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CHAPTER I

INTRODUCTION

1,0,0 The Present Study

The present study, entitled, 'Effects of modeling
and Microteaching on the Acquisition of”Certain Skills in
.Questioning’ is an experimental étudy pertaining to the area
of practice'teaching in teacher education, It aims at the
experiﬁental verification of the efficacy of two types of
modeliné and qicrofgaching treatments on the acquisition of
skills in questioning, There are many skills which go to
make an effective teacher, Before choosi;g a particular
skill for practice, the following points will have to be
;onsidefed s (1) the skill chosen for the study should yield
immediate aividénds, (ii) the skill so chosen should be
capable of being analysed into simplé operational terms,
(iii) it should be capable of being understood so as to be
ﬁraciised easily, and (iv) it should not involve a;y use of
sophisticatgd gadgets ;nd complecated arrangements as far as

possible, As questioning skills meet the above criteria,

questioning skills were chosen for the study.



How can the skills be presented? How can a
prospective teacher practise the skills without any inhibition?
Knowledge of the skill is necessary before it is mastered
through practice, but mere knowledge does not ensure
proficiency, Practising the skill with understanding and
with the immediate and objective knowledge of the results of
the performance -~ feedback - leads to speedy and effective
acquisition of the skill, A 'safe practice! ground is
necessary where a prospective teachef may try the skill,
receive feedbapk, and improve upon his previous performance,
Microteaching provides for the 'safe practice' ground with
an emphasis on 'learning throégh doing'!s Acquiring knowledge
either through reading of the written scripts or through
listening may serve as 'modelings! for presenting the skills,
Various models depicting the use éf a particular skill can be
developed, They may bé either written or audiotaped, By
adopting microteaching as one’of the treatment variables
along with modeling trcatments for acquiring the skills in
questioning, it is expected that the present investigation
may provide an answer to the problem of enabling the
prospective teachers to acquire skills in teaching effectively

and economically,



It is now a trite saying that no system 6f education
can rise above the level of its teachers (Mathur 1973),. Ig
there is one single factor that piimarily*determines the
efficiency of the educational process and the effectiveness
of educational product, that factor is teacher, Teaching
though familiar is known to be a complex task because it is
often subtle in its effects upon thenlearners. Effective
teaching should result in purposeful leafning by involving the
pupils in an elective and interesting dialogue with the teacher,
A scientific theory based on phiiosophical, sociological, and
psychological principles can be mastered; Skills can be
acquired in a comparatively leqser time -under expert guidance,
but ‘the 'art of teaching' takes a life time to develop, How
‘can feacﬁers be helped té acquire this tart of teaching'?

Can teachers\be trained? Training by itself can not préduce
an effective teacher, The division of professional courses
into\theory and practice parts is really artificial, fér
theory without practice is unproductive and sterile while
pfactice without theory is blind, Even while helping the
teachers to acquire a 'safety minimum of teaching skills',

questions like, 'what skill? What JEEB minimum length of

practice is required to achieve acceptable performance?
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Where should it be conducted? What form should it takg? Who
should supervise it? Should he be a member of the coliege
stéff who has lost contact with classroom teaching? or

Should he be a practical classroom teacher who is not generally
an academician? How can practice teaching be assessed? Should
it be a subjective rating scale or an objective videotape or

an audiotape?

The above and so many other academic, practical, and
administrative considerations have made the task of te;cher
training more complex and complicated, Whét kinds of
innovations in teacher education are needed in order‘to ensure
high quality of teachers? How can they be effective in their
classrooms meeting the challenges and shape the destinity of

India?

The chapter comprises the captions (i) practice

~ teaching in India, (ii) approaches to practice teéching, (iii)
modeling, (iv) micréteéching, (v) questioning skills, (vij
statement of the problem, (vii) (;bjectives of the stud&,
(viii) delimitation of the'problem, and (ix) hypotheses. The
éaptions (i) to (v) include overviews of reiated literature

and studies pertaining to the respective area, The succeeding



chapters are devoted ﬁo method and procedure with results of
the pilot staée; results and interpretation witﬁ emerging
trends of the phase-II; results and interpretation Qith
discussion of the results of phase-III; conclusions and their

educational implication; andvsummary of the investigation.

1,1,0 Practice Teaching in India

University Education Commission (1948) recommended
that practice teaching must get sufficient timg’in relation
to the theoretical courses, fhe Secondary Education Cqmmission
(1953) devoted/a/full chapter to the discussion of dynamic
ﬁetho&s of teaching suggesting that practice teaching should
be conceived broadly; The Bducation Commission (1966) observed,
'ee...At present, the student teachers are required té give
a specified number of lessons, which are often unsupervised
or illsupervised; The fractice of continuous block teaching,
the duration of which varies from two to six ﬁeeks is adopted
only in a few institutions and its oréanizati;n still leaies
much to be desired! (p; 74), Palsane and Ghanchi (1967)
having surveyed thé éracti;e teaching of sixtyseveﬁ eolieges
of education of this country reported a lot of difference

from college to college regarding the number of lessons each
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trainee is expected'to give and quaﬁtity and qguality of work
required; Oniy a few institutions had more than five
demonstration lessons a year with either casual or no
discussion after them, Joseph (1967) found no uniformity
regarding the number of periods of practice tea;hing'and
different items of practical work among the training institu-
tions from Kerala, Mallaya (1968) reported that practical
work was neglected in the training institutions of Madhya
Pradesh, Sharma (1968) found that most of the training
colleges confined their practical work to forty to fifty
lessons based on Herbartian steps, Shrivastava (1970)
reported that supervision of student teaching waé done casually
with little serious intent to improve the student éeacher's |
performance, Pa%éi and Sharma (1974) have listed ten -
inadequacies of student feachiné, the prominent being 3

(i) unscientific supervision, (ii) practice programmes not:
suited to 1ndivi&ua1 talents, ;nd (iii) no relationship
between theorical teaching and praétical skills of teaching,
Kohli (1973) reported the opinions of past students of the
training colleges; headmasters and school teachers, and
teacher educators from Panjab favouring curtailment of theory

portion to fifty percent and enriching the practical side

accordingly,
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The above overview suggests the failure of present
practice teaching programmes in meeting the needs of the
prospective teachers, What a prospective teacher wants to

know really is 'What should I do in the classroom?!

,Practice teaching appears to he such a common éense
concept that almost all teachers, college tutors, and
prospective teachers accept it without challenging its
fundamentals, What sort of activity do the partiéipants have
in mind when they participate in practice teaching? Before
a prospective teacher proceeds tB classroom teaching he must
have a clearcut and unitary concept so as to enable him ta
maste? the practical tart of teaching', A review of the
current apﬁroaches to ﬁractice teachiég will prove useful to

understand this concept of practice teaching,

1,2,0 Approaches to Practice Teaching

Approaches to practice teaching can be classified
under two categories 3 traditional approaches and scientific
approaches, These two approaches are reviewed and discussed

in the paragraphs that follows



1,2,1 Traditional Approaches

(a) 'Master the teaching model' Approach

Traditionally, prospective teachers are required to
ohserve exﬁerienced teachers teaching the classes, The
prospective teachers are supposed to observe the teaching
carefully and are expected to learn 'how to teach' by imitation,
Stones and Morris (1972) describe this as 'Sitting with Nellie!'
-~ a factory Worker’doiné the same job for §ears and to whom
" new recruits are attached for learning the job, The craft
apprentice concept, mentioned above; has been designated by
Stolurow (1965) as 'modeling the master teacher', The analogy
is striking ané quiée old, The master teacher is compared to
the master craftsman and teaching practice is viewed as a
process of initiation, The master teacher's teaching skills,
performance, personality and attitudes are acquired by the
students through observation, imitatiQn and practice, Peters

i

(1968) concludes that teaching is highly personal business and
argneé that the teacher should m&del himself on a morewskilled
gxemplar, Stones and Morris (1972) put forth the following
arguments against the above approaéh s (i) master teacher can

offer a limited set of skills to the student teacher; (ii)

this approach denies the individuality of the student teacher;



