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rests on pragmatic sources——namely,'Question—asking promotes thinking.
objective, question asking as a method of choite seems,’'to be a reasonable
Accepting the proposition that'queStion'asking‘i& good,

1nvest1gators have under taken studies that deal w1th question asking as an

1nstruct10nal and as an information processing model,
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Kipling, The Serving Men

Question—Asking as an Instfuctional Model

v Currently, advocacy of question-asKing as an instructional strategy

"social good" and a désirable educaticnal

a number of

»

.oe

,Isaacs, 1974), modification of
children's question asking behavior (Rosenthal & Zimmerman, 1972; Zimmerman

& Pike, 19722, determinants of .incidence of types of questions children ask

-

<Sufstion asking strategy (Mosher &

All these studies share two characteristics, (1) question asking is a

"good" since it is a_method of problem solving, and (2) questjon asking by

N
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by teachers promotes

thinking. More precise work has been reporte demonstrating.that the type
of question is also a factor in determining the efficacy of questlon asking

in problem solving (Boller, 1973 Buggey, 1972; Hopper, 1971 Martin, 1970

Mosher & Hornsby, 1966; Smith, 1974; Turner- & Durrett, 1975). These studies,

however, while demonstrating'the efficacy in question asking,:have not, provided.a-

systematic conceptual base for advocating question asking instruction or even

‘whyvuse of questions.should enhance probiem—solving skills, - It is-important

to provide a conceptual base, not only for explanatory purposes, but also for(

?

extending research to. further our understanding of the role of questions in

cognitive developmentt .

——

| 3
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ol .
wzhe purpose of this paper is to present a conceptual base for .

advocating an inquiﬁygbased (question asking) instructiondl model. .
While the use and comp%ehension of question asking by children is an

\ -
important topic in its %wn right, as well as a possible outgrowth of

1nqu1ry ‘teaching, we believe such a discussion is too complex for this o

presentation. However,gas we proceed we shall find it necessary to allude

. to the child .as an ...:juirer..

To provide a coherent discussion of the conceptual basis for inquiry

teaching, we shall first address the definitional question of inquiry,

1

t

A

follow this with a presentation of our conceptual framework, then move to
a brief description of a preschool program which is inquiry based, with a

presentation.of teacher strategies for inquiry. Some tentative results ¥

from our research will.conclude our presentationl
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! bParadigm for Questlon Asking - .
J = ‘ T

Question asking serves to provide direct conffontatibn to the équili—'
brated state of the child, thereby challenging the existent system. In this
way, asymﬁetries are created which'crééte disequilibriuJL%Hich in turn can .

lead to reét;ucturing of thoughts. It is this process that Piaget argues
| o ) v ¢ ' . !
"constitute the fundamental factor in cognitive development' (Piaget,

o

1977, p. 17). Thus, qugﬁtion asking instructional strategies proyide a
. - ’{}( : . .
" critical exogenous set of stimulations which creates nsi conditions for

. 4 ' B
a shift from one cognitiﬁe level to another.

“ +

v The development of a model for.question asking necessitates the
. " } . . X .

/ . 2 . . . s ’
following characterizatidn:_ structure function, processes activated,

¥

" . : . . . . . ‘ .
strategy g? executing the model, and evaluation of regponses. . Formal

PR . ) . . " L ‘ Ad X
inquiry-as an instructional strategy is embedded in the social context

# -

-

of the'school,-yhichfinvp}ves a set of ecologicai factors, e.g., class

‘

‘ RS . S : ‘.
organization, educational program, relationship of child to teacher, .etc.

. Each of these features will be explicated, the}eby providing an organization

whole by which ER conceptualize,question asking strategy.

. . . . v
\ : .
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| | | . Verbal \Onverbal

Indirect Direct Qvert Covert .

: . N Open \\f§\\§\\\‘\\\f\‘\“\~C1osed - . o,

/l\ . / » '0.
Simple Complex Embedded. SQecified—ézz;:;;:I;;\\\Yés/No\ ¢

. Simple Tag Intonated

. ®
Figure 1. ‘A taxonomy of question forms (Kearsley, :1976). S~
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What is a question?. The taxonomy'of questions is presented in Flgure 1.
This categorization is a structural one, based on syntactic elements®

Questions have a charaéteristicjform, with the exception of indirect

questions, where the inflection is in the utterance or’ in the intent,- .

e.g., "Tell me about your. trip to the zoo.". written it ‘can be classi-<

v

fied as a'directivé(ggabement, with emphasis on 'tell," or it can be stated

with the inflection on "zoo0." ‘ . . - )

a

While the structure of most direct quesfiohs ;ékes'the wh form, i.e., l
\L§

_ what, why, Qhere, who, when, each of these Eh's_sends a different message.
Y . .

Whether the question is difect and open, it can still vary between

siﬁple, compléx; and embedded. These structural component® may have differ-

.- N

ent effects depéndiﬁg, of course, on the developmentdl {evel éf the child.

A simble‘question, e.g.: "What ap we need tolbuild a house?'"; whereas a. .

complex question takes a form e.g., "If we wish to build. a house, whdt do

-

we need to do it; and finally, an embedded question, e.g., "This is a nice

house which we have built. What do we need to build it, because if we could

4

figure,it out, it will help us néxt tife?"

The particular wh term employed sets the direction for , the addressee.
v e .

To be asked "where" orients one in space, whereas "why" asks for causal

analysis. As we shall.seé later when we come to explicate the rules of the

question, the particulaf‘emphasis here orients She child to aspects of
reality. The initial'duestion, while o;ientiné the child in a certain

direction,,is just the beginning of the activation progesgl ‘The

question posed in response to the initial inquiry carries the process further, .

cféating the possibility for new confrontations. The following dialogue can

>

best illustrate the.wqy the second question moves the child beyopd‘tpe initial

.induiry. \ . P

- 6 .
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An examplée from Piaget illustrates the differential responses that
occur when the questions use different wh forms or structure.

E: What is a brother?

€C: A boy. . , o _ ‘ .. -

o . ' A\l - o

E: . Are all boys brothers?
C: Yes T | S
E: Is the boy who ‘is:the only one in the family a brother?\

C: NO._. . ‘. : e

E: Why are you a brother?

C: ‘Because I have sisters. - . S ) .
~ E: "‘Am I a brother? ST S S X

C: No. o . - .

E: iHow-dp>you knbw? d

C: Because you are a man. ; o o .
Q-E: Has your fékﬁér gbt.bro;hers?: '

C: fes. _:»‘ »/’ P \' .

E: Is he a brother?
- C: Yes. : R P

E:. Why? .

. ©
C: Because he had ; brother when he was little.

'E:"Teli me what a brother is.

e

C: When there are several children in the family? e ‘ [

; (Piaget, 1959, p. 104-105)
. 19 |

The questioning does hdlp the child make his’idea implicit.' The

. AT
questioning shifts from direct questions to indirect questions. In

additionsiHow questions are used.. Theé illustration demonstrates also how
. —_— L]

,
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the questions shift targets and messages~—from definintions, e.g., "What-is.

a brother?" to a request to verify, "How do you know?"
~o

The coleexitx of the question refers to both syntactic content and

~ -

temporal quality. A set-of elemepts may be incorPorated in any single in-~

‘quiry. For exampie, "Where did you go with Mary yesterday while you were

¢

visiting New York?'"; or, ''Do you think that if_l boiled the water first and

then put the egg in it would take as long for the egg to get hard?" The

structure of the question is complicated by a series of clause83 differences

in temporal features, ‘etc.
. . " I3 ~ . .
Another critical structural attributeis the message in the inquiry.
- ) ‘ -

" The message involves a particular content that demands a response frequently
" in complex questions. The .message may not be clear, because of how the‘\>u

' \ .
question is structured or because the content is not comprehended, requiring

¢

the respondent to decide Just what the questlon is. We will return to this

“
. 1

issue.later when we comé to discuss content ;n-functional terms. t s

~ e . ) -

Psycho-functional features of question asking. All questions'inherently

contain a demand for a response, whether the question is direct or indirect.

