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1. T. billon is perplexed by things and often wonders what the ques-

tion is: He has pursued the question through more than 20 years of
teaching and some 80 publications. He also writes a newsletter, Ques-
tioning Exchange, for teachers and researchers in various fields who are-
interested in the topic of questioning.

After receiving a B.A. in history; Dillon went on to teach English,

education at the University of Chicago, his native city, he treated
himself to an M.A. in history and went on to teach graduate cours=s in
psvchology and, currentily, curriculum at the University of California at
Riverside. o ]

Dillon has published Catechetics Reconsidered (1968), Personal
Teaching (1971), and Resurgence of Religious Instruction (1977), and he
is now composing a book on Jesus ds a teacher. His current research
bears on the function of questions in various styles of classroom discus-
sion, and on the modes of inquiry in the disciplines of study.
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, Questions in Education

Everybody knows how to ask and answer questions. From infancy

unul we siaried school peoplt;talked to us in questions | half ofthe time,

answer questions while speaking with children and strangers, with doc-
tors, lawyers, and Indian chiefs of every kind. And as teachers we may
find ourselves asking qu ns at every turn, perhaps every minute.

Thuc 15 thls one dlffereiik:é J'uit Iiké pebple 'questio'ns' can be 'divid'e'd

and educatlve qIJLSlVIVOI]S. WL shall focus on educative questions; every- -
day questions are all the rest.
Educative Questions

_ Educative questions advance pedagogical purposes, classroom pro-
cesses; and educational ends. For example; they facilitate student think-
ing and enhance class participation. The difference between educative
questions and everyday questions is not always apparent. The difference
lies in the greatness of care il takes to make a question an educative one.
It i'zikés h’bt'hing at an itj ask an' eVery'déy q"u"es’tio’n' the questicn nat-

It takes great care to prepare an edacauve questlon. The qugstlon

does not occur to our mind, we must find it. It does not take on a shape,

we must give it form. It does ot deliver ltself we must present it; We
prepare a question to be educative. We conceive it; formalate it, and

-3

7'



O

ERIC

Aruitoxt provided by Eic:

pose xl To conceive an Udut ative question requires thought; to form-
te it re qm/us tubor: and 10 pose ir; et None of this is mysterious,

and all o it is witlin our reachs

Approiches 16 Questioning

W¢ will take broad approaches in favor of broad understandings
rather than examine the detailed skills of questioning. Any of us can
work out the details. Indeed, details should not be spelled out here but
worked out’ there, so as to suit the particulars of pedagogical purpose
and classroom circumstance, ) .

All of the illustrations are taken from actual classroom discourse
recorded and transeribed by the author. Some of them contradict the
;ippro’a"clies r'e'connnciidcd in ihe te‘%l but they wcrc seleCled a’s e‘karﬁ'p'leé

wis seleeted wnh the inteition ot eruam, sonie poor lCdLhL‘l’ on the
contrary, all of them are selected from good teachers. We mean to show
nnlv thit guestions mlghl be used miore fruitfiilly than they normially
arc. -

f\llhom,h our dpproaeh emphusnzes quesnons in teadnng. the result
will be to ask foucr quesuons than arc LUI’TCH”)’ bemg asked in
classrooms: it is casy to ask quesuom but it is hard not to ask (hcm We

stress the nature of quesuons rather than their frequency and pace; and

the type of student response rather than the type of teacher quesuon

" We rdcnufy some negative effects of quesuons and shggest some aiier- .
nuuvev to quesuons We f0eus on the quesuon answer palr as an ap-

unexpected twists and reversals of emphasns. Yet that is how it works
out, given the nature and function of questions in classroom discourse
and their effects on student thinking, learning, and participation.
Readers interested in a formal presentation of the theory of questions
and an analytic review of research on questions may consult Dillon,
1978, 1982a, or 1982b in the bibliography. For further details on tech:

, 8
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niques of questioning see Dillon; 1979 or 1981b; and other sources tisted
in the bibliography:

We shull now look at questions as they appear in two broad
categories of Classroom conversation — recitation and discussion. We
shall first review the characteristics of each category by using actual
classroom discourse, pointing out how questions. function in that

discourse. Theu we propose an alternative approach to using questions.
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Questions During Recitation

> -
Rizcitaiidh refers here to all those episodes when teachers ask a series
of questions, one after another, and students give answers in turn.
but the exchanges may also be longer and leisurely. Often the purposc is
to quiz students of to check on homework, but the questioning may also
Serve any nuimber of purposes: to drill and to review, to'lead up to a
conclusion, or to introduce a new topic. All such episodes are referred
to here as recitation.

A Characteristic Recitation

It is casily recognized. Here is one kind of recitation, conducted by a
genial, skilled high school teacher of U.S. history. The topic is the suc-
T: OK, so we've kind of covered leadership and some of the'
things that Washington brought with it. Why clsc did they

win? Leadership is important, that’s one.

S:  France gave ‘em help. - .

T: OK, so France giving a/d is an example of what? France is an
example of it; obviously.

S:  Aid from allics.
T: Aid from allics, very good. Were there any other allies who
gave aid to us?
S:  Spain. ) ] o o
T: Spain. Now, when you say aid, can you define that?
S: Hep. .
T: Define “help.” Spell it out for me.
S: Assistance. .
T
iy
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Slel it oat for me:

They tught the men how to fight the right way.
Who taught?

The allies:

Where? When?

tn the baitlefield.

In the battlefield?

S WS w e

"One of ‘the most striking features of this conversation is that the

teacher's 9p<.eéh consists of questions. Accordingly, students speak only
in answers; never in questions or comments, and only to the teacher,
never to one another. Furthcrmore, the Students Speak bricfly in re-
sponses lasting about one second.

The pace in this recitation is fast. The exght e‘(changes last little riiore
ihan half a mlnuu. some 4 5 seconds per exchangg ln th style of
undcrstandlng The pat.e is rapld but the cnucal t‘actor is that the
teucher speaks in questions.”

We¢ might judge that roo many guestions are bémg asked at roo fust a
pace, Bui’the etchanges take the form they do becanse the teacher
speaks in question-form, not because of the namber of questions he
asks in a bricf period of time. Here is another snippet of recitation, also
sclecied from @ U.S. hlstory class:

T: What is nationalism? Is nationalism something you can grab
and hold on to? Or what is it — is it tangible? Can ybu grab
lt" Or is it intangible?

Everybody has to work together to get it.

All right, but what is it? If you are natlonalnstnc then what is
. it, what do you have?

