new to many teachers. The main purpose of including this aspect of questioning was to
make teachers aware that questions need not only be exposing learners to content in the
text, but to make learners aware of various other issues that may have led to the writing

of the text. This is also to encourage teachers to train learners to read texts knowing

Questions and instructions

uring the course examples of prepared activities and tasks were used to assist teachers

to identify common ways questions and instructions can be used to help learers to

carry out 2

towards making it easier for the learners to reach a solution to the problem presented.

During the short course teachers had to make up their own questions and instructions

for a task. This made it possible for them realise that sometimes one without the other

can create problems for learners in carrying out a task. At first many of them did not

uestions, but later they agreed that

-, v . . .
_ wtino instructions wit

see the point of giving or Writing 1nsiruc
instructions serve a purpose as without them learners may struggle to solve a problem.

Teachers were also made aware of the fact that at some stages in the teachingand

rocess instructions serve similar purposes to questions.

Questions are an important pz iscourses and need to be varied to make

them interesting for learners. Roberts (in King, 1999:169) makes a distinction between

two dimensions of questioning. The one dimension is that questions must increase

ive demands on learners, and the other refers to the extent to which learners

1
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consider a range of possible answers in their attempt to respond successfully to the

teacher’s questions. The use of questior tions can be another way in which

learners are engaged in responding to questions.
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All questioning techniques in question one

There are a few teachers who included all questioning techniques listed in question one

as of importance to them. Some expressed the view that the course revived their

promote learning and to stimulate thinking. Not all responses explained why the

teachers thought they benefited from all these questioning techniques.

4.1.2 Question Two

‘Briefly describe any chan
made since the course’.

The responses to this question suggest that some teachers seemed to believe there had
e TL T

been changes in comparison to the way they had previously used questions. Their

responses are categorised into seven subsections.

found the use of questions in this way useful. During the INSET course, input on
questioning was not done in isolation from OBE principles. Learners’ active
participation and ways of promoting learners’ thinking were emphasised throughout

activities that demonstrated to teachers various techniques of questioning.
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Types and levels of questions
Twenty teachers stated that since their participation in the INSET course, they have
tried using a range of types and levels of questions. The general impression from the

reasons they gave is that by using a range of types and levels of questions, they believe

questions:

The section of the course on types and levels of questions did encourage teachers to use
a variety of questions. These kinds of questions are aimed at giving all learners a

chance to at least answer a question. The examples were used to illustrate to teachers

how even the learner who is regarded as ‘slow’ can be given an opportunity to respond

.
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encouraged to participate and their self-esteem be boosted in the process of teaching

and learning, Ways of grouping and encouraging learners to participate formed part of
the content of the course. Some teachers mentioned that questions would not only

encourage leamers to participate, but that when leamers work in groups they will have
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teachers stated that when learners work in groups every learner gets a chance to

contribute, thus slow learners are not isolated from the rest of the process of teaching

and learning, These views are similar to those expressed by Hyman (1979) who argues
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that teacher’s questions can stimulate whole class, small group and individual activity

within the small group or whole class.

Purpose of questions

Although the purpose of questions was the second most frequently chosen response to

number of teachers who say that they consider the purpose of questions in their actual
practice. Only four teachers stated that they consider the purpose of questions when

using questions in the classroom. These stated that thinking of the purpose for which

they ask questions seems to improve the way they ask questions. They did not elaborate

e purposes of questions affect the way learners

i o

-

different kinds.

e gives an example

this moment for his/her act of questioning, an intermediate purpose for today’s

questions, and a long-term purpose for using questions in class. Dillon considers the

tion to these purposes to be different actions with distinct
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purposes. However, unless the teacher consciously makes the purpose of the questions

he/she asks explicit, the question may not pe directed ina way that makes the purpose

achievable, and the relevant task words may not have been considered for the

structuring of questions to help make the purpose clear.
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Critical questions
Five teachers ciaim to be using critical ques

questions to encourage learners to analyse information and to think critically. Critical

questions are also seen to stimulate learners’ higher level thinking. From the teachers’
is possible that critical questions are confused with evaluation, inferential

will require the learner to think, based on given information.

other hand, would require the learner to think beyond the text. it is not possible to

determine whether teachers use questions for critical thinking, unless examples of

It is not surprising that critical questioning was not chosen by many teachers as a useful
section of the course because few teachers stated that they use critical questions.

During the INSET course teachers struggled to formulate such questions and it was

— obvious that this type of questioning was not popular in the classroom.