There are at least three types of responses to a question: (1) a relevant

. <
v ¢ . : B
‘response which reveals a direct compliance to the message; (2) a response
‘ ' ; . ‘ J

that is'irgelevant, e.g., (T): "What kinds,of animals did we see when we ~
visited the farm?" (A). 'My brother has.a new b1ke ; and (3) ignoring by
 nonattending or-leaving the scene.

Kearsley provided a structural/form model which presupposes that content
- . - v .

forms the substance or -content. Every question is asked about something--

known or unknown. '~ As we.shall see this is of particular importance as a
> » ) . \_ t
‘teaching stragegy since it is via content that the teachier contributes
4 H v ’ B .
] [ -

&)




. with incomplete knowledge. Further, both the temporal and contedt compre—y,

to the'child'sjfubstantive'learning. . ’ .

While the . temporal feature can be considered structure, in the gtr#%t

-

grammatical sense, it seems from our perspective to also define a,func—
tional contripution orientation. The particular temporal aspect has con-

siderable potential in influencing the development of representational schema

because it can refer to the.past, the ongoing present or the future,

A question, asking the child to recount previous experiences in contrast

~

to ant1c1pating what will happen, exemplifies the interplay of content and
temporal relations.  While recollection is a retrieval of an already i

experienced event, response may be eas1er than anticipating and dealing

»t

hension will vary with the develOpment of the child./ While structural analysis

of questions are’ general character1stics that can in fact ‘be 1ndependent of

‘the developmental level of the child, the content and temporal reference S

-

have to be gdhged relat1ve to the child's experiential developmental state

V For example, Vygotsky (1962) points out that the young Chlld finds 1it" easy

' ¥
~ to remember, but the adolescent can not only remember but apply it to the

future. Thus, the temporal orientation of a question will different1al%¥

5
~

Every question, by 1ts very structure; poses a demand for response,

affect the child's response, depeQdingion the child's comprehens1on of time.

iIf the child elects not.tg . answer, he¢she is in effect violating the -
expectancy of the inquirer, since the nprmative.expectancy is for thet

’ . 2 . r
respondent to acknowledge the inquiry by some type of response; Thus, the

ptimary function of every question (we are excluding rhetorical questlons,f

which are not "true'" questions in the context defined here) is to elicit a “
q . °

response. . ,. . -

o . . .
, . - :
' ) 9 - '
e . .
S
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_ The type of response anticipated gan vary as a function of the open—closed

~
.

characteristicsvof the question. -If the question is closed the appropr&ate

i e~ - ~

response[will,be,closely‘tied to thé content. "John, .what is your brother s

r O
"name?" or, "What¥color is this pencil?" In each instance, .the._type or class

of"reSponse is:clear; ip the first instance; a boy's name is expected, while
: ~ !
- AN .
~ in’ the second example, a cqlor.is expected It would certainly;be a surprise,

S

-

if the reverse came about, to: wit, the child gave a color to the first

"question‘and a boy s name to the second qqution. But, it*is possible when

Johnny is askeé his brotherfs name he answers, "Red." This would perﬁar%e

create an unantic1patedvdlscrepancy——since "Red" is ambiguous for it could

be a brother s n1ckname. (fhus, while it is-possible for surpris%d)to ocecur .

”w 3 ¢ “w

in response to closed inquiries, the probablllty is that the expected response

/ -
— - N
A - = - .
. -

fits.a class. ‘ / -

By contrast, open—ended questlons, while structurally a Eype of

'

question, have responses that are-not as clearly pred1ctable. For example,
L7 . .

asklng a child "What did/you do yesterday7" can elicit an answer that can

-

. ﬁﬁ::l’:::h\ahy number of events ot actions, o - . ?

L . )’
i :
An,effectiVe feature of the open-ended question is the consequence
= . t ' b R ' : :
"of the lack of specificity in the demand expectations. For exam%éi,'if the

question is asked, "What can'you’tell me about your trip to the orchard,"

‘ the demand quality is less spec1f1c, the part1culars requ1red are amblguous,

cthe amount, of information requ1red is. unstated and the correctness of the

17 : .
response is not clear, Wh1T€ the child may believe he/she has produced all

T
“the necessary 1nformat10n and has answered the questlon, the teacher may

I'd s
v

" not agree and may well proceed with another! question; (Such a response from

. T

\ S AN
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the "question" need not be,uqiqﬁé to a teacher-child interaction. - Adult-
adult communication may funqéidn simiiarly.) “ Since there are no criteria

for what is required, the respondent is not sure when the question is indeed

y D

answered relative to the request of the questioner.

" The functions described above are related manifestly to content and to
_ : B . . .
structure. However, questiqps can function on a less explicit level.® The

' - . R - . "
tone, the timing, the accompanying gestures can serve to communicate demands

that may not even be intended. The same question, e.g., '"What is your

. 1 " . P . ' ‘ : ‘ %‘
brother's name" when uttered in a benign manner, may be interpreted by the -%=
child as just a request for information; but if uttered in an imperious . .
tone or cloaked in éuspicion, may be irterpreted as a threéat .(Katz, 1977);

In sum, questions covering two levels of messages;vmanifest whichis
present in the contents and structure; and latent, which is tacit and

expressed in the tone or the ambiguity. - Each of these features is not
- “ 14 - . -

isolatable, since they in part form a unit. The recipient of" the question
: ) tm a- : ] est .

potentially can receive all the messages.’ The nature of the réspdnse is

\\ no doubt infihenced-bj how the recipient encodes the units. L IR
A R
A The analysis of the question in terms of its structure and function =

&

leads us now to our conceptualization of an inquiry strategy asia teaching

”'st‘i\‘ategy._ : | _ T ' R =

\ . . »
Conceptual Basis for Question Asking
2 =

‘‘Questions-can and-usually do demand two things, (1) to deal with the

'nonob\s‘ﬂervable, vand (2) resolve ‘discrepéncies. Lurihas cogent}.y stated

4

'tHE first--a perépective consistent with Piaget»(i95l?f§nd Vygotskyi&l96?).
X .

~ R

Luria writes:
il .
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.  Men can deal evén pith "absent" objects and so-duplicate the

L '

world through words, -which maintainAthe'system ofV@eanings , N

»

whether or not thg person is directly experiencing the objects

the words refer td. Hence a new source:of productive imaginafﬁ.

tion arises: 1t ¢an reproduce objeéts as well as reo:dérfthéir .

relationship aid‘thus serve as the basis for highly cbmplex
. ) . .

- creative process..;;Such codes enable a person to go beyond

- direct experience and to draw conclusions that have the same

‘. - : - - : - :
objectivity as the data of direct sensory experience (Luria,
‘ . . . v

1976, 9. 10). T o

Using questions as a teaching base {is jggtified because of the ‘aware-

- 3 N : . . v )
ness that.the human being can deal with "absent" objects and thks process

4

A}

. . N . . . . . . .t :
becomes possible because of our ability to transform experience into & -
‘ . . v . . .

. , . . . ‘

. . 4 . - U )
.representations--images, language, external actions. '
P : . . T woom ' - .
C ﬁ v , : . .
‘ e q . . — : . .
oLy The capability of re-presenting experience makes question asking a

.

viable'st;aﬁegy. 'The opportunities for active ré—presgnting is enhanced -~
when children are ﬁ?eséﬁted yith queries. fhus, the pfocéss begiﬁs. TAt

issue now is what the query does psychologicaliy.‘

‘ .

-b ' 3 '- : ' ‘ .
Inquiry can create a discrepancy, or a mismatch between sets of events:
Tov N A 2

It is because“of such a realization that we were led'to dewelop a dialectical

.

model, which in turn provides the necessary fh&sziftions highly appropriate _'
for cognitive development (Sigel & Cocking;'l977).f |

Inquiry can create tension: Posing an open-ended question in contrast
. . ” ” . « . ' .

to a closed one, imposes a demand for an answer, but,with no message as to N
- what constitutes a "correct'" or "appropriate' answer. - Whereas a closed

»
.

question usually has a clear referent as well as a clear message, an open
. . »

. - X : . - ~

ERIC L . S
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| quéstion forces the respondent to:decide what is approprilate and how much )

to say. For example, "What can you. tell me about your trip to the orchard?"

