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The importance of questions

When you read a book alone, you get your own "take" from it, you understand it from your point of view. When you
get together and discuss it with others, sharing views with and bouncing ideas off each other, and coming up with new
ones, you learn different things, and in a different way. It is, or can be, a fun kind of learning - stimulating and
fulfilling.

The key to good discussions isn't bringing to them wonderfully thought out, carefully crafted nuggets of wisdom. We
all have opinions, insights, and viewpoints; we all get different things from a book, we each have our own nuggets. In
practice, the prized "Aha!" reaction happens most often not by someone unveiling their blindingly brilliant insight, but
rather by collaborative discussion and consideration of each others' ideas and insights.

For the discussion to even begin to work, for us to understand one another (as opposed to preaching past each other's
heads), questioning is required. Not just sitting there quietly, and not just listening; humans are imperfect
communicators so we have to ask questions for clarification and elucidation. And for a practical or interpersonal
reason: if you want to hear what some people have to say, you need to ask them - they won't, by themselves, speak up
and share their thoughts.

Questions also serve to create, or activate, the channels along which communication and insight travel. They remind
participants away from daydreaming, and get them thinking about a certain aspect of the book. When someone then
speaks to that aspect, the ears are open, the brain is primed to receive, and listening can occur, followed and
accompanied by learning, pleasure, and the building of wisdom.

In short, if lots of good questions are being asked, the discussion is more fun and people learn and benefit more. If
questions are few or "lame," the discussion is less fun and people learn and benefit less.

Good questions energize, kick off good discussion, and keep it going. They cause people to think and interact, build on
each other's thoughts, and gain real insight and understanding. Good questions can cause a group of teenagers talking
about classics to get animated and engaged with the book, share and build on each other's ideas, make them their own,
and tie it all into their own minds and lives. 

Other questions fall flat, or are quickly answered to everyone's satisfaction, leaving everyone sitting there, wondering
what they're supposed to say or do next. Like these:

What kind of animal does Jim Chee adopt in Skinwalkers?
Who's your favorite character from The Book Thief, and why?
How old is Scout Finch?

What is the difference? And from a practical standpoint:

1. How do I create/formulate and ask good questions? Can I teach this skill? If so, how?
2. What are the kinds of questions I can ask about literature that will kick off the best discussions and the most

fruitful trains of thought?
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How do I formulate good questions?

It takes practice. Nobody's born knowing how to ask questions that spark good literature discussion. We learn by
interacting with other human beings. To quote Chomsky:

Language acquisition seems much like the growth of organs generally; it is something that happens to a
child, not that the child does. And while the environment plainly matters, the general course of
development and the basic features of what emerges are predetermined by the initial state. But the initial
state is a common human possession.*

In other words, we all have the ability, we learn it naturally or "organically," and our environment matters. Chomsky
generally talks about generating sentences/statements, but what he says applies to questioning. You learn what kinds of
questions to ask, how to ask them, and what effects they have, from the people you're with. I wrote this document to
help you learn to ask good, discussion-stimulating questions, but documents can only be a start. To actually master the
skill requires asking questions in discussions, learning what does and does not work for you and your group. 

As you learn what works and how, you integrate what you learn into your personality and the way you think. You
practice a different set of questioning skills; you alter the way you question not just literature, but the world. Question
the world differently and you get back different answers. You come to both view and behave in the world differently.

Special kinds of questions - moral and religious

Viewing the world differently? Behaving differently in it? That's kind of a big deal. 

When studying literature, we routinely confront moral and ethical dilemmas, questions of right and wrong, good and
evil, truth and falsehood. We wonder "What would I do if I were in this situation or one like it?" We actively imagine,
and in our minds, involve ourselves in situations we'd never otherwise think about. Later in life, if we end up in some
similar situation, we might behave differently than we would have had we never thought about it. Studying literature
(both fiction and nonfiction) can be very effective moral training. It can make you think and act differently.

In the homeschooling community this is well known. Many people homeschool for religious &/or moral reasons.
When my own lit group first started, one of the interested moms said that she did not object to her children reading a
variety of works, including works often banned for "objectionable content." But her overriding concern: all books were
to be viewed through the lens of God and the Bible.

This mom realized that to set her children on a moral/Godly path, it wasn't so much what they read that mattered, but
rather, how that material was discussed. Part of the upbringing she wanted for her children would probably have
involved including in the lit group what she would call religious instruction, and what others might call preaching. But
only part. Christian moms know that literature study doesn't consist (only) of reading and preaching. Questioning
happens, too - deeply religious people engage their children in questioning behavior all the time.

Imagine a child who grows up reading and discussing literature in a group of people who ask such questions as:

What would Jesus do in this situation?
What does the Bible have to say about this? Where?
Is this passage Godly?
Is this woman being a Godly wife? A Godly husband?
Is this child honoring their father and their mother? How or how not?
Would this behavior send you to Heaven, or to Hell?
Is this sacred or profane, worldly or divine?
Is this character truly saved/a Christian?
Could you forgive this character? Could God forgive them?
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This young man or young woman will have become accustomed to asking certain kinds of questions, of thinking along
certain lines. They will frame their mental activity in certain ways. They will ask questions about the world differently
from someone who grows up asking different questions, and will therefore attain a different understanding of the
world and their place in it, to some extent. To how great an extent? Will their questions be completely different from
non Christians'? Will their resulting understanding of the world also be completely different? Will this make them
radically different from a non-Christian?

Not necessarily. Let's not forget that we're all human, and that our environment, upbringing, and religious training,
though hugely important, does not completely determine how we think and view the world. No amount of religious
education will keep certain teens, faced with the question "Was it sinful to take advantage of Tess of the d'Urbervilles?
" from thinking "Maybe yes and maybe no but if I had the chance to jump her bones I'd do it in a heartbeat!" Asking
the right kinds of questions does influence a person's outlook, and therefore their behavior, but (obviously) many other
factors matter too.

Other special kinds of questions

Religious questions are just one kind of question based on a certain intent and point of view, common in certain
groups. Other groups use other kinds of questions, and if you aren't a member of that particular group, not sharing their
intent or point of view, their specialized question sets may not be particularly relevant to you, inspire you, "get you
going." Religious youth group leaders are quite familiar with the occasional difficulty of keeping teens' attention when
focusing on religious questions. Sometimes, depending on the teens and their moods, they just aren't interested. Change
the questions and the bored, distant teens might suddenly leap to lively excitement. Unfortunately (from the religious
leader's point of view) such exciting questions may have little to do with religion or religious training.

Here are some other categories of questions, and parties who use them when reading:

Lawyers and debaters ask questions designed to gain advantage, find cracks in opposing arguments, and
stockpile facts, evidence, and verbal ammunition.
Businesses and business people ask questions designed to find ways to make money (or sometimes/alternately,
to "learn how to provide new services").
Adversaries, such as military intelligence analysts, read with the intent of finding ways to hurt, harm, or kill their
enemies.
Persons in the movie industry read with the intent of finding things that will "work on the screen."
Gossips and sneaks might read personal communications, looking for salacious details, with the intent of dishing
out the goods later on.
Math teachers modify some of the below levels and schemes for special use in problem-solving.

Literature discussion questions

This questions and techniques outlined in this document are for groups made up of reasonably good readers. (Working
with poorer readers is a different topic, beyond the scope of this document.) For good readers, the cognitive tasks of
reading like scanning, parsing, and decoding become automatic and effortless. They already have the ability to extract
meaning from paragraphs, selections, and whole books. When they read, they get what happened, who did what with
and to whom, how the various characters felt, what were the challenges, who won, who lost, and how it all ended.
They accomplish this more or less without effort or difficulty, and they come to Lit Group already having a pretty
good idea of what went on in the story.

There is nothing wrong with that level of understanding.  But for most literature discussion groups, besides having fun,
a main goal is to get more than just a surface impression of what we read; to understand it more fully and deeply, and
in the process, learn about ourselves and each other. To get this deeper understanding of the work does require deeper
thought, and deeper thinking, being difficult, is neither automatic nor most people's preferred choice. It takes work, it
can be frustrating, a person can wonder "What's the point?" and "Is this really worth it?"
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The problem of how to get (and teach) people to think is as old as education, and the answer "By asking questions" is
at least as old as Socrates. In literature, there seems to be a consensus - to gain a good understanding of literature, you
need to ask the right kinds of questions. It's common to see literature study referred to as a "quest."

Questions that get people to think, and lead to understanding, are generally the same questions that spark good
discussion. If the discussion becomes shallow or trivial, smart people recognize this, and lose enthusiasm. Since lively
discussion is both a goal of my literature group, and a sign that participants are "getting it," I'd like to pose the right
mix of the right kind of questions, plus encourage and teach participants to do so themselves.

Prior work - a review of levels and schemes
What are the characteristics of questions that spark good discussion and lead to good understanding?
What are the different kinds?
What is the "right mix?"
How can I learn to formulate good questions?
Can I teach this skill to others?  How?

Dedicated thinkers who love literature and its discussion have answered the above.  They have defined different types
of literature-related questions, categorized them into different levels, and come up with schemes for using those
questions, both to spark discussion and to increase understanding. Here, I review some of of these, before presenting
my own at the end. Maybe you will find some of these ideas useful, like I have.

Arts and Humanities Academy

Literal, Interpretive, Thematic, Experiential, Evaluative

The Arts and Humanities Academy in Berkeley, California, identifies/defines 5 levels of questions to ask while
reading:

1. Literal, "in the lines": There is one correct answer and it is found directly in the text.
2. Interpretive, "between the lines": There is more than one possible answer. The question asks for the reader's

opinion, but the question is about the text. For example: "What might Jim have been thinking when he saw Sally
kneeling in the mud?"

3. Thematic, "beyond the lines": What is the message beyond this text? How does this apply to greater issues or
questions? The answer is found outside of the text but you would not be able to even understand the question, or
use it as a jumping-off point, unless you had read the text, because the question is based on it. Example: "What
in general do you think a person should do when something like this happens?" "How often does this kind of
thing happen in the real world? In what contexts?"

4. Experiential, "in (my own) heart and mind": How does this make me feel? What does it remind me of? The
answer is again completely outside the text, and it's completely personal, so there may be many answers, none
wrong. But to understand the question you need to have read the book.

