students took issue with the vagueness of a claim, such as *'The Middle Passage took
along time.” While they didn't argue with the basic premise of that claim, Tammy’s
students felt it was a bit yellow light, noting that "a long time" seemed too open
and not concrete enough. Tammy's students also critiqued the actual language of
the posted claims, identifying potential red lights any time the words all, never, or
always were used. Tammy felt the language of Red Light, Yellow Light helped her
students examine these claims not only with a sense of healthy skepticism but also
a sense of precision and veracity that pleased her.

Some days after introducing RLYL to her students, Tammy asked them to look
through their social studies journals and find one of their own Claim-Support-
Question entries to scrutinize using red lights and yellow lights. In doing so, Tammy
wanted to draw students’ attention to being self-critical in their own claim making.
Tammy had students join together with partners to look at each other's selections,
again asking them to watch for red lights and yellow lights as @ way to help each
other refine their claims and make them more solid. ' noticed how much better
their own claims became when they interacted with each other in this way. They
talked about each other's ideas with one another and did not simply say, ‘Right or
wrong," " Tammy reported. "“They offered each other valuable feedback using red
and yellow lights. Everyone seemed really into it.”’

Tammy believes that before too long, the language of this thinking routine
will become a common phrase in the culture of her classroom: What are our red
lights here? Where are we seeing yellow lights in this material? She believes this
will become a natural routine to draw upon when the class encounters moments
of disagreement or controversy. “Even though I've just started using this thinking
routine, | see how red lights give students an opportunity to challenge a particular
viewpoint with thoughtful reasoning. And when red lights seem a little harsh, yellow
lights give students an opportunity to simply keep some ideas up for skepticism,"
Tammy said. "I can already see that the scaffolding that Red Light, Yellow Light
provides will truly promote conversations, feedback, and self-reflection that will be

richer for my students.”

190 Making Thinking Visible

@ CLAIM-SUPPORT-QUESTION

B e s

rawing on your iNvestigation, experience, prior knowledge, or reading:

* Make a claim aboyt the topic,

explanation or interpretation of

* ldentify support for your claim.
lend evidence to your claim?

issue, or idea being explored. A claim s an
some aspect of what is being examined.
What things do you see, feel, or know that

e criti : information, they need to beco
) potting and analyzing “tryth claims.” These may be ideas and opini HMQ .
1ons that

are being pr. i
e bel g presented E\ the speaker or writer ag facts but in actuality might be
ought of as generalizations, conjectures, hypotheses iti ireny

Su i . . y
! w@oﬁ Ozﬂnow 15 a thinking routine designed both to identify and to
claims. Identification of claims calls on students to look for ;
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for it? What makes us question it? Offering supporting or conflicting evidence for a
claim provides students a rich opportunity to make their thinking visible beyond merely
offering their opinions, reactions, or feelings about a particular matter.

Selecting Appropriate Content

Inundated with scientific research debating the existence of global warming and politi-
clans persuading constituents with oversimplistic argumients to support a policy, a
thoughtful member of society must be able to cipher through what is true and
what is questionable. The public forum thus provides many sources for potential
claims. These can be found in newspapers, magazines, television debates, even political
cartoons. ‘

- While big societal truth claims certainly are interesting to explore, no less impor-
tant and more frequently occurring in classrooms are the theories, ideas, generalizations,
and interpretations students themselves are encouraged to make as they perform and
analyze experiments, read texts, solve omms-mun_mm mathematical problems, and so on.
Mathematics is an area in which you can find or generate a rich variety of claims,
géneralizations, and conjectures as to what is going on or what is likely to happen—that
is, if studeiits are encouraged to explore mathematical events, games, and problems and
thén mwnoc._mﬁm and generalize from them. A teacher should listen closely to what students
comé :w.ﬁﬂr during such investigations, as it is easy to overhear claims that could be
interesting for a class to explore further. .

Claim-Support-Question fits with any content in which various interpretations or
explanations are solicited that might then be worth further exploration and j ustification,
By beéing primed to recognize claims, interpretations, and generalizations, teachers can
use Claim-Support-Question as an “in the momment” tool to press for evidence in support
of or in opposition to claims that students frequently espouse.