&

te

.

o is- an ophnfénded qpestfo?:%;lowing for many options-=the child can begin

: at any point.in’the historyvof:the tri;i relate any number of_possible s
events; feélings or what‘not.- ThisJis in contrast to ; closed question,

ve;g., Did you go to the orchard7 Who took you?ﬂ How did you, get fhere?"

- «

C ) The tension is created by the adult’s request. that the child, re-

construct, a prev1oﬂs experience w1th minimal guidelines as to correctness"

of the response, as well as with the requirement to select from an array
i .
of optioms that which he thinks best meets the adult s demands. Th%/child
<‘1
is requiredvto represent a previous experience, as the question forces the’
chifdtto distance_himselfiin time andfplace froﬁ the‘present;{/The interro-

gator'is'nsing'a distancing behavior;'that is, an inquiry which asks the .
& . . . . i o . ’ ', - ° ’
child to '"'create temporal and/or spatial and/or psychological distance, &'
- ’ - AN . ,

. 5.
”between self and object. Distancing is proposed as the concept to denote

\

behaviors or: “MEnts that separate the child cognitively from, the 1mmed1ate

behavioral environment" (Sigel, 1970, p- 1ll4112). The response to the dis—.\

\,t
tancing strategy is a re-presentation of a past experience or a construction -
b . s‘;’ o

>

of an anticipated experience. In the example of the reconstruction of the
trip to the orchard; the child has to sepdrate himself mentally from the

ongoing present; Tre-present the trip, and transform the retrieval information
in the same symbolic hay——e.g., words, gestures, pictures, etc.

The ten51on gene&ated by this type of qugstion may well be minimal

because the inquirer's demands are relatively straightforward However, -~

®

this may*well be the beginning of the 1nteraction. " Further tension can

- N -

be generated by following up the child's answer by another question, or

L=

ERIC C ‘? e
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Crye

beginning an inquiry[aiaiogue. For exampie, "Could we have gone to the

orchard any éther‘hay" (basing this on the child's report thaé the ééip

was by car). -ﬁow the teacher is asking the child to consider alternatives;;

in éffect creating a discrepancy between what was (the ride in the car) wl///
and what might be or- might have been. - Now the child has Eo'think of . ‘
alternatives."Again, the cues are 1imifed and the respons%bility.fof

coming up Qith an adeqhate sélution is left to the child. It is this type

of responsibility in the context of solving that we argue enhances cognitive

.
'

growth. . \

Functions of distancing behaviors and of discrepancy. Diétancing

v - behaviors véry in the degree to which they activateé the separation of the
personvfrom the ongoing present. Where simple declarative statements

require passive listening and associative responses, open—ended inquiry

demands active engagement (Sigel & Cocking, 1977). Thus, the cognitive |,

°

activity demands "function as instigators, activators, and organizers -of -

mental operationg" (Sigel & Cocking, 1977, p. 216).

[

Discrepancy created by inquiry '"propel the organism to change because
of the inherent nature of the organism's inability to tolerate discrepancies"

(Sigel & Cocking, 1977, p. 216).

- Distancing behavior creating discrepancies we hypothesize contributes _

. - . _ -
in a major way to cognitive development. Our contention is that-the

i . 1} . - -
inquiry generates tension while creating a discrepancy;- thereby increasing -

thé/stress leﬁel; and this stress causes disequilibrium; which -the child
strives, to resolve via some mental action (Sigel & Cocking, 1977). The l‘ ¥

resolution is perhaps short-lived. Another question can reinstitute the
. ] ) , 4 ‘
cycle. Ca - - .
s B 6
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Discrepancies may be of any of thé followingﬂ (l) discrepancy beésgé’

an internal perspect1ve and an external demand, e. g., in a conservatlon
experiment: with cldy where one of the balls is deformed, the Chlld argues
that the deformed ball has ‘more clay than the other ball. Even when told

that nothing was’ added or taken away, -the Chlld ‘doés not believe they have

i

the same amount. (2) Dlscrepancies can occur between twa internal events,
4 s

e.g., “WilI_yOu tell me the best way to drive .to yodr’house?" There arextwof
routes to the house and the-respondent is in conflict which route to présent.. Py

(3). Discrepancies can occur where both events are external, e, g., the
child is shown c&ear water and a set’ of colorings. He is asked to pred1ct

' . = .
what w0uld happen if two of the colors are mixed (red and £¥een) and put ’

into the water. After the colors are mixed, another question is posed,

!

"Why dovyOu think ‘the water. is colored purple and.not{red or green?" The

e

discrepancy in this cases arises in the context of the action and is

u

external to the child.

The child, however, may not be aware ofﬂdiscrepancies nor .contra- S

_dictions: Such awareness requires a developmental level where tﬁe_child

notices no discrepancy. When presented a drawing of a human figure with ,

¢ : - .
: . ’ :. n‘_ . .-4/ 7
no neck or six fingers, the child may well mot attend to these' discrepancies’

in spite of the fact he knows he has a neck. To be sure, children at

*

virtually ever;\lékel notice or react tobdiscrepancies——the infant reacts

N

when his comfort state is disturbed and becomes quiescent when the discrepant

«

event is handled,either through his own volition or through thevintercession‘

of the caretaker. In spite of this observation, for our purposes, as.we

—a : i P

-

- . . > 3 ,
shall see, there ard many areas in the world -of physical and social knowledge ;

where the child is not apparently aware of discrepancies. In sum, . o

w
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discrepancies can occur at various stages of life, sthe differences, however, [
. . xr ) . “

are. in kind and content.* .

¢ 3 . . .
, K .

Implications of Resolution ofAyiscrepancy for Cognitive Growth . 4
* . ) cow s P \ :

‘ Movement toward discrepancy resolution is a necessary, albeit not

EAN

Y sufficient requisite for cognitive“growth. The lack of awareness of a dis-
crepaggy is 1nter$seted as nonatt:\ﬁing ‘to that specific event. Thus, the

. event’ i's not in the 1nd1vidual s awareness, for now we shall. nos_co ern
\_/\. AN \k
L ourselves with it, The awareness of a discrepancy produces a "¢tognitive
e : ) . : R LR &
conflict" and resultant- tension which can but does not require resolution.
i . - 4 . ) ' . ‘.! . N
Action toward resolution, however, comes about not only when the chdld is
Lo . , - - . o
. "awdre," at any level that a discrepancy exists, but also when "intuitive.
\/x" 3 . :; '
\*/awar ess'" (a- feeling ‘that a discrepancy ex1sts)exists. Arousal to resolve the

o - <
- digﬁrEpancy leads to either mental or.motor actions. These actions in the
b\ . i .

serv1ce of resolving conflicts lead to evolutdon 'of a stable (temporary) solution.

T o

e

‘., ReSolution thus "moves" the child from one knowledge,level to another. A child -
,&buﬁldihg;a block structure notices that‘whenever.aly block 1is placed on a tower,
o
e ‘ N .
. ) thé,tower collhpses. Emplgyment Df a gube or a rectangular shaped block how—

. ' ' . Az,

‘T, ever, does not,gestroy the tower. lmpliCitly the child comes to realize that

- ohe type.block is more’appropriate than another. ‘In this way, the Chlld has

r
B

-

extended his -practical knowledge vis—a—Vis balance. :However, it is dothful

&

+ 1f the child can articulag§ either the principle'or the heuristic ‘rationale for

. such a state of affairs. Chances. are, however, that in subsequent tower building

;théfchild will consistently reject a Y block and_substitute the appropriate'one.