Techniques of questioning

Four teachers’ responses are categorised to mean th
techniques. This can either mean that these teachers refer to a variety of questioning, or
that they refer to types of questions. For the latter, one of the teachers says that he/she

s but makes learners recognise questions with different

questions words. From another teacher’s response, it appears that learners arranged

| 1

pictures directed by the teacher’s questions to maxe u
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teachers’ responses are not always clear and do not always relate to answers they gave

to question one of the questionnaire,

Three teachers mentioned that through their questioning learners are also encouraged to
ask questions. Perhaps this response was inspired by the discussion during the course
that not only teachers’ questions play a role in the process of teaching and learning, but

that learners’ questions need to be recognised as importan.

Moll (2001:112) argues that learners’ questions offer an opening to start teaching when

the teacher gets access to the individual’s interest in seeking knowledge on a particular
subject. In addition, ‘leamners” questions provide an opportunity for teachers to

investigate how individual learners think and what their needs are’ (Gultig, 2001:54).

complex of knowledge, their dispositions of character, and the dynamics of their

relations to the world (1bid:54).

The learners’ questions help the teacher establish what leamners already know and
understand, and what they are ready to learn. It would benefit teachers to know what
learners know rather than feel intimidated by learners’ questions, because of the teacher

feeling insecure with the subject matter. Given the emphasis in the course on

encouraging learners’ questions, the very few references to this in the questionnaire

responses may indicate lack of take-up of this aspect of classroom practice.
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Confidence building
Three teachers feel that the way they use questions after they have participated in the
INSET course makes them and their learners confident. The teachers acknowledge

improvement in comparison to their previous use of questioning in the classroom. They

learner participation. One of these teachers claims that he/she has better direction in the

way questions are used to promoting learning.

According to Adhami, for a teacher to effectively become a good questioner he/she

needs flexible knowledge of the activity and topics involved. In addition, a teacher

e P

needs to understand common misconceptions and diff

made between different types of questions (2001:33).

AhaL e manmn e A
UtLer responscs

Six teachers did not respond clearly to this question. The responses were either general

or irrelevant to the question. This raise

understood the question or whether they had made any effort to try out ideas on

questioning suggested and practised during the course. It seems that a tew tcachers

<oress themselves clearly in English. It is possible that these would find it

difficult to phrase questions clearly in English — the language of learning and teaching

in grade five classrooms in their schools.
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4.1.3 Question Three

‘If you have noticed any benefit of these changes in your teaching, briefly describe

these’.

return for half a day on a Saturday in September o complete the hours for which the

OBE course had been stipulated in order to get recognition for attending the whole
course, During the time lapse between the first sessions and the last session of the

course, teachers were expected to have had a chance to use or put into practice some of

the questioning techniques. The teachers’ responses indicate that most teachers believe

TG '-v-«- wtnmt to ramamhar 1
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that they did benefit from the course on questioning,. It is importan

during the discussions and engaging teachers in questioning activities, other teaching
techniques were integrated. For example, group work was emphasised in order to
encourage teachers to move away from a teacher-centred classroom, but learners in

their groups can discuss and work out responscs to questions. In addition, group work

was used to make teachers aware that content is not the only

&

language skills can simultaneously be developed.

ive reasons for their response to question three. In some cases

two or more reasons are provided as to how the teacher finds questioning techniques

orise. For this reason the

useful in their classtoom. Some responses are I ot eas

number of responses described and discussed is different from the total number of

. * 2
questions. The answers to question three that focus on ‘learner responsIveness as

(4]
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benefit can b

a. Getting more responses from questions asked in the classroom (11)
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b. Improved group work (8)
¢. Greater learner interest (6)

eativity, critical thinking and problem solving from learners (6)

these have engaged learners. Five teachers say that their use of questions has increased

the learners’ level of understanding and that learners participate. Another four teachers

estions enabled learners to ask their own questions, that they can identify

1]
v
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slow learners and give them help and that questions give a positive direction. Three

teachers say that question

have since gained confidence and that learners’ communication has also improved.

Two teachers do not give reasons except o say “yes to the best”. This response does not

carcher whether learners or the teacher find it best and in what ways. Other

to read instructions enhances their participation, that question: improve listening, that

questions indicate learners’ progress. The most unusual is that learners’ attendance has

since improved, as they do not want to miss the interesting lessons.