Pride in your country, pnde

Yeah, but what is it, basically. What is it?

Its a f'eelmg

25w

IRl A IS

This episode lasts for the same amount of time as did the previous il-
lustration; but fewer questions were asked at a slower pace with ex-

11
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changes averagmg 10 seeonds each compared 105 seeonds eaci. Other-
wise the two recitations are Idcrmcal In both cases the teachier speal\s in

quesuons and the students in answers:
A morc leisurely recitation appears or p: 23; conducted by a teacher

with more than 30 years expericnce: In that recitation; the 10 ex-

changes averaz,e 20 seconds sach; the answers 3 ﬁt.conds Although the

three recitations vdry in the number and pace of quesuons in each case -

the teacher speaks in quesnons wnh four natural Lonsequences

1 When persons are asked a question, they are socially Lonstrmned
to rdpond to it; ordinarily it is difficult to avoid answering a question.
Tlm constraint is stronger in classroom situations than in everyday-
ones: Thas when they speak, studefits spedk in answers.

2 When askcd a que;uon a person usually responds wrth on!y that .

to samly the quesuoner not to talk as they wish. Thus when they

answer; students’ responses are uqually brief

3. The quesuoner (teacher) en;ojs the right to speak again followrng

the response in order to make a comment; evalnate the answer, or pose
another question. The student's turn will not be for asking a question or
making a comment but for glvlng another answer. Thus when they have

answerca, students awair their next turn for answermg a further ques-

tion.
4. Respondents always address their remarks to the quesuoner not

to scmeone else. Thus when they talk; students talk only to the reacher,
not to one another

' pedagoglcal funeuons, bpt it may,produce negat]ve effects on students’

cognitive, affective, and expressive processes by increasing student
passivity and dependence and by llmmng student thought and response
(Dillon, 1978 1982a). As a result, a question-asking style of recitation
will reveal only a hmned part of the students’ understanding. If one of
the broad goals of recitation is to provide the teacher with an assessment

of the students’ knowledge of the subject matter so that the next learn-

ing activity may be planned then a questlon askmg styie of récitation

may actually frustrate a primary goal of recitation itself:

1 - i2
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An Alternative Aiiiii6ééh

Although therc may be no way to avoid entirely the undesirable

features of question-asking, there is an alternative approach that may

enhance the goals of recitation: The use of questtons m this alternative
t participation;

encourages student questtons and comments, and gives the students

- time to thmk and to sbeak to one another. This approach will reveal the

students dnderstandlng of the subject and will enable the teacher to

pian the next appropriate learnlng activity. ) /
There are four phases to this approach: prepamtlon review, quiz,
and evaluation: The details of these phases can be varied to suit the

éthé;?éér’ﬂ éiiti;»«tiéii The illtistrtiiibn tiséd here is é rééitatibn cdiréring an'

chapter in a textbook. Prior to class, each student prepares a,hst of five
questions. For four of these questions, students write down the answers
as they understand them. For the fifth question, however, the student
does not yet have an answer. It is still perplexing or unsettled, oritis
question on which the student would like to hear the views of others:
The questions and answers arc written and fiumbered on a sheet of

paper.
The teachcr also prepares questions, Just as is normally done in

preparing a recitation lesson; but fewer questions are prepared and with

greater care. On the whole, the questions are structured for relatively

short answers rather than dtscurswé “gssay-lype” answers:

The questions should fiot be poséd as potnrttles Polar questions

{yes/no, true/false, etther/or) tend. to result in incomplete and
somictimes false answers; a further question is then required. Factual

questions of the 1492- type are necessary but they do not exhaust

knowledge of the §Ubjecl matter: Questions have to give range for ex-

pressing a fultness of ways. of' knowmg the subject.

The teacher will need to prepare only 10 or fewer questions. Each

stadent will already be asklng at lcast five questions; and some students
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will #®®asking some of the same questions that the teacher has prepared.
The two major tasks for the teacher are to know what the question is
and then 10 write it down. Both tasks can be exasperating.

To knuw the question, you have to separate it from a tangle of con-
tending questions in your mind. The question must focus on only one
issuc and not involve several questions mixed together. You must make
sure that the question is based on a irue assumption. If you are not sure

and look for a genuine one. o B o -

After you know the question, write it out. Keep rewording it until
satisfied that the written question expresses the mental question. Then
read the written guestion aloud to someone else to find out whether it
EXpresses to ther @ what it expresses to you. Often you will discover that
the writich quesiisv; although it seems perfectly clear (o you; eXpresses
something else 1o another person:

For help with the details of formulating questions and putting them
to respondents; consalt The Art of Asking Questions by Payne (1951) or

Aisking Questions by Sudman and Bradburn (1952). Both these books

are by experts in opinion polling and both are written in an easy; in-
teresting style, They are full of practical suggestions and humorous ex-
amples of how simple questions go wrong. Payne gives a checklist of 100
Review. The review phase begins with a student volunteer who asks
one prepared question and calls on another volunteer to propose an
answer. The first student maintains the floor to evaluate the response;
then the student who gave the answer poses a question from his list. All
teacher reflects on the exchange, elahorates some point, or poses one of
his own questions. This procedure easily develops a rhythm of its own
and rarely takes on a “i(jﬁndiiqbih:’ or “let’s-play-teacher” routine. At
any of these junctures, the teacher freely enters in to point out missing

tions or meanings of a question, to make applications of the content to

_past and future lessotis, or to shiow how several preceding questions in-

terrelate or cumulate: i .
=T g
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After the teacher and stadcms feel satisfied that a suﬁ‘xcxem under-
smndmg of the \llhjCCl matter has been estabhshed stadents may bein-

vited to pose thur firth qu"\tmn lhe ()ne for which the student ddes not
have an answer: As belore; the one who asks the question serves as

evaluator and moderator of the exchange with the teacher’s support

and intervention when appropnate Ordinarily; some of these questions
wili already have surtaucd in the earlier quesuon answer exchanges

We can obﬁerve s:ynhcant dlﬂcl’cl‘l(.LS between thm type of question-
answer exchange and the traditional recitation style. In the latter, every
question is asked by the teacher and every exchange is initiated by a
teacher question and concluded by a teacher comment; students do
nothing but answer. The exchange is tied to the next one by a further
queétion bOSed immbdialely a’fte'r the answer. lh the 'alt'e'mative ilp-

a .sludent comment; thc next exuh‘mgc is mmqted bryra uestion fromrlhe
student who had answered the previous guestion. Often another student
will contribtite a further answer o comnient to sustain the exchange.
The adlternative dpprodch systematically dllocates turns so that various
stiidents spedk and edch studerit §i§bﬁks in various roles.

