In the past, a common belief among teachers was that to ask questions was to teach
well. However, this perception has since changed to ‘to question well is to teach well’

because good questions are vital to good teaching and learning (Dillon,1982:128). Poor

questioning from both teacher and learner can create barriers to learning.

2.3.1 Purposes of teachers’ questions
Dillon (1988:55) suggests that teachers’ questions have different purposes at different

moments in a teaching programme. In his example, the teacher may have an immediate

purpose in this moment for his/her act of questioning, an intermediate purpose for

ing questions in class. The actions of

today’s questions, and a long-term pu

questioning in relation to these purposes arc considered to be different actions with

distinet purposes.

The teacher’s intended outcomes for a lesson influence the questions that will be asked.

According to Hyman (1979:1), the

very nature in that in the first instance they encourage the respondent to think and in

~ the second to think aboni a particular topic. Besides the two main purposes, there are

several additional purposes, which the teacher can have for asking a question. For

example, a question can be asked to:

o  Get the learner to participate in a whole class or in a group activity
e Find out what the learner already knows about the topic

—+Geta discussion started-as-another means of learner participation

e Attract learner attention

H - :‘- A‘,
e Provide a springboard for the teacher to talk about a topic that is of
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* Test their learning of material from various sources

¢ Initiate a lesson on cause and effect relationships

[ ]
g

» Determine to what extent learners can think by themselves (Hyman,1979:3)

Thus it is evident that there are many purposes for which the teacher can ask questions,
Hyman (1979) suggests that some purposes may subvert the primary purpose of

encouraging learners to think. One example is that of a teacher who uses questions as a

technique for maintaining order. The learner is likely to be concemed with the threat

___that is meant to intimidate him/her, thus affecting his/her ability to think critically or

creatively. This teacher would act in a ‘duplicitous manner by pretending to be
concerned with thinking while actually being concerned with control” (Hyman,1979:4).

In some cases, where leamers agree to play along by calling out the answers and

accepting that the answer is usually a fact that has already been presented to them —

al purpose of identifying learners who have

been listening (Selley, 2000:41).

Another concern raised about questions that fail to achieve a learning purpose is that a

teacher may use questions to make leamers play the ‘guess what is in my mind’ game,

Thi i 1o that their thinking is not valued as much as
s guessing game makes leamers 1 tt

what the teacher has in mind, because the questions aim at making them think what the

teacher wants them to think.
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¢ Give learners opportunity to shine before others

o Test their learning of material from various sources
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» Initiate a lesson on cause and effe

e Review what was discussed in smaller groups previously

e Determine to what extent learers can think by themselves (Hyman,1979:3)

Thus it is evident that there are many purposes for which the teacher can ask questions.

encouraging learners to think. One example is that of a teacher who uses questions as a

technique for maintaining order. The learner is likely to be concerned with the threat

concerned with thinking while actually being concerned wiih control” (Hyman, !
In some cases, where learners agree to play along by calling out the answers and
accepting that the answer is usually a fact that has already been presented to them —

some of the questioning serves the additional purpose of identifying leatners who have

been listening (Selley, 2000:41).

Another concern raised about questions that fail to achieve a learning purpose is that a

teacher may use questions to make learners play the ‘guess what is in my mind” game.

This guessing game makes leatners realize that their thinking is not valued as much as

what the teacher has in mind, because the questions aim at making them think what the

teacher wants them to think.
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Dillon (1988:59) suggests ten categories that constitute questioning behaviours. Each

category enables the teacher to decide for what purpose the question will be used.

s Usage — The teacher must decide whether to question or not to question.

e Quantity — The number of questions to ask will depend on the learning task. The

to stimulate debate, encourage critical thinking, etc.
o Types —the teacher needs to consider whether to ask higher or lower order

questions.

s to think requires the stimulus of questions.

T A1y
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There are a number of questioning taxonomies from which the teacher can select in
order to vary the types and levels of questions. The taxonomy used with the teachers
for the language INSET course was developed by Barrett. (See Appendix F.) This

taxonomy classifies questions according to whether the answer should be taken from

information or information already in

teacher wishes to use. This kind of taxonomy is used to increase comprehension,
particularly in relation to reading. The five broad levels of questions in Barrett’s
taxonomy as cited in Rees (1994:35 —41) are:

e Literal questions — the question focuses on ideas and information which are

explicitly stated in the text. Recognition is the key skill. The reader can locate or

identify details, main ideas, sequence, comparison, cause and effect relationship

and character traits.
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* Reorganization questions which require the reader to analyze, synthesize, and/or

organize ideas or information explicitly stated in the text. Reorganization tasks

mvolve classification, outlining, summarizing and synthesizing.