5. Evaluative: How effective is this text/piece in whole and in part?

I like this nice, clear, sensible, well-defined set of "levels of questions." I could try presenting and teaching them to
others so that they could use them in formulating questions.

David Baume
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Description, Comprehension, Application, Analysis, Synthesis, Evaluation

1. Description - Who? What? Where? When? 
2. Comprehension - How? Can you describe that in an another way? 
3. Application - How? In what ways? How could you use that theory to explain? 
4. Analysis - Why? How does this contrast with? What are the key elements of this problem? 
5. Synthesis - How can you put these ideas together? 
6. Evaluation - How would you judge how effective this is going to be? What criteria would you use to compare a

range of?

Baume's list is nearly identical to Bloom's Taxonomy, so I wouldn't include it here if that's all he wrote. But, note
Baume's answers to "Why do we ask questions?":

To see what students have learned - from the last activity, from the lecture, from their reading, from their last
assignment, from the previous ten minutes of discussion. For example:

Why do you now think Lamartine expressed that idea in that way?
How would you summarise Josh's critique of Tarski's theory of truth?
What questions do you still have about Laplace transforms?

To start a discussion -- to prompt a debate, to help students develop their analytic faculties. For example:
What other approaches did the lecturer suggest to this question?
Mary, would you please make the case for that view, while Amil opposes it?'

To answer them - to give appropriate additional input, to introduce a mini-presentation on something which is
obviously causing problems for most of the group, to show how clever we are. For example:

So how can we pull these conflicting views together? Well, we could start by...

Baume also lists some characteristics of good questions. He says that a good question may be one that:

The questioner really wants answered, now (good questions are therefore personal)
Opens up a subject, or other possibilities
Explicitly builds on current knowledge
Provokes a response from colleagues
Makes its presuppositions explicit
Leads the learner through a chain of reasoning

In the context of my own literature group, Baume's 4th "thing that makes a question good," that is, that it provokes a
response, is the one I'm after.  Note also his 1st, that a good question "wants answered, now," This tends to imply that
good questions are come up with on the spot, not prepared in advance.  Baume's other points are good to keep in mind;
they're valuable, good to come back to (and perhaps re-teach) from time to time. Posting them on a wall or copying
them into journals could be good, too.

Benjamin Bloom

Knowledge, Comprehension, Application, Analysis, Synthesis, Evaluation

- or -

Remembering, Understanding, Applying, Analyzing, Creating, Evaluating

Bloom is a giant in the education field. His taxonomy is one of the two major sources or roots of all the thinking
described in this document (the Adler/Great Books scheme is the other).

Bloom wrote in 1956, and since then, he and others have contributed to and built on his work, so you may find variant
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presentations of it. Here's one good breakdown of his taxa:

1. Knowledge - tell, uncover, show, list, locate, repeat, define, explain, investigate, recall, name, point to
2. Comprehension -summarize, relate, experiment, simple comparisons, demonstrate, explain, reword, discuss
3. Application - try, diagram, perform, make a chart, put into action, build, report, employ, relate, draw, construct,

adapt
4. Analysis - study, combine, separate, categorize, detect, examine, inspect, discriminate, take apart, generalize,

compare, analyze, scrutinize
5. Synthesis - hypothesize, predict, create, invent, produce, modify, extend, design, formulate, develop, build,

compile
6. Evaluation - interpret, justify, decide, criticize, judge, solve, rate, assess, appraise

Bloom, an educational psychologist, wrote primarily not about questions, but about kinds of training and learning, and
thinking. He wanted to make sure that teaching and training were aimed at the right goals, and conducted in ways
conducive to achieving them. So a course in "how to use a fire extinguisher" might best consist only of the first three
levels of instruction/learning. Training for fire chiefs might focus more on the last three.

Many educators know Bloom's work, so it comes to mind when when they try to come up with good, stimulating
questions. It's certainly helpful, or can be. You can derive great value simply from glancing over the above list of
learning activities. If you want to go deeper you certainly can, by reading Bloom's book, or some of the (hundreds and
thousands of) books, papers, and articles related to his work. But you need to be careful. Some learning activities could
fit in different categories ("experiment" seems like it could just as easily go into the Analysis rather than the
Comprehension category); the higher-numbered, higher level, or "higher-mind" categories overlap somewhat. When
using Bloom's work we need to avoid getting sidetracked, for example into debates about whether a particular question
falls into the Synthesis or Evaluation categories. Effectively using Bloom requires accepting that there are gray areas.

(The) College Board

Literal, Interpretive, Evaluative

Several authors and documents refer to the College Board's "LIE" scheme, which comes from their "Building Success"
program, whatever that is or was. The College Board keeps close control over its publications (meaning, you have to
pay a lot of money to read them), but we may infer their LIE scheme from references to it:

1. Literal questions can be answered explicitly from facts contained in the text or by information accessible in
other resources.

2. Interpretive questions are textually implicit, requiring analysis and interpretation of specific parts of the text.
3. Evaluative questions are much more open-ended and go beyond the text. They are intended to provoke a

discussion of an abstract idea or issue.

Without access to original College Board sources, I can't say much about it, other than it's similar to others (like Hill
and Hutchinson), who seem to find it valuable, but who also seem to change and/or augment it in actual use.

Commonwealth of Australia

Literal (Textually Explicit), Interpretive (Textually Implicit), Inferential (Scriptually Explicit)

The Commonwealth of Australia's three levels of questions, though used in a remedial reading program, are
interesting:

1. Literal/Textually Explicit questions require readers to locate relevant information directly from the text. The
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wording of the statements may not always be exactly the same as in the text but the meaning is similar. The
mental task is "search, find, recognize." This can be called:

1. Reading on the lines, or
2. Right there, or
3. The author said it.

Students who can read and understand texts at the literal level can:

Locate information directly stated in a text
Locate information in titles, headings and captions
Connect information in a text and a labelled diagram
Make connections between information in consecutive sentences.

2. Interpretive/Textually Implicit questions require readers to reflect on literal information and see relationships
between statements. They require students to think and search for answers. The mental task is "figure out from
the text." This can called:

1. Reading between the lines, or
2. Think and search, or
3. The author meant it.

Students who can read and understand texts at the interpretive level can:

sequence events from a text
identify a symbol by reading a key for a map
extract information from maps, diagrams and visual images
make connections in a text by following a pronoun reference.

3. Inferential/Scriptually Explicit questions require readers to apply and evaluate information by relating it to
their own background knowledge. The mental task is "relate or apply it to what you already know." This can be
called:

1. Reading beyond the lines or
2. On my own or
3. The author would agree with it.

Students who understand texts at the inferential level can:

presume information implied in a text
deduce the main idea from key words
identify the meaning of words using context clues
identify the meaning of figurative language, e.g. a metaphor.

The authors of this scheme refer to Morris & Stewart-Dore's work, but use different terms for their 3 types of
questions. They're good terms, other than "Scriptually Explicit" (note: not the same as "Scripturally Explicit"), which I
don't quite understand.  This is a nice, clear list. I could teach it, I think Lit Group participants could understand and
use it.

Daniels & Steineke

Good, Bad
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Daniels & Stieneke's book is practical; they don't spend a lot of time discussing theories or levels of questions. They
know about interpretive/inferential questions and expect that the reader will also. But their approach to teaching these
concepts is that students should figure them out for themselves. They ask the students, after a discussion, to go back
over the questions that were asked, and try to figure out which worked, and which fell flat. They put it straight in
student-friendly terms: Which questions were good, which bad, and why? They recommend that students figure out
the answers first individually, then discuss their individual ideas in a group, then brainstorm a list of things that make
questions good or bad.

They provide the example of, Jon, a teen, who thinking on his own, came up with the following:

Jon's Question Analysis for Middle Passage
Good Questions

Why did Rutherford leave Southern Illinois?
Why did he take the log book?
Why did Falcon crumple up Rutherford's papers?

Characteristics

More than one answer may be right.
Leads to theories and what you think will happen.
Makes you talk about other things that happened in the book.
No one's opinion is wrong so no one gets made fun of.

Bad Questions

Why would she force Rutherford to marry her?
Why would Rutherford need a pistol?
Why does Falcon have all his stuff rigged?

Characteristics

Some of these questions get answered in like the next paragraph.
Questions just require short answers, not much to discuss.
Require no opinions or details.
There's only one right answer.

Let's ignore for now that "Jon" seems remarkably wise, even prescient for a teen, apparently having anticipated
everything important about good, stimulating questions.

Individuals at this point discuss their answers as a group and come to some kind of agreement about them. They come
up with self-defined and collectively-agreed-upon characteristics of good and bad questions. Then, in addition to this
pooling of individual suggestions, students brainstorm more characteristics. Sample results:

Characteristics of Good Questions Characteristics of Bad Questions
Are not easily answered - make you think.
Have more than one possible answer.
Lead to different opinions/viewpoints.
Make people interpret why something happens or a character does
something.
Make you predict the ending or future problems.
Pose comparisons.
Get you emotionally involved.
Make you fill in details from your imagination.
Bring up controversial ideas.
Make you notice something you didn't before.
Make you see something in a different way.
Help you understand the book better.
Pull different parts of the book together.
Make you put yourself in the characters' shoes.
Lead to more follow-up questions.
Connect the book with personal experiences.
Focus on important parts of the story.
Are interesting and get attention.

Have a yes or no answer.
You can easily find the answer.
Ask for one specific detail - not much to talk
about.
Nothing to disagree or argue about.
Only one opinion is possible.
Ask about something that isn't important to the
story.
Don't help people understand the book better.
Make it hard to think of follow-up questions.
Don't make you go back to the book.
Have obvious answers; don't take much thinking.
Don't connect with other parts of story.
Don't make members solve a problem or use
imagination.
Have nothing to do with the book.
Are too vague, too general.
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I very much like this strategy and I use it when I can and to the extent that it works.

Daniels and Steineke are following principles of "constructivist learning" here - students discover and construct
important principles for themselves. That is ideal, but we must keep in mind the two downsides of constructivist
learning. First, for various reasons including "bad day," "bad mood," "wrong people in the room," and "fluke," it
sometimes doesn't work. Secondly, they might miss something; maybe even something important. We should not
expect every group of students to figure out every important thing that people have learned from millions of person-
hours of literature discussion. Like all the other authors' ideas summarized here, these are valuable but use them as you
will and exercise your own judgment.