The alternauve approaeh cnhances parucxpauon in other ways as

well: Peers more readily engage in question-answer exchanges with each

other than with saperiors; and student respomes to fellow,students are

longer and more complex than responses to the teacher (Boggs; 1972;
Mishler, 1978). Furthermore, by breaking the chain that links final com-
ment with subsequent question, the approach provides a conversationat
beat between exchanges, a beat entirely absent from teacher-student ex-
Lhanges

This altcrmtne approuh may appear so Lompheated that only old-

_er morc \Ophl\llt.dled \ludent\ LOllld pombly Larry it oﬂ' But the fun(.-

lhe repertoiré of most school- -age p' sils; and the procedure carries with
it its own serise and rhythm and discipline:

Quiz. After sufficient review the recitation moves, by signal of the
teacher's judgment, towarad a quiz. The quiz need not be a written and
graded exam; rather it is an activity where the teacher poses questions

s 15
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Eéiﬁziinihg to be raised. The quiz may be written or oral; graded or not; .
whole-group; small-group; or individual: in-class or out.

The teacher selects the quiz questions both from the list prepared t‘or
the day’s recitation and from theé questions raised during the review
phase. The juiz takes its shape from the undersiandings that the
students have jUSl demonstrated and rt follows directly from the

thn a quest on is berng posed the 'eacher mrght esiablish the ex-
pectation that the question will not be repeated This dtscrplmes the
students to'atfend to the question. This dlSClpllne not only enhances the
questioning- respondtng sequence, it also makes questions out to be
something important — something to be attended to.

Evaluation is the assessment of the students’ answers and especrally,

the correction of the questions. Students evaloate their quiz answers; or

at least participate in the evalu:itlon Thcn studymg the papers Iater

the teacher can give appropriate mstructton in the techn

tioning: For instance; the teacher may make heipful suggest

phrasing and structure; point out the underlying assumptions and

various meanings; sketch alternative formulations; show how a certain

questlon may constrain an answer and thus prevent consideration of

other posstblc answers: This actlvrty. when tailored to the indi- -1ual stu-

dent; serves to alert Lveryone to the importance of their questions. By
this smgle instructional act we teach also that knowledge consists not of
answers but of an answer t.t relatlon to a questlon And we teach tmlt

student questions a1 .ssential to learning
every step teaching su
By examtntng a student 3 questlon answers the teacher can assess a

teat.her comes to know a students understandrng by ﬁrst seeing the
questions that the student has derived from the subject matter:

~ Let us review the benefits of this alternative approach to recitation;
bearifig in mind its coritrast with the traditional style:

1t establishes a common ground of kno'vledge and understandtng

among s.udents and leads 1o a subsequent learning activity.

16
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It utilizes cooperatrve group discussion rather than a quiz-show at-

mosphere of pxttrng one contestant agamst another:

It encoumges student qucsttons by requmng that every / student raise

questions. Moreover; it glvcs students guxded practice in constructmg
questions and in evaluating answers; and it also provides opportunity ,

for the teacher to teach about questions while also teaching the subject
matter.

It requires students to prepare for and give thought to the recitation.
Much more thought is necessary to construct questions from a reading
assignment, compared to treating it as a series of-answers (to unasked
questions) to be remembered for tomorrow.

It enhances student participation by permitting each student to re-
spond in various roles. Moreover it results in longer and more complex
contributions than responses to teacher questions.

It reveals to the teacher the state of the students’ knowledge ln the
i:ourse of posmg therr questlons students reveal the assumptlons and
for thelr qucstion, they reveal the context and lmphcatlons of the
knuwledgc represented by the question-answer proposition.

It fosters student initiative and autonomy by engaglng the student in

in star[mg and dircCtmg an exchange
Fmally, this approach introduces into the classroom an: expectatlon
for the discipline of thought and discourse: Teacher control is displaced

and complemented by the discipline of the group and the task at hand:

There are some disadvantages to this alternatlve approach: These in-

"clude the fabor involved in prepanng for the recitation; the amount of
tlme the rec1tat|on absorbs, and the extent of subject matter |t cannot

the goals of recitation; yteldlng greater benefits for more students, while
controlling some of the less desirable features of traditional recitation.

-
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Questions During Discussion

Vaﬁous classroom activities fall under‘the rubric of discussion.
Unlike recitation, assessing the knowledge of SubjCLl matter is not the
object of a discussion. Rather, knowledge or experience with the aubject
matter provides the basis for discussion. The object is to act on that
knowledge, to do somiething with it; the group discusses the subjeét mat-
ter that it knows. In recitation, individuals recite the siibject matter that
they are coming to know.

Discussion requires an enurely dlﬁ‘erent style of quesuomng behavlor

on the part of both teacher and students: While discussion follows

naturally from such prior learmng activities as study, demonstration;

lecture, and recitation, the questlomng techniques that are appropriate

for dxscussmn do not follow those for recnauon if they did follow, then

A Characteristic Discussion

Following is an illustration of one of severdl kinds of discussion
styles. This example is selected for its contrast with the examplé used 1o
illustrate recitation. As before, the teacher is skilled and the subject
matter is history. The class is dlscussmg Louis X1V’s treatment of the
Huguenot dissenters.

T: The treatment that Louis X1V gave to the Hugueriots is any-
thing but acceptable; and yet some people say that he was
justified in his treatment of the Huguemots, in respect 1o the
point that he was trying to take care of his country. Do you
feel that Louis was justified in his treatment of the Hugue-
nots?
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St:

S2:

I think, you know; they had their religion and stuff like that.
i don’t think he should have gone as far as totally kicking
them out of the country and giving them, like, social
diSéraee, ybu kﬁdw Iike te kihg their j'o'b's’ away fr'om' them
religion, why should he 'ucrfere wnh them"

Hes partially right in whkat he did, but 1 dom’t feel he
should’ve kicked them out, like she said: *Cagse who is he to
say how they can ... you kiiow? Even though it's all
Cathohcs, he gave em, like; rehglous freedom:

: I feel that he had hardIy any justification at all: He wound up

at the end, as Lydra said, having to almost be persuaded by
all the people around him that were saying; * “Well; look at the
Huguenots.” You know; “Why dom’t you do something
about the Huguenots" We dom’t like the Huguenots LIt

was one of the last places that he had to conquer, so he

ﬁgurcd he’d jost go out and then kill them. I think it was

totally unfarr L
OK; 1 can see where you re coming from; but 1 don't know if

{ can totally agree with that. Is there anyone who disagrees

with what these people are saying? Marty?

