THE UNIVERSITY OF MANITOBA

THE EFFECT OF TRAINING IN QUESTION
ANALYSIS AND IDENTIFICATION ON

STUDENTS SUBSEQUENT QUESTIONING BEHAVIOR

BY

JOHN SILVESTRO CONCI

A THESIS

SUBMITTED TO THE FACULTY OF GRADUATE STUDIES
IN PARTIAL FULFILMENT OF THE REQUIREMENTS FOR THE

DEGREE OF MASTERS OF EDUCATION

DEPARTMENT OF HUMANITIES AND SOCIAL SCIENCES

*‘WINNIPEG, MANITOBA

SEPTEMBER 8, 1986




THE EFFECT OF TRAINING IN QUESTION ANALYSIS
AND IDENTIFICATION ON STUDENTS 'SUBSEQUENT
QUESTIONING BEHAVIOR

BY

JOHN SILVESTRO CONCI

A thesis submitted to the Faculty of Graduate Studies of
the University of Manitoba in partial fulfillment of the requirements

of the degree of

MASTER OF EDUCATION

© 1986

Permission has been granted to the LIBRARY OF THE UNIVER-
SITY OF MANITOBA to lend or sell copies of this thesis. to

the NATIONAL LIBRARY OF CANADA to microfilm this
thesis and to lend or sell copies of the film, and UNIVERSITY
MICROFILMS to publish an abstract of this thesis.

The author reserves other publication rights, and neither the
thesis nor extensive extracts from it may be printed or other-

wise reproduced without the author’s written permission.




- ABSTRACT

This study investigated the effects teachiné grade
three students questioning strategies would have on their
qﬁestion asking skills, on their understanding of social
studies content, and on their attitude toward social
studies.

A population of 55 grade three students were randomly
placed into one of the two control groups or into one of the
two experimental groups. The instructional content and
activities were taught by two instructors. Each instructor
taught one of the control groups and one of the experimental
groups. Only students in the experimental groups were
taught questioning strategies. They also received
instruction in Community History which was taught to
students in the control groups. The teacher directed
questioning strategies included materials and activities
which modeled high and low order questions for students to
identify, classify, and formulate. The definitions of high
and low order questions, including critieria to identify and
formulate these kind of questions was governed by a question
taxonomy developed for this purpose.

Pre~tests and post—tests were employed to measure
differences in question asking skills and attitudes between
the control group and the experimental group. During each
questioning test the students were encouraged to ask -

questions about slides depicting scenes from their

(i)




ABSTRACT CONTINUED

community's past., Student questions were recorded and
classified. A five point Liekert scale with labels strongly
agree, agree, not sure, disagreé, and strongly disagree were
used to measure student attitudes toward 20 statements. The
achievement test on Community History completed by all
students at the end of this unit of study was used to
measure differences in achievement between the experimental
and control group.

The results of the study indicated that students in the
expeimental group did not ask more questions, including high
order questions than students in the control group.

However, students in the experimental group asked a greater
percentage of high order questions than did the control
group, and correspondingly, a significantly lower percentage
of low order questions. Students in the experimental group
did not score higher on the achievement test than the
control grou?. Training in questioning strategies also did

not improve student attitudes toward social studies.

(ii)
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CHAPTER ONE

INTRODUCTION

The educational system of the Province of Manitoba is
presently experiencing the development and implementation of
new curricula. These curricula, influenced by recent trends
in educational philosophy and psychology, are designed to
actively involve students in their own learning. One of the
primary assumptions of these new curricula is that such
active involvement will encourage critical thinking, promote
the understanding and application of subject content, and
lead to the development of quality cognitive skills. The new
curricula further assumes that attainment of these
educational objectives will be enhanced by educational
environments which encourage student questioning. This
thinking is typical of many researchers and educators
(Batson, 1981; Clegg, 1970; Cohen, 1983; Gall, 1970: Hyman,
1980; Marksberry, 1973: Smith, 1981). They believe student
cognitive processes and comprehension skills are enhanced
through active participation by asking questions. They also
contend that by encouraging students to ask questions and
instructing tﬁem in questioning strategies teachers can
improve student question asking skills.

Importance of Student Questioning Behavior

Examination of the literature suggests that there are
many beneficial outcomes associated with student
questioning. Postman and Weingartner (1969) argue that

questioning is an important vehicle for helping students to




learn since knowledge is achieved in response to questions.
Another contention is that students can use questions to
interpret and develop conclusions about topics being
examined or puzzling circumstances (Marksberry, 1978;
zahorik, 1971). More specifically, the current literature
emphasizes the importance of student questioning in
developing cognitive skills and improving knowledge and
comprehension. These latter functions of questioning will
be further addressed in the following discussion.

Developing Cognitive Skills

Taba (1965) argues that questioning is an important
vehicle in the development of cognitive skills. Her position
is that "the concept of thinking can only be learned by
doing" (p. 534). This process can be promoted by
encouraging students to ask questions, especially high order
questions. She argues that by formulating high order
questions students can develop and acquire skills in each of
three important cognitive tasks.

These cognitive tasks which are both teachable and
learnable, inélude formation of concepts, interpretation of
data and inference, and application of principles. These
can be further subdivided into specific skills. 1In

formation of concepts the cognitive skills are enumerating,

listing, grouping and labeling. The cognitive task of

interpretation of data and inference consists of developing

generalizations and principles from an analysis of concrete




data. This task also contains several sub-processes which
include identifying specific points in data, explaining
specific items or events, and forming inferences which go
beyond that which is directly given., Finally in the third

cognitive task of application of principles known reasons

and facts are applied to explain new phenomena or predict
consequences from known conditions. Predicting,
hypothesizing and then formulating logical explanations are
three different operations which this task requires.

According to Taba (1965) these three cognitive tasks
can be learned and developed through questioning. First she
contends that thinking skills develop from student
interactions with their environment. The role of student
questions is stressed here because they can become an
important vehicle students may utilize in actively acquiring
information and developing cognitive skills as they interact
with their environment. Therefore it would appear that
student questions are very important in assisting student
learning both in and out of school.

Secondly; Taba argues that cognitive tasks are
developed and mastered in a sequential order. According %o
her "each cognitive skill develops from the previous
cognitive level which is a prerequisite for the success in
mastering the next one" (p. 536). Questioning plays a role

here since, as students search for information, their

questions may progress from recall to interpretation to




analysis questions and so on until the response they are
searching for is obtained. This progression usually begins
with a recall question and moves up the hierarchial
categories to high order questions. Cognitive skills, it is
argued, are developed as students move through this
sequential ordering of questions.

Finally, Taba states that this sequential ordering of
thought processes is sometimes interrupted to accomodate the
acquisition of information which requires the use of a
cognitive skill that does not follow the normal sequential
pattern. Students can make this leap beyond the existing
conceptual framework when their questions have a specific
purpose that cannot be accommodated effectively by
sequential questioning. This process puts students in
charge of their knowledge acquisition since they can
directly ask for the information they need and are ready
for. This argument supports the development of higher order
questioning ability through which students can pursue the
knowledge they require,

The procéss described here, it is argued, will develop
as students raise high order guestions which relate to the
three cognitive tasks described by Taba. The student
cognitive skills developed will depend on the progression of
high order questions they ask or specific high order

questions they formulate for each of their inquiries.

Therefore, by providing students with an understanding of
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high order questions teachers will provide students with an
important vehicle for developing their cognitive skills.

Improving Knowledge and Comprehension

Student questions also have ramifications for their
acquisition of knowledge and comprehension. Many
researchers, (Cohen, 1983; Guzak, 1967; Manzo, 1969; Ortiz,
1977; Smith, 1981), provide evidence which demonstrates that
teaching students to ask questions improves their
comprehension of reading materials. Raphael and Gavelek
(1984) argue that questioning facilitates the use of
comprehension monitoring/fostering activities which in turn
expand comprehension. The significance of this process is
that the students, through their questions or sequences of
questions, are in control of the information they are
seeking. However, this purpose may be limited by the kind
of questions they are capable of formulating since,
according to Smith (19756), "comprehension is directly
related to cognitive levels of questions" (p. 3). Thus, the
ability to ask high order questions provides students with
the advantage.of being able to obtain a broader range of
information as well as developing an understanding of
content beyond simply recalling facts.

The theoretical positions developed (Raphael and
Gavelek, 1984; Smith, 1981; Taba, 1965), support the idea
that students' ability to formulate high order questions is

an important vehicle for comprehension. The works of the
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authors cited here strongly suggest that by formulating high
order questions student comprehension is extended to include
opinions, evaluations, judgements, predictions, comparisons
and causes of specific ideas or circumstances which affect
the world's population and its enviroament. The explanations
students receive from their high order inquiries will enable
them to gather information and form their own personal
knowledge, interpretations and values based on their
comprehension of the responses to their questions. Through
the use of high order questions, students can control the
kind of information or knowledge they want to acquire from
the numerous sources of iaformation available to them.

tatement of the Problen

93]

Inspite of the educational importance of student
questions most observational studies carried out in
classrooms suggest that there is a low frequency of student
questions, and that many of the questions students ask are
of the lower order requiring the respondent to recall facts
or information.

Floyd (1960) observed the questioning practices of
primary pupils and teachers. He found the frequency of
student questions was as low as 3.75%, 5.14%, and 3.64% of
the total number of questions in primary classrooms during a
school day. In elementary social studies classes, Dodl
(1966) found that of 43,531 behavior incidents only 728 were

student questions. Susskind (1969) found an average of two




student questions were asked every half hour in elementary
social studies classes.

Such observational studies also suggest that students
do not usually pose effective or thought provoking questions
with the potential to develop cognitive processes and
learning skills. BSeveral researchers (McLean, 1980; Taba,
1965), report that most student questions relate either to
procedures, materials, and assignments, or the clarification
of previously presented material or content.

Given the theoretical arguments (Cohen, 1983; Hyman,
1980; Raphael and Gavelek, 1984; Smith, 1981; Taba, 1965),
regarding the role of student questioning in developing
cognitive skills and enhancing comprehension of subject
matter, these studies present a problematic situation. An
obvious conclusion is that educators should help students
become competent and effective questioners (Cohen, 1983;
Marksberry, 1979; McLean, 1984; Sadker and Cooper, 1974).
These researchers suggest that students need to be taught
questioning strategies, encouraged to question, and provided
with opportunities to practice and develop this skill.

The problem investigated by this study is outlined by a
series of ¢uestions which are:

Will teaching elementary students questioning
strategies using a modeling approach supported by

worksheets:

1) increase the number of questions they ask?




2) increase

3) increase

4) increase
ask?

5) decrease

ask?

the number of high order questions they ask?
the number of low order questions they ask?

the proportion of high order questions they

the proportion of high order questions they

6) inprove their achievement of social studies content?

7) improve their enjoyment toward social studies?

8) improve their perception of the importance of social

studies?

9) improve their attitude toward the opportunity to

participate in social studies?

10) improve their attitude toward the degree of difficulty

of social studies?

11) inmprove their overall attitude toward social studies?

The instructional approach employed involved grade three

students in questioning strategies which included teacher

nodeling, group discussions, and worksheet activities.

Several

I,imitations

pete

factors may have limited the results of this

study. Firstly, the tests of questioning behavior,

achievement,

researcher.

and attitude were constructed by the

Although they were modeled from tests used by

-

other researchers they may be considered as limiting

factors. The questioning pre-test and post-test sessions

were under the direct control of the investigator and may




have been unconsciously biased. The investigator was also
one of the instructors in the study. There was, however, an
attempt to compensate for this by having the investigator
teach one each of the control and experimental groups while
A colleague taught the other experimental and control
groups. The length of the study was short term, lasting
approximately three weeks. The generalizability of the
results of the study are limited by the type of student this
study addressed. These grade three students were fron
middle to moderately high income families. Further, the
methodology employed in presenting the social studies
oriented questioning materials did not utilize a variety of
activities. This approach which basically required students
to identify, classify, and formulate questions may have
limited their ability in learning to ask high order
questions.

Definition of Terms

The following are definitions for terms used in this
study:
Achievement is the ability to remember the content of
a specific unit of study.
Attitude can be described as orientations to a
subject, favourable or unfavourable that matter to
an individual.

Comprehension monitoring/fostering are the readers'

expectations or hypotheses about the content of
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the material to be encountered.

Hdigh order Questions are those questions which have a
number of purposes and possiblebanswers. They
are concerned with interpretation, extrapolation,
application, analysis, synthesis, and evaluation.

Low order Questions are those questions which require
the respondents to recall knowledge or translate
information into their own words. They have
specific answers which are the same for everyone.

Question Training Strategies are those activities
designed to develop an individual's understanding

~

of the functions and purposes of questioning as
well as interpretations of various types of
questions.

Plan of the Thesis

Chapter one has developed an argument for the

importance of attempting to increase the number of questions
students ask including higher order questions. Chapter two
contains a summary of the literature relevant to this

problem., Chapter three describes the design of the study,

the question taxonomy implemented, the training activities
and procedures, and the test instruments that were used.
Chapter four presents an analysis of the results. The
summary, conclusions, and recommendations for further

research are presented in Chapter five.




