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INTRODUCTION

The goal of Debate and Dialogue in Correctional Settings is to integrate debate into 
existing educational programming within correctional facilities. This book pres-
ents a unique model of debate developed over two years in a correctional facility in 
southeastern Washington. Diagrammatic Debate and Dialogue (D3)—pronounced 
“D three”—is more than a set of principles or speci!c model of debate. In this book, 
we present a program that focuses on argumentation, respectful disagreement, con-
structive criticism, and re"ection that can be introduced in a variety of classroom 
settings through a step-by-step approach. A central assumption of this work is that 
debate can be an essential classroom tool. We suggest that, instead of focusing solely 
on competition, point/counterpoint, and the identi!cation and declaration of win-
ners and losers, more attention be paid to how debates can foster reasonable and 
considered discourse and dialogue. 

Our hope is that the resources we have provided and the step-by-step approach that 
we have used will assist students in developing credible arguments and organizing 
and presenting them effectively. Properly planned and delivered, this approach to 
debate can create space for respectful disagreement between and among debaters 
and their audience. It can teach participants to recognize their own beliefs, promote 
critical re"ection, and allow for more in-depth dialogue among debaters, audiences, 
and others invited to participate. 

Debate has the potential to help students develop specialized skills by modeling and 
encouraging pro-social interactions, and creating a unique learning activity that can 
be applied to a number of topics and disciplines. Through debate, students work both 
alone and in teams and are provided an opportunity to build formal and informal 
skills associated with self-directed learning and more meaningful education. Debate 
teaches and fosters reading, summarizing, communication, and critical thinking skills. 

A unique aspect of D3 requires students to acknowledge their own bias as part of draft-
ing arguments, engaging others, and participating in debates. This involves replacing 
the competitive desire to “win” with a more introspective and self-searching approach 
to identify reasonable counterarguments, including those with which students may 
disagree. In this way, debates are seen and experienced, !rst and foremost, as oppor-
tunities to present and consider different information on a wide variety of topics that 
are based on good-quality sources. 

D3 is unique among debate formats both in prioritizing the potential of debate for 
promoting dialogue and analyzing arguments and in the use of diagrams, maps, 
and other visual approaches to assist student learning. These approaches can help 



Debate and Dialogue in Correctional Settings2 |

students break down complex issues into simpler parts and visualize connections in 
new ways, including: separating an argument into Pros and Cons; clearly de!ning 
the debate topic; planning, organizing, and re!ning arguments; and keeping track 
of the arguments made by the opposing team. Used in this way, maps can assist and 
promote critical thinking throughout the process. Students brainstorm arguments, 
consider how issues are presented within a debate, and learn to uncover a variety 
of perspectives that may exist even on dif!cult and contentious issues. Maps can 
provide a visual tool to assist students to “see” underlying differences that animate 
controversial issues. We argue that these issues cannot be resolved unless different 
perspectives are identi!ed, weighed, considered, and acknowledged. 

Debate and Dialogue in Correctional Settings discusses the philosophy and potential 
of debate in correctional settings. It also provides instructors with ideas to develop 
practical skills, sample exercises, and a more detailed 5-step approach for those inter-
ested in using debate in the classroom. As part of our !ve-step approach, lesson plans 
and materials are provided that are appropriate for the most common type of cor-
rectional education programming, e.g., Adult Basic Education (ABE) and the General 
Equivalency Diploma (GED) curricula. We have also provided additional materials 
for more advanced college-level coursework (Associate of Arts [AA] and other under-
graduate programs). Our approach can be adapted in correctional facilities offering 
college-level coursework or used by instructors and volunteers involved in other kinds 
of post-secondary and higher education programming. 

Studies suggest that debate as a teaching tool can spur learning well beyond correctional 
facilities and is appropriate anywhere that structured, deliberative, evidence-based 
dialogue is valued. An important strength of debate in the classroom is its adaptabil-
ity. Instructors can use formal debate and the skills acquired in debating to achieve 
a variety of educational objectives. For example, they can use the skills underlying 
debate to teach students how to brainstorm, organize ideas, and consider counterev-
idence to develop a simple !ve-paragraph essay. As students progress, the approach 
provided in this book can be used to build a more advanced college-level argumen-
tative essay.

Instructors can also use debate as an alternative to student presentations and as a 
means to enliven existing coursework. In short, while structured debate requires prepa-
ration and facilitation, debate activities can be used in different ways based on the 
objectives of the instructor and the level of the class. While we believe our !ve-step 
plan to be the most comprehensive approach available, we encourage instructors to 
experiment with the materials provided to !nd other ways to incorporate them into 
their classrooms. Experimentation may include the adoption of our debate model, 
but it also may simply be the integration of some of the brainstorming activities or 
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approaches to essay writing. As any educator knows, there is no one-size-!ts-all pol-
icy for every classroom! 

The book is organized to link education and pedagogical theory with classroom 
practice; it also provides some practical ideas about how to implement the model in 
different educational environments. The !rst section provides an overview of the goals 
and !ve principles that underlie D3. Understanding these is necessary for successfully 
implementing the program. Section 2 presents some of the challenges incarcerated 
populations face and explains the value of educational programming for this group. 
Section 3 discusses the value of debate in education settings and the cognitive and 
learning skills it can build. Section 4 provides an overview of the D3 model, includ-
ing the rationale, the role of diagrams, debate, dialogue and debrie!ng. 

Section 5 offers a step-by-step approach to applying the principles of the D3 model 
to coursework offered in correctional settings. In this section, learning goals and 
instructor roles are outlined, and debate activities are provided for !ve levels from 
ABE 1 and 2, to GED 1 and 2, and !nally to AA. For each level, the book provides 
corresponding materials (located in the Appendix). These may be copied and used 
by instructors and others in correctional education classrooms and beyond. 

Finally, in section 6, we answer some questions about using debate in correctional 
settings, including those we have been asked at conferences, workshops, training 
events, and other venues. This section includes details about our most recent proj-
ect with Washington State University. While our focus is the correctional classroom, 
it should be noted that the program has been implemented more broadly at colleges 
and universities throughout Washington State and the principles have been used as 
part of other debate programs around the world. While we have stated this above, 
it bears repeating: debate is a tool, not a cure-all. We hope you will experiment with 
these materials to !nd what works best in your classroom.



1.0: GOALS AND PRINCIPLES

Diagrammatic Debate and Dialogue (D3) seeks to foster reason, tolerance, understand-
ing, and model pro-social interactions.1 The explicit assumption underlying the model 
is that people of good conscience may reasonably and respectfully disagree on issues 
of public concern. The D3 model is based on !ve core principles.

1. Debates can be used to serve a variety of educational goals. Debates are 
based on research, organization, and presentation; debating can be used to meet 
a variety learning needs and goals. Students should be given class time to prepare 
and draft debate outline documents and/or diagrams for instructors to review 
and approve.

2. Debates should be informational opportunities. Students review argu-
ments and use visual maps and diagrams to connect related ideas based on credible 
sources into an argument that addresses the debate topic. 

3. Debates should be conducted in ways that value the skill of present-
ing a coherent argument. Success is not solely based on which team wins, but 
on how well teams present evidence and examples that support their position.

4. Debates ALWAYS employ respectful discourse and disagreement. Per-
sonal attacks or insults undermine the value and importance of debate and must 
not be tolerated.

5. Debaters should interact courteously and answer questions honestly. 
Debaters must answer questions from the audience, instructor, or opposing team 
civilly and acknowledge the best counterarguments before offering concluding 
remarks.



2.0: EDUCATION IN CORRECTIONAL 
SETTINGS

. . . the most educationally disadvantaged population in the United States resides in 
our nation’s prisons.2

Incarcerated Americans commonly have little formal education. In general, prison 
populations have high levels of educational challenges and low levels of educational 
attainment. For example, nearly two in !ve (39%) fall below the literacy level, com-
pared with one in !ve (20%) in the general population. Only two-thirds (65%) have 
high school diplomas or GEDs, compared with more than four in !ve (82%) of the 
general population, and only 17 percent have any post-secondary education com-
pared with 51 percent of the general population.3 Presented visually in Table 1, these 
statistics suggest education, and especially post-secondary education, remains an 
important need within correctional settings. 

Table 1: Educational Attainment: Incarcerated and General Populations (%)

0 20 40 60 80 100

Post-Secondary

High School

Basic Literacy

IncarceratedGeneral Population

Source: Adapted from D. Brazzell, A. Crayton, D. Mukamal, A. Solomon, and N. Lindahl. 2009. 
From the Classroom to the Community: Exploring the Role of Education During Incarceration and 
Reentry (Washington, DC: Urban Institute).
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Many state prisons throughout the United States recognize the challenges represented 
by the reality of the populations shown in Table 1 and offer some sort of educational 
programs. Thirty-two percent offer post-secondary education, 66% offer ABE, and 
76% offer adult secondary education, typically through GED programs.4 Historically 
the focus has been on literacy, vocational training, and other job-related skills. In 
recent years, efforts have been made to support other educational goals, including 
the acquisition of social, relational, and cognitive life skills needed to become an 
accepted part of and succeed in the general community.5 Of long-standing inter-
est to educators and others are programs and approaches that foster more rigorous 
critical thinking skills. These skills are most readily developed through interactive 
processes, including role-playing, collaborative exercises, and structured deliberation 
and decision making. 

Researchers have discovered that participatory problem-based learning and targeted 
cognitive behavioral therapies can help participants to develop skills connected to 
perspective taking and moral reasoning, self-awareness, problem solving and criti-
cal thinking.6 As a result, emergent models of prison programming attempt to target 
cognitive impairments by:

. . . changing antisocial attitudes, feelings, and peer associations . . . increasing 
self-control and self-management skills; replacing . . . aggression with other, more 
pro-social skills . . . [in] academic, vocational, and other behavioral settings.7

Instead of separate programs for education and cognitive behavioral programming, 
we believe a range of debate activities can be integrated within current correctional 
education programming. Properly facilitated debate can combine formal traditional 
academic skill building like research, writing, critical thinking with informal rela-
tional abilities and personalized cognitive development associated with perspective 
taking, moral reasoning, and self-awareness. Together, these skills and abilities can 
signi!cantly reduce recidivism and improve employment prospects after release from 
prison.8 

The principles underlying D3 can spur cognitive development and promote active 
learning. Students enjoy the opportunity to research, discuss, present, and defend 
a range of issues; in doing so, they learn the valuable skills associated with debate. 
Although many states in the United States still restrict access or limit opportunities 
for inmates to participate in and bene!t from a variety of educational offerings, no 
better way has been found to reduce the social, economic, and personal costs asso-
ciated with crime than through effective education (Wheeldon 2011). As we argue 
in the next section, debate is a valuable tool that supports critical thinking skills 
and can be used to increase reasoning and interpersonal skills for students of a wide 
range of abilities.
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3.0: WHY DEBATE?

The process of debate offers profound and lasting bene"ts for individuals, for societ-
ies, and for the global community as a whole. With its emphasis on critical thinking, 
effective communication, independent research and teamwork, debate teaches skills 
that serve individuals well in school, in the workplace, in political life and in ful"ll-
ing their responsibilities as citizens of democratic societies.9

D3 builds on widespread support for new approaches to debate to support civic edu-
cation.10 Given the increased interest in cognitive behavioral training programs in 
correctional settings, we argue that debate should be seen as an extension of these 
programs, with the added value of being part of programming that incarcerated indi-
viduals choose, rather than programming that is forced upon them. To achieve the 
potential for debate as an educational strategy, we must evaluate the challenges of 
using traditional debate models. D3 has been developed to engender and support spe-
ci!c skills and is most effective when best practices, as outlined below, are integrated 
into classroom methodologies. 

3.1 Debate in the Classroom: Benefits and Lessons

Without doubt, debate in the classroom, wherever located, is of great educational 
value. Classroom debate lays the groundwork for and strengthens a variety of skills 
associated with educational success, fosters respectful disagreement, and facilitates stu-
dent-driven learning. Debate improves student achievement, including higher grade 
point averages and better scores on required tests such as LSATs and GREs. Overall, 
those who participate in debate have higher rates of post-graduation employment 
than others.11 

Debate has been used in a variety of educational settings and classes and as part of 
varied coursework (see Figure 1). Because of debate’s inherent "exibility, instruc-
tors can easily integrate it into many classroom settings using many permutations, 
depending on factors such as: skill level of the participants, past debate experience, 
subject matter expertise, learning objectives, and time constraints.12 
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Figure 1—Debate in the Classroom: Some Examples

Classroom Debates

Social Sciences/ 
Professional Humanities

History (Osbourne 2005)  
Literature (Jackson 1990)  

Philosophy (Wheeldon et al. 2011)

Business (Combs 1994) 
Economics (Pernecky 1997)

Nursing (Candela 2003)  
Sociology (Huryn 1986)

 Biology (Prouxl 2004) 
Enviro. Studies (Hadizedeh 2001)

Psychology (Moeller 1985)

Natural Sciences/ 
Medicine

Wide variety of disciplines and coursework

have been  
used in a

In this book, we expand on the idea that a range of debate activities in the classroom 
can be used to promote active learning. This approach encourages students to work 
either collaboratively or independently to research an issue, explore different per-
spectives on it, and use their research in a debate in front of their class. It requires 
that student debaters spend time preparing and drafting arguments, while the rest 
of the class participates in a process to establish the debate rules, brainstorms ques-
tions for each side, and considers if their individual positions have changed as a 
result of the information provided. In our view, debate in the classroom works best 
when instructors: 

t� Provide ample in-class time for debate preparation

t� Focus on the values and principles of the project throughout 
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t� Ensure class interaction by inviting questions from non-debaters 

t� Allow the audience to vote by secret ballot for the winning teams

As long as the rules are well-de!ned, created and communicated clearly, and students 
have opportunities for different kinds of participation, instructors can structure, orga-
nize, and utilize debate in ways that work best for them and their students.13 

3.2 The Problems with Traditional Debate

Debate activities are commonly thought of in relation to competitive debate, often in 
the form of well-established debate leagues and competitions. However, this covers 
only part of how debate can be used . . .14

Some aspects of traditional competitive debate15 are counterproductive to develop-
ing moral reasoning, respectful communication skills, and broader educational goals. 
While the concerns expressed below are especially relevant in correctional settings, 
they may also apply to many other learning environments. 

Too often, traditional debate no longer promotes exchange of information.. Instead, 
it rewards argumentation skills unique to debate, e.g., cross-examination, speed 
speaking, and emphasizes winning rather than evaluating arguments. Frequently, 
competitive debate consists of not only trying to “prove” one position but requires 
an attempt to “destroy” other positions. To make the most of the potential for class-
room debate as a teaching tool, aggressive styles of arguing should be restricted, and 
debate cannot be seen as a winner-take-all proposition.