In some situations, it really is OK to just teach them. They don't mind.

Constance B. Dickerson

Intriguing

Dickerson, in her book, doesn't define multiple types or levels of questions. She does, however, define what she calls
"intriguing" questions, as follows:

The best questions and the bulk of your questions should

be open-ended (can't be answered in a word).
be speculative (they invite the reader to imagine alternative scenarios or what happens next).
invite interpretation or evaluation (Why do characters act as they do; how effective are their actions; how
effective is the author in telling the story?).
elicit opinions.
lead teens to make comparisons with their own experiences.

Dickerson refers to other books in her own book, and it's clear from her above list that she has combined and used
ideas from other schemes listed here. Particularly interesting to me is that she combines interpretation and evaluation
in a single "bullet point" or definitive element.

H. Lynn Erickson

Factual, Conceptual, Provocative/Debatable (or, "Essential")

Erickson, in her book and in her presentations and seminars, does an excellent job of promoting the valid thesis, that
it's important to think on multiple levels at the same time:

The key to intellectual development is the synergistic interplay between the factual and conceptual levels
of thinking. (...) [When students] process factual information through the conceptual level of thinking, the
students demonstrate greater retention of factual information, deeper levels of understanding, and
increased motivation for learning.

To memorize information is lower-level cognitive work. To stimulate more sophisticated, complex
thinking, we need to create a synergy between the simpler and the more complex processing centers in the
brain. This interactive synergy requires the mind to process information on two cognitive levels - the
factual and the conceptual. The conceptual mind uses facts as a tool to discern patterns, connections, and
deeper, transferable understandings.
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I agree with Erickson's thesis, it's at the heart of the best literature discussions. Her work in this area is outstanding.
Unfortunately, her categories of questions are not so clear:

Factual Questions:
Why was the Holocaust a significant event in world history?
What beliefs did Hitler hold that drove his actions?
Why is Hitler's persecution of the Jewish people considered inhumane?

Conceptual Questions:
What examples of inhumanity can you cite from our world today?
What acts of humanity can you cite from our present-day world?
How are beliefs, values, and perspectives related to views of humanity and inhumanity?

Provocative (Debate, or Essential) Question:
Can one be inhumane and civilized at the same time? (Explain your answer.)

I get where she's aiming, but find it difficult to use her three levels of questions. I can think of many examples of
questions that would seem both provocative and conceptual. And when I look at her own examples, unfortunately,
they're muddy. The first two of her "conceptual" questions seem more factual than any of her "factual" questions, two
of which begin with "Why?" and one of which asks about beliefs.

I value Erickson's valuable work in and promotion of the idea of thinking simultaneously on two levels, but I don't
attempt to use her definitions of those levels. Others seem better.

(The) Great Books Foundation - Mortimer Adler

Fact, Interpretation, Evaluation

Mortimer Adler was a pioneer in the Great Books movement of the mid-twentieth century. He wrote one of the most
important lists of Great Books and collaborated on others, and cofounded the Great Books Foundation, which
published a guide for leaders of discussion groups, now out of print. The following list of literature questions comes
from it:

1. Fact: What does it [the text] say?
2. Interpretation: What does it mean?
3. Evaluation: Is it true; does it have relevance to you here today?

Note that the word "true" in Adler's third question has a double meaning. Not only, "Is the statement factually correct?
" but also, "Does this principle hold true for you?"

Because of his pioneering in the Great Books movement, Adler gained a reputation for being a classicist looking only
to the dim past (and to "dead white men") for inspiration. That is inaccurate; Adler advocated reading a mix of classics
and current literature.

Adler and his foundation published many works, many of which propounded the same ideas. Here are some of their
suggestions for writing questions, from another publication:

Questions of Fact ask students to recall a factual detail in the selection by citing or paraphrasing the author’s
words. A disagreement over facts can be resolved quickly if participants simply turn to the passage in question
and reread it. A question of fact has only one correct answer.
Questions of Interpretation ask students to make inferences about the meaning of a selection. More than one
valid answer to an interpretive question is necessary. Answers to interpretive questions must be supported by
evidence in the selection.
Questions of Evaluation ask students to compare the authors' ideas and written words with their own. Answers
to evaluative questions are as individual and as varied as the students themselves.
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Interpretation is the main purpose of a Great Books discussion, so most questions raised, including the opening
question, will be interpretive. Factual questions can be used to bring to light evidence in support of
interpretations and can clear up misunderstandings. Questions of evaluation can introduce a personal dimension
to discussion once interpretive issues have been resolved.

A good interpretive question is one that the student really cares about - one that has arisen from their own
response to the work and curiosity about it. Genuine interest is contagious.

The Great Books Foundation still exists, publishes books and at least one magazine, and runs workshops where group
leaders can learn how to formulate and ask good interpretive questions. They are perhaps the most dominant authority
in this field, and the "Fact, Interpretation, Evaluation" trio stands at the root of most thought in this field. It's notable,
however, that in their current training seminars, they emphasize the importance of Interpretive questions; Evaluation
seems to have gone by the wayside.

The Great Books Foundation is (deservedly) a respected authority when it comes to literature study. They've devoted
resources, energy, and intelligence toward the study of Great Books for decades, and consequently, their scheme of
discussion questions is hugely influential. But though their work is excellent, and dominant in this field, it may not be
just exactly what a leader of literature group or book club needs. The Great Books Foundation, after all, focuses on
Great Books. Their attitude towards those books is at times near-reverent, and some of their discussion strategies
deliberately exclude from discussion "outside" books. Their discussion schemes, training, definitions, and and
suggestions tend toward immersion into and deep study of the Great Book currently being discussed, with the goal of
gaining a very complete understanding of it, in order to uplift and enlighten.

It's a laudable goal. But you may choose to read and discuss other, non-Great books. Why? Currency could be one
good reason - Great Books are by (Adler's) definition books that have withstood the test of time, meaning they're old.
You not want to limit yourself and your group to delving into and imbuing the wisdom of Great (and Old) Books. You
may want to explore a variety of books, including modern ones, and tie those books to other books and into the lives
of the people in the group.

If so, then your situation, goals, and needs are different, and a different questioning scheme may be better for you.
And in fact this seems to be the case for most people who lead real-world book discussions. Many are heavily
influenced by the work of Adler and the Great Books Foundation, but find themselves modifying the Great Books
scheme, definition, and material to suit themselves and their group.
 

Hill

Factual, Interpretive, Beyond the Text

"Ms. Hill," an English teacher at Piedmont High School, uses the following scheme, or three levels of questions about
literature:

1. Answers to Factual questions are found on the page, and are not debatable. These questions ask who, what,
when, and where. They take the reader into the text. The answer can be found directly in the text.

2. Answers to Interpretive questions are found "between the lines" of the text, based on details and examples.
These answers are debatable. These questions take the reader through the text. The answer can be inferred or
concluded from the text itself.

3. Beyond the Text questions connect the text to other texts, ideas, or situations. They ask "How are these similar,
different, or related?". Answers to these questions are debatable. These questions take the reader beyond the text.
The question isn't about the text at all, but is generated by one of the inferences or interpretations from level 2.

Examples of Level 1 questions:
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What did each of the three little pigs build their houses out of?
Who does Romeo kill?
Where did George tell Lennie to go if he got in trouble again?
When is the story set?

Examples of Level 2 questions:

What is the effect of the repeated refrain “I’ll huff and I’ll puff”?
Why does George continue to care for Lennie after all the trouble he causes?
Why does Hamlet treat Ophelia as he does?
How does Ralph’s relationship with the others change by the end of the story?

Examples of Level 3 questions:

The third pig displayed patience and advanced planning. Are these qualities we value in society today?
How are the conflicts in Frankenstein similar to certain modern problems we face today?
What does Lord of the Flies tell us about human nature? Do you agree with its message?

Ms. Hill's categorization scheme, while clearly similar to others, might be the most common one in use (the phrase
"Beyond the Text" gets used a lot). Of all the "good question" schemes I list here, this one is the simplest, cleanest,
and easiest to understand. It "rings true" and is easily remembered.

Yvonne Divans Hutchinson

Right There, Think and Search, Author and You, On my Own

Ms. Hutchinson, a school teacher, has neatly amended and augmented the typical 3-level list. Here are her four levels
of questions:

1. Right There Questions (Level One - Explicit)

Ask: Who is? Who did? Where is? What is? When is? How many?
List.
Name.

Example: What German dictator had been working for world domination?
Answer: Adolf Hitler was working towards world domination.

Example: How did the narrator feel?
Answer: The narrator felt nervous and scared.

2. Think and Search Questions (Level Two - Implicit)

Ask: What caused? How did? For what reason? Why?
Explain.
Summarize.
Compare.
Contrast.
Retell to support.

Example: How did seeing all that war violence affect the narrator?
Answer: It could have made him paranoid. He might have been frightened all the time afterwards.
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Example: What could the narrator have felt when the officer called him a hero?
Answer: After having gone through many near death experiences, and someone having called him a hero must
have reassured him. He must have felt proud and more confident. He had made it that far. Now he had more
strength to keep on going.

3. Author and You (Knowledge Based) Questions 

Ask questions whose answers may come from information not in the text, but reading of text is necessary in
order to understand what the question is asking.

Example: Why didn't the American soldiers kill the wounded Nazi?
Example: How did seeing the soldiers being killed affect the narrator's confidence?

4. On My Own (Level Three) Open Ended, Global Questions 

Ask questions which are open-ended and which go beyond the text. Such questions are intended to provoke
much thought, discussion, and debate of an abstract idea, controversial issue, or issues of universal human
concern. 

Example: How does the situation of the U.S. going into France to stop German control compare to the U.S.
going into Iraq? What is the real purpose now?

Ms. Hutchinson attributes her three levels of questions with parentheses to the College Board, but she defines them
differently, plus adds one of her own - "Author and You." Her set of definitions and levels is good, I think.  She uses it
in teaching, and it appears to work, judging by the results.