“Marty: 1don't really disagree, but you know, we know the story,

how everything worked out. . . . They wanted to get rid of
the Huguenots. And just like that, you know, us here, we
don’t like somebody, like, you know, Italians and Nazis —
sorta the same thing, something like that, in thelr eyes. |
don’t think he was justified himself.

OK; in those days the church and state were hke the same
thing and everything, and so I think, well, like Louis — weII
ll 1snt hke today, when you can be a member of & country,

the country meant the saimie thmg, and whén he saw people

breaking away from the church, then he thought that they
were breaking away from hini; And he wanted to stop it

That was about the only thmg he could do:

19




S5:

S6:

So you feel that he was justified in what he was doing; as far

as he was concerned — he could justify it to himself.

: Yeah; he could J[lSllfy it to himself. But then; before then

they really didn’t have a separation. So all he could sce was
an allegory. And he wanted to pull back on that.

All right, Marty raised an interesting point just a few seconds
ago. He said that [continues about Communists and Nazis in
Chicago]. It’s getting away fl:orﬁ France, but again it’s speak-
ing about the same idea — acceptance of groups that are go-
ing against the norms of your society. What’s your opinion
on groups of this type? Should they be allowed, should they
be Cehsoi’ed, éhoiild ii be Wééhed ovei', éhb'ul'd thei'e be
XIV tned to comrol them to be done away wnh"

I think that they should be allowed to speak their oplmon,
because . . . Biit they shotild be allowed to speak their opin-
ion, you dont have to listen.

I thmk Marty was wrong, because. . Look what they dld

hke, back I thmk in the Fifties wuh the Comniunists and
McCarthy, and then dunng World War I1 with; the 54 nanese.

So, it’s still going on today:

nght and the concentration camps whi'ch we have had in-
side the United States during World War fI; to house

japanese Americans because you couldn’t t-ust the

Japanese: . All right; so he's totally disagreeing with what you
had to say; Marty:

Marty: No, he brought up a good point. : : . But I mean; I don’t
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think Thomas Jefferson and those guys who signed the Con-
stitution would like Nazis around here Especially after what
they did. I think that’s why. .

: They come over here from another country for three months

and they earn a ADC check! My parents have been working
for 25-some-odd years, and they’re not getting half the
money that [ethnic epithet] are getting nowadays.

Yes, we know. .

'C-U 20
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~ All together these exchanges lasted seven iijiniites, in contrast to less
th;"in one iiiinutc for ihc i.'ani'e number of extznges in the reLitati'on ex-

average, for a sxngle exchange in the disciission. There are niot ﬁve ques-
tions during the entire hour of discussion, compared with questiomns
every five seconds in the recitation. Here the student contrtbuttons last

not one ‘second, as in the recitation, bnt one minate; Here also the

students speak to one another in addttton 10 the teacher; referring to one
another s ideas and askmg questions:
Ong of the most striking features of this discussion is that the teacher

does not speak at every tarn but yields the floor to a second and third

speakcr Nor does he ask a qusstion at every turn. He poses one at the

start to define the ISSUC for discussion and another at midpoint to
redirect it; There are good discussion teachers who speak at every turn
anc_i who speak at some length; but what is essential is that these teachers
do not speak in questions when they speak.

Had this teacher begun to ask questions at the juncture where a stu-
dent finished speaking; we can be sure that the discussion would soon
have taken a form much like a traditional recitation. N .1e student would
answer; then wait; a second question would follow, another student
Wotild anS\VEr Ansiiveré wotxld become éhorter and éh'o'rter as further

teacher is asktng questlons. Hence a gutdeltne for teachers dunng
discussion is not io ask questions. Instead, substitute alternatives to

questions.
To Question and Not to Question

ln the next chapter I shall examine the alternatives to asklng ques-

tions: Here | concentrate on the appropriate use of questions. A rule of -

thumb for using questions during discussion is ask a question only when

you are personally perple\;ed and you need the information in answer.

This rule can have a strict and lenient interpretation; and of course, hke

any good rule, it has exceptions.

21
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The majority of questions, both in and out of classrooms; do not ex-
press perplexity. It is hard to ask a p(.rplexuy question; espeClally for
tcaz.hcrs becanise it CXPOSCS ticie 1;,noranu: or confusion: That is
somethlrg that knowledgeablc persons in posmons ot‘authorny — like

teackers —~ do mot ordinarily like to do and are cxpected not to do:

Powerf'al social norms forbid these quesuons in classrooms: Students

hesnate to ask perplexny quesuons for fear of exposing themselves

aniong peers as being confused or ignorant, or as bemz, the only one
who does not understand (Dillon; 1981c). Asa consequence there is lit-
tle iriqrnry ona anyones part; cven when everyone in the room is asking
and answenng quesuons

Yet during a discussion; perplexity; wonder, and uncertainty are
precisely the conditions that lead to search and inquiry. Above all, the
experience of perplexity sets the conditions for learning to occur. Ex-
pressing perplexity in a question directs the search for learning and
disposes the mind to recognize and receive it when found. Morcover,
asking perplexity questions constitutes a model of discussion behavior.

A strict interpretation of the rule of thumb is not to ask questions
during discussion. But this is a hard line to follow. A lenient interpreta-
tion is to ask no more than three questions during the-discussion. The
first can identify the issue for discussion. A second question at a suitable
midpoint may be used to clarify or redirect, and a third at the’end to

-deal with matters left hanging or to anticipate the issue for a subsequent

class. However, a single, well-formulated question is sui’ﬁcxent for an
hout’s discussion. It will take the teacher some time, rhought and labor

"~ to prepare thls questxon for class

may ask prOcedural quc‘fsuons (“Wasn 1it John who brought up the idea

of X a minate ago?”). Second; the teacher may ask questions to regam

r.omrol of the class: When things get odt of hand; the teacher reverts to
questioning as means of social and verbal control. Such questions can
elicit attention; direct effort; specify content; demand response, and
constrain speech. But this is not a discussion technique. Questions are
effective means for controlling student social and verbal behavier but
not for enhancing student thought and discussion.
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The reason for our rule of thumb is that questions foil discussion.
Thcy can pn.w.nt d dmussnon from starung up in the f“rst place or; once

to forestall or frustrate it. To" lllustrate this point, follow closely the
developments in two classroom conversations. One illustrates how ques-
tionsforestall discussion; the other illustrates how questions frustrate an
emergent discussion.