¢ Inferential questions — the reader uses the ideas and information explicitly stated in

the text, his/her intuition, and personal experience as a basis for conjectures and
hypotheses. Inferential questions stimulate thinking and imagination beyond the

fext,

L 3

comparing ideas presented in the text with external criteria provided. The criteria

can be from external written sources, the questioner (teacher) or the reader’s

experiences, knowledge or values. The judgement can be on reality or fantasy, fact

or opinion, adequacy and validity, appropriateness and/or worth, desirability and

* Appreciation questions call for the reader to be emotionally and aesthetically

sensitive to the work and to have a reaction to the worth of its psychological and

order cognitive rather than lower order fact, memory and knowledge questions. The
assumption is that higher order questions elicit more complex thought-processes and
longer responses (1982:143). However, if the teacher is to use questions effectively,

Dillon suggests that as much as higher order questions receive recognition above

levels of cognition to have art opportunity to participate in the classroom.
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Sanders {1966:24-25) proposes that attention to definition, generalization and values is

- =

important in framing good questions. He argues that the form of knowledge is
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generally the most important and worthy of learning. In addition, he says that teachers

are likely to find it much easier to compose questions that require a variety of

intellectual activities if they concentrate on generalizations and values. He argues that

ational research indicates that widely applied generalizations and values are less

LAVIALANS LA, --—

educational pSYCﬂOlOng[S conclude that the best it way to prepare lear

unknown future is to instruct them in the use of generalizations and values that are

likely to have fruitful application.

2.3.2 Types of teacher questions

After an attempt at describing types of questions from various classific:
which researchers have proposed over the years, Gall (1970:708) argues that Bloom’s
taxonomy is the best in that it ‘represents the commonalities that exist among the

ists of a limited number of general categories, which can

4L

& sote and arralaats
knowledge, comprehension, application, analysis, mthesis and evalu

1970:709). However, Gall argues that the question-classification systems such as
Bloom’s are almost entirely of categories based on the type of co gnitive process
required to answer the question (Gall, 1970:708). The taxonomy focuses on the types
of questions asked by teachers when their purpose is to test learners’ recall of

RTINS . ¥ PR J .
information or to devel()p their critical thinkin 1g pTOCCSS5CS. Bloom’s taxono

other worthwhile questions that ‘can cue learners to improve on an initially weak

— responseto-a-question; questions that create a discussion atmosphere; questions that
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stimulate learners” sense of curiosity and inquiry and questions that guide learners’

learning of a problem-solving, behavioral affective skill’ (Gall, 1970:710).

According to Adhami (2001:28) whole class activity is frequently structured around

and higher order thinking in refation to the context or topic. In discussing a study of
teaching in mathematics classrooms Adhami suggests that two types of questioning
strategies used for teaching mathematics seem to have stimulated leamer involvement.

He refers to both strategic and tactical types of questions as responsive. The strategic

range of attainment, of more general ability in a class and are general and pre-defined.

The factical are specific, dynamic and creative (ibid:28).

Adhami regards responsive questions as a ‘to-and-fro flow of questions and answers’
pIaTY E | P P R P
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questioning involves the teacher in managing the tension between the proposed agenda

for a lesson, and the range of ideas generated by the learners in a particular class. The

process starts with a strategic question, which is followed with a related but more

focused question. This question can be termed a tactical question because it represents

P, I T ~ rivaer
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Adhami suggests that in order for teachers to be effective questioners they need flexible

knowledge of the activity and topics involved, including common misconceptions, and

of the different connections that can be made between lower order and higher order

language where possible. In addition, they need a sense of ‘optimum’, or ‘best
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possible’ decisions in a given classroom situation. Fvery class and every lesson is

different, and teaching involves continuous adjustments in response to the unfolding

simultaneously keeping an eye on the overall agenda. For Adhami, a lesson is

successful when learners have met personally meaningful challenges and moved in

their thinking, (2001:33-34).