Moeller & Moeller

Factual, Interpretation, Evaluation

The Moellers are well-known to those who work with teen/young adult literature discussion groups from their book.
They apparently have, or have seen, an early rare copy of the Great Books Foundation pamphlet dated 1948, from
which they draw the "Factual, Interpretation, Evaluation" question levels, attributing them to Adler. They're probably
right, since he was the founding "Subject Matter Expert" as we say these days. However, in Adler's major work, he
nowhere mentions these.

I've already summarized the Great Books Foundation's question levels, which the Moellers use, so I won't do it again
here. 

The Moellers discuss the three levels of questions at length and in detail. Like Adler/the Great Books team, they
emphasize questions of interpretation, but they go further, discounting the value of factual and evaluation questions:

Since the primary aim of small-group discussion is to increase the coleader’s and the group’s
understanding of the reading, we focus on questions of interpretation. Factual questions do not generate
discussion since they have but one correct answer while questions of evaluation can be answered without
even having read the story.

They define "good discussion questions" as:

interpretive questions, that
are clear,
are specific to the reading (can't be asked of other stories), and
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include doubt (can be answered more than one way).

The Moellers provide exercises to train students to use the above points in judging questions as either "Good" or
flawed. After training that only interpretive questions are "Good" they further categorize the good ones as either
"Basic" or "Minor." "Basic" interpretive questions are defined as those that "consistently lead to sustained discussion
(about 20 to 30 minutes per question)." Later, "Basic" questions are alternately defined as questions that "have multiple
implications," as opposed to just one or two. The Moellers include another exercise in which students, already focused
on interpretive questions only, are asked to distinguish between Basic and Minor interpretive questions.

The Moellers' intent is good. To quote them:

To ensure productive discussions, students are taught (...) how to formulate good prepared questions that
are clear, specific, and capable of sustained discussion because they have the vital element of doubt, that
is, questions which have at least two plausible answers or those which have no answer at all.

I see their point (I myself try to steer my Lit Group toward interpretive questions), but to focus only on interpretive
questions in this way is not for me or my group:

The whole feel is wrong - the emphasis on labeling certain questions "Good" and others "wrong" has turned
classification into judgment of an unfun kind. It gets too picky and critical for me.
The requirement that questions be "specific," meaning that they could not be asked about any other book, is not
necessary and rules out some perfectly good and valuable questions. Questions that can be asked of other stories
can work just fine, instantly and adequately acquiring specificity simply because we're asking it about the book
we're talking about, not some other book.
Like Adler, I find a mix of questions from different levels optimal; it's simply not the case that only interpretive
questions are good, or lead to good discussion.
Though the effort may be educational, categorizing interpretive questions as Basic or Major doesn't work.
Anyone who's spent much time in a literature group has heard interpretive questions that you'd think would
inspire 20 minutes of discussion, but instead, fall flat. On the other hand, a factual question sometimes sparks a
good and sustained discussion. I don't ask people to decide in advance what will or won't inspire 20 minutes of
conversation, because it can't be done.

However, though my usage of questions differs from the Moellers', I still find their book good; it presents good ideas,
which you may be able to use.

Morris & Stewart-Dore

Literal, Interpretive, Applied

Morris & Stewart-Dore categorize three levels of statements: Literal, Interpretive, and Applied. The scheme is for the
teacher to write statements, and then turn them into "true/false" questions on a worksheet. Students read the text
(typically an article) and then agree or disagree with each of the statements (by marking them true or false). At that
point the students begin a discussion of what they've just read, and their answers. In cases where they disagree, they
discuss. The levels:

1. Literal statements focus on literal comprehension and require the reader to find the information directly in the
text.

2. Interpretive statements focus on the author's intended meaning and require the reader to interpret and draw
inferences from the text.

3. Applied statements challenge the reader to read beyond the text and to consider the underlying issues and their
implications.

The authors recommend that the teacher, writing the statements in advance, write them out of order, like this:
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First write Applied (Level 3) statements; these reflect the main ideas and concepts of the reading; the ones the
teacher wants the students to focus on and explore; they form the focus of the text and the task. They should
encourage the reader to think beyond the text to its wider implications. The teacher writes these statements first
because they influence the development of the statements the teacher will go on to write at the other levels.
Next, write Literal (Level 1) statements to support the reader in locating relevant information in the text.
Finally, write Interpretive (Level 2)statements to guide the students to interpret the author's ideas.

When I look at a real-life example, it leaves me kind of cold and uninspired. Heavy teacher prep in advance, a stack of
True/False questions for students to agree with or disagree with. I imagine students reading an article, checking off the
True/False checkboxes in about 35 seconds, and then sitting there, neither engaged nor discussing. Hopefully that's not
really the case, and it mightn't be - enthusiastic teachers can make most activities fun and most classrooms at least
somewhat lively. But this particular approach and breakdown seem to be tailored more toward poor-to-middling
readers struggling with comprehension.

But that example is just one that uses Morris & Stewart-Dore's 3-level scheme. Their 3 levels do make sense, and it's
possible to create good questions based on the levels. Notice how nicely the questions actually fit the levels.

I'd prefer to modify the scheme; instead of asking participants to check off True/False questions, I'd ask them to write
questions, and note relevant places in the book, so when the discussion gets going, they can refer back to them.

Wilson

Factual, Convergent, Divergent, Evaluative, Combination - plus, Essential

Wilson says:

"[A]n educator must reach into the learner's hidden levels of knowing and awareness in order to help the
learner reach new levels of thinking. Through the art of thoughtful questioning teachers can extract not
only factual information, but aid learners in: connecting concepts, making inferences, increasing
awareness, encouraging creative and imaginative thought, aiding critical thinking processes, and generally
helping learners explore deeper levels of knowing, thinking, and understanding"

Pretty good stuff. Here are Wilson's 5 levels of questions (but notice how he tosses in a 6th type: "Essential"):

1. Factual - Soliciting reasonably simple, straight forward answers based on obvious facts or awareness. These are
usually at the lowest level of cognitive or affective processes and answers are frequently either right or wrong.
For example:

What is the name of the Shakespeare play about the Prince of Denmark?

2. Convergent - Answers to these types of questions are usually within a very finite range of acceptable accuracy.
These may be at several different levels of cognition -- comprehension, application, analysis, or ones where the
answerer makes inferences or conjectures based on personal awareness, or on material read, presented or known.
For example:

On reflecting over the entirety of the play Hamlet, what were the main reasons why Ophelia went
mad?

(This is not specifically stated in one direct statement in the text of Hamlet. Here the reader must make simple
inferences as to why she committed suicide.)

3. Divergent - These questions allow students to explore different avenues and create many different variations
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and alternative answers or scenarios. Correctness may be based on logical projections, may be contextual, or
arrived at through basic knowledge, conjecture, inference, projection, creation, intuition, or imagination. These
types of questions often require students to analyze, synthesize, or evaluate a knowledge base and then project or
predict different outcomes. Answering divergent questions may be aided by higher levels of affective functions.

Answers to these types of questions generally fall into a wide range of acceptability. Often correctness is
determined subjectively based on the possibility or probability. Frequently the intention of these types of
divergent questions is to stimulate imaginative and creative thought, or investigate cause and effect relationships,
or provoke deeper thought or extensive investigations. And, one needs to be prepared for the fact that there may
not be right or definitely correct answers to these questions. For example:

In the love relationship of Hamlet and Ophelia, what might have happened to their relationship and
their lives if Hamlet had not been so obsessed with the revenge of his father's death?.

Divergent questions may also serve as larger contexts for directing inquiries, and as such may become what are
know as "essential" questions that frame the content of an entire course. 2 examples of questions that are both
essential and divergent:

Like many authors throughout time, Shakespeare dwells partly on the pain of love in Hamlet.
1. Why is painful love so often intertwined with good literature?
2. What is its never-ending appeal to readers?

4. Evaluative - These types of questions usually require sophisticated levels of cognitive and/or emotional
judgment. In attempting to answer evaluative questions, students may be combining multiple logical and/or
affective thinking process, or comparative frameworks. Often an answer is analyzed at multiple levels and from
different perspectives before the answerer arrives at newly synthesized information or conclusions. Examples:

1. What are the similarities and differences between the deaths of Ophelia when compared to
that of Juliet?

2. What are the similarities and differences between Roman gladiatorial games and modern
football?

3. Why and how might the concept of Piagetian schema be related to the concepts presented in
Jungian personality theory, and why might this be important to consider in teaching and
learning?

5. Combinations - These are questions that blend any combination of the above.

Wilson is aware of the work of H. Lynn Erickson and her 3 types of questions (Factual, Conceptual, and
Provocative). About her and her types, he writes:

If you look at the listing above, it should become apparent that these are the same types of categories.
Erickson's factual are still the ones that are easily answered with definitive, and comparatively simple
answers. These are the questions you find on the show Jeopardy. Unfortunately they are also too common
in schools and on tests.

Her conceptual questions might be ones that are convergent, divergent, or evaluative in construction --
ones that delve deeper and require more sophisticated levels of cognitive processing and thinking.

Her provocative ones are ones that entice and ones cannot be answered with easy answers. They are
questions can be used to motivate and frame content or are essential questions. In the initial categorization
above they would be either complex divergent questions or more sophisticated combination questions like
divergent/evaluative ones.

Clearly, Wilson has put some good thought into his levels. I especially like how he allows for the possibility that a
particular question could fall into multiple categories, and the way he "tosses in" a 6th question type (Essential), kind
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of on the side, which mirrors reality's messiness.

I am not so sure how easily I can use Wilson's classification scheme in generating questions, and I'm especially unsure
how well it would go over, trying to teach these 6 question types, or 5 if you leave out Essential. Particularly, I'm not
sure how to definitively state the difference between Divergent and Evaluative. Yes, I've read Wilson's definitions, I
"get" them, sort of. But his 3 examples of Evaluative questions seem like they could just as easily be called Divergent.

So, though I see Wilson's question types as interesting and valuable, I don't train his definitions. I've learned (the hard
way) that if I try to present apparently intricate concepts that I don't completely understand, I get into trouble.

Summary of prior work

You can see that many people have tried to figure out "What questions lead to deep understanding?" or "What
questions engage people with the literature and with each other?"