While competitive debate undoubtedly has value, the sole focus on developing win-
ning arguments may limit its use in other settings. In our experience, competitive 
tendencies naturally emerge during a debate. They do not need further encour-
agement. The energy generated by the potential for a classroom debate should be 
harnessed for the evaluation of one’s own argument, not the de!ciencies of one’s 
opponent. When using debate, we suggest instructors avoid the following, which 
may be a feature of more traditional competitive debates: 

Quantity over quality 

Quantity over quality refers to a feature of competitive debates in which debaters try 
to speak as fast as possible. This strategy results from scored competitions in which 
teams cram as many arguments as possible into a timed speech in the hopes that 
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they can simply outnumber and overwhelm their opponents. In Wired magazine, Jay 
Caspian Kang describes the process:

The sentences "y out of [the student’s] mouth at about 350 words per minute, a 
good 100 words faster than a well-trained auctioneer, and they will keep "ying 
out at that rate for eight straight minutes. His voice, normally slow and thought-
ful, has jumped two octaves. He sounds a bit like [vocalist] Aaron Neville if Aaron 
Neville had swallowed a cat that had swallowed !ve pounds of Adderall.16

This approach favors the quantity of information over the quality of its communica-
tion. This is not consistent with the value of more deliberate and considered speech. 
Speed-speaking may be one reason why debating, while popular among small groups 
of highly motivated students, is often unattractive, inaccessible, and unintelligible 
to others.17

Anecdote-based arguments 

While teams engage in signi!cant research to build their cases, there is often no 
requirement for teams to provide their citations or prove that they have rooted their 
arguments in empirical evidence from credible sources. Instead, unless an opposing 
team speci!cally challenges a term, de!nition, or the evidence provided for an argu-
ment, it is judged as “stipulated fact” or accepted for the purposes of a debate. This 
practice may be connected to competitive debate’s prioritization of rhetoric, the ability 
of a speaker to persuade and/or motivate particular audiences, rather than empha-
sizing information exchange and analysis.18 

Even for serious debate scholars and practitioners, the requirement for credibility 
in debate appears less important than one might assume.19 Instead of setting high 
standards in terms of what kind of sources are acceptable, some debate models have 
acquiesced to the approach of modern political commentary that relies on dubious 
or unproven statements strenuously and repeatedly presented as fact. We argue that 
debate works best when the need to de!ne terms and engage in debate based on cred-
ible sources and cited evidence are taken seriously. Both sides of the debate should 
have access to the same sources.

Insults and attacks

Finally, the potential for any debate to devolve into insults and personal attacks is a 
serious concern. It is a particular problem in correctional settings in which perceived 
slights, ego, and face-saving are daily concerns. While not all coaches, teams, or 
debate formats encourage such verbal behavior as part of competitive debate formats, 
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practitioners and facilitators must take seriously the need to promote passionate yet 
respectful disagreement. To denigrate the work, effort, and attempts of an opposing 
team is not in line with the stated objectives of promoting respectful discourse and 
disagreement. Such action is particularly out of place in correctional settings. 

If traditional debate models no longer promote the exchange of information and 
the development of a range of skills associated with critical thinking, existing for-
mats must be adapted or new approaches developed. For debate to reemerge as an 
essential classroom tool, more attention must be paid to how debates can lead to 
the dialogue, role-taking, and cognitive development associated with social learning 
and moral development. 

3.3 Debate, Social Learning, and Moral Development

By focusing on social learning and moral development, the D3 sets itself apart from 
traditional debate. Social psychologists have determined that positive and negative 
reinforcement within social structures plays a formative role in the development of 
social learning—or learning that is in"uenced by social situations and the interac-
tions that occur.20 The relevance of social learning to debate is based on the extent 
to which debate does (or does not) model pro-social interactions. Connected to the 
concerns presented above about traditional competitive debate, D3 attempts to model 
and reinforce ways to disagree respectfully. In short, if the social environment cre-
ated in the classroom provides the most important learning context for individuals, 
then more attention must be paid to the strategies we employ.

D3 also has been developed based on principles of moral development as conceived 
by psychologist Lawrence Kohlberg, who argues that character formation is a function 
of speci!c stages of development. Maturation involves a process by which individuals 
begin to compare their actions with societal views and expectations. As an individ-
ual develops a moral compass, the ways in which people interact on fundamental 
questions of right and wrong begin to play an increasing role in that person’s own 
decision-making process. As obligations expand beyond the self, the need for indi-
vidual approval diminishes and decisions are increasingly based on a consideration 
of a community’s values and social experiences. This process is outlined in Figure 2.
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Figure 2—Moral Development, Social Interactions, and Debate

Moral Development Series of stages

Facilitated by pro-social 
interactions

Undermined by antisocial 
attitudes

EXPOSURE TO NEW IDEAS

Simple to more complex 
rationales for one’s position

seen 
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that 
move 
from

often 
through

which 
can be

D3 furthers moral development because it emphasizes exposing students to new ideas 
and perspectives. During debate, participants may !nd their views questioned and 
challenged. The result can be students being motivated to rethink their views or cre-
ate new, more comprehensive positions. Opportunities to consider other viewpoints 
can be further strengthened through role-taking or role-playing. When requested to 
take a position contrary to one personally held, individuals’ cognitive processes are 
activated and stimulated. Through interaction with others and cooperative learning 
activities, students learn how viewpoints differ and if or how they can be integrated 
and/or accommodated. Students learn that personal agreement is not required to 
advance a position. 

Instead, the focus is on “being open” to the process of reasoned and reasonable dis-
course and !delity to principles rooted in basic respect—even for those with whom 
you disagree. These interactions work best when they are open and democratic and 
when problems can be freely discussed and differences reasonably addressed. The 
value of D3 is that it provides an instructive and safe place for individuals to chal-
lenge one another in pro-social ways. Through this process, individuals develop an 
increased competence and ability to balance and assess con"icting value-claims, while 
reconstructing their own arguments with valuable new material and perspectives.21 
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3.4 Skills Development: Variety, Versatility, and Adaptability

D3 can be used in correctional settings in ways that can promote a range of practical 
skills associated more broadly with education and learning (see Figure 3). 

Figure 3—Using Debate to Develop Education and Social Skills

Debate Activities

Research and Writing 
Skills

Personal Development 
Skills

UÊ Civil engagement
UÊ Identifying bias 
UÊ Considering counter 

evidence 
UÊ Honoring humility

UÊ Assessing sources 
UÊ Reading comprehension
UÊ Summarizing and 

organizing 
UÊ Persuasive writing

UÊ Speaking clearly and 
confidently 

UÊ Clarifying arguments 
UÊ Asking useful questions 
UÊ Summing up

Communication Skills

Variety of Skills

can teach a

like perhaps most important such as

While debate has been shown to foster a number of learning and social skills and 
result in a variety of important outcomes, our speci!c interest is how debate can 
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engender and improve academic achievement. For example, participation in debate 
activities is positively correlated with:

Academic achievement 

Debate has been associated with improved literacy, higher graduation rates, and 
higher scores on reading and writing tests.22 Classroom debate activities increase sub-
ject knowledge and achievement in science, art, and English as a Second Language.23 
Debate also encourages students to delve more deeply into historical events and to 
understand historical contexts as well as explore differences in viewpoints from the 
past and the present.24 D3 has been designed as a means to reach individuals in cor-
rectional settings who have had little exposure to or success in traditional learning 
environments.

Improved critical thinking skills 

Participating in debate activities encourages the development of critical thinking skills, 
including selecting and summarizing evidence; structuring and summing up an argu-
ment; identifying counterarguments; and using information gleaned from research 
to answer relevant questions. A particular strength of D3 is its focus on ensuring that 
students evaluate the quality of sources and its encouraging debaters and audience 
members to identify their own biases and evaluate their own positions. Through a 
post-debate dialogue, facilitated by the instructor, students have the opportunity to 
explain which side of the debate they found most convincing. 

Improved communication skills 

Debate’s emphasis on clearly communicating a position helps students gain con!-
dence in otherwise intimidating speaking situations. By researching and preparing, 
learning a variety of speaking techniques, and working as part of a debate team, stu-
dents naturally and incrementally gain the ability to communicate their position 
effectively. Debate also helps students think on their feet, answering questions and 
revising prepared speeches based on the opposing side’s argument. D3 focuses on the 
three Cs of communication by encouraging communicating in ways that are: 

6. Credible, and based on good sources 

7. Consistent, and logically connected with no fallacies 

8. Compelling, passionate yet not overbearing, with the ability to recognize the 
limitations inherent in all arguments
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Increased desire for higher education and academic inquiry

Data from U.S. high school debaters reveal that debate participants have an increased 
desire and commitment to attending college than their non-debating peers. This 
commitment has been associated with increased interest in the process of research, 
summarization, and the presentation of divergent views on a number of topics.25 Our 
three years of engagement with residents of the Coyote Ridge Corrections Center has 
convinced us that this focus on and planning for the future is one of the most prom-
ising aspects of debate in correctional settings. D3 can be used in the classroom, as 
part of debate clubs, and as a means to engage other schools and the broader com-
munity outside the prison walls.



4.0: UNDERSTANDING D3

We will never see the sort of civil, thoughtful, inventive debate that enables good 
public policy making until we inspire the young adults in our midst to pursue it . . .26

D3 differs from other models of classroom debate because it encompasses a number 
of steps—from research and preparation to the actual debate and on to post-debate 
dialogue. D3 begins with choosing topics and ends when the class (or group) has 
voted by secret ballot for the winner of the debate and, most important, debriefed 
the debate. Whether instructors use basic debate activities as part of ABE and GED 
instruction or hold a more formal debate as part of college-level AA curricula, stu-
dents are engaging in activities that require them to acknowledge that more than 
one position exists on a topic. 

To implement debate principles and activities in your classroom, instructors must 
understand how D3 differs from other approaches to debate. In this section, we 
describe the features and assumptions, the value of maps and diagrams for visual 
learning, and the steps required in general to organize and facilitate a classroom 
debate. In each step—from pre-debate preparation to post-debate dialogue—students 
are challenged to think critically, evaluate their positions, and remain open to dia-
logue with one another.

4.1 Features and Assumptions of D3

D3 is built on several assumptions. To address the very human inclination to turn 
every interaction into a competition, our approach attempts to: 

t� Balance the competitive aspects of traditional debate with a more deliberative 
approach that works to identify credible sources, good arguments, and reason-
able counterarguments; 

t� Encourage visual approaches to learning by using maps and diagrams to help 
teams identify arguments, plan their team argument, and map out their speeches;

t� Accept the inherent limitations in all arguments by requiring teams to acknowl-
edge the best counterargument on the other side of the debate before a team 
concludes their presentation.  
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4.2 Diagrams and Mapping

A unique aspect of the D3 is the use of diagrams, maps, and other visual approaches 
to assist student learning. Utilizing visual methods in correctional settings is by no 
means new. Idea maps are often employed to help students brainstorm, break down 
complex issues into simpler parts, and visualize connections in new ways. This 
approach can strengthen students’ organizational skills and help them to see various 
components of an argument, such as the main claim, supporting evidence, or prac-
tical examples. Visual maps can be used not only to diagram the debate but also the 
individual speeches in the debate. Their "exibility is what makes them of principal 
interest to educators and others seeking to reach an audience using multiple means 
of communication.

Researchers have become increasingly interested in the use of visual tools and tech-
niques.27 The groundbreaking exploration of the pedagogy of maps and diagrams by 
Joe Novak and Bob Gowin in education showed that maps are more effective in pro-
moting knowledge retention than attending class lectures, reading, or participating 
in class discussion. Maps can in"uence concentration and overall test performance 
in part because they promote interaction and engagement between the student and 
the material.28 

Recent scholarly contributions have attempted to further the use of visual methods 
in the social sciences. These methods have been shown to be versatile enough to 
plan research, summarize assumptions, and outline key structural requirements of 
a research report and to collect qualitative data and mixed-methods data.29 As part 
of D3, students must !rst learn how to map (Appendix 1). Initially, mapping should 
take the form of brainstorming. Students should create a simple diagram depicting 
a topic, opinion, or issue. There are no wrong maps or ways to make a map. As long 
as ideas are visually connected, students can make their own maps in their own way. 
One strategy to help students learn to map is outlined in Table 2. 

Table 2—Making Visual Maps in Five Steps

Step Description

1 Make a list of six to eight (6–8) concepts related to a topic of interest

2 Starting in the middle of the page, write the name of the topic and draw 
two lines outward (one to the left and one to the right) 
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3 At the end of the lines, use two concepts to show two different perspectives 
on the topic

4 Now, connect the remaining concepts from your list to the two perspectives 
to show how each is or is not related

5 Review your map and show it to another student or the instructor. Does he 
understand what your map represents?

Maps may become more complex as students become more comfortable and con!-
dent. For example, the map in Figure 4 connects the six concepts: the sun, plant life, 
people, erosion, clothing, and homes. Appendixes 1a, 1b, and 1c provide map tem-
plates for students and instructors to use and adapt as needed. 

Figure 4—A Concept Map of the Sun 

Plant Life

Erosion Plant Life

People

Clothing Homes

The Sun

supports

prevents wear

produces heat 
for

can be  
made into build

is food for

Source: Adapted from J. Wheeldon and J. Faubert. 2009. “Framing Experience: Concept Maps, 
Mind Maps, and Data Collection in Qualitative Research,” International Journal of Qualitative 
Methods 8, no. 3: 68–83.
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Students using D3 utilize visual maps to brainstorm a variety of arguments and exam-
ples (Pro and Con) on an issue of interest. Take, for example, the statement “Football 
is a better sport than baseball.” Figure 5 provides one way to map some possible argu-
ments for and against this proposition. This example provides arguments for baseball 
instead of arguments against football—it is but one approach, however. There are 
others.

Figure 5—Pro/Con Idea Map

TOPIC: 

Football is a Better Sport 
Than Baseball

PRO CON

Football 
requires more 

teamwork

 Football is 
more exciting

Football is 
more profitable

Baseball 
assisted race 

relations

Baseball has 
more games in 

a season

Baseball is 
America’s 

national sport

Once students are familiar with the process, they can create more elaborate and 
detailed maps. They can outline a debate so that they can visualize their team’s case 
and remind themselves of each member’s role and responsibilities (see Figure 6) Stu-
dent debaters can then use a map to prepare their speeches in more detail, setting 
out their arguments and connecting claims and evidence (see Figure 7, also provided 
in Appendix 20). These maps also serve as a quick review before a debater presents 
her speech. 
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Figure 6—Template of a Team’s Debate Map

List possible 
questions to other 

team here:

UÊList 1–2

Provide some 
counterarguments to 
team’s position here:

UÊList 1–2

Proposition: List agreed topic of debate here

Team Position: PRO/CON

List team members’ names here
Introduction (Speaker Name): 

UÊ Grab attention/make audience 
interested

UÊ State position/thesis
UÊ Define term(s)
UÊ Introduce team and explain who will 

do what
UÊ Restate position/thesis

Conclusion (Speaker Name):

UÊ Restate position/thesis and briefly list main arguments
UÊ Address best counter argument and explain why unconvincing
UÊ Close debate by leaving audience with something to think about

Main Body (Speakers Names):

Argument 1
UÊ Provide argument/example 
UÊ Include source (last name, year) 

Argument 2
UÊ Provide argument/example 
UÊ Include source (last name, year) 

Argument 3
UÊ Provide argument/example 
UÊ Include source (last name, year)

Did you predict the best 
argument or do you need 

to address another?

