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From the study of psychological stages to the understanding of the processes involved in the cognitive

development of child and pupil
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Plaget's theory di An h derived from
blology. Piaget :nd his collaborators mdy the development of
intelligence by mklenn; itto consist of the oomtrw:hnn ofa

set of mental op ing the individual to adapt to his

environment.

'nllilpprnldl urmhimlfllsnﬁnmuested is
tive from which it

was bomn. It huuhptedmol’lllﬂ penpedwu features,
particularly the interest in the forms that the organism takes
during its development. We suggest that this kind of interest is
revealed in the attention that Piaget has devoled to deﬂ:rllmu
the different stages of elaboration of
Piaget's perspective the stages ddwelopment must be chlrn-
terized by forms (that is, structures) of thought.

Let us state i diately, since Brainerd (1978a; 1978b) adds
to his critique of the notion of stages a reflection on its
Pl'dl“icll impliuuoas tlm l'hge( ui;hnlly invesumed dw

ane&m It mmnhatﬁom llmbeynnin; l’iaselmuid—
ered himself an observer and not someone committed in the
way an educator is. Consequently he was not inclined to take
into mudera:rm nor, llcm to enlnale - the eventual
an

From the study of forms (snd stages) to thet of p
We can note, however, that just as the science of biology, in
exploring experimental possibilities went beyond its initial
interest in simple observation of forms to attempts to unravel
the processes at work, so have Piaget and his collaborators,
who during the last decade seem to have abandoned the
anmdmmdthﬂrdumuﬁsbﬂmwﬁnhmdy

at work in ] They have d

d‘lﬂe processes in terms ofautongulatfon and equilibration
(lnhelcler Sinclair & Bovet 1974; Piaget 1975).

We agree with these aulhon that the study of lhe processes
at the origin of intell his
its forms - and i!:leventual stages. This Iswlly in this
commentary, we will not be concerned with Piaget's approach
to the description of stages but with what seems to us a more
fundamental problem: Piaget's view of the mechanisms that
produnesuchmgﬂ. lgtusma]ltim Piaget presents the

:hscshe describes as ™ thing like a cognitive

I ch nl'llln ies; he does not
scem p "bythe, ible eth tric biases in the fact
that the i Itural studi ducted by his school always
mhllww log | riority of urban middle-
class d child d to their peers of other social

backgrounds. This is attributable, we believe, to Piaget's
conception of the impact of social factors on cognitive growth:
in Piaget's theory social factors may facilitate or slow down
development, but they cannot directly enhance development.
T!wem:ﬂmmhlmdyofmk question, we believe, could
way to a better understanding of the nature of

npenﬁomlthond\l
d by Piaget’s experimental work:

mm..aumruwum In lﬁmr
recent work, Piaget and his collab t the
development of the child as arising euenlia!ly from the pro-
cesses of autoregulation built into the subject as well as from
the dy ics of the structwres themselves. But in various
experiments we have conducted during these last years we
have obtained data revealing a reductionistic aspect to this
conception: Indeed we have shown that it is primarily when a
cognitive conflict is socially experienced that important cogni-
tive turing can be ob d (Doise, Mugny & Perret-
Clermont 1975; Perret-Clermont, Mugny & Doise 1976;
Perret-Clermont 1980; Mugny, Perret-Clermont & Doise, in
press). Precise comparisons of different experimental condi-
tions have shown that it is mainly when two individuals with
two different points of view are brought to interact on the same
task (or to solve the same problem) that the to
mdhmm(wpdmdm)emmﬂma
conflict the p This

tive conflict ﬁmtﬂew-vmpf&n elaborations, the
mumdﬂ&hmmdwmhehlhnda
and
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latively widely studied (see, for Inhelder, Sinclair
& Bovet 1974; Kuhn 1972; Lefebvre & Pinard 1972; 1974;
Perret-Clermont 1980). But little is known of the social
mdmdthhmnﬂkt.thnmuhlwmmlhnudy
for, in our opinion, it is not at all evident that all sociocogr
eou‘lliﬁs{orwlﬂid:h I) are always ily Ived
i g: other soluti ible, such

tion or avoid: of the conflict, mmplnmwillt
ﬂ-eo:lnupomofm submission, and 30 on. Under what
wﬁdmdnmhammwﬁumﬂmdlhhuunfm
intellectual elab of the op tm?ﬂlemmw
this question could help us und d how “uni * the
cognitive structures described by Piaget are.
mmthemu!mnumthuindmmb,malo
laborate an op | soluti wtltcir i itive con-
flicts? R h ly being d out with some col-
leagues (Dionnet, Jacq, l..evy] suggests that the social rele-
vance of a situation for the child can facilitate his cognitive
structuring of the task and of the notions involved.

Wemnthndpwmdydﬂmun&nmdhgdllw
for growth could lead to better
mnprehensm of the forms into whu:h they develop. It‘sucll is
the case, it should be possible to formulate this last
within the framework of a debate on “stages. = And this we will
try to do here.

The examination of the tion of The
mwummummww
social interactions relative to tasks whose characteristics would
umhh A M rding to the level of de-

" oy d. Brainerd suggests
thutlwapemmdummmmwhid-mm&umm&t
merely “task descriptions.” But then how can one explain that
wmmuapnmcuhrdescﬁpthnd&ehd?lsthh
description trivial and i diately evident for all indivi
aneddwlmtmmyotherdﬂcﬂptmdthemh
concemed. Is this type of operational description of the task
self-evident to the adult? But then how are we to explain that
wlmiuvidgnnolbz does not seem to be evident

P

Our question then becomes,

relationships that lead the child to elaborate the behaviors tlul

Pi-an calls = ional P! 1‘1se to this question is
 for optimizi

Educational relevence of the issue. By definition, the
educator is always in a ion of social i tion with his
students. Therefore it is one of his duties to examine to what
extent the modalities of social interaction that he imposes upon
them (and that he induces them to experience among them-
selves) are sufficient to induce - or to inhibit - cognitive
elaborations. Can he ohserve that the students progress in
their understanding of the task he proposes? If the educator
wanted to make that observation by referring to Piaget's stages
it is evident that he would be using an instrument that is
inadequate because it is too global. But his observations he
could make as Piaget did. It seems to us that Piaget's construc-
tivist and interactionist approach, if it takes into consideration
the role of the social context in which the child develops, could
help us understand not only how to choose the moment for an
educational intervention but also how to define the type of
intervention and how to modify it according to its results.
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NOTE

1. Are all the behaviors of this type elak d simult lyoris
it & question of parallel - or independent - development? This is the
main question in the present debate on “décalage” which would
certainly be clarified by an identification of the causes of development.