&ctions, then, leading to resPlution transfer the child's knowledge
Ta ‘ . -y
state from one level to another. ‘The resolytion can be temporary, since
’ "'x Y

interaction with the environment is .an ongoing dynamic process. The child

Q | v | :%‘L/ :‘ . A . )
[ERJ!:« : , : - 1c. _ ‘
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/‘canxresolve/a proolemqat one.sfage of his development only to have a similar'

- /s
problem eocgur. Now, with/new knowledge and experience, discrepancies

v

reappear in what may ev'n,be the same domain. For example, children s defini—
/L’-& “ .Y

tion of an animal or

omething having four legs, shifts to something that is -

alive. At the "fou leg"~ eriod%resolution Of’discre and&'in olassification
\ P p

+

" of animals‘with/7hd w1th0ut legs may -be reSOlVed by using the legs as a cri—

‘terion, but la;ﬁr leggedness 1s.no,longer the most appropriate and the_"living"f

criterion'is;used. Or the particular contents may thange. When- the child
BB .
has mastered /a certain body of knowledge, d1screpanc1es may no longer occur.-'
< Lo .
Role of Inquiry in Resolution of Discrepancy, . ’ - g --A¢;;/
’( . . ,' ’
In the previous d1scussmon, ‘we have focUsed on thé/knowledge acqu1 ition

under conditions where the child's own action'state led to d1screpancy
* resolution. But -in the context of our educational or group setting, .
Y ’ N

appropriate inquiny'on the part of thé/other person can facilitate dis-
) v . e -

crepancy resolutlon. o : ’ - - - Y

At the outset of an 1nteraction, ‘the chifa is actively employlng his

. J ’
own existing«knowledge basehto_cope w1th the situation. The teacher also v?
j . ' . ¢
i N . . . : [ .
enters that situation with her/his knowledge. We can, diagram that as
-* ' . ’ ’ ) ‘ »

follows:

!State 1. - @ @

where two indpeendent parties.are-in contact.

3

" %The teacher notes‘the ohild's activity and the child notes the teacher

My presént, leading to:

- :State 2 ' (:::)(i::>' _ ) ¥'_, L AT AU

o

’ The teacher observes the child is trying to build something, continuously"
: ? ’ T . ' o0 o
piling block :upon ‘block. The teacher may begin dialogue and asks, e.g., . "What

-

' B H O
ERIC L s
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are you building?" ‘The child says, "A car." This State 3 can be diagrammed

4

"to portray ‘the .teacher and child cemmunicating. This can}be diagrammed as N

J

follows: v ' . -
. ( ‘ ‘ @ ) | ‘ ’ . -
S ' “ o _ |

The teacher and child have begun a process of sharing a definition of ;he
‘sftuation. As the teacher 1ncreasingly ‘asks questions, e.g., "Tell me more
. Y,

- about ‘your car?" or."Tell me abbut the parts of your car?" or poi ting go a, 'y

section of the car and asking, "What is th1s7", there is an increaseﬂln shared

. ‘0) . . ‘ v
.understanding of the physical features of the production, diagrammed‘as“

: followsﬁ E ‘ . R o Py

@

The shaded area/depicts the sharedwmeaning about_the‘event.- Not everything
/ ’ 3 -~ 4‘,
the child knon or feels about his: production is shared, nor are Ghe teacher 8

intentions about hef7h1s 1nteraction. This is the wh1te Space. Thi non-—,
/ - v

stated feelings, knowledge etc., may not ‘be art1culated or even be in awareness,

hut. may 1mpinge on the quality of the response. Chlldren anxious in test

v

situations may find.the task boring and not say anything, but_this feeling
T B ! . . ' T 2

will influence.mhat is shared and not shared. We will not develop ‘this

aSpect'at this time. S ‘ N

As the Chlld “and teacher - interact, in an inquiry\interaction, the

N

‘direction the dxalogue will take and the kinds of ideas genergted will

/1'* > L

) = ,
vary as a functlon of the kinds of questions posed. Q : L /
. Y] ,_/ . . L.
The type of question may facilitate the resolﬁtiOn of the d1screpancy.

. ! \.\
For example, in the class1c conservation sk, the type of inquiry employed
s " B e’ v sa\’e:? v

for assessmont yields information as to the chlld)s understandin of the
N g »

i v

problem. If however, the experimenter or teacher ‘would continué\to emplOy

» -
Ny - ! -

/ : . . ] - ;o 4
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Jaquiry, the nonconserving child may become aware of the discrepancy and '
. ® . . ,4 ' o '
come. to realize the equality that exists. - v

. ° o . : ~ 1, '_ - i
Of course,,resdlution»of discrepancy also depends on what level of

.

N - . . .
resolution that is sought. Forexample, let us consider a classification task.

An array of objects were given a group, such objects as an1mals, vehicles,

N & \
hyman dolls. The task for the g¢hild is to classify these items on the = ' %
. . - N . x ' .
basis of class_memberships. Say that the child inclu:\s\some human flgures \

-

in>the' vehicle class. The reason for - such a choice may be functlonak~ -the »f
. A}
\

»/ people use vehicles. ‘Qn one . lev el, this is a nond1screpant situation, from
: - ' {
the point of view that any relatioéshlp is. ratlonale. On the other -hand,

lookin at\this array fromfz logica h1erarch1cal perspective, there is a

1

not !"belong" in the group so created, but
. - ) ) i

2 d1screpancy, the.human figure: doe !

o

raEher belongs ‘to the c?ass an1malr

ganizatiorn of the animals and humans| - '
~ 4
into one category "11v1ng would be a logical hierarch1cal arrangement.

B .
If the teacher,then decides to "force" the class1f1catlon to a superordinate
B N . . 4 .
level. Approprlate questlons would)perhaps facilltate the child's mov1ng

to a supexgrdinate category. The quesfiom may ‘well facllitate the Chlld s.

o

becoming awazf'of the discrepancy. . - - )

In othe " words, discrepancy may be resolved by inquiry but also‘ ' .
"discovered hy inquiry. . o : .

’

Let it not be construed thft discrepancy is always resolved TRere-

% M -
way well be ocdasions‘that the teacher's questions are not facilitative.

—~
The skill of the teacher becomes the critical considerdtion in d1screpancy

resolution. Th; skill depends on the teacher? nde;standlng of children s

cognitive development in general and the particular intergctlon in

particular.e
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. To this_poﬂ‘é, the argument was presented that resolution of a- .

* ’ \ s
disgrepancy can be accompliqhed by using inquiry. It we still have to

technical aspects-of'inquiring, it behooves us to develope\he céhceptual *
ra}{gyale for our position. To ach1eve this goal requires d\recting our
attention to two issues: (1) an indlcated relationship betwee\ discrepancy ,:
. i \..
'resolutie?, and (ZY the.psycholegical functlou{ofhrnqulry, ¢ w o~ )
Dis'crebancy ReSol.uticn and Cognitive ‘Growth e - ) - |
::)' ) "FWe take bur lead from thehéiaéetian perspeétive that cognitive Eﬁéwthﬁ oy

',is a functlon of changes in state from a static equilibrated.one to a %\\

-

,dynamic nonequilibrated one. A discrepancy is a dynamlc state of, tens1onE‘
z é\pn

~as described previously, whose resolution comes about through a reorgani

of an ongoing state. Where no discrepancy exists, the status/quo relgns

and there is therefore no gXternal or internal need to change\ The individual |
. - . &
v

is cognitively organized in that knowledge states are in’harmdny.hiThe child

believes what he sees; his construction of reality is such that‘the world

appears ordered. h ; o ' » )
- When questions'are introduced at any time, they have the potential

of disturbing t:he equilibruium. Cogni% processes a&d affective states

are activated. { ' \

.o Not'oniy ddes a uueSEion disturb the equiljbrium, but it aiif orientg

T

. .»' " . . N
the ch11d in t%me and space Questiohs which/make-demands for prediction, ]

l”happen to the glass if it is dropped? What_yéll happen
- i
; /o the egg when X put it in the cake7 Each of these queries orient the
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, . 2 :
in an anticipatory sense. He has to project himself'in’the future.

‘.