Can you build opposing 
team’s answers into your 

conclusion?

Leads to
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Figure 7—Main Elements of a Speech

Proposition: List agreed topic of debate here

Team Position: PRO/CON

List speaker’s name here

List Part of Argument Here: 

(INTRO/MAIN BODY/CONCLUSION)

Includes 4-5 main parts 
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Provides cited evidence 
Explains and/or justifies example

Provides cited evidence
Explains and/or justifies example

Re-states main ideas 
Transitions to next argument or section
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4.3 Debates and Dialogue

As we have discussed, D3 puts greater emphasis on the potential for debate to facilitate 
dialogue and promote learning rather than on some of debate’s traditional compet-
itive characteristics. It seeks to harness the many bene!ts of student debate in the 
classroom and provide an example of and experience with a deliberative process. D3 
is designed to encourage participants and audience members to carefully consider 
different arguments before asserting a position on the topic. Students often become 
excited about the dramatic possibilities of debate events and the potential to command 
the attention of a room. They will naturally engage in competitive and sometimes 
boastful banter. Some of this is normal, but instructors should be wary. The goal of 
D3 is to showcase how debate can help clarify thought and help individuals come to 
considered conclusions rather than debate being the competitive demonstration of 
research, organization, and communication skills. 

Instructors can assist by providing the principles of D3 (Appendix 15) and reminding 
the class that the goal is to expand perspectives and consider new arguments. Instruc-
tors should facilitate their classes’ moving from the debate to further discussions with 
others—and sometimes further debates. These discussions and considerations should 
be encouraged. Instructors also should be clear that while student performance will be 
assessed by teachers and the class itself, D3 works best when debaters recognize their 
role as attempting to provide and provoke more in-depth and considered discussion 
among the audience. The focus is de!nitely not on which team “wins.” 

Pre-Debate Planning

Like other models of debate, D3 requires teams to conduct research, analyze sources, 
evaluate and organize arguments, and consider how their arguments and position 
should be delivered. Central to D3 is the assumption that debates must be based on 
quality sources. While some models of debate focus more on the credibility of sources 
than others, D3 requires that all arguments be based on credible academic sources, 
properly cited, and integrated into speeches. Focusing on sources and citations can 
allow instructors to explore concepts such as the difference between primary and 
secondary sources, the process of peer review, and the problems with plagiarism. 

Once good sources are identi!ed and summarized, students can turn their attention 
to how different arguments might be organized into a coherent team position on a 
topic of interest. Diagrams and maps can assist individual students and teams to out-
line and organize their arguments (!rst separately and then together) to attempt to 
tailor arguments for maximum impact. One approach we have used is to encourage 
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students to think about the differences and relative strengths and weaknesses of three 
kinds of arguments as presented in Figure 8. 

These include: 

1. Arguments of fact, which can be empirically proved or disproved 

2. Arguments of value, which are based on a moral or ethical claim

3. Arguments of policy, which advance a speci!c and logically connected proposal

Figure 8: Connecting Arguments of Fact, Value, and Policy

Strong  
Arguments

Empirical statements that can be 
proven/disprovenFact

Moral/ethical statements that 
resonate with your audienceValue

Pragmatic solutions to problems 
based on established facts and 
rooted in moral/ethical views

Policy

make 
claims 

of
are

are

are

Teams also develop possible questions to pose to the opposing team, try to predict 
counterarguments, and consider how these might be addressed. 

As discussed above, a unique feature of D3 is the use of visual maps to supplement 
the written debate outline document. Diagrams, maps of team positions, and indi-
vidual student speeches serve as useful visual aids. Instructors should require that 
these documents include the sources used, visually demonstrate the logic of their 
arguments, and provide interesting examples, questions for the other side, or possi-
ble replies to predicted questions. Instructors should allow time for the class to do 
group work, and require these outline documents before debates begin. 
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As instructors review the outline documents provided by each team, it can be use-
ful to quiz debate participants on who is doing which part of the debate and what 
arguments, evidence, and examples they will use in the class before the debate. Make 
sure everyone is on the same page, has practiced their speech, and is prepared. It is 
normal for some students to be nervous. Remind these students that genuine effort 
will be noted and that, as long as they have tried to connect credible evidence into a 
logical argument, they will be !ne. Sometimes success is simply a matter of confront-
ing situations that make us nervous. Provide each team 15 minutes at the beginning 
of the debate class to !nalize their strategy (Appendix 19). This strategy should be 
followed in individual speeches (Appendix 20). Instructors can assist students by 
encouraging them to develop versions of the same map—one should be handed 
in and one can be used by the student himself during the debate if they wish. The 
instructor can use the submitted maps to assess student learning and quickly offer 
suggestions and corrections.

D3 Debates

A central aspect of D3 is a commitment by debaters to the principles and values of 
the program. No debate should proceed unless the class has reviewed the roles and 
responsibilities chart (Appendix 21), and debaters have agreed to abide by the values 
and principles listed in Appendix 15. D3 uses a three-part structure—introduction, 
main body, and conclusion—designed to focus the debate squarely on the arguments 
for each position, their presentation, and their communication. In the introduction, 
teams !rst focus on grabbing the audience’s attention, de!ning their terms, and set-
ting forth the approach they will use to make their case. In the main body of the 
debate, each team then presents evidence and examples based on their stated position 
and answers questions in a manner consistent with their research and their position. 

In the conclusion, the team’s main argument is brie"y restated and their case summa-
rized. Whoever is delivering the conclusion must also acknowledge the best argument 
on the other side. Instructors can assist by suggesting language like: “Our friends have 
made several useful points. Perhaps their strongest argument is . . . ” Once acknowl-
edged, problems or limitations with that argument should be discussed. The team 
should conclude their part of the debate with a clear and concise statement about 
why their team’s argument/solution should be chosen. Students should be provided 
with the main roles and responsibilities of each section long before the debate to 
allow them time to properly prepare (see Table 3, also provided in Appendix 18). 
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Table 3—D3 Debate Format

Section Roles and Responsibilities 

Introduction (Pro) 
(2–3 Mins) 

t� De!ne the topic

t� Present the PRO team’s position

t� Outline brie"y what the team will talk about

Introduction (Con) 
(2–3 Mins)

t� Accept or offer alternative de!nition

t� Present the CON team’s position

t� Outline brie"y what the team will present

Main Body (Pro) 
(5–7 Mins)

t� Reaf!rm the PRO team’s position

t� Provide evidence/arguments/examples that support 
team’s position

t� Usually 2–3 separate points are made here

Main Body (Con) 
(5–7 Mins)

t� Reaf!rm the CON team’s position

t� Provide evidence/arguments/examples that support 
team’s position

t� Usually 2–3 separate points are made here

Questions  
(5–7 minutes)

t� PRO asks CON 1 question

t� CON asks PRO 1 question

t� Chair selects 1–2 audience questions per team

Conclusion (Pro)  
(3–4 Mins) 

t� Restate position

t� Present a summary of case

t� Acknowledge and answer best counterargument

t� Conclude case for their team



Debate and Dialogue in Correctional Settings26 |

Conclusion (Con)  
(3–4 Mins)

t� Restate position

t� Present a summary of case

t� Acknowledge and answer best counterargument

t� Conclude case for their team 

D3 emphasizes constructing arguments rather than destroying them. For example, 
after the Pro team makes their 2–3 best arguments in favor of the proposition, Con 
offers their 2–3 best arguments against the proposition. In a traditional debate, the 
Con team would focus not on building an alternate case but, instead, on trying to 
show why one element of the Pro case is confused or incorrect. This can lead to an 
unproductive back-and-forth that can easily lead one or both debate teams to violate 
the core principles outlined in Section 1. By asking each team to present their best 
possible case and using the question-and-answer period to identify possible prob-
lems with each position, D3 forces participants to analyze the issue !rst and present 
the best possible case before critiquing their opponents.

D3 also stresses respectful dialogue. By requiring each team to acknowledge and 
answer their opponent’s best argument, D3 ensures that all debaters explicitly rec-
ognize the strengths of each team’s case. This is valuable to debaters because the 
process of thinking through counterarguments requires that debate teams begin to 
consider not only the strengths of their own case but also the possible objections or 
counterarguments the other side might make. Thus, D3 involves deep introspection. 
As students’ exposure to debate principles and activities grows, so, too, does their 
appreciation of the complexity of many issues. Students can be exposed to ideas they 
have never thought about and are required through D3 to acknowledge positions 
with which they may not personally agree. This aspect of D3 is also valuable for the 
debate audience. When teams fail, forget, or refuse to acknowledge counterevidence, 
the audience may conclude that a team has not properly prepared and/or adhered to 
the model’s core principles. This may be a factor in their vote. 

D3 Post-Debate Dialogue

While students often consider the debate as the main attraction and the culmination 
of their efforts, instructors may view the post-debate dialogue as equally or even more 
important. Post-debate dialogue is another unique feature of D3 and offers a useful 



| 274.0: Understanding D3 

means for students to review the arguments made, evaluate their own opinions, and 
consider the complexity associated with different perspectives. 

Following the debate and before announcing the winner, the audience should show 
their appreciation for the debaters’ effort by clapping. Students can then vote by 
secret ballot to determine which side won the debate; writing “Pro” or “Con” on a 
small slip of paper should suf!ce. Students may vote for the team they personally 
agree with or for the team they thought had the best arguments. In either case the 
instructor should urge them to consider why they are voting the way they are. The 
instructor should vote if there is an even number of audience members. 

As the ballots are being collected and tallied, the instructor should debrief with the 
class. They may ask general questions such as:

t� What was the best argument made by each side in the debate? 

t� What was the best answer to a question? 

t� Did people vote based on their personal opinion or on how well each team pre-
sented their side of the debate? 

t� Would students have changed their vote if they had voted for best arguments, 
instead of the side they personally agreed with?[/bp] 

Properly facilitated, post-debate dialogue gives the class as a whole the opportunity 
to re"ect on what they heard from debaters and what they have learned from others 
and themselves. By re"ecting on how they approached their own personal deci-
sion-making process, students are invited to consider if, how, and/or why they may 
have changed their position or perspective. It also showcases in a very practical way 
how respectful debate can promote and lead to more and more in-depth dialogue 
on speci!c topics.

Participation, Assessment, and How to Grade Debates 

An additional strength of D3 is the explicit focus on participation by the entire class. 
Whether students help select topics, assist with research, present speeches as part 
of the formal debate, or simply participate as an audience member, they all have an 
important role. One approach we have used is inviting GED classes to participate 
as the audience for AA debates. This can be challenging for AA students, who must 
adjust their communication of arguments to reach students at the beginning of their 
academic careers. It also exposes GED students to the more in-depth arguments that 
are a typical feature of AA coursework. Mixing classes in this way may offer students 
and staff a glimpse of their shared purpose and can assist in building bridges between 
and among instructors and students alike. Table 4 (also provided as Appendix 21) 



Debate and Dialogue in Correctional Settings28 |

sets out key roles and responsibilities for those who participate, whether as a Chair 
or Moderator, Debater, or Audience Member. 

Table 4—Roles and Responsibilities

Chairs Debaters Audience

Collect outline 
documents

Prepare arguments and connect 
individual speeches to tell a 
story

Keep an open mind

Review time for 
speeches

Draft outline documents Write down best arguments

Manage debate Prepare/Predict possible 
questions

Prepare short/clear questions

Collect and ask 
audience questions

Deliver 2-minute speeches Watch to ensure each 
team debates respectfully 
and acknowledges 
counterarguments 

Tally votes Stay respectful at all times and 
answer ALL questions honestly

Vote on debate winner, 
respond to questions, engage 
in classroom dialogue

D3 has also been developed with a speci!c view of assessment. Traditionally, judges 
determine debate winners, D3, in contrast, has the audience decide the winner by a 
secret ballot vote. However, D3 acknowledges that for certain issues and among certain 
audiences, some teams may have an advantage. Thus, while the class determines the 
winning team, victory is less important than the quality of the arguments presented. 
This may be at odds with more competitive formats that focus on “winners” and 
“losers.” It is, however, in line with our view that debate can be used as a vehicle to 
allow the class to evaluate academic sources, consider the arguments presented, and 
re"ect on the role of their own preconceived notions. An example may be useful here. 

We have had classes that debate whether the criminal justice system should focus 
more on punishment or on rehabilitation. In a prison environment, the team argu-
ing in favor of rehabilitation has a built-in advantage even before the presentation 
of the !rst argument. D3 allows for the possibility that while the team that argues for 
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punishment can “lose the debate,” they may present better arguments. As a result, 
they may receive higher scores on the debate assessment completed by the instructor 
than the “winning” team that got more audience votes. This approach can lead to 
in-class discussions about the difference between “winning” a debate (vote) and pre-
senting the best possible case for one’s position—and why these might not always be 
the same. Another key element is the extent to which debaters remained respectful 
throughout the debate. Instructors must be aware that when the principles of D3 are 
compromised, the pedagogical value of the model is signi!cantly reduced.  

Instructors should consider which elements they want to focus on before assessing 
and/or grading student performance. The speci!c elements should be provided to stu-
dents before the debate. While the audience votes for the team they thought “won,” 
the debate, instructors should focus on the quality of work, the questions asked of 
the other side, and the answers each team provided to such questions. Instructors 
might also consider verbal and non-verbal skills (see Appendixes 22 & 23) as well as 
other elements outlined in the assessment tool provided in Appendix 24. 



5.0: FIVE STEPS TO INTEGRATE DEBATE INTO 
THE CLASSROOM

As described in Section 4, D3 involves a new debate format that instructors can use 
to teach and reinforce a variety of skills associated with debate. This approach is, 
however, more than simply a revised debate format. In this section, we present how 
debate can be introduced to different classes based on a !ve-step process and used 
alongside common correctional education programming from Adult Basic Education 
to General Education Diploma and Associate of Arts curricula. To mirror the varied 
levels of educational experience common in one correctional classroom, we present 
!ve steps that have been structured and developed for different learners. We suggest 
that you start all students at the !rst step to allow them to get comfortable with using 
diagrams to brainstorm, create Pro/Con tables, and clearly articulate a position. Table 
5 provides an overview of our step-by-step approach. 