(iii) it tells a student tgacher to adopt another persons
étylétwhich probably involves his changing of his personality;
and (iv) finaily it does not help the student to go beyond the
teaching that is observed, 'Model the master teacher!
approach though appears, to bé widely favoured ultimately

leads to conservatism and traditionalism, and operates against
the spirit of experimentation and innovation, This approach

stands for imitation rather than analysis,

(b) The 'born teacher' Approach

Akin to the'modei the master teacher! approach is
the view that 'teaching is caught and not taugﬁt'. This
approach assumes that no body has ever shqceeded in teaching
anyone how to teach, Teaching, like other creative arts of
painting or writing poetry, can be facilitated by teaching but
can not, itself, be taﬁght. Ability being largely inna?e is
least amenéblé to training. The born teacher knows the
right moment for -the right behaviour., The born teacher is

endowed with abilities which are rare and are generally never

questioned,

This approach claims a complete certainty by

attributing the effectiveness largely to the genetic endowment
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which is disproved by experiment and experience, This

approach acts as an obstacle in the proper understanding of
practice teaching, The present methods of practical preparation
of teachers though not that systematic, they do help some of

the prospective teachers to acquire teaching skills to some
extent, This approach takes the rational thinker to a dead

end, The present educational sysitem demanding teachers in
thousands can not depend upon the teachers to 'be born' which

is a very rare commodity,

1,2,2 Scientific Approaches

- (a) 'Master-the Teaching Model' Appfoach

| iAs against 'model the,maséer teacher! apﬁroach,
Stolurow (1965) describes 'master the ieachinghmodel' approach
to practical t;aehing expe;ience making it possible, and
necessary the integration of theory and practice (Stones and
Morris, 1972), This approach offers practical ‘help to all

prospective teachers irrespective of their personality,

attitudes, and abilities.

With the current focus upon life and language of
the classrooms (Bellack, 1966; Jackson; 1968; Flanders, 1961

and 1970) it has now become possible to give more or less
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an objective account of different\aspects of everyday teaching,
Concentrating on what a teacher does in the classroom while
teaching is a good place to begin an analysis of a teacher's
-job, Davies (1969) briefly referred to the developments
leading to th; pos;ibilities of new approaches to practice
teaching similar to job analysis in industry, ‘Analysis of
teacher behaviour provides ample opportunities of comparing
teachers on different dimensions of behaviour, resulting in
noting down the possible association between the teaching

behaviour and emerging responses of the students, The

techniques of observation along with analysis of teaching
behaviour have provided a reliable tool for systematic enquiry
by both student teachers\aﬁd their supervisors into the ’
classroom teaching, and also into the techniques used in the
training of teaphers. An anthology of sefentynine classroom
observation systems is now availabie for use (Simon and Boyer,
1967 and‘1970). With these deveiopments, it has become
possible to ciarify different relationships between the
interacting elements an@ develop a conceptual frame work
capable of being converted into plgns. These represent the
various models of teaching, Evaluation procedures to validate

models by collecting evidence can be developd,  Stones and
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Morris (1972) refer to a number of teaching models (Strasser,
1967; Téba aﬁd Elzey, 1964; Smith; 1963; Flanders, 1961},
S?rasser's model, it is reported, was being developed,uﬁder
the triple influence of Taba's concepts 6f the 'tactics and

strategy'; Smith's analysis of teaching, and Flander's

classroom interaction studies,

When a prospective teacher &evelops and tries his
own model and receives immediate and accurate feedback on his
performance, he gets committed to a position, which helps
evaluation, Having successfully tried a model or models in
the classroom during practice teaching; the‘prospective teacher
develops insights into the teaching-learning'pfocess giving
him confidence, Mastering a model to suite his personality
*is now possible enabling him to develop a te;ching style of
his own, With the systematic observation and planning,
interpretation and diagnosis of learner behaviour, it is
possible to develop a dynamic instructional process over

‘a period of time,

(b) The Clinical Approach

It was realized for quite sometime that a prospective
’ - o7

teacher can not be educated away from the realities of the
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classroom, If the theory which he learns in his classroom

is meant for strengthening his clgssroom teaching, thénll
classrooms should become the testing laboratories, where the
prospective teacher experiments, probes further:into the
practicai 'art of teaching', With the right type of -guidance
at the rigﬁt moment from\tﬁe supervisor, the prospective
teacher expands and develops his understanding of teaghing.
The entire supervisory process has become more analytical and
clinical in its approach, This has resulted in giving more
‘security wifh reduction in tension to thé prospective teacher

during his classroom teaching,

According to Bennie (;972); the practice of placing
the prospective teacher in a ciassréom situation, say for hour
per day, making him‘share the teaching responsibilities with
his colleagues and teacher, underwent a change along with
terminology.; Practice teaching gave way to studegt teaching
where the prospective teacher is considered as a student of
teaching during the classroom experience learning while
teaching, Laboratory s;hools are meant to provide pre~student
teachiné experiences with experimentation and research

facilities, In order to provide for wider and longer teaching



experiences, the college of education has to move to the
public school making student teaching largely an pff-gampus
activity, This regulted in developing and using new terms
like internship, cooperating teacher, college supervisor,
student teacher, etc, Clinical experiences are now understood
as those experiences that enable the prospective teacher to
participate in all aspects of teaching in an active and

a positive role, They help to improve his understanding and
readiness to assume the teaching role itself, !'The whole
embhagis in all clinical experiences is diagnos;ic and
analytical' (Bennie, 1972 p. 18). Internship can not be

a substitute for student teaching but rather a supplementary

experience to the student teaching assignment,

In this approach the total role of the teacher and
the school in the community gets a close critical look, It
enables the prospective teacher to analyse his teaching to the
point when the application of the approachgs result in developing
scientific skills reaching an appreciable level of teaching

competency,

(c) Behaviour Modification Approach

Teacher education programmes are conceptualized as
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behaviou¥ modification systems designed to modify complex
behavioral repertoires which are adaptable to a variety of
learning problems, This approach includes an analysis’of
five components and the relationships among them, These
components are (i) prior stimulation (S); (ii) biological
state of the oréaﬁism (0); (iii) respon;e ;epértoire (r);
(iv) contingency relatiqﬁships (K); (v) consequences (c).

In Qost instances, the behaviorél'eoﬁséquences serve ;s‘
stimuli activating the next set of behaviour (McDonald, 1973),
The above analysis suggests that every behaviaur can be
considered as a function of specific determipents. The
classical cogditionigg paradigm emphasizes the relationships’
of evenis prior to the occurence of the response - antecedent
conditions, The operent conditioning ﬁradigm, however,
stresses the after effects of the response - conseguent
conditions, Since teaching behaviour is sets of responses
emitted by one humah being (teacher) which is expected to
elicit or strengthen desired responses in anéther (student),
the teacher has to take into account both the antecedent and
consequent conditions, Systems facilitating the acquisition

of diverse classes of teaching behaviours, such as developing

goal descriptions; planning leapning strategies; evaluating;
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establishing mutually self-enhancing relations with students;
and using teaching methods will have to be devised, Teachers
will have to be trained to apply behaviour modificatién
principlés to acquire effective methods of teaching, Behaviour
modification systems for students to learn complex acts like
reasoning; problem solving; and aesthetic evaluation need to
be evolved, At present, itis: reported (McDonald, 1973) that
a very small namber of student’behaviouré have been brought
under control by applying these principles, Applying
behaviour modification principles will stimulate, it is hoped,
a reorganization of teacher education programmes with behaviour
change and acquisition of teaching skills as their primary
goals, In this connection microteaching and simulation can be
conceived as behaviour modification techniques having wide
applications in teacher training, Stones and Morris (1972}
remarked, 'Simulation techniques, for all their artificialéty,
can often ﬁe preferable to putting stuéents into the classroom
to learn on their own' (p, 70). Classroom simulation removes
the risk from the firét‘steps,of the prospective teacher
enabling him to learn a complex skill in teaching without the
stress of the real situation., Simulation offers greater