Everyone starts with "Factual" - all these thinkers agree that the first (and "lowest") level of question, is understanding
the basics of what is being described in the book - who did what, how, to whom, what it looked and felt like. They
differ in how much time they think should be spent discussing factual questions. Some say (or imply) none at all;
others figure that some discussion of the facts of a story or book is OK.

Many of the thinkers also recognize that there's an opposite end of the spectrum: "big picture," general questions like
"What is the meaning of life?", "Is humanity inherently good or bad?", or "Should I follow my passion, or conform?"
Since these questions aren't about the specifics of the book, if/when you're discussing them, you're not discussing the
book. Many of them could be thrown into a discussion of nearly any book and fit equally well (or poorly). Thinkers
differ relatively little in their suggestions of how much time to spend on these very big, very general questions - they
more or less agree, "not much."

The biggest difference between the various thinkers is in how they characterize the middle ground; that area of
thought, questioning, and discussion that isn't so far removed from the book that it has nothing to do with it at all, but
isn't so closely tied to the facts of the book that you never consider broader meanings or implications.

I would hate to referee a battle between all these thinkers, each defending their own version, vision, characterization,
and definitions. Fortunately I don't have to. This middle ground is a very fertile area for thought, just as the surface of
a garden is a fertile area to plant things. Good questions have a presence in both worlds - the world of the book itself,
and the world we live in - the physical world and the world of thoughts, beliefs, choices, desires, satisfactions,
disappointments, passions, energy, laziness: the world of humanity. The different thinkers' ideas about levels of
questions are just different views of the same rich whole. I don't have to adopt or embrace one view to the exclusion
of others; the views are always there, waiting for me (or you) to come along and take a peek, refresh our memories,
get some new ideas, find a new direction or a way to help us in a new situation. I researched and summarized the prior
work so that you may use and draw from their ideas as you will.

OK, it's nice and fine to draw ideas, educate ourselves, and broaden our view of literature questions. But what about
actually choosing and using one of the above schemes? Which one is "best?" Are they all good? Are any of them any
good? Are any worthless or counterproductive?

In day-to-day real-world use, some leaders choose the Great Books scheme, some use Hutchinson's scheme, some use
others. Most seem to end up creating their own, if not wholly, then adapting and varying what they've gotten from
other sources.

I can see why they vary and adapt. Despite the value of these schemes, many of which are very good, in the end, I
come away unsatisfied. The definitions and levels of questions are too hard to learn, too wordy or technical or "hi-
falutin'". They don't naturally lead to creating questions; it's still hard getting started, and easy to get sidetracked. 
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Many authors ameliorate this lack with exercises and training. That's fine of course; I use exercises myself. But before
we start supporting these schemes with instructive exercises and practice/training sessions, we may ask "How well do
these schemes and definitions really work, in actual practice, even after doing the exercises and taking the training?"

We actually have answers in the case of the Great Books Foundation, whose training and materials emphasize
Interpretive questions. Trainees report that creating good Interpretive questions, sticking to them, and avoiding
Evaluation questions is difficult, and can take years of practice. That's no knock against the materials or methods -
many things can take years of practice, if you want to do them well. But with the Great Books, or with any other
scheme, it's good to consider the scheme's actual added value. With years of practice, people can learn to formulate
good questions, and spark good discussion, without any scheme, definitions, or instruction at all, just from trial, error,
and experience.

My own levels
Factual questions of three types

Read It Out (of the book) - Questions whose answers are right there in the text. To answer these questions
definitively and inarguably, you just have to find the right place in the book. Examples:

Whom did Hamlet's mother marry after his father died?
What did Scout Finch's dad do for a living?
How old was Juliet when she took her lover, then married him? (Answer: 13: from Act 1, Scene 2.)

Figure It Out (from the book) - Questions whose answers are also contained wholly in the book, but they're not
"right there" - it takes some digging to figure out the answer. For example:

How old was Juliet's mother when she conceived Juliet? (Answer: 12, or just possibly a very young 13: from
Act 1, Scene 2 and Act 1, Scene 3.)

Find It Out (from the book plus other sources) - Questions whose answers are factual, but not obtainable only from
the book; answering them takes some research. For example:

In the introduction to On The Origin of Species, Darwin's birthday is mentioned. How old was Abraham Lincoln
in comparison to Darwin? (Answer: the same age.)

Some of the authors I surveyed above discount the value of factual questions, but I don't. Factual questions are
valuable to me in many ways:

Read It Out and Figure It Out questions make great transitions when the meeting is first starting up. They
refocus our attention from whatever else we've been doing, thinking, and talking about, and get us working as a
group
Read It Out and Figure It Out questions draw us into the book. It's easy to point this out; and participants can
see it for themselves - when these questions get asked, heads go down into books.
Factual questions do a good job of "setting the context" - preparing for other questions that require higher levels
of cognition.
I use Read It Out questions to check who has really read the book.
Read It Out questions also tell me who might be having trouble with the reading. We read difficult material
sometimes, and it can be rough going for some readers.
Purely factual questions do not always lead to a quick, pat answer, at which point conversation (and
involvement) dies. For example:
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How many shotgun blasts were fired into Jim Chee's trailer, in the book Skinwalkers?

Authors can leave such basic facts as these ambiguous, and Hillerman does so in this case. When I asked this
question in my own Lit Group, I got back differing answers, and passionate discussion ensued. A careful reading
of the text showed the answer to be unclear; either 3 or 4. The author states even has Jim Chee recognize in the
text itself that he isn't sure of the number.

Besides falsifying the contention that factual answers don't lead to good discussion, this particular question led to
a variety of topics, including:

Ambiguity in literature/a story. Why would the author leave something ambiguous? For and to what
effect?
Debates over evidence. The book provides evidence both ways. Typically, readers seize on the evidence
that supports their own view. The resolution of this debate (which must end in "we just can't be sure") can
frustrate: it's common to want to vanquish the opposing/"wrong" point of view. But it can also greatly
inform.
Alternate explanations of what's going on. Chee doesn't try to figure out the exact number of blasts. Why
not? Because he's busy thinking of other things and doesn't have time to figure it out? Or is just too
rattled? Or focused on saving his own life, and figuring out if a second attack is imminent?
An introduction to epistemology. Could this question ever be answered? In the case of shotgun blasts,
possibly yes, possibly no. And to what level of certainty? And how much would it matter? When do we
say that enough information and certainty are enough, and stop pursuing the answer?
Differences in culture. We "balagana" (not Navajo/Dine), presuming that some integer number of shots
was fired, might further presume that Chee the detective would be very intent on knowing that exact
number. But he isn't. Could it be because Chee the Navajo/Dine is thinking along different, more
important lines? Lines that are unfamiliar to us? It is after all his thinking along these different lines, not
ballistics, that eventually solves the crime.

Factual questions are a nice transition back to the book, if a wide-ranging discussion has gone far afield.
When the book is very hard going, I use factual questions partly to see who understood what, and partly as
rhetorical devices to introduce things readers may have missed, or clarify things they may have misunderstood.
You can sometimes answer a question with a factual question, to clarify confusion or explain something:

Question: Why didn't she just go on welfare?
Leader: Tom, do you remember in what year this story took place?

Tom may at this point realize that they didn't have welfare back in those days. If he doesn't, the rhetorical
question becomes a real one, it gets answered, and the explanation satisfies Tom's curiosity.

Read It Out or Figure It Out questions draw us into the text. Whether you find the answer quickly or have to dig
around and combine things, their answers are found in the book itself. There may be ambiguity or even contradiction,
but those are facts too and can be laid out. Needed to answer factual questions: good reading skills, a good memory or
the ability to take good notes, maybe determination, and possibly, the logical skills to combine multiple disparate
pieces of factual information. In theory, multiple persons answering a Read It Out or Figure It Out question about
identical texts would produce identical answers; perhaps worded differently, but containing exactly the same content
and conclusions.

Similarly, multiple persons would come up with the same answers to Find It Out questions, presuming that their
external sources don't disagree on matters of fact. Actually posing the question about Darwin's and Lincoln's age is
highly likely to result in everyone coming back having found out that they were of the same age. And if not, that's
good too; somebody looked in the wrong place, or misunderstood, or something - figuring out what happened and
who's really right is a good learning experience.

Personal Involvement questions of two types

These are the questions most likely to spark vigorous engagement with the literature and with the others in the group.
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In answering these questions, we do not (and cannot) just read and report the facts of the book. Answerers need to get
personally involved in creating and crafting their answer. Hearing an individual's answer tells us something about
them.

There are two types of Personal Involvement questions:

You And The Book - Questions that, while focused on the book, require the answerer to interpret, extrapolate,
judge, estimate, or otherwise add meaning to what's in the text:

How does this passage make me feel?
Why did Rutherford leave Southern Illinois?
Why did he take the log book?
Why did Falcon crumple up Rutherford's papers?
What is the effect of the repeated refrain “I'll huff and I'll puff”?
Why does George continue to care for Lennie after all the trouble he causes?
Why does Hamlet treat Ophelia as he does?
How does Ralph’s relationship with the others change by the end of the story?
How could the narrator have felt when the officer called him a hero?
Why didn't the American soldiers kill the wounded Nazi?
On reflecting over the entirety of the play Hamlet, what were the main reasons why Ophelia went mad?
In the love relationship of Hamlet and Ophelia, what might have happened to their relationship and their lives if
Hamlet had not been so obsessed with the revenge of his father's death?
Who is your favorite character from the book, and why?

Though in answering these questions, the answerer needs to get personally involved, the questions themselves refer
only to the book itself, not to other books or the outside world.

Note how common are the words "Why" and "How" in these questions, as opposed to "Who/Whom", "What",
"Where," "When," and "How much/How many" in the factual questions. These keywords are famous as very good
clues to distinguish factual from higher-level questions. Some teachers teach a "2 versus 5" scheme (Why and How
versus Who, What, Where When and How Many) and do just that.

But, note that the last question in the above list begins with "Who." It is a You And The Book question. Yet that
"Who" that begins the question makes it resemble a factual question: all the other questions that begin with "Who" are
factual. This is a "boundary question" - having qualities of two different types of questions. In my Lit Group, the
question usually gets answered more or less fully, but some will evade or duck it, for example with a 6-word answer:
"Jeremy, I guess; because he's nice."