Table 5—A Five-Level Approach to Integrate Debate into the Classroom 

Step Level Activity Instructor Role Output

1 Beginner  
(ABE 1)

Using Idea Maps 
to brainstorm 
topics

Instructor leads 
initial discussion

1 collective map by 
instructor 

1 personal map by 
student

2 Beginner  
(ABE 2)

From 
brainstorming to 
Pro/Con tables

Instructor assists 
construction of 
tables/maps 

1 table per student

1 position map per 
student

3 Intermediate 
(GED 1)

Understanding 
maps, critical 
re"ection, and 
education plans

Instructor Assists 
students to 
complete map, 
table, and plan

In (3–4) small groups 
output is 1 table per 
group

1 barriers/solution 
table per student

1 education plan per 
student 
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4 Intermediate 
(GED 2)

Organize, draft, 
revise and !nalize 
5-paragraph 
essays

Instructor provides 
feedback and 
organizes student 
peer review 

Based on one-on-
one meetings each 
student develops an 
essay

Each student peer 
reviews another’s 
essay 

5 Advanced 
(AA)

Debate and 
dialogue

Instructor facilitates 
student debate

Whole class 
participates in D3 
debate 

We believe debate activities may have the greatest impact in the ABE/GED classroom. 
A number of skills associated with debate can be applied to existing ABE/GED course-
work in steps one through four. Students can use idea maps to brainstorm issues, 
using Pro/Con tables to organize arguments, develop education plans, and use skills 
acquired together to construct a !ve-paragraph GED essay. In the full debate model, 
outlined in Step 5, these skills are integrated to research, conduct, and re"ect on a 
class debate. We suggest that students be introduced to D3 gradually and in a manner 
consistent with their educational level and abilities. When introduced deliberately, 
debate activities can allow beginner-level students to feel comfortable expressing and 
expanding their opinions and help them to begin to think about issues employing 
the Pro/Con format. What follows are step-by-step procedures for introducing debate 
into the correctional classroom.

5.1 Step 1—Using Idea Maps to Brainstorm Topics (ABE 1)

Goals for students: 

t� Students are introduced to brainstorming in a positive environment that fosters 
active listening within the classroom 

t� Students can make a map based on the provided instructions

t� Students are introduced to Pro/Con mapping in a way that values all 
suggestions
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Materials: 

Appendix 1: Making a Map

Appendix 2: Pro/Con Map

The main goal of Step 1 is for students to learn to make idea maps to brainstorm top-
ics. This requires the instructor to support open brainstorming and support students 
in identifying various unique ideas and making connections between them instead of 
trying to rank or limit them. At this stage, all (or most) ideas are acceptable. Encour-
age students to make a map of their preferences, focused on their likes and dislikes 
using the process in Table 6 and based on the examples provided in Appendix 1.

Table 6—Making Visual Maps in Five Steps

Step Description

1 Make a list of six-to-eight (6–8) concepts related to a topic of interest

2 Starting in the middle of the page, write the name of the topic and draw 
two lines outward (one to the left and one to the right) 

3 At the end of the lines, use two concepts to show two different perspectives 
on the topic

4 Now connect the remaining concepts from your list to the two perspectives 
to show how each is or is not related

5 Review your map and show it to another student or the instructor. Does he 
understand what your map represents?

For example, students could be asked to make a map of things they like and things 
they dislike (see, for example, Figure 9). 
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Figure 9—Mapping Likes and Dislikes

Likes Dislikes

ME

Learning about 
new thingsFamily Sports Lack of 

freedomDisrespect Brussels 
sprouts

Instructors can make a list of the broad of common likes and dislikes identi!ed by 
students. They can then make a collaborative class map by voting on which of the 
common likes/dislikes on the board are the most pervasive. Another activity might 
include having students exchange their maps and the make a second map comparing 
and contrasting their maps with their partner’s. Instructors must be alert for inappro-
priate verbal expression and work to ensure that students listen to one another and 
refrain from possible disruptive, disrespectful, or thoughtless remarks. 

As students become more comfortable mapping their ideas, instructors can explore 
how to use maps to present Pro/Con positions. Utilizing Appendix 2: Pro/Con Map, 
students should choose topics to map. These will vary and might include a sport or 
team, an issue in the news, or something more personal such as the bene!t of get-
ting an education. 

Instructors must be sure to assist students in choosing a topic and also work to ensure 
that students do not feel that their ideas are weak or uninteresting. Students should 
be reminded that the goal, as such, isn’t to choose a compelling topic, but, rather, 
acquiring the skills to brainstorm, organize, and map their ideas. At this stage, stu-
dent choice of topic should be prioritized and all ideas placed on the Pro/Con map. 
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The map Is Football a Better Sport than Baseball?, which we introduced in Section 
4, serves as a useful example to share as students begin to select their own topics. 

Figure 10—Is Football a Better Sport than baseball?

TOPIC: 

Football is a Better Sport 
Than Baseball

PRO CON

Football 
requires more 

teamwork

 Football is 
more exciting

Football is 
more profitable

Baseball 
assisted race 

relations

Baseball has 
more games in 

a season

Baseball is 
America’s 

national sport

The next step involves supporting students in developing Pro/Con maps based on 
topics provided by the instructor. Initially, in response to the question, “Should seat-
belt laws be enforced?” students might argue that seatbelts save lives, but counter 
that seatbelts may endanger a driver if she were entangled by her seat belt in an acci-
dent. Both points would be valid and should be placed on the appropriate side of 
the Pro/Con map. Soon, students can add other, more sophisticated arguments (see 
Figure 11). Students can follow along as ideas are placed in Pro or Con sides of the 
argument and offer their opinions. 
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Figure 11—Mapping “Should Seatbelt Laws Be Enforced?

TOPIC: 

Should Seatbelt Laws  
Be Enforced?

PRO CON

Fines provide 
money for cash 
strapped states

They reduce 
injuries They save lives

People won’t 
use them even 

if laws exist

Government 
controls too 

much

People should 
make their own 

decisions

5.2 Step 2—From Brainstorming to Pro/Con Tables (ABE 2)

Goals for students: 

t� Students develop Pro/Con tables based on Pro/Con maps 

t� Students take a position based on a Pro/Con table and express why one side of 
the table is stronger than the other

t� Students begin to weigh and balance different arguments and perspectives 
before arriving at their position

Materials: 

Appendix 2: Pro/Con Map

Appendix 3: Pro/Con Table

Appendix 4: Mapping Your Position
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The main goal of Step 2 is for students to learn to make Pro/Con tables based on Pro/
Con maps introduced in Step 1. Using these tables is a simple way to organize and 
group the Pro/Con ideas developed in an idea map. When creating a Pro/Con table, 
students focus on providing the opposite of each argument. If a student mentions a 
speci!c argument in support of an issue, he or she must offer a counter argument. 
For example, if the issue were whether television is good for children, a “Pro” might 
be that it provides educational programs, whereas the “Con” would be that TV con-
tains too much violence. Table 7 provides an example. 

Table 7—Pro/Con Table: Television Is Good for Children

ISSUE: IS TELEVISION GOOD FOR CHILDREN?

Pro Con

TV is educational TV contains too much violence

Kids can learn letters, numbers, 
language

Kids learn that violence solves problems

Helps stimulate imagination, creativity Desensitizes kids through visual input 
with little context

Can involve parents TV used as a babysitter

Features history, geography, science Focus on entertainment programs, not 
learning

Examples: Programs like Sesame Street, 
Dora, National Geographic, Nova, 
Discovery can assist learning 

Examples: Programs like Beavis & 
Butthead, Simpsons, South Park are 
inappropriate for younger viewers

Once students have created their tables, they can use Appendix 4: Mapping Your Posi-
tion to outline their personal position on a topic. Using the TV example in Table 7, 
students can make a map that begins with the topic, lists their position, and connects 
three arguments starting with the strongest. Figure 12 (also provided in Appendix 4) 
shows how a position could be mapped. Have students use the box numbered 1 for 
the strongest argument; 2 for the second; and 3 for the third strongest. The ability 
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to assess arguments is a valuable skill that will assist students as they develop criti-
cal thinking skills. 

Figure 12—Mapping Your Position

TOPIC: 

MY POSITION IS: 

PRO CON

2.1. 3. 2.1. 3.
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5.3 Step 3—Maps, Critical Reflection, and Education Plan

Goals for students: 

t� Students use maps to brainstorm, organize ideas, and visually present argu-
ments by reviewing steps 1 and 2

t� Students can critically re"ect on their past education, identify present barriers, 
and devise strategies for future educational achievement

t� Students are introduced to !ve-paragraph essay model and develop a personal-
ized education plan

Materials: 

Appendix 1: Making a Map

Appendix 2: Pro/Con Map

Appendix 3: Pro/Con Table

Appendix 4: Mapping Your Position

Appendix 5: Mapping Education and Learning Skills

Appendix 6: Barriers and Solutions Table

Appendix 7: 5-Paragraph Personal Education Plan

Appendix 8: The GED 5-Paragraph Essay 

Appendix 9: 5-Paragraph Essays—Section-by-Section

The main goal of Step 3 is to ensure that students understand mapping and dia-
grams and their use to brainstorm, organize ideas, and visually present arguments. 
As some students may test into a GED class without being exposed to the ABE exer-
cises described in Steps 1 and 2, instructors should use the exercises in Appendixes 
1–4 to ensure that all new students can make a map, identify differing perspectives, 
and articulate why they view one set of arguments as more convincing. In addition 
to these core skills, Step 3 requires students to engage in more critical re"ection. One 
approach is for instructors to advise students to re"ect on their educational experi-
ence to date using Appendix 5: Mapping Education and Learning Skills. In mapping 
their educational histories, students should include other kinds of education, such as 
trades or computer skills, or past experiences that they feel have helped them learn 
something valuable. 

Students who complete this visual exercise30 about their own history can then engage 
in critical re"ection by using Table 8 (also provided as Appendix 6). Based on their 
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maps, students should identify past or present barriers to educational achievement 
and ways (solutions) to overcome such barriers. This table should include one col-
umn for Barriers, one column for Solutions, and should focus on ways to overcome 
these barriers. Once these are created, instructors can have students make a new map 
of their educational strategy based on their personal Barriers and Solutions table.

Table 8—Identifying Barriers and Finding Solutions Based on

Educational History

Barrier Solution

Don’t like to read Find books I actually like 

Can’t remember concepts Make more maps 

Instructors can share the maps and tables of other students as appropriate and with 
permission. Instructors may use common barriers and solutions identi!ed by students 
to develop a class code of conduct that all can agree on. These rules and responsi-
bilities can guide instructor-student interactions. Instructors can assist by sharing 
their expectations with their students and, at the end of the semester, have students 
re"ect on their success and the challenges they faced in overcoming the obstacles 
they had identi!ed. 

Maps and plans can also be used to assist students constructing a !ve-paragraph edu-
cation plan. These should be designed and developed based on discussions with the 
instructor. Once students can re"ect on their past educational experiences and iden-
tify possible barriers to and solutions for future success, instructors can encourage 
them to develop a personal education plan using Table 9 (also provided as Appendix 
7). Using the table, students can transfer ideas that emerged from the education his-
tory map (Appendix 5) and Barriers and Solutions table (Appendix 6) into personal 
statements of educational intent. This activity also serves to introduce students to 
the !ve-paragraph format. Bulleted outlines can be used for early drafts. These out-
lines can be developed into full sentences as each student progresses.
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Table 9—Structure for 5-Paragraph Education Plan

Paragraph 
Structure

Contains Statements that Examples

Introductory 
Paragraph

t� Explain why education is 
important to the student

t� Prove to myself I can succeed; 
get a better job; go to college

t� Provide past education 
challenges 

t� Dif!cult home life; drug use; 
gang activity; just not ready

t� State a personal education 
goal 

t� Complete GED; read (and 
understand) textbooks

First Body 
Paragraph

t� Outline one strategy to 
achieve goal

t� Develop education plan 
based on my strengths and 
weaknesses

t� Provide examples or related 
ideas 

t� Strength: like to read

t� Weakness: writing skills

Second Body 
Paragraph

t� Outline second strategy to 
achieve goal

t� Set aside time every night to 
work on my assignments

t� Provide examples or related 
ideas

t� Need to !nd time between 
job and program

Third Body 
Paragraph

t� Provide biggest past education 
barrier or challenge 

t� Friends don’t take education 
seriously

t� Worried my writing skills are 
not good enough

t� Provide possible solution to 
this barrier

t� Find new people to work with 
who want to succeed

t� Find a writing guide or 
resource to help me improve

Concluding 
Paragraph

t� Restate personal education 
goal

t� Discuss strategies to attain 
goal and overcome barriers

t� Complete GED; read (and 
understand) textbooks

t� Develop plan, set aside 
time every night, !nd more 
motivated friends, read 
writing guide and complete 
exercises
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5.4 Step 4—Organize, Revise, and Finalize Argumentative Essays 
(GED 2)

Goals for students: 

t� Students draft a !ve-paragraph essay based on a topic identi!ed in class 
materials

t� Students accept suggestions and constructive criticism from instructors and 
revise their drafts to address instructor comments

t� Students show their work to other students, explain the process they used to 
create their essay, and !nalize their essay based on comments

Materials: 

Appendix 4: Mapping Your Position

Appendix 8: The GED 5-Paragraph Essay

Appendix 9: 5-Paragraph Essays—Section-by-Section

Appendix 10: Exploring Essay Topics Using Pro/Con Tables

Appendix 11: Drafting Essay Topics Using Maps

Appendix 12: GED Essay Grading Rubric

The main goal of Step 4 is for students to learn how to draft and outline a !ve-para-
graph essay. This requires several steps. Instructors can assist progression by reminding 
students that writing essays involves !rst organizing their arguments. A number of 
revisions may be necessary to ensure they are making good and clear arguments. 

Instructors should !rst introduce the !ve-paragraph essay by comparing it to the 
!ve-paragraph personal education plan students completed in Step 3. In a !ve-para-
graph essay, each section has a speci!c goal. Consulting Appendix 8: Lesson Plan: 
The 5-Paragraph Essay, instructors may use any resource that provides essay topic 
examples. To assist instructors, we have compiled some examples from existing GED 
coursework in Appendix 10: Exploring Essay Topics Using Pro/Con Tables and in 
Appendix 11: Drafting Essays Using Maps. For each topic, students should be encour-
aged to brainstorm, map arguments, create Pro/Con tables, and develop position maps. 

Once these have been created, the information from the Pro/Con tables can be used 
to develop a !ve-paragraph essay. Instructors can provide Appendix 9: 5-Paragraph 
Essay—Section-by-Section to help students understand how each of the !ve sections 
advances an argument. Table 10 provides the structure for a !ve-paragraph essay and 
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includes an example that instructors may employ to assist students in drafting their 
essays.

Table 10—Structure of a 5-Paragraph Essay

Paragraph Structure Assists Reader by

Introductory 
Paragraph

t� Introducing topic and explaining why it is of interest

t� Outlining a debate about a topic

t� Providing a short, clear thesis statement

First Body  
Paragraph

t� Providing a topic sentence on best point FOR thesis

t� Explaining the support for above statement

Second Body 
Paragraph

t� Providing a topic sentence on second best point FOR thesis

t� Explaining support for above statement

Third Body 
Paragraph

t� Providing a topic sentence on best point AGAINST thesis

t� Explaining support for above statement

Concluding 
Paragraph

t� Restating thesis

t� Discussing why one side of debate is stronger

t� Finishing the essay

Once students have drafted a !ve-paragraph essay based on the above structure, 
instructors should use Appendix 12: GED Essay Grading Rubric to assess this !rst 
draft. At this stage, it is essential to remind students that essays need to go through 
multiple revisions. As the authors of this book will attest, revision can be frustrating 
but almost always improves the work. Instructors should remind students that revis-
ing is an essential and necessary part of writing a concise and clear essay. Learning to 
accept constructive criticism (whether students agree with it or not) is an important 
part of secondary and post-secondary education. 