Employment of anticipatory schema in order to articulate an idea is not

usual in the'daily life of the child To be sure, the 1ndividual probably

-~

does employ anticipatory scheme in’ planning his/her daily existence.“{How—

ever, the pressure to articulate the schema is not a necessary conditlon--
" ,

in contrast to the inquiry-context where there is pres sure for JuSt such _

articulation. . ) . v _ )
. Lot ~ . 1
: e o . ‘
Not .only. may the child be encouraged to anticipate, but also to re-

-present the previous experience.. This demand to retrieve information

forces the individual to reconstruct .and consequently to re-present

e 8 [

previous experience. s e

v

-

N[t only can the past,and/or the future be the focus, but also the
ts

presen The child can be oriented to attend to the“ongoing present—-

where the child may be asked to attend to the observable or, - to. 1nfer~
L .
relationships between events or objects. Where the time focus is past or

the future, the Chlld is required to mentally image events of the~past
! ~

" and even of the future, while deallng with the parent the child. may be

/

attendant to the observable. The level gpf symbollzation may not be as

—

greatvcompared to the past-or future where mental imagery or other types

of internal storage of information have to he.emploved.

3

! \ . _ . '
- To this point, we'have argued that questions vary#hg in time~dimensions

engagF play and role in schema development. ‘Now let us_turn to the potential

.

‘of other cognitixe demanxs of questions.

(oS

Table l lists a number of types of\Bescriptors categorizing mental

s 4y, ~

. demands that can be made gp another through~an inquiry. They range from

descriptive-labeling to inferential types ot/gug;ies Each of thEQ\{implies

- . »

b




Label (lab)

’

Table 1 g

Exemplars of Distancing Question Strategies . b

" o
Definition$’ JNaming  a singular object or event or action,

s - naming a place, appropriate designation of
/’ something, ocating identify, a single dis-
' , erimination; NO ELABORATON;. ownership,
I .. possessives. Labelling is discrete and does not
!4 i; \ involve inference. . . . 8
/ Examples:;- "Do you know-the name of t@is?"
S | ™ihat is the color?"
""What do you have ‘on your feet’"
"What do you call what she is doing?"

' ."Where is the book7" : R
N ' . "ihose book is this?"

. . . g .
. Do you remember her name? N : .
‘Comment: To be distinguished from cofdcept or class

_ ~ labelling which is symﬁ%trical ciassifying-
1 - (see symmetrical classifying).

Reproduce (rep) " Definition: Reconstructing pre;ious experiences; dynamic
- _ - . " interaction of ‘events, 1nterdependence, .
€ ¢ funct%bnal, open-ended; child’s organization of
L‘w ) - " previous experience. |
e ' Examples: "What happened?"
f .." "How did you_mabe that?" w
v / "What did we do yesterday?" .
\ l" ?‘j - - "Tell me about your dream." .
A |

,iv’ﬁ;' A v
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Table l-(Cont}d), i ) ' . .

Propose Alternatives Definition: Different thions, different ways of perform-

{pro alt) , ‘ 'ing the task no negative aspect. Possible
o . key words lare other, another, different from
t - before. o h\ o 'ﬂl‘ N |
: <o o [
00 o : - Examples: '"What odhgf way could we mix this?" :
E ' T o "What is another way of blowing up the balloon7"
T - ' .'"What is a different “way we could catch the
s o | mlceo" | ~
: | ~ Comment: ;Not additive as in "What elSe do we need to

: o 4 ‘ add?h:or "Can you tell me sometning else?"™ .
~— | ' No articulationm of judgment as in a "better -
way to do it." o |
Resolve Conflict - Definition: Presentation of contradictory of:conéiictfuli
(res con) information with a resolution; problem solving,
4 negative condition exists with focus on an :
alterné\ive solution - one situation: which is”
an impossibility,needs to be resolved in another
Q (’ ’ ' way; does include inferences of cause—effect
relationships but @ﬁcludes an additional element
@ , of identifying the central element in ome
_ | situation thet can be transferred to apother

: o situation.

I

. . Examples: 'When there is no electricity, how could we -

"Since my mike ‘is disconnected how could you
~ 4
hear me?"

' "What if we don't have a spoon, what else could

. ‘ ’ o : 8
-~ . ' y o we uge?" . . “
) . ) e .




Compare . * "Definitions

. Comment :
fm - .
S B o +

(a) Describe ““'( Definition:

Similarities . - % <
(des .sim) - L
N Examples: -
(b) Describe =~ 'Definition\.\
Differences R '
; (des dif)
‘.—1? o ute o ‘
. o ' Examples:
¢ L cand
.;. S LY ’
(¢) Infer . Definftion:
' Similarities
(inf‘snn)
- . ‘ .
=~ _ Examples:

-20c- : ’ B R
Table 1 (Cont'd)

Describing or inferring characteristics or

_properties across classes, not within - two =

P
p

separate instances being compared; noting thé('
existence of a similarity or difference,
'deghribing or inferring only how- alike or
different - '.

-

‘No explicit statement of what 9haracteristic

1s common to. both is coded here, since that is

' symmetrlcal classification. - -

. v \
Noting ostensive common characteristics. ’
Perceptual analysis —“comparison of sensory

materials present in the interaction, e.gs,

‘.

. objects, rhymes, pictu:Fs; etc.

"Are those the same?":

"How are Joel's shoes like Dee Dee's?"

Noting ostensive differences among instances.
Perceptual analysis - comparison of sensory
aterials present in the interaction, e.g.,

obJects, shymes, pictures; etc.

"Are those different?"

.
¢/

"How are Joel's shoes different from Dee's?"
"Which foot is3the bié foot, mine or Adam's?"
Identifying nonobservational commonalities.

Conceptual analysis - instances not present

. for se sory comparison (see comeent below),

analogies, part-whole relationships. A g%s

A"Are a lion and a tiger alike9" ,
"How are a lion'and a tiger alike?"

YHow is Joel s story/like Dee Dee' s?"
- -

C0pA o - .

) A Ce e : f
£ .. . .
. . . maw . L . . . -
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. a demand--but the demand. also defines the process for the child. To be
"asked "What color are your new shoes?" immediately-structures the child's

intellectual and possibly perceptual orientation. He will attend to the-
v .

shoes- and provide the color label. This is a much different demand thdh

asking, "What are the shoes made of?" In each case, the child may have 0

attend to the physical features, but to answer the second question, the_child

. : . t

- has to enlist the aid;of his memory, along with analysis.of the shoe itself.

Thus,va different‘set of processes arewactiVated.
Other types of questions are listed in the't§b1e>and it is wvery clear

how many different functions that question can serve.

-

The Strategy of Inqdirz, T , . : 4 ‘f . o l»;

Questions can serve many functions--to elicit information or to facilitatef,

thinking. The sequence of question_asking, as wellxas‘the skill in ‘knowing

how and when to ask what type of question, hecome some of the initial features

that any inquirer'must come" to master.\ Although it can'be argued that just -

'asking questions is enough, our hypothesis would assert that cognltive growth

3
>

1

*1
vwhich create’ d1screpéﬁc1es, pose contradictlons, and requ1re shifting of

3 B perspectivefarebbelleved‘to influence the growth. 1In effect, the questlons
that create a dialectical interaction are cohsidered’as protypic of thdse

. : . . S : -
.7 . that would have the greatest potential for influence. :

v
5

.
Basic Classroom Strategies

B . T -
n . W ) .
- The creation of an optimal ‘environment for growth in representational
¥Zompetence.1eans heavily on the concept of distancing. Basically, this ¢
L -
concept refers to aspects of the environment which stimulate the resolution

through 1nqu1ry will depend on the demand quality of the questlon. questlons
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materials, and n .classroom management (schédqling,irules,”etc.). - o

particular chlld with whom one works, and. (2) kno@l cdpe _'(‘%Xf‘.l'l'-’ll(‘}'.l('h' and

\322—.\ A S

of discrepancies by the child, foster the acquisition of Mconservation of
' . B 1 , . . ¢
S : . . ‘L . - .
meanifig;'".and result }n the growth of the'child”s.internal\represeptational .
s?&tem.} Dista cing‘can occur in verbail strﬁtegies, in,activities and
< . . . _

.~

_ BERE . . oo . . ] L,
In defining distancing, the form cannot be distinguished from the content:

-

LAV v

Thus, one cannot simply give a list"ofspnrticulnr verbal stratepies, a list

of specific questions; which together make up the set of verbal distnncing

. . \ . * — X .
behaviogs. Whether or not a particular, question-has the-distancing'dimension

hd .
R . -

: dopends on iLs effect ort the persopn-to whem it 'is derCtGd~‘0r iL5 potontial

x
°

effect given the appropriate motivaﬁ{onal state} A question only st1mulates

-discrepancy resolutibn if the child’perceives the discrepancy. Furthermore,v

P

whether or not. a d1screpancy is perceived depends o& the state of the ch11d

as well as:on the partlcular form and contentgof the 1nquiny.