Questions Forestall Discussion

In the first |llustrauon quesnons are intended to get a discussion go-

ing; but their effect is to keep it from gettmg started in the first place:
The teacher is energetlc has more than 30 years of experience; and very
much wams her studenis to discuss the Mayflower Compact The stu-
dents begin by treating it as a recitation, but she repeatedly directs them
to treat it as a discussion. The students prove to be right after all; for the
teacher is asking questions. Discussion never ensues because the ques-
tions naturally forestall it.

T: Let’s go back to the Mayflower Compact: Now wait a
mlhute. don’t tiarn 1o your book: Let’s just think somethmg

out here: What did those people agree to before they got off

the boat? Now that was; you krow; about 100 of them that

were on the boat; more or less — there were more; actually:
And wonien; of course, had no say-so; no say-so whatever.
But what did those men on that boat agree to before-they got
off the boat?

S1: Self-government:

“T: Yes; but [ wish you'd explain that to me. You know, you’re
giving me a phrase that I’ve used over and over; and it’s a
phrase used in your book; when you don’t put it into the con-
text of a discussion, [ don’t really know what you’re saying. |
just want to know very simply, now, what did these people
agree to on that boat, the Mayflower?

S2: [answer]

23 ~ ~
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T: Ali right, did they have any restrictions on themselves?

S2: Yes.

T:

S2: [answer]

T: OK, did they have to own property?

S3: No.

T: Why did they decide among themselves; “We will go by what
the majority here wants”? Why did lhey make it that simple?
“And when we get off this boat and we settle on that land,
we're going to make our own rules.” Did they put any restric-

~ tions on themselves on that boat — any limitations? .

S4: No:

T: Why do you suppose they didn’t?

S4: [answer] .

T: And were they all interested?

Ss5: Hm-mm.

T: Sure; they were interested. They were all very much con-

S4:
T

cerned. Well, then; why do you suppose 150 years later, or
100 years later; they come up with the idea, “Oh, we gotta
have property qualifications in order for you to have the right
to vote”? Why do you suppose that restriction came into ex-
istence?

[answer]

All right, I'm sure they did.

All the conditions are favorable for discussion. This teccher

specifically directs the students to stay away from the book; and she en-
courages them to think something out. She tells onc student not just to
use a phrase from the book or previous lessons but to explain it by put-
ting it into the context of a discussion. The topic is riot merely informa-
tion about the Mayflower Compact but the reasons behind it and the
justifications for later deciding to change those reasors. Yet all of this is ‘
for ncught. Discussion never emerges

Despite the favorable condtﬁons for dlscussmn, the teacher’s ques-

5 - % .
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even dmussnon-type questions (“Why do you suppose . : . 5;;)' And
every time the students speak they give answers: The quésuons have pro-'“
diced a recitation, a lusurely orne this time, with exchanges Iasung 20

seconds each and answers lasting’ 3 seconds each.

Questions Frustrate Discussion :

In the first illustration questions prevent a ciscussion from ever get-
ting started. in this second illustration questions are used to keep a
;ﬁlsEdssién going once it has started; but the effect is to turn the discus-
snon away and gradually reduce it to nothing. The enthusiastic young
cher in this example is attempting to have a discussion on a reading
from deTocqueville. The topic is interesting, with provocative applica-
tions to recent cxpericnces in our country. The students also make
iebeéied EfTorts i6 héi'e a diSctisSibn yei every time distussidn etﬁerges

The teacher intends his questions to f'oster dlscuss1on. Instead they
frustrate it.
(T‘\e teacher is relating the early national period to recent national
experlence )

T: For example, do you think during the Vietnam War people in

this country were real patriotic and nationalistic?

S: No:

T:_ All right; if they weren’t; then what was mlssmg" How did
people feel about the country? ~

S: Because they probably didn't want to go risk their hves for
‘other countries. o o o

T: Allright; so how did they feel? How did that make them feel
about the USA?_

S: -They didn't like it.

T: That’s right, they didn’t hke it. All nght )

(Jim enters his disagreement and goes on to relate this penod to

the earlier experiences of World War I and Korea. And Just as

Jim is building to his point after half a minute, the teacher breaks

in again with his earlier question.)

25 ]
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Jim: They didn’t have nothing against our country . The on-
ly reasons they wcnl agdinst the country was, we went against
them; because we sand you know; “Either go, or .”. .”

T: But how did they fecl about the government? How did those
people feel about the government? - ,

(In response, a girl says, “They were against it.” The answer now

reaffirmed, the teacher poses another question to get the discus-

sion back to the topic of the early national period.)

T: All right;-they were unhappy then, with the government A]l
right, how’did people feel about the USA around 1800 —
around 1803, 1804, 1805 — especially after we bought the
Louisiana Territory? How did people feel about the'USA

~ then? .

S: That the USA was maklng progress, thal everythlng was; it
‘seemed 1hat things were going their way, and they were, like,

) unified and stuff. )

T: When you say they were umﬁed what does that mean" H W

) they re unified?
S: Thén natnonallsm is strong, because people all have a com-
mon goal hke to make the nation strong and stuﬁ’hke that:

T: All right; they're all working towards the same thing.

(Once agaln Jim vainly bcglns to contribute toward a dxscusswn .

and once again the teacher ruins it by asking quesuons )

Jim: I disagree: I thought that they were all kind of conceited
&  that they thought America was the. best.

T: All right; what was your 6pimon or how did you ‘feel about
those two readmgs that you had?-Or; excuse me; that one
reading that you had — about where that guy;, deTocque-
ville; talks to some people in America, and he says how they
feel about their country. Do you think that was — well, what
do you think about that? Do you think that was conceited, or
do you think it was good that they felt that way? Do you
think that people — people who talked that way — were they
very nationalistic?

25
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S: 1 thought it was good that they talked that way, because
~ that's the kind of people you need to make a country strong.

{The teacher is just about to pose another question when he sees

that Veronica wants to say somecthing. She is going to try

somnething interesting. )

T: Why do you think — oh Veromca g0 ahead:

Veronica: They just ﬁmshed with the war, dldn't théy, with

~ England? They were just getting the Country going now:

T: All right, that’s later on; OK:

Veronica: Biit doni't you think thcy felt this way; they were a lit-

tle resentful towards other coumrles"

(Thls frustrated Cxchanbe leads not to the class' discussion of

Véromcas pomt but to a lecture by the teacher wherein he

answers not Veronica's question but his own posed earlier. This

answer now having been satlsfactonly given; the'teacher end{‘\the

lectare with yet another quesuon to get the class back into discuss-

ing the topic — back once again (o its recent applications; and

back once again into a recitation.”