Another approach to teaching the !ve-paragraph essay is to use existing curricula 
to identify two competing positions or ways of seeing a problem or issue. This may 
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be appropriate for GED classes—using on materials already available. For example, 
in social studies, civics, literature, and economics, this approach might focus on 
debates like: 

t� President Abraham Lincoln was more in"uential than President Franklin Del-
ano Roosevelt.

t� Creationism should be taught in school alongside evolution.

t� Capitalism can better protect American jobs than socialism.

Once a topic has been selected, students can work together as a class to identify argu-
ments, evidence, and examples on either side of the debate. Instructors can group 
common ideas together and have the class vote on which two or three arguments 
are the strongest for each side. Students can make their own map of the debate using 
Appendix 4: Mapping Your Position. Instructors can ask questions like: 

t� What would those who accept one view of the debate need to argue to be 
convincing? 

t� What would those who do not accept the !rst view need to argue to be 
convincing? 

Once this exercise is complete, instructors can adapt Appendix 8: The GED 5-Para-
graph Essay and encourage students to draft an essay. Whatever approach is used, 
instructors should be sure to provide the template outlined Appendix 9: 5-Paragraph 
Essays—Section-by-Section so students begin to understand what each paragraph of 
the essay should contain.

The !nal element in Step 4 is the peer review process. Once an essay has been drafted, 
students should be organized in pairs. Each should show his work to his partner and 
explain the process used to create the essay. Students read their partner’s essay and 
make a map of the main points. Together they should go through both essays and 
review the Appendix 12: GED Essay Grading Rubric. Together, they should consider 
how well each essay matches up with each section of the rubric and write down 
three elements that could be improved. Each student should use the list of suggested 
improvements developed through the peer review to revise and/or !nalize his essay.

Instructors can assist during this step by explaining that new GED requirements call 
for students to demonstrate critical re"ection in their essays. Thus, in paragraph 3, 
each student should be able to provide counterevidence and explain why it challenges 
the thesis statement developed in the introductory paragraph. This is another good 
opportunity for instructors to remind students that essay writing takes practice. They 
can encourage students by reminding them that they will draft, revise, and redraft 
their essays multiple times. 
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As students grow more con!dent in their ability to write !ve-paragraph essays, instruc-
tors can challenge them by asking them to use their Pro/Con table to argue the 
position opposite from the one they presented in their initial essay. This can be 
challenging and invigorating for students preparing for their GED tests. As students 
never know what essay topic they will need to write on, this kind of practice may 
prove to be invaluable. Instructors should review drafted essays multiple times and 
provide feedback where needed. Feedback may include comments about how well 
student essays match the provided structure, whether the spelling is correct, and to 
what extent ideas are communicated effectively. 

In general, we believe the use of debate principles within the GED classroom can be 
useful if instructors carefully review the materials they currently use. In our experi-
ence, much of the existing GED coursework can be reframed to make the most of the 
debate activities provided in this book. By exploring the Pros and Cons associated with 
various issues and topics, instructors can encourage students to read additional mate-
rial and construct the best arguments for and against various propositions, including 
current controversies discussed on television, in newspapers, and magazines. Provided 
the materials are accessible for this population, debates among scholars and other 
experts can assist those ready to move on to more challenging coursework. 

5.5 Step 5—Diagrammatic, Debate, and Dialogue (AA)

Goals for students: 

t� Students demonstrate an understanding of Steps 1–4 and use maps to brain-
storm, organize ideas, and visually present arguments, evidence, and 
counterevidence

t� Students can draft an 8–10 page argument essay using skills acquired though 
writing a number of !ve-paragraph essays

t� Students can engage in full D3 debate, including organizing and communicating 
material, drafting speeches, and articulating which side of the debate they !nd 
more convincing, while acknowledging compelling counterevidence

 

Materials: 

Appendix 5: Mapping Education and Learning Skills

Appendix 6: Barriers and Solutions Table
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Appendix 14: Organizing a 5-Section Essay

Appendix 15: Principles of D3 

Appendix 16: Lesson Plan: Future of Higher Education Debate

Appendix 17: Materials: Future of Higher Education

Appendix 18: Debate and Dialogue Outline

Appendix 19: Mapping a Strategy

Appendix 20: Mapping a Speech

Appendix 21: Roles and Responsibilities

Appendix 22: Advanced Skills—Verbal

Appendix 23: Advanced Skills—Non-Verbal

Appendix 24: Assessing Debaters

The main goal of Step 5 is for students to use skills previously acquired in steps 1–4. 
These include transitioning from writing shorter !ve-paragraph essays to writing 
longer 8–10 page argument essays, participating in a D3 debate, and critically re"ect-
ing on the arguments during the post-debate dialogue sessions. An essential skill is 
remaining respectful even during a vigorous debate. 

One way to begin is to review previously acquired skills and revisit activities under-
taken in Step 3. Students can make a map of their education history and re"ect on their 
educational experience to date using Appendix 5: Mapping Education and Learning 
Skills. Students who completed this activity in Step 3 can compare their previous map 
with their current map and consider how they are the same and different. For students 
who have not been through steps 1–4, creating an education history (Appendix 5), 
identifying past barriers and solutions (Appendix 6), and a !ve-paragraph personal 
education plan (Appendix 7) can assist them in understanding past successes and 
challenges and their aspirations for the future. These maps may be shared with the 
class, while instructors can encourage students to use them to present their best and 
worst education experiences. These re"ections can be used to suggest strategies based 
on past experience that can help them succeed in the AA classroom. 

Another way to apply debate skills is to show students how the outline for a !ve-para-
graph essay introduced in Step 4 can be applied to a !ve-section college argument 
essay. In Table 11, the elements of Table 10 are reproduced and repurposed to meet 
the expectations of the college classroom. The main difference is that each section 
of the argument essay should be a mini !ve-paragraph essay. While not each section 
will always contain exactly !ve paragraphs, by focusing on how the requirements 
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in each section mirror the approach previously introduced, students can transition 
from !ve-paragraph GED essays to !ve-section college essays. Appendix 14: Orga-
nizing a 5-Section Essay provides a useful handout for students learning to develop 
!ve-section essays.

Table 11—From 5-Paragraph Essay to 5-Section Argument Essay

5-Paragraph  
Structure

5-Section Essay
Structure

Assists Reader by

Introductory 
Paragraph

Introduction and 
Thesis Statement

t� Introducing topic and explaining why 
it is of interest

t� Outlining a debate about a topic

t� Providing a short, clear thesis 
statement

First Body  
Paragraph

Second Body 
Paragraph

Evidence

t� Providing a topic sentence on best 
point FOR thesis

t� Explaining the support for above 
statement

t� Providing a topic sentence on second 
best point FOR thesis

t� Explaining support for above 
statement

Third Body 
Paragraph Counterevidence

t� Providing a topic sentence on best 
point AGAINST thesis

t� Explaining support for above 
statement

Concluding

Paragraph

Discussion and 
Conclusion

t� Restating thesis

t� Weighing and balancing arguments

t� Discussing why one side of debate is 
stronger 

t� Concluding essay
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D3 debates can be based on speci!c course materials or use additional sources. They 
may be organized in a variety of ways. For example, we have divided the class into 
two equal groups and had them prepare three arguments on each side of a debate. 
We have also divided the class into small groups, usually of four students, and facili-
tated two-on-two debates based on provided materials. The most common approach 
has been to use debates in the place of presentations and have different students each 
week work in teams of two, three, or even !ve to present a formal debate. It is essential 
that D3 be organized around three distinct activities: pre-debate planning; the debate; 
post-debate dialogue. The discussion below should be used alongside Appendix 15: 
Principles of D3, Appendix 16: Lesson Plan: Future of Higher Education Debate, and 
Appendix 17: Materials: Future of Higher Education Debate.

Pre-Debate Planning

Pre-debate planning is essential. This may include group work designed to have debate 
teams identify the best arguments, assign speaking roles, and agree on a strategy for the 
debate. Instructors may pre-select teams in any way they wish. Sometimes assigning 
students to teams based on their known positions is useful, but more often assign-
ing students at random to teams will ensure that at least someone on each team is 
required to argue against his or her own position. 

As students become more comfortable, instructors can assign students to argue posi-
tions that they know the students do not hold. Instructors should do this either after 
they have established rapport with the class or feel con!dent that the individual stu-
dent can handle the assignment. Instructors need to be able to explain why they have 
assigned that student to argue the counter position; it may be useful for instructors to 
refer to our previous discussion on social learning and moral development. In sum, 
D3 challenges students as a part of Associate of Arts (AA) degree coursework. The abil-
ity to convincingly argue against one’s own personal opinion is a way to think about 
the differences between ABE, GED, and AA students. 

We suggest instructors frame the main proposition to be debated as a declarative 
statement. For example: “Juvenile offenders should never be tried as adults” or “rec-
reational marijuana use should be decriminalized and regulated like alcohol.” The 
way questions are framed is important. Everyone must clearly understand that the 
Pro team is arguing in favor of the proposition and that the Con team is arguing 
against the proposition. We also suggest that instructors provide in-class time for 
students to meet, review the D3 outline, draft arguments, map their strategies, and 
prepare and practice their speeches. Materials such as Appendix 18: Debate and Dia-
logue Outline, Appendix 19: Mapping a Strategy, and Appendix 20: Mapping a Speech 
can assist students in preparing and re!ning their arguments. Table 12 can be useful 
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to review the elements of the debate and assign roles to different individuals within 
each debate team.

Table 12—Organizing Student Debaters 

Section Roles and Responsibilities Name(s)

Introduction (Pro) 

(2–3 Mins) 

t� De!ne the topic

t� Present the PRO team’s position

t� Outline brie"y what the team will 
talk about

List name here

Introduction (Con) 

(2–3 Mins)

t� Accept or offer alternative de!nition

t� Present the CON team’s position

t� Outline brie"y what the team will 
talk about

List name here

Main Body (Pro)

(5–7 Mins)

t� Reaf!rm the PRO team’s position

t� Provide evidence/arguments/
examples that support team’s 
position

t� Usually 2–3 separate points are made 

List 2–3 names 
here

Main Body (Con)

(5–7 Mins)

t� Reaf!rm the CON team’s position

t� Provide evidence/arguments/
examples that support team’s 
position

t� Usually 2–3 separate points are made 

List 2–3 names 
here

Questions 

(5–7 Mins)

t� PRO asks CON 1 question

t� CON asks PRO 1 question

t� Chair selects 1–2 audience questions 
per team

List names here
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Conclusion (Pro) 

(3–4 Mins) 

t� Restate position

t� Present a summary of case

t� Acknowledge and answer best 
counterargument

t� Conclude case for the team

List name here

Conclusion (Con) 

(3–4 Mins)

t� Restate position

t� Present a summary of case

t� Acknowledge and answer best 
counterargument

t� Conclude case for the team 

List name here

During the pre-debate planning phase, instructors should periodically check in with 
each team. These check-ins should be used to review each team’s arguments, ensure 
that each team member is contributing more or less equally, and answer questions 
where needed to help clarify the main points of the debate, the proposition, or the 
D3 model. Instructors should ensure that arguments are based on credible sources, 
organized logically, and that they "ow from one to the next. Once each team has 
drafted a general strategy for its position, selected students should be thinking about 
questions to ask the other team, and possible questions the other team may ask. 
Encourage students to develop short, clear questions to avoid rambling statements 
that may address multiple points and cannot be easily answered. 

Questions might try to uncover an inconsistency within the evidence or force the 
team to acknowledge an underlying assumption, possible negative elements of their 
stance, or what might happen if their position were applied in other contexts. Usu-
ally students will prepare questions based on their assumptions about the strongest 
argument the other team will make. This is good, but students may wish to change 
their question if they hear something during the course of the debate that they believe 
should be challenged or explored in more depth. Instructors should encourage this 
sort of "exibility.

Before the debate begins, instructors should ensure that both teams are prepared and 
review student arguments. Instructors can quiz each team separately and ask ques-
tions like: 

t� What is your team’s position? 
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t� What is the strongest argument? 

t� Will your team present it !rst, second, or third? Why? 

t� What do you expect to be the opposing team’s strongest argument? 

t� What questions might you ask the other team? 

t� What questions do you expect them to ask your team? 

If each team cannot answer these questions, more preparation may be needed. When 
both teams can answer these kinds of questions and each team has submitted an out-
line based on Appendix 20: Mapping a Speech, it is time to debate.

The Debate

When students are prepared and each team has turned in an outline, have the debat-
ers bring tables and chairs to the front of the class for the formal debate. It is useful 
to choose someone to be the Chair or Moderator to keep the time and manage audi-
ence questions. The Chair or Moderator should create his or her own speaker’s list 
and review it with each member of each team. The Chair should remind debaters of 
the order of speeches and time limits. The Chair should make sure all students have 
the materials they need and call the room to order and should remind the audience 
of the overall goals: 

t� Present credible information in an organized manner 

t� Debate different ideas that emerge from this information

t� Promote respectful dialogue throughout and acknowledge counterevidence 

It may also be useful to review the role and responsibilities of Debaters, Chairs, and 
the Audience (Table 13, also provided as Appendix 21). 

Table 13—Roles and Responsibilities

Chairs Debaters Audience

Collect outline 
documents

Prepare arguments and 
connect individual speeches 
to tell a story

Keep an open mind

Review time for 
speeches

Draft outline documents Write down best arguments



5.0: Five Steps to Integrate Debate into the Classroom | 51

Manage debate Prepare/Predict possible 
questions

Prepare short/clear questions

Collect and 
ask audience 
questions

Deliver 2-minute speeches Watch to ensure 
each team debates 
respectfully acknowledges 
counterarguments 

Tally votes Stay respectful at all times 
and answer ALL questions 
honestly

Vote on debate winner, 
respond to questions, engage 
in classroom dialogue

The Chair should then restate the proposition to be debated and introduce the teams. 
The class should be encouraged to listen carefully to each position, jot down possible 
questions, and think about who is making the best argument, even if they may not 
personally agree. In the past, we have also encouraged audience members to make a 
map of the arguments they hear. Appendix 4: Mapping Your Position can be a useful 
resource to assist audience members to visualize the main arguments presented and 
choose which side is closer to their own position.

Student debaters usually take their roles seriously and enjoy having the "oor to deliver 
their speeches. In most cases, instructors can leave the facilitation to the Chair, but 
at times they may need to step in to remind debaters of the goals and the time con-
straints or to ensure that they remain respectful. The instructor and Chair may choose 
to modify the format. For example, it might be useful to provide an additional 30 
seconds to opposing teams if they go over their allotted time or vary the number of 
debater and/or audience questions. Once again, as long as the debate follows the gen-
eral structure outlined above and meets D3 goals, "exibility is encouraged. As students 
become more experienced, Appendix 22: Advanced Skills—Verbal, and Appendix 23: 
Advanced Skills—Non-Verbal can assist students in improving their speech, presen-
tation, and comportment. 