Dillon (192R-60) decerihec the tynes of anestione that the teachear can choaee ta nees aa
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closed and open questions, factual and opinion, lower and higher order questions.

Morgan and Saxton (1994:63) provide a glossary of types of questions as follows:

o The closed question asks for the short, right answer or one that may be answered by

a ‘yes’” or ‘no’ answer. Some closed questions can be recognized by the use of the

etc. The closed question is useful for testing recall, focusing attention, obtaining
information and for fast tracking the lesson if the teacher wants to avoid discussion.

Most learners at different levels can easily engage with these kinds of questions, as

they are usnally not required to put anything of themselves into the answer.

L
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but is inviting learners to consider and advance many possibilities. Many answers
are ‘possible’ in response to this kind of question. Young regards the concept
‘open/closed’ not to be an open and shut case. A question might be relatively
‘open’ in one way but ‘closed’ in other ways (1992:91).

ot example, in
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response to the question ‘where does the sun set?” the known fact is that the sun

appears to set in the west. Opinion questions on the other hand, require the learners

to infer and give their own opinion based on the question.
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¢ Lower order questions ask for knowledge, comprehension and application, The

questions demand less complex and lower levels of thinking. Higher order

questions there is a demand for more complex and higher order levels of thinking.

The division between lower and higher order questions is associated with the categories

of Bloom's taxonomy. The categories imply that questions are constructed in a

could be to accommodate or encourage participation of learners at all levels of

thinking,

Morgan and Saxton (1994:62) note that many writers give different names to the same

kinds of questions. For example, the ‘closed’ and ‘open’ questions can be regarded as
representing or including various kinds of questions. The teacher would then choose

the types and levels of questions based on the purpose of achieving particular

outcomes. The teacher’s use of open-ended questions is presumed to produce longer

Timing is regarded as important when asking questions. A lesson may be planned to
have questions at particular points with a purpose of keeping learners engaged or to

check if they are following an explanation, Timing is also related to the sequence of

for answers, etc. (Dillon, 1988:61). According to Tobin (1987:87) ‘time is an important

instructional variable when high cognitive level learning is the objective. The silence
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provides the teacher with time to think and to formulate and use high quality discourse

that will influence the thinking and responding of leamers.’

2.3.3 Teacher handling of responses

teachers have a tendency to answer their own questions. This can be done to lead
learners to think about a required answer, whereby the teacher gives a clue, as in ‘the
word starts with the letter X’. In some instances, the teacher repeats an answer regarded

as ‘defective’ by changing or paraphrasing it to emerge as correct, even though it is still

‘incorrect or imperfect’ answer is reformulated without acknowledging that the

correction has been made or expressing the reason for the correction. This is referred to

as embedded correction, as it does not ‘require any interruption to the focus on the

content under discussion’ (ibid: 113). Young argues that this embedded correction ‘not
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only robs the pupils o

made, but by reserving this kind of response for the teacher, it finishes up by requiring

the teacher to do the learning instead of the pupil” (Young, 1992:114).

A teacher can create a positive learning climate in the classroom by the way he/she
handles learners’ responses. Acknowle
learner has said, and/or praising learners with words such as ‘good’ or ‘that is a

wonderful idea’, can encourage leamers to participate with enthusiasm. Undoubtedly,

nd teachers’ responses to leamners’ answers play a significant role in the

equally be appreciaied when the teac

probing or paraphrasing the question. This would be useful to enable the learner to use
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his’her maximum ability in answering questions (and thus, in achieving particular

outcomes).

Selley describes what she terms a behavourist approach to questioning. This is

help learners who are struggling to answer (2000:42). If learners are not sure of the
answer they are unlikely to volunteer an answer to avoid the shame that failure can

bring. The teacher has power as he/she is acting as teacher and referee. Only what

he/she approves *finds a place in the outcome statement” (ibid:42). In this kind of

participate in debate.