Apart from how questions seem to have had an influence on how learners engage in

classroom lessons, other responses indicate that their use of questions has had an

impact on the teachers’ style of teaching. Two teachers say that the course on

Lnser ¢
L

questioning has helped them change their teaching methods. This would include how

o~
U

arners in asking questions, encouraging thinking etc. Another two feel that

questioning, using learning support materials, enhances and encourages learner

re useful when used in different

participation. Individual teachers report t that question

activities, that questions guide the teacher, that questions enable the teacher and
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learners to work together, and that questions help the teacher determine whether

outcomes have been achieved.

There are also teachers’ responses presenting a negative attitude to the use of questions

in the classroom. One teacher reported that what was discussed and illustrated for

preparation for the teacher’. Another responded that questioning could lead to lack of
discipline. This teacher is likely to be a teacher who is against the use of group work.

One teacher stated that if questions are in English learners are not able to participate.

These negative responses are not so much based on the use of questions but on

Considering the historical background of teacher education in South Africa it is
possible that the adoption of C2005 and the achievement of the goals of the RNCS will
not easily be accepted by some teachers. The resistance to change may be partly due to

insecurity. Teachers require exposure to knowledge as well as new approaches to

learning and teaching of the knowledge (Adler, 2002:4). According to Fullan (1991:23)

ing, improvement and

reform. Through continuous training minimally competent teachers may achieve higher

levels of professional competence and expand their understanding of self, role, context

and career (Millman and Darling-Hammond 1990:1 7).
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4.1.4: Question Four

‘I you still have questions about questioning, please list these’.

Only ten teachers responded to this question. One teacher’s concern is that he/she stiil

finds it difficult to make learners understand the questions. Two teachers want to know

how often teachers should ask questions and whether all learners benefit from

input on questions and instructions was not clear enough for them to use it effectively
in class. One of the teachers asks a question. ‘Why opinion or subjective questions are

considered less accurate than is the case with objective questions?’ From the teacher’s

question above, it is possible that in his/her long teaching experience only lower order

< are what the teacher is comfortable with, Another teacher still finds

or facival questions are wii

appreciation and inferential questions difficult. Three teachers listed critical questions

to be still problematic.

Each of these questions or comments suggests that for these ten teachers the course did

lenging aspects of questioning. The time allocated for the

focused on the more chal

course was insufficient to address the more complex aspects of questioning indetail———————————————

4.15 General comments on questionnaire responses
It is not always clear from the teachers’ responses whether they fuily understood whai

ions asked of them. Some respondents did not respond clearly to some

Vias o

questions. The questions asked aimed at getting responses from teachers that would

ve-up’ from the course. If the teachers did not
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inform the researcher about th

respond clearly, the researcher is left to make assumptions without any evidence.



Another concern is about when is the best time to give out questionnaires in a course.

e researcher it is valuable to get information that will lead to knowledgeable and

substantiated conclusions. If is in most cases problematic to give questionndires after

be sure that all questions are understood. The lack of understanding by the respondent

can result in irrelevant information being supplied. If both the researcher and

information for the researcher to know what improvement teachers have made in their

use of questions. Fortunately, further information could be obtained from the

ssroom observations.

s

The teachers who agreed to participate in this study, also agreed that the interviews

could be audiotaped. One of the aims of the pre-observation interview was 1o establish

a working relationship between the teacher aud the rescarcher. It was also necessary

that the researcher find out how teachers believed they had been using questioning
before they attended the INSET course and afterwards. Moreover, it was important io

knaw in advance how teachers felt about using various questioning techniques

suggested during the course, to learn which of the questioning techniques they believe

they are able to put into practice and which they believe they still need to improve on.

achiers

_ 1nthis section of the chapter respoxses ta the questions asked of the five te
reported on and discussed. Parts of the

interviewed prior to the classroom visits, are
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In this section of the chapter responses to the questions asked of the five teachers
interviewed prior to the classroom visits, are reported on and discussed. Parts of the

transcript of teachers’ responses are presented for each question asked. Four interviews

were taped and the other interview was not taped due to a power failure. However,

one school two teachers had attended the course, and both agreed to participate. In the

interview they were interviewed simultaneously. The responses of the teachers to each

question are presented and discussed.

A: It's ysually based on what the lesson is about. Because if they already know some

of the concepts you don’t have to go right back and start from scratch, but also you
decide to ask mainly what they know already to see where they are, and if you know

where they are then you can ask them deeper questions.

prepare, | prepare a fev

vs)
@
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come spontaneously. As you know if you can see the child not understanding

something, or that you have not explained something well enough, then Task them

again while ] rephrase until I get some kind of response. But if they keep on looking

blank or looking bored, then I try to come up with new ideas or new questions.