Post-Debate Dialogue

Following the debate, members of the audience should show their appreciation for 
the debaters’ effort by cheering or applause. Students then vote by secret ballot to 
determine which side “won” the debate; writing “Pro” or “Con” on a small slip of 
paper should suf!ce. Instructors should vote if the audience is an even number. While 
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the Chair collects the ballots and tallies the vote, instructors should debrief with the 
class, asking questions such as:

t� What was the best argument made by each side in the debate? 

t� What was the best answer to a question? 

t� Did both sides stay respectful and acknowledge counterevidence?

t� Did people vote based on their personal opinion or on how well each team pre-
sented their side of the debate? 

t� Would students have changed their vote if they had voted for best arguments 
instead of the side they personally agreed with?

It is often useful for the instructor to note two elements that each team or each speaker 
performed very well during the debate, and one element that could be improved. 
Such observations might relate to verbal or non-verbal skills, strong arguments, and 
good questions or answers. These can be easily compiled in a student debate assess-
ment form like Appendix 24: Assessing Debaters. 

Instructors should make sure to leave enough time (20–30 minutes) for the post-de-
bate dialogue. Re"ecting on the debate and the decision-making process by students 
can often be as valuable a teaching tool as the debate itself. The debrief period can 
be a useful time to ask debaters and the class what they might change for future 
debates or what they learned from that day’s debate. Focusing on post-debate dia-
logue encourages students to express divergent viewpoints and, more important, it 
allows students to re"ect on what they heard during the debate, why it mattered to 
them, and what it might mean. 



6.0: DEBATE IN CORRECTIONAL SETTINGS: 
QUESTIONS & ANSWERS 

1. How did this program evolve?

D3 emerged from work undertaken in two facilities of the Washington State Depart-
ment of Corrections. It builds on the existing array of educational opportunities 
available to inmates, speci!cally the General Equivalency Diploma (GED) and the 
Associate of Arts (AA) degree from Walla Walla Community College (WWCC). Since 
2010, our work has involved the integration of debate and dialogue into both the AA 
program and GED coursework, the development of a debate club for AA graduates, 
and the expansion of interactions and community outreach with Washington State 
University (WSU). More recently, D3 has been adapted by and used in a number of 
colleges and universities in Washington State and shared with programs around the 
world funded through the Open Society Foundations network. 

2. Can you really debate in prisons?

In our experience, Yes! We have used debate in a variety of classes and with a variety 
of students. Remember that a full debate may not be possible right away. Instead, 
use the !ve-step process outlined in Section 5 to prepare your students for debate. As 
your students develop the skills needed to take and justify a position, begin to chal-
lenge them with higher-level activities. When students can acknowledge multiple 
perspectives and are ready to argue against their personal view, it is time to attempt 
a full debate. In our experience, debates work best when debaters commit in front 
of the class or assembled audience to upholding the values and principles of D3 and 
stay respectful throughout the debate.

3. What is the bene!t of using debate in my classroom?

Using debate has a number of bene!ts, as outlined in Section 3.4. Perhaps the most 
interesting and valuable result is how debate can spur students to take a more active 
role in their own education. By encouraging them to stake out and justify different 
positions on issues, instructors can spur cognitive development. By having to !nd 
credible sources to support positions, students are encouraged to think critically 
about the way in which knowledge is constructed and presented. Finally, by model-
ing pro-social interactions and respectful dialogue, debate helps us demonstrate to 
one another that disagreements need not become disagreeable, angry, or physical. 
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4. Are all topics debatable? 

A very good question. In general, we would say yes. Of course, both sides must 
be based on arguments drawn from credible sources. Provided disagreement exists 
between or among respected scholars or experts, most topics can be debated. We 
have debated contentious subjects like abortion, climate change, punishment and/
or rehabilitation in the criminal justice system, and same-sex marriage. However, 
these more complicated topics are perhaps best left to more advanced students and 
classes. In the short-to-medium term, debates can be built on existing coursework. 
This allows students to develop debate-related skills, while working in areas in which 
they will later be tested. We encourage instructors in college-level classes to keep an 
open mind when determining a topic. Offer students choices and spend some time 
!nding good sources for them to use in their research. These sources will lead to more 
re!ned arguments, but neither students nor instructors need to agree with all argu-
ments presented. As long as the arguments are based on credible sources and made 
respectfully, promoting dialogue on topics of interest can be extremely useful in the 
classroom and beyond.

5. What happens if debates devolve into arguments among students?

Argument is an acceptable part of debate. However, disrespect is not. It is essential 
that instructors share the guiding principles of D3 with their students. One of the 
guiding principles is: Debates ALWAYS employ respectful discourse and disagree-
ment. Personal attacks or insults undermine the value and importance of debates 
and will not be tolerated. However, there is a difference between debates in which 
debaters passionately make their case and the devolution of an argument into the sort 
of heated back-and-forth characteristic of some cable news stations. Some students 
with debate experience or those who are heavy consumers of popular media may 
revert to that behavior. Instructors must discourage it. One approach is to have the 
debaters commit to the values and principles that underlie the model. If the debate 
becomes heated, issue a warning. If the students cannot abide by the principles of the 
D3 model, the debate should be immediately called off. Instructors should carefully 
explain why it was cancelled. Ask for suggestions about how the class can attempt 
another debate in the future. 

6. How have debate activities been used to promote community engagement?

Debate activities have been used in a variety of ways throughout the United States 
and beyond. For example, in 2012, Walla Walla Community College (WWCC) at Coy-
ote Ridge Corrections Center and Washington State University (WSU) held debate 
events in which mixed teams of students from WSU and WWCC graduates from the 
AA degree program worked together. The WSU students were juniors and seniors in 
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good standing in the Department of Criminal Justice and Criminology. The WWCC 
students had earned their degrees while incarcerated and were part of the debate 
club. Students met three times over the semester to: 1) brainstorm the bene!ts and 
challenges of debate and to pick a debate topic; 2) work together to organize the best 
arguments and decide who would play what role within the debate; and 3) partici-
pate in a !ve-on-!ve mixed team debate at the prison for other incarcerated students, 
WSU students, Department of Corrections staff, and interested community members. 
In partnership with the Center for Civic Engagement at WSU, these events explored 
the role of debate in presenting information, exploring different perspectives, and 
promoting dialogue between and among the debaters and the audience. 

7. Where can I get more information about debate?

General Resources

International Debate Education Association  
www.idebate.org 

Walla Walla High School Debate Team Resources 
https://sites.google.com/site/wahispeechanddebateclub/handouts

Washington Debate Coalition 
http://www.washingtondebate.org/

Debate Topics and Links for Resources Appropriate for GED Debates

Lesson Plans and More Resources for Classroom Debates 
http://www.educationworld.com/a_lesson/lesson/lesson304b.shtml

Middle School Debate Resources 
http://www.middleschooldebate.com/topics/topicresearch.htm

Debate Topics and Links for AA Instructors

The Economist Debates 
http://www.economist.com/debate/archive

National Forensic League 
http://www.n"online.org/StudentResources/Topics



CONCLUSION

This book has sought to identify the goals and core principles of D3, consider the role 
of educational programming in correctional settings, and provide the philosophic and 
pedagogic basis for the use of debate. Of speci!c importance has been the desire to 
offer some practical steps to use debates in AA and GED classrooms and the provision 
of different key resources and examples that can be used by instructors and students.

Classroom debates are not appropriate for all classrooms or students. However, 
their value historically has been connected to the variety of functional, critical, and 
interactional skills they promote. Debate fosters research ability, organization, and 
communication skills. It also promotes critical thinking skills associated with evalu-
ating arguments and their construction, along with fostering judgment about how 
positions and evidence are connected. Perhaps of most utility is the inherent "exi-
bility of classroom debates to meet the needs of different instructors and classrooms. 

Based on our experience, the process of debate offers profound and lasting bene!ts 
for individuals in correctional settings. By emphasizing critical thinking, effective 
communication, independent research, and teamwork, debate teaches skills that assist 
individuals in ful!lling their responsibilities as citizens of democratic societies. Per-
haps of most importance is how debate can encourage us to confront our own biases 
and attempt to understand other perspectives.

While this book has focused on how D3 can be applied in correctional settings, we 
believe there is no limit to where this model of debate can be used. From classrooms 
to community centers, the value of this approach lies in its ability to promote engage-
ment and respectful discourse. This approach values both the effort of developing 
and presenting a position on a contentious topic, as well as the participation of those 
gathered to listen, learn, question, and consider. We hope to hear from you about 
your experiences integrating debate into your teaching in correctional settings or else-
where. What worked? What didn’t? How have you adapted the material presented in 
this book? Drop us a line via Johannes Wheeldon at (jwheeldon@gmail.com).
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Appendixes:  
Resources For Instructors

No. Step Description

1 1 Making a Map

1a 1 Introductory Map

1b 1 Blank Map Template A

1c 1 Blank Map Template B

1d 1 Blank Map Template C

2 1 & 2 Pro/Con Map 

3 2 Pro/Con Table

4 2 Mapping Your Position

5 3 Mapping Education and Learning Skills 

6 3 Barriers and Solutions Table

7 3 5-Paragraph Personal Education Plan

8 3 The GED 5-Paragraph Essay 

9 3 & 4 5-Paragraph Essays—Section-by-Section

10 4 Exploring Essay Topics Using Pro/Con Tables

11 4 Drafting Essays Using Maps
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12 4 GED Essay Grading Rubric

13 4 & 5 Mapping an AA debate

14 5 Organizing a 5-Section Essay

15 5 Principles of D3

16 5 Lesson Plan: Future of Higher Education Debate

17 5 Materials: Future of Higher Education Debate

18 5 Debate and Dialogue Model Outline

19 5 Mapping a Debate Strategy

20 5 Mapping a Speech

21 5 Roles and Responsibilities

22 5 Advanced Skills—Verbal

23 5 Advanced Skills—Non-Verbal

24 5 Assessing Debaters



Appendixes: Resources For Instructors | 59

APPENDIX 1: MAKING A MAP

One way to make a map is by brainstorming. Try to visually connect your ideas. You 
can make a visual idea map in !ve easy steps.

Making Visual Maps in Five Steps

Step Description

1 Make a list of six to eight (6–8) concepts related to a topic of interest

2 Starting in the middle of the page, write the name of the topic and draw 
two lines outward (one to the left and one to the right) 

3 At the end of the lines, use two concepts to show two different perspectives 
on the topic

4 Now connect the remaining concepts from your list to the two perspectives 
to show how each is or is not related

5 Review your map and show it to another student or the instructor. Does he 
understand what your map represents?
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Here is a diagram about making a map based on the table above.

TOPIC HERE
(Step 1)

Related Word or Idea  
(Step 2)

Why is the  
word or idea  
important? 

(Step 3)

Why is the  
word or idea  
important? 

(Step 3)

Why is the  
word or idea  
important? 

(Step 3)

Why is the  
word or idea  
important? 

(Step 3)

Related Word or Idea  
(Step 2)

Another idea that is also 
important 
(Step 4)

Below are three other templates you can use and adapt as needed.
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1a. Introductory Map 

Title/Topic ___________________________________________________________________

MAIN IDEA

Related Idea

Details Details Details Details

Related Idea
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1b. Blank Map Template A

You can use this map to get comfortable with the mapping process. Start with a key 
word in the top box and include related terms below

Title/Topic ___________________________________________________________________
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1c. Blank Map Template B

You can use this map to get comfortable with the mapping process. Start with a key 
word in the bottom box and include related terms above.

Title/Topic ___________________________________________________________________
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1d. Blank Map Template C

You can use this map to get comfortable with the mapping process. Start with a key 
word in the middle circle. Next, think of related terms that could go around the middle 
circle. Finally, provide examples of each related term in the boxes in the corners.

Title/Topic ___________________________________________________________________
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APPENDIX 2: PRO/CON MAP 

When you are analyzing a topic, you can use a pro/con map to outline both sides 
of the issue. Try to think of two arguments for and against a topic. Add more arrows 
and boxes if you think of additional arguments. 

TOPIC: 

PRO CON
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APPENDIX 3: PRO/CON TABLE

Based on the topic, identify Pros and Cons. One strategy is to provide the opposite 
of each example you list. Try to put your strongest arguments !rst on each side of 
the table based on the numbers below.

Topic:

PRO CON

1. 1.

2. 2.

3. 3.

4. 4.

5. 5.

1. Please explain why you think the top two arguments are stronger than the 
others.

2. Explain which side you would choose and why? 

3. Which of the opposing arguments is strongest and why?

Additional Notes and Comments:
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APPENDIX 4: MAPPING YOUR POSITION

Using your Pro/Con table, map your position. You may use the format below, or make 
your own. Rank the arguments from strongest (box 1) to weakest (box 3).

TOPIC: 

MY POSITION IS: 

PRO CON

2.1. 3. 2.1. 3.
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APPENDIX 5: MAPPING EDUCATION AND 
LEARNING SKILLS

Using the template below, make your own map of your education and learning skills, 
focusing on your past educational experience and goals for the future. 

Past

Future

Birth

Elementary 
School

High School

Middle School

AA/Career

Present

Date

Hobbies?

Sports?

Work Experience?

Other Learning?

I will achieve it by . . .

Place

Friends?

Favorite Subjects?

Specific Training?

Skills and Interests?

My education goal is . . .
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APPENDIX 6: BARRIERS AND SOLUTIONS 
TABLE

Use this table to focus on ways to overcome past education barriers based on the map 
you made in Appendix 5. It may be useful to use headings for each box as provided 
below. When you have completed the Barriers and Solutions columns, consider what 
conclusions you might draw from your map and this table. 

Identifying Barriers and Solutions Based on Educational History

Barrier Solution

Conclusions
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APPENDIX 7: 5-PARAGRAPH PERSONAL 
EDUCATION PLAN

Using the example below, create your own Personal Education Plan. You 
should use the materials you developed in Appendix 5 and Appendix 6.

Paragraph 
Structure

Contains My Personal Education Plan

Introductory 
Paragraph

t� Statement about why 
education is important

t� A past education challenge 

t� A personal education goal 

t�  

First Body 
Paragraph

t� Outline of one strategy to 
attain goal

t� Examples or related ideas 

t�  

Second Body 
Paragraph

t� Outline of another strategy 
to attain goal

t� Examples or related ideas

t�  

Third Body 
Paragraph

t� Biggest past education 
barrier/challenge 

t� Possible strategy to 
circumvent this barrier

t�  

Concluding 
Paragraph

t� Restatement of personal 
education goal

t� Discussion of strategies to 
attain goal and overcome 
barriers

t�  
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APPENDIX 8: THE GED 5-PARAGRAPH ESSAY 

This lesson plan can be used in all GED classes but is most appropriate for students 
who have acquired the skills associated with brainstorming, organizing, and drafting 
a 5-Paragraph Education Plan. 

Instructors can use any existing resources that provide essay topic examples or use 
the topics provided in Appendixes 10 and 11.