CHAPTER TWO
REVIEW OF THE LITERATURE
The important function of student questions in
developing cognitive skills and enhancing student
comprehension seems to be ignored by most educators. This
statement is justified by the evidence which shows that
during classroom interactions most students do not ask many
questions, particularly high order questions. Researchers'
accounts of student questioning behavior and its causes is
expanded upon in this chapter. A review of the various
methods that have been employed by researchers designed to
promote and improve student question asking skills is also

presented.

Student Questioning Patterns
Several factors, both individually and together, are
responsible for the paucity of student questioning skills.
These factors, which are described below, include teacher

domination of classroom verbal activity and the kind of

questions teachers ask.

One of the most influential elements hindering student
questioning skills is the teacher's control of classroom
interaction. Most research states that student questions
are hindered and unintentionally discouraged because most
classroom discourse is dominated by teacher talk. Flanders

(1960) presents empirical evidence in support of this
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fact. His observations of verbal and non-verbal
interactions in the classroom show that two-thirds of
classroom talk is dominated by the teacher. Bellack's (1965)
observation of the verbal activity of grade 11 teachers and
pupils showed that teachers were considerably more active
than pupils in the amount of verbal activity that took place
in the classroom. He found that teachers talked
approximately three tires more than students. These two
studies suggest that students generally have little
opportunity to talk or even ask questions during classroom
discourse.

Type of Teacher Questions

Observational studies indicate that, while they are
dominating classroom talk, teachers ask a large number of
questions which focus primarily on the recall of facts or
information.

Floyd (1960) observed and recorded the questions of 40
primary classroom teachers and pupils. He found that from
an average of 348 questions asked during a school day, 42%
of the questiéhs requested specific facts while only 20% of
the questions called for thoughtful responses from the
children.

Similar high percentages of fact questions were found
in two studies by Susskind. 1In 1969 he observed nine
classrooms from grades three, four and five during six, 30

minute periods. The findings of this study showed that




13
teachers asked an incredibly large number of questions which
were predominately low order. In 1979 he observed 32
classrooms from grades three to six during 40 minute social
studies classes and found teachers asked a much higher
proportion of questions than the students.

Only ten per cent of teacher questions recorded by

Dodl's (1966) observations of fourteen elementary classrooms

during social studies instruction were identified as
searching for information in a hypothesized direction, while
most of the other questions were basically information
seeking.

In another study conducted at the elementary level,
Guzak (1968) observed four grade two, four grade four, and
four grade six teachers in order to find out what kind of
questions teachers asked and what questioning strategies
they utilized during reading lessons. Each teacher was
observed for approximately five hours over a three day
period with observations being tape recorded and transferred
to written protocols for analysis. He found that almost 80%
of teacher queéstions required the recall of facts.

According to Gall's review (19270) of the research, the
findings of teacher questioning practices are fairly
consistent. She concludes that about 60%3 of teacher
questions require st&dents to recall facts; about 20%

require students to think; and the remaining 20% are

orocedural.
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A survey of research conducted by Hoetker and Ahlbrand

(1969) found that for decades teachers have been generally
formulating low level questions,

Hare and Pulliam's (1980) observation of 35 elementary
school teachers, in grades one to five also show that
teachers ask a high percentage of recall questions.

The instructional objectives of many educators are
somewhat dictated by the large proportion of low order
questions which seem to stress memory and convergence
(Durkin, 1979; Floyd, 1970; Huenecke, 1973). An
observational study of grades three through six social
studies classes led Durkin (1979) to conclude that teacher
questions were directed at acquiring the right responses
from their students. This pattern, although not desirable,
is typical of most questions in readers, content area books,
and teacher manuals which are also generally low order,
stressing memory and convergence,

Banton (1978) analyzed a sample of 1,050 questions from
75 readers in grades one to six.. The results showed that
75% of the questions required low level thinking, were
short, and requested factual answers.

It is obvious that teachers' large number of low order
questions definitely do not encourage or give students the
opportunity to ask questions. What many researchers
(Rosenthal, 1972; Smith, 1981; Susskind, 1979) consistently

state is that if teachers want their students to ask higher

-
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order questions they should become aware of their
questioning patterns and ask a large portion of high order

qugstions. They believe students ask the kind of questions

their teachers ask.

Other Factors

Additional factors responsible for hindering student
question asking skills include "wait time", the classroom
environment, and the personal characteristics of the
learner.

Rowe's study on "wait time" which attempted to
determine the effect of increasing the time teachers wait
for students to respond to a question, found that only one
second lapses between the end of a question and the next
verbal interaction. "She comments on the ineffective
questioning practices of teachers, which, because of this
limited reaction time, gives students little time to think
or express themselves more productively" (Rowe, 1969, p.
11).

Most schools inadvertently discourage active
questioning by the students (Dodl, 1966; Susskind, 1979).
The atmosphere and learning conditioné during classroom
discourse are not conducive to student questioning. This
seems to influence students in limiting their inquiries even
though they do not understand a concept or would like
further verification on a topic.

One final observation worth mentioning is the influence

-
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of students' personal characteristics on their questioning
skills. Students often do not ask questions because they
are shy and have a poor self concept, or because the
material to be learned does not interest them (Dillon, 1981;
Siefert, 1980).

In general most students encounter some sort of barrier
to question asking behavior. The end result is that most
students reach maturity with few skills and limited
experience in posing questions. This raises the question of
how to improve student question asking skills. The
literature points to guidance, training, and the opportunity
to ask questions. These three points are described below.

Research on Strategies to Improve

Student Question Asking Skills

The major understanding arising out of the literature
with respect to the development of student question asking
skills suggests there are two facts generally responsible
for its present state. The passive, non-inquisitive student
and the domineering teacher. Training, practice, and
awareness of qﬁestioning skills on the part of teachers and
students provide the means for developing active and
efficient student questioners (Hunkins, 1976; Hyman, 1980;
Manzo, 1969; Piercey, ,1971; Zahorik, 1971). Experimental
evidence shows that students can be trained and influenced
to improve the number of questions they ask, including high

order questions. The following review of research on

~
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altering questioning behavior encompasses studies which
attempted to improve both the number and kind of questions
elementary students ask. The studies reviewed deal with
modeling, responding to student questions, problem-solving,
micro-teaching, cognitive development, and self-generated
comprehension questions.
Modeling

Rosenthal, Zimmerman, and Durning (1970) report
improvement in the questioning activity of sixth grade,
primarily Mexican-American children from economically
disadvantaged homes. These students observed a role model
raise questions about twelve stimulus pictures. Seperate
groups of students observed the model create questions
based; a) on nominal or physical properties or stimulus
objects, b) on functional uses to which the stimuli might be
put, c) on abstract relations concerning the stimuli, or 4)
on judgements of value or preference regarding the stimuli.
on judgements of value or preference regarding the stimuli.
All groups learned and applied the model's questioning
pattern and generalized them to new stimulus pictures. The
studenté followed the model's stylistic criteria in
formulating questions.

In another study.of similar design Rosenthal and
Zimmerman (1972) found that grade three students exposed to
explicit questioning instruction asked ﬁore appropriate

questions than those who received less direction in learning

L.
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the model's way of asking questions. Sixty-four girls and
64 boys drawn randomly from two schools were then randomly
assigned to experimental and control groups consisting of
eight boys and eight girls with the constraint that
proportions from either school be comparable. The stimuli
were similar to the one used in the previous study but
different pictures were used. The first set of pictures
which were displayed to all children was the vehicle for the
model's questions. The two groups were given either
implicit or explicit instructions to imitate the model's
questioning pattern., A second set of pictures was presented
to all children to assess the generalizations of questions
formulated. The results favoured the group receiving
explicit instructions in modeling the model's questions.
Susskind (1979) attempted to foster children's
competency in question-asking by providing training in
questioning to their teachers. He hypothesized that the
rates of student questions would be strongly influenced by
teacher patterns of questioning. The study contained three
phases; observétion, interview, and interview and
evaluation. 1In phase one the types of statements made by
teachers were recorded in 32 classrooms from grades three
through six during 40bminute sessions. Teachers opinions
about question asking in the classroom were gathered in the

second phase. In the third phase six teachers participated

in a two month, one hour a week, seminar called Developing
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Curiosity and Creative Thinking in the Classroom. This
seminar was intended to improve teacher patterns of
questioning and thereby increase student initiation of
questions. The participants were then observed during four
40 minute, post-seminar observations. The results obtained
from these observation sessions correlated significantly
with Susskind's hypothesis.

A systematic method, Students Ask Questions (SAQ)\was
utilized by Smith (1981) for teaching urban third grade
students to actively participate in instruction by learning
to generate literal, inferential, and critical questions
with the teacher as the model. Twelve third grade classes
received three different instructional approaches during
their reading lessons. 1In four classrooms the teachers
followed their regular teaching procedures using the basal
reader, while in another, four teachers conscientiously
asked literal, inferential and critical questions during the
comprehension discussion. In the four experimental
classrooms, the students were taught using the SAQ procedure
for comprehension discussion. All students used the same
basal reading series. Students were placed in level 7, 8,
9, or 10 by school personnel. In order to measure question
generation ability, students read an unfamiliar section from
the level of the basal reader in which they received
instruction and they were asked to formulate questions about

it. The results based on a sample of 168 students showed

-~
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the SAQ group generated significantly more of each type of
question than either of the control groups. They also
indicated that students of low, average, and high reading
abilities in the SAQ group all generated significantly more
of each kind of question than comparable students in each
group.

These four studies illustrate that student questioning
behavior can be improved by observing and imitating their
teacher's questioning pattern. Teachers who want to improve
student question asking skills should ask the kind of
questions they want their students to ask.

Responding to Student Questions

Another category of studies focuses on attempting to
increase the number and level of questions students ask by
providing a response to their questions.

Ross and Balzer (1975) observed the questions of sex
and grade level paired students in grades one, three, and
five on a set of stimulus pictures. One member received
responses to their questions while the other did not. Those
students given the responses asked considerably more
questions than those who did not. Consequently within a
relatively brief period of time (about one hour in total)
the provision of answers influenced the number of questions
students asked.

Finklestein and Ritter (1980) studiéd whether asking

kindergarten to third grade students to look at an

-~
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unfamiliar painting accompanied by a question or statement
would produce more questioning of an analytical nature such
as 'how' or 'why' questions, on the part of the child. The
children were shown the picture and interviewed
individually. Each child was instructed to tell the
interviewer what they wondered about the picture. Half of
the group received a question from the interviewer designed
to cause the student to think deeper. The other half of the
students simply received an encouraging statement from the
interviewer. The results of the question generation session
of approximately 40 minutes in duration clearly show that
responding to children's questions with further questions
will not cause him/her to ask more questions. However, it
did lead them to respond with higher level ques tions. This
suggests that a relationship does exist between the response
of the interviewer and the level of a child's question.

Problem Solving

In a study of préblem—solving abilities using the
'twenty question' procedure, elementary school children
ranging in ages from six to eleven years were shown pictures
of objects. They were asked to determine which picture the
experimenter was thinking of by asking only questions which
could be answered with 'Yes' or 'No'. Results of the forty
minute game showed an increase in the frequency of
constraint-seeking questions and a decrease in the frequency

of hypothesis-testing questions with increasing age (Mosher

o
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and Hornsby 1966). What is significant here is that with
development a child builds a more constrained or purposeful
strategy for using information.

Microteaching

In a study of a different nature, Sadker and Cooper
(1974) demonstrate that elementary social studies students
can be trained to ask high order questions. Four students
from a class of 24 fifth graders were instructed and trained
in the asking of high order questions through a
micro-teaching proéedure. Student questioning behavior was
analyzed prior, during, and following the micro-teaching,
with and without rewards. Student guestioning type
increased during reinforcement sessions.

Cognitive Development

Students exposure to question categories based on
different functions and various levels of thinking and
cognitive skills have also been shown to influence and
improve student questioning patterns.

Spencer and Horney (1978) conducted a study of the
questions asked by fifth to twelfth grade social studies
students in Indiana. Over a period of approximately two
hours students were exposed to four levels of questioning:
cognitive memory, convergent, divergent, and evaluative.
These questions were either modeled by the teacher or
presented on worksheets. Students classified and formulated

questions suggested by the worksheets or activities. The

-
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data obtained from the study revealed that students could
not operate at all four levels of questioning as
anticipated. Students digd, however, show a preference for
higher level questions. The authors concluded that the
ability to question at all four levels is a skill and as
such can be learned.

Amanda Batson (1980) conducted a study of 14 sixth
grade gifted students to determine if the inclusion of high
level interactive questioning procedures would affect the
cognitive processes of gifted students. Students were
exposed to a questioning category based on those established
by leading authors in the field. At the same time they
participated in student initiated questions where they
categorized their questions on a certain topic under
established headings. The end product of this study, which
had a total instructional time of two and a half to three
hours, showed increases in five student cognitive processes
as well as improvement in the questioning strategies of all
students.

Cognitive'skills were also developed in a questioning
study by Nash and Torrance (1974). They assumed that
increasing the basic ability of students to ask meaningful
and productive questions would enhance their cognitive
development. They involved 50 grade one students in a
reading program which contained activities based on

incomplete knowledge. Another group of 50 students which
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served as the control group were involved in a traditional
grade one reading program. The Question Asking Task Scale,
developed by Torrance (1970), was administered to the
treatment groups. This instrument recorded student questions
pertaining to four Mother Goose prints. The students were
encouraged to ask questions that could not be answered by
looking at the object. The data demonstrated that a
concerted approach which emphasizes the incompleteness of
knowledge encountered in reading experiences will improve
the questioning performance of students, particularly in
ways that would seem to lead to creative problem solving.