 Ta An aslr theam enantananie anestion: sée 1e e 1ntetr
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will come up with different answers and I can see if they

then ask them questions stimulating them to think as far as they can.

B: Ithink you can ask them basic ones, because when you are preparing you know

what is soing ta arice in the elassroom sitnation. So vou take it as it comes.
what 1§ going to arise 1n {ne classroom S1iua Y
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D: What I do is, when I prepare my lesson, 1 have a few questions, but mainly when
with the children in the classroom — from their responses you ask coaching questions
and find that your questions vary and changes. Because when you teach children it

changes, you can’t describe all questions that you are going to ask. You ask different

E: Questions are spontaneous — mostly from learners’ answers I ask more questions.

2. Do you ever write down questions that you will ask learners before you teach?

A: Tdon’t tend to write them down. Because I feel unless it’s a comprehension where

same to the same thing, and I would pick up some questions before I start the lesson

like: “How do you explain the thyming scheme?’ “What is a [imerick?” then the class
may not really know, then you have to ask them different questions. So if you write

them down I think you are to --- the focus is too narrow,

@
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C: No.

D: One of the things we do, at some stages we do write down some questions. Butto

be honest we, I introduce a lesson, I ask them spontaneous questions according to the

topic or the comprehension that --- the title, because I find that the questions comes

while v
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questions on the board.

Teachers seem to acknowledge that preparing questions for a lesson is inportant

t often do it. The common reason given is that due to working with

WA WA ¢ - asw

different learners with different cognitive levels, the first question usually determines
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questions to follow based on learners’ responses. They also say that sometimes even

when the teacher had questions in mind, the questions would change depending on how

the learner responded. They also say that questioning is spontaneous,

questions depending on the lesson to be taught. The learners’ responses, their
understanding or lack of understanding determines the next question the teacher will
ask. Learners’ prior knowledge is also recognised when asking questions. It seems that

there is flexibility on the teachers’ side in the way questions are decided upon for

teachers do not just continue to ask questions, but their questions are determined by the

situafion in the classroom. Although questions are not literally written down as
preparation for what the teachers will do in the classroom, the teachers still do know
what questions they want to ask. As such it can also be assumed that the teachers know
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3. During the course we looked at types and levels of questions as in Barrett's

taxonomy. Which of these questioning techniques do you use, when and why do

you use them?

es. You hav
amount of literal questions because some of them can’t cope with the higher ones. And,
but obviously [ ] want to try and give them some infereniial ones, and some

appreciation like in a poem, did you like the poem, did you like the story, what did you

think of it etc. And the children that are a bit further ahead, if I put it like that, they

nes that are struggling with English that are not
p=l= (~4 (=2

sure what to do there.



B: YesIdo. Ido get Barrett’s taxonomy in front of me when I do comprehension. I
keep it in front of me. And I try that when I do my comprehension. We all try to make

up questions accordingly, so we have three or whatever from literal, then we go up to

appreciation. And we all do it in English. ... but you do not always know. You

type. 1 still have to have a piece of paper in front of me, then I know I’'m on the right

track.

C: Idon’t use that in grade 5 yet. ... I use anything that comes from an OBE

comprehension books.

knowledge of how to ask questions, relevant questions that we must think before we

ask questions, and also give chilaren chance io Iellecl & - Coming

back to what you say, yes maybe I do us¢ most of those techniques. In fact all of them

have a place in our teaching. I find them useful.

rem in the workshop.

™ Toal 4T

E: Ithink I douses

And maybe because I don’t teach English I am not aware which I use,

onse to this question varied. One teacher acknowledged the importance of the

cotirse on questioning and that all questioning techniques discussed have a place in

confident to nse some of the higher-order

v ! Tr i b v ot vet ‘eclzng CONTIIEY

teaching. However, 1ic was no: yo

questions, particularly the appreciation and inferential questions. The other teachers

claimed to be using a variety of questioning techniques, even th

CONSCIO

iously categorize questions used in 3 lesson. One teacher confessed to have been

referring to Barrett’s taxonomy notes when teaching. She said that the notes serve as a

IRTPRETR
he is able to de fask W

reminder and ih

questions. There was also a teacher who felt that not all questions are applicable to
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what she is teaching. The teachers’ responses suggest that while they have been

familiar with most of the questioning techniques, they have found it difficult to use

are using all types and levels of questions in their teaching. This can only be confirmed

— whenobserving their classroom teaching.