This framework is designed to help one determine when and,how to use

s

those\behaviors and ghysical’materials‘nhich have distancing potentials in.

‘ways such that thelr potentials are reallized. pistnncfng potentlals are

-

realized when, through luck nnd/or,knowlcdgc,csitlmtinnnl demands nrndgppro—
. . a e g . [ B o E -

priately matched to a child's interests and cognitive abilities. [f“@b can

AL ~ N : 4

decrease the dependence on “luck and lncrease the “knowtedgpe base from which. to

o

o e 3 .- i s

ercate appropriatd situntlons, we are way ahead of . the game.” In peneral, the -
- a
_ ) . e - o

1

.teacher's 'knowledge- base will consist of two parts: (1)? knowl edpe., of eacly

£

]

r

‘procedures which incrense’the'probability bdth of ffnding out how those

children thlnk (and whnL tgﬂy know) and- of atleating their thnklnr procnsses.

'Fortungicly, many of Lhc same strategies which help us to find out what ib

e - ?o.

in_the child's mind also serve to activate the child's thodght processes.

hd - -
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"+ . For ¢xnmplc, when we ask the right question, Instead ol slhplx telling, we
- ‘ . . ' . ’ - P . ’ - '
7 [ind out what the child already knows and we stimutate the child to think
v , . ' - . \ o
L - 1 no . . ! ' »
about thd issue. ' : T - ’
. : o N : " |
© - Digtanclng behaviors can be used in all aspects of the préschool environ-

!

ment to_activate the ehild's thinklng. In addlition, they help the teacher

. - K3

,find‘out_whut the chilld thlnks, how the child thinké, and what Interests

" K ' : , ' ty
him. In gbndrul, one L$ using distancing behaviors when one tries tor o

[;(1)}huk questions ruthér‘than'glking statements.

 :(2) Clve ruql'ﬁholcés——thc kind where the child makes the declsion \

’

wand Ls helped Lo follow throigh on lp.
‘ e , .

v [} . g

. ' /I . ' ‘V L
A3} Wait, watch, and ligten while™the child is,doinp semething--ldt:
. . T - ‘ N o .‘-ﬁ - .

c LT . S ) .
the child solve hlg own problems und/}dﬁcovcr the consequences ol
~ " .

) . % . Yo
N . L Y
~

hi§~nu£ion‘(whcncver,it lsssafe to do so).

. .
L

. - T . ‘
(4) Be responsive when the ehlild Initiates, and -use questions and

'a‘ ) , . ,

. ' L. ’ Yy o
suggestions in teacher-initiated interactlons. (Avoid being a

= L : y AP C.
~ "IV teacher,') - C ' ’ ) -

(Sl'Afpange ;he'physicdl cnvironment to stimulate problem solving (e:g.,

. ‘ 2 ‘ ‘ A . i . . ' ; ‘,
create or rearrange materials, resources, spacd, routines, etc.)

. (6) Use distancing behhviors in socioemotionpl; ethical, aesthetft, and
! . . ‘ ; _ -

-

¢

motor skill dohaiHSj?%éye;l as in ar&as tfpigal]yvcallea "cpgﬁitive."

. These‘are'iméo;tqntgconéidcrationsg each "of thch,will Qe discussed in ?6;é
'detqiﬂ,in the sections‘tOZfollaw{" \in | o : P
.o ’:\ ' " » (l)‘égk‘queétiggs,..._ ' ‘ I3

’ QueétionS'are essentially two-way cohmuﬁigétions: a h;estiqn'usually \

L3
.

gets an answer. .But questions can do more.than that--good questions foster

genuine dialbg. Qood quéstionslare reasonablé, ﬁationar, and appropriate,
) sl *

\‘1‘ : . . . ) ‘)m ' ’ ’ i
l(j . . . R ‘ e )
= ; L : B N



' .. ~rather than mere fjllers for silence. Simple "yes-no" quegtions or "guess

what answer I'm-thihking of' are not usually the most beneficial. For examples

o L]

L)

the‘qdeéqiépé listei}yndcr the "minimize" column below are to be used as 1
.as possible,ginc% they‘réqyire very little mental actiyity. The questioms
listed under the "maximize".column,'howéver, re&uire more mental activity
on the part of the respondent and a}éAlikcly t; Be followed‘up with a genLine
o . . "

) ’ LY

exchange -of information and opinion. o
| ' > PP Y :
Maximize the use of ' Minimize the use of
qucstions like éQese: . quest ions like these:
" Tell me about this (object). " What color is this block?
What might have happened? What is the first thing that
- - ‘ will happen, the second, the
What if (state opposlpe)...? third, etc.

Why do you think that? Is th&s a spoon?

Questions can be directed towards the understanding of a concept, but

throughout such a process, any answer by the child should be accepted as

)

legitimate--not as an accurate account of reality, ‘but as a true reflection

of the child's level of thinking and his perception of reality. Tollow-up
* questlions are used to help.the child move himself closer ko more sophfs—
ticated understandings. When questions ore used Lo activate thinkling, -they

h?qﬁ the child focus_his mental énergids on the issue’at hAUd, and, in sa

“doing, they help him construct for himself the relevant. concept.

~ (2) Give real choices....

by Co | 2
‘ ) . . _ Y,
. “Posing conflicting issues or alternatives is an important StrateLy.
~ For example, one might ask: .
& R

N, T . - : ~N

(, a . [ !

- : 2
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1 -

"If 1T want to boll an egg should T put dt in a pan with water or
without water?" .

"Would you rtather build a house with blocks or with wood scraps?”

»

When a child has to choose between two or more alternatives, he has strong

motivation for carelully examining each possibility. Thls s only Lruc if -

Jﬁwo conditions are met: B ' ' - :' s

s

*(1) the choices must ‘be mutually exclusive (e.g., you can't eat

_yout cake and have 1t too); and

¢

. (2) there is some conscquence of having made the choice., Thus, 11 a

child 1s asked whether he'd like the soup hot or cold, and he
u L SOOI - -
chooses cold, he should be given it cgld\ If he is asked to make
‘ , : e ,
' ' - \ .
a prediction, he should be helped to cxgminc why he puts lfaith in
: /’- ’ . .0 : !
: } that,bltcrnative, he should be allowed to test it, and he should

N
-

be helped to relate the results of the test to his prediction;

When these two conditions are met, §h¢<chiid is likely to be motivated to.
consider each option as thoroughly as he can. However, he still nceds help'

) 5 . ) ; . ' -
In knowing hew to welph options. Questions can be used here to help him

’ '

cdnsldﬁr peetinent details, make inferences, and relote pleces of information.
b4 - . : . -

in a way which allows him to make a rational choice.

- ' ' ¢

PN '

(3) Valt, watch, listen.....

‘No matter how good fhe_initial qucstion: ttsfyalug danlbe lost by‘noc
walting long énough ﬁétween question and ansW%r, by showing nppro;ai only
for correct Aﬁswcrsyior by accepting aﬁswers without’ejsing qltornntivvs;

. ' ' SO . _ _
The child needs.a chance to concentrate--he must understand the questiom,
. A ! ‘ . o /é]._\ )
and he must formulate an answer... This takes time. _

.