Essentially these studies demonstrate that student
cognitive skills can be enhanced by influencing and
encouraging students to ask questions, especially high order
questions., They also demonstrate that acquainting students
with some sort of question classification system is a useful
vehicle in this process.

Student-Generated Questions

Student—genetated questions in improving reading
comprehension are examined below.

Manzo (1969) developed a method called The ReQuest
Procedure for improving reading comprehension and student
questioning behavior. " The ReQuest Procedure, which is a one
to one teaching approach, has been tested in a clinical
setting with remedial students ranging from seven to

twenty-five years of age. The results of this experiment
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strongly indicated that ReQuest was significantly more
effective in improving student questioning behavior and
reading comprehension than was Directed Reading Activities
(DRA), a five step teaching strategy for improving
comprehension. With ReQuest the teacher gives the student ga
purpose for reading through reciprocal questioning. Both
the student and teacher read a sentence or paragraph. They
then exchange questions about what they read. Throughéut
the interaction the student is forced to imitate the teacher
model's questioning behavior.

Cohen (1983) was successful in training elementary
school students to generate questions. Forty-eight urban
third grade students gained competence in question
generation through the explanations and instructions
provided by recipe format question generation booklets. The
first part of training consisted of 15 minute sessions on
six consecutive days, while the second session involved 20
minute periods on each of four consecutive days. The
results showed significant gains in all three experimental
groups when their question asking skills were applied to
short stories. Significant gains on the standardized test
as well as the criterion test demonstrate that training
students in generating questions can enhance comprehension.
These findings suggest that training in student~generation
of questions can start as early as the primary grades and

that this type of training may improve students

T
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comprehension of stories.

Palinscar (1984) used Manzo's reciprocal questioning
procedure to enhance student performance in reading
comprehension questions. Twenty-one grade seven students
were divided into four groups. Two groups were instructed
by Title I Remedial Teachers, while the other two were
instructed by classroom teachers working with "low track”
language arts students. Three training sessions were
scheduled with each teacher. The first one explained the
rationale and development of the reciprocal teaching
procedure, while the other two were practice sessions using
the reciprocal teaching procedure and activities., During
the reading sessions the students read pPassages from a
variety of reading series at which time the reciprocal
teaching procedure was introduced and conducted. This
method was used for a period of 25 to 30 minutes for a total
of about 20 days. A maintenance phase and follow up were
also included in the étudy's design. The study's hypotheses
were confirmed since the students' ability to answer
comprehension questions increased as a result of the
reciprocal teaching procedure. The students also showed
gains over an extended period of time.

Directly related ‘to these studies on student-generated
questions is a study which deliberatly presented students
with ambiguous information and was designed to influence

students to ask questions to decode the ambiguous

g™
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information into meaningful content. To do this Cosgrove
and Patterson (1978) used a referential communication game
with preschool to grade four students, When ambiguous
information was given the grade four students asked
questions when they didn't understand, while the younger
children just made guesses and made less accurate
selections. The younger students did not ask questions
because it did not occur to them that it would help. When
they were encouraged to ask questions the results involved
more correct choices than previously. This study suggests
that students should be encouraged to ask questions and also
should be made aware of the need to ask questions when they
don't understand.
Summary

Modeling, responding to student questions, problem
solving, micro-teaching, cognitive development and
self-generated questions are some of the approaches
researchers have used in their attempt to increase the
frequency and level of student questions. A message
emanating fromlthese studies is that students need to be
encouraged to question., It is important for them to be
exposed to questioning patterns and strategies through
special training in this skill. Through such training
students can become competent and effective inquirers,
enhancing their learning skills. More specifically student

question asking skills become an important avenue in the
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development of student cognitive skills and their

comprehension of textual and non-textual material.




CHAPTER THREE

DESIGN OF THE STUDY

This chapter presents a description of this stady's

purpose, the research hypotheses, and a general overview of
each phase of the experimental design. Although many of
these experimental components were developed by the author,
references are made to various researchers whose work
influenced the methodology of this study.

Purpose of the Study

The purpose of this study was to determine if
elementary students' question asking behavior could be
influenced through training strategies which employed social
studies content, The effects of these training procedures
on student attitudes toward social studies and their
retention of content were assessed.

Researchn Duestions

Essentially this study can be viewed as the development
and field testing of a learning package for improviay
student questioning skills. A review of the literature in
this area suggested the following researcn questions:

Will teaching elementary students questioning strategies
using a modeling approacn supported by worksheets;

1) increase the number of guestions they ask?

2} increase the number of high order questions they ask?
3) increase the number of low order questions they ask?

4) increase the proportion of high order questions they ask?

5) decrease the proportion of low order gquestions they ask?




30
improve their achievement of social studies content?
improve their enjoyment toward social studies?
improve their perception of the importance of social
studies?
improve their attitude toward the opportunity to
participate in social studies?
improve their attitude toward the degree of difficulty
of social studies?
improve their overall attitude toward social studies?

General Design

Subjects

The sample consisted of three grade three classrooms
with a total of 55 students. They attended a suburban
school in Winnipeg, Manitoba. The econowmic background of

these children ranged from lower to upper middle incomes.

In order to facilitate studying changes in questioning
frequency and questioning level, control and experimental
groups were established. The students were randomly
assigned to two experimental and two control groups. The

researcher and a colleague each taught one experimental

group and one control groun. (Table 1)
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Table 1

TREATMENT GROUPS

Experimental Group Control Group

Researcher's colleague Researcher's colleague
(13) (13)

Researcher Researcher

(14) (15)

The table indicates that experimental group 1 and

control group 1 with 13 students each were taught by the
researcher's colleague. Experimental group 2 and control
group 2 with 14 and 15 students respectively were taught by
the researcher.

The experimental groups received instruction in
question strategies in the context of a unit of study on
Community History. The control group studied the same unit

but without the questioning instruction.

Since only two groups could be taught by the researcher

o

and his colleague at.one time, two student teachers taugh

language arts to the other groups. (Table 2)
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Table 2
INSTRUCTIONAL SESSIONS

Instructional Session A

Groups Activity Instruction Given
Experimental Questioning Skills Researcher's
and Community History colleague
Control Language Arts Student teacher A
Experimental Questioning Skills Raesearcher
Community History

Control Language Arts Student Teacher 3

Instructional Session B

Groups Activity Instruction Given
Experimental Language Arts Student teacher A
Control Social Studies Researcher's

Community History colleague
2 (a) Experimental Language Arts Student teacher B
2 (b) Control Social Studies Researcher

Community History

Table 2 represents the format of the two instructional
sessions. Dufing instructional session A questioning
training strategies and Community History were taught to
experimental group 1 by the researcher's colleague, while
experimental group 2 received their instruction from the
researcher. At the same time language arts instruction was
given to control group 1 by student teacher A while student

teacher B taught control group 2. This instructional
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session lasted forty minutes. At the end of the period the
experimental and control groups changed places to begin
instructional session B. 1In this session experimental group
1 received language arts instruction from student teacher A
while student teacher B taught experimental group 2.
Community History was taught to control group 1 by the
researcher's colleague while the researcher taught control
group 2. These four groups of grade three students took
part in these instructional sessions on a daily basis for a
period of about twelve days.

The following discussion will describe the actual
activities that were presented during these instructional
sessions.

Treatment

The control and experimental groups received
instruction on Community History. However the experimental
group also received instruction in questioning strategies. A
more detailed description of the activities each group
participated in is presented below.

Control Groups

The students in the control group were taught about the
history of their community by their appointed instructors.
The topics covered included settlement, the people, homes,
sccupations, food, clothing, the general store,

transportation, and recreation. This information was

presented to the class using strategies which included
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lectures, discussions, filustrips, reading activities, and
worksheet assignments. Most of these materials were drawn

from the Manitoba grade three social studies curriculum,

=

reference books, and filmstrip packages on Community
History.
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1@ control groups dealt only with these Community
History topics. They did anot receive any iastcuction in
question training strategies. The exparimeatal grouns oa
the other haand also covered these histocical topics but less
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these activities than the experimental group whic
received questioning trainiagy within the same amount of
time,

Experimental Groups

This study adopted a modeling approach to teach
students questioning strategies, similar to the method
implemented by Spencer and Horney (1979). 3tudents were
encouraged to imitate teacher questions directed at topics
of study. This was followed up with activities that

required students to identify and classify questions using

the criteria established by the question taxonoay (see p.
200).

Modifications héwever, were made to Spencer and
Horney's traianing materials to serve the narpose of this

study. Teachers coordinated and interpreted each activity,
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students distinguished the difference between two kinds of
questions, the duration of the study was extended, and the
content focused on Community History. |

This method of training elementary students to ask high
order questions has been utilized by several raesearchers
because of the strong correlation between the kind of
questions teachers ask and student questions., Their studies
lend support to the method utilized by this study. These
researchers similarly presented students with
interpretations of the question categories with examples and
activities to develop student understanding of each kind of
question. A brief description of these studies' procedures
are presented in the following paragraphs.

Batson (1930) taught seven gifted grade six students to
ask four kinds of questions; recall, think critically, think
creatively, and evaluate. Interpretations and examples of
each kind were modeled by the researcher who formulated
specific types of questions about pictures or reading
passages under consideration. Students also employed this
method. With the assistance of the researcher their
questions were labeled as to type.

Another study whose methods of teaching students to ask
high order questions corresponds to this study was conducted
by Sadker and Cooper (1974). These researchers also taught
students to ask high order questions by initially providing

interpretations and examples of each kind to the students.

»
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The students and teachers discussed ways to distinguish
between the five kinds of high order questions which were
comparison, evaluation, problem-solving, cause/effect, and
divergent. As students appiied these questions to many
circumstances they were filmed and used later to provide
reinforcement and suggestions for students to further
develop and practice this skill. Also a reward system was
included to further encourage students to ask questions.

Further, grade three students were taught to ask
literal, inferential, and critical questions. FRach kind of
question was modeled individually by the teacher prior to
presentation of instructional material and content. After
each kind of question was formulated several times, the
teacher guided students in asking the questions. According
to Smith (1981) this approach led students to ask these
kinds of questions to determine answers to their inquiries.

Essentially similarities drawn from these four studies
suggest their appropriateness and feasibility for this kind
of study. These include; the purpose of these studies which
were designed.to train students to ask high order questions
to satisfy their inquiries; the development of a question
taxonomy; the provision of question definitions and
interpretations by the teacher who modeled the question
types and guided student guestions; and the use of a variety
of activities for students to praétice and develop this

skill. It was concluded that these research elements tried

»




37
out and assessed in a variety of settings could be adopted
by this study.

The method of instruction and suggested activities of
the question training strategies are described in the
following outline. For a more detailed description, refer
to Appendix B, The Questioning Strategies Materials.

1) Awareness

These activities were designed to emphasize the
importance of questions and to describe their uses. Student
Activity Worksheets 1 and 2 served this purpose. (Appendix
B)

With Student Activity #1, Questions are Important, the

teacher handed out the worksheet and discussed the
importance of student questions as outlined on the
worksheet, Student comments were encouraged. This activity,
which lasted about 20 minutes, was then followed by an
introduction to Community History. (Appendix B)

In Student Activity #2, Questions are Everywhere,

students learned that questions can be asked in many places.
They were to éompose questions they would ask at home, at
school, with friends, and with others. A group of students
were then selected to read their questions aloud. These
questions were discussed briefly. Thewy were then followed
up with a brief presentation which pointed out that
questions are an important part of our lives. This activity

took up one half of the forty minute social studies period.