control over the teaching variables, Cruickshank (1968) has

o~
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developed a/teacﬁer training system which can present the
prospective teacher with up to thirtyone different simulaﬁed
probiems relat;d to teaching, The aim of his 'Teaching
Problems Laboratory! is for the prospective teacher to assume
the role of the teaéher and to practice solving the critical
teaching problems he has identified, Cruickshank, however,
considers that much work needs to be done to develop the
techniques of simulation, Possibilities are also opened up

b

for classroom teachers to analyse their own classroom behaviour,

(d) The Technical Skills Approach

l A complex activity like teaching is often analysed
into a number 6f subskiils for the sake of better understanding
Gage (1967) observed that technical skills are specific
instrﬁctioﬁal techniques and procedure that a tedacher may use
in the classroom, They represent ma analysis of teaching
process into relatively discrete components that can be used
in different combinations in the continuous act of teaching,
The criteria of general usefulness and consensus among experts
appear to dominate the selection of a particular skill, The
most important aspect of this approach is that an attempt is

being made to analyse teaching into limited well defined



19

éomponents that can be understood, obsefved, described,
practised,)e#aluated, éongrolled, and predicted.(Gage, 1968),
Using behaviourally defined skills mﬁkes it much'easier to ‘
derive objective, reliable measures of changes in teacher
behaviour, More meaningful investigations of the relationship
bétween teacher performance and‘pupil'learning have become

possible working with technical skills,

What skills should be chosen for practice? Allen
and Ryan (1969) have made it clear that decissions regarding
the selec£ion ;nd devélopment of the skills in the clinic
resulted from the discussions and debates of the microteaching
staff, Grifiths (1972)‘raises a question, naﬁély, how specific
should the analysis of’teaching skill be? It appears that
large research effort aimed at isolation and validation of
skills in teaching is needed, Lalithamma (1975) is working

on developing a skill based practice teaching programme at the

CASB, Baroda, Passi (1975); Joshi (1975) and Lalithamma (1975)

are developing instructional materials on the lines of

Mincourse Hand Books (Borg, et.al, 1971; Perrott, 1975),

The skills listed by Allen and Ryan (1969 p. 15)

are as under 3 (i) stimulus variation, (ii) set induction,
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(iii} closure, (iv) silence and nonverbal cues, (v) reinforce-
ment of student participation, (vi) fluency in asking questions,

(vii) probing questions, (viii)’giéher ofder‘questions, (ix)
dive?gent questions, (x) ;eedg;izing attending behaviour;

(xi) illustration gndﬁuée of examples, (xii} lecturing, (xiii)
élanned repetition, (xiv) completeness éf communication, Passi
and Shah (1974) repoft eighteen skills which have been analysed
W at the Far West Laboratory for educational research and
development, To the above listed skills, an addition of four
skills, namely, (i) using 4.V, aids; (ii) teacher liveliness

in the classroom; (iii) promoting group discussionj and (iv)

teacher explanation is made,

Flanders (1973) identified fifteen basic teaching
skilis demanded by the varied types of transactions, They
were as follows ¢ (i) ability to express and explain ideas
clearly; (ii) ability to give directions that are clearly
understoo&; (iii) ability to g;ve corrective feedback or

’

criticism; (iv) ability to ask narrow questions to which
correct and incorrect answers can be easily identified; (v)
ability to reiterate,'paraphrase or expand ideas suggested

by pupils; (vi) ability to compare ideas of pupils or make

use of pupils suggestions to move one step further in problem
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solving; (vii) ability to guide inductive thought cycle toward
higher leQelstpf cognitive thought; (viii) a@iiity to formulate
- gquestions which make use of puﬁils i&eas;ﬂ(ix) ability to form
open questions which encourage pupils to e#press their own
ideas; (x) ability to introduce his own ideas without inhibiting
the fur£hér expression of pupil ideas; (xi) ability to analyse
ideas objectively; (xii) ability to deai sétisiactorily with
unexpected statements of pupil initiative when a responsive
statement was,expected;‘(xiii) ability to inventory pupil

ideas as he listens; (xié) ahility to acknowledge those ideas
which are not selecte& so'as to support pupil participations

(xv) ability to guide conversations according to models of

inductive and deductive thinking.,

The fifteen skills listed above are based on verbal
communication and thus refer to that one part of.teaching.
Two core skill areas were nominated ¢ (a) responsive acts
which make use of pupils ideas; and which occur just after
a pupil stops talking; and (b) initiatary acts which solicit
pupil partiéipation and.whi;h’often occur just before a pupil
starts talking., These technipal skills formed the basis of
practice teaching programme known as 'microteaching'! considered

as a major innovation in student teaching,
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While summarizing the contributions of different
areas to the development of different éheories and practices
of teaching, Stones and Morris (1972) observed that growing
volume of material is availabxe—on wﬁich a scientific approach
to teaching can be based, Taxonomies of educational objectives
(Bloom et.al., 1956; Krothwohl, 1964) have helped to the
ﬁreparatiog of detail objectives suitable for classroom

fulfilment, Works of Medley and Mitzel (1963a and 1963b),

Flanders (1961 and 1970), Bellack and Others (1966) have

helpe& to study the verﬂal behaviour of teacher ané pupils
and to link it to pupils learning, Taba (1965) developed
tools, techniques, and strategies for proéuciné cognitive
growth in pupils, Xounin (1970) puts the problems of

discipline on a scientific footing., Ryans (1960a) and Getzel

- 3

and Jackson (1963) reseapched on relationsh&p between

teacher's pe;sonality traits and the teachers'! and pupils'
béhavioﬁr. Biddle and Thomas (1966) studied feaehers'
concepts of their role and their pe?formance. Thus it is

clear that scientific approach is mainly respoﬁsible for the
development of new techniques such as microteaching, simulation,
modeling; technical skills in teaching, audio and/or video

feedback which have placed the practice of teaching on a

sound and scientific footing, .,



The following paragraphs present a review of
research studies in modeling, microteaching, and questioning

skills which form the major considerations of this study,

1,340 Modeling

Modeling has been defined as tan individual
demonstrating particular behaviour pattérns which the observers
learn through imitation! (Allén and Ryan, 1969), New responses
may either be learned m;' éharacteristics of th; existing
* responses may be changed as a function of observing the
‘behaviours of others, Lloyd Morgan (1896), Tarde (1903), and
McDopgall (1908) regarded imitativeness a; innate ér o

coﬁstitutiénal érocesé. The concept of imitation was fully
integrated into a behaviour theory frame work by Miller and
Dollard (1941), A motivated subject has to be positively
reinforcéd for matching the correct responses of the model,
‘Initative learning is viewed as contingent on the observer's

performing closely to the matching behaviour before the

observer can acquire it immitatively,

The major objective of modeling for teachers is to
enable‘them to exercise greater control over their own

behaviour in classroom situations, For this purpose, it is
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necessary for the teacher to know.cleariy what he is to
observe énd‘what is the burpose of his obsérvation when

a complex teaching act is separated into its component parts,
many skills can be isolated, Skills like holding attention,
varying a stimulus; or asking thought provking questions and
others are isolated, The application of modeling a component
skill involves defining clearly the skill and constructing

a model capable of guiding the trainee, The model may be
presented before or after his first teaching encounter, When
a prospective teacher sits at the back of the classroom, what
he observes is a complex of several skills the master teacher
is performing simultaneously. These skills\are often
integrated into highly individualistic style difficult for
the prospective teacher to analyse and comprehend.~ A model
for teaching\must be so developed in order to make the large
set of relétionships explicit;_ It must also permit the
cofrection of mistakes made in trying to find out about

teaching, How should the model be presented to' teachers?