Based on responses to question 4.2.3, it seems that most questions still used in the
classroom are literal questions for comprehension. In support of that, one of the

teachers mentioned that she uses questions to elicit learners” comprehension, and that

questions from textbooks are sti i ning in the

classroom. The teacher who taught poetry used appreciation questions. At no stage in

the teachers’ responses were evaluation and reorganisation questions mentioned. This

does not mean thege are not Lscd, but itisl like l that theV are rarelv used and as a

result, they were not mentioned.

4. Since you have different ways you ask questions, would you say these have

improved learners’ comprehension and participation?

hooks from the media centre. The fun activities give ideas that

involve learners. They do a lot of speaking. Lot of things are discussed.

U Mg

-- ~ ratina Thay mal-a
B:; Now with OBE questions they make them do a number o1 ac iti
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them think more. Whereas the ones before we very often involved leamers. .. Idon’t do

a lot of writing. I do discussions.

e where vou can take the ruler and your pencil and read the question
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and go back to the comprehension and underline or write the answer. It was basically

based on recognition. ... They’ve got to know how io put in their own

know how to reorganise statements that you give them out of the comprehension. I
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engage learners to do more discussions. They do project work, the newspaper they have

started.

D: Ithink leamers enjoy to be involved in the lesson. I have always made learners
work in groups and in pairs.

_ E: Yes] think so. I ask questions that make learners discuss.

Responses to this question indicate that teachers are aware that in an outcomes-based
lesson learners should be encouraged to actively participate. However, it is not clear

from their responses how learners are encouraged to participate. The teachers tend to

_ refer to making learners think as a way of participating. From other responses there is

indication that discussions and project work involve learners in either pair or group

ork, altho isi ici te

From the information gathered from the interviews, it can be concluded that teachers

are aware of the significance of questions for improving {earning and participation in

VAW W ¥Y A SepaisanE

the classroom. However, it scems that some types and levels of questions are used

more than the others, ir

eliciting learners’ comprehension as more important than other ways learners can be

questioned about what they have learn[ed]. In some cases teachers still ety on

oks, especially the newly released OBE ones which are regarded as better than

1),
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those previously used. However, their responses suggest that teachers still need to think

further about what they want leamers to lcamn, and t@
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and to bage their quesfions

anticipated outcomes. According to Selley (2000:42) for a teacher to get satisfactory

outcomes from learner participation in any learing process, it is good to view lcaming

to know the right answer, but knowing why it is right. “Knowing

t as getting to know the

how to reason something out, and being aware of one’s thought process while doing so,
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is part of metacognition. The concem is that only a few learners may know the

answers, and the question is what is happening to the rest’ (ibid:42).

Towards the end of the observation sessions teachers were reminded of the researcher’s

 intention to conduct a second interview with them. It became clear that none of them

were enthusiastic about a post-observation interview and so the researcher decided not

to pursue these follow-up interviews.

4.3 Presentation and analysis of classroom observations

at least three times for this study. Teachers were to decide what to teach, following the

normal lesson that would have been scheduled tor tha ime. i

influence or persuade teachers in regard to any content to be taught during the

observations. Mostly, after each observation, the teacher would indicate what would be

the subject maiter for the nc

Of the five teachers observed, only one agreed to be videotaped: Fortherest,an

bservation schedule with columns had been devised for which the number of times

particular types and levels of questions were asked was to be recorded using the tally

ivided according to the different

method. In this schedule the columns W

stages of a lesson which include introduction, body or input and conclusion. Other

columns recorded questions asked by learners and als

encouraged participation during the process of learning.

.
e e

to .. 4l

As indicated in chapter thres the ‘tally method’ has iis weaknesscs as a data capturing

vaA A2 2% a

instrument because there is the possibility that information can be missed, or categories
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incorrectly recorded when trying to follow the pace of the lesson, and to understand the

teacher’s use of questions. The mind may also be distracted during the lesson.

Both gualitative and quantitative data obtained from the observation of each of the five

teachers is presented with a view to establishing any patterns in the data and any

relationships between the questioning observed and the input given at the short course.

During the course questions were categorized initiaily to establish the two main types

of questions: closed and open-ended. Closed questions are defined as questions which

elicit fact, memory and knowledge based on previously taught knowledge or what the

learner knows from home, whereas open-ended questions elicit more complex thought-

questions as sub-categories of the types of questions. As outlined in chapter two,

knowledge and comprehension questious are categorised as lower order. These lower

evaluation, appreciation and inferential questions are categorised as higher order

questions, These qmmmﬁmmeﬁe%memmﬁmmim heard to

think about the answer and beyond what is in the text.