1e teacher may find it gratifying to have learners respond correctly to

questions, the learner with the right answer but for the wrong reason may not have

teacher to

v 8

learnt anything. Selley (2000:42) pr

outcomes from learner participation in any learning process, it is good to view leaming

not just as getting to know the right answer, but knowing wWhy it is right. ‘Knowing

how to reason something out, and being aware of one’s thought process while doing so,

is part of metacognition. The concern is that only a few learners may know the
answers, and the question is
lack of focus on metacognition is common practice in classrooms and nothing much is
done to counteract it, either by teacher or learners. Selley argues that where a teacher

uses ‘external motivation of praise, stars and marks the concentration is on the

responses, or approved end-point’ while ignoring the internal processes of rationality’

(ibid: 42).
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The notion that ‘learners do not know enough to be able to think the problem through
unaided, that they have no patience to listen to one another is not going to help teachers

change the classroom situation to actively involve participatory forms of conversation’

(Selley, 2000:42). 1t is for the teacher to consider both small group and whole class

more seriously in making meanings.

Selley (2000:43) suggests to teachers that their role in managing question and answer

dialogue or whole-class grouping should be to adopt a neutral and non-committal

learner’s response is not to be judged immediately as right or wrong, but left open as an

invitation to others to give their support. For example, if the teacher were to say “yes,

does an want to add to what X just said’, or “who agrees or disagrees with Y?’

learners would feel equipped to see their contribution as important to the process of

= RA o snm vy e 1 AP

teaching and learnin g Vioreover, ieamers w

individually and to decide what seems to be well founded” (ibid: 43). This does not

mean that the teacher cannot intervene, to correct errors since ‘little would be gained by

learners in arguing from erroneous data’ (Selley, 2000:43).

2.3.4 Learners’ questions

It is unfortunate that learners’ questions are not always given priority during the

process of teaching and learning. Moll (2001:112) argues that iearners’ questions offer

a perfect opening to start teaching when the teacher gets access to the individual

learner’s interests in seeking knowledge on a particular subject. Questions are a

reflection of a network

pedagogical action. ‘Learner questions provide opportunity for teachers to investigate

3



how individual learners think and what their learning needs are’ (Gultig, 2001:54).
Dillon (in Gultig, 2001:54) argues that questions ‘predispose’ us towards learning in
that a question not only asks for information, but also gives information about the

questioner:

knowledge, his dispositions of character, and the dynamics of his relations to the

world, insofar as these pertain to the matter in question’. (Gultig, 2001:54)
Learners’ questions help the teacher to establish what learners already know and
understand, and what they are ready to learn. In other words, they assist teachers to

work with learners in their zone of proximal development (Vygostsky, 1978). When

leamers ask questions not only do they want to find information, they may also be

giving the teacher information about what they already know. Some researchers believe

that questions and often answers, offer a strong indication of a learner’s readiness to

learn and reveal things to others.

King argues that it is unusual to find classrooms in which learners ask a range of

questions and the teacher actively encourages learners to engage in questioning as a

way of improving learning and furthering understanding (1999:169).

The teacher’s modelling of questioning is likely to encourage learners to ask better
questions themselves. According to Morgan and Saxton (1994:112) there are two ways
the teacher can model questioning. Firstly, the teacher can do it covertly where learners

learn by osmosis, they hear the teacher ask questions — they absorb the style and use it

e attention of

leamers to what is being modelled using a ‘think-aloud’ or talk-about” approach to

demonstrate how one would consider how to ask or phrase aquestion. Thismodelling
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can be used to encourage learners to appreciate and be interested in effective question

making.

At times teachers may be intimidated by learners’ questions to which they do not know

that the answer that matters is a question in itself like “how and where can we find the

answer?” This is about acceptance but also giving back the responsibility to the learner

to find the answer to the question — and this contributes to leamning.

uncooperative reaction, as if to say ‘look, I'm the one who asks the questions around

here’, (Dillon, 1981:53). Such a response indicates that the course of conversation 1s
suppased to be controlled by one party, the one who asks the questions, and that the

“Er 2

other party has to follow along by giving the answers and then awaiting the outcomes

(ibid:53).

According to Dillon (1988:28) welcoming learners’ questions is a move of surpassing

importance. At first learners are likely to only ask questions that they think the teacher

will want them to ask, but through trial and error they may find ways of asking

questions that will be smart, thoughtful, surprising and stimulating (

learners’ questions are not welcome, ‘it frustrates learning and the purpose of
teaching,’ (ibid:29). However, if a teacher instructs learners directly as to how and why

questions are used but does not provide opportunity for learners to practice by using

that knowledge, that would make the whole exercise futile. The teacher has to create an

e mnk Zam wushiah 1
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atmosphere or enviroiiment, i uestions will flourish
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and Saxton, 1994:114). Just like all other skills taught, questioning can be taught at any

level in the curriculum.