Borg, Helley, Langer and Gall (1970) observed that
a film or a handbook model would best serve thé objective of

building an easily disseminated, reasonably priced product,

The most economical model would be a handbook containing



presentation of a teaching skill as series of verbal interaction,
This type of presentation has been called symbolic modéiing

as the responses to be acquired are described in symbols -
words, A display of the actual performance - a master tegcher
demonstréting é skill - has been called as perceptual modelinng,
Although it may seem that perceptual modeling will be more
éffective than symbolic modeling, the difficultiés involved

in controlling observer's attenpion when he is viewing a

performance considerably attennate whatever advantages such
display may have, However, film;d 6r videotaped models can

be used indefinitely with no recurring expenses as a consistent
quality teaching demonstration to be giveh to the learner,

A typical microteaching sequence begins with either studying
symbolic models or viewing videotaped or filmed“models.

Orme (1966} attempted a study employing six
experimental co;ditiéns exﬁosing intérns to symbolic modeling,
perceptual modeling, or a combination of both, Feedback was
one more conditions, It was found that all six eonditioﬁs
yielded sign;ficant gains, a combination of both the

jerceptual and the symbolic being the most productive, The

studies by Allen, Berliner, McDonald and Sobol (1967) did not
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reveal significant differenées between the use of symbolic
and perceptual models in the acquisition'of skill in asking
higher erder queétions. The inve§tigators explained the
differencé in findings between their study and Orme's study
by pointing at the superfluous character of the vidéo—model
for the questioning skill which is predominentl& verbal in
nature, White (1968) found that an audiotape model led to

a signifiéant iﬁcrease in preservice teachers' use of the
indirect behaviours of Flander's Interaction Analysis
Category Sysfem. The studies ;ndertaken by Bandura and Huston
(1961); Bandura, ‘Ross, and Rass (1961, 1963a, 1963b) revealed
£hat filmed models were as effec;ive as live models in
sh;ping children's aggressive behaviour and preblemsolving:
behaviour, bea; (1968) compared the effectiveness of
positive and/or neéativ; models of student and/or teacher.
behgviours. No significant differences were reported,

Claus (1969) while studying higher order questioning
behaviéurs ;f teachers reported that modeling aecompan;ed

by ;upervisor's pointing out the essential characteristics

of the skill proved to be more effeétivevthan modeling

without any supervisor's comments,
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Philips (1973) studied the effect of videotaped
modeling procedureﬂon tie verbal question phraSing praétices
of secondary student teachers, The main purpose of the study'
was to determine the effects of a perceptual modeling concept
versus a symbolic‘modeling concept of a question categorizing
system on the verbal behaviours of student teachers, The
experimental and control groups each received four periods of
instruction regarding a modified Aschner-Gallagher questioning
category system, The experimental group instruction was
presented via videotape, prepared handouts and discussion,

The control group had‘four periods of discussions, handouts
and other verbal means only,  The resulits were reported to be
inconsistent wi:h other research on the use of perceptual
models, Lerner (1974) studied the effgcts of selected models
of feedback on téaeher behaviour in a microteaching situation,
The mode Qf feedback seemed to have no differential effects
on the subject's ability -to use the process of science,
Bassett (1§75) studied the effects of clinic form of
supervision o; questioning as a teaching skill, Significant
found

difference waslfor both the experimental group and control

group (with no supervisory feedback) when compared on
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pretest-pos?test basis, Acheson (1974) studied two microteaching
variations written versué videotaée;modeling and andiotape
versus videotape feeback, Comparisons of pre and post training
tapes of teaehing’performance indicated that the variations

are of equal effectiveness in increasing teacher's use of

higher cognitive questions,

Some of the variables in modeling that affect
learning have been studied, Bandura, Ross and Ross (1961)
examined the influence of thé sex of the model and the se#
of the child on the imitétion of agression, In a second '
study by the same investigators (1963a) boys again displayed
significantly more aggression thén girls, and again an
aggrégsive male model broved to be a more powerful stimulus
for aggression than an aggressive female model, The
competence of model and the learning of imitation and
non-imitation was studied by Rosenbaum and Tucker (1962),
Bandura and Kupers (1§63) studied the transmission of
patterhs of self-reinforcemént—through modeling while Kanfer
and Duerfeldt’(1967) investigated the effects of. the modeling
procedures eariy orwlate in subjects learning, Thesé

variables may or may not be significant in modeling the
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teaching skills unless their significancg is tested in
classroom behaviours of teachers who have been trained
through the use of modeling. Besides these variables, other,
variables like the content of the lesson; ambiguous or
unambiguous occurances of modeled teaching behavi§urs;
quality of production depegding upon the oolour; camera angle
and sound if filmed or videotaped models are used, also
mediate the effectiveness of perceptual models, Compérisons
between perceptual and symbolic modeling could be made if‘the
quality and content of both models could be made equivalent
in complexity énd comprehension, McAleese and Unwin- (1971)
foroposed the follawing combinations of media that could be
used to present a model of a skill 3 (i) an oral description
of the skill; (ii) a written description of the skill; (iii)
andiotape giving examples of the skill in actién; (iv) sixteen
mm, or eight mm, film possibly .in colour with sound; (v)
video tape; and (vi) various combinatiéns of the above,
Young (1969) found that moét effective protocol is a
combination:of specific illustration model, and a complete
model with a super imposed sound track drawing attention to

salient -features of the skill,
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Before actually presenting the model some

pertinent questions will have to be answered -

(1)

(2)

(3)

(4)

(5)

How should the model be presented to teachers?

Should the subject matter of the model be the same as

the trainee will be teaghing in his classroom?
Should the skill be exaggerated or not?

Should there be repetition of the skill in different
forms of the model or should only one example be

given, and this be repeated several times?

Should the model be set at the same level of experience
of the trainee teacher or should it be at higher level

of experience of trainee teacher?

1,4,0 Microteaching

§

Flanders observes, ",....In a relatively short

period of less than ten years microteaching has been created,

refined and applied in the field, This is despite the alleged

gap between theory and praetice; between university thinking

and realities of classrooms" (Allen and Ryan, 1969 pp. 13-14},
/

Microteaching can be described as a laboratory technique in
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Whichrcomplexities of the normal classroom teaching are
simplified (Allen and Ryan, 1969; Perberg, 1972), A trainee
teaches a class of three to five students, the,éuration of
the lesson is also reduced to five to fifteen minutes and is
used to practice one particular skill in teaching-lecturing,
questioning, etc, The lesson is usually recorded on a
videotape and the trainee hears and sees himself immediately
after the lesson, The analysis and suggestions of the
supervisor, who attended the lesson or observed the videotape,
and other sources of feedback assist the trainee in

restructuring the lesson which is retaught and recritiqued,

if necessary,

A typical microteaching sequence may be described
as follows ¢ A specific skill in teaching -~ say asking
probing questions is clearly identified, defined, and is
translated behaviourally. It isfthen presented either in the
form of symbolic modeling or perceptuéllmodeling so as to
enable the trainee teacher to get ACquainted with the specific
skill., The trainee then ﬁlans a lesson of about five to
fifieen minutes depictihg the modeled skill and teaches it

to about three to seven with a very specific ‘purpose, This
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teaching may be either real or simulated - the students might
be fellow trainees and not real students from the schools.

The lesson would be observed by the instructor keeping a close
look on the trainee's use of the said skill, The supervisor
may make a video‘recording of the lesson, The trainee and
the supervisor, immediately after the microlesson, get

together to discuss the performance or to review the replay

of the recorded videotape, B;sed either on the self~viewing
and/or supervisors comments the lesson is replanned and
retaught to a different group of pupils wiﬁh énother

recritique meeting. to be followed, if necessary, With the -
elimination of some of the complexities of the normal classroom
an& the content to be taught; thus, enables the trainee to
focus uppn one component skill of the complex act of teaching,
With the immediate and pin-pointed feedback made availabies

the trainee can improve upon his previous perforﬁanee during
reteach session, This appears to be the reason for being
optimistic about the potentiality of micreteaching in improving~
skill in teaching, ®#vidence available in support of the above

statement is given below.

