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ABSTRACT 

The maj or obj ecti ve of this study was to determine the 

extent to which effective use 1S made of the Questioning 

Technique of Teaching in the teaching learning process of the 

training of primary school teachers. To this end, attempts were 

made to gather information from instructors who teach in Teacher 

Training Institutes . This information was procured through 

classroom observation during the teach ing learning process by the 

use of Observation Schedule . 

to 
Among twelve Tacher Training Institutes, two were selected 

t 
using purposive sampl ing technique. Four teachers from each 

institute (that 1S, a total of eight trainers) \.Jere selected. 

Considerations were given to the subject areas while selecting 

teachers. These subjects included: Amharic, English, pedagogics, 

and psychology. Then, the data was interpreted using statistical 

methods (such as percentage distribution and chi-square 

statistical test) . 

Results revealed that trainers more frequently posed 

questions both at start and end of the daily lesson . Of the 

questions asked , the majority were used for obtaining feedback: 

so as to assess trainees' ability of recalling, recognizing, 

remembering, and the like. The majority of the questions "Jere 

lower - order or knowledge level questions . Questicns that dema nded 

trainees' ability of compar1ng, reasoning, justifying/ 

exemplifying, judging/assess ing, summarlzlng, and the 1 ike 
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(Mid d le a nd Higher-o r der questions) we r e min i mal. The r esu lt also 

showed that the pu r poses of questions, the cla s sifications for 

which questions were distributed, and the skills in questioning 

were n ot affected by years of teaching experience in Teacher 

Training Institutes, student population, and differences in 

subject area . 

Questions posed when presenting the new lesson, besides 

being so few, were dominated by the approval-seeking knowledge 

ques rions . Tralners fili~ea-to glve h 1nts/ clues tor weak answers 

and incorrect responses . Their ability of stating a question so 

as to lead a trainee to a better answer; their ability of 

requesting fuller answers or the avoidance of surface answers 

were unsatisfactory. Generally, the teaching- learning process was 

a teacher dominated one that facilitated the rote type of 
< 

learning. Questions were not effectively used in the training of 

primary school teachers. 

Therefore, t o av o id th e r ote t y pe of lea r ning i n Teach e r 

Training Institute s 1n particular and 1n pr1 mary s chools of 

Ethiopia in general, trainers 1n Tea c her Training Institutes 

should give much emphasis to Middle and Hi g her o rder questions in 

the teaching-learning process . They sho~ld prepare such questions 

ahead of c l asshours . Ref r eshi ng o r u pgrading cou r ses that involve 

the Questioning TeChnique of Teaching s hould be given to pr1mary 

school teachers . 
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CHAPTER ONE 

1. INTRODUCTION 

1 . 1. Background of the Problem 

" Good Instruction is more a matte r of drawing out than of 

putting in. " This is a statement made by Davies (1981:162) . This 

means that learners have a lot to contribute to their own 

learning . 

Children from the very beginning of the ir preschool age, l 
start accumul ating various experiences by interacting with their 

soc ial and physical environ~ent . Hence, the school has to start 

from what students al r eady know . Whatever educational 

experiences the school provides, according to Chauhan (1983:5) , 

must find their starting point in the child's life. Peterson and 

Walberg (1979 : 277) also contend that teachers must bu~d on what , 
students already know. This is a carnal principle of teaching and 

learning; very productive teaching outcomes are governed by this 

important principle . 

Besides, r elating teaching wit h children ' s background 

experiences, teachers have to use different teChniques of 

teac hing . Because, as the main function of teChniques of 

teaching is to facilit a te and s ti mul a te learning , they se rv e the 

vital purpose of attaining specific learning outcomes . Moreover, 

teaching can be geared tOlvards equi pPlng students with the 

techniques of learning 1n lieu of the mere memoraization of 
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facts. As a result, children can learn how to explain, classify, 

relate , justify, reason, compare, contrast, change, integrate , 

produce, and the like . There ca nnot be a teacher dominating one. 

In short. teachers can strive to help students achieve important 

learning processes such as how to approach a learning task, 

sustain, interact in, and achieve learning outside school (op. 

c it: 210). Students ca n learn how to learn by their own efforts, 

for it is with this type of act ivity that students learn better. 

with rega rd t o this, Rogers (1969) as cited in Clark (199 1:4 9), 

has said that : 

The only man who is educated is 
the man who has learned hO'o-l to 
learn; the man who has learned how 
to adopt and c hange; the man who 
has learned that no knowledge is 
secure; that o nly the process of 
seeking knowledge gives a basis 
for security . 

The major intent in starting from the experiences of the 

chi ld is in order to let him/her learn how to learn as wel l as to 

make learning more meaningful o n one hand, and to make it yield 

better resu l ts on th e other . This is so because when 

understanding is attained by meaningful learning , the scope of 

knowledge , and overall growth and development of the learner are 

e nhanced . 

Therefore, tea chers as guides and facilitators of students' 

learning are expected t o play a tremendous role in crea ting a 

stimulative environment with \·,hi c h they cou ld interact 

meaningfully . To effect this, the creat i ve abi lity and ski ll of 
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teachers that could be shaped by their training are 

indespe nsahle. Because teachers are said to teach in a way they 

'.:ere taught. 

This has been revealed by studies of beginning teachers, 

follow - up studies of graduates from teacher education programs, 

and student teachers ' evaluations, according to stratemeye r and 

Lindsey (1961:4), that student teaching and other kinds of 

la Boratory experiences-nave a profound lnf1uence on determining ---l 

the kind of teacher a student becomes. For instance, there are 

far too may teachers in primary schools who teach their children 

just what they learned in teacher training institutes (Farrant, 

1965:2). This is to say, tomorrow's teachers will tend to teach 

by principles they observe in use during their student teaching; 

they will tend to behave in ways they see their advisors and 

teachers behave; they tend to operate on the values and to hold 

the attitudes they perceive as they observe, participate, and 

take responsibility in classrooms as student teachers (Op.cit ) . 

All these can remind one that the quality of the educational 

exposure available to children of the coming generations largely 

depends upon the kind of teachers that teacher colleges and 

institutes prepare. Many factors and processes contribute to the 

development of skilful, creative , and artistic teachers , however, 

some seem to be more essential than others (Ibid) . Hence, the 

question in what and how must teachers be prepared for dealing 
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with children and for providing learning experiences for the best 

of the learners and for the promotion of their continuous 

progress and development must be answered . 

Teacher educators in teacher training instituts a nd in other 

higher education institutions, thus, have a responsibility to 

prepare teachers who are knowledgeable about the sUbjects they 

will teach ; knowledgeable about how children learn those subjects 

and able to create learning environments in which procedures and 

concepts become meaningful and useful to the learner. This 

means, teachers are shouldered with a great burden of cu ltivating 

the future generations . With regard to this, a famous educator 

addressing classroom teachers, as cited 1n Stratemeyer and 

Lindsey (1961: 3) , has said that "you have the future of the world 

r ight in the palms of your hands ." At this instant , it lS 

pertinent to stress that teacher educators and train~ r s hold, to 

a large entent, the responsibility fo r the shaping of mo re of the 

future of the world than others; for the obvious fact that each 

day they work with the would be teachers who will in turn greatly 

influence tje lives of hundreds of children and youth . 

Therefore , teac her educators like casey and Howson 

(1993:361) contend that fundamental changes have to be made in 

the prepara~ion of teachers . A fundamental shift has to be made 

from the tradi t ional model of education to cogni tive approaches 

to education. Because the focus of cognitive approach to 
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education according to these scholars, is on the quality of 

thinking process students bring to their school tasks, not on the 

accuracy of the answers they produce . 

Teacher educators and trainers should train teachers who 

can conduct effective teaching and learning in their fu tu re 

classrooms . These teachers should be those who are rated nearer 

to the positive poles - termed by Ryan (1960) as cited in Perrott 

(-19-8-6 :-i-j - o·f--th-e-fa·ctors warm-aTId -.:rnd"F.:""STIndi:n-g-;- organ"i-z·e·d Trd 

business like; and stimulative and imaginative in their teaching. 

Teachers of tomorrow should be prepared in away that can be 

characterized, according to Flanders (1970) as cited in Perrott 

(1986: 2), by their reliance u[Jon asking questions, acceF':ing 

pupils fellings, acknowledging in their teaching. 

Teacher trainers, in short, should tra in teachers who can 

use techniques of teaching effectively so as to make teaching­

learning process effective. Among the teachniques of teaching 

that promote effective teaching and learning, when used 

effectively, is Questioning Technique . Questioning is one of the 

observable indicator of effective teaching (Perrott, 1986: 3) . 

Qestioning lS a principal technique of teaching which can 

possibly be referred as a versatile and all e ~brac ive, because it 

goes across any method 0 f teach ing, any grade level, and any 

subject area (Jacobsen, et . al . 1989 : 134) . Moreover, kissock and 

Iyortsuun (1984 : 1) contend that questions are " fundamental tools 
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of teaching and lie at the very heart of developing critical 

thinking abilities ." \'ihen well u sed , que s t ions provide a "ladder 

up which the pupil climbs towards fulle r and deeper 

understanding " (Farrant, 1988 : 168) . Promotion of involvement, 

e nhancenent of learning, motivation of learners, promotion of 

studen t - centered learn ing , and the like are also the purposes/ 

uses of questions (Good, 1983 and Gall , 1984 as ci t e d in 

Jacobsen , et.al. 198 9 : 134). All such illustrations confirm that 

questions, when used effectively, have a prevalent importance in 

that they s t imulate students to compare , conclude, i n fer, 

predict, apply, relate, design, generalize, propose, solve 

problems , and the like . 

In general, to prepare or to train responsible teachers for 

fu ture generati ons, teacher educators must themselves practice 

what they teach, using the techniques the y advocate making the ir 

students class i fy, compare , contrast, appl y, identi fy, change 

combine , integrate , produce, assess , defend etc . by the 

apropriate us e of questioning technique . 

1.2. stateme n t o f the Pro blem 

Firs t , as a study conduc ted in primary schools of Ethiopia 

concludes that 

Pupils' achievement in a memory 
test was good . This should be 
seen a s a result of the trad it i on 
of e xtensi ve rote learning in 
Ethiopian primary sch ools . On the 
othe r hand, pup il s ' level in other 
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aspects, like comparing, 
transferring structures, 
relations, sequences, and in 
calculations was low (Nema and 
Wagner, 1993:79). 

The study also reveals that primary school teachers' ability 

of stimulating students to interact and actively participate in 

the teaching learning process is low (Ibid : 80) . The authors' 

experience in field work, Ne ma and Wagner contend that, gave them 

the same idea. That is, 

Most primary school teachers (at 
least the ones observed during the 
period of data collection for 
various studies) usually prefer to 
use one method of instruction 
which emphasizes rote learning and 
discourages asking questions 
(Ibid) . 

Second, the researcher based on his experience , and on 

formal and informal discussion with elementary school teachers 

and students has come to realize that teaching is geared towards 

testing . As a result, learning 1S a simple r o te type tha t 

children merely memor1ze facts, t erms , truths, and the like 

without understanding. 

Third, a survey study carried ou t ln an elementary and 

junior secondary school of Addis Ababa, with which the 

investigator himself was involved in data collection , shows that 

grade two children were unable to solve problems and were unab l e 

to explain their answers. Besides, guessing, thinking error, and 

thinking error in giving reasons were discovered from an 

interview made with 36 children in mathematical problems 

(Zakaria, 1993). 
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Reviews of studies have revealed that problems of the 

teacher training system with respect to Admission Criteria, Skill 

of Teaching the Course Pedagogi cs, and Evaluat ion of the 

Professional Program about its Adequacy based on Objectives of 

the Training System are studied. Of these studies , non of them 

tried to see how effectively Questioning Technique of Teaching is 

used by Teacher Training Institute instructors . But on it s 

quality study- ERGESE - MOE (1986:22) , by citing the teaching and 

~earning process in Teacher Tra~i~nil'-g n"Stitutes-,- mrs-recommended ~ 

that "teachers (trainees) must be trained in the project method 

and related techniques in order to make t eachi ng and learning 

more practical. " Nema and Wagner (1993 : 84) also recommended that 

Teacher Training Institutes and instructors should pay strict 

attention to fulfill ing the teaching learning dema nds of primary 

schools by stimulating pupils to ask questions, participate 

actively, and discouraging rote learning. These,too, are mere 

suggestions that did not consider how Questioning Technique of 

Teaching is used in the training of primary school teachers. 

The present practical problem in Primary schools of Ethiopia 

- a buring issue - interms of the teaching ~ learning process 

(teaching to testing and rote type of learning) has to be 

avoided, no matter how much memorization encouraging the pr imary 

schoo l curriculum may be . Thus, the effectiveness of the teaching 

learning process in terms of the effective use of the Questioning 

Technique of Teaching employed by Teacher Training Institute 
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instructors which highly influences Primary school teaching­

learning process, i s really, has to be studied . It is this 

reason that makes th is study to aim at the investigation of the 

effective use of Questioning Technique of Teaching in the 

teaching - learning process of Teacher Training Institutes . So, 

the study will attempt to answer th e following basic questions: 

1. How often do teachers/ trainers ask questions? 

2. For what purposes are these questions asked? 

3. What type of questi o ns a r e asked- (The5lx-leve s 0 ,,-- -1 

questions of Bloom (1956))? 

4. What are the most frequently asked question types? 

5 . What indicators of skill fulness 1n the use of the 

technique of questioning are observed? 

1 . 3 Objectives of the study 

The main objective of the study will be : 

to determine the extent to which effective use is made 

of questioning technique 1n the teaching-learning 

process of the training of prima ry school teachers . 

However, through the process , the study will a lso : 

assess the skill of instructors in questioning 

analyze the impact the state of affairs 

(effective or ineffective use of questions) has 

on the interaction and effective learning of 

trainees . 
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provide grounds on which appropriate action could 

be taken in the training of would be primary 

schoo l teachers . 

set a baseline information that will show 

directives for future research . 

1.4. Sig ni f i c an c e of the Study 

Basically , primary school education, L; and la r ge, ~lays a 

paramoun SU(;C"S""S of chi.:tdre"n . 

Because , educationa l basis of children are founded at this level . 

Moreover, they begin to develop rationalizing, solvi ng problems , 

critical thinking skills, giving justifications, explanations , 

and the like. One of the techniques of teaching that promotes 

and develops s uch h i gh level thinking is Questioning Technique . 

Hence , teachers who teach children should stimulate and encourage 

them . Teachers themselves should be skilful in the use of such 

technique of teaching . It is due to this r eason that it becomes 

pertinent to study on the effective use of Questi oni ng Technique 

by instructors in Teacher Training Institutes . Therefore, it is 

the strong be lief of the researcher that t his s t udy will 

contribute to: 

the development of the teaching skill of teacher 

educa tors who will demonstrate effective use of 

Questioni ng Tech n ique on the training of primary school 

teachers that are efficient enough in t he use of 

Quest i oni ng Tech nique of Teaching a nd the r e b y t o hel p 
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children to explain , compare, contrast, solve problems , 

judge, and the 1 ike by avoiding the rote type of 

learning . 

teacher education departments ln the MOE can be 

assisted in how to follow up the achievement of one of 

the educational objectives - Develops problem - solving 

potential and ... - of learners in the New Educational 

Policy. 

If the result of the study is used and propagated to 

primary schools of the country, it can help teachers to 

be aware of the use o f Questioning and there by to 

promote and develop children's reasoning power, 

critical thinking skills, problem-solving potentials, 

judg ing, generalizing, and the like 

1.5. Delimitation of the study 

The scope of this study is limited merely to the effective 

use of Questioning Technique by trainers ln the teaching - learning 

process in two Teacher Trai ning Institutes . Thu s , findings to be 

procured and conclusions to be reached are interms of the 

effective use of the Ques tioning Technique of Teachi ng and can 

serve for the me nt ioned Teacher Traininq Institutes and 

institutes which train teachers at the sa me level as to the 

target institutes. Moreove r, due to t he nature of the data 

collection inst r ument to be used (will be seen on its sec tion ) , 

the study is limited only on two institutes . 
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1.6 Limitations of the study 

In research, there are di f ferent condi tions/ si tuations/ 

['3ctors that hinder/ prevent researchers from what they would 

like to do. Such factors as financial problem, time, ." lst rument/ 
t 

tool of measurement, location of the target population, and the 

like are some of them that limit researchers from what they are 

intending to do. 

In this study, data was collected ln classrooms aurlng t he ----

teaching -learning process. Hence, to get reliable and valid 

information for the study, the appropriate instrument was found 

to seem observation. To carry-out this, observers were trained 

what to observe, what to use , and how to record findings. 

Moreover, observers were trained in the knowledge of the 

researcher - by the researcher. 

Therefore, by taking the time required for observation and 

that of the observers ' into consideration, this study is limited 

i n two Teacher Training Institutes . Their selection was made on 

the basis of their proximity to the researcher for the fact th at 

observers were graduate students of the Addis Ababa University . 

Besides, sa mp le SUbject areas \.Jere selected i n the target 

institutes . Since media of instructiion in Teacher Training 

Institutes are Amharic, English, and Nation/ Nationality 

Languages, the selection was a purposeful one . This was done for 
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the fact that the training of observers by using the 

Nation/Nationality languages by the researcher was impractical 

for he is not a native speaker of such languages . Hence, the 

sample of the study was limited on subjects whose media of 

instruction a r e Amharic or English. 

Finally , it is worthnoting to indicate that the study is 

limited on the cognitive domain type of questions posed by 

--Mea"chers - dtrri-rrq-th"e-tecrctri ng-l-earrrrgn proces s . Bee-au s"e-;-the,---' 

congnitive domain of questions are the most commonly used ones 

(Kissock and Iyortsuun, 1984: 9) 

other than the mentioned obstructions, the researcher has 

attempted the study as complete as possible. 

1.7. Def i nition of I mportan t Terms 

Terms can usually be interpreted or defined according to the 

context in which they are used. Hence, in this study, the terms 

below are used with the meanings given to each of them as 

follows : 

1. Questioning : is the presentation or fonvarding of a certain 

problem/puzzle to learners so as to give answers, to give 

his / her judgement, express his/ her attitudes, to estimate, 

to generalize. etc . 
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2. Effective Questioning: It refers the posing of 

questions/problems based on acceptable principle. That is, 

forwarding questions that are clear, understandable, that 

demand learners to think, defend, apply, solve problems, 

etc . 

3. Common Faults in Questioning : These are common mistakes or 

common errors that teachers make while for/wardi ng a 

problem/a question to learners. 

followed, they hinder learning. 

If these are strictly 

4. Questioning Technigue: It is a procedure or way of phrasing 

or pos1ng or for,warding questions/problems, puzles to 

students. It 1S a way questions are carried on in the 

teaching-learning process. 

5 . Teaching-Learning Process: It is a process or procedure of 

teaching and learning where knowledge/subject matter to be 

taught is imparted by the teacher and acquired by students 

during instruction in the classroom . 

6 . Technigues of Teaching : These are speci f ic procedures, ways, 

steps , and manners that a teacher follows and applies in the 

teaching - learning process so as to attain specific-learning 

outcomes . 