34



Chapter 3: Research Methodology

This research is a case study of ‘take-up’ from a short course on questioning. Best
(1977) suggests that a case study probes deeply and intensively, analyzing the

interaction between the factors that produce change or growth. It emphasizes the

longitudinal, showing development over a period of time.

The use of case study in a classroom can provide the researcher with a formal and
fairly definitive analysis of a specific aspect of teaching behaviour or classroom life. In

addition, the information yielded by case studies tends to give an accurate and

representative picture (Hopkins, 1985:81).

Through case studies the researcher can come to recognize the complexity and
‘embeddedness’ of social truths. The researcher gets an opportunity to identify
discrepancies or conflicts between his/her viewpoint and that of a teacher. Support for
alternative interpretations is made possible. Through observation, data is easily

~ accessibie for the researcher’s evaluation. The language and the form of the

presentation is likely to be ‘less esoteric and less dependent on specialized

interpretation’ (Cohen and Manion, 1994:123).

Bassey (1999:58) divides educational case studies into three types, namely:
» theory-seeking and theory testing case studies: these are about the study of general

issues — aiming to lead to fuzzy propositions or fuzzy generalizations and

_ conveying their context and the evidence to interested audiences;

e story-telling and picture-drawing case studies: these studies include analysis of
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programmes, institutions or systems which deserve to be told to interested
audiences;
e evaluative case studies: these are inquiries into educational programmes, systems

projects or events to determine their worthwhileness, as judged by analysis by

in Chapter One the study focuses on teachers’ “take-up’ of input from a short course on

the use of questions.

After a 40 hour outcomes based education language course held at the former
Johannesburg College of Educ:

researcher could identify teachers who would be part of the study. In order to identify

and find teachers, the researcher had to rely on information provided on questionnaires

that teachers were asked to complete at the end of INSET course. The course consisted

of one week of intensive workshop sessions in July followed by a Saturday workshop

in September.

Teachers completed the questionnaire at the September session. Because the

guestionnaires were completed anonymously, the researcher had to find teachers willing

by e 1918038 vy Ll

to engage in the second part of the study from schools named in the questionnaires.

within a 50km radius of the researcher’s home and work place. This geographic
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restriction was to make it possible to access schools within the limited time available.
The letter requested the principal to provide the name of a teacher{s] who attended the

OBE language course, and to find out if they would be willing to participate in the

research study. (See Appendix A.) After contacting a few schools, five [5] out of

and to be observed in their classroom for this study. They then signed a
statement of agreement. (See Appendix B.) The request letter, the statement of agreement

and the interview questions were approved by the Ethics Committee of the University

of the Witwatersrand.

The reluctance of some teachers to be interviewed, observed or videotaped may have

been due fo their suspicion that the researcher was linked to the Gauteng Department of
Education, who is their employer. Since the course was organised by the GDE, some

teachers may have believed that the course presenters were monitoring them on behalf

of the covernment, The researcher suspects that some teachers were reluctant to

iAW

participate in the research project because they thought the information on their

classroom performance would be passed on to government officiafs. Such response had

not been anticipated when preparing for the selection of teachers, as the researcher’s

independent status could have been stated in letters sent to principals and also in the

The data gathering instruments used in the case study were:

i) Questionnaires

i) Interviews

observations — videotaped with one teacher, with the others (four) an
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observation schedule and field notes were used.
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The three instruments were chosen to provide what Freeman (1996) terms

methodological triangulation.

3.1 Questionnaires

[ T B . S b S bR,
Wuestionnaires are used in both qualitative and quantitative research. They are

particularly useful when a researcher wishes to obtain information from a large number
of respondents. From analysis of questionnaires it may be possible to establish patterns
in the data and to use such patterns to inform subsequent stages of data collection in a

research project, such as interviews and classroom observation.

At the end of a forty hour OBE course which was attended by Grade § language

teachers, questionnaires were distributed to seventy-two teachers who agreed to

questions in the classroom. The questionnaires were completed anonymously but the
teachers were asked to give the name of their school so thai the researcher could choose

a number of schools for classroom observation. Other information requested was the

teachers’ qualifications and number of years of teaching experience. The teachers

completed the questionnaires at the end of the course. It was clearly explained to them

that the information was going to form part of the data for an MA research project.

h | Y 53

{See Appendix C(i) a blank questionnaire and C(ii) a completed questionnaire.)