The following section presents data from all the lessons observed and the one

videotaped. The tabulations of the data show how many times questions were asked in

each fesson, the number of e questions used in each lesson, when
'

in the lesson there were guestions that involved learners and the number of times

uestions, The number before the equal sign representsthe ——————————————————

learners were able to ask q

he other number the number of questions asked. After the presentation of
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the tabulated data for each teacher, a description of the lessons is given.
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4.3.1: Teacher A
Teacher A holds a four year Bachelor of Primary Education degree (B Prim Ed) and
has been teaching for 19 years. She currently teaches English and Arts and Culture to a

multicultural class. English is taught as a home language and all other learning areas

_ aretaught in English as a medium of instruction. Most learners in Teacher A’s
classroom are English mother tongue speakers. The lessons observed were a poetry —
limerick lesson, a reading lesson and a grammar lesson focussed on teaching

contractions. Data from the observations are presented in Table One.

~ Table One: Teacher A

s Levels and purposes of questioning.

- Introduction— bedyfinput — conclusion

Knowledge 1=3 1=10
2=6 2=
3=3 3=11
Comprehension 1=2 1=12
2=4 2=4
3=0 3=
Application/ 1=1 1=5
reorganisation 2=2 2=1
Evaluation 1=3
Appreciation
Inference 1=
2=
=1
Others 1. In groups learners
answered comprehension
questions
2. Written work—grammar
exercise
3. Learners wrote poems -
creative writing.
|

» Learners’ questions

3. Learners asked questions when checking
with the teacher as to what they did was

correct.
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¢ Encouraging interaction

Teacher-learner | 2. Leamners responded 1. Teacher asked questions, | 1. Learners worked in
to the teacher’s questions iearners responded directly | groups o answer
individually to the teacher questions. They shared
3. Some questions’ responses answers — work was
direcied to the teacher marked by the whole class.
LCWWPWQ 3, In groups learners studied | 1 [aamets_woerdJn;
encouraged to discuss the a poem and identified small groups to answer
structure of a limerick and features of a limerick — questions ~ groups shared
renort back report back answers — work to be

it Uelh

marked by whele class.

In Teacher A’s three lessons it is evident that Jower order questions which require

recall of facts and memorisation of knowledge are still dominant. A total of forty

on wiiat

~ questions in the three lessons elicited prior knowledge and knowledge b

was taught. The second hi ghest number of questions asked were comprehension

questions, These questions were mostly used to find out what Jearners understood from

the lessons taught. It is likely that Teacher A wanted to check that learners understood

what had been taught before they continued with the task or activity, as most were

questions that could

_ askedin the body of the lesson. A total of only nineteen

classified as higher order questions were used in the three lessons. Examples of higher

—cﬂmﬁe&ﬁ”@mmm”ns are:

in Mr Jerking® classroom?

» Why do you think there was always c

e Would you have enjoyed being a pupil in MrJ erkins’ class? Why or why not?

Although most questions asked Were ‘wh- type of questions commonly used in the

classtoom, there was evidence that Teacher A used a variety of questions. This

gl_rrd Jcsand
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supports what she said in the interview that he trics 1o us

levels of questions that encourage thinking whenever she can, This is the teacher who
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claimed to be constantly referring to the notes from the short course to be sure that she
uses relevant questioning and task words for different purposes when asking questions.
Though not enough higher order questions were used, there is evidence of possible

‘take-up’ from the course in the way different levels of questions were used.

It was only in the third lesson that learners had an opportunity to ask questions, because
of the type of task they were engaged in. Nonetheless, learners’ participation was

encouraged throughout the lessons either at teacher-learner or learner-learner level.

Teacher A is one of the teachers who felt confident about her teaching techniques.

Considering her level of education and teaching experience, it would not be difficult

_ forthis teacher to adopt improved teaching and learning practices. This supports the

notion discussed in chapter two that if the teacher is knowledgeable about the
curriculum content he/she is likely to be able to engage learners in high-level
conceptual thinking. In addition, Teacher A is likely to make progress towards change
with the kind of attitude she has and her proficiency in teaching (Ross,1994). Asa

result of Teacher A’s knowledge of curriculum content and how she should involve

leamers in the process of teaching and learning, she has the capacity to choose

appropriate approaches that Wﬂ-lifmgageieamefsﬁtghllwmml thinking

towards improving learning” (Adler, Slonimisky and Reed, 2002:136).

A2
-.J.