7 . Rote type of Learning : This is a type of learning that 

requires and gives emphasis merely to student memorization 

of facts, terms, genera 1 truths, and the 1 ike from a 

baseless ground . 
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Effective Teaching - Learning Process : It indicates states 

or qualities of teaching and learning that gives the desired 

effect or the bette r resul t. The des ired ef fect or the 

better result, for this study, does not accept the result of 

rote learning . Rather, it is the ability of students to 

compare , solve problems , summarize, integrate, reorganize , 

and the like 



CHAPTER TWO 

2 REVIEW OF RELATED RESEARCH AND LITERATURE 

This part of the study is concerned with the review of 

research and literature related to the study . This is expected to 

serve as a conceptual framework for the study on the effective 

use of the Questioning Technique of Teaching 1n the teaching -

learning process of Teacher Training Institutes . Hence , Concepts 

about teacher education and effective teaching will first be 

19h1.Tgntea~nen , tl1equesrioning Techn1que otTeaching together 

with its subsections - frequency of questions and their impact on 

learning, characteristics and purposes, classifications, common 

faults in questioning, and skills of questioning- will be 

considered. 

2. 1. Teacher Edu c a t i on 

In the i ntroductory Chapter of this study it was indicated 
) 

that teachers are important personalities who playa paramount 

role in the shaping of the coming generation . Besides , research 

o n teacher education-for instance, a study on the reorganization 

of teacher training in th e former USSR-reveals that teachers are 

central figures in the educational system (Slastenin , 1989 : 271) . 

The way teachers cUltivate children in the class room highly 

influences both the learner, and the society at large. By the 

same token, teaching which is based on activities - specific 

s teps, procedures, ways - that require reason1ng, j ustification, 

critical thinking skills, explanation, problem-solving s kill, and 
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the like, can help students learn better without memorizing facts 

and terms. 

Therefore, the classroom teaching-learning process, 

according to Attagara (n.d,:2), has to be a problem so l ving-

oriented one . Attagara contends that mo re emphasis must be given 

to what and how a teacher teaches and to how a student learns . 

This is due to the fact that " talking is not teaching, and that 

memorization 1 S no 

helped us to pass examinations" (Ibid) . 

Giving muc h emphasis to teacher education, .".ttagcra also 

added that 

teacher education represents the 
most effective app roach for 
reaching an entire nation and 
affecting the skills, knOloiledge, 
and attitudes of its people . The 
key to raising the quality and 
quantity of learn ing at every 
level - elementa ry, secondary, 
university, and even adult and 
non - formal education - is the p re 
serv i ce and inserv ice tra ining of 
teachers, trainers of t eache rs, 
a nd tra iners of teache r trainers 
'''ho i nstruct at various teacher 
training institutes . I n a r eal 
sense, as teacher education goes, 
so goes the nation (Ibid : 4) . 

Teacher education program should not be based on the notion 

of giving the prospective teacher some information he/she need s . 

Because, information giv ing may well have high carry- over into 

the teacher's later work with children. For instance, the teacher 
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may see that the most useful way of communicating any thing is by 

telling it. Nevertheless, Goddu and Ducharme (1971:475) argue 

that learning is more than being told something, that sometimes 

it is experiencing something; it is discovering something; it is 

putting some pieces of reality together; it is reading somethi ng; 

it is being told something; and sometimes it is all of these . 

Therefore, teacher education programs should reflect the model of 

how children learn . Because teachers do teach as they were taught 

( I bid) . 

f with regard to this, research on teacher education program 

confirms that teachers are going to do in their classrooms, in 

similar way, as they did or experienced in their training time. 

For instance, a result on the Impact of Creativity Training upon 

Teacher Empathy and Interaction with students, which, according 

to McConnell and Lecapitaine (1988:269), emphasizes 

experimentation, ideal development, positive interaction, and 

empathetic responses , reveals that after training, teachers were 

more open to student ideas and responses, re in forced students, 

allowed more exper imentation, and 1 istened to students more 

intently . 

Generally, schools can serve their purposes and hence rote 

type of learning can be avoided as far as teachers are trained 

accordingly. Thus, to use education as a decisive instrument for 

development, teaching should not lie on rote type of learning. 
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Effective teaching-learning process has to take place ; techniques 

of teaching have to be used in the right way ; and dynamic and 

purposeful classroom interaction has to be ca rr ied out . 

2.2. Effective Teaching 

Teaching , which is geared towards the development of 

students' reasoning power, problem- solving skill, justification , 

ability to explain , illustrate, analyse, judge, synthesize, and 

the like, ca n be f ea t u red differently by different scho lars 

though c onveying similar meanings or implicati o ns . For instance, 

it may be success in teaching for Monroe (1956 : 745) , or g ood 

teaching for Zaborick (1986 : 2), or effective teaching for Perrott 

(1986: 1), are few concepts among the many o nes . Educational 

researchers as a result of the ir extens i ve studies of what 

teachers do in the classroom,have produced criteria o r factors 

for distinguishing effective teaching (Perrott,1986:1) . Two main 

c r i te ria are the Ryan ' s factors and the Flanders indicators . 

According to th e analysi s of Per r ot t, Ryan (1960) and his 

colleagues conducted a program of observational studies to 

ident i fy factors assoc ia ted 10/ i th wha t the y ca lIed e f f ect i ve 

teaching. Thus , they defined the ir factors for identi fication as 

positive and negative poles as follows . 
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a) Warm and understanding versus cold and aloof. 

b) Orga niz ed and business like versus unplanned and 

slipshod . 

c) Stimulating and i~aginative versus dull and routine. 

Teachers rated nearer to the positive poles of each facto r 

are considered more effective than teach e rs rated nearer to the 

negative poles (Ibid) . 

Besides Ryan's factors, Perrot t (1986 :2 ) analyzed Flande rs' s 

i ndicators for teache r effectiveness. Flanders and his associates 

(1970) carried out research studies that observed t~o contrasting 

s tyles of teaching: direct and indirect. The result of the study 

reveals that: 

Pupils of indirec t teachers (which 
can be characterized by teacher 
reliance on asking questions, 
accepting pupils' feelings , 
acknowledg ing pupi Is' idea s, and 
giving praise and encouragemen t ) 
learn more and have bette r 
attitudes toward s learning than 
pupils of direct teachers (which 
a r e cha racte ri zed by teac h er 
reliance o n lecture, 
c r iticism,justification of 
a uthority and the giving of 
direction) (.I6~J l. 

Another important characteristic of an effective teacher is 

his/ her responsiv e nes s to students . Th is , according to Hu nt 

(1976) a s cited ir; O'keefe and Johnsto n (1989 : 20) , r efe rs a 

teachers ability to read student cues and characterstics and flex 

---I 
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to individual students or groups by adjusting communication 

accordingly. The case for responsiveness as a charactersitc of 

effective teaching is rooted in the assumption that: 

effective communication is more 
likely to occur if the training 
agent (the teacher) takes account 
of the listener's frame of 
r eference and adapt his/her 
approach to the listener' s 
perspective (Ibid). 

In general , a central dimension of responsiveness or teacher 

adaptability to stude nts, is teacher reacti-cyn-to~oup--a nd 

individual differences . 

Effective teaching 1S also characterized by the Tabular 

Summary of Frequency Mention of Correlation Between Aspects of 

Teachers or Teaching and Certain Criteria of Teaching Success of 

Monroe (1956:1949-52) that consists of : 

Resourcefulness (Originality, creativeness, initiative, 

versatility, imagination, adventurousness, 

progressiveness) 

Competencies (abilities to do) as a director of 

learning. 

Skill in identifyi ng pupil needs 

Skill in choosing learning experiences 

Skill in using learning aids 
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A teacher who has such characteristics is successful in 

his/ her teaching. Nevertheless, a teacher who ca n 

charact erized by: 

lack of control of the technique of teaching; 

lack of knowledge of what pupils can do; and 

te ndency to talk excessively; 

be 

can never be successful in his/her teachi ng : these are, rather, 

causes for failurity in teaching (Ibid:1448) 

Generally, success in teaching or effective teaching is t he 

result of the use of different techniques of teaching . Because, 

techniques of teaching, according to Azeb (1982 :122), indicate 

" how well and effectively the teaci1er cpplles a nd follows 

specific steps, procedures , ways, a nd manne4<j ln teaching for 

performing a specific teaching act . " Thus, it is worth to 

consider one of the techniques of teaching-Questioning-thct 

initiates and enables learners-when well used-explain, reason, 

justify , solve - problems, illustrate, compare, contrast, 

analyse~, synthesize, assess/judge, and the like in any subject 

area at a ny grade level with any method of teaching . 

2 . 3 . Ques t i oning Technique o f Teac h ing 

Questioning is a principal technique of teaching which can 

possibly be r eferred to as ~e~satile . There is not any classroom 

activity that does not involve questions during the teaching­

learning process no matter what their quality ma y be . 
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Freguency in Questioning and its Impact on 

Learning 

Since Questioning Technique of Teaching is more widely used 

than any method of teaching (De ighton, 1971:188), it is 

frequently used by classroom teachers in the teaching learning 

process. To determine the frequency of questioning ( timing of 

questioning) per school day or per lesson or per minute , a number 

of studies are carried out . For instance, 

1- .-- -A sEudy o-f clas-sr00m behavior which-was_ perforJ1leQ. b_ack 

in 1 9 12, according to Cooper (1986 : 142), reveals that 

80 percent of classroom talk was devoted to asking, 

answering, or reacting to questions _ 

2. In their study about the occurrence of questioning, 

Dun}: i n and Biddle (1974 ) as cited in 

(1988:410), show that in a total sample of 189 United 

States elementary and secondary classrooms, one -tentl) 

to one - S1 X of the classroom interaction ti!l\e was 

occupied by teacher questions. 

3 . A study on the frequency of questioning as reported by 

Gall (1970) shows that teachers ask 348 questions per 

day, 180 per lesson, and 60 per 30 minute lesson 

(Ibid). 

~ . Research done on 76 professo rs about questioning 

reveals that they ask on the average about 25 questions 

per class hour (Duell, et.al., 1992 : 483) . 

l 
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5. A study conducted in a secondary school of Addis Ababa 

on 31 teachers shows that 358 questions are asked 

within 31 periods - on the average about 11.55 

questions per class hour (Biadgelign,1992:26). 

6 . Another study, according to Cooper (1986 :142), also 

shows that pr lma ry school teachers ask 3 ~ to 6~ 

questions per mi nute; and professors pause about 2.25 

second s after questions and 0 . 45 seconds afte r student 

responses (Duell ,et . al 1992 : 483) . 

All such frequently posed questions range from s imple 

recall/memorization of facts to higher level of thought . Most of 

the questions, according to a study performed back in 1912, were 

strictly memory, calling for only a superficial understanding of 

the material (Cooper,1986:142). Gall (1970 ) , as cited in Dunkin 

(1985:409), reported that of the questions asked, about 60 

percent requires recall of facts, 20 percent thinking, and the 

remainder requires procedural activities. ~l c re o ver, 70 .39 percent 

of the questions asked in a secondary school of Addis Ababa were 

badly worded ones suc h as ambiguous, multiple , elliptical, 

loosely - worded, and the like (Biadgelign, 1992 : 26) . Nonetheless , 

the majority of the questions asked by professors were higher 

level ones (Duell , et - al., 1992 : 48 3 ) 
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Questions have their own respective impact on students' 

learning /achievement. One of the relatively important areas of 

research in questioning, according to Dunkin (1988 : 410), has been 

the investigation of relationships between questioning frequency 

and student achievement. In a study that sought to determine the 

effectiveness of higher level questions, 

(1968) as ci ted In Deighton (1971: 188), 

according to Hunkins 

found that elementary 

school students who used questions at the analysis and evaluation 

levels scored significantly better (iJ. < Ol)--on a- soci:al stucthrs 

criterion test than students whose questions were almost at the 

knowledge level. Studies of peterson (1977) and Corno (1979) as 

cited In Dunkin (1988:410), reveal that teaching techniques 

involving high rates of questioning were linked with superior 

student achievement. Although research on the effect of questions 

on student achievement has accumulated slowly and at times is 

contradictory, in general findings, according to Cooper 

(1986:142), do suggest that higher - order questions , which requIre 

thought rather than memory, increase student achievement. 

More specifically , studies conducted on the use of specific 

type of questioning (higher - order type)reveal that student 

achievement is significantly better in relation to those that 

merely require student memorization. For instance, research 

studies carr i ed out on the use of Elaborative Interrogative 

questions reveal that student achievement is better than those 

who u se memory questions . Elaborative Interrogations are why 
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questions (Woloshyn, 1994:84) that require students to elaborate; 

workout with much care and in detail; describe thoroughly; and 

the like. Regardless of the adequacy of answers , according to 

Wood and his associates (1990:741), the why questions facilitate 

students ' learning . That is, improvements in learning occurred 

when answers were precise elaborations, when responses were other 

types of elaborations, or even when learners failed to generate 

elaborat i ons (Ibid) . Generally, the impact of a specific type of 

questioning-in this case , higher leve l - on students' l earning can 

be summarized by Figure 2.1 as follows . 
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Figure 2. 1. s ummary of Researc h o n the u se of Higher 

Level (Elaborative Interrogati o ns) Que s tions 

and their Impact on Learning . 

Authors Year Participan t s/ subjec t s R e s u I t s 

Michael Presstey 1988 60 under gradua t es . Promotion of extensive ana lysis and 

and h is Colleagues who we re enroll ed thInk ing about the factual reta t ion-

for i nt r oduc t ory -sh i ps . 

psyc hology at Exper imental group pr oduced pr ec i se 

select i 'Ie candi an e laborat ions ;n response t o t he wh y 

Unive rsi t y. ques t i on$ much more so t han readi n9 

--- _ conu-OJ... g r..oup_ -I 

E i t een 1990 139 Engl ish speak ing PrOCluced be tt er learning t han when 

\.Iood; el ementary school l ea rner:; were lef t to t hei r own devic es 

Mi chael (Grades 4-8 ) t o s tudy t he fa cts. 

Press l ey; studen t s attending a Increased l ea rning as age increases . 

Ph i I ip H _ canadian Publ ie Even Io nen a precise elaboration was 

\.J inne . Sc hoo ! . not p roduced , t he probabi li t y of reca ll 

was higher for older ch i ldren compared 

~o younger chi tdre" . 

Ve r a E • 1994 60 s t udents ( Grades Enhanced per f orma nce on bot h r eca l l 

I./otoshyn; 6 and 7)_ and recogni t ion tasks in relal ion to 

Al lan Pa ivio inStruct lng students t o reae for unde r 

Michael stand ' :--:;i . 

Pressl ey . Lea-- :ng .. 'as faCIlit at ed rega rdless 

of whc:rer students studied fae t s that 

'..Icre conSIsten t ,"'i th t he i r prIor 

kno .., lecgc or f ae t s tha t ..,ere 

InconS Isten t wi t h t hei r prior 

kno.., lt>d ge . 

II tt l e ef fect on memor y. 

2.3.2 . Characteri s tic s and Purpo s e s of Que s tions. 

Question refe rs t o a pro b l e m o r pu zz le which is presented t o 

some o ne - i n this study, t o th e lear ne r - so as to give answers , 

to g i v e his / her opin io ns , t o express hi s/ he r attitude , to tell 

his / her wishes, and t he l i ke . A ques t io n is a sta tement f o r wh ich 
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a replay is expected (Kissock and Iyortsuun, 1984 :2). According 

to a dictionary definition, question is a 

In the 

sentence which by word-order use 
of interroga t i ve ,lords (who, why, 
etc.) or intonation,requests 
information, an answer, etc ... it 
is something about which there is 
discussion, something which needs 
to be decided .. (Horny , 1987 : 687) 

classroom, questions have a number of 

purposes/ importa nces. For instance, they can be used to 

develop processes of thinking and guide inquiry and 

decision - making. 

acquire and clarify information, answer concerns , and 

develop skills . 

provide motivation by encouraging active participation 

in learning. 

lead students to consider new ideas and make use of 

ideas already learned. 

help students to clarify ideas, structu re their study , 

and learn about things that interest them . 

provoke students and teachers to share ideas they have . 

help teachers assess the effectiveness of their own 

teaching (op . cit. : 6) . 

Questions, according to Farrant (1988 : 190), also serve two 

purposes . 

To test what has been lea rned. For th is purpose , the 

four interrogatives - who,what, where, and when- are 

generally used. 
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thought and lead to a deeper 

understanding. In this case, the interrogatives how and 

why are more often used . 

This second purpose of questions plays a predominant 

role where learners are required to think critically in lieu 

of the mere memori zation of concepts, facts , procedures, or 

ideas. Asking students questions which begin with phrases such 

as " Why do you suppose ... 7" and "How does the ... 7 " , the teacher 

pushes the student beyond a ro~memory exe~e-promotes~ 

critical thinking skills on the part of learners (Jacobson, 

et . al ., 1989:134) . Such thinking skills have eminent importance 

to learners. Because, thinking skills are: 

essential processes, such as observing, comparing, 

inferring, generalizing, hypothesizing, and reasoning 

inductively and deductively. 

high-order cognitive processes, such as problem-

solving, decision making, and critical and creative 

thinking (Ibid : 187) . 

Generally, asking questions during the course of the lesson, 

according to Davies (1981:163), have four reasons /purposes . 

1 . Motivate trainees/students by gaining their interest 

and attention. 

2 . Promote mental activity . 
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3 • Involve trainees as partners in the instructional 

process. 

4. Obtain feedback on the trainees' ab ility to 

recall,understand, and apply what they have learned. 

These four purposes of questions can respectively be 

attained by the use of questions listed in Figure 2.2 (Ibid: 

164) • 

Fig ure 2.2. Purposes of Ouest ions 

1. 

2. 

Motivate trainees by asking 
Stimulate curiosity 
stimulate interest 
Confound 

questions that : 
Puzzle 
Challeng e 
In trigue 

promote mental 
obta in: 

activity by asking questions that 

Breadth 
Organiz ation 
Interaction 
Analysis 
Synthesis 

Evaluation 
Creativity 
.l\ction 
Information 
Feelings 

3 . Involve trainees by asking questicns that elicit : 

4 . 

Information 
Observation 
Predicti on 
Explanat ion 
Evaluati on 

Ob ta in feedback o n the tra inee' s 
questions that determine : 

Ability 
Understanding 
Recall 
Recognition 
Application 
Belief 

Rec.soning 
Application 
Analysis 
Synthesis 
Feelings 

prcgress by asking 

Evaluation 
Analysis 
Synthesis 
Ski II 
Attitude 
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Classifications of Questions 

While some ques tions r equire simple memorization , the others 

cal l for unde r standing, and students' capabili ty of 

justification, illustration , or reasoning(Camp, 1993 : 17) To 

se rve such purposes, there are many ways of classifying 

questions. Most of t hese class ification systems are useful in 

that the y provide a conceptual frame work , a way of looking at 

ques t ions (Cooper , 1986 : 143 and Perrott, 1986:42) . Qne of the 

best known classifications of questions is based on Bloom 's 

Taxonomy of Educational Objectives (1956) (Kissock and Iyortsuun , 

1984 : 9; Cooper , 1986 : 1 43;and Perrott,1986 : 42). There are six 

levels of Bloom's Taxonomy, and questions at each level require 

the students' responding to use a different kind of thought 

process (Ibid) . Teachers, therefore, should be able to use these 

six levels so as to encourage their students to engage in a 

variety of cognitive processes (Cooper, 1986: 143 and Perrott, 

1986 : 42) . These SlX levels are : knmiledge, comprehension, 

Application, Analysis, Sy nthesis, and Evaluation (Op . cit . ) . 

Level I . Knowledge Question s 

Knowledge question s require students to define ,recall 

recognize, and repeat something already learned - certai n specif ic 

facts , information, procedures, or ideas (I bid ) . During this 

time, students are not asked to manipulate :nformation , but 

merely to remember it just as it was learned . 
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Examples of know l edge questions are: 

Wha t is the c apital c ity of Ethiopia ? 