Steps

1. Set up. The idea of a claim needs to be introduced to the class. The word claim
was chosen for this routine because it encompasses a lot: conjectures, speculations,
generalizations, assertions, statements of fact, theories, hypotheses, and so on. A very
loose definition could be, A claim is a statement about “what’s going on here.” Present
the situation to be examined to the class and tell students the group’s goal is to figure
out “What'’s going on here?” At the end of the lésson, the class will have a better

understanding of the truth and reality of this situation.
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&&“ m&mawww\ &&.3&. waﬁ.ﬁ to Hm:boﬁ.:.um a :.:H.nv a teacher might ask her students, “What
1S, explanations, or intetpretations might you have already about this topic?”” O
after a Qm.mw has spent some time on a topic, a teacher could invite his class t P ke o
_on.mﬁm claims by asking “Now that we've been studying this topic for some .MEEmeroﬂ
&E.Em:nmu you come up with that offer us an explanation or an E.ﬁmgmmﬁmmomwvw )
topic? Io.«éﬁﬁ they are generated, claims should be documented for the entj o. s
to see, leaving room to add more thinking at a later timie or in subsequent le By -
teachers like to write the claims in the center of the page or board, a —
»

one side and questions on the other. dding supports on

3. Identify support. Ask students, “Now that we have these claims to consid : .
can we see, notice, know, or find that might give support to them?” Students HMH.., N Mﬂ
manoﬁmm& to seek out this support through additional experimentation, res H_m”ﬁ m
fact mn&:m in some instances or to draw on previous knowledge in oﬁrmw -
mEn_m_.:m articulate the supporting evidence for each claim, This should be st. Mm. e
the original claims for all to see and collectively consider, This step is really ab _ M . Mmmw
students to consider the reasons why anyone might stand behind a given M_mwms e

.h. mamwm questions. In this step, a teacher asks students to be healthy mw&umnm of th.
n_m:Em._umEm examined. Invite students to think v@cna the support already offered f; .
»rm. claims and consider what might make one hesitant about the truth or mﬁnﬁm . mo H
claim. O.nm way of asking this is, “Now that we’ve given some suppott for these mex . s
.anm Mﬁ&mzom on the .OEQ. side? What questions do we need to raise about these nmwhw
H@ Mwm M.w, ,8‘ truly examine their credibility? What more might we need to examine or
. .m. Share the thinking,. Documenting the routine as it evolves makes students’ .E.EQ
visible throughout the process and allows students to build on as well as ch Hm o
others’ thinking, Having fully examined a set of claims, it would be appro amﬁmﬁ mamm
mﬁs..amba to take a stance toward them. You might have students rank EM mmm oo
a line of confidence, from “still questioning” to :n_mmw:m:\ believe.” If CSQ rm”_wmw“‘

Uses and Variations

QME-msﬁwoﬂ-ﬁcmmmg can easily become a valuable pattern of thinking for students
to mwm_ow. Caitlin Faiman, a mathematics specialist at Bialik, has integrated CSQ as an
ongoing part of her dialogue with both primary and middle school students. Caitlin
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ces a mathematics problem, one that can be explored from a variety of
gies and for which thereisn’tan obvious, single solution,
ten minutes or so, Caitlin will

often introdu
perspectives with multiple strate
and then gives her students time to work on it. After
bring the group together and ask what sort of findings they have so far, what ideas have
come up, and what generalizations seem to be emerging. Caitlin documents these initial
and tentative claims on chart paper. She then asks students to continue working on the
problem, keeping their eyes, ears, and minds open for evidence that seems to support
the initial claims as well as evidence that seems to refute ot disprove them. Making use
of CSQ in this way, Caitlin not only addresses specific mathematics content but also
frames the enterprise of mathernatics as being about speculation, generalization, analysis,
and proof. . .

A secondary history teacher in Saginaw, Michigan, in the 2010 election cycle used
CSQ tohelp his students Wmnﬁ understand the issues being debated. He identified several
claims being made by various candidates around issues ranging from unemployment,
job creation, Social Security, health care, Don’t Ask Don’t Tell policy, and immigration
issues E:ro.ﬁ_ mmﬂminm the n_mwbw to any particular candidate or party. For instance,

the claim that people io:.a be better off if social security were abolished and they
. for retirement. The class then looked at the

controlled and invested their own money
supports for the claims as well as what would make them question the claims. After the

class discussion, students were given the task to pick a candidate, which could be one
they supported or not, snd rescarch where that candidate stood on the claims the class

had discussed. Many students were quite surprised by what they discovered.

Assessment

When Claim:Support-Question becomes an ongoing pattern of thinking in classrooms,
it is useful to notice how often and in what contexts students are spotting and making
claims. Do they recognize when suggestions have been made or explanations have
been given that seem too broad-stroked to go unchallenged? Are they looking for the
generalizations and conjectures that get to the truth of an event? This is an indicator that
theéy are processing information analytically and with a sense of healthy skepticism.