(Appendix B)
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The third part of these awareness exercises was based

on Student Activity #3. The students were expected to write
down a queséion they would ask an Indian Chief if they were
Christopher Columbus. They were also required to imagine
they were an Indian Chief and ask Christopher Columbus a
gquestion. Students were briefly provided with background
information on Christopher Columbus. As the students read
out their questions it was pointed out that there were many
kinds of questions a person could ask. This activity also
covered the first half of the period. (Appendix B)
2) Low Order Questions

Students were given Student Activity Worksheet #4 which
was read together with the whole class. The definition and
examples of this kind of question were discussed with the
students. Each student was then asked to complete the four
question sentences. The students shared their questions
with the rest of the class., t was stressed that the
answers to these kind of questions were the same for
everyone, This .activity covered the first half of this
period,'but it was also reviewed in the preceding exercise.
(Appendix B)
3) High Order Questions

This section wag based on Student Activity Worksheet #5
which provided definitions and examples of the high-order

questions. The teacher read each kind of high order

question, sample questions were provided, and the students
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attempted to formulate similar kinds of questions. The
students then completed the question beginnings at the
bottom of the page., These were discussed and shared with
the class. This activity took up the first twenty minutes
of two class periods. (Appendix B)
4) Question Taxonomy

The students were then provided with copies of the
question taxonomy (Appendix E), Framework for Classifying
and Formulating Student Questions. The students and the
teacher read through the definitions of the low order and
high order questions. The teacher then provided examples of
each kind of question and solicited student examples. This
activity was conducted during the first half of two class
periods., |
5) Preparing Questions to ask the Guest Speaker

This activity was designed to give students the
opportunity to apply and extend their questioning skills.
The students were told that a historical presentation on
early Charleswood would be given to them by two elderly
Charleswood résidents. Prior to the presentation the
students and the teacher formulated questions they could ask
these people. The student and teacher questions were
classified under their appropriate headings using the
criteria established during the preceding activities.
Students were encouraged to attembt to raise low order and

high order questions. 1In this activity as well as worksheet

*
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#5 and the question'taxonomy the teacher used some of the
sample questions from Appendix C as model gquestions for the
students. This activity covered the first half of aiclass
period.
6) Presentation on Community History

Two early residents of Charleswood came to the school
and gave two, forty minute presentations descrivbing life in
Charleswood over the last 85 years. These people used
photographs, slides, and personal recollections to describe
the history of Charleswood. Topics covered included early
settlement, people, schools, businesses, and transportation.
The two experimental groups and the two control groups were
combined for this activity. The presenters encouraged the
students to ask questions at various stages throughout the
presentations. These questions were recorded using a tape
recorder.
7) Classification of Community History Questions

The questions the students asked the early residents of
Charleswood were transferred onto paper. Since over a
hundred questions were asked only 25 questions were chosen
for students in the group to classify. These questions were
written under their appropriate headings on chart paper.
This activity was conducted during the first half of a
social studies period.
8) Questioning Review

This review used Student Activity Worksheet #5. The
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students read ten questions and classified them as being
high order or low order questiohs. These were corrected by
the teacher and then discussed with the whole class
determining the criteria that were used to classify each
question. This activity also covered the first 20 minutes
of a class period. (Appendix B)

Student Activity Worksheet #7 was also distributed to
each member of the experimental groups. They were briefly
provided with an explanation of the assignment. The
students chose three famous people and wrote a low order
question and a high order question on chart paper that they
would like to ask these people. Various students displayed
the questions they asked their famous person. The students
once again were asked to label each question. A class
discussion summed up these questions and the whole purpose
of asking questions., This lasted the first half of two
class periods. (Appendix B)

These methods of traininé elementary students to ask
high order questions were developed and adapted from studies
reviewed in Chapter Two.

Instructors

The questioning strategies and the Community History
content were taught by the researcher and the researcher's
colleague., The researcher developed both units of study and

went over the content material and the outline of activities

with his colleague during two, one hour sessions. More
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importantly these instructors completed each activity in the
question strategies. The researcher's colleagué also spent
individual time studying the questioning taxonomy. Both
instructors met each morning prior to and following the
treatment to briefly plan each days activities and also to
determine students' progress and whether or not further
emphasis was needed.

Each instructor attempted to cover the material as
prescribed in the instructional package for the experimental
and control group. The instructors attemptéd quite
effectively not to provide the control group with any
instruction on questioning. Throughout the study both
instructors cooperated successfully in their attempts to
meet their instructional assignments for the experimental
and control groups.

Dependent Variables

The evidence provided by the literature leads us to
believe that instructing students in question training
strategies wiil'result in:

1) Dboth more questions and a higher proportion of higher
order questions,

2) improved attitudes toward social studies

3) Dbetter achievement of social studies content.

The Questioning Taxonomy

A basic consideration in this study was the development

of a suitable question taxonomy. This was needed to provide
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criteria for determining kinds of questions and methods that
would be employed énd taugh£ to the students., A taxonomy
was also necessary for establishing a code for the
development of categories for measuring the kinds of
questions students asked.

Several popular taxonomies including those found in

Table 3 were studied.

Table 3

Question Classification Systems

(adapted from James Spencer and David Horney)

Bloom et al, Guilford Sanders Hyman

(1956) (1956, 1967) (1966) (1979)
Knowledge Cognitive ‘ Memory Definitional
Comprehension Memory Translation

Application Convergent Interpretation Empirical

Application
. Analysis i Analysis Evaluative
Synthesis Divergent Synthesis
Evaluation Evaiuative Evaluatfon Metaphysical

These teacher oriented taxonomies, however, were found
to be somewhat difficult and confusing in terms of their
hierarchial arrangement of thinking skills for grade three
students to learn and utilize. A three category taxonomy
(Batson, 1930; Smith, 1981) was also not suited to this
study's purpose. More suitable taxonomies were found
(Sadker and Cooper, 1974; Spencer and Horney, 1979). Each

regsearcher developed low order and high order questions.

Sadker and Cooper's high order questions were evaluative,
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comparison, problem solving, cause/effect and divergent.
Speﬁcer and Horney used evaluative and divergent high order
questions. Although both taxonomies contained a series of
high order questions they could be used to distinguish low
order from high order questions.

These examples from the literature provided support for
the use of a two category question taxonomy. Further, the
simplicity of two categories made it practical for use with
grade three students. A taxonomy of this nature tends to
avoid confusion in formulating and classifying questions in
the appropriate category. -Although several types of high
order questions are included in the taxonomy, students were
not expected to know each type but to use these high order
questions as one guestion category. (Appendix E)

Question definitions and interpretations used in this
study are presented in (Appendix E), the Framework for
Classifying Student Questions. It is from this framework
that the instructional methodology and observation
instruments were designed and managed. Additional
interpretatioﬁs of these categories are presented in the
training activities.

Research Instruments

Three instruments were developed in this study: a
question categorization framework, an attitudinal scale, and

a content achievement test. The development and method of

employment for each of these instruments is described below.
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Measuring Questioning Behavior

hde

The questioning pre-test and post-test utilized the

same format and procedures. SGroups of five students viewad
a series of slides at 15 second intervals. The slides were
then shown to the students again only at a much slower pace,
giving the students ample time to ask one or more gquestions
each.

The instructions given to the children in the pre-test
and post-test were; "You will be shown a set of slides
showing you what life was like in Manitoba and Canada about
a nhundred years ago. I would like you to tell me what you
would like to know about each slide." 1If a question was
repeated I asked the students, "Can you think of something
else you want to know about?" Once each child formulated a
gquestion for each slide I as

ted them "What else would you

nase

i

2" This allowed i
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like to know about th
students to ask as many further questions about the slides
as they would like.

Each time a student proposed to ralse a question

his/her nawne was called out, then their question was raised.
T™his facilitated coding individual students' questions which

s

were tape recorded during this session. The questions were

12n transfered onto the Student Question Observation

This method of providing students an opportunity to

formulate questions after viewing slides or pilictures was
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vasad on similar approaches used by several other
researchers. Batson (1980) encouraged 14 gifted students to

ask as many questions as possible about a series of

pilcturas., These recorded questions were then labeled as to
type. First, second and third grade students were asked to
ask questions about a painting (Finklestein (1980)). Nash

and Torrance (1974) used the Question Asking Task {(1970) to

measure growth in the gquestioning ability of grade one

ol @

students. This test was admninistered prior to and following

.

the treatment. The examiner showed a small group of four
children one of four Mother Goose prints and gave
instructions which encouraged the children to ask questions
about the picture - questions which could not be answered by

()

looking at the p

&

cture. The questions were recorded over a

—te

ten minute period and then transfered to categories.

A similar approach was ilmplemented by Ross and Balzer
{1975). A series of eight slides developed from pictures
found in children's books accompanied by brief descriptive
statements were used to encourage grades one, taree, and

ive students to ask question.

f
These studies suggest that students can be influenced
to ask questions about pictures. The obvious appeal

pictures have for students of this age makes this a suitable

method for encouraging students to ask questions,

Attitude Survey

.

Ltude survey

1

¥

The social studies at: Aopendix A) was
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developed by the researcher afte

.

r consulting several

attitude surveys, (De Gracie, 1977; Powell, 1930). Twenty

statements were develooned to assess the four attitude areas

£
"which included enjoyuent, importance, participation, and
difficulty. Five statements addressed each area. A five

point Liekert scale with labels strongly agree, agree, not

L

sure, disagree, and stroagly disagree were used to measurs
student attitudes toward the twenty statements. FEach of the
four attitude areas were mixed on the instrument. The
scores for each attitudinal area were then totalled to
provide the actual score from which pre-test and post-taest

comparisons could be made,

Achlievement Test

An achievement test (Appendix D) was administered to

all the students in the experimental and control groups.

)

This test was intended to determine if the students in the

.

experimental group, who received instruction in question

0]

training strategies, understood Community History content
better than those in the control group.
The gquestions for the achievement test were gathered

from the material covered during the unit on Community

History. A multiple choice format was .adooted. The

9.7 k)

elect the best one of four

¥

students were required to

[$]

closely related responses to a question. Twenty questions

were asked on the test. The

es T

corracted and a

o
[é2]

wer

D

ercentage out of a hundred was calculated for each student.

ire}




Collection Procedures

v
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'

Data was collected from the pre-test and post-test

ctitude survaey, the questioning pre

1
[0}
[
0]

K

g

st and post-test, and

)

tha Communiby Jistor

o

S
-

v Achievement Test coupleted by each

student in the experimental and control group.

e

Measuring Questioning Behavior

The method of collecting the questions asked by the
students during the questioning pre-test and post-test was a
tape recorder. The student recorded questions were then
ved on a sheet of paper under each students' name.
1er read these questions carefully and labeled
them as either a high order or low order question. The
criteria which were used for categorizing questions are
contained in The Framework for Classifying and Formulating

)

Once these questions were all categorized this

=

Students' Questions. (Appendix
iy

ormation was transfered onto the Question Observation

e
i

n
Instrument. (Appendix G) The researcher entered a tally
mark (/) below the appropriate category for the kind of
question each.student asked during the pre-test or

post-test. Areas calculated included total number of

questions, the number of high and low order questions, and

¥

e percentage of high and low order questions. In this way

1 student's question asking skills could be observed from

this Question Observation Instrument.

This instrument also displayed the question asking




the entire control and experimental groups. Totals

~h

skills o
for each category could be tabulated since students were
listed according to the group they beloaged to; either

experimental group 1 or 2, or control group 1 or 2. These

)

total scores for each category were used to compare the
questioning abilities of the control group and the
experimental group.

Observation instruments and procedures of similar
design have been used (Hunkins, 1976; Lehman, 1972; Ryan,
1979; sadker and Cooper, 1974; Susskiad, 1969). Each of

these studies utilized a checklist format which facilitated

o .
i

student questions. These instruments

the recording o

included a general list of categories developed to record

the

= 1

frequency and tvres of questions asked by students. The
L L AT

riteria which were used for these categories were developed

Q

in each study in order that questions could be coded.

this svstem is that the kind of

An advantage o
question activity is preserved, student questions are
recorded,; and totals for each category are taken. These can
then be compared to determine if any significant differences
emnerge for each category between the treatment and
instructor groups.

Attitude Survey

mach of the four attitude measures including enjoyment,

importance, participation, and difficulty were tabulated.

These tabulations, which ranged from five to 25, provided




the total score for each of these attitude areas. By

. ) fod

taling these four attitude areas a score with a range from

o

the overall

(1Y

20 - 100 was derived as an indication o

attitude. The method which was employed to tabulate each

s presented in the

ttitude

l—h
f]
:jy
N
w
D
o
[
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S
®
=
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area urvey

(Appendix F)

The scores for each attitude area were then totaled for

~

the control group and the experimental group. These scores

&L

were used to determine 1f there were any significant

differences between the control group and the experimental

P4

group in any of the attitudinal areas.

Achievement Test

The students in the experimental and control groups

completed the multiple choice Community History test at the
end of the study. The researcher developed an answer kKey

). ()

which he used to correct the te

st. The student responses

) ~

were .only considered to be correct if they chose the

<

answer. Students were instructed to provide only one
answer. Each test was scored out of 20. This score was
then converted to a percentage. The percentages were usad
to make achievement comparisons between the experimental and
the control groups.

Data Analyses Procedures

-~

An analysis of variance was used to test for pre-test




tude toward social

the areas of level of questions and at

studies.

Post~test

An analysis of variancs and co-variance was used to

perimental and

@

detect post-test differences Db

control groups and also between

the areas of level of question:

and content achievement.

studies,

analyzed using a post-hoc

analysis

significant treatment/instructor interactions between tI

four interacting groups which were compared as presented

here:

control

Instructor 1's experimental

group

group vs instructor

Instructor

group

s experimental control

Instructor 1's experimental

group vs Instructor 2's

experimental group

Instructor

group.,

's control group vs Instructor 2's control




CHAPTER FOUR
RESULTS AND DISCUSSION

The main purpose of this study was to determine the
effect teaching grade three students questioning strategies
would have on their question asking skills, on their
understanding of social studies content, and on their
attitude toward social studies. The teacher directed the
questioning strategies, and utilized materials and
activities which modeled questions for students to identify,
classify, and formulate. After each of the gquestion training
sessions the students in the experimental group covered the
same material on Community History that was taught to the
control group.

The data collected from the questioning and attitude
pre~test and post-~test, and the content achievement test,
were tabulated and statistically analyzed using an analysis
of variance and co-variance. The statistical analysis was
then used to determine the differences between the
experimental and control groups, and between the instructor
groups, for eaqh of the questioning attitude and achievement
variables. The results were then analyzed using a post-hoc
t-test analysis which recorded and described significant
treatment/instructor interactions that may have occured
between the four interacting groups.