Ward (1968) found in a survey of American Colleges

and Universities that 176 institutions were using microteaching

£
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in their teacher training programmes, Allen and Ryan (1969)
cite a survey of s?udent teaching programme undertaken’b; :
Johnson which showed that microteaching was being used in
fiftythree percent of such programmes, More than fifty
percent of institutions in Australia involved in teacher
training have introduced some form of microteaching (Turney,
1973 ), Laﬁless (1971) described micr&teachihg withoﬁt
hardioose develoéments at the University of Malawi, Bvan
(1970) deals with the aﬁplication of microteaching in
developing countries in Africa, while Jacobson (1970) reportg
microteaching being used in the Universities of~Dar~esuSalaam
and of Nairobi, Collins (1969) reports variations of
microteaching being used ;t thé Universities of Botswana,
Lesotha, and Swaziland, Microteaching has been introduced in
U.K, by several institutions including the University of
Stirling, New University of Ulster, Lancaster University,

and at the Exeter University.

Research evidence available from countries other
than India regarding effectiveness of microteaching and other
aspects connected with it is summerized in the following

paragraphs,
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Goodkinq (1968} reported that microteaching
created greater awa;eness in specific personal habits and
mannerisms when compared with conventional student teaching,
Kal}enbach and Gall (1969) reported that microteaching was
.not found either superior‘to or inferior.to conventional
student teaching in terms of ratings of teacher effectiveness
on the Stanford Teacher Competence Appraisal Guide, The
investigator, however, reported that microteaching took only
one-fifth of the time than the conventional student teaching
programmes for reaching the same level of efficiency,
Fortune, Cooper, and Allen (1967) found that microteaching
was an effective technigque és inéicated by significant
behaviour changes produced by the M.A. candidates at
Stanford on nine of the first twelve items of the Stanford
Teacher Competence Appraisal Guide. Shore (1972) found thatv
microteaching was a safe setting for the acéuisi%ion of skills
in teaching, This was in confirmation with the fin@ings of
Allen and Ryan (1969)., Surveying the research on micreteaching
conducted by Befline; (1969), Young and Young (1969),

Kallenbach (1967), and Wragg (1971), Stones and Morris (1972)

observed that microteaching was~§ﬁccessfu1 in achieving the



goals in terms of the behavioural changes of teachers that
were set for their studies, Allen and Fortune (1967)
analysed experience; at the clinic at Stanford for tﬁe yvear
1963 and 1964, They reported that students trained through
microteaching performed better than students trained through
traditional methods and the time taken for the training was
quite less, In addition to this, the performance in the
microteaching situation has become a rather reliable predictor
of practice training grades later on. Student teachers.found
microteaching very useful (Ward, 1969; Turney, 1970; Perrot
and Duthie, 1970), Webb a&d others (1968) conduc#ed opinion
surveys of rando; samples from a group of’700 students, They
found that in one instance 88 percent (N=81) and in another
instance 87 percent indicated positiveaattitude towards
simulated microteaching, McIntyre and Duthie (1912) studied
reactions to microteaching and reported that a great majority
(N=128) of students found microteaching interesting and
Qaluable. However, it was reported that the most frequent
comment was that the relevance of microteaching to normal
classroom situations was limited because of the absense of

discipline problems in microteaching, Hoerner (1969) reported

‘the finding that teaching real students as compared with
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teaching peers éid not result in significant differences

in terms of teacher behaviour change, Raymond (1974) used
microteaching format for practising the skill of 'seé induction'
using peers as pupils while 'real'! students from local schools
were used for practising the skill of asking 'probing
questions?!, No significant differences becauée of the pupils
and peers'could be obtained, Mcliendon t1973) usgd microteaching
sequence for teach;ng the 'reflective méthod; to undergraduates

in social studies,

Gregory (19%4) reported the findings of five studies
completed in one pﬁase ;f a comprehensive reseafch programme
on teacher effectiveness which sought procedures for aiding
teachers'in the acquisition and expresgion of hypothetico-
deduc?ive Qerbal structuring through microteaching, Corley
(1973) studied the effects of the use of microteaﬁhing in an
inservice programme for experienced teachers of adults in
health profession, Allen §1973) reported a study comparing
microteaching and traditional méthcd of instruction for
improving perfdrmance of\é manipulative demonstration in
industrial education; There was an evidence of an overall

significant difference in favour of the microteaching group
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as compafed with the traditional method group, The skills
that showed significant differences were : (i) developing
main points, (ii) closure, (iii} varying stimulus, (iv)
mathemagenic questioning, (v) pfobing questions, an& (%i)
reinforcement, Illingworth (1974) studied the effect‘of
supervisory feedback and feeéback.by team members only in
microteaching., The judges rated the lesson for the skill of
effective questioning, The final means of pooled judges
ratings for the two groups and the control group with no
feedback showed a significant difference, It was indicated
that all groups accepte& microteaching\technique. DeMarte
(1974) studied the effect of microteaching on the intentions,
perceétions, and classroom verhal behaviour, In ofder to
answer the question related to the effectiveness of
microteaching as a teacher training procedure a pretest-
posttest control group design was used, One group'received
microteaching training in a specific teaching skill while
the other group viewed percepgual models (videotaped) as
training in the same teaching skill. TheNFIAGS was used to
measure teacher's actual classroom behaviour, Teachers

trained through microteaching'differed significantly from
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those trained with perceptual models in their intention ad
selfperception of using criticism in the classroom verbal

behaviour.A

In India, Tiwari (1967) completed a project on
microteaching, The approach wasvpupil biésed and had no
intention of improving teacher behaviour; Chudasama (1971)
fbundAthat miéroteachers és compared with teachers frém ,
control group (without microteaching) made significant gains
(at LO01 level)‘in both indirect teacﬁer behaviour and teacher
behaviour pro%iding for freedqm.of response to pupils, Shah
(1970) reported that the use of a tape recorder was quite
ﬁelpf&l to inservice teachers in correcting their mistakes,

A study undertaken by Passi and Shah (1974%) showed that’
favourable attitudes towards micrdteaéhing‘were developed

and Ymi croteaching was reported to be effective with both real
glassroom situation“(school students) ané simulated classroom
situation, Marker (1972) reportgd a‘study using microteaching
for the student teaéhers ih Geography method group for the
skills ¢ set induction; stimulus variation; questioning;

reinforcement; and closure, Tangible improvements were

reported, Bhattacharya (197%) studied the relationship
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between the effectiveness of microteaching and conventional

practice teaching in developing the teacﬁing skill !
indirectness (based on the FIACS) in the inservice teacher
training prog?amme of polytechnic teachers in Eastern India,

It was reported thét significan£ changes were produced by the
group receiving microteaching treatment indicatipg microteaching
to be more effective than conventional practice teaching,

Singh (1974) also reported that microteaching was better than
the trgditi;nal training programme, It was an experimental
study with pretest and posttest on a sample of ten students,
Abraham (1974) studied the effectiveness of microteaching on

the acquisitién of skill in 'fluency in questioning' and

asking 'probing questions', Significant differences between
reteach;I and reteach-;I éere reported for both the skills,
Joshi (1974) studied the effect of microteaching on the
acquisgtion’of skills in using silence and nonverbal cues,

and reinforcement and found that microteaching produced

Al

significant changes in the behaviour of student teachers,

Though quantitative evidence with systematic
procedures is not available, it is gratifying %o note that

microteaching produced encouraging results, Before any
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systematic investigation in this respect has to be undertaken

the following points will have to be answered 3.

(1)

(2)
(3)
(4)
(5)
(6)

(7)
(8)

Should 'real' students (from schools) be used for

microteaching sessions? Should their number be

three, four or five?

Should microteaching be tried as an inservice or

-

preservice teacher training device?

What should be the duration of the teach and reteach
sessions? Three minutes, five minutes or ten minutes,

or fifteen minutes?
How many cycles should be planned?

Who should give the feedback? Peers, college tutor,
™~
experienced teacher or tape recorder to be used as

a self-feedback device?

What should be the suitable time? Morning, noon or

evening?
What should be the time gap between tqach and reteach?

How should the skills be presented? Symbolically,

m ) ] ‘ .
perceptually or filjed or through any other device?