When did Menelik II become leader of Ethiopia? 

How ma n y meters are t here in one Kilometer ? 

who is the secreta r y of OAU ? 

Name t wo kinds of blood- vessel s l n t8e body ? 

Wha t is y o ur fa vorite food ? a nd so o n . 

Though knowledge q uestion , according to Cooper (1986 :144 ), 

to p r omote classroom participation a nd high success 

expe r ience fo r students; and is critical to all other leve l s of 

thinking and reasoning for the fact that students ca n not be 

as k e d t o think at higher l e vels if they lack fundamental 

i nfo r mation (Kissock and Iyortsuun, 1984 : 24), it has its own d r a,,' 

backs . A recall answe r does not go beyond the information 

prev i ously presented, nor does it c hange the form or organization 

of the information (Perrott, 1986 : 42) . Teachers tend to over use 

them ; much of what is memorized is rapidly forgotten; and assess 

on l y a superficial and shallow understanding of an area are also 

some of the d rawbacks of knowledge ques ti ons (Cooper , 1986 : 1 44) . 

To disti ngu ish kn owledge level ques t io ns f r om othe rs, the r e 

a r e key words which are frequently found or associated wi t h this 

leve l. They include : 

define , recall, reme~ber, where, who/when, r ecognIze , 

what, wh i ch , name , list, tell , how many, how much , 

ide ntity (Kissack and Iyo rtsuun , 1984 : 25 ; and Coope r, 

1986 : 144) . 
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Level II. Comprehension Quest i ons. 

Comprehens ion questions are asked when the t eachers ' purpose 

is to help students organize facts in such a way as t o make some 

sense of them. Such questions, accord ing to Cooper (1986 :1 46) and 

Perrott (1986 : 43), require learners to select those facts that 

are .pertinent t o answer the ques tion by describing, comparing , or 

contrasting . That is, to answer comprehens i on questions,students 

should go beyond the memor i za ti on o r recall ing of specific 

information, facts, ideas, or procedures. The student, 
. -l 

accor dlng 

to Coop er (198 6 :146), 

must demonstrate a persona l grasp 
of the material by being able to 
rephrase it , to give a description 
in his or her own words, and ~o 
use it in making comparisons. 

Frequently, comprehension .questions a sk students to 

interpret by making comparisons and showing relationships among 

ideas and information (Kissock and Iyortsuun, 1984: 34) ; interpret 

mater ial presented in the form of char t s, graphs, tables, and 

cartoons (Cooper, 198 6 : 146 ; and Perrott, 1986 : 43 ) . Moreover, such 

quest ions requi re students to translate ideas f rom one medium to 

another - translation of ideas and information from one form o f 

commu nication to another (Kissoc k and Iyortsuun , 1984 : 34 ; and 

perrott, 1986 :4 3) 

Examples of Comprehension questions are : 

What is the main idea that this chart presents ? 

Describe the kinds of problems fa ced by immigrants ? 

Wha t does the rule me a n when it says : " A p layer shou ld not 
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wear anything which may cause injury to another player"? 

How would you say this in Amharic ? 

From the above graph, give the average annual rainfall 

for this country ? 

How did life in the eighteenth century differ from life 

t oday? and so on. 

Key words commonly found in comprehension 

Question are: 

-Compare , contrast-,- d-i f f-er-entia.t..E-, 

explain , rephrase, distinguish, 

descr ibe, relate, interpret, 

rearrange, put in your own words, 

translate, predict (kissock and 

I Y 0 r t s u un, 198 4 

Coo per , 1 9 8 6 : 147 

Perrott,1986:43) . 

3 4 ; 

and 

Level III. Application Questions. 

Requiring students to memorize / recall information, ideas, or 

procedures ; and asking them to rephrase and interpret what they 

have memorized are not enough for their learning . students have 

to learn how to apply in new situations . Therefore, at the 

application level, students must dec ide what information to use 

so as to solve problems (Kissock and Iyortsuun,1984:41) . 

Application questions require students to apply information they 

have learned in order t o rea ch an answer to a problem (Cooper, 
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1986:148 and Perrott,1986:44). Moreover, questions of the 

application level of Taxonomy ask students to apply a rule or 

process to a problem so as to determine the single right answer 

to that problem ( Ibid). In a biology lesson, for instance, a 

student may be asked to apply what he / she has learned about 

populations by answering the question: 

When organisms are living densely 
packed in a small area, are they 
more likely to compete if they 
belong to one species than if they 
J5 e long 1: 0 rna n y d i CftIT-enLsp-eci e-s ?--

To find solutions to application seeking problems, many ways 

can be followed . For instance, according to Kissock and Iyortsuun 

(1984:42), some are dependent upon logical and rational basis, 

others are based on emotion or intuition, and still others are 

based on combination of approaches. To this end, one has to bring 

his/her knowledge, skills, and beliefs from whic h one selects 

ideas to help him/ her find a solution to each problem . 

Some of the key "lOrds often associated 'dith a pplication 

questions are : 

Apply,classify, use, choose , 

employ, give an example, 

calculate, solve, design, 

demonstrate, v..rho, which, ' .. :ha t 1S, 

(Kissock and Iyortsuun, 198<; : 45; 

Cooper ,198 6 :149; and perrott, 

1986 : 44) . 

I 

I 

I 

1 
I 
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Level IV. Analysis Questions 

Analysis questions, such as cause and effect , explanatory 

types , are asked so as to help students analyse information for 

underlying reasons (Perrott , 1986:44) . Such questions, according 

to Cooper (1986:150), are higher - order ones that require students 

to think critically and in depth. Analysis questions ask students 

to engage in three kinds of cognitive processes. These, according 

to Cooper (1986:150-51) and perrott (1986 : 44 - 5) are: 

. To identi fy the motives, reasons, and/or causes for a 

specific occurrence. 

Example: 

sailors? 

-Why was scurvy once a common disease among 

What factors influenced the writings of 

Addis Alemayehu? 

To consider and analyse available information in order to 

reach a conclusion, an inference, or a generaliza tion based 

on this information . 

Example : Look at the diagram of this new invention. 

What do you think the purpose of this new 

invention is ? - No\·- chat your experiments are 

complete. What lS your conclusion about the 

factors affecting the growth of seedli ngs ? 

To analyse a conclusion, inference, or generalization to 

find evidence, to support or refute it . 

Example : - What information cou ld y o u use to support the 
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propos it ion that" pres ident Meng istu was not a 

successful president" ? 

In what ways have public health measures 

contributed to a worsening of the state of the 

human population? 

Analysis questions require students to analyse information 

so as to support a particular conclusion, inference, or 

general iza tion and to ident ify causes, to reach conc-l usions, OY-­

to find supporting evidence (Ibid). Therefore, if students 

develop the ability to analyse problems and statements people 

make, they will be developing a skill they can use through out 

their lives (Kissock and Iyortsuun, 1984: 52). Being able to 

analyse a situation by determining its parts, their relationship 

to each other, and understanding the underlying principles can 

help students solve problems more easily (Ibid). 

Some of the key words that frequently found in analysis 

questions are: 

Identify motives or causes, draw onclusions, 

determine evidence, support, analyses, why, 

what factors, 

infer, (Kiss ock a nd 

compare, 

I y ort s uun, 

contrast, 

198 4: 52 ; 

Cooper, 1986:152; and Perrott, 1986 : 45) . 
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Level V. synthesis Questions 

Synthesis questions are higher-order questions that ask 

students to perform original and creative 

thinking (Cooper, 1986: 154) . Moreover , when the purpose of a lesson 

is to help studen t s to perform relationships and put things 

together in new or original ways, synthesis questions are asked 

(Perrott , 1986:45). Synthesis questions, besides helping s tudents 

develop creative abilities a nd thorough understand ing of a 

subject, they require students to 

.Produce original communications 

e.g . What is a good name for this machine? 

.Make predictions. 

e.g. How would life be different if the courts did not 

exist? 

. Solve problems. 

e . g. How can we measure the height of a building without 

being able to go into it ? (Cooper,1986 : 154 and Parrot,1986:45). 

Some of the key words that often associated with analysis 

questions are : 

Create, plan, construct, formulate, put 

together, predict, produce, write, design, 

develop, synthes i ze, ho" can we improve, 

what "ould happen if, can you devise, how 

can we so l ve (Kissock and Iyor t suun, 1984 : 

6 0 ; cooper, 1986 :1 55 ; and Par r ot , 1986 :4 6). 

--1 
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Level VI. Evaluation Questions 

The last l evel of the Taxonomy-Evaluation-like ana l ysis and 

synthesis , is a higher - order mental process . Eval uation 

questions , according to Cooper (1986:156) , do not have a single 

correct answer. They require the student to judge the merit of an 

idea , a solution to a problem , or an aesthetic work ; and a l so ask 

the student to offer an opinion on an issue (Ibid). 

Examples of Evaluation questions are: 

Which approach offers the best method for attacking 

this problem ? 

Do you think that the statement "Ethiopians never had 

it so good" is true? 

Which picture do you like best? and the like. 

Some of the key words often used in evaluation question are: 

Judge, argue, decide, evaluate , assess, give 

your oplnlo n, do yo u a g ree, would it be 

better, ( I b i d : 157) . 

Generally, these six Tax o nomy leve l s of questions can be 

ca tegor ized into three levels - lower - order , middle order , and 

higher - order - according to Figure 2.3. (Farrant, 1988:191) . 



Figu re 2.3. 
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2.3.4. Common Faults of Teachers in Questioning 

Most question types develop and promote students ' critical 

thinking skills. Nevertheless, there are some questions that 

limit learning, that lead students to rote type of learning, and 

even that confuse them. Some of them are: Vague questions, 

multiple questions, trick questions, limited questions, 

elliptical questions, and loosely-worded questions, 

Teachers , sometime~ ask questions that are not clear and 

that are not understandable by students. For instance, teachers 

may ask such questions as : 

Do you know how old mis X is today ? 

Where do you get electrons ? 

Where lS these are ? 

What do you use it ? etc. 

such questions are called vague or very general questions 

(Farrant, 1988:191). vague questions may not have answers at all 

or there may be so many possible answers and hence it is not 

worth to ask such questions (Ibid) 

Teachers also ask two or more questions at a time - without 

having an answer for the first one - for they may not think-out 

their questions in advance. 

the problem fr om d i f ferent 

Questions may grow as teachers see 

angles for gua rding against the 

children from getting the wrong idea (Ibid : 192). For instance, 

teachers may proceed as follows. 
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Where is cotton produced ?, Who is the major producer? 

What is the importance ? 

Who will tell us about " some? " , about "any? " , any 

information ? 

What is the use of rubber ?, Jute ?,Palmoil ?,Suger ? 

Who are the major producers in Africa ?, In Asia ? , In 

America? and so on. 

Such questions are referred to as multiple questions. 

Teachers , i nte nt ionally pose trl v ial or non - sens-e- que-sti ons 

that according to Davies (1981:167), serve only to show off the 

knowledge and skill of the teacher. They are designed t o make a 

fool of the student and are called trick questions (Ibid). 

Sometimes, teachers use questions only for emergency - as an 

airman regards his parachute- only when they run dry of 

information. Questions that serve such purposes are referred to 

as limited questions (Farrant, 1988:192) . Limited questions 

include such questions as: 

Has anyone any question ? 

Another question ? 

Any other ? 

If you have a question, you can ask? 

Any question you have? and the like. 

Elliptical questions, according to Davies (1981: 167), are 

those that take the form of incomplete sentences. Examples of 

such questions are : 
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Early capitalism means . . ? 

Soil erosion is controlled by ... ? 

Are said to be ... ? 

Is used for ? 

The first method of testing protiens is ? and the 

like. 

Lossely worded questions are those that immediately follow 

teachers' presentation or explanation. Examples of such questions 

are: 

they believe in What ? 

a point is what ? 

a magnate is covered by what ? 

is found where ? 

1S the combination of what? and the like . 

Questions such as vague, multiple, trick, limited, 

elliptical, and loosely - worded, are some of the weaknesses o r 

common faults of teachers in questioning (Farrant, 1988 : 191 ) . 

Chief indicator s for weakness in questioning, according to Burton 

(1 952 :5 38) , lie in : 

the teachers ' co nception of the purposes or aims of 
questions; 
lack of kn owledge of the men ta l processes of learning ; 
teachers own lack of general education and intellectual 
interest; and 

When teachers' knowledge and thinking is poor . 

Faults in questioning ca n also be made from lack of experience in 

teaching. " Inexperienced teachers," according to Farrant 

( 198 8 :191), "Frequently make bad use of questions and fall into 
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habits that tend to persist unless their attention is drawn to 

them." Hence, such questions- that are wrongly framed or faulty 

use of questions-should be avoided for they serve no purpose 

(Davies, 1981 : and Farrant, 1988:191). 

2.3.5. Skills of Questioning 

"Questioning is a highly complex skill requiring an 

understanding of people and group psychology as well as thorough 

knowl edge of what is being thought. " This is a statement made by 

Farrant (1988:191) . This means tha t inorder to atta1n t e 

purposes of questions, the skill of the classroom teacher 1n 

posing questions is highly important. Questions have to be 

constructed or phrased with respect to the objective of 

instruction, and should be presented in a way that have the 

greatest effect . No matter how good the questions may be, 

according to Kissock and Iyortsuun (1984:106 ) , if they are 

presented poorly, at the wrong time, or when interest is not 

directed towards the topic, questions will not have the desired 

impact. Therefore, to develop and promote the ability of children 

for comparing, contrasting, justifying, solving problems, and the 

like, effective questioning skill has to be employed. Because, 

DeGarmo (1902) as cited in coo~er (1988 : 141) has said that: 

To question well is to teach well . 
In the skillful use of the 
question more than anything else 
lies the fine art of teaching; for 
in it we have the guide to clear 
and vivid ideas, and the quick 
spur to imagination, the stimulus 
to thought, the incentive to 
action . 
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Moreover, it is contended that "inorder to be an effective 

teacher, one must be an effect ive questioner " (Ibid: 143); good 

questioning skill will keep the class on its toes, students 

become alert and mentally active and they know more than they 

imagine (Davies,1981:163). 

Consequently, it is worth to consider how questions , can be 

directed or questioning skills . From the various ways of 

- pre se nti n·g qu e·st ion s,--ttl ree- o f- ttl·em a re-s tlmma r i -z ed-a s f oJ.-l-Dws... 

The first step toward developing effective questioning skill 

is to increase the number of student participotion. Because, 

establishing positive patterns and high-level of interaction in 

a classroom are useful questioning skills. The art which involves 

in this case is known as Redirection. Redirection is a technique 

of questioning which, according to Jacobson, et.al. (1989:142), 

involves the framing of a single question for which there are 

many possible responses and the receiving of responses from 

several students . For instance, a classroom teacher may proceed 

as follows . 

" Having completed our ... , "'ho do you think was ... 7 " For such 

a question, a student may respond in one way; another in another 

way; and still another student, in another way. During this 

time, the teacher redirects the original question and, in so 

doing, eliminates any possible domination of the discussion and 
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increases the frequency of questions and student participation, 

both of which , according to Brophy and Everstson (1976), Deham 

a nd Liebermann, (1980) , Soar (1973), all as cited in Jacobson and 

his colleagues (1989: 143), are related to increased student 

ach ievement. In clearer terms , the vlay the teacher redirects 

questions can be put in the sequence as follows . 

Teacher (T) : Some of you mentioned ... Why do you thi n k .. . ? 

Student : I think ... was . .. (First student) . 

--T- :- DO-you- h-ave- s-omettrTTTg-;-X)? 

X, : I think ... was ... (X" is a second 

student) 

T: Xz ! can you add any t hing el se ? 

Xz: They were all ... because ... (Xz is a third 

student). and so on. 

Here, it is important to note that the three students may 

not have been dealing with the same individual or answer though 

they were all responding to a single question posed by the 

teacher at start (Ibid). 

How can one deal with students who cannot answer questions 

or whose responses are wrong? This is the concern of the second 

skill of questioning ca lled Prompting . Its application in a 

classroom can be illustrated by the following sequence between a 

teacher (T) and a student (S). 
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Regarding our discussion on ••• I which pattern does ... ? 

student seems to be confused and does not respond. 

T: Any idea? 

5 : I don't know 

T : Ok! letus take another look at the they are said to 

5 : 

T : 

--5: 

be . ? 

Equal 

Right . Equal in what? 

We~ght 

The teacher nodes. Then; 

T : No",', if we have these equal .. . , what happens ? 

5 : Balanced; 

T: 

5 : 

T : 

Great. This demonstration represents . . 

The balance of . 

Now, you got it (Ibid:145-46) 

? 

Generally, prompting skill of questioning, which the 

preceding example demonstrated , involves the use of hints or 

clues which are used to aid the student in responding 

s uccessfully . This method/skill can also be employed when a 

response is incorrect (Ibid:146) . 

The third skill of questioning 1S orobinq . This ar1ses 

when , according to Jacobson and his associates (1989 : 149), the 

students' reply 1S correct but insufficient for it lacks depth . 

I n such a case, it is important for teachers to have the student 
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supply additional information in order to have better, more 

inclusive answers. The following illustration vividly reveals 

that how this skill o f questioning is applied in the class room. 

Teacher (T) : 

(Ibid: 14 9- 50) . 

Do you think trees are important to the land ? 

A? (A is a s tudent ) . 

A: Yes 

T : Why, A ? 

A: Because, they ... 

T : What do you mean by that ? 

A: We 11, the roots ... 

T: That is very good, " A" and as we ... 

The eminent purpose of such a skill of questioning is to 

encourage students justify o r further explain their responses, 

views, and suggesti o ns so as to increase the depth of discussion. 

It also helps to move students away from surface or shallow 

responses (Ibid) 

Generally, good questions, according to Wass erma nn 

(1992 : n.p . ) follow an interac tive rhythm that produce reflection 

rather than interrogation, building trust in the interactive 

relationship . Moreove r, effective questioning techniques can 

generate a high rate of teacher-student interaction ; tea c her 

assistance, through priming, prompting, and cueing , can be used 

to develop a high level of cor rect responses to questioning ; and 

positive feedback can promote students' self -esteem (Goor and 

Roe , 19 89:321). 
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Finally, it is worthwhile to cite that developing good 

questioning skill requires planning and continuous self­

evaluation that provides a more enjoyable teaching experience on 

the part of teachers, and more enhanced learning experience for 

the students in the classroom at present and in the work place 

tomorrow (Greate house and Karmos, 199 0 :3). 



CHAPTER THREE 

3. METHODS AND PROCEDURES OF THE STUDY 

The main purpose of this research was to study on the extent 

to which effective use is made of the Questioning Technique of 

Teaching in Teacher Training Institutes . Hence the descriptive 

survey approach is used. 

3 .1. Populati o n and Sampling Procedures . 

The population of this study is Teacher Training Institutes 

instructors. To make the study manageab le two teacher training 

institutes were selected . Among the twelve teacher training 

institutes, two were selected on the basis of their proximity to 

the researcher. Such a selection technique was mad e due to the 

nature of data collection instrument used (described below) . 

In the selected institutes-Debre Berhan and Nazreth ­

instructors/ trainers were taken as sources of information. That 

1S, four intentionally selecLed teachers in an institute 

(teachers '''ho teach subj ects taught 1n Amhar ic or Engl ish : 

Pedagogics, Psychol ogy , English, and Amharic) making up a total 

o f e i ght instructors were observed . Although these four subject 

areas were chosen del ibera te 1 y, they can serve as a 

representative sample. Because, whenever one employs a purposeful 

sample , according to Meyers and Grosse n (1978 : 113) , One must make 

the assumption that this subgroup is still representative at the 

time one takes his/ her measurements. 
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3.2 Data Collection Instrument. 