Essentiallybthe outcome of the statistical analysis
assessed the impact teaching students question training

strategies had on their questioning frequency, on their
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ability to ask high order questions, on their attitude
toward social studies and on their achievement of social
studies content. It also tested whether or not the
‘instructors had any impact on their students for each of the
dependent measures.

Previous research has indicated that teaching students
question training strategies can enhance their question
asking skills which in turn improves their comprehension of
textual and non-textual materials. 1In particular the
enhancement of comprehension and cognitive skills is
mentioned most often by researchers. The attitude variable,
seldom mentioned by research, was included in this study

because of the possible impact improving students question

asking skills may have had on their attitude toward this
subject.

The results of this study are presented and discussed
in this chapter. In addition, some important implications,
practical and research, which may be derived from the
research are pointed out.

Results

Pre-test

The data in Table 4 show the mean scores and the
difference in means in the experimental and control groups

as computed using an analysis of variance. These mean

scores do not reveal any statistically significant

differences in the number of questions or the kind of
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gquestions each group formulated prior to the treatment.
Similarly there were no significant differences between
these groups in any of the five attitudinal areas.

The data in Table 5 also indicate that during the
pre~-test the subjects in the two instructor groups showed no
statistically significant differences between the two groups
in either the number or kind of questions each group
formulated or in the five attitudinal areas.

The following discussion provides an expanded
description of the results for the research questions.

Question 1 - Total Number of Questions

There was no significant difference (F=(1,51)=2.720
p=0.105) between the number of questions asked by the
experimental and control groups. The results also indicate
that there was no significant difference (F=(1,51)=0.015
p=O.902) between the number of questions asked by the two
instructor groups. Finally, the results also recorded no
significant treatment/instructor interaction (F=(1,51)=1.168
p=0.285).

Questions 2 and 3 - Number of High and Low Order

Questions

The results indicated that there were no significant
differences between the number of high order questions
(F=(1,51)=0.131 p=0.719) and the number of low order
questions (F=(1,51)=1.521 p=0.223) asked by the experimental

and control groups. Also there were no significant




Table 4

Pre-test Means and Standard Deviations for Student Questions

and Social Studies Attitude Questionnaire

Treatment

Experi~ Control F-value P-value

Total No. of Questions mental
tlean 14.41 18.53 2.720 0.105
Standard Deviation (11.281) (5.982)

No. of High Order Questions
Mean 6.03 5.54 0.131 0.719
Standard Deviation (5.165) (4.632)

No. of Low Order Questions
Mean 10.55 13.00 1.521 0.223
Standard Deviation (8.074) (6.040)

Percentage of High Order

Questions
Mean 0.37 0.31 1.087 0.302
Standard Deviation (90.173) (0.225)

Percentage of Low Qrder

Questions
Mean 0.63 0.69 1.087 0.302
Standard Deviation (0.173) (0.225)

Enjoyment Attitude

Mean 13.82 14.11 n.127 0.724

Standard Deviation (3.434) (2.215)

Importance Attitude

Mean 11.14 10.74 0.124 0.727
Standard Deviation (4.673) (2.987)

Opportunity to Participate

Attitude
Mean 13.52 14.54 1.930 0.171
Standard Deviation (2.613) (2.789)

Difficulty Attitude
Mean 14.54 15.23 1.004 0.321

Standard Deviation (2.836) (2.405)

Total Attitude
. Mean 53.00 54,61 0.595 0.444

Standard Deviation (8.752) (6.664)

*p< .05




Table 5

Pre-test Means and Standard Deviations for Student Questions

Test and Social Studies Attitude Nuestionnaire

Instructors
Group Group P- P~
1 2 Value Value
Total No. of Questions
Mean 16.15 16.55 0.015 0.902
Standard Deviation (6.491) (11.394)
No. of High Order Questions
Mean 5.96 5.66 0.048 0.828
Standard Deviation (3.985) (5.633)
No. of Low Order Questions
Mean 10.19 13.07 2.129°0.128
Standard Deviation (5.629) (8.268)
Percentage of High Order
Questions
Mean 0.38 0.30 2.252 0.140
Standard Deviation (0.191) (0.202)
Percentage of Low Order R
Questions
Mean 0.30 0.38 2.252 0.140
Standard Deviation (0.191) (0.202)
Enjoyment Attitude '
Mean M;13.92 14.00 0.008 0.930
Standard Deviation (2.869) (2.976)
Importance Attitude
Mean 11.70 10.28 1.722 0.195
Standard Deviation (3.750) (4.043)
Opportunity to Participate
Attitude. ™%
Mean 14.19 13.83 0.272 0.604
Standard Deviation (2.815) (2.674)
Difficulty Attitude
Mean 14.84 14.86 0.000 0.999
Standard Deviation (2.866) (2.475)
Total Attitude
Mean 54.65 52.96 0.647 0.093
Standard Deviation (7.343) (8.244)
*p<.,05
T. x I. - Demonstrates interaction results between the two

instructor and the two treatment groups.

Te x I,

Value

1.168

0.005

0.128

0.024

0.024

0,000

0.153

0.000

2.206

0.093

56

Te x I,
P~
Value

0.285

0.946

0.722

0.877

0.870

0.989

0.697

0.994

0,144

0.761
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differences between the number of high order questions
(F=(1,51)=0.048 p=0.828) and number of low order questions
(F=(1,51)=2.129 p=0.151) asked by the two instructor groups.
"In addition there was no significant treatment/instructor
interaction for the number of high order questions
(F=(1,51)=0.128 p=0.722) the students asked.

Questions 4 and 5 - The Percentages of High and Low

Order Questions

There was no significant difference between the
percentage of high order questions (F=(1,51)=1.807 p=0.302)
asked by the experimental and the control groups. The
results also indicated that there was no significant
difference between the percentage of low order questions
(F=(1,51)=2.252 p=0.140) and between the percentage of low

order questions (F=(1,51)=2.252 p=0.140) asked by the

instructor groups. In addition there was no significant
treatment/instructor interaction for the percentage of high
order questions (F=(1,51)=1.639 p;O.206) or for the

instructor groups.

Questions 7, 8, 9, 10, and 11 - Attitude Measures:

Enjoyment, Importance, Participation, Difficulty and

Overall Attitude toward Social Studies

No significant difference between the experimental and
control group was recorded for each of the following student

attitudes toward social studies; Enjoyment (F=(1,51)=0.127

p=0.724), Importance (F=(1,51)=0.124 p=0.727), Participation
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(F=(1,51)=1.930 p=0.171), Difficulty (F=(1.51)=1.004
p=0.321) and Overall Attitude (F=(1,51)=0.595 p=0.444),

The results also displayed no significant difference
between the two instructor groups for each of the following
student attitudes toward social studies; Enjoyment
(F=(1.51)=0.008 p=0.930), Importance (F=(1.51)=1.722
p=0.195), Participation (F=(1,51)=0.272 p=0.604), Difficulty
(F=(1,51)=0.000 p=0.999) and Overall Attitude
(F=(1,51)=0.647 p=0.425).

These results also indicated that there were no
significant treatment/instructor interactions for the
following student attitudes toward social studies; Enjoyment
(F=(1,51)=0.000 p=0.989), Importance (F=(1.51)=0.153
p=0.697), Participation (F=(1,51)=0.000 p=0.994), Difficulty
(F=(1,51)=2.206 p=0.144), and Overall Attitude
(F=(1,51)=0.093 p=0.761).

From these results it was reasonable to infer that the
random assignment procedure produced groups of students that
were balanced in terms of these variables.

Post-test

The data in Table 6 show the mean scores for the
subjects in the experimental and control groups as computed
using analysis of co-variance. These mean scores do not
reveal any statistically significant differences in the
number of questions or the kind of questions each treatment

and instructor group formulated as a result of the




Table 6

Post~-test Means and Standard Deviations for Student

Questions Test and Attitude Questionnaire in each

Question and Attitude vVariable

Question #1 Will teaching elementary students questioning

Condition

Treatment
Experi-
mental
Control
Instructor
£1

#2

Question §2

Condition

Treatment
Experi-
mental
Control
Instructor
£l

2

*p<.05

strategies using a2 modeling approach supported

by worksheets increase the number of questions

they ask?

Humber’

29

26

26
29

lean,

19.07

22.69

20.58

20.97

Standard

beviation

(12.606)

(12.305)

{10.214)
(14.399)

Adjusted

Mean

19.07

22.69

20.62

20.93

o
t

value

1.269

1.269

0.009

0.009

value

0.265

0.265

0.923
0.923

Will teaching elementary students questioning

using a modeling approach supported by

worksheets increase the number of high order

gquestions they ask?

Number

29
26

26

29

t trend ,05¢p<.10

Mean

4.96

3.62

Standard

Deviation

(6.853)
(2.018)

(6.010)

,(4.539)

Adjusted

Mean

5.43
2.93

4.93

3.64

P-

value

3.140

3.140

0.835

0.835

value

0.082
0.082

0.365

0.365




Question £3

Table 6 Continued
Will teaching elementary students questioning

strategies using a modeling approach supported

by worksheets increase the number of low order -

~questions they ask?

Condition

Treatment
Experi-
mental
Control
Instructor

#1

an
T

Quer :ion #4

. Condition

Treatment
Experi-
menta;
Control
Instructor
#1

22

*p<.05

Nunmber Hean Standard Adjusted F- P-

‘ Deviation Mean value value
29 - 15.79 (11.267) 15.83 1.603 0.221
26 19.77 (12.235) 19.72 1.603 0.221
26 15.862 (9.642) 15.66 1.541 0.220
29 ~19.52 (13.388) 12.48 1.541 0.220

Will teaching elementary students questioning
strategies using a modeling approach supported
by worksheets increase the proportion of high

order questions they ask?

Number- Mean - - Standard Adjusted F- P-
Deviation Mean value value
29 .26 (0.199) 0.26 5.874 0.019%
26 0.15 (0.114) 0.19 5.874 0.019*
26 0.25 (0.195) 0.25 2.633 0.111
29 0.17 (0.144) 0.13 2.633 0.111

't trend .05<p<.10

60




Question 2%

Condition

Treatmen£
éxperi-
mental
Control
Instructor
#1

2

Table 6 Continued

61

Will teaching elementary students questioning

strategies supported by worksheet activities

decrease the proportion of low order questions

students ask?

Nunmber

29
26

26

29

HMean

0.74

0.35

0.75

0.83

Standard

Deviation

(0.199)

(0.114)

(0.195)

(0.144)

Adjusted F-

Mean value
0.75 5.874
0.85 5.374
0.75 2.633
0.82 2.633

value

0.019%

0.019*

0.111

0.111

Question #6 Will teaching elementary students questioning

Condition

Treatment
Experi-
mental
Control

Instructor

v

1

[N

2

*p<.03

t trend

strategies supported by worksheet activities

improve their achievement of social studies

content?

Number

29
26

29

.05<p<.10

Hean

6,90

€9.91

66.35

65.00

Standard

"Deviation

(16.433)
(15.065)

(17.003)

(15.641)

Adjusted F-

Mean value
61.88 3.444
69.83 3.444
66.44 0.125
64 .92 0.125

P~

value

0.069¢t

0.069t

0.725

0.725
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Table 6 Continued
Question #7 Will teaching elementary students questioning
strategies supported by worksheet activities

improve their enjoyment toward social studies?

Condition Number Hean Standard Adjusted F- P-
Deviation Mean value value

Treatnent A

Experi-

nental 29 13.97 (2.666) 13.96 0.52 0.821

Control 26 14.08 (1.765) 14.09 0.52 0.821

Instructor
#1 26 14.65 (2.348) © 14,66 4,008 0.051%*

#2 29 13.45 (2.063) 13.45 4.008 0.051*%

Question #8 Will teaching elementary students questioning
strategies supported by worksheet activities

improve the importance of social studies?

Condition Humber Mean Standard Adjusted F- P-
Deviation Mean value value

Treatment

Experi-

mental 29 12.38 (5.024) 12.38 0.836 0.365

Control 26 11.31 (3.998) 11.30 0.836 0.365

Instructor

£#1 A 26 11.65 (4.915) 11.64 0.137 0.712

#2 29 12.07 (4.292) 12.08 0.137 0.712

*p<.05

t trend .05<p<.10




63

Table 6 Continued
Question #9 Will teaching elementary students questioning
strategies supported by worksheet activities
improve their attitude toward the opportunity

to participate in social studies?

Condition Humber Mean Standard Adjusted F- P-

\ Deviation Mean value value
Treatment
Zxperi-
mental 29 14.10 (3.320) 14.10 0.933 0,326
Control . 26 14.96 (3.026) 14.97 0.983 0.326
Instructor
#1 26 14.69 (3.271) 14.70 0.175 0.677
22 29 14.34  (3.154) 14.34 0.175 0.677

- Question #10 Will teaching elementary students questiocning

strategies supported by worksheet activities

. improve their attitude toward the degree of

- difficulty of social studies?