You, The Book, And The World - Questions focused both on the book and on the "real" or "outside" world,
life, external reality, society - that place and those conditions where we live, or might have lived if we'd been born in a
different time and place. The book and the world get tied closely together. For example:

The third pig displayed patience and advanced planning. Are these qualities we value in society today?
How are the conflicts in Frankenstein similar to certain modern problems we face today?
What does Lord of the Flies tell us about human nature? Do you agree with its message?
Can you think of any modern-day characters who are like young Werther?
If Tess lived today, how would her life be different?
Wang Lung's father tells him that his mom bore about 20 children, yet only Wang Lung survived. What would
be the effect on a modern-day woman, if 19 of her 20 children died? What do you suppose the effect was back
then?
What are the similarities and differences between the deaths of Ophelia when compared to that of Juliet?
Which of Sherlock Holmes' detective techniques would still work today? Would any? Would he go broke?

Also falling into this category are "comparative literature" questions. These tie the current book to others, that is, to the
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"World of Literature:"

What are the similarities and differences between the deaths of Ophelia when compared to that of Juliet?
How do Freud's "das Es," "das Ich," and "das Über-Ich" ("the It," "the I," and the "Over-I" or "Upper-I") relate
to Berne's Parent, Adult, and Child?

All these Personal Involvement questions of both types (You And The Book and You, The Book, And The World) call
on the answerer to both refer to the book, and simultaneously to add to or extend the facts, infer meaning, assign
significance, and/or make personal connections and judgments and decisions. Crafting the answer is a process of
creation, and everyone does it differently because processes like inference and judgment depend on one's personality.
Therefore, answerers build their own personalities into, they involve themselves in, their answers.

When they compare answers during discussion, differences become apparent. These questions spark and enhance
conversation because participants, though focusing on the book and/or the world, are simultaneously and unavoidably
laying out a part of themselves. Their answers and discussion expose aspects of their own minds and personalities.
Depending on how deep they go and how willing they are to open up, they may be putting themselves "out there" to
an extent they never do in any other context. The resulting interactions may also be unlike any others they experience.

Some quickly learn and understand Personal Involvement questions, and learn to distinguish them from other types.
Faced with a list of mixed question types, they categorize them, separating Factual from Personal Involvement quickly
and accurately. This can be a useful skill when writing questions; once you've thought of a question and written it
down, you can decide whether it's a Factual or a Personal Involvement question. But first, you need to write the
questions! By itself, the recognition skill is not enough. Recognizing is different from creating; classifying is different
from authoring. The process of coming up with good, engaging questions is fruitful or generative, not critical. 

Some quickly pick up the skill of writing Personal Involvement questions; others find it harder and it takes them
longer. In general, authoring good, discussion-stimulating questions takes work and practice. Some people benefit from
some exercises I describe in another document. There's a lot of creativity and personal variance involved; questions of
the same type, about the same part of the same book, can vary greatly. And the questioner has tremendous flexibility in
how extensive and demanding their questions will be. For example, note that the following two questions are both You
And The Book questions that call for a personal judgment of characters:

Who's your favorite character in How Green Was My Valley, and why?
Compare the characters of Gwilym Morgan, Beth Morgan, Dai Bando, Bronwyn, Merddyn Gruffydd, Master
Jonas, and Mrs. Tom. Which of them were strong? Of those, was each strong in the same way? If so, summarize
what they all had in common. If not, contrast the nature of their strengths.

Away from The Book questions

These questions use the book as a jumping-off point to a discussion of something else. Answers may draw parallels or
point out differences. They may match or contrast facts, events, and aspects of the book to facts, events and aspects of
the world, another book, play, or literary work, or even a family story. Examples:

How does the situation of the U.S. going into France to stop German control compare to the U.S. going into
Iraq? What is the real purpose now?
What are the similarities and differences between Roman gladiatorial games and modern football?

Some of these questions may be similar to You, The Book, And The World questions, so you can expect some
"boundary" questions sometimes. The difference is that You, The Book, And The World questions require the answerer
to closely tie what's in the book to "the world," therefore the book continues to be talked about during the discussion. 
Away From The Book questions usually leave the book behind, tying into it very little if at all, using the book just as a
springboard to further discussion.

Other questions of this type have little or no connection with the book at all, though in the context of the discussion,
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the connection may be clear:

What examples of inhumanity can you cite from our world today?
What acts of humanity can you cite from our present-day world?
How are beliefs, values, and perspectives related to views of humanity and inhumanity?
Can one be inhumane and civilized at the same time? (Explain your answer.)
Why is painful love so often intertwined with good literature?
What is its never-ending appeal to readers?

Obviously, Away From The Book questions need to be used sparingly, since discussion tends to quickly spin
completely away from the book.

About my levels

Practice is key in learning to formulate and ask good questions, but instruction helps. I wanted to teach teens to author
fruitful questions (ones that spark good discussion), and I wanted the distinction between fruitful and non-fruitful
questions to be as clear as possible; easily recalled to mind. I tried to think about and describe how I wrote my own
"discussion-boosting" questions, but all I could come up with was "Like the literature and dig deep," which is not a
practical instruction and contains no definition at all. So, I researched what others had done in this area. The survey
portion of this document summarizes what I learned. 

You may conclude as I did that the authors aim at much the same thing, but their schemes differ, can't be unified, and
it isn't possible to use them all.  Imagine trying to teach all of the following:

Inference, Interpretation, Evaluation, Conceptual, Provocative, Debatable, Application, Analysis,
Synthesis, Comprehension, Implicit, Explicit, Good, Bad, Specific, Major, Minor, Lacking in doubt,
Factual, Textually Implicit, Textually Explicit, Scriptually Explicit, Convergent, Divergent, Applied,
Essential, Intriguing, Open-Ended, Speculative, Comparative, and Experiential.

Few people would want to learn all these, and there'd be little point.  And by the time you got to the end of the list,
everyone would have forgotten the beginning.

I could pick one scheme, but many of them (I haven't tried them all!) don't work as nicely as I'd like in practice; they're
not so easy to actually use when you're trying to formulate questions of your own. They all start from the back end,
focusing on the questions as end product. Then they explain why and how a particular question fits one definition or
another. Some examples, along with corresponding problems:

A good question is one that contains doubt; that can be answered in more than one way. (Problem - this doesn't
tell me how to include doubt in a question.)
A convergent question is one whose answer is within a very finite range of acceptable accuracy. (Problem - I
guess I need to imagine a bunch of answers, then measure their range; how would I do that?)

I don't mean to deprecate others' work; it's all valuable. But it seemed to me that the authors all focused on product, not
process, which makes things harder than they need to be. The process goes like this:

Learn these characteristics of questions,
Generate questions,
Now look at your questions and see if they match the characteristics you've just learned.
Refine, revise, discard.
Repeat as needed.

I tried to come up with a simpler process:

Bearing in mind both book and answerer, come up with questions that involve both.
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Ask them.

I tried to build creation hints right into my own definitions, and even into their very names. You And The Book and
You, The Book, And The World give strong hints that the question should require the answerer to focus on the book, but
also in some way involve themselves.
 
My bias as inventor is obvious, as is my scheme's similarity to other, predecessor schemes. Having admitted that, I still
like this scheme because it's easy, it works, and it's fruitful. Participants understand the idea of factual questions, and
learn to distinguish between the factual types right away. They find it easy to fulfill the assignment "As you read the
assignment for this coming week, come up with 2 Read It Out, 1 Figure It Out, and 2 Find It Out questions. Be
prepared to ask them when we meet."

They also understand the concept of Personal Involvement, which you can explain in one sentence: "If answering the
question makes you think, read, judge, or in any way use your heart or mind, calls for your opinion, or lends itself to
argument, then it involves you." Once they realize that the questions are both book-related, and ask the answerer to
"Use your own thoughts and opinions when answering - make your answer your own," or, alternately "Put your self
into it," they often start right off writing good Personal Involvement questions.

You, dear reader, now have available many different "schemes for good questions." Try what you will, use what you
want, and see what works for you!
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Introduction - why you may not need to read this

I wrote this document primarily for leaders of homeschool teen literature groups, or preteen book clubs. Which is
strange, because my target audience doesn't really need it.

I'm a homeschooling dad, I've been doing half the teaching of my son for the 4 years we've been homeschooling. He's
a teen now, and when the leader of his teen literature group finished homeschooling, I took over the group. I didn't
have this document, neither did she, yet we both did just fine. The lit group thrives, the teens read the books, have
good discussions, enjoy themselves, and learn.

Your family may have a copy of Dr. Benjamin Spock's Baby and Child Care. The very first page is titled "Trust
Yourself," and its very first words are: "You know more than you think you do." It's true not only for child care. You
can do a fine job of leading a lit group without this or any document or guidance. All you need are:

your native intelligence,
your love of literature,
your love of children/teens, if you're an adult/parent, or if you're a teen, your fundamental decency and kindness,
good books,
good teens, and
some place and time to meet, and
your willingness and ability to work.

Your lit group is quite likely to succeed, as are you, within the bounds of the usual vagaries of life such as
logistical/scheduling issues, teens graduating or "dropping in" to public school, and (hopefully this doesn't happen to
you, but it can) things like factional splits, personal tiffs, and family tragedies.

Homeschool literature groups or book clubs can be led just fine by a parent/grownup, who takes on three tasks:

1. Handling logistics such as scheduling, communication, recruiting, and having a place to meet, and taking overall
responsibility.
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2. Ensuring that meetings run smoothly and stay on topic, the tone is good, and everyone participates.
3. Asking good questions that stimulate discussion and draw participants into engagement with the literature and

with each other.

But I like teens, or even children, to lead Lit Group sessions themselves, because it's fun and fulfilling for them, and
they learn and grow from it. The cognitive and interpersonal skills they learn and master when they lead Lit Group
sessions can be valuable for them, now and for the rest of their lives.

The responsibility and the logistical stuff (Task 1) may be done by a variety of people. Teens can do these logistical
tasks - I've seen teens handle similar efforts, and I handled such tasks myself when I was a teen. So could any person
with "running things" skills, even if they know or care nothing about literature. If you belong to a homeschooling
organization large enough to provide assistance in these logistics, you might be able to take advantage of this. In my
Lit Group, I do these tasks.

