,

and therefore write level 5 compositions. c

Procedures. For this terminal composition assignment, give students a
list of possible abstract terms o define. A guod List mightinclude terms
important in the world at large—such as an accomplice, police
brutality, obscene or profane language, drug abuse, sportsmanship,
patriotism, and perjury. After students have chosen a term, lhe) should
complete the followgng worksheet.

Worksheet for Extended Defintuon .

1. Teum {topic) chosen for extended definition:

In what situations (1n real life; might there be a problem in-
yolving defiming this term? For whom would you need to define

the term? Explain -
4 3. Give a dictionary-type definition (place within a class and
differenuate).

4. Cruteria to clarify the definiuon:

o

or . ,
Are there different kinds of your term tfur example. tu g kinds of
child abuge. mental and physical abuse)? If so, listeach kindand

then give criteria separately for each.

5. Gine five 1o six extended cxamples like those 1n ““C.ourageous
Acuon” and “Freedom of Speech ©* Be sure to include mostly
borderline sityations. These exdmples may be d(tbdl or hypo-
theucal events.

6. Taking two ur thre¢ examples from number 5 above, change one

-

. or two 1mportany, factors 1n ecach as you did 1n "Cruelty to
Anmmals,” to shHow how you would set the limus of your
defmilion. .

Small groups mdy discuss these Lumpluxd wourksheets so that.stu-
dents can «valuate Cach other's criteria and borderhine examples before
* 4 wnting thar final composiuons. With this preparation, students are
.new ready to begin their rough drafts.

,
' — . i \

Analysis of Models

. N - . ”~ ‘

Purpuse Betause this d(m.‘xl) asks students tu recognize 1n someone
Q sc’s writing the application of strategics they have been practicing, it
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* everyone in the class. Models can’be obtained in a vanety of ways. Using
. . N . ’
vthe students’ pretests (with names cut off), the work of professional

" ERIC ‘ ‘
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may be used (with rr;odiﬁcations) anywhere in the sequence of activi-
ties Depending upon the materials used, this activity may fulfill more
than one purpose First, 1t provides studerits with practice 1n the dbjec-
tive analysis of expository writing because students are asked to read
and rate papers by using the scale developed in.the Theory and
Research section. Second, this critical -analysis should carry over to
other fields of study w here students will be more qualified to analyze
definitions they encounter in psychology, science. philosophy, and so
on Third, if student papers from the initial pretest are used as models,
students will be able to determine w here they started in terms of their.
own writing skills ando identify their goals for a finisHed product
at the end of instruction. In this activity students apply their newly
acquired knowledge to the task of evaluation. At this point, stadents
are interested in analyzing what someone else has done with the
problem of definition, since they have been w orking with 1t themselves
and inductively realize the probléms.

Procedures: For this activity, each student should have a copy of 'Scale
fof Extended Definition,” presented in the Theory and Research sec-

ton In addition,.the teacher will need enough models to distribute to_.

writers, or the work of former students are all possibilities, Trans-
parencies of a few papers may alsp be made for use with an overhead.
Using the overhead or individual copies, go over two~papers of
varying levels with the class as a whole. Ask studen(s at what level on
the scale they would rate the paper and why. After this imtialvdis-

" cussion, distnibute the models to the students and ask them to indi-

vidually read and rate them. After students have rated several papers,
have them divide into small groups to discuss their various ratings and
the reasons for them. Ask students to try to reach a consensus on the
ratings through their discussion. - :

Follow-up 1Wniting Practice. Further practice in this skil-may bc'gamcd'
by giving students another model paper and asking‘them to write an
analysis explaining what rating they would give 1t and their reasons
why.

[y

Peer-Evaluation .
?.pasef Although technically not prewriting, this actmity 1s sull a
“pre-grading™ activity and serves as a final opportunity for students
to evaluate the compositions they began in "Preparing to Write.' ‘Peer
« « . ! A ..
Cy-*luauon may also be used to evaluate stadent writing at other

~
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points 1n the sequence. With modifications 1n the check sheet, it ¢an
be appropriate for any age or level of student. Furthermore, it utilizes
the skalls of objective and critical analysis that the students practiced
in "‘Analysis of Models.” This activity gives students a chance to help
thenr peers through constructive criuques Rather than a general, “all-

purpose’ check sheet,.this check sheet is tailored specifically to assess
the skills needed for writing an elaburate, suphisticated extended defini-

tion paper. Thus, it 15 designed o pinpoint specific slrcnglhs and
weaknesses in the students’ work. ' ’

Procedures. Collect the finished extended definition papers from stu-
dents and redistribute them among the students, along with coples of
the “Extended Deflnmon Check Sheet." . ,

4

Exlendéd Definition Check Sheet '

»
Writer's name:
Evaluator’s name
Topic (term) chosen for extended definition
) ! ’ . Yes No
1. Does the paper name the term to be defined N\
N * and place jt within a class?
2. Does the paper ditferentiate the term to be
defined from others within the same class®
3. Does the paper give adequate criteria;to
clarify the term being defined? s
-~ 4. Does the paper contain enpugh examples?
5. Do fhe examples clearly 1illustrate the
criteria?
6. Do the examples in‘clyde borderline situa-

¥
;
tions? , - —_—
.

’

an

'
' \

-

’ P)
- N

. 7. Does the paper clearly explain why the
*Jx:rderlxne sttuations go or do not {it the
cn;cna’ -
8. Does tlre paper contain contrastive ¢xam-
ples? . . .
9. Does the paper explain why the contrastive

10 Is the ‘paper clearly writtent and undes-
_ standable 1n all parus?
11. What raung. based on the “"Scale for kx- . "
tended Definmition,” would you give this :
'Y }

paper? . .

Giye students ume to fill 1n the check sheets for the'papers they are
evaluaung. When évaluated, papers and <heck sheets should be re-
turned w thenr au(hoxs fur final revisions. Plonsnon should be made
@1 those who want o make extended revisions based on the, peer

aluauons. : "
. 50" ]
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*  Notes ‘ l !

1. (Chicago, Hepry Regn/e;‘yCo 1972), pp. 86-163.
F} 2. See also The Hynek UFO Report (New York. Dell, 1969) and J. Allen
Y

] nek and Jacques Va llee The Edge of Reality (Chicago. Henry Regnery,
975).

ey
3. Hynek, The UFO Experience: A'Scientific Inquary, pp 132-134, .
4 Edward U Condon, Scientific Study of Unidentsfied Flying Oblects hﬂew :
York: E. P. Dutton, 1969), p. 860. 4 5 s
5. Hynek, The UFO Expenence. A Scientific Inquzry, RP- 118 120 54
. 6 George Hillocks, Jr., “Processes i Composing, Invenuox} to Pradittr;” P
" (unpublished maniuscript). “ . . PR 4';\
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