Condition  Number Mean .. Standard Adjusted F- P-

. Deviétion Mean value value
Experi-
mental 29 15.52 (3.345) 15.51 1.632 0.207
Control 26 16.42 (2.043) 16.45 1.632 0,207
Instructor
#1 26 16.677 (2.535) 16.78 4.630 0.036*
32 29 15.21 (2.8986) 15.20 4.630 0.036*
*p<.05

t trend .0Z%<p<.10




Table 6 Continued
Question 211 Will teaching elementary students questioning
strategies supported by worksheet activities

improve their overall attitude toward social

studies? -

Condition HNumber Mean Standard Adjusted F- P~
Deviation ifean value value

Treatment

Experi-

mental 29 55.62 (10.063) 55.59 0.201 0.444

Control 26 56.58 (6.632) 56.61 0.201 0.444

Instructor

£1 26 57.5 (8.571) 57.59 1.602 0.425

$2 29 54.72 (8.493) 54,71 1.602 0.425

*p<.05

t trend .05<p<.10
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treatment. However there was one exception. The
experimental group asked a greater percentage of high order

questions and a smaller percentage of low order questions

than did the control group. A significant

treatment/instructor interaction was also recorded for the
total number of questions.

The data in Table 6 indicates that there was no
significant difference in students' achievement in social
studies as a result of the treatment.

Further, the data in Table 6 also indicatés that the
treatment groups showed no significant difference in any of
the attitude areas following the treatment. The instructor
groups however, showed a significant difference in their
attitude toward the enjoyment and difficulty of social
studies.

Tables 7,.8, and 9, present data indicating significant
treatment/instructor interactions for the total number of
questions, and the importance and total attitude areas.

The following comments provide an expanded description
of the results for the research questions.

Question 1 -~ Total Number of Questions

The results indicated that training elementary students
in questioning strategies did not increase the total number
of questions they asked. The results demonstrated no
significant difference (F=(1,51)=1.269 p=0.265) between the

number of questions formulated by the experimental and




Instructor

1

#2

T-value

P-Value

Table 7

Total Number of Questions

Treatment/Instructor Interaction

Treatment
Experimental Control T-Value P-Value
23.14 15.27 0497 0.019*
{14) (1s)
17.58 27.07 0.042% 0.019*
(12) (14)
. 094 .06§t
e

.019* .019*

Table 8

Importance Attitude-Treatment/Instructor Interaction

Instructor

1

32

T-Value

P—V;lue

Treatment

Experimental Control T-Value P~-Value

13.64 11.20 .036* 0.013*

(14) (15)

9.33 : 13.00 .409 0.013*

(12) (14)

204 0.044*

0.013* - 0.013* ~
Table 9

Total Attitude-Treatment/Instructor Interaction

Instructor

$1

T-Value

P-Value

*p<.05

t .05¢p<.10

Treatment
Experimental Control T-Value P-vValue
59.14 52.33 .375 .047%
(14) (15)
55.75 B 57.29 . 247 .047*
(12) (14)
.070t 903
0.047% 0.047*

()}
[)}
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control groups. There was also no significant difference
found between the number of guestions asked by the two
instructor groups (F=(1.51)=0.009 p=0.923). A significant
'treatment/instructor interaction (F=(1,51)=5.911 p<.05) was
revealed by the analysis.

Questions 2 and 3 - The Number of High and Low Order

Questions

The results indicated that training elementary students
in questioning strategies did not increase the number of
high and low order questions they asked. There were no
significant differences between the experimental and control
groups in terms of the number of high order (F=(l,51)=3}l40
p=0.082) or low order (F=(1,51)=1.603 p=0.221) questions
. asked. Also, no significant differences were recorded in
.the number .of high order (F=(1,51)=0.835 p=0.365) or low
order (F=(1,51)=1.541 p=0.220) questions asked by the two
instructor groups. Further, there was no significant
treatment/instructor interactions for the number of high
order questions (F=(1,51)=0.208 p=0.650) or the number of
low order questions (F=(1,51)=3.713 p=0.060).

Questions 4 and 5 - Percentage of High and Low Order

Questions
The results indicated that training elementary students
in questioning strategies increased the percentage of high

order guestions they ask and conversly decreased the

propoftion of low order questions they asked. The
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experimental group asked a significantly larger proportion
of high order questions (F=(1,51)=5.874 p<.05) and a

correspondingly smaller proportion of lower order questions
(F=(1,51)=5.874 p<.05) than did the control group. The
percentage of high order questions formulated by the
experimental group was 26% compared to the 15% by the
control group. Correspondingly, the experimental group
formulated 74% low level questions as compared to 85% low
level questions by the control group.

No significant difference was recorded for the
percentage of high order (F=(1,50)=2.633 p=0.111) or low
order (F=(1,50)=2.633 p=0.111) questions asked by the two
instructor groups. Theré was also no significant
‘treatment/instructor interactions for the percentage of high
order (F=(1,50)=0.121 p=0.729) or low order
(FP=(1,50)=0.121p=0.729) questions.

Question 6 - Achievement (content)

The results indicated that training elementary students
in questioning strategies did not improve their retention of
social studies content. Although the control group scored
higher (70%) on the social studies achievement test than did
the experimental group (62%), this difference was almost
statistically significant (F=(1,50)=3.444 p=0.069).

Further, there was no significant difference (F=(1,50)=0.125

p=0.725) in the achievement scores of the two instructor

groups. There was also no significant treatment/instructor
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interaction with respect to the achievement scores
(F=(1,50)=1.639 p=0.206).

Questions 7, 8, 9, 10, and 11 - Attitude Areas;

Enjoyment, Importance, Participation, Difficulty, and

Overall Attitude toward Social studies

The results indicated that the experimental group did
not improve their attitude toward social studies after
receiving training in questioning strategies as part of a
social studies unit. More specifically the students in the
experimental group did not see social studies as more
enjoyable, more important, less difficult, and as a subject
in which they had increased opportunities to participate.
There were no significant differences between the
~experimental and control groups in any of the following
attitudinal areas: . Enjoyment (F=(1,50)=0.520 p=0.821),
-Importance (F=(1,50)=0.836_p=0.365), Participation |
(F=(1,50)=0.983 p=0.326), Difficulty (F=(l,50)=l.632
p=0.207) and Overall Attitude (F=(1,50)=0.201 p=0.444).

The results did, however, indicate significant
differences between the two instructor groups in the
enjoyment (F=(1,50)=4.008 p<.05) ana the difficulty
(F=(1,50)=4.630 p<.05) attitudinal areas toward social
studies. In each case it was instructor 1's group that found
social studies significantly more enjoyable and less
difficult than instructor 2's group.

- No significant differences between the two instructor




70

groups were recorded for the attitudinal areas of importance
(F=(1.50)=0.137 p=0.712), participation (F=(1,50)=0.175
p=0.677), and overall attitude (F=(1,50)=1.602 p=0.425)
toward social studies.

Significant treatment/instructor interactions were
revealed by the analysis for the importance (F=6.658 p<.05)
and total attitudinal area (F=3.365 p<.05). The
treatment/instructor interaction for the importance area
displayed two significant differences in the interactions
between instructor 1l's experimental and control groups
(p=0.036) and also between the two instructors control
groups (p=0.044). In this interaction instructor 1l's
experimental group was more positive toward the importance
of social studies than the control ‘group. Instructor 1l's
- experimental group's positive attitude toward the importance
of social studies was in the direction predicted. That is
_their attitude toward the importance of social studies
improved significantly as a result of the treatment.
However, in the other interaction instructor 2's control
group showed a positive attitude toward social studies while
instructor 1's control group did not.

For the total attitudinal area, a difference
approaching significance (p=0.070) was displayed between the
two instructors' experimental groups.

No significant treatment/instructor interactions were

found for enjoyment (¥F=(1,50)=0.438 p=0.511), participation
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(F=(1,50)=0.269 p=0.666), or difficulty (F=(1.50)=0.731
p=0.397).

Discussion

The pre-test and post-test results for the eleven
research questions are discussed in this section.
Pre-test

As noted above the absence of significant differences
between the means of the treatment and control groups on the
pre-test verifies equality of the students with respect to
the variables that were assessed. These randomly assigned
groups were relatively similar in terms of their questioning

frequency, kind of questions they formulated and their

~‘attitude toward social studies.

Post~test

Question 1 = Total Number of Questions

With regard to the first research question it appears
that the students in this study did not ask more questions

as a result of receiving training in questioning strategies.

- A number of factors may have contributed to this outcome

including the training materials, the instructional
approach, the classroom climate, the students' age, kind of
questions, worksheet activities, pre~test and post-test
conditions, the cqntent of the slides, and the size of the
groups. These factors will be discussed in the succeeding

discussion followed by an explanation of the significant

treatment/instructor interactions.
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Although the impact of the training materials are
discussed individually they also emerge in the discussion of
the other factors since they are interrelated with many of
them. These materials, which were developed from previous
research, did not seen to encourage students to increase the
number-of questions they asked. Rather they focused on
getting the student to ask higher order questions. It may
have been that the questions chosen for the students to
imitate and expand upon were too difficult to interpret or
too easy to interest them. During the use of the training
materials the teachers consistently coaxed and prompted
students in their efforts to emulate the model's questions.
~Many of the worksheet activities, which required
students to formulate a question in response to the first
- few words of the question, may not have given students
effective practice in f&rmulating;their own questions. This

type of exercise may have caused students to become

dependent on this format and therefore less eager to
formulate an entire question on their own, especially a high
order question.

The instructional approach for utilizing the materials

may also not have been appropriate for influencing the

students in the experimental group to ask more guestions.
The study employed an approach similar to studies which
resulted in an increase in students' questions (Batson,

1980; Cohen, 1983; Smith, 1981). The methods used in this
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study, however, may have overemphasized student questions

and may not have paid enough attention to responding to

student inquiries. Student questions were seldom provided

with direct answers. The content sessions may have provided
information for student gquestions, but this information was
not provided when the questions were asked. The need for
teachers to respond to student questions was stressed
(Patterson, 1978; Ross and Balzer, 1975). 1In their
research, students whose questions were answered by the
teacher asked more questions. Therefore what this training
package may have needed was a mix of activities designed to
have students formulate questions and also receive answers
to the majority of their inquiries.

The classroom climate also may have inhibited student

understanding of the questioning content-and strategies. The

“training sessions were held in four different rooms. One of

“these rooms was quite small and the other room was a music

room. These rooms were different from those that the
students were accustomed to in terms of the environment,
size, appearance, and seating arrangement. These changes
may have in some way limited the number of questions
students asked.

An additional negative factor may have been the
students' age. They may have simply been too young to

benefit from the training. This speculation is based on

"studies of a similar nature (Sadker and Cooper, 1974:
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Batson, 1981) whose subjects were students in either grades
five or six. These older students were probably better
suited to manage the subject matter used as a vehicle for
this study's question taxonomy and the associated
instructional strategies and activities. However Smith's
(1981) findings suggest that grade three students can be
taught through teacher-modeling to formulate literal,
inferential and critical comprehension questions. This in
turn suggests a training approach, which places greater
émphasis on teachers' modeling of high and low order
questions prior, during, and following the reading and
discussion of Community History content, might have been
.more suitable for this age group.

Students also may not have asked many questions because
they were unsure of what kind of question to ask. Students
were expected to ask low order questions plus four kinds of
high order questions: - evaluation, comparison, cause and
effect, and divergent. They may have felt only high order
questions should be formulated because of the emphasis
placed on these type of questions. The students may have
been inhibited, especially since most of them seemed to be
unfamiliar and inexperienced in asking high order questions.

Another reason for this lack of an increase in student
questions ﬁay have been the questioning pre-test and
post-test activity. The social studies unit on Community

History, which was the basis of this unit, may have allowed
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the students to acquire a fairly substantial amount of
information. Possibly the students' desires to raise
questions in response to the post-test slides were not a
strong priority because their previous experience and
knowledge had answered many questions they may otherwise
have asked. Further, the post-test slides, or repetition of
the same procedure, may have had the effects of reducing
students' desires to use such questioning skills as they had
developed.  So the motivational effects of the repetition of
the testing situation may have been a factor.

The slides may not have been interesting enough to
motivate the students to ask questions about them. Students
may have. perceived the black and white slides which included
. pictures of people, old buildings, antique articles, and old
clothing to be dull and unattractive. It is also quite
- possible that the content of each slide may have had the
potential to solicit only a limited number of questions,
thus putting a ceiling on questioning opportunities for the
students.

Another féctor to be considered that may have
influenced the number of qguestions students asked was a lack
of consistency in the size of the groups during the
questioning pre-test and post-test. The initial size of the
experimental and control groups to be tested were five

students per group. However, absent students reduced the

total numbers of students in the experimental and control
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groups from 30 to 26 and 29 respectively. Therefore most of
the test groups coﬁtained five students bgt some had only
three or four students. It was quite possible that the
number of student questions in these irregular size groups
may have been greater or less depending on whether these
smaller groups had a positive or negative impact on the
number of questions these students aéked.

Also, while as indicated previously, there were no
significant differences between the number of questions
asked by the experimental and control groups, or between the
two instructor groups, there was a significant
treatment/instructor interaction (F=(1,51)=5,911 p<.05). A
post hoc analysis indicated that the difference lay between
instructor 2's experimental and control groups. This
interaction demonstrates a significant difference (p=.042
p<.05) between the number of gquestions formulated by
instructor 2's experimental and control groups. No
significant differences were recorded between instructor 1's
experimental and control groups (p=.197), and between
instructor 1 and instructor 2's control groups (p=.094).

Figure 1 displays the following interactions among
these groups.