The main aim of the questionnaires was to gather information about teachers’

ASSI'O01]
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used to elicit from teachers how, when and why they used questions in their classroom

prior to participating in the course.

collection. His concem is with the way a question c¢an be interpreted and answered by a
respondent who lacks the knowledge, facts, opinion or attitudes required. The response
10 question[s] may be clear and well organised, or it may be diffuse and vague, It also
may be deep or superficial and express views that are latent or held very strongly. The

respondent’s process of producing his/her perception in relation to the question may be

affected by wishful thinking or by a desire to please the research worker. This means

that it is difficult to obiain a relatively unbiased answer even from a willing and clear-

headed respondent (1966:50). Oppenheim’s suggestion for the researcher is to make
the task of data collection as practical as possible. The question wording needs fo be as

precise as possible and the researcher has to reflect carefully on his/her own questions

(ibid:50).

much time he/she makes available for completing the questionnaire (1985:74).

— Only four questions were nrepared for the questionnaires. For question one, teachers

had to identify [from a list] the aspect of the course they found most useful and to give

reasons for thei ice: i s of

questioning were successfully understood and regarded as useful. Question two aimed
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to find out from teachers if they had had opportunities to put into practice any of the
questioning techniques they had learned and if they noticed any change in their

classrooms. For the third question teachers were asked to describe changes that may

have happened in their classrooms after using different questioning technique/s. The

respond very superficially as they wish to be released from the course venue as soon as

possible, The information may lack substance and make it necessary fo collect

additional data. Another general limitation of a questionnaire is that it is time

consuming to analyze (Hopkins, 1985: 74).

3.2 Interviews

Interviews are regarded as a productive source of additional information both for a

she has visited. Interviews give the researcher an opportunity to verify information

before moving on with a further phase of a research project. In this study, the
researcher had opponuﬁities to verify the information which teachers presented in the
questionnaires. She also had informal discussions, based on her observation notes, with
the teachers whose classrooms she had visited. The pre-observation interviews enabled

the researcher to establish a cordial relationship with teachers whose classrooms would

be observed. The teacher also had an opportunity to get fo know the researcher’s

intentions in relation to the research project.
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With interviews, the researcher’s questions can be rephrased whenever there is
misunderstanding or the question is not sufficiently explicit. The physical contact with
the interviewee also helps the researcher to have a better understanding of the

knowledge, understanding and attitudes of the interviewee as expressed

short space of time without having to use sophisticated apparatus. It is advisable that

interviews be taped recorded, for transcription to be used at a later stage. The five
teachers acreed that the interviews could be audiotaped. Each interview was

subsequently transcribed in full. An example of the pre-observation interview questions

. . .
—ispresented im Appendix D.

For this research project two interviews had been planned, a pre-observation interview
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nd a post-observation interview. The post-observation interview was designed to find

out from each teacher how he/she felt about his/her use of questions during the lessons

3 1 ¢ F o g | 2 s deainn namcd lacra
observed, to find out what types and leve

why. Moreover, the researcher wished to find out if teachers would still repeat the same

views on questioning as those presented in the pre-observation interview or whether

3.3 Observations
According to Cohen and Manion (1994:106) the case study researcher typically

observes the characteristics of an individual unit. The purpose of such observation is to

probe deeply and to analyze int

life cycle of the unit with a view to establishing generalizations about the wider

population to which that unit belongs. The observation types that can be used by the

researcher include participant and non-participant observation. In the former, the
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observer engages in the very activities he/she sets out to observe, he/she is one of the
groups observed. The non-participant observer stands aloof from the group activities

he/she observing. In a classroom situation, the researcher would sit at the back of a

classroom coding every interaction between the teacher and learners by means of a

type of observation undertaken by the researcher is often associated with the type of
setting in which the research takes place (1994:109). In this study the researcher was a

non-participant observer.

3 1 el . EIIDl] Sche.l-“‘l.-.
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After four teachers had indicated that they would not be comfortable to have their

lessons video taped, the other option for collecting data was to use an observation

nted in Appendix E. This was used to

first section lists question types based on Rarrett’s taxonomy (outlined on page 23),

The second section captures learners’ questions and the last section captures how often

ot with one another and/or the teacher through use of

WA San

questions. Each section is divided into stages of a lesson in order to indicate at what

point in the lesson questions and interactions occurred.