To get valid and reliable information for the study, one 

type of data collection instrument-observation-was used. Then, 

the observation was carried out on the basis of the following 

procedures. 

1 . Observation schedule or observation checklist was set 

that addressed the objective and intent of the study . 

2. A tryout was made of the instrument of data collection 

so as to determlne its rellablilty and va l ldity . ThlS 

tryout was carried 

institute (in Jimma) 

out In one 

different 

teacher 

from the 

institutes. This was proceeded as follows. 

training 

target 

Four observers were selected and were oriented in how to use 

the observation checklist . Two of them "Jere selected randomly 

from six teachers: three teachers teach Pedagogical Science and 

three of them teach psychology. The remaining two observers were 

also selected random l~ from four teachers who teach Amha ric (two 

of them) and the remaining two, English . 

All observers have SA degrees: two teachers In Pedagogical 

science; one in Amharic and the remalnlng one In Psychology . 

Their teaching experience in Teacher Training Institutes ranges 

from 3 to 13 years (APPENDIX-A number 1) . 
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Observers selected from Pedagogical Science and Psychology 

obse r ved ( two of them at a time) one Pedagogica l Science t eacher 

and o ne Psychology teacher for two consecut i ve clas s hou r s . 

S i mil a r ly, those selected in languages , observed (two of them at 

a time) o ne Amhari c teach e r and one English teacher f or two 

consec ut ive classhour s . 

Rega r ding the qualifica t ion of the teache r s ' observed , all 

have SA egrees: EYiree eac ers ln Pedagoglca lSc""i-ence am:! h-e'---o 

r e maining o ne i s i n Li ng u istics . Thei r teach i ng exper i ence in 

Teache r Tr aini ng Institute ranges from 1 to 16 years (APPENDIX - A 

number 1). 

These teachers were observed ln their normal classrooms 

(with 46 trainees l n each classroom) during the teaching , 

learning process . 

To ascertain the reliability and validity of the instrument 

or t he checklist, the following questions ~ere asked : 

i s t he c h ec k I i st obj eCL i ve ? I s there 

stability/consistency in the use of the checklist 

(Ques t ion of Reliability)? 

does the checklist fully measu re the aspects of 

questions posed by the teacher during the teaching ­

learning process , that is, is the checklist adequa t e to 

cover t he full range of teacher questions tha t are 
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supposed t o be posed in the teaching-learning process 

(Question of valid ity-of content) ? 

To answer the se quest ions or to determine the reliability 

and validity of the checklist , th e following steps were computed 

from the result of the tryout . 

First, the reliability of the checklist was determined as 

follows . 

Scores for each item were determined by cou nt i ng the 

tally marks. 

Correlatio n coefficients were determined for each 

sUbject area by using the pearson Produc t-Moment of 

Correlation Coef ficient. 

Each session ' s correlation coefficient was summed up 

and ~veraged for each sUbject area . 

Finally, the ave r aged correlation coefficients of each 

subject area were summed up and averaged so as t o 

determine the interrater reliability coefficient (fo r 

the calculations , see APPENDIX-B, numbe rs 1 to 4) . 

It is summarized in Table I be low . 
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TABLE I 

Correlation Coefficient by Subiect Area Per Ses s ion 

Subjects Corr elation Coef f icients for Average 

Session, Session, 

Amharic 0 . 91 0.88 0.90 

English 0 . 98 0 . 97 0.98 

Pedagogics 0.96 0 . 99 0.98 

Psychology 0 . 94 0 . 87 0.91 

Average 0.94 

Table I reveals that each rater agrees to each other in 

using the checklist. This is so because, the correlation 

Coeffecient between raters for each sUbject area seems highly 

correlated. This impl ies, therefore, that the check 1 ist 1S 

reliable for the sample subject areas . Such a conclusion 1S 

reached due to the fact that Bennett and McNamara (1979:119) 

contend that: 

The most common strategy for 
estimating the accuracy of 
observation data consists of a 
comparison of the protocols of two 
or more observers who have 
inde p enden t ly reco r ded the same 
behavior . Fr om this compa r ison, a 
reliability estimate 1S 
calculated, usually in the form of 
correlation ... , and is understood 
by most investigators to be an 
estimate of observer accuracy. 

Moreover, the interrater correlation coefficienc (0 . 94) 1S 

also h igh . This shows that the checklist is used consistently by 

dif f erent raters for different subject areas . That is, the 

checklist is reliable. 
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Second, to determine the validity (particularly, content 

validity) 

followed : 

of the checklist, the following procedures were 

raters, during the tryout of the instrument, were 

required to write their suggestion regarding teacher's 

questions that should be included in the checklist: to 

give their comments upon the items that need 

improvement; and that need to be avoided in the 

checklist . 

Instructors and Graduate Students in the field of 

Curriculum and Instruction of the Addis Ababa 

University were consulted to give their comments upon 

the checklist. 

The reliability coefficient, calculated above, was also 

used for the fact that reliability 1S a necessary 

condition for validity though it is not a sufficient 

one (Gronlund, 1981:94) 

At last, taking the comments into consideration and t he 

reliability of the checklist, necessary improvements were made . 

From this, the researcher concluded that the checklist was valid 

(content wise), that could measure for what it was intended to 

measure . 
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3. At last, two observers (raters), for the final study, 

were trained in how to use the observation checklist and record 

findings. Regarding these observers the preliminary Information 

(APPENDIX - A number 2) reveals that they are very much similar 

with those ln the tryout (APPENDIX - A, number 1) interms of 

qualification, area of s tudy, years of experience in teachi ng ln 

Teacher Training Institutes, and the 1 ike but the ir current 

status. Their current status has facilitated their training. 

Therefore , the study was not affected interms of observers. 

Then, classroom obse r vat ion was carried out in accordance 

with a deliberately selected cou rses in each institute. That is, 

among the subjects offered in each institute: Pedagogics, 

Pr actice Teaching, Psychology , Amharic, English, 

Nation/Nationality languages, Mathematics, Natural Science, 

Social Studies, Agriculture, Handcraft, Home Science, Art, Music, 

and Physical Education (MOE, 1992 : 4) only Pedagogics, psychology, 

Amharic, and English were selected and obse rved . Suc h an 

intentional selection was made because in one of the target 

institutes the medium of instruction is different from Amha r ic 

and Engl ish but for the se lected subj ects . Due to th is, it was 

difficult and impractical for the researcher to train observers . 

Therefore, th e researcher was compelled to choose subjects 

intentionally . 
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Final ly, one teacher of the selected subject area was 

observed by the two trained observers f or three consecutive 

classhours. Such a repeated observation of a si ngl e teacher was 

made t o control the effect of a change in the teacher's teaching 

technique or his/her over all personality that ma y take place due 

to the presence of alien observers . Wi th regard to this, Bennett 

and McNamara (1979: 126) contend that a " teacher might not do 

under direct observat i on wha t he/she ca n do '''hen not under direct 

observation. " Therefore, to avoid such a cond1t1on, accor 1ng ~o 

Simo n and Boyer (1974 ) as cited 1n Bennett a nd McNama ~a 

(197 9 : 126), the most ~idely used obse rvat ional syscem regu ~res 

the presence of one or more observers over a period of from one 

to three 30 - minutes sessions. The assumption in this case - the use 

of repeated observation-i s that an obse r ver ' s presence does not 

affect teacher ' s personali t y ( Ib id : 127) . 

Thu s , 12 observation class hours in an institute or a tocal 

of 24 classhours in the t wo target institutes were observed . 

Regarding the teachers obse rved for the final study , the 

prel i minary Information (APPENDIX-A number 2) reveals that they 

are similar with those in the tryout (APPENDIX - A numbe r 1) with 

respect t o qualifica tion . Nonetheles s , there are differences with 

respect to area of study and years of t eaching expe rience 1n 

Teacher Training Inst itutes . 
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3.3 . Methods of Data Analysis 

Depe nding upon the nature of basic questions of the s t udy 

and the data collected , different statistical met hods were 

employed. All the basic questions were directly tested based on 

the responses procured from the observation checklist . Then, an 

observer's score was determined by counting the tally marks of 

each item fo r each subjec t area per seSSlon. The three scores of 

a n observer for a subject were summed up and averaged(for each 

i t e m) so as to determine a sing l e score for an observed t e acher . 

After this , a Correlation Coefficient was calculated by 

using the Pearson Product-Moment Correlation Coefficient 

(APPENDIX-E) . The result gave a correlation coefficient of 0 . 99 

which is high . This reveals that observers of the final study 

we re very much consistent in using the checklist . 

Following this, sco res of the two observers were summed up 

and ave raged for each item per subject area . With this process, 

8 scores (because 8 teachers were observed) were found for each 

i t ern o f th e c heckl i st . Th e n, t he 8 scores of each i t e m were 

s ummed u p so as to have a single score for an item wi t hin 8 class 

hours (APPENDIX - D) . After this, each item's score was changed to 

percentile distribution with reference to category one-item 1 . 

The n, t h e items \-Iere g r ouped with in the i r respect i ve category 

(Items 1, 2 ,3,4, and 5 are the categories-APPENDIX C, the 

c hecklist) . 
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Following this process, a Chi-square (X2 ) statistical test 

was employed so as to show whether there exists a statistically 

significant difference within the items of a category (for 

categories 2 and 3) with Alpha 0 . 05 level of significance . Alpha 

0.05 level of significance was selected because, it, according to 

Kerlinger (1964 : 54), is neicher too high nor too low (5 chances 

in 100 trials) for most social scientific research. Nevertheless, 

0.01 level of significance is quite a high level of certainly (1 

chance in 100) is too stringent . And, 0 . 1 level of significance 

are too many (10 chances in 100) so that many researchers are not 

willing to risk a decis ion with such odds (Ibid : 53) . Then, 

whenever there was a statistically significant difference within 

the items of a category, a pair wise Chi-square (X2) statistical 

test was employed with Alpha 0.05 level of significance so as to 

show where the difference lies . 

categories 1,4, and 5 of the checklist (l'.PPENDIX - C) were 

interpreted with simple percentage distributions, where category 

4 was seen in compa rison with categories 1 and 2 ; and category 5 

in comparison with category 1. The intent of comparing category 

4 with categories 1 and 2 is to show/determine the number of 

purposeless questions posed by teachers with respect to the total 

number of question asked within the 8 class hours . Besides, it is 

to indicate the proportion of purposeless questions in comparison 

to purposeful ones . And, category 5 is compared with category 1 

s o as t o s how the numbe r (proportion) of questions that are 
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skilfully posed-that manifest/ reflect the skills of teachers in 

questioning . 

In addition to these, three important concepts of the study 

(purpose of questions, classifications of questions, and skills 

of questioning were seen with respect to subj ect areas, 

teaching experience of teachers in Teache r Training Institutes, 

and with respect t o student population . Because these variables , 

according to APPENDIX-A number 2, are found to be different from 

institute to institute and from teacher to teacher. A Chi-Square 

(X 2 : statistical test was also used within a concept and a 

variable at Alpha 0 . 05 level of significance. 



CHAPTER FOUR 

RESULTS AND DISCUSSION 

In this section, the data co llec ted through the observation 

checklist is presented with the the help of tables followed by 

interpretation and discus s io n of the results so as to give 

answers to the five basic questions denoted in the first chapter 

o f this study . 

~-:-1. 

4.1.1 General 

TABLE II 

Frequencv of Occurance of Teachers' Questions During a 

45 Minute period . 

T I " E 

1 2 3 , 5 6 7 8 9 Total 

N~er of 5.40 3.10 2.23 1. 33 2. 13 1.92 1. 75 2 . 19 3.09 23.14 

Ouest ions 

~ 23 .34 13 ~ 9.M 5.75 9 . 20 8.30 7 . 50 9 .• 6 13.35 100 .00 
. . 

Note: Numbe rs 1,2,3, . . . , and 9 respectively refer 

to the first - five minute, the second - five -

mi nut e , the third five- minute , • • • I and the 

ninth - five - minut e . 

The frequen cy of teachers' questions, as Table II depicts, 

is 23 . 14 within one classhour (whe re one classhour is 45 minutes 

long) . More questi ons are asked in the first two-five minutes and 
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in the last one five-minute . In the middle six-five minutes , the 

frequency of teachers ' questions is less than the two extreemes. 

The frequency of teachers' questions, particularly those in the 

middle four-five minutes, does not have a regular pattern. One 

time, it increases and on the other it decreases . For instance , 

in the fourth and the sixth - five minutes, teachers' questions 

are less than those in the fifth - five minute. In short, for the 

first four-five minutes, frequency of teachers' ques tions 

decreases as time lncreases and for the last three - five minutes, 

frequency of teachers ' q t uestions increases as time decreases or 

as the classhour is going to end . This pattern can simply be 

indicated by the figur e below. 

Figure 4 . 1 Freguency of Occ urance of Teache r s' Ouesti o ns per 

five Minutes for a 45 Minute long Period 
, 
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TABLE III 

Purpose of Ouestions 

p u r p 0 s e s No. % 
of . Questions 

P, : Motivati ng Trainees 9 . 67 8.74 

P, : Promoting Mental Activity 7 . 51 6.79 

P3 : Involving Trainees as Partners 23 . 99 21 . 68 
1n the Instructional Process 

P, : Obtaining Feedback 69 . 50 62.80 

Total 110 . 67 100 . 00 

Questions, as Table III reveals, are used for different 

purposes . Their usage ranges from 6 . 79 percent to 62.80 percent. 

Most of the questions (62 . 80 percent ) are used for obtaining 

feedback. Questions that promote trainees' mental activity are 

the least used (6 . 79 percent) of all the purposes. However, is 

this variability in the use of questions statistically 

significant? To give answer to such a question, a one -wa y Chi-

squre (Xl) statistical test was used ( see APPENDIX - F number 1 for 

the calculations) . 

Th e result in APPENDIX - F number 1 shows that the computed 

Chi - square value (X2=90.12) 1S by far greater than the critical 

chi - square value (X 23 0 . 05= 7 . 82) . This implies that there is 

a statistically significant difference 1n the use of the four 

purposes at P<0.05 level of significance. 

I 
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Therefore, it is pertinent to identify the purpose for which 

questions are most used and , at the same time , the purpose for 

which they are least used . To do so, the data of Table III above 

was seen in a way of the calculations of the pair-wise chi-square 

statistics of the four purposes of questions (See APPENDIX-F 

number 2 for the calculations). 

The calculations in APPENDIX - F number 2 depict that each of 

--t-he- computed-clTi:--squcrre- 'Va-I rre- bu ~ nd~s--g re·a te~ tha n thee--­

critical chi - square value . This implies that there is a 

statistically significant difference between the use of each of 

the purposes of questions (P, and P3 ; P, and P,; P2 and P3 ; P2 and 

P,; and P3 and P,) at P<O.05 levle of significance. 

Since the fourth purpose - Obtaining Feedback-has the highest 

freque ncy, questions, most of the time, are used for this purpose 

than for the others . The frequency of the second purpose of 

questions - Promotion of Mental Activity-is the least of all the 

purposes . This reveals that the least used purpose of questions 

is the promotion of Mental Activity though there is no 

statistically significant difference between it and purpose one. 
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TABLE IV 

Classification of Questions 

C L A S S I F I C A T I 0 N S 

Lower Middle Higher Total 

order order order 

No.of 8 4 . 16 23 . 67 2 . 84 11 0 . 67 

Qu e stio ns 

~ 
0 76 . 01 21. 39 2 . 57 100 . 00 

Rega rd ing the classification of questions, t he obse r ved 

teachers used all the three classifications . Most of the 

questions (76 . 01 percent), according to Table IV , posed by 

teachers a r e lower - order type : Knoloiledge level quest ions. The 

middle and the higher order ones are the least used question 

types . In short , Table IV shows differences in che distribucion 

of questions from one classification to the othe r . To confirm 

such differences, a one - ;,ay chi - square staciscical tesc was 

computed (see APPENDIX - G, number 1 for the calculations). 

Th e r esu lt o f th e c o mput e d ch i - s q ua r e value ( X2=9 6 . 7 4 ) i s by 

far greate r tha n the c r i t ical chi - square value (X22, 0 . 05 

5 . 99) . This i:nplies t hat t here is a statistically significant 

differe:1ce in the distribution of quescions in each of their 

three c lass if l c a t io n leve l s a t P<O . 05 level of signif icance . 

1 
I 
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Thus , it is necessary to prove statistically the 

classification that encorporates most questions and least 

questions . That is, which type of question is emphasized/the most 

used one ? and which is the least used ? 

To give answers to such questions, the data of Table IV was 

seen ln a way of pair - wise chi - square (X2) statistics (see 

APPENDIX-G, number 2 for the calculations) 

The result of this calculation reveals that all the computed 

chi - square values (X2;) are greater than the critical chi -square 

value (X21,0.05; 3 . 84). This implies that there is a 

statistically significant difference in the distribution of 

teachers ' quest ions into the three class i ficat ions at P<O . as 

level of significance. 

Since che frequency of quest10ns 1n the first 

classification - lower-order, knowledge questions -lS greater than 

the remaining one's , the most widely used question type is the 

lower-order one . And, the Higher-order classification of 

questions is the least used type. 
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TABLE V 

Total Number of Questions Versus purposeful and 

Purposeless Questions. 

Total No of Purposeful Purposeless 

Questions Questions Questions 

184 . 35 1l0 . 67 73 . 68 

100.00 60.03 39 . 97 

as shown in Table V, of the total number of questions 

(184.35) posed within 8 classhours, the majority (60.03 percen~ 

were purposeful and the remaining (39.97 percent) of the 

questions \-Jere purposeless . Is this difference in percentage 

distribution statistically significant ? To show this, a 

chisquare (X2) statistical test was used (see APPENDIX-H for the 

calculations) . 

The result of this calculation shows ~hat the computed chi ­

square value (X2 = 7 . 42) is greater than the critical chi -square 

value 0 . 05 3 . 84) . This impl ies that there is a 

sta t istically singificant difference between the distribution of 

questions that were purposeful and those that were puropseless at 

PcO . 05 level of significance . Since the frequency of questions 

that are purposeful is greater than those that are purposeless, 

mos t of the questions posed during t~e teaching - learning process 

during the 8 classhours were useful . 

I 
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Though this is the case , there were some questions (39.97 

percent) which were wrongly framed, that do not have any purpose: 

that are usually called common faults of teachers in questioning. 

Thus , it is worthwhile to consider the skill of teachers 1n 

questioning . 

TABLE VI 

skill of Teachers in Questioning 

S K I L L S 

~er Or KecnrecE1ng -rrompE1ng - Frob1ng TOt:aI 
- --_. 

Questions 12 .1 7 2 .1 7 1. 67 16 . 01 
. 

% I "1 6 . 01 l3.56 10.43 100.00 , 
.. 

In the teaching - learning process teachers I according to 

Table VI, used the three skills of questioning. Nevertheless, the 

number of questions that are skilfully posed were so few compared 

with the total number of questions (184 . J5)asked. Of the three 

skills of questioning, as Table VI depicts , t eachers mo r e often 

seem to us e the redirec ting skill of questioning than the others; 

for its proport ion (76 . 0 1 percent) is by far greater than those 

of the others. Nonetheless, only 16 . 0 1 questions from the total 

number of questions (18 4.35) posed \.Jithi n 8 classhours reflect 

the skill of teachers in questioning . 
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The Use of Questioning Technigue of Teaching in 

Relatio n to Teaching Expe ri e nce in Teacher 

Training I nstitutes . 