T: Well, I1ook at it like this. [ccntinues for over a minute.] Do
vou think that people feel that way now? According to what
those people said to deTocqueville, do you think people feel
that way now about America? .

S:  Yezh.

T: Do you think there is nauonahsm in Amenca today" And if
not, or if so, tell me why.

S: No. I don't think so.

T: Whynnot?

S:  Well, I den’t know. It Just seems hke way back th"e'n” that we
were waiting just to get paid a compliment for our country: I
think that's what he meant. Things hke we'te all high and

_ mighty and everything,.

T: All right, but what. about nowadays" ’@hen you say that

we're not nationalistic now, why aren't we natlonaiistic" Why
don't we have prlde i our country? Why aren’t we patriotic
riow? In yoar mind:
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S: l dont thlnk people care.

T: You.don't think people care. All nght apathy, that’s a good
~ reason.

{Now Marie is gomg to |ntroduce sonnethxng nch and excmng,
personal experience with emotional involvemernt ifi the topic. The
ClaSS starts to react but htjlhiﬁg comes Of it because the teacher
chases the contribition away with questions:)

Marie: Well; this country is so much better and nsh/ you know?

Like; My parents were born in [forelgn coumry] and they

came here in the Fifties; and they re still [fOl'Clgn] citizens:

And they wom't become American citizens for amything
because they don't — they hate this country:

Studems OOOH!

T: Quiet! .

Marie: They don’t know what they’re doing, they don’t know
what they're talking about.

T: Why did your parents come here?

Marie: What?

T: Do you mind if I ask you why your parents came here?

Marie: For freedom — for money and freedom.

T: Is your family from [a certain political part of that nauon]"

Marie: No.

T: No. OK. Eric?

(Now that Marie's contnbutlon has been lgnored and her par-

ticipatjon ground down by the teacher’s questions, Eric too ig-

nores her contnbuuon and talks about Nazns and ethnlc noung

T: Well I dont know that’s just what nationalism is: What is
nationalism? Is natlonahsm something you can grab and
hold ofi to? Or what is it — is it tangible; can you grab it, or

st 1ntang1b|e'7

S: 'Everybody had to work together to get it:

T: Allright; but what is it? If you are natlonahstlc then what is
it; What do you have?

S: Pride in your coumry, pride:

28
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T: Yeah, but what is it, basically? What is it? Isita . ..

S: It's a feeling.

T: Allright,.it's a leeling, OK. -= - = -

Time and again the students and teacher try to keep the discussion
going. Time and again the teacher's questions turn it away and gradually
reduce discussion to nothing. [n just the eight minutes We have followed

During this lesson thz answers to the teacher’s questions averaged 7
seconds. Résponses to rion-question statements by the tedcher lasted 17
seconds. That suggests the usefulness of alternative, non-questioning
techniques for enhancing dischission.




Questions and Alternatives /.

In class discussions there are several alternatives to asking a questlon
In this chapter I shall review seven alternatives for stlmulatmg student

thiought and response, for encouraging participation; and for teachmg
appropriate discussion behavior.

iie'ciﬁrmive étﬁtéiﬁéﬁi

‘thought that has Qecurred to the teacher in reldttan 1o what the student

China.” The teacher s first imptxlse rnlght be to ask “How much tea d()

we import from China, Cindy?” or “Where do we get most of our tea

from, Cindy?” The alternative technique is to declare the thought that
comes to your mind, “We get our tea from India; not China:” That is
straightforward communication and appropriate discussion behavior:
Ci'n"dy and bther$ may then set about examining your thought instead of

made dtrectly by declanng 1t In t'tat way the Student can im ijately
. apprehend the point and respond to it, rather than trying to . ire out
the point of the questioH.

C()ntrary to what some people thmk declaratlve statements do evoke
responses: Moreover, the respornises may be both longer and more com-
plex than responses to questions (Boggs, 1972; Colby, 1961; Dillon, .
1981a; Wood & Wood, 1983). For example, in a sample of 27 high

| 30 30
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school dlscussnon classes; half of all resporses 10 Staiements; éompared

to only one-fourth of résponses 1o quesuons exhibited a level of think-

ing higher than the original l»tau.mem/quest|0n (Dlllon 1982c) Even

iower-level statements tended to get higher-level responses; two-thirds

were at levels higher than the statement; compared to only one-third of
responses to questions.

A question says; “Supply this bit of information and then stop " In
contrast; statements convey more information with greater surprise
value, and they are less clear about what kind of response to supply
(beyond accept-reject) and when to stop responding (Colby; 1961). In
that respect, a declarative statement is a useful alternative for enhancing
student thought and response.

Reflective Restatement

A second alternative to askmg a quesuon is to state your understand-

mg of what the student has just said; glvmg its sense in one economical
and exact sentence. The effect of the restatement is to sxgnal to the stu-
dent and to others in the class that you are attentive to the statement and
appreciate the contribution before reacting o it; e.g.; before asking a
question about it. '

It is fruitless to ask, “What do you rﬁééh Rodriguez?” because
Rodriguez has just said what he means. The question gives no clue as to
what you got from it and what you missed. All Rodriguez can do is
i"e'p"eét Whét hé ééid 6i say ii é bit 'diﬁ'ei"e'n'tlj; Itis élétj fiijitlééﬁ ttj béie é

understandlng before anyone presuiiies to rely on il. The restatement
makes public possession of a private meaning.