Teaching teens to handle Task 2 is not difficult. Teens, even children, can run meetings well; I once observed a 6-
year-old in a Montessori classroom competently chairing her meeting; she made it look easy. Meeting facilitation skills
are relatively easy to acquire and to teach. And it's pretty easy to facilitate meetings of homeschoolers (homeschool
students, that is!); they're generally polite, respectful, know how to take turns, and are interested in listening and
willing to do so.

To teach teens to handle Task 3, I use my own scheme of levels and definitions.

Introducing and teaching the questions and levels

Factual questions and teaching how to write them

I am omitting detailed suggestions for introducing factual questions, or for teaching how to write them, because in my
experience, they're not needed; teens "get them" right away just from their definitions. A 5-minute talk tossed in at the
end of a Lit Group is typically enough to enable teens to author factual questions. In a new group, or with teens new to
the group, I give a couple examples of each type of factual question, questions I come up with that pertain to whatever
book we're reading, then ask them to come up with two Read It Out, one Figure It Out question, one Find It Out
question, and bring them back to the group next week. Generally they find this relatively easy.

Another exercise I use sometimes is to have all the teens look at a particular page, or sometimes, I read a passage
aloud. Then I ask them to generate Read It Out and/or Find It Out questions on the spot.

Depending on your book list, you may be able to use a tie-in that I do. We typically read The Chosen by Chaim Potok
at some point. One of its central themes is the study of Talmud. There are examples of digging within the text in
multiple places, and of cross-referencing a text with others. When we get to those places, I mention the similarity
between what the Talmudic scholars do, and what we do. This helps establish the concepts in the teens' minds. Other
books may provide you with similar opportunities.

Personal Involvement questions and teaching how to write them

Getting started with Personal Involvement questions is not too difficult. After introducing them, I can give examples of
both You And The Book and You, The Book, And The World questions. I go around the group and ask teens to
generate questions of each type. The questions they create on the spot vary in complexity and depth, not always
tending toward the simplest questions. Some teens get it right away and don't mind showing off their stuff, coming up
with sometimes ridiculously elaborate questions a paragraph long. I generally respond to such humor with humor of
my own, assigning them to actually answer the question they just asked! 

Just getting it
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The teens that "just get" how to write Personal Involvement questions from the definitions and some examples, can be
off and running, writing Personal Involvement questions, coming up with them on the spot during discussions, and
practicing the art of their use. You just need to let them, and maybe give some occasional pointers, suggestions, and/or
corrections.

But some teens don't get it right away, and need help in learning to write these questions.

Teaching during Lit Group

Our task is not too difficult because the end-product is just a single question (at least initially, until and unless teens
develop the sophistication to write a cluster of related questions). You may ask teens to write or come up with more
than one question, but they're each generated one at a time. Still, teaching teens to write good Personal Involvement
questions, is teaching teens to write.

You don't teach writing like you teach math. Math has rules and procedures; teach the rules and procedures for a
certain class of problem (like factoring) and the student will be able to correctly solve all problems of that type. Each
problem has exactly one correct solution or solution set. Courses involving factual content, such as history, are even
more "determined in advance." History and biology can be complicated, but in the end, there is are correct answers for
when the U.S. constitution was adopted, or for what the Krebs cycle is. You teach it and the students either learn it or
they don't.

Writing is a creative process and though you could provide hundreds of examples of good questions, that would not by
itself enable a student to generate good questions of their own. Think of a ceramics instructor - they can point out
techniques, but it is up to the student to be able to master those techniques.

As teacher, the most and best you can do is set up a good, supportive environment, explain the structure of what's
required (in this case, either a You And The Book or a You, The Book, And The World question), provide examples,
talk about the concepts, and encourage teens to get started creating.

Here is one way to talk about the concepts - there are many others.  When explaining You And The Book questions,
you may use a diagram of a bipolar neuron, like this one:

(and here is a "fun fact" you may throw in if you like:)
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Bipolar neurons are rare. Essentially all bipolar neurons are sensory neurons that are located in some
special sense organs (eye, ear, olfactory mucosa).

Source: Shannon Mathis, Shannon, Collin County Community College District. Lecture notes/slide show for Anatomy & Physiology I Lecture,
http://iws.collin.edu/smathis/A&PI%20Lecture/Chapter%2011a.ppt, see also
http://iws.collin.edu/smathis/A&PI%20Lecture/A&P%20I%20Lecture.htm.

Similarly, you may use the following diagram or one like it when explaining You, The Book, And The World
questions:

Neurons of the lateral geniculate nucleus, providing the link
between retinal input and the primary visual cortex, are

characterized by robust axonal arborization, but limited dendritic
elaboration.

Source: Katherine M. Kollins and Roger W. Davenport, Branching Morphogenesis in Vertebrate Neurons , Madame Curie Bioscience Database,
http://www.ncbi.nlm.nih.gov/bookshelf/br.fcgi?book=eurekah&part=A46740

You may have already decided not to use these diagrams, thinking they're "yucky" or beside the point. But they do
stimulate teens and get their attention. 

You may review with the teens how neurons work, asking teens to describe how they work. Generally some of them
know and are excited to share. I explain that I will be using an analogy, and maybe talk about analogies with them,
discussing their strengths and weaknesses. Then, I explain that in asking You And The Book questions, you can
imagine that the question is like a bipolar neuron; one end has to be hooked into or embedded in the book, the other,
into the answerer's own personality. I explain that this is like keeping two things in mind simultaneously: the book
they've been reading, and an imaginary human (or a real one, for that matter, if it works for them). The question needs
to involve both:

Elements of the book (the factual matters already understood, and reviewed when factual questions were
discussed), and
Personal interaction with those elements/facts. It could be a judgment, an interpretation, an evaluation; it has to
be something personal.

You, The Book, And The World questions need to involve three things:

Elements of the book (the factual matters already understood, and reviewed when factual questions were
discussed), and
Personal interaction with those elements/facts. It could be a judgment, an interpretation, an evaluation; it has to
be something personal.
The world.
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You may pass out copies of the Personal Involvement Questions worksheet, which may be help show what you mean
by "something personal."

Now, have teens call out some "facts of the matter" from the current reading. If you've already been asking and
answering factual questions you will already have such answers available for use. Here are some sample facts:

Scout Finch doesn't remember her mother but her older brother Jem does, and sometimes misses her.
Atticus Finch allows, and apparently encourages, his children to address him by his first name.
Boo Radley is never seen in public, and is rumored to be strange. The children fear him but are kind of thrilled
by the danger.
Jane Eyre is stubborn and does not submit to her "betters" (her adoptive/foster family).

But don't use the above; use facts from the reading at hand. Ask factual questions if you haven't already, to generate
factual answers, and note them.

Now, solicit Personal Involvement questions from the teens. Hopefully there will be at least some responses, and some
of them will conform to the definitions of You And The Book and/or You, The Book, And The World questions.

Pick one that's both correct and reasonably simple. Examples could include:

What do you think will happen when Scout goes to school?
Do you think that Boo Radley is a danger to children?
Given Jane Eyre's character, where and how would she fit in, if she lived right now? Where would she not fit in
well?

But don't use these questions; use one that a teen came up with.

Now your task as teacher is to get the teens used to the idea of questions rooted in both the book and the answerer's
personality. One way I do this is to let them know that questions may vary in how extensively the question is "rooted"
in the two or three places. 

Taking one of the Scout Finch questions as an example, you can show some variations:

What do you think will happen when Scout goes to school?
1. Describe Scout Finch's personality, her cognitive style and abilities. What is she like? Do others find her

fun? A pain in the neck? Who does and who doesn't? How does she get along with grownups? With kids?
Now, what do you think will happen when Scout goes to school?

2. What do you think will happen when Scout goes to school? How will she interact with teachers? With
fellow classmates?

In this example, the variants have grown more connections, or roots. The first variant is far more rooted in the book. It
asks for many more details about Scout. It is also somewhat more connected to the answerer's personality because it
asks for more responses from the answerer, but the last half of the question is the same as the original. The question
calls for a lot more characterization, but not any more or different speculation.

The second variant goes the other way. The first part of the question is identical to the original, but it calls for a lot
more speculation. It's no more rooted in/connected to the book than the original, but it's more connected to the
answerer's personality, because they're being asked to do more speculation. But all three questions, the original and the
two variants, are You And The Book questions, with connections to both book and answerer.

Taking the Jane Eyre question as an example, you can show some variations:

Given Jane Eyre's character, where and how would she fit in, if she lived right now? Where would she not fit in
well?
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1. Name some aspects of Jane Eyre's character or cognitive ability and style. Which might she be able to
change, and which are either "permanent" or unlikely to change? How might her character develop as she
gets older? Given your analysis, where and how would she fit in, if she lived right now? Where would she
not fit in well?

2. Given Jane Eyre's character, describe how you think she would fit into modern-day American suburbia.
Would she make friends easily? Fit well in a public school setting? In a homeschool literature group? In
Girl Scouts? 4-H? Sports? Describe a conversation you think she might have at the age of 10 with a bully
14-year-old boy cousin. Then describe a conversation you think she might have at the age of 10 with her
14-year-old bully boy cousin if they both lived in Saudi Arabia.

Again, the variants have grown more connections, or roots. The first variant is far more rooted in the book. It asks for
many more details about Jane. But the last half of the question, that pertains to "the world," is the same as in the
original. The second variant's roots in the book are identical to the original (the first half of the question is identical),
but its roots in both the answerer's personality, and also in "the world," are more extensive. The second variant asks for
more speculation, and for the evaluation of more alternatives.

The first variant draws the answerer farther into the book, whereas the second variant draws them farther out. Both
variants are more connected to the answerer simply because they ask more from them. But all three questions, the
original and the two variants, are You, The Book, And The World questions with roots in all three areas.

This exercise starts to look pretty overwhelming. It doesn't have to be. I make it clear to teens that for one thing, we're
not going to start going through worksheets, analyzing questions to figure out how rooted or connected they are to
book, answerer, and/or the world. Nor do I plan other formal exercises I can imagine inflicting on them, such as giving
them a list of questions and saying "connect this question more extensively to the book," though I might make just
such a suggestion during a discussion, when we can all pitch in and help. I explain to the teens that what I'm trying to
point out is that within this scheme of You And The Book or You, The Book, And The World questions, there is a
tremendous amount of room for variation and extension. There are an infinite variety of questions that can be
formulated and asked within this framework.