The use of questions for the four purposes, the type of 

questions posed, and the skills of questioning seem to be 

affec t ed by the number of years of teaching experienc~ years o f 

te a ch ing e xpe r ience of responden t s in the target Teacher Tr ai n i ng 

Institutes ranges from 1 month to 14 years (APPENDIX - A numbers 2 

). Is there variation or difference with r espect to the use of 

quest i ons for the diffe r ent purposes of questions? t o the types 

of questions ? and to the skills of questioning ? 

To answer these questions, teachers ,-,ere grouped into two­

beginners and experienced . The first group, beginners, consists 

of teachers whose teaching experience ln Teacher Training 

Institutes is less than three years and the second group, 

experienced, consists of those whose teaching experience is three 

years and above . Then, the scores of each group per session were 

de t ermined from APPENDIX - D. 
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TABLE VII 

Purposes of Questions used Related to Teaching 

Experience. 

Group 1' ,unb.'! P U R I' (l 5 L S 

,r r 1'. 1'. . TOTAL 

T~Jch~r s ' ,),)1 ., , ., 

I 
" \ " J: ' . , .)O( • 

Vi' olVIS Vf> l'" Qr' 

(f ~l'li ~~ ;1 tI' I ' ~ 'i ~ ,,, : ;'" ~:'> ('-; i ~l '" .Ij IN : ~ U Jj n 
.. 

G. I . ,~ ;; 711<7 11 ,-, . . ." 3 .3 .. 3331 " ;\1'"'' ' (, I! h ;: ,; ;\ooh 

10ul .' 1\\ 1\10 "~ (, ,111\1 ,. """ " ::'" ,, 'W ;8 b~ ,: 100 00 

Note: G, Group 1 ; Beginners 

G2 Group 2 ; Experienced Teache rs 

No.of Q/S ; Number of Questions per seSSlon . 

The use of questions for the four purposes seem to vary from 

beginners to experienced teachers. For instance, Table VII 

reveals ~hat 71 . 67 percent and 28 . 33 percent of the questions 

were used for purpose one by experi enced teachers and beginners 

respectively . Most questions were used for f eedback purpose ( ~) 

for both groups of teachers where the majority we re used by 

experie nced ones . Are these variations o r differences in the use 

of the purposes of quest ion s statistically significant? To c heck 

this, a ch i-swuare (X2) sta t istical test "Ias used for each 

purpose (See APPEN DIX -I, number 1 for the calcula tions) . The 

resul t of the computed chi - square statistics depicts that the 

computed ch i-squ.3re values (X 21 =0 . 0 1; X22 = 0 . 46; X23 =0 . 0 4; and 

x2, = 0.08 for the purposes one t o four respectively) are all les s 

---l 
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than the critical chi-square value (X2" 0.05 = 3.84). This 

implies that though there is a difference in percentage 

distribution between the two groups of teachers in using 

questions for each purpose, this difference is not 

statististically significant at P<0.05 level of significance . 

Regarding the distribution of questions with respect to 

their classifications, scores of the two groups - beginners and 

experienced-of teachers we r e determined from APPENDIX - D for each 

classification. 

TABLE VIII 

Classifications of Questions used Related to Teaching 

Experience. 

,,, or ,,,,I., .. ,,,,,, 

r,-.. .-hr r 1.''''-' .",k, \ 1 ,,~I~ .!t.:,", " I,,:~i 

' .l,,1 " 
, , ,,,II V·" , , ' v ,,~ 1)/':> < 

,):;- , ;~ . ' " ~ " ~ ; ; 

:,,, 61 .. ; " ""I' ". " , " .. ' . 't"t'·' 

!I S'" • 1111 " . ' , '),J \ 1l11 1 1 ' " , ~ l\ t' :, ,,~ : ~ uow 

Teachers' questions used by both grc ups, are catego rized 

under the three classifications of que s t i ons . Most of the 

knowledge level o r lower- order quest io ns (5 7 . 84 percent ) 

according t o Ta ble VIII, were posed by e >:peri e nced (group 2) 

teachers . From the percentage distribution o f questions for each 

classification , experienced teachers' questi o ns "ere greater than 

those of beginners' . This means that there is variation in the 

two groups. Is this differen c e stati s ti ca l l y significant ? To 
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check this, a chi-square (X2) statistical test was employed for 

each of the classifications between the two groups of teachers. 

The result of the computed Chi - square (X2) statistics (See 

APPENDIX - I, number 2 for the calculations) reveals that each of 

the computed chi - square value 0 . 54 ; and 

=0 . 58) is less than the c ritical chi - squa re val ue (X 2

" 
0 . 05 

=3 .84) . This implies that there is no statistically significant 

difference within the tc-·c;w-;Oo;-;;g-;:r"o"'uC;-"p"'so-"'o=-- ·teachers'- q'oesti-olTs ill a -1 

categor y/classification a t P<0 . 05 level of significance . 

Concerning the skills o f questioning in the two groups of 

teachers, scores for each skill were determined from APPENDIX - D 

as follows . 

TABLE IX 

Sk i ll s of Questioni ng Related to Teaching Experie n ce . 

No . of 5k. ill s. Tc t al 

Group T eachc Redirect ing Prompt; ng Probing 

rs No . of ~ No.ofQ ~ No.of % No . of % 

O/S /S O/S 0/5 

1 5 1.13c. 31. .36 0.20 33 .90 0.13'- 28.68 l,l.68 33.69 

2 3 2.1667 65.6l. 0. 39 66.10 0.3333 71.32 2.89 66 .31 

i a t a I 8 3.3007 l ("oI:.CJ Q O. \9 100.00 o ,1. 6 73 100.CC '.3\8 100 .00 
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The two groups of teachers, as Table IX reveals , have used 

t h e three skills of questioning. Neverthe less, the proportions of 

questions of t he experienced teachers, in each skill , are grea ter 

than the beginners ' . That is, experienced teachers ' questions are 

more skilfully framed than those o f the beg i nner s ' . However, is 

this variation/difference 1n the skill of questioning 

statistically significant ? To c heck this, a chi - square (X2) 

statistical test was computed (See APPENDIX - I, number 3 for the 

calculations) . 

The resul t of the computation in APPENDIX-I numbe r 3 depicts 

tha t eac h of the computed chi-square value \X~) for eac h skill of 

questioning between the two groups of techers is less than the 

c ritical chi - square value 2 
(X l' 0 . 05 J . 84) . This sho·.,s that 

there is no statistically significant difference in the skills of 

questioning between experienced and inexperienced teachers . 

4 . 1.3 . The u se o f Quest i on i ng Technigue of Teaching 

in Relati o n t o Sample Subje c t Ar e a s . 

Th e purposes for which questions are used, the di s tribution 

of questions 1n the three classificati o ns , and the skills of 

questioning, seem to vary from subjec t t o subject . In this study, 

four subj ects I·Jere taken as sample subj ect areas . Is there 

variati on/ difference among the sub jects in the use of the 

purposes o f question s ? on th e distribution of questions in their 

c l assificat i ons? and o n the skills of que s ti oning? 
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To answer these questions , scores for each subject area were 

de termined in terms of purposes , classifications, and skills from 

APPENDIX - D. Then, a chi - square (X2) statistical test was employed 

for each case as follows . 

TABLE X 

Distribution of Questions per purpose and subject Area. 

SlI l1 l' l,' I' l " I' " ~ !-. ... TOI I I 

- -
Sub,n.'!$ " I' 

' oJr v < , .~ .,1 \.".1 '. " .ul t.) , " ,.)1 V , " ',>I V • 
,\J1 1I1 :l1 1" ~ .'-' ~ .:.; ~ Jh t·; , . ; It> ! ,) ~, I; _.J !~ ,,; ;~ \ ~ ) ..... r: 

ElI!lh$ll : " ! 1 J • '- ;: 1<. 
" 

,. ~ I' ,! :. ,)\1 ; ~ '. N'·- 'i ~ h< 

1>.edJ~O i \l" I ~() 1" 1 II ', I I 1'(·, ; I ~ I !1 " d, : . ("i ~1 I , 1, ) . ) ~ 

I's~ tho l o !!~ lo- t - :- \, \ " I (I . .l!l ;?'G? iI"3 it7·50 QJL- ' ''', ,;'" " 
TOl l l 0,. ;\. ,,, ,,' il ' " ' ' t,·;", ."' J l- 1\H'"' " ~l' , 

Table X re v eal s the dist r ibuti o ns of quest i o ns f o r eac h o f 

the purposes per scl bjec t area . Purpos e o ne is mo r e used f o r 

Amharic ( 44 . 78 percent ) ; pu r pose t ;~· o , a s well , 1 S used f o r 

Amharic ( 62 . 18 perce nt ) purpos e three f o r Engli s h( 46 .5 2 

percent) and purpose four is mo re used for English (34 . 53 

Percent) On the o th e r hand, purpose one 1S les s used for 

pedagogics(15 . 51 perc ent ) , pu rpose s 1: \'10, three, and four for 

p s ychol ogy (which ar e r es pecti vely 0 . 00 percent, 11 . 13 pe r cent, 

and 15 . 11 percent) . In s ho rt, Tab l e X depicts variati o ns on the 

use of each of the purpos es of questions from subject to subject . 

To show whether su c h variation is statistically significant, a 
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chi-square (X2) statistical t es t was computed (see APPENDIX - J, 

number 1 for the calculations) . 

The computed chi - squa re value for each purpose, as APPENDIX ­

J number 1 reveals, is less than the critical chi-square value 

(X23, 0 . 05 = 7 . 82) . This implies that though the distribution of 

question s with in a purpose vary from subject to subject, there 

is no statistically significant difference amo ng subjects 1n the 

use of-each of the respe c 1ve-pDrp o-s-es at p~u.o-5-reV"e 1---of----l 

significance. 

TABLE XI 

Distribution of Questions Per Classification of 

Questions and Subject Area . 

~"-l1!I'k 
C , " S , r I ~. ., , ,<> , 

[ ,ow,·, t )r'h~ " ",011,- .,,,1,., " .-1,,-, , 'I.~. o. 
, " .. : 

~"I> I"d' 

' oo(V ., 
" " 'J , , 

-\n ;',.\I" 1; .; '; . . .J't! ... :" ;. " '. , -; 

iJ '~ '''h ~~ N ' ' .. 0' ". • ;,, ", :; " 

p", la ,!! o )tl~-S Iii 17 " " ;'(1 ., 
\1'1' ' !oil .. . :'00; 

Ps~d,olo l'~' ' 'I),) H, ,. \I ~; j ~ , , I p ' 11i ' / j J .\j : ; ~u 

TOIlI !OJ 1(, 1\l1I\ ~ ) :; 107 h ~ '\ " ;\l " ., 10 I ",. ;!.XHlJ 

Questions, as Table XI reveals, are dist ributed dif ferent ly 

from one subject to another in each classification . For instance, 

of all th e lower - order questi ons (84 ,16 ) , the majo rit y (34 , 05 

percent) were aSKed 1n Engl ish lesson , Moreover, of the total 

number of questions (110 . 67), the maj o rity (35 . 85 percent) also 
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lie in English. Nonetheless, how far is this variation 

statistically significant? To answer this question, a chi-square 

(X1) statistical test was used (See APPENDIX-J number 2 for the 

calculations) . 

The result of the computation in APPENDIX-J number 2, 

reveals that each of the computed chi-square value (X1;) for each 

classification is less than the critical chi - square value (X13, 

O . 05 =7 . 82) . This implies that there is n o statistically 

significant difference in the distribution of questions in each 

subject area over a classification of que s t ions at p<0.05 level 

of significance. 

TABLE XII 

Distribution of Questions Per Skill of Questioning and 

Subject Area 

~:U!ll'k , , , , , , 
S Uh j<'CH R ... :~", " ," I '" :Ii :"1 i",·l." , I '. j 

, ' ., ,- , .",1 V ' ,','1 ,. 
·\J'Il'~J " " I _ I :; \ 1 \~ ;~ , lA , 'i'l " 

1J,~h<J, 
, ,- ;1.,, · .. \ ; " " II '" "" '. 

P:M!.>.~Qt"·~ I; -: II ~II ! ip. " 
,- '" -

l':.~d\Olof' ", I> u p ' ,.,(1 til .. ,h ot q, .. 

1'0131 " ; ' ~ I ' , , ,- l1~lI . J I I ~ J ' " 

The skill of questioning varies fr om subject to 

SUbject. For instance, as Table XII depicts, in the redirecting 

skill of questioning, more questions (60 , 23 percent) were posed 
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in Amharic lesson but in psychology no skill of questioning was 

observed. In the case of the probing skill of questioning, too, 

the majority of the questions (59.88 percent) were asked In 

Amharic lesson. Is this variation/difference in the skill of 

questioning statistically significant ? To chec k this, a chi ­

square (X2) statistical test was used (see APPENDIX - J, number 3 

for the calculations). 

APPENDIX - J , number 3 reveals that the computed chi - square 

values (X2
i ) are all less than the critical chi - square values(X23, 

0 . 05 7.82). This implies that there IS no statistically 

significant difference in the skills of questioning among the 

sample subject areas at P<0.05 level of significance. 

4 .1. 4 . The Use of Questioning Technigue Of Teaching in 

Relation to Student-Population (Class-Size). 

The use of questions for the four purposes, the type of 

questions posed, and the skills of questioning used seem to be 

affected by the number of students in each classroom . In che 

observed classrooms of the two institutes, there is variation in 

the number of trainees (APPENDIX -A, number 2) . I n Nazreth Teacher 

Training Institute , there are 50 trainees in each classroom . 

Where as, in Debre Berhan, there are 25 trainees In each 

classroom. Can this variation In student population create 

differences / variations in the use of the purposes of questions?, 

in the distribution of questions in each of the classifications 
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of questions ?, and in the use of the skill s of question ing ? To 

answer these questions, the two institute s ' scores for each 

ca tegory were determined from APPENDIX - D and were compared by 

using a chi -square (X2 ) statis t ical test. 

TABLE XIII 

Purposes of Questions in the two I ns titutes . 

" l I{ 1'1) , I. '> ~ 
". 1 Il l ! 

,\ ooi () \" >.J! < 

V 

"av elh Il S: 701': , 
" .. : \ i ' , ., ,-I J .~ u~ ~J 5' t J 

D/B.:.rtoJ" 2 ~J 2') ,. " ,: ", : (- .; ~ ,. ,. J\! ~: ~ I! 3 ; J I .~ t) 

10Il i '1 1, II .. " , '\ 1" - .. ,., I ~ " , 
" " ""., \ 1 ~, - IW lU 

The proportions of questions for each purpose, a c cording to 

Table XIII, vary from one institute to another . For instance, the 

majority (70 . 63 percent) of pu r pose one ques~ions were asked in 

Naz reth Teacher Tra ining Institute. Of the total pu rpose f ul 

q uestion s(1 10 . 67) f o r ,·,hich questions \·:ere asked the majo r ity 

(58.14 percent) we re again asked by teach ers of Na zre th Tea c her 

Train i ng Institute . Nonetheless, is this va r iation/ difference in 

the use of quest ions in the four purposes in the two institutes 

has a significant differe nce? To chec k this, a chi - square (X2) 

sta tist ical t est was used (See APPENDIX - K, number 1 f o r the 

calculation) 
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The result of the computation of the chi-squate (Xl) 

s t a t ist i cs (APPENDI X-K, number 1 ) dep icts t h a t each of the 

compute d chi - squa r e value (Xli) of the four purposes is less t han 

the cri t ical chi-square value (Xl 1, 0 . 05=3 . 84) . This reveals that 

the r e i s no s t atis t ically significant difference in the use of 

the pu r poses of questions from one institute to another at P<0.05 

level of s igni ficance . 

---------------------------------------·TA~LB_~~V-

Classifications of Questions Used in the Two Institutes. 

[mslilul.:S Num tX!1 ('I. .\SS IFI( · \ '[ to' 

01 L,m ,,:r On!.:1 ~, dd k 0 1.1,:1 H l~h':l Ou kl T I >I,L I 

-
T.:.lcth· l~ ~Ilnt Q 1"1, r\n 111 Q Ci S ,ll" " i'\l,ll Q ~. 

Q 

N:l.7.f~th " 'l! R, Dl' J0 11 I' " 19 ~ -~ ~C 69 6-::U S8 14 

D/B.:rh.1Il " ",l "' ~" ( 'II. ) I ~ ~\) "2 .\ I U :'II.. 17 bl 46 JJ J ! S6 

Tell:!1 , '0 10 1I.'UW ~.: b7 100 t)J ~ ~J IUOW 11 067 100 00 

The distributi o n of questions In each of the three 

cla s sific a t ions , as Table XIV shows, are diffe r ent from one 

i ns titute t o a no t her . For instance, lower - order ques t ions are 

more used (60 . 40 percent In Nazreth Teacher Trai n ing I nsti t ute 

than Deb r e Berhan . Qr of the total nunber of questions (110 . 67) 

encorporated i n the classifications of questions , the majority 

(58 . 14 percent) Here asked in Nazreth . Is this 

var i ation/dif f erence In the two institutes sta t istically 
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significant ? To answer this question, a chi-square 

statistical test was employed (See APPENDIX-K, number 2 for the 

ca lculations) . 

The computed chi-square statistics (APPENDIX-K, number 2) 

depicts that each of the computed chi-square value (Xli) is less 

than the critical chi -square value (Xl 1,0 . 05 ~ 3 . 84) . This 

implies that there is no statistically significant difference in 

the distribution of questlons in a c ass l Itcatton-rrmn- on'e'--­

institute to another at P<0.05 level of significance . 

TABLE XV 

Skills of Ques tioning Used in the Two Institutes 

111Slil UI":~ NLlI11I~1 S K 1 L L S 

"r Rl!dl!<.'~IIJl~ 1'1')1111'1111;: ~J , '1'1; T\ ~Jd 

T.;.II,:h.:t'S N,)tll Q ~ N,I,,1 Q '. , ." ,1 Q ~ ," 'I_~lr Q "-

, 05 .:'_'-11 1 " " ; .:.~ , .:,I S\.l S 67 " 1:-

D/B':lh,LJl :; 67 -1 0 :'q 'W -I n '-' ~ u ,. 

'" 1 , ~ .u -I ~ g:; 

, 
" 17 11. . .'1' I'll) , 

" 
. , . . 1.)1.."1,.·) 16 0 1 100 I)) 

The skills of teachers in framing questions vary from one 

institute to another . For instance, fro m the total number of 

questions posed by the use o f the redirecting skill of 

questioning (12.17, Table XV), th e majo r ity (53 . 41 percent) were 

asked by teachers in Nazreth Teacher Training Institute . Or of 

the total number of questions (16. 01) thac were skilfully posed, 

the majority (54 . 15 percent) was agaln asked by teachers ln 
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Nazreth Teacher Training Institute. Nevertheless, is this 

difference in proportion statistically significant? To confirm 

this, a chi-square (X2) statistical test was used (see, APPENDIX­

K, number 3 for the calculations). 

The computed chi - square statistics ( APPENDIX - K number 3) 

shows that the computed chi - square value (X2,) for each of the 

skills of questioning between the two institutes 1S less than th e 

-------e-:r-i tie a 1 eh i- s qua-Fe ----v-a-1 u e-f-X~1_,O_.-0-5 - 3 84-) Tb j s j m s th a t 

there is no stat i stically significant difference in the skills of 

questioning 1n the two institutes at P<O. 05 level of 

significance . 