N

RS :

e



" When l:il(ﬁ chbld has produced an answer, one can ask farther questions to
determine tlie conviction wlth,whlch a child holds cthe response amd to
establish the basis [;:>ho%ding that polnt of'v}pw. Thysu alms hold for hdLh
‘eofrect and incorrect'nnswcrsf ‘Both teacher and child benefit flgﬂ_snch an
exchange: the teacher. learns more about the child's vicew, and the child

_examines his own belicfs more carefully. If given a chance to test his

kg?wledgc himself, the child may even change his beliefs in accordance with

the results.aflﬂlen this happens, he has a good recason for holding the new
belief--a better reasew than ‘one which depends on haviang been told to belleve
It by an "authoriry."
i \ .
The gutiding principle Were is that whenever /it is sale, lét the child

v ‘ ' ! . (3]
discover the consequences of his action himself. The teacher's role i to

help keep conditions sale for testing consequences and to help t”& child notice
and analyze the congequences. Nonverbal looks, gestures, or manipulation of

materials may gerve as quéstions which help the child attend to the conse-
. ’ \‘ . '

quences of his action. Verbal questions, of course, also do their part here.

(4) Be responsive....

u

A tecacher's response to child-initiated questions serves as a madel for |
valuing quéstfons, giving éerkous'thought.to questions, and turning quesE}on—

aslking Into a pgenulne dialog. A child's plea for lnfnrmn}{nn should not be

.

ignored, but it does not ‘have to end with a simple statement from the teachef.

S | : .
The teacher can help the child solve the problem when strateglies like-this

are used: '"That's a good question; let's figure it out. Is there anything

¥

‘else we know of that looks like that when it's wetzj//f<' ' u

v

“In many cas%g the teacher can help the child devise a way to find the”

~answer to the question. . This might involve bringing a snowball inuide, asking

4
Y . " -
. . - .
, .
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another child why he's hiding the book, or looklng on @ chart to find vut whose

g . y . _
turn 1s next. QuestiQns can be used to help the child think of an- appropriate
‘ !

T kY : ,
way to get the information. The idea s to frce the child from dependence on

"the teacher--nof to be unhelpful or to hide information. "For this rcason, a
. , - f -
_ , A . s .
good deal of judgment 1s needed in deciding how much help to give and when-

and how to givc it.

. In respouse to-a chlld s question, the teacher enpages, the child in find-
ing the answer. This is in contrast to the "IV teggher!' who, in an admittedly

~entertaining ‘and appealing way, takes over the problem and presents its
b o v

B -

Ry

resolution as a completed package. . : ’
. - & .
/ - : \ /’—\/\

- . (5) Arrange the physical enviromment....

The prcuchnnl-clnqqroomwcnn be nrrnnned to enhance children's use of problem

PR

qolving nbi]itlcs. B|0Ckb near the drnmatic plny arca,. rnu oxamplv--]ond'thpm—

N qelves to use 1n impxovisinp qtovos, beds, LtC. Signs and picLuroq at chi]dren s
' 4

eye-— 1eve1 enablés chlldren ‘to really uee them for ideas and 1nfor ntion. “Activi-

b

ties should be arranged so that poLentialq for inteﬂ at1on are abvious to_the

clifld. A Loac1§§ Qcy romcmhcr nhou; the clothosplnq in the Lop vuphU\rd But ;; .
\ . 9. SR , ‘ : ’

‘will the chlld7 Keeping materialq Wthln Jhlldren s rearhﬁqnd{ox aho]lng

“ N\

\\--,

‘ ; N I : L
storape spnccq w:?h plctnrbq giveq chlldren moro céntrol nvcr-lhe JwtobrationJ.“ .

" "\< LA \-4,“ ﬂ] .t . ‘ . N
. o

wnbronﬁ ﬁeqougcosi

. nfltheir"play. 14 also ho]pe thcm to makc fnll uqe of thH

% ' . 1*- -fu‘,¢"
" . A

in solving their ovn problemq. lhe key point is to tosnufhef@ ﬁbct of thc f”

dren——not on what' adults mlght dor in; E}‘ﬂor‘dn adﬁlt values

arrnngement on chi
\]. 5

and aestheticsﬁ

B . ~
/

N .'. . ) 2y . ' - . . .M
™ The materialjone provides also influence children's full use of their

-

developlng meqta]-nbilibies{ Choose materials which lend themselvws to a

” ‘ -
P
:

nr1ety of pucposoq (e.g., sturdy hlockq. conqtrnctlnn mnterlals like clny,‘legé

‘ : n . N - ' !
. - . .
r . .
. »
. - . .
E . M

-
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) ~LO— B )
x V ) = A
locks, pipe ¢leaners, etc.3 old cans and plnstlc containers, and so forth) and

ntrogﬂ e novel materials to sLimulate dlqcuqqion and prluerxon. Even ﬁt?rieq

can be ielcctcd for how well they elicit Ideas from children. A story, like

Cood luLk bad 1uck for cxample, can generate CX(lLGd d[sgqqqibnr of whnL kind

i

lof resque or what mf)hap is coming up next. ' , ! »

e

'used  fbr this purpose.

e

‘B.utines can also provide ways to involve children in planning and problem

- Regularity is gruciél if children aré:going to be able.tq pet a feel g
puch-timc they have to'work withﬂ A vériety oﬁ.sjgns (pjcture;[
mnsical sounds, ets.) cdn be-used'to help childronvknﬁw'whnt's coming, ne}i.

! 5 T . . ;

‘ﬁinally, to ‘foster ghlldren's‘§bmprehénsidn of‘repregentational-medin,'

’ » - o : _
teachers should take care tto illustrate.an'object or experience shared by the

members of the class in a qériety of media. Circle time/activities can use |

7

3-dimensional models, pictures, photographs, music, and pantomine to communicate

Y

§torigs or;exprcss_Feelings. Children can be helped to use a variety of media
N : .

" for fexpressing themselves when ;eaéhers sugpest telling the same sfnry in

anpthelr way, for example, and when Ehey~pr6vide a varlety of materials to’ be

: (6) Use distancing beﬁaviors in....
A . A

Clildren s problem—qolvlng cdpacitjbs need not bé artificially limited
to the |so- cg\]od "qngnltlvo" hrcns. chreécntutloqnl thinkipg Is needed in '

understanding why certain rules have been set, in resolving disputes with

s D W : g . -
other chilfiren, in estimating physical Prowess, and in evaluating one's-own

preferences as well'as in learning about numbers or learning about colors.

Since the underlying processes are the same, teacHer strategies can be

expected to he similar. Questions are used to explore with the child why
5 : | . ' T .

QO
D
-



he thinks it's alright to take all the crayons or how-hciknnw he'll be

able to run all the way across the'play.yard without stopping}l The

physical eneronncnt, ]ikcuisc, will influence the child's d vedoping
y | : 1 joflue

-

ahility to, thrnk ratid ally.uhout these areas.

ssroom is a

The result oE thc diqtancing approach ta the preschoo] cli

child who intcracts with his enviromment indcpcnduntly, cooperatively, andh'
’ ) . : . - . . ° !

thoughtﬁully. Not only does he tend to'use“whatever capnthics he already ~
has for such 1Interaction, but he is in an optimal environment for jurther

debbloping and refining his abilities. Tt is an exciting and challenging

-

- environment for both children and teachers. )

OtherwiSﬁ

Education with inert ideas is not only useless, it is above

all things, harmful—-corruptio, Optimi pessimi. ;ﬁh -

(Whitehead l949g P 13)

The framework presented\and the subsequent rules for question asking are
: ~

S
'consist%nt with\a numhgr of current theories'of cognitive growthr First, let

:

us start with the concept of an‘active organism. Once one is convinced that
-the child is anv actire" organism;.reaching out'to engage e:;erience, then it
becomes’ crucialqto come jo terms with how the "instructional" experiences are

to be. arraysd )iFor us, the educational environment must allow the child the t
ﬂopportunity to discover .and to construct for himself, since through activity

and consequent discovery the child transforms actions nto reprasentations.~

We would like to illustrate that our constspction 1f ﬂge s1gn1f1cance \

-

of "question asking actually is consistent with the conce

é / A . L
Whitehead (1949), Bruner (1973), Luria (1976) and Piaget (1951) Essentially
, B

“

we belieVe that. there is considerable conVergenCe in the fundamental assugptions

ualization of

regarding processes of.learning and.development as well as the desirable contacts‘

r .