145:0 Questioning

b

Questions have been long recognized as the
indispensible tool in the hands of educators. Aschner (1961)
describes a teacher ;s a professional 'question maker’.ﬁ A ‘
qﬁestion is a verbal utteranée that éeéks a response érom
the person to whom it is directed (Cunnigham, 1971).
Questions used by teachers and thoée incorporated in the
instructional materials probably are significant in guiding
the development of pupils' levels of knowledge and achievement,
Questions reveal the operational objectives whiéh stress the
increase of knowledge of facts, understandings of concepts,
and tﬁe skill of incorporating information and ideas, The
direction as well’és the level of learning are greatly
influenced by the various questigns the students encounter,

Available studies of effect of questioning on student

achievement are reviewed in the following paragraphs,

Sharma (1972) has attempted to find out the relative
effects of four téachiﬁg patterns, namely - narration, open
questions, narrow questions, and narrow questions with
feedback upon pupil attainment in terms of knowledge,

comprehension, and application objectives, It was found that
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narrow questions were more effective'than open questions in

the realization knowledge and comprehension objectives, In

a similar study Roy (1975) is aiming at finding out the effect
of three stytistic variations of teaching on pupil achievement,
Shaida (1975) is attempting to study the effects of questioning
and fee&back upon the attainment of pupils, He is using narrow
questions with feedpack, and wihout feedback; broad questions
with feedback, and without feedback to study the pupil
achievement, George (1975) is studying teacﬁer gquestion
ratios (TQR) for convérgent and divergent questions, Thakor
(1973);&Kumér (1975) and Kaul (1975) studied the questioning
ﬁehaviours of teachérs teaching diféerent subjects and tried

to compare them, Shepardson (1973) studied the influence of
teacher Quéstioning and respo;se béhaviour on student parti-
cipation during classroom diseussion; The specific problem
was 'do changes in teacher guestioning and response behaviour
resuit in concomitant predictable changes in the amount of
student participation?' It was found that the teacher
behaviours of probing for clarification and probing for cause

and effect relationships, and specific individual praise

response consistently had the highest correlation with student



participation., Beseda (1973) studied the effects of levels
of questioning on pupilkachi;vement and cr;tieai thinking
&Eiliﬁy.' It was concluded- that though training gnd feedback
to student teachers increased their di%ergent questions, it
resulted in Qecreasing the scores in critical thinking of the
students, Bedwell (1975) reported a study of effects of
training teachers i# que;tioning skill on the achievement and
attitude of elementary pupils, The hypothesis that teachers
using a high level éugstioping strategy would effect greater
studentAachievement and more positive attitud®s than teachers
using low level quegtioning straﬁegy, was not supported, In
a similar study, Babker (1975) tried to determine whether
preservice elementary teagherg‘tra;ned iﬁ questioning
sératégies would produce a concomitant effect in the numb er
and levels of questions clicited from elementary pupils, It
was reported that during twentyfour microteaching situations
the experimental group asked significantly more guestions and
significantly more high level questions, There was no
significant difference in the number of questions or the

levels of questions asked by the pupils, Adams (1975)

examined the relationship between teacher use of higher level
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cognitive questions and development of critical‘thinking in
intermediate elementary students, The findings of the study
support the effectiveness of teacher use of higher cognitive
level questions in the development of critical thinking of

the students, The findings provide a justification for the
development of teacher education programmes and instructional
material based on inquiry teaching, Chism (1973) carried out
an investigation with a view to analyze the chanées in pupil
behaviours and in teacher behaviours resulting from the |
instruction of . teacher in the use of a selected questioning
strategies; It was concluded that five one~hour training
sessiAns in the effective questioning techniques did bring
about a change in the‘levels of questions teachers asked during
classroom discussion, The teachers could '1ift' the level of
their pupils!' thinking as ;evealed by the fact fhat when the
teachers askéd more high level questions, the pupils responded
with a longer number of high level answers, It was also noted
that most of the children involved in the study seemed
interested in the topiecs of the discus;ions and most of them

did participate in them,



The evidence cited above is not conclusive in
respect of teécher questioning and its effect on student
thinking or achievement, But there is a growing body of
evidence which indicates that teacher quesfioning has an
influence on pupil thinking and attitudes, Much of the
responsibility of maximizing the effects of questioning,

howvever, lies with the teacher,

Cognitive transactions beginning with a few
structuring remarks followed by ‘approval of pupil's comment
and contributions and then a series of specific réquests by
the teacher seeking elabofation and extension of certain
idea M suggested b& the pupils appear to produce good
effects, (Spaulding, 1963; Solomon, et al. 1963; Conners
and Eisenberg, 1966; Soar, 1966; Furst, 1967; Fortune, 1967),
Teachérs using questions as a predominent mode of classroom
transactions have classes with superior achievement than
those teachers prefering other forms of transactions,

(Coriners and Bisenberg, 1966; Harris and Serwer, 1966; Wallen,
1966). Spaulding (1963) found that teachers asking relatively
vague and un;tructured éuestions in contrast to highly

structured and specific questions had classes where the
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achievement of pupils was lower, Responding to pupils'
further clarifying questibﬁs or probing the answers given
by the students further appeared to result in higher

achievement, (Spulding, 1963; Soar, 1966; Fortune, 1967).

Research, however, indicates that the predominent
emphasis of teachers questions -appears to be to search for
knowledge of facts, Stevens (1912) studied the rate of
questions in the classrooms of seeéndary teachers of
Bnglish and social studies, She observed that the teachers
asked questions émphasizing memory than any other mental
process, Teachers did most of the talking which often
resulted.in smothering the pupils' responses, She recommended
that teachers should talk less ané question; should be used
intelligently 56 as to stimulate reflective ﬁhought. The
objectives of most of the questions appearing in the
classroom tests and fextbooks and other instructional
material is also to test memory (Pfeiffer and Davis, 1965;
Davis and Hunkins, 1966; Windley; 1966), Floyd (1960)
analysed a sample of 1,347 questions aﬁd evaluatéd th;m

on a point system, Those questions received about thirtyone

percent of the total possible points, Fewer than 100
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questions were judged as capble of stiﬁuléting reflection,
About six percent were judged worthy of thinking about and
answering, Qﬁestions after classifying them by types
revealed the fact that about fortytwo percent emphasized
memory of specific facts and twentythree percent information‘
on specific facts; about nine percent éuestions were di?ection
giving either requests or demands, eight percent involved
criticisms and three percent éomparisons. Thus, memory
gquestions formed about seventyfive percent, Adams (1964) had

confirmed the above conclusions,

B

Buch (1975) reported a study conducted under the
cooperative prosect oﬁ productive teaching (COOPT). to
identify the verbal behaviour patterns obtaining%%he Indian
classrooms and to compare the same with the norms given by
Flenders (1970). The study covered 500 classrooms in nine
states gn& unién territories of India, The teacher question
ratio (TQR) was found to be 16,32 which is below than for
an Ameficaé teacher (26), Stuﬁy of the verbal behaviour of
selected teachers fr;m fhe secondary schools of Baroda with
the FIACS, Buch and Santhanam (1970) reported 1251 tallies
for category ‘4! (asking'qﬁestions)'of the FIACS, out of the

total of 14,786 tallies which is roughly 8,38 percent,
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Perhaps the ease with which teachers employ
questioning techniqugs might have led %o the neglect of his
behaviour, Teachers are not able to employ comprehensive
questioning patterns without an awareness of techniques for
lifting levels of thought; expanding and using learner ideas
(Carneg,19'63; Guzak, 1967), Gall (1970) observed relative
pausity of research regaréing whetﬁer aysignificant relation-
ship existed between the kinds of questions posed by feachers
(high level and low level) and any resultant student -
Sehaviour. Hunkins (1968i found that students guided by
preponderénce of analysis -~ evaluation questions scored
significantly higher on a pdst test of achievémentain social
studies than the students guided by knowledge t&pé questions
developed for'the same materials, Buggy (1972) and Tyler
(1972) reported that achievements of second gr;de students
%as significantly and positively affected by higher level
questions posedfhy the teacher, Savage (1972), however,\.
found no such relationship existed with £he fifth‘grade