4.2 . Discussion on the Results 

From the data procured through the observation checklist, 

necessary information are obtained regarding teachers' questions 

that were posed during the teaching - learning process . This 

section di scusses the results based on related literature. 

Concerning the frequency of the occurance of teacher's 

questions, the result sho\ved t ha t on the average about 23 . 14 

questions were asked within one classhour,where one classhour is 

a 45 minute long. Research done on 76 professors about the 

frequency of questioning, according to Duell and his colleagues 

(1992 : 483), revea Is that professors posed on the average about 25 

questions per classhour ,no matter how much the duration of one 
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classhour is. Hence, frequency of questions posed by trainers in 

Teacher Training Institutes is very much anlike those of the 

professors' . 

The result also showed that more questions were posed both 

at the beginning and at the end of the daily lesson . That is , 

more questions were asked when relating the previous lesson with 

the new one and when revising the new lesson. Nevertheless ,the 

frequency of questions in the middle six five m1nutes was ess . 

This implies that while presenting/explaining the new lesson, 

teacher~ talked much: classroom interaction that may be created 

due to t eachers ' questions was less, the involvement of trainees 

as partners in the instructional process ~as minimal . 

As to the purpose of quest ions, the resul t revea led that 

most of the questions (62 .8 0 percent, Table III) were used for 

feedback purpose . This happene d because, 1n order to assess 

trainees' understanding or recalling ability of the concepts 

taught, trainers repeatedly asked questions that were answered by 

the use of words and phrases . Besides, such questions as " isn ' t 

it ?, ok! ?, right? Yes ?, understand ?, clear ?", and the like 

were repeatedly posed . That 1S why most of the purposeful 

questions 

questions . 

(76 . 01 percent, 

Nevertheless, 

Table IV) were knowledge level 

knowledge questions, 

Kissock and Iyortsuun (1984 : 9) ; Cooper (1986 : 143) 

according to 

and perrott 

(1986 : 42), require students to define, recall, recognize, and 
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information, procedures, 
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learned-certain specific 

or ideas . Moreover, the 

facts, 

four 

interrogatives-who,what,where,and when (which are also knowledge 

questions), according to Farr ant (1988 : 190 ) , are used to test 

what has been learned . 

During this time (when knowledge questions were posed) , the 

researcher observed that trai nees, in mass, frequently answered 

by say ing--" Yes " / ' 'lTO'~ach-tra"'ill Em '".--ob i 1 i Ly of ce-mp'ar 1cng ,,-----1 

contrasting, analysing, synthesizing , reasoning, and the like was 

not as such given due cons ideration . That is, purposes of 

quest ions that promote the trainees' mental activity, though were 

not put aside at all, did not get attention by teachers. 

Surprisingly, Table III showed a reversed result, in that, the 

purpose of questions that promotes trainees' wental activity was 

the least used one . 

Regarding the type of questions tha~ ~ere posed during the 

teaching-learning process by teachers, most questions (76 . 01 

perce~t, Table IV) were under th e classification termed as lower ­

orde r questions or knowledge level questions. A study conducted 

back i n 1912 also reveals that most que stions, according t o 

Cooper (1986 : 142), \·:ere stric tly memory, call ing only for a 

superficial understanding of the mate rial. Besides , a report 

which was made by Gall (1970) as cited in Dunkin (1988 : 409) s h ows 

that of the questions asked , about 60 percent required recall of 
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facts. Nevertheless, the maj or i ty of the questions posed by 

professors we re higher level ones (Duell, et . al; 1992: 483). 

Therefore, the nature of questions posed by teachers in Teacher 

Training Institutes is similar with those posed back in the 1912s 

and with those in the 1970 as reported by Gall. However, it is 

contradictory with those of the professors' questions: the 

majori t y of professors' questions are higher order ones (Ib id ) . 

Knowledge quest: ions-,- as 

approval seeking questions : 

c-t-t ed croove--;- v.rere- donri nated by 

questions that demanded trainee 

agreement/disagreement . Moreover , quest ions that were answered by 

a word were included t o the knowledge level questions . 

Nevertheless, question types that required learners' ability to 

assess an idea/ concept, make comparisons, explain, SUmr.1arlZe , 

contrast, and the like (Middle-Order Questions) and that enable 

trainees analyse, synthesize, relate parts of a problem, 

illustrate/ exemplify their responses, assess procedures, and the 

like (Higher - Order Questions) were only handful. That is, they 

we re respectively 12 . 7 9 and 1 . 54 percents (APPENDIX - D) Compared 

with the total number of questions posed within 8 cl asshours. 

To pose the middle and higher order questions, ca refull 

preplanning was quite essential. However, trainers failed to do 

so . Because , the rese archer , during his field work had ca rried 

out an informal checking or assessmen t of the periodic lesson 

plans and teaching notes . None of the lesson plans revealed 
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preset questions. And, the teaching notes did not consist 

questions that can be posed during the teaching-learning process 

other than the questions presented on the summary of each of the 

c hapters. Even such questions were not seen in use during the 

observation sessions. From experience, nevertheless, questions, 

at the end of each chapter of the teaching no tes, are used f or 

outs i de classroom assignments. 

The result of the study also revealed that 39 . 97 percent 

(Table V) of the questions from th e t o tal questions posed during 

the teaching - learning process '.-Jithin 8 classhou rs \oJere 

purposeless ones. Hence, teach ers made common faul ts in 

ques ti o n ing and faulty use of questions \Jas practiced. Chief 

cause s for such \Jeakness in questioning, according to Burton 

(1952 : 538) lie in : 

the t ea hers ' conception of the purposes of questions; 
lack of kno\Jledge of the mental processes of 
learning; 
teachers' own lack of general education and 
intellectual interest ; and 
when teache rs' kno\Jledge and thinking is poor . 

In addition to these causes, inexperienced teachers 

frequently make bad use of questioning (Farrant,198 8 : 191) . Hence, 

causes for bad use of questions in Teahe r Training Institutes may 

be due to the causes ident i f ied by Burton (1952 : 538) . 

Nevertheless, teach ing e xpE' r ience may not be the cause for 

traine rs bad u se of questi o ns . This is for the reason that 

teaching experience of all the observed teachers but one is more 
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than six years (APPENDIX-A, number 2) no matter, some teachers' 

teaching experience in the Teacher Training Institutes is less­

about two years . 

Teachers ,,Jere observed ,,Jhile using such common faults in 

questioning as limited, ellipitical, loosely - worded, multiple, 

and vegue or general questions . From these faults in questioning, 

the following were practiced repeatedly. 

Limited Questions: During this time, teachers completed what 

they prepared ln time . However, ln the name of using the 

classhouc properly, they asked purposeless questions : questions 

that do not have any use in the teaching-learning process. 

Examplt: Has anyone any question? 

Has anyone any d oub t ? 

Any question you have? and the like. 

Elliptical Questions: In this case, incomplete statements 

immediately followed teachers' presentation of a certain concept 

such as " steps in lesson planning " and "Components of Memory ". 

That 1S, when they rea c hed to a key term or something that they 

assumed important, teachers stop ped their 

required trainees to complete the sr.ate;;)ent. 

were simply presented in q~estion forn . 

presentation and 

Incomplete ideas 

Exampl e : Applicat i on i s the highest form of ... ? 
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The first component of memory is ... ? 

Recording means ... ? and the like. 

Loosely-Worded Questions : Here, too, teachers asked 

questi o ns follow ing their presentation of an idea . In the mean 

time, they r equired trainees to tell them the idea by questioning 

thei r explanation using the wo r ds " \'ihat " and " Whe re ". 

Example : The significance of planning is what? 

"What to teach" enables you toK now w 1at'~'---------1 

You teach because of What? and the like . 

All such common faults in questioning reveal that teachers 

have problems in the skills of questioning . 

Regarding the skills of questioning, the result showed that 

16 . 01 questions (Table VI) from the total questions posed within 

8 classhours were skil fully presented . r·loreover, of the total 

questions posed, the r esult showed that only 6 .5 8 percent 

(APPENDIX - D) of the questions demanded trainees' inte raction due 

to the teache r s ' use of the r edirecting skill of questio ning . 

Nevert heless , the first step towa rd deve loping effect i ve 

questioning skill is to increase student participation (Jacobsen , 

et.al. , 1989:14). The re sult also revealed that of the total 

questions posed within 8 classhours, only 1 . 17 pe r cent and 0 . 01 

percent (APPENDIX -D ) respectively were prompted and probed. 

However , using hints/clues according to Jacobse n and h is 
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associates (1989:146), are used to aid the student in responding 

successfully. Moreover, the ability of requiring fuller answers 

from students, helps to encourage them to justify or further 

explain their responses, vie\vs, suggestions and there by to 

lncrease the depth of discussion, and move students away from 

shallow responses (Ibid: 149 - 50). 

Thus, questions of teacher trainers, in Teacher Training 

Ins t+ t ute s-, - -tha t dema-A€l ed t Hl-i-FI e e s ' - a-b-i-l-i t y t 0 -aJlaly S-E-~g-,j -"vc.ee'---__ 

reasons/justifications and the like were minimal; teachers' 

ability in requiring fulle r answers from trainees or the 

avoidance of surface answers was unsatisfactory-alr.1ost it was 

nil. Hence, teachers \-Iho teach in Teacher [raining Institutes 

failed in posing questions in the righc ~ay . 

Results rel ated to teaching experience revealed the presence 

of differences bet~een experienced and inexperi enced teachers in 

the use of the purposes of questions, classificat ions of 

questions, and in the skill of questioning. In each case, 

expe r ienced teachers performed better than beginners. This may be 

the result of teac hing more years in teacher training institutes. 

That is, if one is mo re experienced in teaching at a specific 

level, it enables him/her to perform better activities than those 

who do not have experience at a similar specific level. HO\-lever, 

as t he result of the study sho\-led, such a difference is not 

statistically sig~ificant . This may be due to teachers \-Iho were 
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grouped under beginners . Because, in a real sense, they were not 

beg inners: all but one had served as teachers more than six 

years. 

Regarding the distribution of questions in the different 

subject areas, the result s howed that questions were no t evenly 

distributed in each subject for the four purposes of questions , 

the classifications of questions, and for the skills of 

questlonlng. Neverthel ess, Ene compuLeO~-h~~~Te tat+s~~es----J 

(A PPENDIX - J, numbers 1 to J) showed that such variation is not 

statistically significant . That is, all seem to be the same in 

all subject areas. In other words, variation in the subjec t area 

did not bring variations in the use of questions, in the type 0: 

questions that were posed, and in the skills of questioni~g . 

Concerning the effect of student population on the use of 

the purpose s of questions, on the distribucion of questions ln 

the three classifications, and on the skills of questioning, the 

result showed differences 

population . However I this 

between the 

difference 

t',·!O 

is 

groups of student 

not statistically 

significant. This implies that class-size is not a cause for the 

use of questions for any of the purposes, in the type of 

questions that can be posed during the Leaching-learning process, 

and in the skills of questioning . 
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grouped under beginners. Because, in a real sense, they were not 

beginners: all but one had served as teachers more than six 

years . 

Regarding the distribution of questions in the different 

subject areas, the result showed that questions were not evenly 

distributed in each sUbject for the four purposes of questions, 

the classifications of questions, and for the skills of 

questioning. Nevertheless, the compu e ~l squa re---stati-stics-­

(APPENDIX-J, numbers 1 to J) showed that such variation is not 

statistically significant. That is, all seem to be the same in 

all sUb ject areas. In other words, variation in the subject area 

did not bring variations in the use of questions, in the type of 

questions that were posed, and in the skills of questioning. 

Concerning the effect of student population on the use of 

the purposes of questions, on the distributi o n of questions 1n 

the three classifications , and on the skills of questioning, the 

result showed differences between the t\.JO groups of student 

population . However, this difference 1S not statistically 

significant . This implies that class - size is not a cause for the 

use of questions for any of the purposes, 1n the type of 

questions that can be posed during the teaching-learning process, 

and in the skills of questioning . 



CHAPTER FIVE 

5. SUMMARY , CONCLUSIONS, AND RECOMMENDATIONS. 

5,1 . s ummary 

The purpose of this research was to determine the extent to 

"Ihich effective use 1S made of the Questioning Technique of 

teaching in Teacher Training Institutes. Therefore, the research 

project attempted to : 

determine 

questions; 

the 

required to serve; 

frequency of teachers'/trainers' 

determine where these questions fall in the three 

classifications of questions ; 

identify the most frequently asked question types; and 

identify the skills that reflect trainers' skilfuless 

in the Questioning Techniqu e of Teaching . 

For the attainnenc cf th e research requirements, the 

following procedures ~ere followed : 

two teacher training institutes (Nazret h and Oebre 

Berhan) were selected cn the basis of their proximity 

to the re searcher . 

data collecti o n i ns trument (obse r vation checklist) was 

devel o ped and tried out in a~ institute different from 

the target ones; 

the reliability and validity of the checklist were 

determined; 
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eight trainers were deliberately identified in the two 

target institutes. These eight trainers were taken as 

sources of information; 

two observers were trained i n how to use the checklist 

and record findings; 

each selected trainer was observed for th r ee 

co nsecutive classhours by the two trained observers; 

Observers tallied and recorded what they have observed 

--re<;-ardi-A<; lo-J'-a-iF\e-t's -'--ques.t..i.o.ns- pns.e..c:L durin the 

teaching-learning process; 

finally, results were presented and i~terpreted using 

statistical methods (percentage dist r i blltion and chi ­

square statis tical test) and discussions were carried 

out vis-a-vis relevant related research and literature . 

Then, th e following findings are obtained: 

On the frequency of occurance of Teachers' Questions: 

frequency of 

about 23 . 14 

teachers' 

questions 

questions vias on 

per classhou r, 

classhour is a 45 minute long. 

the average 

",.;here one 

More questions were asked both at start and end of the 

daily lession . 

frequency of teachers' quest ions decreased as time 

increased (for the first four-five minutes) and 

increased as time decreased (as the classhour was going 

to end : f or the last three - five minutes) . 
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On the Purposes of Questions: 

The purposes for which questions were asked 

included : 

Motivating trainees; 

Promoting t r ainees' mental activity; 

Involving trainees as partners 

instructional process; and 

obtaining feedback . 

1n the 

Th e rna Jon t y 0 r-ffi e pu rpos e fTI 1 q ae-sti-ons -(-6-2--;--&6 ----I 

percent) were used for obtaining feedback . 

Questions that serve the promocion of crainees' mental 

activity were the least (6 . 79 percent) used ones . 

On the classifications of Quescions : 

Questions posed ,Jere distributed among each of the 

three classifications of questions, t'1at is, in 

Lower - order questions; 

Middle Order questions; ar.j 

Higher - Order Questions . 

Questions were not evenly discributed 1n each of the 

classifications . Because the computed chi - square value 

(>;2=96 . 74) is by far greater than the critical chi ­

square value (X 22, 0 . 05 = 5 . 99) . This shows that there 

is statistically significant difference on the 

distribution of questions 1n each of the three 

classifications at p<0.05 levle of significance . 
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Most questions (76.01 percent) were encorporated in the 

lower order question type. 

Questions that were included in the Higher - Order 

category were so-few (2.57 percent) 

5.1.4 On the skils of Questioning : 

The three skills of questioning : redirecting, 

prompting, and probing were used presenting 

questions. 

Of! 
for I 

encorporated in each of the skills Questions 

questions (12.17, 2.17, and 1.67 respectively 

redirecting,promp ting and probing)were so few in 

relation to the total number of questi.ons (184.35) 

posed within 8 classhours . 

Questions included the redirecting skill of 

questioning were the highest (36.01 percent) compared 

with the remaining two . 

The probing skill of questioning ~as the least (10.43 

percent) used one . 

Faulty use of questions was also practiced. More than 

one - third of the questions (39 . 97 percent) were wrongly 

presented . 

5 . 1.5 Results related to such variables as teaching 

experience in Teacher Training Institutes, subject 

area, and student population revealed that there is no 

statistically significant difference on the use of each 

of the concepts (distribution of questions in the four 
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purposes, in the three classifications, and in the 

skills of questioning) with each other within a 

variable. 

Therefore, on the basis of the findings, the following 

conclusions are made : 

5 . 2 . 1 

5 . 2 . 2 

5.2. Conclusions 

More questions, within a 45 minute period,were posed at 

the beginning and at the end of the daily lesson . This 

implies that frequency of questions was high in the 

time of relating the previous lesson with the new one 

and when revising the periodic's lesson. Nevertheless, 

frequency of questions was lo~ in the middle six - five 

minutes which is the time of presenting the new lesson. 

This implies that classroom interaction was less; 

questions that requlre trainees as partners ln the 

instructional process were lC.inimal; ln short , the 

teaching - learning process ' .. :as a teacher dominated o ne. 

Questions served differenc purposes . However, most of 

them were used for obtaining feedback . This was made so 

as to assess trainees' atility of recalling or 

understanding the concepts of che last lesson and that 

of th e day ' s . The nature of questions for the feedback 

purpose was knowledge levels and were dominated by 

approval types of questions, questions that were 
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answered by Yes/No . Questions that promote the 

trainees ' mental activity were the least . 

Alt hough questions were distributed among each of the 

classifications of questions, the majority we r e lowe r­

order ones - knowledge level questions . This implies that 

mos t ques t io n s r equi r ed trainees to define , list, t e l l , 

recall , identify , a nd remember the facts, terms , a nd 

concepts taught . Higher - order questions that demanded 

tlTe-ab-ili-t;- ef deteFmining and r-e+ating !3arts-of - a--..., 

p r oblem/concept ; analysi ng ideas/procedures; giving 

reasons; illustrating/exemplifying responses; assessing 

procedures/ways ; and the like, however were too less . 

Trainers used three different skills of questioning. 

Nevertheless, all the questions that ',Jere skilfully 

posed were by far less than the total questions asked 

within 8 classhours. Hence, the ability of teachers in 

giVing hints/ clues for weak ans~ers o r for incorrect 

responses or the ability of stating a question so as to 

lead a trainee to a better ans~er; and the ability of 

r e q ues ting fuller a nswe r s or the avoida nce o f 

su r face/shallow answers were minimal. On ly 2 . 17 

questions were prompt ed and 1 . 67 questions were p r obed 

frem the total number of questions (184 . 35) posed 

within 8 classhours . This implies that most ques t io n s 

were not posed skilfully, they were simple questions ­

knowledge questions as mentioned above. The remai n i ng 



5 . 2 . 5 

5 . 2 . 6 

96 

were purposeless questions that did not serve any 

purpose and that did not demand skill in questioning . 

Generally, all these imply that effective use of the 

questioning Technique of Teaching is not made by 

trainers in Teacher Training Institutes . Hence , 

trainees (the would be primary school teachers) are not 

trained in a way they are able to reason, justify, 

determine/relate parts of a problem or concept or an 

idea, analyse , synthesl'-z""e',-~assessJ judge--w-hat is'--~ 

wrong/ right, and the like . Their learning is a rote 

type of learning . In their future teaching, thus, 

trainees ' questions will be knowledge level ones that 

will help to check children's understanding, recalling, 

recognizing, or remembering a certain idea, concept, or 

fact taught . This will compell primary school children 

to memorize/ recall the facts, ter~s, or general truths 

so as to answer their repective teachers' questions. 

Children'S learning will be a rote-type of learning . 

The main causes for the present failure of primary 

school children to compare , contrast, reason, justify , 

illustrate, and the like, therefore, coul j be 

attr ibuted to tra iners 0 f pr ima ry school teachers. 