Teacher B holds a Bachelor of Primary Education degree, and had been teaching for six

years at the time questionnaires vmﬁe@mmmwagﬂjﬂgmh

and IsiZulu, Life Orientation, Social Sciences and Art and Culture.
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The recording of Teacher B’s schedule looks different from the other four teachers
observed. Most columns are blank because lessons were tanght differently. To be
consistent with the display of each teacher’s data the same pattern of data capturing is

repeated. Below the schedule an explanation of how lessons were conducted is given.

Table Two: Teacher B

e Types and levels of questions

| Knowledge =
3=0
Comprehansion
Application/
reorganasation
Evaluation
Appreciation
‘ Inference

o Learuers’ questions

1. Ingroups learners had prepared
questions to interview a partner. The

UUWELIVMD v esbws TIY

purpose was far learners to use questions

e —

to ﬁnd information from one another.
Learners used a variety of Jevels of
guestions.

» Encouraging interaction

Teacher-learner | 2. Teacher elicited prior
information and leamers gave

responses when uumg

cogrections i .
- 1. In pairs learners interviewed
Leamerrleamet each other — role-play.
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For the first lesson learners were guided and prepared through examples of questions
that they had to use for the interviews they were to role-play in the classroom. On the
worksheet they used to prepare for the interview, learners were made aware that

questions should not be asking for ‘yes’ and ‘no’ responses. The interview also had a

learning purpose in that learners had to first do research on a ‘strange beast’. Then the

partner had to ask questions to find out what made the other person research that kind
of beast. Learners were encouraged to be imaginative and pretend or imagine
themselves as presenters on a television programme. This activity gave learners a lot to
think about as they developed questions for the interview. With this kind of activity

learners did not only learn how to construct questions, they also were able to use

language c'ffectively when asking and when answering. Other language skills were

developed. For example, listening played a significant role in order that relevant

responses could be given. It was not clear from the observation whether the teacher
discussed the purpose of the activity before learners engaged in preparing questions.

These learners had a chance to practice useful skills which are likely to benefit them in

future.

For the second lesson the teacher gave learners a poem on practicing punctuation. At

knowledge of punctuation. It is possible that the poem had been studied in a previous

lesson, However, it would still have served a good purpose for the teacher to check if

leamners remembered what they had been taught regarding punctuation marks. Learners

read the poem and then did the punctuation exercise that was below the poem. Not

of the paragraph that followed the poem. Marking was done with the whole class.
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For the third lesson leamers were engaged in developing what looked like a school
newsletter. The emphasis was on creativity, on how groups would present ideas to
attract the reader on different topics, most of which were about animals (linked to the

lesson where a learner researched about a particular animal and was interviewed).

The observation of this teacher’s lessons was different from the other lessons observed.
In all lessons, the teacher had very littie to do except to facilitate or observe what
learners did. It is not clear whether the teacher purposefully arranged her lessons so that

the focus was on the learners during the researcher’s visits or whether this is her usual

approach to teaching. The work displayed by leammers was impressive.

Leamer interaction in Teacher B’s classroom received high priority. While not a great

deal of teacher input was observed, there was evidence of leaming by learners in
groups or pairs. The teacher did mention at one stage of interacting with the researcher
that she enjoys teaching where learners are doing something themselves to promote
learning. She also said that ‘OBE is a successful approach to teaching’. She showed the

researcher textbooks that she regards as good in that integrated questioning techniques

are used in them. It might then be assumed that Teacher B is aware of what should be

may be that she does not feel confident and/or comfortable to publicly display her

teaching skills in the presence of strangers invading her comfort zone. The teacher did

mention that she leamt a lot from the course on how learners should be involved in the

process of learning.

75



4.3.3: Teacher C

Teacher C holds a three year teacher’s diploma, and he had been teaching for eight
years at the time questionnaires were completed. He currently teaches English,
Mathematics, Natural Science, and Human and Social Sciences to a multicultural class.

English and Afrikaans are taught as home languages and all other learning areas are

taught in English as medium of instruction. The school is situated in an area where
Afrikaans is mostly spoken among residents. Learners in the school include learners
speaking African languages. However, none of these languages are taught and the
teacher does not speak any of the learners’ languages. Although English is the medium

of instruction, not many learners are fluent in English. The teachers in the school are

mostly additional langnage speakers of English.

The lessons observed included poetry, reading comprehension and developing a

dialogue using a specch bubbles story. Observation data for the three lessons is as

follows:

Table Three: Teacher C

e Levels and purposes of questioning.