Pay attention to the strategies students are adopting for assessing the validity of
claims. When students offer support for a given claim, does it seem anchored in solid,
well-grounded evidence versus opinion or personal expetience? When students seek to
make sense of a given claim, do they recognize what questions might be worth asking of
the claim in order to fully comprehend its complexities? Por instance, do they recognize
special cases that need to be investigated? Within a discipline, do students understand
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the weight i S| i i
: ght .o.m various kinds of evidence? For instance, finding that something works ond
I even twice in mathematics is supporting evidence but not proof. e

Tips :
Itcanb i i
e Eommc”mc_mo z:ww of CSQ as an overarching structure for the examination of ideas
eneration of new understanding, However, it i
; . ver, it is easy for this kind of thinki
and learning to be shortchan e fmine
ged or even nonexistent in classro This i
when- the focus is on students. taking i oo e
s-taking in rather than examining i i i
Support-Question is ultimat i o ematon, Clain:
: ely about creating opportuniti
nities for learners
through complex issues fro i n el e
m vatious angles and perspectives with ial evi
N tives with substantial evidence.
-Question regularly can be a powerful
to learners that anythin : . b i sut s
g really worth understanding is worth findi
scrutinizing with a thoughtful eye, : e support for and
Keep in mi Qi i ord
L m@ﬁ HM:‘:_& that CSQ s not necessarily about getting all students to agree or disagree
articular topic, It is not always about drawi . |
apar out drawing a hard-and-fast line i
b . . out n the sand
one m?mM _mMcﬁ though in some instances it might be. However, if students suspect that
. .
" mﬂ of the lesson you will tell them what is right and what is wrong, they will find
w Hl . . . i ’
: outine _um.:bzwmm. Keep returning to the evidence. If students have missed somethin
important, raise questions for their future exploration rather than tell ﬁ.rmE ¥

A Picture o\.vwann.nm e

_cuo: entering Mary Beth Schmitt’s seventh and eighth grade mathematics class

in Traverse City, Michigan, one is immediately impressed by the mathematical m%na
of students. Large pieces of chart paper with all sorts of graphs and equations v
the walls, exhibiting small groups. of students’ attermpts to reason with Tm. _Mo,.,mﬂ
Colorful strips of tagboard on the windows display students’ ﬂ@n_m&o:mm *m%w.
mathematical ideas they've studied. Student theories and strategies are oo ﬁ_m
H:_ﬁoc_@:ocﬁ giving the impression that Mary Beth values studénts’ Bmﬁrmﬁﬂmw.m _
thinking. Mary Beth had always believed in active learning. However, it was not _nw_
she went beyond simply creating hands-on lessons for students mza‘cm@m: __ﬂmf_: _

more closely to the generalizations, conjectures, and ideas they put forth ﬁ:mﬁ:_mm
Um_@m: to ‘:ognm a powerful shift in the cufture of her classroom. o
| "l already believed that mathematics learning would be powerful for my stud

if they backed up their ideas with evidence,” remembers Mary Beth, ''so Em,w %hw_
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was initially drawn to Claim-Support-Question. | suppose | had always Mo:m mﬁ,..,mhm_rou:
. " wi stioning.
i i it like 'claim and support’ without much que
of this routine, but it was more nd suppe hot ?
8y that, | mean students would say something like, "My claim is ﬁ:ﬂ” Xx=7 ﬂmnmcwm
‘ ion.’ idn’ uch mo
i id the equation.” They didn't offer m
that is what | found when | di | ©
than that and 1 didn‘t ask them to do so.” Mary Beth was only mmx:_aﬁdm_ﬁ MEQMME
— na
. i justi by the procedure used—a relatively
to give solutions and justify them . . | ‘ .
no:wmﬂmm:o: “Though | asked them to explain their solutions, | Bm__« wasn ﬁ,m,_m_c:@
them to seek evidence to support or disprove theories, ideas, or no:_mﬂca...w_ .
Mary Beth wanted the Claim-Support-Question routine to be gomaﬂ _M ﬁmﬁovw
as
than analyzing any one particular problem or procedural mﬁnm__ .ma:m ﬂmjn_ﬁ mno:m -
_ initi i bout a big mathematical idea tha
her students to make initial claims a a big . e ol e
looked at over time from multiple entry points. “| began E% a mm_._mmﬁ_o“_o " mﬂmﬁ
question, a bigger question,” said Mary Beth. Asking students, . n_vs., o
know whether two expressions are equivalent or not?"* After ﬂ_zosﬂv_:@ mo:M e
*initial i ( 6.1}, regar
i gan d i dents’ initial ideas (see Table
fime, shie began documenting stu | ! . '
wheéther %% were right or wrorig. “’Knowing some misconceptions would M”_ﬂ
dp was part of the fun in this for me. | figured then we would have something
- authentic to investigate and prove,” Mary Beth nmﬂuﬂ#m:_ﬁ%m“.gamsa N
lectin  initial ideas, Mary Beth to
After collecting students’ initia « Mz | fo she would The
\ “clai trial'" just as if they were judges in a
them to keep these “claims on | na ool e
i thers perhaps not so much. In ,
"Some of these claims seem true, o ﬁ
we've got some claims that we'll need to get to the bottom of over the nex