While considerable information for analysis may be collected and recorded during an

ossible to capture all information using an observation

used during the lessons.

could not be sure of recording all the examples of qu estions

There is sometimes very little time between the teacher’s questions and learners’
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responses. Sometimes more than one person may be speaking. It is also possible that
the researcher can be disrupted or lose concentration and thus miss recording/tallying

some of the data.

One limitation of the observations is that they focussed only on sections indicatedon_

the schedule. In this case the research only recorded how frequently types and levels of

questions were asked, and ignored other aspects related to the process of teaching and

learning.

voice dropped. 1t is possible that the researcher’s ‘snap decision’ to categorise

—questjons in particular ways may have been inaccurate.

3.5 Video Taped Lessons
Video taped recordings are regarded as ‘providing heuristic and accurate information

for diagnosis® (Hopkins,1985:70). The researcher is able to use the recorded

information without losing any of what happened during the observation. For this

study, the videotaped lessons could capture additional data related to questioning,

including how the teacher handled responses. A videotaped lesson can reveal
Tamd e S d 4l s wxcleiak tlan wacAannahas mrner 2 At PR J i
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interesting aspects reiated to th

considered. Unfortunately, only one teacher agreed to be videotaped.

According to Hopkins there are two concems regarding the use of a videotape recorder.

The first is that it is costly and that there must be a person with knowledge of how to

s maeredon 4L € oo A1, alen oAb wana 16 Ao ' b hmera o
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potentially disruptive influence on the classroom behaviour. In this study, the learners

appeared to pay little attention to the camera.

3.6 Kinds of data analysis

Data analysis marks an important turning point in the research process. Through data

analysis inquiry is turned i
describe data analysis as a process of disintegrating and reintegrating understandings.

According to Freeman, the four basic elements of analysis are naming, grouping,

finding relationships and displaying (1996:99). Freeman explains naming as being to

do with the labelling of data. The researcher gives names to the patterns in the data.

When names are collected into c:

names from the data creates a structure around the data, and the structure provides a
platform for the interpretation of data. Freeman suggests that during data analysis
findings must be laid out in order to see the emerging whole of the interpretation — and

this is called data display. It is the display that makes the interpretation concrete and

o s

visible. Data display is the ‘process am

In the analysis of data from this project, an attempt has been made at naming, grouping,

finding relationships of patterns and displaying the findings from the data. The analysis

has enabled the researcher to develop some conclusions and make some tentative

recommendations based on the findings about ‘take-up’ from a short INSET course on

questioning.




Chapter 4: Presentation and Analysis of Data

In this chapter I begin with the presentation and analysis of data from the
questionnaires completed by sixty-three teachers three months after the conclusion of

the short OBE course. This is followed by presentation and analysis of data from

interviews and from classroom observations. Lastly data from the videotaped lessons in

_ ‘I.__._.. i e e = ey,
he class of one of the five

4.1 The Questionnaires

The purpose of the open-ended questions in the questionnaires was to elicit from the

teachers their response to the sessions on questioning and their reflections on ‘take-up’

of input from these sessions into their classroom wark. A total of sixty-three te:

completed the questionnaires.

Teachers were asked to give some information — highest qualification, years of

experience and subject tanght at school, so as to ascertain whether there was any

tnverrlat
\a “ 11y

_4.._..,._.1-..,‘.-.

discernible correlation between gualification or years of experience

and the responses offered by particular teachers. This information will be referred to

— when diseussing data obtained from the five teachers on whom the rescarcher focused.

The questionnaire had four open-ended questions for teachers to answer. The following

is the way questions were presented and how teachers responded.

447171—61165 lG 1 One

The course on questioning included the following:

» purposes of questioning
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s types and levels of questions

¢ questions and instructions

Which id you find most useful and why?

Twenty-three teachers identified ‘types and levels of questions’ as having been most

3

useful, followed by twenty- ioning”. €

critical questioning, and questions and instructions was chosen by six teachers.

During the course teachers were asked to construct questions they would ask learners.