Previously Acquired Skills and Activities:

Appendix 5: Mapping Education and Learning Skills

Appendix 6: Barrier and Solutions Table

Appendix 7: 5-Paragraph Personal Education Plan

Materials:

Appendix 1: Making a Map

Appendix 2: Pro/Con Map

Appendix 3: Pro/Con Table

Appendix 4: Mapping Your Position

Appendix 8: The GED 5-Paragraph Essay 

Appendix 9: 5-Paragraph Essay—Section-by-Section

Appendix 10: Exploring Essay Topics Using Pro/Con Tables

Appendix 11: Drafting Essay Topics Using Maps

Appendix 12: GED Essay Rubric

Purpose and Objective(s):

t� Students will use the structure and reasoning behind a Pro/Con argument to con-
struct a !ve-paragraph GED argumentative essay

t� Students will be introduced to the concept through a sample GED essay topic “The 
positive and negative effects of television” 

t� Students will work in groups to come up with examples of Pro and Con arguments 
and use the Idea Map to brainstorm and the Pro/Con Table to organize their ideas 
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t� Students will draft a !ve-paragraph argumentative essay based on the provided 
format that demonstrates that they can understand issues from both sides and 
choose their side based on the arguments most compelling to them 

Introduction:

This lesson introduces students to organizing their ideas into pro con/compare and 
contrast viewpoints speci!cally required for GED essays. The instructor should lead 
the discussion on the topic “Television has a positive in"uence on its viewers.” He 
or she will:

t� Show students how to structure their responses to the prompt in a Pro/Yes or Con/
No manner for an idea map on the board (Appendix 1)

t� Give students copies of Pro/Con Maps (Appendix 2) and Pro/Con sheets (Appen-
dix 3). Make additional copies of the maps or Pro/Con sheet as needed

t� Ask students to present their opinions on the positives and negatives of television 
to the class. This can be done as a whole class or in large or small groups 

t� Ask students to choose their side of the argument and begin a pro or con idea 
map. They must also recognize the best counterargument of the opposing side 
using the Pro/Con table in Appendix 3.

Drafting & Feedback: 

Students should be given time to work on their idea map, Pro and Con arguments, 
and essay structure alone and then in small groups. The instructor should facilitate 
student discussion and answer questions. Students should be open to other students’ 
examples and actively listen to the details of the arguments both for and against. 

The instructor will provide the Pro/Con map (Appendix 2), Pro/Con table (Appendix 
3), and Mapping Your Position (Appendix 4). Once students complete the tables and 
maps, instructors can provide Appendix 9: 5-Paragraph Essays—Section-by-Section.

Assessing Student Learning & Next Steps:

The standardized GED Essay scoring guide should be used to grade students (Appendix 
12: GED Essay Grading Rubric). Once students have completed their essay on television 
viewing, the instructor will review them and offer feedback.

Advanced students can review the essay examples provided in Appendixes 10 and 11 
and begin to construct additional argumentative essays, making sure to follow the 
organizational structure of a 5-paragraph GED essay (Appendix 9). Encourage students 
to create their own idea map and or pro/con form (Appendix 1, 2, or 3). 
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APPENDIX 9: 5-PARAGRAPH ESSAY—
SECTION-BY-SECTION

The !ve-paragraph essay is a useful way to summarize two views on a topic or issue and 
demonstrate the opinion of the essay’s author about which view is stronger and why. 

Paragraph  
Structure

Assists Reader by

Introductory 
Paragraph

t� Introducing topic and explaining why it is of interest

t� Outlining a debate about a topic

t� Providing a short, clear thesis statement

First Body  
Paragraph

t� Providing a topic sentence on best point FOR thesis

t� Explaining the support for above statement

Second Body 
Paragraph

t� Providing a topic sentence on second best point FOR thesis

t� Explaining support for above statement

Third Body 
Paragraph

t� Providing a topic sentence on best point AGAINST thesis

t� Explaining support for above statement

Concluding 
Paragraph

t� Restating thesis

t� Discussing why one side of debate is stronger

t� Concluding essay
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APPENDIX 10: EXPLORING ESSAY TOPICS 
USING PRO/CON TABLES

Using the Pro/Con table below, answer the questions in section 2.

Pro/Con Table

Topic:

PRO CON

1. 1.

2. 2.

3. 3.

4. 4.

5. 5.

1. Please explain why you think the top two arguments are stronger than the 
others.

2. Explain which side you would choose and why? 

3. Which of the opposing arguments is strongest and why?

Additional Notes and Comments:
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Section 2. Answer the following questions using the table provided in the section 
above.

1. If you could live in a small town or a big city which would you choose? What are 
some of the positives and negatives of your choice? For example, if you chose to 
live in a small town, a positive would be less crime, but a negative would be not 
a lot to do. In a big city, a negative would be more traf!c, but a positive would be 
more job opportunities. Pick whether you think you could live in a small town or 
big city. Then list the positives and negatives of your choice. 

I Could Live in: ___________________________________________________________

Positives Negatives

2. Who do you think was a better U.S. president, George W. Bush or Bill Clinton? In 
your essay, mention your political party af!liation and consider Pro/Con arguments 
for each president below. For example, you might mention that you support the 
Republican Party. You could argue that while economic growth occurred under 
President Bill Clinton, he was impeached. In this example, you might argue that 
President George W. Bush did a good job implementing the No Child Left Behind 
Act to make schools more accountable, but took the United States into an unpop-
ular war in Iraq. 

President Bush President Clinton

PRO CON PRO CON
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3. Do you agree or disagree with the idea that creationism should be taught along-
side evolution in U.S. schools? In your essay, describe three speci!c points that 
support your opinion, but also mention one opposing point that you think has 
some validity. 

Agree Disagree
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APPENDIX 11: DRAFTING ESSAYS USING 
MAPS 

For some students, mapping out their topic can be more effective. Using the instruc-
tions in Appendix 1, read through the GED materials and make a map that includes 
arguments for and against the propositions below. Your map should be based on the 
information provided in your GED textbook and/or other related materials. Your 
map can be used to make a table; then turn your table into a !ve-paragraph essay.

Topic 1—Good Parents

Write an essay that describes the characteristics of a good parent.

Topic 2—Diverse Backgrounds

Write an essay that explains why people of diverse backgrounds need to get along 
better than they do today.

Topic 3—De!ning Success

Write an essay that considers two ways to de!ne success. Say which de!nition you 
favor and explain why. 

Topic 4—Assessing Lincoln and FDR

Write an essay that argues that Lincoln was more in"uential as U.S. president than 
Franklin Delano Roosevelt. 

Topic 5—Arguing Against Yourself

Do you think socialism or capitalism is a better economic system for workers? 

If you think that socialism is better, write an essay that maintains that capitalism 
is better than socialism for most workers. 

If you think that capitalism is better, write an essay that maintains that socialism 
is better than capitalism for most workers. 
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APPENDIX 12: GED ESSAY GRADING RUBRIC 

The rubric below is based on past GED standards and the new GED 2014 require-
ments. By including critical re"ection in GED essays, students demonstrate their 
level of college readiness.

Graded
Elements

1
Inadequate

2
Marginal

3
Adequate

4
Effective

Overall 
Effectiveness of 
the Essay

Often dif!cult 
for reader to 
follow writer’s 
ideas

At times dif!cult 
for reader to 
follow writer’s 
ideas

Reader can 
follow essay 
and often 
understands 
writer’s ideas

Reader can 
follow essay and 
fully understand 
writer’s ideas

Addresses  
Topic/Question

Doesn’t address

topic

Addresses 
topic but focus 
wanders

Addresses topic 
but does not list 
main points

Clearly addresses 
topic and lists 
main points

Organization Essay is 
unorganized, 
with little focus 
on structure

Some evidence 
of organization 
and structure

Structure is used 
to make writing 
more effective

Structure is 
well organized 
and effectively 
conveys ideas 

Development  
and Details

Little 
development of 
ideas or details, 
few examples

Some 
development in 
essay but few 
speci!c details

Some 
development in 
essay; examples 
and details given

Compelling 
and creative 
discussion of 
ideas, details, 
and examples 

Compare and 
Contrast

No clear 
evidence or 
counter-evidence 
provided

Some evidence 
but no counter-
evidence 
provided

Clear evidence 
and some 
counter- 
evidence 
provided

Clear evidence 
and counter-
evidence 
provided
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Language and 
Spelling

Problems 
with writing 
conventions 
throughout

Inconsistent 
use of writing 
conventions

Consistent 
use of writing 
conventions

Generally 
error-free use 
of writing 
conventions

Word Choice Includes weak 
or inappropriate 
terms or words

Demonstrates 
narrow range of 
word choice or 
terms

Use of varied 
words and terms 
chosen for effect

Exhibits varied 
word choice and 
precise use of 
terms
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APPENDIX 13: MAPPING AN AA DEBATE

You may use the template below to map one or both sides of a debate.

Provide some 
counterarguments to team’s 

position here:
UÊ  

UÊ

List possible 
questions to other 

team here:

UÊList 1–2

Proposition: 

Team Position: PRO/CON Introduction (Speaker Name): 

UÊ  
 

UÊ  
 

UÊ  
  

Conclusion (Speaker Name):

UÊ  

UÊ  

UÊ   

Main Body (Speakers’ Names):

Argument 1
UÊ  
UÊ  

Argument 2
UÊ  
UÊ

Argument 3
UÊ
UÊ

Did you predict the  
best argument?

Did team build opposing 
team’s answers into 

conclusion?

did it set up?
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APPENDIX 14: ORGANIZING A 5-SECTION 
ESSAY

This grid for a !ve-section essay provides section headings and the requirements for 
each. 

5-Section Essay
Structure

Assists Reader by

Introduction and 
Thesis Statement

t� Introducing topic and explaining why it is of interest

t� Outlining a debate about a topic

t� Providing a short, clear thesis statement

Evidence t� Providing a topic sentence on best point 

t� FOR thesis

t� Explaining the support for above statement

t� Providing a topic sentence on second best point FOR 
thesis

t� Explaining support for above statement

t� Providing a topic sentence on third best point FOR 
thesis

t� Explaining support for above statement

Counterevidence t� Providing a topic sentence on best point AGAINST 
thesis

t� Providing a topic sentence on second best point 
AGAINST thesis

t� Explaining support for above statement
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Discussion t� Weighing and balancing arguments

t� Discussing why one side of debate is stronger

t� Including personal experience/bias considerations 

Conclusion t� Restating thesis

t� Summarizing best arguments

t� Concluding the essay
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APPENDIX 15: PRINCIPLES OF D3

D3 seeks to foster reason, tolerance, and understanding and to model pro-social 
interactions. The explicit assumption underlying the model is that people of good 
conscience may reasonably and respectfully disagree on issues of public concern. The 
model is based on !ve core principles.

1. Debate can be used to serve a variety of educational goals. Debates are 
based on research, organization, and presentation but can be employed to meet 
various learning needs and goals. Students should be given time in class to pre-
pare and draft debate outline documents and/or diagrams for instructors to review 
and approve.

2. Debates should be informational opportunities. Students review arguments 
and use visual maps and diagrams to logically connect related ideas based on cred-
ible sources and to then construct an argument that addresses the debate topic. 

3. Debates should be conducted in ways that value the skill of present-
ing a coherent argument. Success is not based solely on which team wins, but 
on how well teams present evidence and examples that support their position.

4. Debates ALWAYS employ respectful discourse and disagreement. Per-
sonal attacks or insults undermine the value and importance of debates and will 
not be tolerated.

5. Debaters interact courteously and answer questions honestly. Debaters 
must answer audience, instructor, or opposing team questions civilly and acknowl-
edge the best counterarguments before offering concluding remarks.
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APPENDIX 16: LESSON PLAN: FUTURE OF 
HIGHER EDUCATION DEBATE

This is a lesson plan for use by instructors to introduce debate into the classroom.

Outcomes:

t� Students will explore debate and dialogue. They will become familiar with what 
debate is and why it is used in the educational process.

t� Students will identify and organize arguments, evidence, and examples based 
on provided material.

t� Students can articulate well which side of the debate they found more convinc-
ing and identify their own bias on an issue.

Materials:

Appendix 17: Materials: Future of Higher Education 

Appendix 18: Debate and Dialogue Outline 

Appendix 19: Mapping a Strategy 

Appendix 20: Mapping a Speech 

Appendix 22: Advanced Skills—Verbal 

Appendix 23: Advanced Skills—Non-Verbal 

Appendix 24: Assessing Debaters 

Lessons:

These four lessons have been developed to work as stand-alone activities in concurrent 
classes or can be combined as needed. These lessons should be used in conjunction 
with Step 5 in Section 5.5.

Generally, students need a class to be able to: read, identify arguments, and work 
together to discuss the strongest arguments on each side of the debate (Lessons 1 and 
2). An additional class may be used to select teams, develop speeches, and map each 
team’s argument (Lesson 3) before engaging on the debate and dialogue (Lesson 4).
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Lesson 1

Students are assigned the reading (Appendix 17: Materials: Future of Higher Educa-
tion) and will be asked to identify the main argument of each piece individually and 
of the two examples of evidence provided by the author.

Lesson 2 

Instructors facilitate a class discussion to outline two opposing arguments and related 
examples. If possible, students put the results of this brainstorming session on the 
board if possible;

Lesson 3 

Instructors assign Pro/Con teams. Team members work together to identify the three 
best arguments and decide: a) who will introduce their presentation; b) who will 
make 2–3 arguments in favor of the team’s position; and c) who will ask and answer 
questions. 

Maps and diagrams should be used to organize debate outlines and summarize each 
speech. Students should review key verbal and non-verbal debate skills and other 
resources provided in Appendixes 18–23. 

Instructors should also select Chairs and meet with them to review the debate out-
line and develop questions that they could ask each team if audience participation 
is minimal. Chairs should work with non-debating students to decide the proposi-
tion to be debated. For example: should it be “A college education should focus on 
career certi!cates” or “A college education should focus on teamwork and critical 
thinking skills”? 

All students should review the reading and the debate outline. They should be prepared 
to explain key aspects of the introduction, main body, and conclusion. Non-debating 
students should be encouraged to write a question they would like answered and/or 
review key verbal and non-verbal debate skills and other resources provided below. 

Lesson 4 

When everyone is ready, hold the debate. Follow the instructions provided in the 
instructor roles in section 4.3 of the main text. Once everyone is in place, the instruc-
tor should review the roles and responsibilities chart (Appendix 21). Debaters must 
agree to debate based on the values and principles of the program as listed Appendix 
15. Do NOT ignore the need to follow the D3 format provided and debrief with the 
class following the debate. As the ballots are being collected and tallied, instructors 
should debrief with the class. They may ask general questions such as:
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t� What was the best argument made by each side in the debate? 

t� What was the best answer to a question? 

t� Did people vote based on their personal opinion or on how well each team pre-
sented their side of the debate? 

t� Would students have changed their vote if they had voted for best arguments 
instead of the side they personally agreed with? 
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APPENDIX 17: MATERIALS: FUTURE OF 
HIGHER EDUCATION DEBATE

1. In a Tough Economy, New Focus on Job-Oriented Certi!cates
Source: Adapted from Joanne Jacobs, The Hechinger Report, Jan. 18, 2011, http://
hechingerreport.org)

Labor economists and some educators believe career-driven degrees should become 
increasingly common and are advising students to pursue skills-oriented !elds of study 
that offer better job opportunities. Fueling the trend is the worst economic decline 
in more than 70 years and a slowly falling unemployment rate of 9.4 percent. Add 
to that the staggering total of $830 billion in student debt nationally. “The recession 
has brought in clear focus the value of a career versus a job,” said Willis Holcombe, 
chancellor of Florida’s fast-growing community college system. A new report based 
on the state’s employment data shows that students who earn certi!cates or associate 
of science degrees make more money in their !rst year out of college than four-year 
graduates of Florida’s university system. The unemployment numbers are “a powerful 
case for completing a credential,” Holcombe said. “If you want to insulate yourself 
against unemployment, you need a career.”