few weeks.”

Table 6.1 Eighth Grade Students’ Initial Claims About mn:?m_mz.ﬂ Expressions

o . o
How do we ever know whether two expressions are equivalent or not?

_.. Two expressions are equivatent when they have the same solution. red the s
« You can decide if they create the same table and graph. (And can be modeles

way sometimes.) | - o
« They are equal when the values are'the same. They can be written in different form

but the value is the same. : | o o o
» You can decide by using the distributive property to find equations in their simples

then compare, | | .
* You can put in the same number for x in both equations and if you get the same s

" then they are equivalent.
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As her class worked through a variety of mathematical investigations that
examined aspects of equivalence, Mary Beth frequently directed her students back
to the. courtroom of “claims on trial.” She asked students to offer supports from
their mathematics work that would give credence to some of their initial ideas. She
also asked them to suggest questions that needed to be rajsed regarding some of the
claims now that they had gained a little more insight into the topic of equivalence.
“I wanted our claims to have purpose and a life beyond any one problem or any
one lesson,” said Mary Beth. */| wanted my students to build upon their Initial ideas
and consider how our lessons were leading us to examining more questions, more
strategies, and more perspectives for making sense of this big mathematical idea of
equivalence than they had originally thought.”

Near the end of their unit, Mary Beth asked her students to individually choose
one of the initial claims and address the court in their journals: supporting the
claim, questioning it, or tweaking it in some way so that it could become a more
solid mathematical claim grounded in evidence. The open-ended nature of this
opportunity allowed Mary Beth to see what students were understanding about
-equivalency (see Figure 6.1). ,

Mary Beth was surprised by the depth of her students’ responses. She felt that
the routine, with its emphasis on generating claims and searching for supporting
evidence, caused her students to engage in deeper ?_..nr_j@ about connections,
strategies, and processes and not just verbalize specific procedures. “'They really
seem to own the ideas that they suggest and even own the claims their classmates
come up with, They'll actually name the claims of their peers with phrases lika,
'Remember the other day when Joe claimed that. .." or ‘You know how Alex claimed
such-and-such? Well, | looked that up and. ..’ They seem more engaged with each
other’s ideas now than ever before. | have really been enjoying this shift in how
they interact with one another around their mathematical claims and reasoning.”’

Mary Beth believes that her regular use of CSQ has significantly changed her
teaching. “"I've found that my own classroom language has changed. The kinds

of questions | ask and the kinds of things | listen for as my students share their
ideas has gone deeper than simply [istening for their solutions and steps,” said
Mary Beth. “‘I'm also thinking much more about the connections between mathe-
matical ideas and concepts throughout the year. It seems that | am starting to notice
where ideas get revisited and buiit upon over time now that my students and [ are
regularly seeking out cfaims, generalizations, and theories instead of just covering
individual skills lesson by lesson."”’ q&.w
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stances:

* Identify and frame the two opposing sides of the dilemma you are exploring.
Use these to label each end of your tug-of-war rope.

® Generate as many "tugs," or reasons that “pull you toward, that s, support
each side of the dilemma as you can. Write these on individual sticky notes.

* Determine the strength of each tug and place it on your tug-of-war rope,
placing the strongest tugs at the farthest ends of the rope and the weaker
tugs more toward the center.

* Captureany “What jf.. 7 Questions that arise in the process. Write these on
sticky notes and place them above the tug-of-war rope,

generally the strongest, whereas those closer to the center are the weakest and most likely
to be pulled over the Jine, The Tug-of-War routine uses this metaphor to explore issues
and ideas.

Purpose
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