Hence, it is quite pertinent to sugges t /recommend ways 

of how to improve primary school children's learning 

that minimizes or eve n that can avoid the rote type of 

learning. 
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5.3 Recommendations 

Based upon the findings of the research and the conclusions 

reached , the following recommendations are made. 

5.3 .1 In order to avoid the rote type of learning in primary 

schools , trainers of teachers must themselves practice 

to avoid the rote type of learning in their institutes . 

To do so, they should pose quest ions that requlre 

--------------.1: r a l;-n=e"e;-;s~r, --~t'o;--~a"n""a-,I'y=s'e;-;~--.s=y""n tn e s l'-z'e;-;~-----;r"'e""acs~'o n'---

5.3.2 

determine/relate parts of problems, concepts, or ideas; 

illustrate/exemplify their responses; and the like 

during the teaching-learning process. Middle and 

Higher-Order questions should get due attention as 

lower order ones . 

In order to make trainees partners/participants in the 

instructional process, to promote their mental 

activities, and to enhance their learning by generating 

interest on them; teacher trainers should make the 

appropriate use of Questioning Technique of Teaching . 

Trainers should not glve stress merely to obtain 

feedback . Quest:ions that can be answered by the use of 

words only and that can be answered in mass should be 

reduced, should not be overused. Common faults 1n 

questioning should be avoided . That is, teacher 

trainers should avoid the presentation of incomplete 

statements 1n question form; the tagging of their 
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presentation/ explanation by the use of "What", 

" Where " , " Who " , and "When " should also be avoided . 

Because, such questions obscure learning . 

Teacher trainers should prepare non - knO\oJledge questions 

prior to their ent ry in classrooms so as to conduct 

effective teaching and learning with respect to the 

Questioning Technique of Teaching . 

Teacher trainers, first and foremost, should have a 

thorough understanding regarding the Questloning 

Technique of Teaching- the uses of ques ti ons , the types 

of questions that avoid and promote the rote types of 

learning, and skills in questioning. Hence, trainers of 

teacher trainers should acquaint and familiarize such 

teachers 

education 

this 

departr.1ents 

technique . 

of the MOE 

Concerned teacher 

should refresh/up 

grade teacher trainers and primary school teachers with 

the Questioning Technique of Teaching . 

Finally, the researcher recommends researchers to study 

on the impact of e xperience in teaching at a specific 

level on the use of the Question ing Techniqu e of 

Teaching : the frequency of questions, the purposes of 

these questions, the types, a nd the skills in 

questioning . Besides, the curricula of colleges of 

trainers of teacher trainers, and their implementation 

should be assessed with respect to the Questioning 

Technique of Teaching . 
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APPENDIX - A 

PRELIMINARY INFORMATION 

- ~ - ~ - -- ~ - --- - - - -1 . Reqarainq Observers qo~c::l _Teachers' Observe d for t he Tryo u t 
-

Sex Yea r s of Experie nc e Qualifica Area o f Study Current Statu s 
in Te ~ c h ing tLon 

In TT In Another 

Observers 

1 F 3 5 BA Amharic Stude nts' Dean and 
Amharic Teache r 

2 M 1 3 0 BA Pedagogical English Teacher 
science 

3 F 5 7 BA psycho l ogy Psychology Tea c her 

4 M 6 

I 
3 BA Pedagogica l Pedagogics Teac her 

Scie nce 

Teache r s 
Observed 

--

I 
I M 9 0 BA Pedago gical Amharic Teacher 

science 

2 M 3 8 BA Ling u is tics English Teacher 

3 M 1 8 BA pedagogica l Pedagogics Teacher 
sc ience 

. - -. - - ~-

4 M 16 0 BA Pedagogica l Psychology Teacher 
SClence 

Number of Trainees in Ea c h Ceassroom is 46 
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- ~ - ~ - - -- -2 . Reqardinq Observers and Teachers' Observed For the Final Study 
I 

Sex Years of Qualifi Area of study Current Status Institut e 
Experienc e in cation 
Teaching i n 

- -
TTl J not her , 

M 7 ( BA Pedagogical First y ear Graduate 
SClence Student of 

Curriculum and 
Instruct ion 

Observers 
M 4 BA Pedago gical Third yea r Graduate 

science Student of 
Educational 
Psychology 

M 1 I BA Pedagogical Amharic Teacher 
Science 

Teacher 
~ Observed F 0 BA English English Teacher NAZRETH 
I 
I 

M 5 i BA Peda gogica l Pedago gi cs Teacher 
Science 

I 
M 7 BA Psychology Psychology Teacher 

NUMBER OF TRAINEES IN EACH CLASS ROOM = 50 

M 1/1 2 BA Amharic Amharic Teacher 

M 2 5 BA English English Teacher 
I 

Teachers M 2 BA Pedagogi ca l Pedago gical Teacher 
Observed SClence DEBREBERH A 

N 
M 2 6 BA Psyc ho logy Psychology Teacher 

I 

I NUMBER OF TRAINEES IN EACH CLSSS ROOM = 25 

, 
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APPEND IX - B 

RELATIONSHIPS OF SCOORES OF OBSERVERS FOR THE TRYOUT OF THE 
INSTRUMENT 

1. 

Scores of Session One 

Items 0 1 °2 

1.1 48 73 
2.1 10 8 
2.2 3 3 
2 . 3 6 5 
2.4 12 10 
3 . 1 29 22 
3.2 2 2 
3.3 ° 2 
3 . 4.1 4 4 
3 . 4 . 2 6 11 
3 . 4 . 3 7 32 
3 . 4 . 4 ° ° 3.4.5 ° ° 
4.1 ° 1 
4.2 ° ° 
4 . 3 ° ° 

N = 16; 1:°1=1 27 1:°2 =1 73 

1:0 2=3539' 1:0 22=7 181 
1 ' 

1:°1°2=4691 
Then, using the pearson 
product Moment Correlation 
Coe f ficient Formula ; 

N N N 

= 

Amharic 

Score s of Session Two 

Items °1 °2 

1. 1 80 97 
2 . 1 10 5 
2 . 2 6 2 
2.3 12 3 
2.4 16 8 
3 . 1 40 12--
3.2 4 6 
3 . 3 ° ° 3.4 . 1 ° 2 
3 .4. 2 15 21 
3.4 . 3 20 52 
3 . 4 . 4 ° 2 
3.4.5 1 ° 4.1 ° ° 
4 .2 ° ° 4.3 ° ° 

N=16 E0 1=204 ; 1:02=210 

1:°1 2=9178 1:°22=12844 
1: °1°2=9845 

Now, use the formula, 
Substitute each of the 
Values, and then simplify 

r 2 = 0 . 88 

Corre l ation Coefficient 
for Amharic 

r = 0 . 90 

2 
substi t uting eac h of the valups 
and t hen simplityi n g gives r1 =0 . 91 
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2. English 

Scores of Session One Scores of Se ssion Two 

Items °1 °2 Items °1 °2 

1.1 106 125 1. 1 130 130 
2.1 13 12 2. 1 1 2 1 3 
2 . 2 6 5 2 . 2 10 10 
2 . 3 2 1 14 2 . 3 16 13 
2.4 14 16 2 . 4 16 18 
3 . 1 32 28 3 . 1 33 42 
3.2 8 12 3 . 2 15 5 
3 . 3 4 7 3.3 6 5 
3-:-4 . 1 1-2- . - --3-.-4-;-1 --13 7 
3 . 4. 2 21 41 3 . 4 . 2 42 25 
3 . 4 . 3 13 is 3 . 4 . 3 15 34 
3 . 4 . 4 10 7 3 . 4 . 4 6 12 
3 . 4 . 5 6 ° 3 . 4 . 5 ° ° 
4.1 5 14 4.1 13 6 
4.2 4 1 4.2 2 ° 
4. 3 2 3 4. 3 4 ° 

N= 16 LO =277 · 
1 ' E0 2=315 N=16; E0 1=333; E0 2 =32 0 

L0 2
1= 1411 7 ; L0 2 

2 = 19609 E0 2
1=21389; L0 2 -21486 2-

L 0 1 °2 = 16360 E0 10 2 = 20944 

Sub s t ituting each of the values Now use t he formula : 
In t h e pearson product Momen t Substitute and simplify 
Correlation Coefficient Formula; r 2 = 0 . 97 
and then simplifying gives 

r 1 = 0 . 98 

Correla t ion Coe ff icient f o r Engl i s h 

r = K1-±-K2 = 0 . 98 
2 ----
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3. pedagogics 

Scores of Session One Scores of Session Two 

Items 0 1 O2 Items 0 1 O2 

1.1 30 30 1.1 86 49 
2.1 5 2 2 . 1 5 3 
2 . 2 4 1 2.2 3 1 
2 . 3 2 0 2 . 3 14 6 
2 . 4 12 l3 2.4 21 12 
3.1 1 7 15 3 .1 32 23 
3.2 3 1 3 . 2 12 5 
3 . 3 1 0 3 . 3 1 0 

--:3 .4-:-1 ~ 3-:-4-:-1 5 
3 . 4 . 2 5 6 3.4 . 2 15 10 
3 . 4 . 3 1 6 3 .4. 3 20 6 
3 .4. 4 0 0 3. 4.4 1 0 
3 . 4.5 0 0 3.4 . 5 0 0 
4 .1 0 5 4 . 1 0 0 
4.2 1 0 4 . 2 3 0 
4.3 0 0 4.3 1 0 

N = 16; L0 1 = 83; L0 2 = 81 N=16; L 0 1 = 220; L 0 2 = 120 

[ 0 2 = 141 9 ; L 022 = 1401 L 02 = 9908; L02 = 3306 1 
L 0 1 O2 =13 68 L0 162=5664 

2 

Using the formulat, sub- Now, using the form ula 
stituting eac h of the values substituting a nd then 
and then simplifying gi ves simpli fy ing glves r 2 = 0 . 99 

r 1 = 0.98 

Correlation Coefficie nt for Pedago gics 

= 0.98 
===== 
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4 Psychology 

Scores of Session One Scores of Session Two 

Items °1 ° 2 Items ° 1 

1.1 66 34 1.1 70 
2.1 10 4 2 .1 12 
2.2 1 5 2 . 2 3 
2 . 3 5 4 2 . 3 11 
2.4 15 5 2 . 4 14 
3 . 1 29 14 3. 1 24 
3.2 0 0 3 . 2 0 
3 . 3 ° 3 3 . 3 1 
3 . 4.1 7 0 3 . 4.1 10 
3.4.2 ° 4 3 . 4 . 2 3 
3.4.3 2 1 5 3 . 4. 3 17 
3 .4. 4 9 8 3.4 .4 10 
3.4.5 0 0 3 . 4 . 5 0 
4.1 6 0 4 . 1 5 
4.2 6 0 4.2 0 
4 . 3 0 0 4 . 3 0 

N=16 ; L01 = 175 ; L0 2 = 86 N=16 ; L0 1 = 180; L0 2 

L 0 1 
2 = 6191; L0 2 2 = 1548 L021 = 6470 ; L 0 2 

2 = 
L01 °2 = 2967 L 0 1 O2 = 3433 

Substituting eac h of the Working with similar 
values in the Fo rmula and r 2 = 0 . 87 
then simplifying glves 

r 1 = 0 . 94 

Co r relat ion Coefficient f o r psychology 
r = £1-±-£2 = 0 . 91 

2 

Generally, Correlation Coefficient 
Area s ; r = r (Amh.) + r (Eng.) + r ( oed. ) 

4 

= 0 . 94 

o f t he four 
+ r ( Psy.) 

°2 

42 
2 
1 
4 
6 

° 
3 
0 
3 
12 
16 
0 
2 
0 
0 
0 

= 91 

2243 

fashion 

subject 
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APPENDIX - C 

ADDIS ABABA UNIVERSITY 
SCHOOL OF GRADUATE STUD I ES 

FACULTY OF EDUCATION 
DEPARTMENT OF CURRICULUM AND INSTRUCTION 

OBS ERVATI ON CHECKLIST 

The purpose of this observation check l ist is to collect 
information on the extent to wh ic h effective use is made of the 
Questioning Technique of Teaching in Teacher Training Institutes. 
The information to be procured through t he observatio n checklist 

--is strj~y used merely for ACADEMIC purpose. Hence , your 
cooperation in giving genuine information is highly valuabl~e~t~o------~ 
complete the study. 

No ne ed of writing your name and the name o f the 
observed teacher on the observation checklist. 
Thank you in advance for your cooperation 

I. Name of the Institute 
II. Biodata regarding the observer : 

Sex ; Years of experience inteaching : in TTl 
in another 

Qualification (Mark an "X" o n the Blank space) 
MA/MSc 

Area of study 
Current Status: 

BA/ BSc 
Diploma 
Other 
Specify __ _ 

III. Biodata regarding teacher's be observed : 
Sex ; years o f experience in teachi ng i n TTl 

in another 
Qualification ( Mark an "X" on the Blank space) 

MA/MSc 
BA/ BSc 
Diploma 
Ot her 
Specify 

Area of study: 
Subject he / she teaches 

IV . Number of Trainees in the observed classroom ------ -
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Frequency of Occurance T 

During a 45 minute perios 0 

Teacher's Questions T 

1. Frequency of 5 10 15 20 
A 

25 30 35 40 4 5 
L 

Teacher's 

Questions 

1.1. Teacher asks a 

question ..... 

2. Purgose of Questions Tally TOTAL ~ 
0 

These questions are asKeC\- for MaTks --

2.1 Motivating Traineees : 
Teacher asks questions that stimulate 
interest, challenge, puzzle, etc . ....... 

2.2 Promoting mental activity: 
Teacher asks questions that require 
trainees' interaction, creativity , 
analysis, Synthesis , evaluation 
e tc ............. I 

2 . 3 Involving Trainee s a s partne rs j n the 
Instructional process: 
Teacher asks questions that requlre 
trainees' ability to apply, predict, 
explain, reason, observe, e tc ...... ... 

2 .4 Obtaining Feedback: I Teacher asks questions so as to assess 
trainees' ability t o understand, recall, I 
recognize etc ....... I 

3. Classification of Questions 
3 .1 - Trainees are asked t o 

.define a concept, term l procedure or 
an idea. 

.recall Lremeber previously learned fact, 
procedure, or c o ncept 

.list facts, concepts, or ideas taught 

. tell the meaning of a concept, idea, or 
procedure 

. identify procedures that work and, 
que s tions that can be answered by a 
word, yes, or No such as: 

Isn' t it ? Ok !? right? understand? ; 
correct?; ..... ... ........ 
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3 . 2 Middle-Order Questins: 
Trainees are asked to: 
.exl2ress an idea in t heir own wo r ds ; 
. make comparisons betwee n ideas 
procedures, co ncepts, or t heo r ie s; 

.exl2lain concepts, ideas, procedures or 
steps; 

. summarize procedures/steps; 

.use their own knoledge to solve 
problems ; 

· contrast concepts, ideas, procedures, 
or steps; 
. distingu ish concepts, procedures 
theories or steps from each other or 
from one another 

I .describe concepts, procedures, iaeas or 
steps; 
.design a procedure or step 
. demonstrate their views, ideas, 
openlons ; 

. choose concepts, steps, procedures , or 
ideas that go with the lesson under 
consideration. etc ... . . ... ...... , 

3.3 Higher- Order Questions 
Trainees are asked to 
.determine parts of a problem; 
.relate parts of a problem; 
. analyse ideas, procedures, or concepts; 
· reason out; 

· I2.\!.t ideas together 
. illustrate/exemplify their responses; 
. suggest an idea/openion; 
. assess procedures, steps, or ways, 
. give conclusions; 
. decide what is wrong/righ t ; 
e t c . . .. .. . . ..... . ..... . ... .. 

4 . Common Faults of Teachers In Ques t ining 
4 . 1 Limited Questions : 

Teacher asks such questio ns as 
.Any other? 
. Another question? 
.Has any one any question? 
. Any Question you have? 
etc ..... .... ... . .. .. .. .. . . . 
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4.2 ElliQtical Questions: 
Teacher presents incomplete statements 
in question f orm while presenting the 
lesson; such as; 

means ? · ..... ........... . 
· ...... is/are said to be . . .. .. ? 
· ..... . referred to as ? . ...... 
· . . .... is/are c alled ......... . ? 
· .... . i s/are used for ......... ? 
e tc ...................... . . . . . . . 

4.3 Loosely Worded Questions: 
Trainees are asked questi o ns that 
immediately follow t eacher's 
exp-l-a n a-t i 0 n-/ r-r- e se n-1;-a t i-D n---a f a_ co nc e_p t -- -
procedure, or an idea; such as 
· ......... . in what? 
· .. .. ... .. of what? 
· ......... as what? 
· . ........ is / are known a s what? 
· ........ is/ are where? 
· ........ by what? 
e t c .... . . . . . .. . ......... . . . . . . . . . . . . 

4 . 4 . MultiQ le Questions 
Teac h e r asks two o r more q ues tio ns at a 
time witho ut h a v ing the answe r o f the 
fir s t que stio n, s uch a s : 
. who will t e ll u s abo ut "some? " 
about lI any? " , any info rmati o n? 
.what is the use o f rubber ? J ute? palm 
oil?, sugar? etc ..................... 

4. 5 VeQue or Gene ral Qu e stio n s 
Teacher asks que s tions thatare not clear 
and that are not understandable by 
trainees, such as: 
.where do you get electrons? 
. where ~s these are? 
.what do you use it? etc ....... ..... 
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5 . Skills of Questioning 
5.1. Redirecting Questions: 

.Teacher asks a question that requires 
many possible responses o r , t here is an 
increased student participation 
.The teacher may proceed as follows 
Teacher: Poses a q uestion ; 
Student l : Responds in one way 

Teacher : Do yo u have something? calls a 
name of a student 
Student 2 : Responds in another way 
Teacher: calls another student's name ; 

can you add anything else? 
Student 3 Responds still ln another way 

etc .... . . .. ... .... ... . . ... 

5 . 2 . Prom12ting Questions: 
Teacher asks a question to a trainee. 
But the trainee's rep ly may be "I don't 
know II or weak, or 12artiallj! correct, or 
com12letelj! incorrect. During this , 
time, the teacher glves a hint /c l ue or 
asks a question designed to lead the 
trainee to a better answer to the 
initial question to the same 
trainee ......... . ..... . . . . . . . . . . . . . .. 

5.3. Probing Questions: 
Teacher requests fuller answers to 
his/her questions. This can be 
proceeded as follows between a teache r 
(T) and a student ( S ) 
T: Do you ..... ... ? 
S: Yes/No ...... . ? 

T : Why, S? 
S : Because , . ..... . . 
T : What do you mean by that? 
S: It means, ...... . . . . 

and the l i ke . .. . ......... . . . 
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APPENDIX E 

RELATIONS OF THE SCORES OF OBSERVERS FOR THE FINAL STUDY 

r = 

Items Q1 Q2 

1.1 186.35 181. 36 
2.1 1 1 . 00 8.34 
2 . 2 8 . 34 6.67 
2.3 24.33 24 . 01 
2 . 4 72.00 67.00 
3.1 81 . 33 87.00 
3 ~2 30--33 17.01 
3.3 4 . 00 1. 66 
4 . 1 18.67 25.32 
4.2 30.67 28.32 
4 .3 14.66 10.67 
4 . 4 5.32 9.00 
4.5 0.33 4.34 
5.1 12.67 11. 99 
5.2 1. 66 2.66 

~ 1. 66 1. 66 

N=16 L0 1=503.32 L 0 2=487.01 

:2-
L 0 2

2=47742.47 
L0 10 2=48656.35 

L 0 1 =49941.89, 

Then, using the pearson product-Moment Correlation 
coefficient Formula; 

~ L ° 2 ....L 
,N 

Substituting each 
gives r = 0.9 94 . 