These were based on a particular text. With the assistance of the facilitator they then

differentiated their questions into two types of questions — lower and higher order. The

leamers’ answers to the lower order questions had to be directly from the text, and the

) > i Lt .
answers for higher order questions wou d reflect learners’ thinking and own experience

on issues related to the text. Then Barrett’s taxonomy was handed out to the teachers as

a reference with information on a range of task words to use in different {

levels of auestions. These include literal, re-organisation, evaluation, inferential and

appreciation questions. The different task words introduced that could be used for

couraged teachers to realise that there are

alternatives to the ‘wh-’ questions that they mostly used in the questions they

constructed.

In their responses to Question One five teachers gave no reason for their choice. The

3
[l
a
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ho gave one or more reasons for choosing types

and levels of questioning emphasized the importance of accommodating learners with a

o mf temane and
1L Lypwo auu

range of “abilities’ or ‘cognitive level’. Three focused on using a range o
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levels of questions in order to assess learners appropriately and two referred to teaching

and learning - that is encouraging learners to think more - preparing learners for tasks.

According to Koufette-Menicou and Scaife (2000) classroom questions can help

1ld prove valuable

throughout their lives and enable them to become independent learners. In a classroom
where a variety of lower-order and higher-order questions is used, there is a strong
possibility all learners will be challenged to think and learning will be encouraged

Npararsilay y

at different learning levels. With the teacher who uses a range of types and levels of

questions, iemmmanwpmﬂﬁﬂom&m to ‘express many

different views’ (Morgan and Saxton, 1994:7).

acher to successfully use a range of types and levels of questions, he/she

ll nv vw

needs to analyze and reflect on the ‘context and nature of the topic during which
questioning takes place, the deman place on learner, the

appropriateness of the language of questions to the individual of group concerned and

the effect of questions on subsequent learning and related activities’ (Wragg inKing,

1999:172). The responses of the fourteen teachers suggest that they had ‘taken-up’ the

discourse of the course though there could be a difference between their espoused and

enacted practices.

Purposes of questions

During the course, to establish whether teachers know the purpose of the questions they

uring th

ask at specific stages of any teaching and learning process, they were given a picture on

questions. With each s

which to base sets of questions. W1 t they had to state the purpose for asking

the questions. After sharing their questions with another person, teachers could alter the
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questions if the partner identified any problem relating to the purpose for which the
question was asked. For each set of questions teachers found that they did not repeat

the wav thev ha
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ions in the previous set. The reasons were that at first

questions were text based, and required learners to identify items in the picture. For the

second purpose teachers said they wanted learners to associate items in the picture with

their own experiences and to make them think about more than just what is presented in

the picture. The discussion indicated that teachers had begun to understand how useful

r the teacher and learners if questions have been well thought out and have a

1s both ul C
1 for the teacher and lear )

~a

-

specific purpose. This is because the sequence in which they are asked will usually

move from the lower order kind o i i i i

not invariable). In addition, almost all learners will be provided with opportunities to

participate in the classroom.

Of the twenty—two teachers who identified purposes of questions as most important,
es of m

five gave no reason for their choice. The responses of most o

be grouped into three categories. Their responses are listed under these category

learners’ understanding — (10)

e o
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guide for teaching — (2)
c. A support for learning — (2)

d. The other three teachers’ responses are not easy to classify.
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teacher and leamers in a shared and creative learning experienc

(1988:1) questions have seemed promising devices for eliciting learners’ knowledge. It
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is through questions that the teacher can assess both learners’ prior knowledge and the
comprehension of the new knowledge. In the process of teaching and learning,

ifferent roles to play. Apart from eliciting prior or new knowledge,

questions hav:

through questions the teacher can guide learning by means of scaffolding. To sum up,

questions’ (Postman in Morgan and Saxton, 1994:9). The teachers’ responses indicate

awareness that questions are significant tools for promoting learning and for

ncouraging thinking and participation.

Critical questioning

Critical questions, unlike traditional comprehension questions, do not focus the

learner/reader exclusively on the author’s meaning, but open up the possibilities for

rent way. The type of questions point to the way power

ALk 151

they have read. What w tere that

stimulate learners’ thinking about what

very few of the examples teachers gave were actually critical questions. Instead the

questions, like any higher order question, required the leamer to think, but still about

achers had not practised using critical questions before. For

[
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example, questions like for whom is the text written, why are certain words used in the

mea Lramvizrn +
L

text rather than others that may have been Kn

ot

they did not like in the text, how they could present the idea differently and others were
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