Nationally, 27 percent of people with licenses and certi!cates also earn more than the 
average person with a bachelor’s degree, according to Anthony Carnevale, director 
of the Georgetown University Center on Education and the Workforce. Carnevale’s 
newest data show that at least half of all anticipated job opportunities in the next 
seven years will be open to “middle-skill” workers like pharmacy technicians—what 
Omid Khorasani will be after he passes a certi!cation exam. Training for such jobs is 
offered at both community colleges and at for-pro!t career and trade schools.

Middle-skills jobs require more than a high school diploma but less than a college 
degree, along with signi!cant education and training—and they make up roughly 
half of all U.S. jobs, according to the Urban Institute, a nonpro!t policy research 
organization based in Washington, D.C. Nursing, medical technology, and other 
health care jobs are growing rapidly, according to the Bureau of Labor Statistics. 
Even in Michigan, where the unemployment rate is 12.4 percent—tied with Califor-
nia for the second-highest nationally—those with associate degrees in nursing and 
allied health !elds can !nd jobs, said James Jacobs, president of Macomb Commu-
nity College in Warren.

Advanced manufacturing and engineering technicians with a certi!cate or associ-
ate of applied science degree are in demand, too, said Julian Alssid of the Workforce 
Strategy Center. Middle-skill workers are !nding jobs in high-tech manufacturing, 
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construction, and the energy industry, says Rachel Unruh of the National Skills Coa-
lition, based in Washington, D.C.Many community college students are !nding that 
their degrees are in high demand. In Pittsburg, California, students who complete 
a two-year associate of science degree in the Power Pathways program can qualify 
for a job as an apprentice electrician at Paci!c Gas & Electric, starting at $64,418 per 
year. Recruiters descended upon the class that graduated on December 20, said Katie 
Romans, a spokesperson for PG&E.
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2. What You Don’t Know About Liberal Arts Colleges
Source: Adapted from Lynn O’Shaughnessy, CBS Money Watch, (January 21, 2010) 
http://www.cbsnews.com/8301-505145_162-37241390/5-reasons-to-attend-a-liberal-
arts-college/

Are 4-year liberal arts degrees a luxury and is career education the only way to go? No 
one could be against equipping oneself for a career. But the career education band-
wagon seems to suggest that shortcuts are available to students that lead directly to 
high-paying jobs—leaving out so-called frills like learning how to write and speak 
well, how to understand the nuances of literary texts and scienti!c concepts, how 
to collaborate with others on research.

Liberal arts colleges aren’t just about “frills.” A liberal arts education includes the 
sciences and math and the national unemployment rate for four-year college gradu-
ates is under 5%, compared with more than 13% for young people with only a high 
school diploma. President Barack Obama wants the United States to lead the world 
in college degrees by 2020, with all Americans completing at least one year of post-
secondary education—which is seen as the dividing line between living in poverty 
and a shot at a middle-class lifestyle.

Perhaps the most important fact to recognize is that employers value liberal arts. One 
of the missions of liberal arts colleges is to teach kids how to think, talk, and write. 
A survey by the Association of American Colleges and Universities released a study 
in 2009 that found that 89% of surveyed employers said they want college students 
to pursue a liberal arts education. According to the National Association of Colleges 
and Employers, this is because workplace success requires the ability to utilize three 
core skills that a liberal arts education can impart: communication skills, analytic 
skills, and teamwork skills.

Of course, not everyone is ready for the expectations of a traditional 4-year liberal 
arts college right out of high school, and many assume that without an Ivy League 
degree, college costs too much and provides too little in return. The bottom line is 
that we should still be encouraging students who are ready to attend college and 
provide other options for those without the !nancial support, grades, or determi-
nation to complete it. However we should stop questioning the value of college if it 
encourages students to make more thoughtful, informed decisions and allows them 
to be exposed to new ideas and high standards. 

Plenty of evidence suggests that, on average, a college degree is worth it. The Univer-
sity of Washington reports that college graduates, on average, earn twice as much as 
non-college grads and more than a million dollars more over their lifetime than those 
with 2-year degrees. A 2011 report by the Brookings Institution suggested that the 
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return on a college investment is more than that on almost any alternative, includ-
ing stocks, bonds, gold, or the housing market.

While a 4-year college may not be practical for everyone, the skills acquired through 
a liberal arts education are neither “liberal” nor based around “arts.” Without criti-
cal thinking skills, we may be trading career degrees for the more complex abilities 
required to meaningfully engage as citizens. 
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APPENDIX 18: DEBATE AND DIALOGUE 
MODEL OUTLINE

Section Roles and Responsibilities 

Introduction (Pro) 
(2–3 mins.) 

t� De!ne the topic

t� Present the PRO team’s position

t� Outline brie"y what the team will talk about

Introduction (Con) 
(2–3 mins.)

t� Accept or offer alternative de!nition

t� Present the CON team’s position

t� Outline brie"y what the team will present

Main Body (Pro)  
(5–7 mins)

t� Reaf!rm the PRO team’s position

t� Provide evidence/arguments/examples that support 
team’s position

t� Usually 2–3 separate points are made here

Main Body (Con)  
(5–7 mins)

t� Reaf!rm the CON team’s position

t� Provide evidence/arguments/examples that support 
team’s position

t� Usually 2–3 separate points are made here

Questions  
(5–7 mins)

t� PRO asks CON 1 question

t� CON asks PRO 1 question

t� Chair selects 1–2 audience questions per team
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Conclusion (Pro)  
(3–4 mins.) 

t� Restate position

t� Present a summary of case

t� Acknowledge and answer best counterargument

t� Conclude case for their team

Conclusion (Con)  
(3–4 mins.)

t� Restate position

t� Present a summary of case

t� Acknowledge and answer best counterargument

t� Conclude case for their team 
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APPENDIX 19: MAPPING A DEBATE 
STRATEGY

Use the template below to make your own map of a team argument. Make sure to 
answer each point listed.

List possible 
questions to other 

team here:

UÊList 1–2

Provide some 
counterarguments to 
team’s position here:

UÊList 1–2

Proposition: List agreed topic of debate here

Team Position: PRO/CON

List team members’ names here

Introduction (Speaker Name): 

UÊ Grab attention/make audience 
interested

UÊ State position/thesis
UÊ Define term(s)
UÊ Introduce team and explain who will 

do what
UÊ Restate position/thesis

Conclusion (Speaker’s Name):

UÊ Restate position/thesis and briefly list main arguments
UÊ Address best counter argument and explain why unconvincing
UÊ Close debate by leaving audience with something to think about

Main Body (Speakers’ Names):

Argument 1
UÊ Provide argument/example 
UÊ Include source (last name, year) 

Argument 2
UÊ Provide argument/example 
UÊ Include source (last name, year) 

Argument 3
UÊ Provide argument/example 
UÊ Include source (last name, year)

Did you predict the best 
argument or do you need 

to address another?

Can you build opposing 
team’s answers into your 

conclusion?
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APPENDIX 20: MAPPING A SPEECH

Use this to map out your two-minute speech.

 

Proposition: 

Team Position: PRO/CON List Part of Argument Here: 

(INTRO/MAIN BODY/CONCLUSION)

Includes 4-5 main parts 
within each speech

GRABS ATTENTION

PROVIDES CONTEXT

BACKS UP IDEA

BACKS UP IDEA

CONCLUDES SECTION

leads to

leads to

leads to

leads to

Part 1

Part 2

Part 3

Part 4

Part 5
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APPENDIX 21: ROLES AND RESPONSIBILITIES

This table can be used to introduce or remind debate participants of their various 
roles and responsibilities.

Chairs Debaters Audience

Collect outline 
documents

Prepare arguments and 
connect individual speeches 
to tell a story

Keep an open mind

Review time for 
speeches

Draft outline documents Write down best arguments

Manage debate Prepare/Predict possible 
questions

Prepare short/clear questions

Collect and ask 
audience questions

Deliver 2-minute speeches Watch to ensure each 
team debates respectfully 
and acknowledges 
counterarguments 

Tally votes Stay respectful at all times 
and answer ALL questions 
honestly

Vote on debate winner, 
respond to questions, engage 
in classroom dialogue
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APPENDIX 22: ADVANCED SKILLS—VERBAL

Verbal Skills Description 

Clarity Effective communication depends almost exclusively on your 
clarity. Start by making sure you understand what you want to 
say. Limit the jargon and technical language and use concise 
statements—short and to the point—whenever you can. 

Volume You want to sound energetic and enthusiastic, but not too loud. 
You also may want to slightly raise your voice at times for 
emphasis. 

Pitch Vary your tone and avoid a repetitive in"ection of rising or 
falling as your sentence goes on. Don’t use a fake “debate voice” 
or in"ection. Be yourself and be conversational in pitch and 
project from your stomach, not your throat or nose. Relaxing 
will help your pitch.

Rate Most debaters go too fast for their own clarity and garble 
their words. Speed without clarity is harmful to your ability 
to persuade your audience. Most debaters would actually 
effectively communicate more ideas per minute if they slowed 
down a little bit.

Articulation Articulation is the distinctiveness or clarity of the words you 
say. Sometimes articulation problems are caused by a debater 
trying to go too fast. Other times they are attributable to a 
mush-mouth. The easy solution to this problem, besides slowing 
down a bit, is opening your mouth wider and putting effort 
into !nishing your words.

Pronunciation Correct pronunciation—saying your words correctly—is 
important. Your credibility can be greatly undermined if you 
mispronounce words or confuse two words that sound alike. 
Don’t overreach on your vocabulary. Listen to how other 
speakers say certain words. You can also use a dictionary to see 
how words are pronounced. 



Appendixes: Resources For Instructors | 97

APPENDIX 23: ADVANCED SKILLS—NON-
VERBAL

Non-Verbal Skills Description 

Appearance The way you are dressed sends signals to those around you. If 
you are underdressed, some may think you aren’t professional 
and don’t take the activity seriously. If you have poor hygiene 
(messy hair, unshaven), it may convey the same lack of respect. 

Gestures Gestures can help to emphasize points but undermine your 
goal if they appear forced, stiff, are poorly timed, or seem 
unconnected to the message. As long as the gestures are natural, 
connected to their message, and not overused, they can be an 
effective way to emphasize what you are saying. 

Body Language The way you stand, walk, and move during your speech 
conveys information to your audience. If you seem hesitant 
when preparing to speak, it sets a bad tone. If you slouch, pace 
nervously, or sway, it sends a negative signal to the audience 
and can be distracting. Debaters should stand up straight. Walk 
up to the podium and back from the podium in an upright, 
con!dent way.

Eye Contact Eye contact can be an important aspect of communication. 
Debaters should establish eye contact at the start and conclusion 
of their speech, as well as many times in between. This enables 
you to make a connection with your audience and receive 
feedback about if and how your argument is being received.

Facial Expressions Some debaters think they need to be stone-faced to convey 
seriousness or take facial expressions to such an extreme 
that they appear phony. Debaters should convey a sense of 
friendliness and goodwill by smiling before they start to speak. 
Don’t force your facial expressions.
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APPENDIX 24: ASSESSING DEBATERS

Debate
Section

Did student . . . Score (/5) Additional  
Comments

Introduction De!ne the topic?

Present team’s position clearly?

Outline brie"y what the team will 
talk about?

Body Reaf!rm team’s position?

Provide evidence, arguments, 
examples that support team’s 
position?

Present logically connected, cited, 
and concise arguments?

Questions Ask good questions clearly and 
based on cited evidence?

Answer questions effectively based 
on previous arguments?

Conclusions Restate position;

t� Present a summary of case

t� Acknowledge and answer best 
counterargument

t� Conclude case for the team
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Delivery and 
Approach

Did Student . . . Score (/5) Additional  
Comments

Eye contact Pan the room and not look at 
ceiling/"oor?

Make eye contact? 

Presence Look natural, add emphasis, and 
stand straight?

Not pace or sway? 

Voice and 
Presentation

Use appropriate volume, 
enunciation, pause when 
appropriate and speak clearly?

OVERALL Score (/10)

Presented arguments in a 
competent, consistent, and 
compelling way? 
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Construction(s),” Contemporary Justice Review 12, no. 1: 91–100.

22. See B. Mezuk, I. Bondarenko, S. Smith, and E. Tucker. 2010. “The In"uence of 
a Policy Debate Program on Achievement in a Large Urban Public School System” 
(paper presented at the annual meeting of the American Sociological Association, 
Atlanta, GA, August 14–17, 2010). 

23. See the useful overview in R. Akerman and I. Neale. 2011. “Debating the Evidence.”

24. Discussed in J. Jensen. 2008. “Developing Historical Empathy Through Debate: 
An Action Research Study,” Social Studies Research and Practice 3, no. 1: 56–67.

25. Discussed in Ackerman and Neale, “Debating the Evidence: An International 
Review of Current Situation and Perceptions.”

26. See S. Herbst. 2009. Change Through Debate (Inside Higher Education), http://
www.insidehighered.com/views/2009/10/05/herbst

27. M. J. Umoquit, P. Tso, H. Burchett, and M. J. Dobrow. 2011. “A Multidisciplinary 
Systematic Review of the Use of Diagrams as a Means of Collecting Data from Research 
Subjects: Application, Bene!ts and Recommendations,” BMC Medical Research Meth-
odology 11, no. 11: 1–10.

28. See D. Poole and T. Davis. 2006. “Concept Mapping to Measure Outcomes in a 
Study Abroad Program,” Social Work Education 25, no. 1: 61–77; R. H. Hall and A. 
O’Donnell. 1996. “Cognitive and Affective Outcomes of Learning from Knowledge 
Maps,” Contemporary Educational Psychology 21: 94–101.

29. See, for example, Wheeldon and Ahlberg, Visualizing Social Science Research; J. 
Wheeldon. 2011. “To Guide or Provoke? Maps, Pedagogy, and the Value(s) of Teach-
ing Criminal Justice Ethics,” The Journal of Criminal Justice Education 22, no. 4: 1–25; 
J. Wheeldon. 2010. “Mapping Mixed Methods Research: Methods, Measures, and 
Meaning,” Journal of Mixed Methods Research 4, no. 2: 87–102.

30. For more on mind maps, see T. Buzan. 1974. Use of Your Head (London: BBC 
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