_( L ~)2 
/'I 

values and then simplifying 
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APPENDIX - F 

STATISTICAL CALCULATIONS FOR THE PURPOSES OF OUESTIONS 

1. Computation of the Chi-square (X2) statistics 

Purposes 

Frequencies P, P ~ P, PA 

Observed (0 ) 9.67 7.5 1 23.99 69.50 

Expec t ed ( E ) 27.67 27.67 27.67 27.67 
g_n 1-8.-0" 20.16 - -3 . 6-8 4-1.83 

(O-E)2 324 406.4255 13.542 ~ 1749.7489 
. _._. 

(O-E)2 11 . 7094 14.6883 0 . 48 94 63.2363 
E 

90.1 234 Computed value 

d f * = 4 - 1= 3, Critical chi - square (X 2
3 , 0.05=7.815). 

, 
d f = The degree of freedom (d f ) 
classification chi-square is K-1, or 
categories minus one ( Meyers and Grossen , 

for a o ne-way 
the number of 

1978: 255) . 
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2. Computat ions of the P:lir wise <.:hi· squarc (X:) Statistics 

FfqUetlOC:S 

U I, ,l.11\1-f I/H Clu 51 tJO. F.1' ~, , E -r 
-11\" '" '''' 05' \I 336-1 \J ll:\)~ 

" '" I,IS H 5i1 \1.,1( ... OI)N: 

<) (," 16_83 1 ", ~I ~(,!l6 ,\u/i l 

~ ) " 16H3 - ", ~ I "(,.~(, \ (146 1 

<l (.- )',)'185 ."''01 1' !i'l..! '.1\ 11,:' 1: 1"-: 
6<,1 50 N5S5 >~ "I ~ li' l..l 'l!."c "= /,(,-: 

'" ISH 11 .'J /.>7 I1<1]C, ; 31 h' 
13 <).) 1575 IL~ J 671'1<176 .: 31 :1' 

; ~ I JlI~5 l!.").)' I(u lfl " 
1,:-, 

ffJ.Ii.' -'II 505 ~I<Jo" 1(" (I'l :J <J~·r 

~ 3 .;,.,) J6:~ 5 !: ~H 'I") 7~"" ! u-,," 
fIJ ~ , J6 "J} .:!! --~ \ ': - " lI\, . v-'J 

No tc: 
.J, = 2-1 = 1. ,hell X:,. U 05 = .\.R41 
.X.''' , refe rs {h~l ! Ihe rl..' IS ;1 SWtiSl1 C:t11 y sigll ific:l1H JilTt:r..'lh:C ;11 P<005 In cl til' s i~ll1ricalh:1' 

'One of thl' a SS l1ll1 p tlllll S fllf (Ih.' lI:-'l' ()( chi-sqU;tfl'. :tL'L'\) rJin¥ II' 8r,)\,11 (1990 ' !90). IS a ll the expected 
frl'Ljll l' llci1..' s Slh1ldd lx' 111 ghl' r 111:111 10 Ii" Ilnl. it 1" Ill'i..'l'SS:lr~ In ;1[lpl~ ~' :t1l'''':'> l'llrr l'\.'11l1 1l fnr l..'{lnIJIlUil~ 

1'1111$, till' Ct lITCl..'il'd f llflllld.1 i:'- '\ : = '-/t).- [HI:)) . 

E 
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APPENDIX - G 

STATISTI CAL CALCULATIONS FOR THE CLASSI FICATION OF QUESTIONS 

~ , "-'-"LI~U.'-'--''- .L '-'11 V.t.. \-I I ~ '-.-II IJ ..:>::::l .... UJ. c: I~\ J.J ..... U ..... ..I • ..::>I..-..I. ...... ..:;> 

I 
l 2 

Frequencies CLASSIFICATIONS 

Low 0 der Middle order Higher o rder 

Observed (0 ) 84 . 16 1 23 . 67 2 . 8 4 

Expected (E) 36 . 89 36 . 89 36 . 89 

! 

(O-E) 47 . 27 -13.22 - 34 . 05 
, 

(0- E) 2 = 223 4. 529 174 . 7684 1159 . 4025 

(0- E ) 2 60.57 7 4 . 7376 3 1.4286 
E = 

x2 = L(0-E)2 =96 .736 ~ 
E 

d, = 3-1=2 , critical ( hi-square (X 2
Z ' 0 . 05 =5 . 991) 
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2, Computation of the Pair wise c hi-square (X2) statistics 

Frequencies 

0 

E 

O-E = 
(O-E) 2 = 

(O- E)2 
E = 

X2. = l. 

No te: 

I 

CLASSIFICAT I ON S 

Lower order Middle Lower order High er Middl e Hi g her 
order order order ord er 

84.15 23 . 67 84 . 16 2.84 23 . 67 2 . 84 

53.9 1 5 53 . 915 43.50 43 . 50 13 . 255 13.255 

30.245 - 30.245 40 . 66 -4 0 .66 10.41 5 - 10 . 415 

914.7600 914.7600 1653.2356 16 53 . 235 6 108 . 4722 108.4722 

16.9667 16 . 9667 38.0054 38 . 0054 8 .1 835 8 . 1835 

x2 = 33.9 ~ 34 x2*2 = 76 . 0 108 2 ' = 16.3670 21 X2 3 
X cr . = 3 . 841 x 2

cr . = 3 . 841 X cr. = 3 . 84 1 

x 2 * refers ~ hat there is a statistically s iginficant differe nce betwee n the t wo 
compaired Pl irs 
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COMPUTATIONS OF THE l OMPARISON OF 

APPENDIX - H 

PURPOSEFUL AND PURPOSELEESS OUEST IONS 

Frequ enc j es Purposef ul Ques tions Purposeless Oue s t ions 

Observed (0 ) I 1l0.67 73 . 68 

Expected (E) 92 . 175 92 .175 

O-E = 18.495 - 18 . 495 

(0- E) 2 = 342.0650 342 .06 50 

(0- E) 2 3 . 7110 3 . 7110 
E = 

X2 = L(O - E) 2 = 7 . 4220 computed valu e . 
E 

" H ~ , ee'<ice' C1hq","" f"" ",,·un, 
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APPENDI X I 

compu tations of the ch i -sguare (X 2) sta'ti s tics Related to 
Teachers' Teaching Experience 

PurpOSC': 5 

I' 

P, 

1'. 

1, For the Purposes of Questions 

0' 

" I. 

I/O EJ051" 

"" t! v<lU71 
i 

,.11 ..... 5" n, {/II J,"': 

.IUIIS; ! 

~-'----------+--" -'''-'----+-"_''-:'I----f-''-''-''-' ___ - --f-"-'-"------1-"-"-' -' ____ f-"_'_:lS_'"--jO·~ ff"; 
0"" __ I \Iuj-) " " 

V~I " " 
, , 

II :I,~ t ,, ~ 

,, ... 
" 

,.,.;~ 

I'·l' 
, 

" 
,'-', 

J, • 2·1 • 1 

Crific !! chi·squ:trt' (\ .. 0 as 

x', • \ '" X' ,. X' ,. \ ', 
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2. For the Classifications of Ouestions 
I 

Classifj Groups I . FrequenFles 
cations 

0 

Lower- 1 9 . 232 
order 

2 12.666 7 

Middle - 1 2.934 
order 

2 3.00 

Higher - 1 0 . 234 
order 

I ~ 
2') 0.5567 

') ') 

l_ H 1~ L\. 2' h 3 I 
d f - 2-1 - 1 

E 

10.9494 

10.9494 

2.967 

2.967 

0.3954 

0.3954 

O-F, 
. 

- 1.7174 

1.7 173 

-0. 033 

0.033 

-0. 16 14 

0.1613 

Critical chi-square (X r l' 0.05 
For t he Skills of Questloninq 

3.841 ) 

Skills 

Redirec ting 

prompt ing 

Probing 

-f. . 1 Crltlca 

I 

Groups Fre ~uencies O- E 

0 E 

1 1.1 34 1.6504 -0 . 5164 

2 2.1
1
667 1 . 6504 0.5163 

1 0.2 p 0.295 -0.09 5 

2 0.3 9 0 . 295 t . 0 95 

1 0.1 ~ 4 0.2337 -0.0997 

2 0.3 ~ 33 0.2337 0 .0996 
, 

chi-oq"oce " [ ,, 0.0; 3.841) 

/O-E/ -. 5 (jO-E/ - (/O- E/ - . 5\2 X2. 
0 . 5)2 

1 
E 

2 . 949 5 0 . 2694 
0.5387 

2 . 9491 0.2693 

- 0 . 467 0.2181 0.0735 
0. 14 70 

- 0 . 467 0.2181 0 .07 35 

0.3386 0.1146 0 . 2900 
0.5801 

-0.3 387 0.1147 0 .2901 

/ O- E/- (/O-~/- (/O-~/ - x2 . 
1 

0.5 o . 5 ) ~ = 
0 . 0164 0.0003 0.0002 

0.0163 0.0003 
0.0004 

0.0002 

-0 .405 0 . 1640 0.5560 

-0.405 0.1640 
1.1120 

0 . 5560 

-0.4 003 0.1602 0.6857 

-0.4004 0.1603 
1.3717 

0.6860 
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APPENDIX - J 
COMPUTATI ON OF THE CHI-SOUARE <X2) STATIST I CS FOOR THE SAMPLE SUBJ ECT AREAS . 

1. Pe r - purpos e I 
I 

Pu r pos e s Sampl e Fr+q ue n c i es O- E /O- E/ - ( /O- ~ / - ( /O- ~/ - X 2 . 
l 

s ub ject s 0 . 5 0 . 5) 0.% 0 E 

Amh aric 4 . 3 2 . 4175 1.9125 1. 4125 1. 9952 0 . 8253 

Engli s h 2 . 7 2 . 4175 - 0 . 2475 - 0.2525 0 . 0638 0.026 4 
I 

PI Ped a g o gi cs d 2 . 4175 - 0.9175 0 . 4175 0 . 1743 0. 072 1 1. ~ O 0 . 9491 
I 

Psy c ho l o gy 1. 67 2.4175 -0 . 7475 0 . 2475 0. 0613 0 . 0253 
I 

Amhari c 4. 1 7 1 . 8775 2 . 7925 2 . 2925 5 . 255 6 2 . 7992 

Engli s h 
I 

2. 34 1.8775 0 . 4625 - 0.0375 0. 00 14 0.0007 
I 

P 2 Ped a g o gy O. ~ O 1 . 8775 - 1 . 3775 0 . 8775 0. 77 00 0 . 4 10 1 
4 . 22 0 7 

Ps y cho l o gy 0 . 9 0 1 . 8775 - 18775 1. 377 '> 1 . 8 9 75 1 . 0 107 
" 

Amha ri c 7 . 6 5 . 9975 1. 16 25 0 .6625 0. 4 389 0 . 0732 

Engli s h 11 j 16 5 . 9975 5.1625 4. 6625 2 1. 7 389 3.624 7 
P 3 Peda g o gy 

I 6 .0 7 0 9 3. 00 5 . 9975 - 2 . 9975 2.4975 6 . 2 3 75 1 .0400 
I 

Psyc h o l o gy 2 . ~ 7 5.9975 - 3.3275 2.8275 7. 9 948 1 .3330 

Amh a ric 17 j 8 4 1 7 . 375 0 . 465 0. 2 1 6 2 0 . 0 124 

English 24 ] 00 
I 

17 . 375 6.625 4 3 . 8 906 2 . 5 26 1 
P 4 Pedag o gics 17 j 1 6 1 7 . 375 - 0 . 215 0. 0 4 62 0.0 027 5 . 2615 

Ps y c ho l o gy 10
1
50 1 7 . 375 - 6 . 875 47 . 2656 2 . 7203 

- ? 
"f - .1 - -'I '-.L ..L l.....L""" ...... ..... "r~ ~..L v'-:l. ' ~ ..... ..L~ \.l \' 3' v.v..} • U.LJ 
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2 . Per-classi f i cat ion 
I 

Classifi Sample 
I . O-E (/O-E / - (lO- E) - ( /O-E/ - 0 .51 2 X2. Frefl uencles 

0 . 5) 2 
l 

c ations s ubjec t s o . 5 ) E 
0 E 

Amharic 23 . ~ 3 21 . 04 2 . 29 5 . 244 1 0. 2 492 

Lower- English 28 . '(> 6 2 1. 0 4 7 . 62 58.0644 2.7 5 97 
I 

o rder Pedago gics 18 . 1 7 21 . 0 4 - 2 . 87 8.2 369 0. 39 1 5 5 . 7 560 

Psycho l ogy 14 · e O 2 1. 0 4 - 7 . 04 49. 5 61 6 2 . 355 6 

Amha r ic 9. 5
1
b 5.9 175 3.5825 3 . 0 8 25 9.50 18 1 . 605 7 I 

Middl e - Englis h 9 . 8f 5 .9 1 75 3. 9 225 3 .42 25 ll. 713 5 1. 'l 7 9 5 i 

o rder Pedagogi c s 3 . 5p 5.9 1 75 - 2 . 4 1 75 1. 9 1 75 3 . 6768 0 .62 1 3 7 .7 529 

Psycho l ogy 0.8~ 5.9175 - 5 . 0875 4 . 58 75 2 1. 0452 3 . 55 64 

Amharic 1 . 117 0 . 7 1 0 .46 - 0 .0 4 0 . 00 1 6 0. 00 23 

English 
I 

0.46 Higher 1 . l e 0. 7 1 - 0 . 04 0 . 00 1 6 0 .00 23 
o rder Pedago gics I 

0 .5e 0 . 7 1 - 0 . 2 1 - 0 .29 0 . 084 1 0 . ll85 0 . 18 5 2 

Psycho l ogy O. Op 0 . 7 1 - 0 . 7 1 0 . 2 1 0 . 044 1 0. 06 21 

d f = 4 -1 =3 

Critical ch i -square ( X 
Q 

0 .05 =7 . 81 5) 3 ' 

, , 
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3. Per-skill of Que~tioning 

I 
Ski ll Samp l e IFre quencies O-E /O-E/- (/O- ~/ - UO-E /-0 . 5l 2 X2 

l 
s ubjects 0 . 5 o . 5 ) E 

0 E 

Red irecting Amharic 7 . 33 3 . 0425 4.2875 3.7875 14. 3452 4.7l49 

Engl ish 3 . 17 3 .042 5 0.1275 - 0 . 3725 0 .1 388 0 .0456 

11. 67 
- 7 .1 3 Pedagogics 3.0425 -1 .3725 0 . 8725 0 . 7613 0.2502 

Psychology 10 . 00 3.0425 -3 .0425 2.5425 6 . 4643 2. 1 247 

Prompting Amharic 10 . 8 4 0.5425 0.2975 - 0 . 2025 0.0410 0. 0756 

Engl i s h 0 . 83 0.5425 0.2875 - 0 . 2125 0 . 0 4 52 0 .0832 

Pedagoics 0 . 50 0.5425 - 0,0425 - 0 . 4575 0.2093 0.3 858 0 . 55 

Psyc h ology 0 . 0 0 0.5425 - 0.5425 0 . 0425 0.0018 0.0 0 33 

Probing Amharic 1. 00 0 . 4 1 75 0.5825 0.0825 0.0068 0.01 63 

Englis h 0 . 5 0 0 .41 75 0.0825 - 0 . 4175 0.1743 0.4175 

Pedagoics 0 . 17 0.4175 -0 .2475 -0. 2525 0 . 0638 0 .1527 0.60 

Psychology 0 . 00 0 . 4175 - 0.4175 - 0 . 0825 0.0068 0 .0163 

d f = 4-1=3 
P 2 3 , Critical chi -square 0.05=7.82) . 

, 
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APPENDIX - K 

COMPUTATION ~F THE CH I -SQUARE (X 2 )STATISTICS IN THE TWO INSTITUTES 

1. Regarding the purposesl of Questions 

I 

, 

Purposes I Institutes Fre~uencies 

PI 

P 2 

P 3 

P 4 

N 

D~B 
X . 

l 

N 

DjB 

N 

DjB 

N 

DjB 

N 

DjB 

Nazreth 

o 

6 . 8[3 

I 2.814 

3.314 
I 

4.1e 

12. 183 

11 . [16 

41. 134 

28. 116 

~ Debre Berhan 
- X2 X2 X2 
- l' 2 I 3 I xP 4' 

E 

4.835 

4.835 

3.755 

3.755 

11.995 

11.995 

34.7 5 

34.75 

d f ~ 2-1 ~ 1 
Critical chi-square (XP I' 0.05~3.841) 

O-E jO-Ej-.5 

1.995 1.495 

-1. 995 1.495 

-0.415 - 0 .08 5 

0.415 -0.085 

0 .8 35 

-0 . 835 

6.59 

- 6 . 59 

(jO- ~j -
0 . 5) 

2.2350 

2 . 2350 

0.0072 

0 . 0072 

0.6972 

0.6972 

43.4281 

43.4281 

1IO-E/-O. 5 l 2 

E 

0.4623 

0.4623 

0.0019 

0.0019 

0.0581 

0.0581 

1.2497 

1.2497 

x2. 
1 

0.9246 

0.0038 

0 . 116 2 

2.4994 
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2 . Reqardinq t he Classification of Questions 
I I Cla:;;sifi Institut es Fre ' uencies O-E 

I catlon 
0 E 

Lower- N 50.~3 42 . 08 8.75 
order 

D/B 33. ¥ 3 42.08 - 8 .75 

Middle- N 11. U 11.835 -0.665 
o rder I 

I 
D/B 12. pO 11.835 0.665 

Higher- N 2 . 3 f 1. 42 0.92 
o rder 

0 . 5 ? D/B 1. 42 - 0.92 

f - - -
Critical chi-square (XT ' 0.05 = 3.841) 
3 . Reqa rdinq t he Skills of Questioninq . - - - - - - -

I 

I Skills Ins t it utes 
I 
Freq uencies O-E 

P E 

Redirecting N p .50 6 . 085 0.415 

D/B 
I 
p .67 6.085 -0.415 

Prompting N ~ .17 1.085 0.085 

D/B ~ .OO 1.085 - 0.085 

Probing N ~ .OO 0.835 0.165 

D/B 
I 
p .67 0.635 -0.165 

""Vl...1C' • " "0 ~ L t:!Lll 

I 

IO-E/-
0.5 

0.42 

0.42 

IO-E/-
0 . 5 

- 0.085 

-0.085 

-0.415 

- 0.415 

-0.335 

-0.335 

(/O- ~/ - (/O - E/ - 0.5)2 
0.5) E 

76 . 5625 1 . 8195 

76 . 5625 1. 8195 

0.4422 0 . 0374 

0.4422 0 . 0374 

0.1764 0.1242 

0.1764 0. 1242 

(/O-E/-0.5)2 (/O- ~/ -
o . 5 ) E 

0.0072 0.0012 

0 . 0072 0 . 00 1 2 

0 . 1722 0.1587 

0. 1 722 0 . 1587 

0 . 1122 0.1344 

0 .11 22 0.1344 

D/B = Debre Berhan 
d f = 2 - 1=1 Critical chi-square (X 2

1 , 0.05 = 3 . 84) 

n 

x 2 , 
1 

3 . 6390 

0 . 0748 

0 . 2484 

x2 , 
1 

0.0024 

0.3174 

0.2688 
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