There are several ways to make a reflective restatement. The teacher
mlght start off with“I get from what you say that : : " or “So you think
that ; . 2 An example appears in the earlier lllustranon of the class that

was ¢ dlscussmg Louis X1V and the Huguenots A girl has just finished a

long contribution: The teacher makes a summary statement; the glrl

agrees and goes on to elaborate:

31 3;
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T: So yoii feel that he was Jusuﬁed in what he was doing; as far

as he was coxu.crmd — he could Jusufy it to himself:

S: Yeah he could Justlfy it to himself: But then; be.ore then

The reflective restatement encourages students to say more with,
p ps; more substance. It confirms the speaker in his effort to con-
tribute and it gives him the opportunity — mvanably taken — to
elaborate, properly iiiferrifig that what he thinks must matter some: The

" result is to encourage participation (both speaking and lxstemng) and to

facilitate discussion of redl rather than imagined meanings:

State of Mind

On occasion you will wish to respond to what a student has been say-
ing; but you do not seem to have anything very clear to say. You mmay be
i'e"rﬁp't'é'd itj zi'sk zi 'q'iiééti'o"n’ b'u't zi 'q”u"esti'o'n' dbéé h"o’t 'exp"r'es's' your state of

but the techmque remains the same ifi a]l cases: describe in truth your
state of mind, and none other. You might ﬁnd yourself befuddled by

what a student is sayifig, or you may just have missed the studems
point. Declare that fact to the student: “I'm confused about what you're

saying,” or “I'm sorry, I'm not getting it » Then the speaker or other

partimpams can help you get back into the swing of things:"

A related state of mind involves muddlmg and ponder ng: In this

state @ person is wondenng abom somethmg without yet bemg at the

pomt of having a quesuon to pose to someone else. You express that

state of mind by using a mixed declarauve—lnterrogauve sentence: “I was

just thmkmg about whether that would make any difference,” or “I'm

trying to remember what happens under those conditions.” The phras-

ing resembles an indirect question in form but not.in function because it

dlreétiy aéééﬁt;ég S;dhr state of mind rather than indirectly proposing a
tion t Ise. o o 7

e around with delicacies of phrase if they do not

reflect your true state of mind. But it is ¢ven worse to march in with @

- 32
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direct quesuon to the student; based on what the stadent has not saxd or

meant. You are in no condition to ask a question; so describe your state
of mind instead. :

dent’s vnews, say: “I'd hke to haa

specify the invitation: “I'd be interested in your deﬁmuon/expenence of
that:”

The mvnauon can also be phrased m a mixed déélaratlve-lmperallve
sentence: “Perhaps you could. give some examples to help us under-

stand,” or “Maybe you can consider the opposite case now " Such

delicacies of phrase are both more expressxve and more mvmng than .

“Define your terms!” or “Why do you think somethmg like that?”

In contrast to the invitation to elaborate is the use of questions to
probe or find out the feelings; experiences; and personai information of
a student. A related use of probing questions is to draw out individual
éiﬁdéhtﬁ th are hbt béi’iitibétiﬁé OidiﬁériiSi such questions meet with

) Followmg is an nllu,s,t,rauon of both of these uses of probing ques-
tions. A teacher in a child-care class begins to probe — quite gently —
into how her students felt when their parents got divorced. Several of
the s"t'u"d'e'xité héi/'e 'p'i'e\’/i'diiély iélétéd iheii’ ékbériéhbés at sme lénéiﬁ

begms to ask them quesuons

T: How did you feel, Karen? .
S: Oh, my parents got divorced when 1 was 4 or 5.
T: How did they tell you?
S: I don’t remember.
T: Did you live with your mom then?
S: Yeah.
T: Did she remarty, ot . . . 2,
S: No. -
Silence (4 seconds)
33 (2 Rad
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Do you have visits with your dad?

I live with my dad now:

Oh now you do

Yeah m getting a tastc of each {giggle].
lecnéé (8 seconds)

T: How about you; Kathy?

S: 1 don’t remember.

T: You don’t remember a thing. Makes it kind of nice. Cindy?
S: I've never seen my parents fight.

Silence (6 seconds)

T: Debbie; what about you?

S:  No, not then. Now I do all the time!

T: Do you think parents hide [contmues).,

U_Ji:)iSI_JI:H

“The qucsuons nave turned this previously rich and expressive discus-

sion into a series of limited, empty exchanges. The answers are barely

miore than sufficient to the formal terms of the question; they consist of

yeﬁ/no and silent refusal to elaborate; the individua! waits until the

teacher asks yet another questlon for yet another restrained answer, Or
until she directs a question to yet another unwilling respondent. The
overall ct is to discourage participation and to model inappropriaté

dlschssion behavnor

ing a question of someone who is not pammpatmg (Maler, 1963):

1: The question may threaten the individual.

2. The IndIVIdual may have nothing worthwhile to contribute at the
moment. .

3. Others will wonder why thls lndlwdual was plcked out for spccnal
treatment. o ) .

4. The questioner’s behavior suggesis that spontaneous contribu-
tions are not in order.

5. The technique causes pammpams to be ready with a respornse in

case called upon, rather than to think about the problem under
discussion.

3&: 3
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classrooms as well, accounting for the counterproductlve effect of ques-
tions put to draw out individuals. :
Another typé oi' proBiiié question is \he why questlon Although

usually turr “out to be imprecise  and counterproductlve They
discourage expression of thought.

Why-qiestioris are iniprecise ‘because they do not speclfy the nature
ot' the response. A variety of responses may count as an answer — a
cause. teason, motrve. Justlﬁcatlon process etc The respondent does

bet'orc the questioner |s satlsﬁed Furthermore. the rntent of most why-
questions is not to seek arny siich answer 4t all. Even given amiable in-
tent, a why -question funictions to express such things as objections,
disapp oval criticism; the response is t& cet‘end wrthdraw or attack

“Lynn. why didn't you do the dlshes"” )
“Chris, why are you sitting there reading a book |nstead of dorng the

dishes?”

Tommy; Lynn; and Chris know that |t lS foollsh to give thezrreasorrsgas
lf |t were the|r reasons that \

; When we react to a

communicating that what he is saying or doing is wrong or stopid:

- Just such a case happened to me recently in a doctor’s office: The
doctor had told me the treatment for my condition and he began to
write his notes. I asked him a question about the treatment because 1

was confused and I wanted to get it right. He looked up and said in a
high pitch, “Why are you asking these questions?” I thought, I could tell
this giiy my reasons — ignorance, confusion, need, anxiety — but he
doesii’t wart iy redsonis, Hie wanlis to scold riie; so I waited, and he did.
“You're not listening to me. I told you, blank-blank-blank.” He
repeated precisely the ph rase that had confused e to begrn with, and he

3s
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iéft tiié 'r'cj'o'ﬁi i '»i)éh’t t6 th’é 'n”u'r’sé éh"d g"o’t the 'righ't insuu'cti'o'ns' B'ec'au's'e

of a nurse than ofa dor.tor. dlld, as is well knpwn, nurses respond more

readily. Doctor-patient conversations are similar to teacher-student’

ones. Thé doctor asks the questionis — simple, response-constraining
ones — at a fast pace. The patient responds brleﬁy, the pattent a;ks very

few questions; the doctor typically replies with a counterquestton Fora
study of these conversatioris, see “Ask Me No Questlons" (West, 1983)

Certainly, there dre times when a sincere why-question occurs to a

teacher, but the teacher must be sure that the student receives it as a
sincere why-questton A teacher rnlght consrder u mg one of the alter-

natives to guestions, because thEy convey better than a why-question

can that the teacher is genumely interested in learning thc student’s

redsotis for saying or thinking something:

When a student |s confused or is having difficulty maktng a p01nt
T l"te a juestion. By having the speaker for-
sp tsely the matter at issue and can get

By contrast, all goes awry wheti the teacher asks 4 series of
“diagnostic” questions: “Do you mean this? Do you mean that‘? 7What
are you trying to say?” Although intended to help the student deliver a
stalled thought, these questions confuse the student even more. When

faced with such questions, the student is required to dlsergage from the

struggle to formulate his own thoughts and must search for an answer
that is satisfaciory to the teacher.