M

]:KC for such. - - s 33 _ S
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e ) . ' V] \'I : l\
First we begin with the primary construct that the child /s an active ¢
. e “_ r f '
or%anism'and so in building on this cohicept we can accept Whitehead's f
S : ’ |

orientation where he says: ) o AT 1
In training a chjld to activity of thought, aboYe all thingS\we

.must beware of what I call "inert ideas"--that is to say, ideas. .
3 > ) [ ,

that are merely received into mind without being utilized or tested ¥

or thrown into fresh combinations/(ﬂhitehead 1949, p. 13).

Emphasis on discovery learning throdgh inquiry has precisely the effect on the

o
" learner 1eading him to, be a constructionist to organize what he is encountering\SL_

'

to avoid the kind of information drift that fails to keep account of the

uses to which information might have to be put “Emphasis on discovery
indeed helps the child to learn the varieties of problem solving, of.trans-

forming infdrmation for batter use, and helps him tQ learn  how to go abOut\ }

\

7 ‘
the very task.of learning. - So goes the hypothesis, it is still in needw |

- L-4

of testing BBUC it is an hypothesis of such important human implications o

s

: that we cannot afford not—to test.it—-add_the testing wild have to be in the \

schoolsf(Bruner, 1973, p. 87). . i ' . I L
,_Engagéﬁent.infinquiry'is an aid or support for enriching the childis R O

engagement withs&he social and physical realities. Question asking as we -

Ihaverdescribed'plays a crit callrole bécause of the.following features:
i L‘ .

(1) it occurs in an interactional context, (2) it employs language, and
(3) it allows for" expanding the range and breadt? of the child's approach

Support for thesejé?sertions comes from Vygoosky (1962) Piaget (1962)

g .
|

and Luria (1976)." Let me Just quote from these writers to demonstrate our L

. . X P : . ! - \ e
. %ssertions. N s Ny . v - 1
B Y ) . )

%
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when he says s N
Under the influence of adult speech, the child distinguishes or

fixes on behavioral goals; he rethinks relationships between things; “!'.F
. ‘ ."\‘M?-‘_" . r D

he thinks up new forms of child-adult relations;{he reevaluates the
PHs e - - . % A _ '

behavior of others and then his own; he developsjnew emotional
. B ¢ -

v

‘responses .and affective categories which through language become

“

"generalized emotions and chadacter traitsr This entire complek
process which is closel& related to the incorporation of language\r

into the child's mental life results "in’ a radical reorganization
BE

of the . thinking that provides for the reflection of reality and - ‘ /,

4-"".'

the very process of human activity (Luria l976£ p. 11).
Adult speech orrain\oursierms, interactié% requires cooperation.&'The
child must be a participant exchanging communications with the adult. : -
‘Unless this occurs,.the impact of the adult is reduced or can even "be
rendered insignificant.. | |
‘ All logical thought is socialized because it implies the possibility
lof communication-between individuals But such interpersonal exchange
(proceedsiffrough correspondences, reunions, intersections and
reciprocals, i.e., through operations.'.rhus there is.identity between ..
. intrakindividual ogfrations and the‘inter individual operations which
,constitute cooperation in the proper and quasifetymélogical\sense\of
the word.(?iaget, l962,vp. 13-14). ” - |
= Heretofore our argument'vas focused'onlthefrationalwand cognitive

P -
- ~

aspects of question asking. However, we must take into account the affective

. 7 . . . * . A% *
™ features involved. The initial affective aspect is the chfld's‘comfortable

\-\\‘ . ) . ‘ N T

.
&
t
n
YR
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N

" a noncooperative attitude.

‘ s
N concerned for the type and {ol}ow through in inquiry in a context that o

- takes. indp account several affédtive conditions.»_ - _‘_ L"pﬁ‘ -

i

‘ when_high level qoestions are used (Buggey, 1972).

T -32~ . ‘ —

* S

willingness to engage cooperatively.in theiinteraction. As Vygotsky says,

L4 1

Behind every thought there is an affective-volitional tendency,
which holds the answer to the last "why" in the analysis of thinking.
- - e N . o . .
A true and%¥ull understanding of another's thought is possible only -
_when we understand its, affective-volitional basis (Vygotsky, 1962,
p. 150).
- The attitude and tone of the adult are probably critical features ‘ 'ﬁ

\

, influencing the child's participat}on. If questions are asked in ways which

s

connote crit%;ism) "put down," dttempting to "test" theyyhild, the !
‘ : " : o o )
"chances are.that such affective features are-pofentially P ocative4—pro-

s ) . : .
voking the child's anxiety, reluctance to participate--in effect,‘kncouraging'
[ o .

Al

’

Urless the affective atmosphere is conducive to legitimate inquiry

which is directed toward solving problems, our given 1s children will not

-

engage in. the spirit that would enhance cognitive development.

Thus, the adult when engaging in an ipqﬁitx]encounter, should be ' i

. €

Is there any support for a question asking teaching strategy7
Relatively little systematic research has‘been done evaluating question
'S y ) - . . '
asking as a teaching strategy among preschoolers. .-Results with older groups
o _ - ; . : : SO

'oflelementary'and\secoﬁdary children have shown that learning is enhanced

Y

Py,

As for preschooltchildren} we have found that chjldren exposed to question

yt

asking programs do- in fact show greater gains in problem solving tasks requiring -

anticipation (Cocking &rSigel, in pressy, memory'for places (Johnson &
TR 3 | e
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P

cognitive development. : .

-33-.

. . ."""
. . . i (
Sigel 1977), and kinetic memory (Sigel & Cocking, 1977). While these
results .are preliminary, the differences already found are consistent with
expectation.

Not only do we find differences among children who experience question
asking eﬁgagements in a school setting, but also amgng childred whose

parents show preferences for question asking as’ informal teaching strategiles.

Children of ﬁarents who indicate preference for "distancing strategies

 perform significantly better on cognitive tasks involving employment of

A

anticipatory schema.

o : e ' l Ve ‘ :
" In effect, formal (school) or informal (home) educational -experiences

~welghted in, favor of questioning (distancing) strategies seem to enhance

.

The results of our research are consistent with our conceptualization

.

of the.conditidns necessary for the development of representational thought.
< v .

""“The transition (between preschool and older children) depends upon the

development of representational systems. And one of the important aspects

of such developmentég;the shift to symbolic or. linguistically mediated
representation"(Olson 1966 p 135) '? : o : {-,
The shift, we maintain,sis fostered through question‘asking strategies




=l 4

N
o,
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Footnote °

The following diSCujSiDn on question askihg is taken from. Sigel, I. E.,

Saunders, R. A., & Moore, C. E.\'On becomingfa thinker. A preschool program.

Unpublished paper, Educationdl Testing Service, Princeton, New Jersey, 1977.

The‘material‘in this-publication was prepared pursuant to a contract
with the National Institute of Education, U.S. Department of Health,

.'Education and Welfare. Contractprs undertaklng such projects under »

goﬁernment sponsorship are éncouraged to express freely their Judgement

seri was submitted to the.Area Committee for Early Childhood Education
at the University of Illinois for critical review and determination of
‘professional competence. This publication has met such standards.. "
&Points of view or opinions, however, do not necessarily represent the
official view or opinions of either’ the Area Committee or the National

Institute of Education.

q

-

. 1n p;;fessional'and techn1¢al matters Prior to publication, the manu- . _ .
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Denney, N. w{; & Connors, G. J. Altering the questioning strategies of .
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