Inst. #1's Exp. Grp. vs Instr. #1's Ctrl. Grp. = .197
Inst. #2's Exp. Grp. vs Inst. §#2's Ctrl. Grp. = .042%

Exp. Grp. #1 vs Exp. Grp. #2 = ,094

Ctrl. Grp. #1 vs Ctrl. Grp. #2 = .068
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Figure 1 Total Number of Questions

30

25 .042% Instructor 2

20| .094 { .068t
Scores 15 .19 Instructor 1

10

5

0

Experimental Control

The interaction (p=.042) between instructor 2's
experimental and control groups shows that the control group
asked more questions than the experimental group. It seems
that the control group performed more positively for this
ins tructor than the experimental group. It is possible that
this happened because the content and mode of presentation
were familiar to both the instructor and control groups from
previous social studies classes and presentations.

Also in this treatment/instructor interaction, the lack
of a significant difference between instructor 1's
experimental and control groups {p=.197) and also between
instructor 1 and instructor 2's control groups (p=.094)
indicates that students in each of these groups were not

significantly influenced by the treatment they received or

by who presented it.




78

Questions 2 and 3 - Number of High and Low Order

Questions

With regard to the second and third research questions
- it appears that the students in this study did not ask
significantly more high order questions. However, there was
a trend in the experimental group toward more higher order
questions (p=0.082). This suggests that exposure to
training in questioning strategies may have influenced the
students to ask more high order questions. The results,
which did not reach a level of significance must be viewed
somewhat skeptically even though they are somewhat in line
with the findings of a number of ‘researchers (Banton, 1980:
Sadker ‘and .Cooper, .1974; Smith, 1981).

The failure . of the treatment to bring about a

“significantly greaﬁer»number'éf high order questions may

. “"have ‘been due to some of the factors responsible for the
lack of an improvement in the actual number of questions
studen£s~asked. These factors, which were discussed in the
context of question 1, include the content of the question
“taxonomy, the tfaining materials, the instructional
approach, and the age of the students. However, other
possible factors which may have prevented students from
asking significantly more high order questions were: the
nature of the instructional approach, the worksheet

activities, the time frame, and the student interest.

The nature of this study's approach may not have
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effectively influenced students to develop and to master
asking these‘kind of questions. It appears that the
students were not highly motivated to ask questions in this
manner. Reading and classifying questions, as well as
modeling teacher questions did not seem to hold the interest
of the students. It did not allow them to concentrate on
developing a thorough understanding of these high order
questions. This approach did not allow students to acquire
the knowledge and experience to form a strong foundation
from which students could formulate many questions,
especially high order questions.

The worksheet activities may also have been ineffective
in helping students to ask more high order questions. It
appears that students needed more concrete practice in
- formulating high order questions than just reading numerous
kinds of questions and formulating questions similar to
‘those provided by the worksheets or the teacher. Pearson
(1984) supports this suggestion since he believes that "the
greater portion of time students spend on a task the better
they will get." (Duffy, Roehler, Mason, (1984) p. 224) What
this study should have done then, is provide the students
with numerous opportunities for them to practice this skill.
Observations during this study also indicate that students
required more than six hours to effectively understand and
formulate high order questions. Students usually asked low

order, fact seeking questions and had to
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be consistently prompted and directed to formulate high
order questions. They asked primarily high order questions
which were cause and effect or "why" questions. Most
activities soliciting student questions demonstrated that
students required further emphasis on asking other types of
high order questions, especially comparison and divergent
questions. A review exercise designed to provide students
the opportunity to categorize ten questions as high or low
questions revealed that only seven out of 26 students
classified eight or more of the ten questions correctly.

Fifteen students classified six or seven of the questions

~correctly, while five students classified less than four of
- the ten-questions correctly.

® . The size of the four instructional groups, which were

15 in each case, may have inhibited student participation

and their understanding of the ideas introduced in the

~instructional package. Smaller groups would have allowed

more time for each student to formulate and analyze
questions. The teacher would have been able to concentrate
more effectively on topics causing difficulty and individual
students experiencing difficulty would also receive more
attention. Smaller group sizes may also have encouraged
timid and cautious students to ask questions (Batson,1980;
Sadker.and Cooper, 1974). Conflicting evidence is presented
by others (Cohen, 1983; Swmith, 1981). These researchers

were successful in developing an increase in the number of
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high order questions amongst students in class sizes of
approximately 25 students.

The lack of high interest student related material may
not have motivated the students in learning to ask high
order questions. The content of community history in
influencing students to develop their question asking skills
did not seem to generate enough interest for them to ask
questions. A unit on modern day attractions like Star Wars
or Gremlins may have caught student interest. At the same
time the kind of materials that were used to motivate the
-students to ask questions did not have any specific
" problems, ambiguities, or disharmonies that may have also
~prompted students to ask questions.

‘Questions 4 and 5 - Percentage of High and Low Order

Questions

With regard to the fourth and fifth research questions

-1t appears that the groups differed significantly in terms

of the proportion of high and low order questions they asked
during the post-test. The students in the experimental
group asked a significantly greater percentage of high order
questions than did students in the control group, and
correspondingly, a significantly lower percentage of low
order questions. These results support the research which
shows an increase in high érder questions following training

in questioning strategies (Batson, 1980; Cohen, 1983; sadker

and Cooper, 1974; Smith, 1981). This significant
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proportional shift does not coincide with the failure to
obtain a significant increase in the number of higher order
questions. The cause of this outcome may be due to a shift
that is real but not picked up by the analysis in guestion
2. Evidence supporting this statement is shown by the
difference in the number of high order questions between the
‘treatment groups which was almost significant
(F=(1,51)=3.140 p=.089). Another possible suggestion may be
that the two results taken together (the number of questions
. generated at each level and the percentage) leads one to
hypothesize that a longer treatment period would ultimately
have;a significant effect.

-~ Question 6 -~ -Achievement (Content)

With regard to achievement, it appears that the
experimental group did not-do significantly better than the
~control group following training in questioning strategies.
In fact a trend (F=(1,51)=3.444 p=0.069) shows that the
students in the experimental groups obtained slightly lower
'scores (62%) than those in the control groups, whose mean
score was approximately 70%.

| There are several explanations for the failure of the
experimental groups to do better on the social studies
achievement test than the control groups; emphasis on
content, student questioning, student achievement,
responding to student inquiries, and student generated

questions. The most obvious explanation for this situation
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was the greater emphasis placed on content with the control
groups. The addition of questioning strategies may have

inhibited the progress of the experimental groups on the
content test since less time was spent on the content
oriented activities.

A number of authors stress the importance of student
questions for student learning, but there is limited
research which verifies this statement or demonstrates the
effect training students in questioning strategies has on
student achievement during and following units of study in
the content oriented subjects. However, some researchers
(Hunkins, 1968; Kneip and Gfossman,’1973; Kneip, 1977; Ryan,
1973) provide evidence that -the use of high order questions
- by teachers while presenting subject content or concepts
does ‘improve student achievement and understanding. This
- research, while not dealing with student gquestions and a
mastery of content, raises the possibility that there may be
a link between such student skills and learning content.

The students in the experimental group may have also
not done better than the control groups because the
questioning strategies did not supply answers to their
questions. During the historical presentation students in
the experimental groups were not encouraged to ask many
questions about the content or topic of study because the
teacher provided the groups with most of the content.

Essentially students were not given much responsibility in




searching for information on this topic. There was a
complete separation between the question training package
and the social studies unit. Any questions students raised
'during the historical presentation were responded to, but no
comments were made concerning the structure of the
guestions.

According to research (Cohen, 1983; Smith, 1981)

student questions are an important vehicle for students'

acquisition of knowledge. - Pearson (1984) argues in favour
of this process. "He feels an understanding of content
would benefit from explicit instructional attempts to help
-students cope with the kind of comprehension problems they
sare asked to.solve in their._lives in school".(Duffy,
Roehler, and Mason, (1984) p.231) The explicit
instructional attempts that-Pearson addresses include the
“training of students to ask questions. This argument gains
further support from researchers {Cohen, 1983; Manzo, 1982:
Van Jura, .1982) who found that having students generate

" questions before, during, and after reading improves student
comprehension df reading material. These findings shed some
light on improving student achievement of social studies
content. This approach can be utilized by social studies
teachers when students are expected to read content or do
research projects. This study however did not utilize an

approach of this nature, and this may in part explain the

absence of a significant difference in achievement between
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the groups.

Questions 7, 8, 9, 10, and 11 - Enjoyment, Importance,

Participation, Difficulty, and Overall Attitude toward

Social Studies

Although the main goal of this study was to alter
student questioning behavior, it was hoped that students
undergoing the experimental treatment would find it
interesting and thus develop a more positive attitude toward
social studies and questioning behavior. There are several
possible explanations why there were no statistically
significant differences between the experimental and control
.groups. in terms offstudent_attitudewtoward.social studies;
-the:trainihg materials and activities, the length of the
study, the lack of student success in -learning to ask high
order questions, and the student characteristics. These
factors will be explained below. They will be followed by
‘an explanation of significant differences between the
“instructor groups.  Significant treatment/instructor
interactions for the importance and total attitude areas
will also be addressed.

The absence of a significant . effect on student attitude
toward social studies may have been the fact that the
content, materials, and activities used with this study did
not attract the interest of the students. In many cases
student participation was limited and they were seldom

presented with challenging problems or activities that may
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have caught their interest.

The failure to influence student attitudes may also
~have been due to the short duration of the treatment. This
short treatment of approximately six hours over a twelve day
period may not have been long enough to effectively bring
about attitudinal differences.

It can also be assumed that students lack of success in
achieving the primary objective of this study may not have
influenced student attitudes toward social studies to
improve. Essentially, what is implied here is that all the
factors that probably did not influence students to become
-competent -and proficient iniasking high order questions; the
-vinstructional package and ‘approach, the length of the
~ dnstructiona package, size of the ‘groups, grade level and
~complexity of the subject matter; ‘may have been responsible
for students not improving their attitude toward social
studies.  If the students had formulated many questions,
especially high order questions, during questioning
.~ instruction and the unit . on Community History, they may have
found this to be an effective strategy to use in learning
social studies content. Therefore students' competence and
success in formulating questions may have influenced them to
develop a more positive attitude toward social studies.

Student attitudes toward social studies may also be
explained by Dillon's research, which includes students'

personal characteristics and their attitude toward them, on
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why students do not ask many questions. Dillon feels some
students do not ask questions because they feel their
questions are not important enough to be asked. This was
probably experienced by some students in the experimental
groups. Dillon also feels the nature of the student may
influence whether or not he/she asks questions. If a
student was shy or felt his/her question may be ridiculed by
‘the teacher or the students he/she probably did not
formulate his/her question. This may also have been
influenced by the size of the group. However, it must be
viewed carefully since the pre-test and post-test groups of
five students were gquite :small and may not have been that
“instrumental:in hindering student.questions. However, the
‘instructional groups of 15 students may have inhibited some
students from formulating questions during the training.
~This behavior did not allow them to receive feedback or
develop their . question asking ability since they seldom
volunteered a question... Therefore, it appears that student
attitude toward social studies may not have improved because
of some students' personal feelings toward expressing
themselves in the classroom. This includes raising
questions even though these students received instruction
and encouragement during gquestioning training.

An analysis of the results however, presents
significant differences in the attitude of the instructor

groups with respect to their enjoyment of social studies and




their perception of the difficulty of this subject.
Instructor l's group was more positive toward each of thes
'attitudinal areas than instructor 2's group was. The
significant difference in the instructor groups implies th
the students in instructor 1's group found social studies
less difficult and more enjoyable than those in instructor

~2's group. Instructor 1's groups obviously relate quite

- positively to her instructional style and approach.
Therefore a plausible explanation for these differences in
attitude could be the difference in the teaching styles of
the two instructors in presenting the treatment activities
-and maferials‘vLAsidiscussed'aboveﬂinstructor 2's total

“~involvement-in-collecting the materials and developing the

_ instructional package could have ‘influenced his teaching

style, causing him. to adopt an assertive and structured
style ‘which was not readily accepted by the students in hi
groups. For whatever reasons students did not seem to be

- receptive to his approach.

The importance and total attitudinal areas displayed

significant treatment/instructor interactions. A post hoc

- analysis (see figure 2) indicated that the
treatment/instructor interaction for the importance attitu
lay between instructor 1's experimental and control groups
(p=0.036) and between instructor 1 and instructor 2's

control groups (p=0.044). These comparisons indicate that

instructor 1's experimental group may have found social
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studies to be more important than the control group while
instructor 2's control group may have found social studies
to be more important than instructor 1's control group. No
significant difference was recorded in the interaction
between instructor 1 and instructor 2's experimental groups
(p=0.204), nor between instructor 2's experimental and
control groups (p=0.409).

Figure 2; Treatment/Instructor Interaction

for the Importance Attitude

25
20 Instructor 2
15 .40 } .044*
10 .204( Instructor 1
5 .036*
0
Experimental Control

The above figure displays the following interactions.
Inst. #l's Exp. Grp. vs Instr. #l's Ctrl. Grp. = .036%*
Inst. #2's Exp. Grp. vs Inst., #2's Ctrl., Grp. = .409
Inst. #1's Exp. Grp. vs Inst. #2's Exp. Grp. = ,204
Ctrl. Grp. #1 vs Ctrl. Grp. #2 = .044%

The treatment/instructor interaction for the total
attitude area was also further analyzed using a post hoc
analysis, however no significant interactions between the

four interacting groups were recorded.