Finally, I repeat to the teens what I've already said before. Keep the book, the answerer, and (for The Book, And The
World questions) the world in mind. Mull and ponder if you need to, refer to the worksheet and its sample list of
"personal things" if that helps, and, create.

Here's a quote that you and they may find useful. The author is talking about visual art but the concept applies to
literature, too:

Art begins when (...) someone interprets, when someone sees the world through his own eyes. Art happens
when what is seen becomes mixed with the inside of the person who is seeing it.

- Book 1, Chapter Two of The Gift of Asher Lev by Chaim Potok

A take-home exercise

It's possible for teens to forget the gist of what I said in Lit Group. To supplement the teaching I do in Lit Group, I
sometimes use the following take-home exercise. This helps teens think more about these types of questions, and some
of them, given more time than they have in Lit Group itself, are able to take off and start writing Personal Involvement
questions.

Along with the following, I send home the set of definitions of the 6 types of questions (3 Factual, 2 Personal
Involvement, 1 Away From The Book).

Personal Involvement Questions
You have read the book or the assigned portion of it, and you may presume that the others in Lit Group
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have, too. Probably you will all be more or less able to answer factual questions; you know who did what,
when, how, where, you can answer questions about "the facts of it." You will probably also all be able to
come up with factual questions yourselves. It's easy - just think of a fact, then turn it into a question.

Now, as you're trying to think up good questions that'll get people talking, think beyond "the facts of it" to
more personal things, like:

The meaning of it. What did he mean when he said...? What does this mean? Do you think that this
means that...?
The truth of it. Do you think she was lying? Is this true in your experience? Does everyone agree
that this is true? Is it possible to decide if this is true?
The applicability of it. Does, or should, this rule apply to minors? Does it make sense for so-and-so
to be thinking about this in this situation?
The similarity of it. How is Juliet's decision to suicide different from Ophelia's? How similar? What
real-life situations are like this one? Does this happen nowadays?
The importance of it. To whom is Joe's decision to move across the country important? Is it
important to tell the truth always? 
The implication of it. What will happen if she keeps on...? If this is true, then what will happen to...?
Could this mean you might have to change your mind about...?
The universality of it. Does this apply nowadays? How were times different there/then and would
this happen in the same way today? Here?
The beauty of it. Does this passage 'sing' to you? What about it do you like or dislike? Note how the
author describes...; does it gladden you, or leave you cold?
The danger of it. Is he taking a big risk here? What kind, and what could happen? If everyone get
this idea and acts this way, what will happen?
The value of it. Was it really worth doing, what she did? How hard would you try, to get...? Why did
he pay so much money?
The context of it. What in particular was going on, or existed, that made this possible? What was
happening to her when she said...?
The sustenance of it. What had to exist, and be happening, in order for this to happen? If John hadn't
... could Mary have...? Who supported Alicia in...?
The fit of it. Does this really make sense? Do you really think he would've behaved in that way?
How well-suited is Pauline to her place, time, and social circumstances?
The point of it. (For what?) What was he trying to accomplish? Was she really trying to win him, or
just make her fiancee jealous? Would this be a goal of yours?
The utility of it. (A schemer or a spy would want to know this) How can the Baron use this
information now that he knows? Do you think he will?
The origin of it. (Whence?) This was an unexpected statement/turn of events - where the heck did
that come from? How did this situation even arise?
The workings of it. (How?) What exactly is going on here? Tell us the chain of events that you think
might now transpire. How might this play out? 
The reason for it. (Why?) Why did she do that? Do you think he just lost his nerve? Was this a
considered decision or did she do it on a whim?
The future of it. How will this relationship end? Do you think they can keep this up forever? Is there
any way to avoid the obvious outcome?
The potential conflict of it. What will happen if Joe finds out that Bonnie...? If the boy and girl talk
about this, will they be able to agree?
The alternatives to it. What would have happened if instead of ... he had done ...?  Would there be
anything she could have done to avoid ...?
The morality of it. Was it right, to do what he did? Why or why not, and how or how not? What
would be the right thing to do in this situation? Is she a moral person? Would you want to be
associated with, or anywhere near, this person? Would he corrupt you if you spent time with him?
Imagine you're a grownup with teenage children of your own. Would you want them associating with
this person?
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Can or did you think of other personal ways of thinking about a book, that are missing from the above list?
If you do, or did, or can, or want to, write them down.

Now, keep the book well in mind as you review this list of "personal things" and sample questions.  Not all
of them apply to all books; you only need to find a couple or a few that do. Then, use them to generate a
question about the book.

There is nothing magic about the above list of "personal things." I didn't carefully research it; I mostly just threw it
together. You may be able to use the list as it stands. Or you can use it just as a sample: show it or one like it to teens,
then take it back (or take it down, change to the next slide, or otherwise make it unavailable), and then ask them to
brainstorm their own list. Then maybe or maybe not discuss the resulting list, modifying and changing it. When done,
get the teens to write all the "personal things" down in their journals for future use, and/or store them however you
store things in your Lit Group.

You may notice that all the sample questions in the above handout are jumbled together without regard to whether
they're Me And The Book or Me, The Book, And The World questions. It's not important to separate them; teens find
it easy to distinguish the two types.

Once all the teens have learned and integrated the concepts of You And The Book and You, The Book, And The
World I can back off the examples and indoctrination. Until they all do, I eagerly make use of chances to explain that
in studying literature, we only make it "alive" when we join the book to ourselves, to our lives, and "get it" into our
minds. Asking questions with "a foot in both worlds" (or "all three worlds") is the simplest, easiest, most obvious way
of doing so.

Introducing Away From The Book questions

You don't really need to do it. These kinds of questions just come up by themselves. You may or may not even need to
mention them. When they do come up, identify them and remind teens of their advantages (they're fun and can get you
thinking, you can enjoy the feeling of high-speed intellectual running and topic jumping) and their disadvantages
(they're discursive and digressive).

Using Factual questions

Briefly, I use Factual questions to:

Get teens' attention, especially at the beginning of Lit Group.
Refocus attention on the book if it the discussion has discursed away into a gabfest or otherwise "gone beyond."
Draw focus into the book. Maybe the discussion of a The Book, You, And The World question has gone on long
and far enough.
Set the context for following Personal Involvement questions.
Check who has read the assignment.
Detect problems teens may be having with the reading.
When the book is very hard going, I use factual questions partly to see who understood what, and partly as
rhetorical devices to introduce things readers may have missed, or clarify things they may have misunderstood.

Using Personal Involvement questions

Personal Involvement questions help enable and encourage teens to run their own discussions. So, part of my use of
them is, once they've learned and gotten practice in the art of questioning, to retire to the sidelines and let teens run
their own group. For this to happen, of course, the teens must learn to write Personal Involvement questions in
advance, and come up with them on the spot, during discussions. How to help them do so is the topic of the last section
of this paper. 
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Whether or not the teens are skilled at leading discussions, occasions can come up when it makes sense for the
grownup/parent/adult leader, if there is one, to lead the discussion. When I am involved in the discussion, I use
Personal Involvement questions to:

Draw out shy or quiet teens.
Stimulate discussion.
Model them; give teens examples of their use.

We can exemplify and put into practice the concept of Personal Involvement in many ways and in a variety of
contexts. Perhaps you recall the story of the teen who answered a boundary question (in this case, a You And The
Book question with similarities to or characteristics of a Factual question) with a 6-word "lame" answer. A possible
counter to such a lame answer is: "Hey, you know what? I'm not hearing enough of you in that answer. Put some more
of yourself into it, so we can learn from it and from you!" Another counter goes the other way: "Hey, you know what?
I didn't hear enough about the book in your answer. Cite some things from the book that make you feel that way."
Statements along those lines can improve the quality of the dialog, and also teach the teens the principles behind good
discussion, real-time, with real, live examples.

Using Away From The Book questions

Obviously, Away From The Book questions need to be used sparingly, since discussion tends to quickly spin
completely away from the book, especially in groups with a lot of discursive thinkers. It's supposed to be a literature
discussion group, not just a gabfest. But I allow these kinds of questions in my own lit group's discussions, within
limits. Why?  Because these types of questions do get asked and answered in the real world, for example in book clubs
for adults, when talking about books with friends, in college, and in other social or collegial settings. It's interaction,
it's fun, it can be engaging and enlightening. It's good preparation for life after Lit Group.

More than a couple or maybe a few minutes of discussing these types of questions would be too much. The Lit Group
would probably descend into chaos, and teens are very good reporters, and let their parents know what's going on. "We
spent the whole time gabbing about everything except the book" is not the message I want to send home!  But my own
group is designed, intended, and announced with not just one, but two goals in mind:

Studying literature, and
Providing a place for teens to relax, have fun, and just be teens.

Our meetings run 90 minutes; we discuss literature only during only the first 60. That last 30 minutes is purely social
time, just for fun. During that first 60 minutes, if I notice that the teens are having a good, energetic intelligent
conversation, enjoying themselves and exercising their intellects, feelings, and/or morality, with no one excluded or
apparently bored, I might let them run with it for a few minutes. I can always run the discussion a few minutes longer.
Let them have some fun when they're having the fun - it doesn't necessarily need to be squeezed within its allocated
30-minute box.

Summary
You as Lit Group leader will use whatever tools work for you and your group. You are welcome to try any of the ideas
or techniques listed here, but don't get too bogged in these details, definitions, and schemes. You may not need them,
and to focus too closely on this material could be counterproductive - you don't want to be academic or technical.
Rather, to the extent you can achieve it, you want good heart-to-heart, mental, psychic, and intellectual connections;
getting participants to ask good questions is one way to help. 

If you do accomplish this, the resulting Lit Group meetings will not look particularly impressive, at least at first glance.
It will after all remain just a bunch of teens or pre-teens talking about literature, with a teen or adult leader more or
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less involved. But if you observe closely and for long enough, you will be able to tell - if the discussion of the
literature is good and deep, and the teens are well-involved, it's working.
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