Introduction body/input conclusion

Knowledge 1=6 1=5 i=1
2= 2=8 2=2
Comprehension 1= 1=7 1=3
i 2= 2=i1 2=2
3=1 3= 3=}
Application/ 1=1 =0 1=1
reorganisation 2=0 2= E=1

3=0 3=1 =0
Evaluation 1= =1
valuatio! - 7
3=0 3=2
ati 1=1 1=1
Appreciation ,‘i’#{ o
3= 3=2

76



Inference i=1 1=1
2=3 2=1
1 2= ] 3=0 ]

¢ Learners’ questions

1. Learners asked 2, Learners were encouraged to
questions when chiecking | check with each other insiead
th o her.  directi . ;
teacher. These were mostly
checking if they were doing

what was expected.

Teacher-leatner | §- Questions on what they 1. Mostly responses directed I. Comprehension guestions
thought the poem was sbout and | at the teacher ssked ta individuals
their understanding of what was | 2. Questions to check 2. Leamers answered
read -teacher Jearner interaction | underslanding and vacabulary | questions in their books
2. Questionts directed at partner | engages individuals 3. Report of written dialogue
3, Teacher learner interaction 3. Responses directed to the read to the class
teacher.
Learner-jearner | 2. Leamers in pairs falked abaut | 1. On two occgsions leathers
the topic and pictures shared got a chance to speak to each
responses discussing othey in groups after reading
the poem. They had to angwer
guestions but no discussion

before responses were given.

2. Leamers did ask questions in
their group and reported

3. Learners were encouraged to read
and discuss what they would include
in the blank speech bubbles.

In the three lessons there was a high number of lower

divided between factual and comprehension questions. Although few higher order

questions were asked throughout the lessons, there is evidence of some use of all levels

of questions in these Jessons. In the interview the teacher indicated that although he still

finds it difficult to ask higher order questions he is trying to include more higher order

questions in his lessons, in order 10 encourage learners to think. He said that the

Barrett’s taxonomy notes are helpful whenever he formulates questions, but he is not

 yetconfident using some of the higher order questions. When learners were reading the

by asking questions that encouraged

poem, the teacher could have engaged leamers

casons for or
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examples of what they meant. Selly (2000:42) mentions that it is important to view
kmowledge as not just knowing the right answer, but knowing why it is right. She
further says that ‘knowing how ta reason and being aware of the thought process is part

of metacognition’. The learners in Teacher C’s class had few opportunities to reason.

Another concern about Teacher C’s lessons is how he handled leamers’ responses. Not
enough time was given for learners to think of the answers, and the teacher would then
answer his own questions, Young (1992:114) considers such an act by the teacher to be

denying leamers an opportunity to learn; instead the teacher becomes the learner.

‘From observing Teacher C’s lessons there is no doubt that he has good knowledge of

- - |

the content taught, and thas there is hope that he will be able to adopt ideas aud

information about questioning introduced during the short course, His confidence in his
content knowledge and his willingness to attempt 0 use different questioning
techniiques in promoting learning skills and encourage leamers’ thinking suggest that

he has potential to engage learners fruitfully. Perhaps it would be helpful for Teacher C

to continue using the notes provided during the course as ax minde

yet mastered.

4.3.4: Teacher D

Teacher D’s qualification is indicated as a two year secondary diploma, and this

P ¥ 7= vt T i [
LN

teacher has been teaching for thisty years. She teaches home language and

Orientation. Teacher D teaches in a school where one of the African languages is the

home language and English is taught as an additional language and also used as 3
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medium of instruction. The researcher did not find out if all learners were speakers of

the same home language.

One of the lessons observed was on HIV/ AIDS. The other two [essons were home

: .
written comprehension

was not much difference in the way questions were used in relation to involving and

promoting thinking in the lesson. Most questions used were lower order.

Table Four: Teacher D

s Levels and purpose of guestioning.

Introduction body/input conclusion
T2 ] 11
I=2Z =3 =1
Knowledge b b l b
3=3 3= =0
Comprehension i=l = I 1=1
=0 =14 ==z
3=1 3=8 3=
Application/ ;:0
Re organisation 320
Evaluation =t
Appreciation
1=0
Inference -
3=0
Other 3. Do you have 3. Whick word 1. Do you promise
mythmgﬁcrask"—my@wuﬂdmdlmahsmn until you are
21 years old?

e Learners’ questions

but no one asked.
d

-~
&

J.
to ask for meaning of words
they did not understand, but
learners did not respond.

cAllicis U

1. The teacher often asked
learners if they bad questions,
-