students,

Ryan (1973) studied the differential effects of -

levels of questioning on student achievement, Ryan's scheme
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of classification 6f questions was dichotomized into low
level questioning (Recall Category) and high level
questioniné which ihciuded six catégories ¢ process,
relationship, application, educated guess, synthesis and
opinion, The lesson plans were writtén‘in such a manner
that High level Question group (HQ) had approximately
seventyfive percent of the queséioéé posed by teachers
belonging to the high level categorys; %hile the L§ group had
about ninetyfive percent of the questions belonging to low
level category,'that\ié emphasizing memory, The results of
the study suggested that high.level guestions were more
efficient in producing high level understanding, It appeared
that high level questioning if posed in some methodical
manner would encourage students to think at higher levels,
The students exposed to the preponderance of low level
questions tended to assume low level involvement and either
rejected or failed to perceive any higher level response

possibilities,

Classification of Questions

Crump (1970) examined the role played.by varying

levels of cognitive behaviour and suggested a classification



of duesfions based upon their cognitive functions, She tried
to -effect changes in questioning béhaviour through programmed
learning materials, The text was structured around a simple
hierarchy of four le?els of questions, namely, reproduction,
translation, reflection and, valuation. The first two
categories are 'convergent' in nature required to check
factual recall ér fecognition or 'reproduction' of information,
The 'reflection! and 'valuation' ;étegofies aré 'divergent!
in nature requi%ing angwers beyénd information aﬁd the
translation of original into another form requiring analysis,
synthesis, frediétion and generalization, After an
examination of 3,289 oral and written questions drawn from
the pre- and post-test instruction period for participating
teachers, the investigator found that self instruction
resulted in increased number of questions drawn from higher
cognitive levels, 89 percenﬁ of the pre-instruction oral

and written gquestions were dominated by reproduction and

translation questions the proportion which was reduced to

7344 percent in post-test period,

"Questions can be either 'marrow' or 'broad!

depending upon their scope" (Amidon and Hunter, 1967, pp. -

11-12), Narrow questions require low level thinking and
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short answers, The responses are predictable é§<théy“ali%ﬁ )
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only a limited number of right answers, Broad qne%tioﬁuia;b
questions tﬁat permit a variety‘of acceptance responses,

This makes broad Questions unpredictable. They are questions
which are considred to be thoughf provoking, Bread questions
are the meaﬁs of‘gnpancing development of intellectual skills,
Minor (1966) classifies qﬁestions as real questions and
'synth;tic‘»questions. Hoskisson (1974) classified4quest;ons
;s 'true' and 'false' questions, 'True; questions. are those
for\which the éeache; has assumptiéns.bﬂt is willing to
entertain other points of view apd reflect on a}ternatives
vgiven. If the purpose is to have thg puﬁils answer the
questiopé for which the teacher has the 'correctf answers,
then he is asking 'false' questions, The teachers purpose
should be to find én ansﬁer to his own question by invqlving
the pupils in a discussion, trying at the same time developing
awareness and understanding of the significanée and‘imp1icé-

tions of the questions asked, This type of procedure should

result in fostering reflective thinking,

Bloom's (1956) 'Taxonomy of Educational objectives

in Cognitive domain'; Guilford's (1956) 'Structure of the



Intellect'; Smith and Meux's (1960) 'Study of Logic of

Thinking'! have provided bases for classifying questions .
according to the level of thinking they encourage. Sander's

(1966} 'Questions what kinds?' is based on Bloom's taxonomy

where Sanders has split comprehension into 'interpretation".
and 'translation' the other categories for both the systems |
remain the same., According to Sander's (1966) the categories

of questions are evaluative questions, synthesis, analysis,
|
application, interpretation, translation and memory questions.\

%

This is a hierarchy with memory at the bése which forms the

L]

core of all higher thought process, Gallagher (1964) used
Guilford's (1956) bases for classifying questions an&
categoriés éuestions as C.M. questions based on cognitive
memory, convergent questions based oﬂ(convergent thinking,
divergent questions based on divergent thinking and evaluativé
questions based on evaluative thinking, Smith's and Meux's
classificationljs based‘on logic and‘the questioning
behaviour is described as ‘defining?!; ’describiné‘;

'stating'; ‘'reporting'; 'oéining'; ;evéluating'; etc,
éatcheldér ;nd others»(1§64) havé d;veloped a éescriptive

functional classification system of question in new situation,

'definition and explanation', 'recall' and ‘'summary', etc,

i
i



Gallagher (1964, pp. 24-25) further classified the
cognitive memory as reflected through students' mesponses
as recall, define, identify, answering 'Yes'! or 'No';

‘designate!, 'name' types of C-M questions, In answering

i

these guestions memory is brought into function,. The other
category of 'marrow' questions is 'e&nvergent' questions,
which is refiected in 'explaining', 'stating ;elationships'
and 'comparing and con;rastingf aﬁswéring behaviours of
éupils. In answering a 'convergent' question the pupil has
to put thg facts togethe; and is required to construct an
answér. In doing this the pupil recalls some facts, tries

to associate or relate these facts and tries to give an

explanation in his words,

The category of 'divergent' question is broader
in nature, The answers to such queséions are not necessarily.
predictable, Being thought provoking in nature, 'divergent'
questions create new pfoblem‘situation and require the pupil
to synthesize ideas and develop a solution, ‘In arriving at
a solution the pupil may be required to hypothesize, predict

or infef; Naturally, this type of questions stimulate



interest aﬂd provide motivation for exploration and
experimentation, 'Divergent! questions are a powerful tool
in developing in cﬁildren thé ability to handle new proble-
matic situations, Thompson and Bowers (1968} studied the
effects of convergent and divergent question;. Soar (1966}

and Furst (1967) found evidence for the superiority of

variation in questioning,

et e e e

Bvaluative qﬁestions, according to Gallagher
(1965,-pp. 26—27) regquire pupil to justify a chéice, to defend
a posifion to judge, and to value, Th; pupil is required to
take a self-selected position."The judgement of the pupil
may be according to his standard or é student éet 5y someone
else, Where the criteria are clearly set no justification
is required, the guestion becomes nd more than cognitive-
memory or convergent, Because-of this guality, evaluative
questions can either be broad or narrow and hence are

likely to produce difficulties in classification,

Besides these categories there are 'yes-no' type

of questions, 'ambiguous' questions, 'confusing' questions

and 'spoon-feeding' questions meaning of which is quite
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evident and which are undesirable elements of an effective

teaching behaviour,

Since ﬁarticipation of the whole class in a
teaching-learning situation iS"necesséry, quésti&ns will
have to be adequate in number so as to be equitably
disgributed all over the class, Voluﬁteers as well as
non-volunteers will have‘to be called to have hetter balance
in participation, This requires a variety of questions at
different levels enoouraginé several pupils to respond.' The
best way to achieve participaéion by -the pupils is to take
up their idea and try to elaborate it with several follow-up
questions, " The fluency of questions depends upon teacher's
repeating his own questions, answering his own questions and
repeating the answers given by the students, Hence it is
advisable to avoid such repeatition to make questions

effective and thought provoking,

The problem of dealing with incompletg answer
from the pupil involves modifying the pupil's initial
response‘so as to match a criterion responsé which may be
an abstract idea or a concept. Pupi}s habituated or

conditioned to give short answers may not like to give



lengthy responses, This response pattern can be established
if the teacher reinforces more anq more of the students'
giving 1onger responses. The teacher may put a question,
listen carefully to the student, reinforce the correct part,
seek further clarification of tﬁe inappropriate bart and
reinforce the longer student responses, This may involve
giving suégestions to the pupil to develop a longer responses,
This procedure is known as 'probiﬁg' behaviourvand invol&es
prompting by the teacher, séeking mére clarifiecation and

»

refocussing,

1,51 Probing Questions

The aim of probing questions, according to Hamphill
(1968) is to guide the pupil to more complete and thoughtful
responses, FProbing behaviours include promptiﬁg, seeking
clarification, refocussing, According to Hamphill and others
rephrasing is not a probing type of behaviour since it
consists in merely fewording the question, Redirection is
not regarded as probing since the s;me question is asked to
another studentl Probing questions are addressed to the
same student to take the gtudent response to a criterion

level,:



Authors, it appears; disagree with the abov§ view,
Rosenshine (1971) mentions researches in which probiné was
used in a mﬁch wider,sense than‘the one Hamphill and ;thers
(1968) have used above., Soar (1966) reéognizes folloéing
ﬁhreeevarieties as probing procedure ¢ (a) teacher encourages
further answers to fact questions, (b) teacher encourages

further explanations, and (c) teachér encourages interrelation-
- {

ships, generalizations, and problem.solutions.‘ Wrightrand

Nuthall (1970) included asking questions on ‘the same

cognitive levél to the same student-alternative subseéuent

question or to another student (redirect question), or

asking question at a higher thought level (reciprocates to

1ift). Though different investigators use& the word 'probing!

to mean differently making varied operational definitions,

'probing' .is intended to lead a student toward a more

comprehensive answer than the one he initially gave,

1,52 Convergent Questions

Questions belonging to this category are narrow
because there is usually one 'best! or right answer, They are

broader than cognitive memory (Weigand, 1972) éuestions



because they‘require a person to put facts together and
construct an answer, Convergent questions are ciosely
related to cbnvergent thinking, According to.&sehne} and
Gallagher (1968) convergent thinkigg is a thought operation
involving fhe a;alysis and integration of given or
remembered data, It leads to one expected result because of
the tightly structured frame work putting limits on it,
Responding to a convérgent question the mental operétidﬁé

of explaining, associating, and concluding may be required

to be performed,

Aschner & Gallagher (1968) in their system have

elaborated convergent questioning behaviours as under :-

{(a) Translation - Shifting éonceptual material from symbolic
figural conteht to seman?ic or vice-versa,

(b) Association - involving likenesses and differences;
degrees of compariéon; relationship of direction;
spotial position, and classification,

(c) Bxplanation - rational explanation; value explanation;
and na;rative explanationa. |

(d) Concluding - generalization including integrating prior

remarks with more general reformulation; summary



conclusions; and logical conclusions. involving

a deductively drawn implication from the materials,

The 'cue' word in such questions happens to be

'why'!, a typical question found in textbooks.

1.5¢3 Divergent Questions

These questions are broader in nature thén
convergent questions, They permit more than one acceptable
response, The answers to these guestions are not generaily
predictable as these are thought pfovoking questions, In
answering such guestions the pupil hag to organi;e elements
into new patterns that were not clearly organized befdre.
Divergent gquestions might create new problem situations and
require the pupil to synthesize ideas and construct a new
meaningful soiution. In responding to di#ergent gquestions
the pupil may pefform operation of predicting; hypothesizing;
infering, and reconstructing, According to Aschner and
Gallagher (1968) in a divergent thinking sequence individuals
are free té genéfate their own data independently in a
data-poor situation often taking a new direction or perspective;
Divergeht questioning behaviours may be described as under

(Aschner and Gallagher, 1968) 3~
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(a) Blaboration - (may be either structured or free)
Building‘upon ? point already made; develéping
a point but not shifting to a new point,

(b) Divergent Association - (may be either structured or free}
Constructing a relétionship between ideés; casting
a central idea into sharper and oftgn unexpected
perspective by comparisons and analogies,

(e¢) Implications - (may be structured or free)
Bxtrapolation beyond the given; projection from
given data consequent to hypothetical comnstruction
of neﬁ points of possibility,

(d) Synthesis - spontaneous performance involving integration
of current central idea with an entirely new point

or frame of reference,

How -can our teachers be trained to exploii fully
 the potential of questions? With a view to developing
effective training programmes to this effects following points

are raised

1, What type of questioning skills be selected

for training the teacher in question asking
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skills? narrow or broader; true or false;

restricted thinking or expanded thinking

questions,

2, What should be the train;ng format? giving the
trainee teacher printed or cyclostyled material
explaining the use or m;king the trainee to
discriﬁinate between diffe}ent typestof
questions when presented or through making

him teach in the classroom,

3¢ How can teachers be made to ask more thought

provoking questions?

Keeping in view the questions raised at the end of
captions (v), (vi), and (vii), the following investigation

was proposed to be undertaken;

1,6,0 Statement of the Problem

The problem can be sta?ed as under 2 To Study tpe
'Effects of Modeling gnd Microteaching on the Acquisition of
éertain Skills in Questioning'. The treatments were expected
to produce differential effeéés‘in terms of raw scores at

different stages of écquisition of the skills,
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1,70 Objectives of the Study

1, To develop different types of models depicting
the use of three different skills in asking

gquestions,!

2, To study the effects of modeling and microteaching

treatments on the acquisition of skills in

questioning,

3¢ To study the global classroom performance before

and after training,

18,0 Delimitation of the Problem

The study was confined to the three subékills in
questioning behaviour, namely - asking probing questions;
asking convergent questions, éﬁd asking divgrgent questions, ‘
.The study was confined to the samples of students drawn from
the entire group of students enroled for the B,Bd, degree
course in the Faculty of Bducation and Psychology, Baroda
and Government College of Education, Ratnagiri, Feer feedbaek
was used for the critique session for all the three skills for
microteaching treatment, Symbolic and audio models only were

developed because of the nonavailability of materials like

videotape, etc, Frimary teachers attending the inservice
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courses at the Government College of Rducation, Ratnagiri

were used as students for all the treatments,

The problem under investigation can be described
and explained by providing operational definitions of the
key terms, namely - modeling,microteaching and skills in

questioning,

1, Modeling - Symbolic and audio modeling were used in

this study,(vide Appendix IIla, IIIb and IIIc)

i

(a) Symbolic modeling\was the t;anscript of
a lesson developed by the investigator
depicting £ﬁe use of a ﬁarticulér qnestiohing
skill forming the fifst independeutfﬁavia£le

of the study. The students read the script,

(b) Audio modeling was the audiotaped leséon pased ’
on the transcript developed for the symbolic
modeling described in (a) above, The students
were exposed to the skill by replaying the "
;ecorded lesson, "This formed the second

independent variable of the study,
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2, Microteaching -~ it meant that after having planned a short
lesson lasting for seven to ten minutes the teacher trainées
"taught the lesson to a group of five primary teachers
acting as students, The same lesson was retaught nextday
to another group of five primary teachers acting as
students after replanning in the light of peer feedback

provided for immediately after the microlesson was over,

3¢ Questioning - Three\qnestioning behaviours, namely, probing,

convergent, and divergent were operationalized as under 3

(a) Probing questions - the teacher was expected to try to -
i) introduce prompts .
ii) seek more clarification

iii) refocus the question

A

(b} Convergent questions - the teacher was expacted to

try to ask the pupils to -

i) develop definitions of terms under discussion
ii) give illustrations based on the idea

iii} compare and cons$rast

(e) Divergent questions - the teacher was expected to

try to ask the pupils to -~



1) predict from the given data

ii) develop hypothesis from the given data

-

iii) infer from the given data

-

iv) reconstruct the statements

1,9.0 Hypotheses of the Study

Treatments, namely - symbolic modeling, audio
modeling, and microteaching will have differential effects,
upon the acquisition of skills in probing questiomns, convergent
questions, and divergent questions, The major hypothesis cén
be split up as follows = s
1; Microteaching will be the most effective treatment for
acquiring the skill in asking probing questions, followed
by audiomodeling and the symbolic modeling treatment being
the least effective of the three,

24 Microteaching will-be most effective treatment for acquiring
the the skill in aéking eonve?gent gquestions followed by
the audiomodel&ng and the syﬁholic modeling treatment
being the least effective of the three,

3¢ Microteaching will come out to be most effective treatment

for acquiring the skill in asking divergent guestionsy
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followed by the audiomodeling and the symbolic modeling

treatment being the least effective of the three,

4, Gain Scores dn the classroom performance of the student
teachers will not differ under the symbolic modeling,

audiomodeling, and microteaching treatments,

FEHHRRR