Class Questions

When the class is confused or lntngued by a student’s contribution,

1nstead of askmg a question; emncourage students to-raise questions

aboiit the issoe under discussion: Peers more readily address questions
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to one another than they do to superiors. And student responses to stu-
déiit dﬁbitibiii ziié bbih lbhgéi' ziiid hibié ébriibléi( ihih iiiéii' iéSﬁéﬁSés

qucsuons has the eﬁ‘ect of encomagmg inquiry and of promoting
student-student interaction. N
It is erroneous to think that students have no questions to ask. Every

- time that conditions have been provided for them {(not by a mere pause,

“Any quesuons" - No" OK open your books" , ”ﬂood of i mtngumg

niinen, 1979) thn pollcd on the 'x’":itter 5% of preserwce tcachers
.tated that students indeed have questions bul do not gc on to ask theni
in r‘lass (Dlllon l981c) Thenr general redson was that students ave
afraid to ask guestions, largely because of their experience with negative
reactions from the teacher (and fron (.lassmates) The lesson studetits

draw from these ncgauvc rcactions is “Don’t ask questions.”

One of the simplest _ways to permit student questions is to stOp askmg

quesuons yourself; It is a simple fact of languagé that a person wko is

cast in the role of respondent has no opportazity to ask a guestioiy, for

at cvery turn he must answer one: That is especially trae in classrooms;

where students are clearly subordinates and thé teacher always has the
next turn at talk. In classroom discourse especially, students must have
prior permission to ask a question and they must be granted the turn to
ask it. Hence it is not enough for teachers just to have a benevolent at-
iithdé ébdiit %iﬁaéhi duéétibiﬁi tiiési ﬁiiisi bi’di/idé conditions that per-

Tqa(.hers are often wrong in their estimates of how many student
questions they hear in class. For example, elem=ntary teachers who were
well disposed in theory to receive student quesiions estimated that they
heard about 8 per lesson, whereas observers could count ounly one
(Susskind, 1969). These samie teachers estimated that they themselves
asked about 15 questions per half-hour lesson, whereas Gbservers
COUhled 42 The feél iéies Wbrk btii tb hibie ihéh orne teacher q_ﬁbétibﬁ

Related to class questions is the malpractnce of countergi: nsuomng,
that is; a teacher replying to a stitdent’s question with @ quusuon of his-
own: In eleméntary grades, teachers have been fourd to reply with @
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counterquesuon to two of every three pupil questions (Mishler, 1975). A
tion has the force of rejecting student initiative, of refusing
to the student the right to ask a question, of withholding cooperation in
the exchange, and of wresting control . * the interchange away from the
student and back to the teacher. Now the student must answer the
téaéhér‘s question. A ebuntérdueStron s.tys “I'm the one who asks the

Deliberate Silence

Deliberate silence is the most intriguing alternative to questions and

one of the most effective. It is the stmplest yet the hardest to practice.
And it is the most difficult for everyone in class to get used to.
Say nothing at all. When a sthdent baiises- faiters- 6r has 6stensibly

stlence lasting 3-5 seconds. Chances are that the speaker w1l| résume or
another 'stﬁ'dé'n't Wi" entér in

seems to be a v0|d
To use th|s techmque a teacher must ﬁrst pract"‘e tlmlng The teacher

durauon belween two sentences ..poken aloud: At home one mlght usea

~,topwatch or metronome. In class it rnight help to nod or murmur while

waiting for the student to resume. Sludents as well as teachers are used

to o time at all between utterances: For years everyone has been condi-

tioned to hearmg the teacher start to speak within less than a second
after thie studerit’s bast syllable (Rowe; 1974). To be noticeable in a

classrooin, a silenice has to be maintained for three seconds or so.

The nized for silence in a discussion comes from the fact that time is -

needed for sustained expressnon of student thought. The act of express-

ing complex thought; personal opinions; interpretations; and the like re=

qmres more ilrne than the act of expressmg factual matters recountlng
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complex thought is characterized by pauses; false starts; and other
hesitations that occur both more frequently and for forger periods than
they do during the expression of factual knowledge. For example; in
spontaneous speech both adults and children may pause twice as often
{per word produced) while explaining or interpreting an event than
while describing it (Goldman-Eisler, 1968; Levin et al., 1967).
Therefore, if a teacher maintains a deliberate silence for 3-5 seconds
when a student faliers or pauses, he can expect to hear not only more
talk but also niore complex thought.

Teachers can be tramed to observe sxlences buit naturally ocg:urrmg

t'eacher silerices may be hard to ﬁnd if most Vclrassrooms (Rowe |974) In

(1 [ 3 seconds or moré subsequem to a student’s comnbutmn) The
average duration of these silences was 4 neconds And the average dura-
tion of stadent respornse aftr'r the silence was 14 seconds:

. Silence is a dehberaté act by the teacher that enhances stddém

thonght . and response and encourages participation: Furthermore, it

models one appropriate discussion behavior for stadents to imitate: due

attentiveness and listemng until the pértlcxpant has succeeded in deliver-
i}ig an entire thought — not just a phrasc or a sentence of two. To speak
up at the first second’s pause or on the first lawed phrase is merely to
grab the floor and to dismiss the speaker; it is no less an interruption
than when someone is speaking — indeed; someone is speaking.

In place of asking a question, the teacher can substitute a variety of
alternative techniques. However, on occasion the teacher will use none
of these alternatives but will properly ask a question.

By using these alternatives together, a teacher will have estabhshed
én atmosphere in which the appearance — sudden and stark, as it were
— of that lone question now gives form to perplexity and empoweis
Jmnt inquiry. These are the educative fruits of disposing the class for the
question we have prepared. To conceive the question has required of us
thought; to formulate it, labor; and to pose it, tact. There is the art of
guestioning.
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