The following discussion explains possible causes for
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the significant treatment/instructor interactions with
respect to the importance attitude area. It indicates that
instructor 1's experimental group found social studies to be
more important than did the control group. A reason for
this outcome may be that instructor 1's comments regarding
the importance of student guestions in helping students
learn social studies content may have made an impact on
these students.

The comparison of the two instructors' control groups
was also significant. Instructor 2's control group may have
foﬁnd social studies to be more important than instructor
Il's control group because instructor 2 was more familiar
~with, and knowledgable about-the material and content of
“this Community History unit. ‘At the same time students may
~have also felt comfortable with his preferred teaching

style.. Further, he may have been guite positive about

©- presenting his material to this class because of his

experience and knowledge in this field. ~Students in some of
these groups were also members of his regular class and
their familiarity with his teaching style may have
influenced their attutude and behavior toward him. Within
this interaction there were no significant differences
between instructor 2's experimental and control groups, nor
between instructor 1 and instructor 2's control groups. The

results of this latter comparison may be expected because

" these groups received social studies instruction similar to
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that which they wefe accustomed to, and in some cases by
their regular social studies teacher. The lack of a
significant interaction between instructor 2's experimental
'and control groups may also have been a result of instructor
2's mode of instruction which did not seem to alter student
attitudes toward social studies in either of these groups.

This chapter presented the results of this study.
These results were analyzed and discussed to determine the
effects that teaching students questioning strategies had on
their question asking abilities as well as on their
achievement in 'social studies and their attitude toward
=~ social studies. This discussion. leads us to the next chapter

‘which presents some  implications..of this study for teachers

-and further research.




CHAPTER FIVE

SUMMARY, CONCLISION, I[MPLICATIONS
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strategies incr=ases
nunber of high order questions they ask. Emerging from
main objective was an attempt to determinz the effects
hing students questioning strategies would have on
student content achievement and thelr attitude toward social
studies.

Students from three grade three classes were randomly
placed into one of the two control ‘groups or into one of the
- expérimental groups. “The.main content presented to the
.control groups: centered on ‘Community History, while the

- experimental groups received. . training in questioning as
"well. ~These students were presented with a question
‘taxonomy comprised of high and low order questions.
. Accompanying this taxonomy were the instructional strategies
‘and activities. Students were presented with explanations
supported by examples of each question type. They were then
given the opportunity to identify, classify, and formulate
similar types of questions.

Student questioning behavior was recorded in a pre-test
and post—test environment. During the testing students were

encouraged to raise questions about slides depicting scenes

from their community's past. ~These questions were recorded
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and then categorized using the question classification
criteria developed for this study.

Fach group of students received a social studies
attitude test before and after the treatment. The
achievement test on Community History was completed by the
students at the end of this unit of study.

It was anticipated that the students would ask more
questions overall, including afgreater»number of high order
questions. . It was also predicted that they would
demonstrate both more positive attitudes and higher levels
of content mastery.

S Conclusions

o .This~section presents the.conclusions of this study
which were adopted from the disc¢ussion of the results for

each question and attitude category,.and the achievement

test.

"~ The predictions, drawn from a body of research which
~indicates that teaching students questioning strategies will
significantly increase the number of questions students ask,
including the number of high order questions, was not born
out by this study. However, there was a significant
difference in the percentage of high and low order questions
formulated by the treatment groups. The students in the

experimental groups asked a significantly greater percentage

of high order questions than did the control group, and

correspondingly, a significantly lower pvercentage of low
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order questions. A significant interaction was recorded for

the total number of questions which indicated that

instructor 2's control group asked more questions than
'instructor 2's experimental group and also more than
instructor 1's control group.

The prediction that teaching elementary students
questioning strategies will improve their retention of
social studies content was not supported by the results
since a trend was recorded which showed that the control
" group scored higher on the social studies achievement test
than did the experimental group.

The attitude of students in the treatment groups did

;z;w:ﬁhotjsupport,thefpredidtipn»thattfrqining in questioning
~strategies would improve ‘students' attitude toward social

studies.  However, significant differences were found

between the attitudes of the instructor groups with respect

“° to enjoyment and difficulty. ‘In both cases the main effect
was achieved since instructor 1's group found social studies
to be more eanyable and less difficult than instructor 2's
group.

Significant treatment/instructor interactions were also
found for importance and overall attitude toward social
studies. 1In these interactions instructor 1's experimental

group found social studies to be more important than

instructor 1's control group.
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Implications for Educators

This study showed that teaching elementary students

questioning strategies does not improve the number of
questions and high order questions they ask, with the
exception of a significant percentage increase in high order
questions. However, the successful use of similar
strategies with other groups of students suggests that the
-goal of teaching students questioning strategies should not
yet be dismissed. Modifications to this study's questioning
- taxonomy and the training activities might still prove
-useful in helping educators to improve student question
,;asking.skills.“:Apprpachesisuggested?bYTthe results of this
.. study are described below.

«-1) - This study"suggéStsfthat;teacherssSHOUld be cautioned if
they plan to use aninstructional package with a short
training period similar to ‘the one used by this study or the
“ones on which it was modeled (Sadker and Cooper, 1974;
Smith, 1981; Spencer. and Horney,. 1978)." A longer training
period is probably needed in-order to give students ample
opportunities to formulate numerous questions on a variety
of topics and in response to various stimuli. These
training sessions should probably be followed by constant
reinforcement and review throughout the school year.
Students should participate in an ongoing program aimed

specifically at developing their ability to formulate high

order questions.
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2) Many researchers (Nash, 1970; Olmo, 1973; Patterson,
1978; Torrance, 1970) suggest that teachers present their
students with materials and activities that exhibit puzzling
problems, disharmonies, ambiguities, and deficient
information which challenge and encourage students to ask
questions.
3) Students who are learning to formulate high order
questions will probably benefit from small training groups.
- This will enable students to have numerous individual
opportunities to formulate questions. It will also give
students more time with the instructor when specific

~“assistance is needed. - This is important when we consider

~=-the difficulty students encduntered «in this study as they

“tried to understand and formulate various kinds of high
~order questions. - Smaller groups also provide the

- opportunity for the teacher to observe individual student
patterns of gquestioning and provide them with direct
feedback. This will make students aware of areas in their
question statements that must be altered to improve the
actual purpose and content of their questions. Essentially,
small training groups may permit teachers to have a greater
impact on students as they learn to ask high order
questions.

4) - Teachers should exert caution when choosing materials or
training packages to promote and develop the questioning

- skills of their students. They must choose procedures and
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materials whether they be teacher modeling, worksheets, or
microteaching, which are suited for a specific grade level.
It appears that the minimum age for a student to classify
and formulate high order questions is unclear. This study
recomnends that grade three may be too low a level to
achieve success in classifying and formulating high order
guestions. However, researchers (Batson, 1981; Sadker and
. Cooper, 1974; .Smith, 1981) provide the evidence which
indicates that students: of grades three, five, and six can
learn to formulate high order questions using these
suggested question training strategies. The researcher
would not-recommend that students lower than grade three be
~expected-to learn and formulate different kinds of high
-order questions. Student-gernerated questions (Cohen, 1983;
Kitagawa, 1982; Palinscar, 1984; Smith, 1981) are one method
~recommended -in improving the questioning skills of grade
~three students.. Attempts to improve the gquestioning
abilities of grade one and two students should focus on the
purpose and uses of questions, and also on improving the
numpers of questions students ask.

5) An important recommendation for improving the kind of
questions students formulate is that teachers should ask the
kind of question they want their students to ask, especiaily
during the duration of any questioning training strategies

- their students might be exposed to. Although this evidence

was not apparent in this'study,“reSearchers (Gall, 1970;
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Marksberry, 1980; Susskind, 1979) consistently report that
the rate, content, and segquence of teachers; questions can
be modeled by their students.
6) Since this study was designed to develop student
questioning skills many of the activities provided an
opportunity for students to practice and develop this skill.
Answers to students questions were seldom given. According
to research, students benefit from receiving answers to
_their questions (Patterson, 1978; Ross and Balzer, 1975).
They report that students whose questions were answered
asked more questions than students whose questions were not
answered. It appears-children who receive good answers to
‘Ltheir questions will-ask more. Therefore teachers need to
“take the time to listeén to student questions and also answer
them effectively. - They must encourage students to ask
~questions as they search for information. This process was
not implemented in. this study and may, in some ways, have
hindered students' questioning benavior.

Implications for Reasearch

The purpose of this section is to present implications

e

for further research based on the outcome of this study.

1) It has been suggested by this study, that students need
to be presented with stimuli that will highly motivate them
to askvquestions. Therefore research should focus on the

effect of high interest materials which present puzzling

problems, disharmonies, ambiguities, and deficient
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information.
2) Many question taxonomies have been designed by both
researchers and educators. It can be assumed that these
were developed in the hope of providing a workable design
primarily for researchers and teachers. It would be a
useful avenue of investigation to examine the adaptation of
various taxonomies for students use.

3) - The researcher raised some questions regarding the size

.of ‘the groups receiving training. An important study for

researchers to investigate would be whether or not the size
of the training groups influences students' understanding of

questioning training strategies.

74 ) :Another -implication:for:further:research on student

questioning may concentrate.on the period of time spent on

“training students in questioning. strategies. Is a three

"week intensified period learning questioning strategies

e

‘sufficient, or does a full year .of reinforcement and

practice of the gkill of guestioning improve student
abilities to formulate both low-and high order questions.
5) A final implication for research would be to investigate

the impact teaching students questioning strategies has on

their attitude toward the content oriented subjects.
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STUDENT ATTITUDE SURVEY

INSTRUCTTIONS

please follow these directions.

1. This is not a test. There are no 'right" or "wrong" answers. Just respond to each
item as honestly as you can.

The questions ask you to tell how you feel about many different things. Your
answer to each question should tell how you feel abodt it.

Please work carefully and quickly. Do not spend a long.time on any one quéstion.
Choose the answer that seems best to you at the moment. Please answer all the
items and give only one answer to each.

For each question you are just to tell how you feel about each statement by
selecting one of the five ways given for each statement.

EXAMPLE

READ THE FOLLOWING SENTENCE. THEN CIRCLE THE NUMBER SO THAT IT SHOWS HOW YOU FEEL
ABOUT THE IDEA IN THE SENTENCE. '

STRONGLY "~ NOT STRONGLY

AGREE AGREE  SURE  DISAGREE DISAGREE
, — | } f f
1 LIKE SCHOOL. 1 2 3 5 5

T IF YOU AGREE STRONGLY YOU WOULD CIRCLE THE NUMBER BELOW STRONGLY AGREE. IF YOU DISAGREE

| STRONCLY YOU WOULD CIRCLE THE NUMBER BELOW STRONGLY DISAGREE, AND SO ON.

 ALL THE STATEMENTS WORK THE SAME WAY. SHOW HOW YOU FEEL ABOUT EACH STATEMENT BY

- CIRCLING THE NUMBER BESIDE IT.

STRONGLY NOT STRONGLY
AGREE AGREE SURE DISAGREE DISAGREE
, { 5 t
1. SOCIAL STUDIES IS AN ENJOYABLE SUBJECT. 1 2 3 4 5
", 2. 1 HAVE LEARNED A GREAT DEAL FROM MY
SOCIAL STUDIES CLASSES. 1 2 3 4 5
3. 1 OFTEN GET A CHANCE TO TAKE PART IN
SOCIAL STUDIES CLASSES. 1 2 3 4 5
SOCIAL STUDIES IS AN EASY SUBJECT TO
UNDERSTAND ' 1 2 3 4 5

1 FIND MOST TOPICS INTERESTING IN MY
SuclaL STUDIES CLASSES, 1 2 3 4 5




15,

16,
17,

18,

19.

20,

EXAMINING PICTURES, MAPS, SLIDES, ETC.
HAVE HELPED ME LEARN A LOT IN SOCIAL
STUDIES.

I TAKE PART A LOT IN SOCIAL STUDIES
CLASSES.

I FIND IT DIFFICULT TO PARTICIPATE IN
GROUP DISCUSSIONS IN SOCIAL STUDIES
CLASSES.

SOCIAL STUDIES CLASSES ARE BORING.

SOCIAL STUDIES IS ONE OF THE MOST

"USEFUL SUBJECTS 1 KNOW.

I FEEL FREE TO EXPRESS MY OPINION IN
SOCIAL STUDIES CLASSES.

MOST OF THE MATERIALS WE USE IN SOCIAL

STUDIES CLASSES ARE EASY TO UNDERSTAND.

I LIKE TO WORK ON SCCIAL STUDIES
ASSIGNMENTS.

CLASS DISCUSSIONS HAVE HELPED ME LEARN
A LOT IN SOCIAL STUDIES CLASSES.

I DON'T GET A CHANCE TO EXPRESS MY
OPINIONS IN SOCIAL STUDIES CLASSES.

113

SOCIAL STUDIES IS A HARD SUBJECT TO LEARN. 1

SOCIAL STUDIES DOES NOT HOLD MY INTEREST. 1

SOCIAL STUDIES 1S VALUABLE TO EVERYONE
WHO TAKES IT.

I TAKE PART VERY LITTLE IN SOCTAL
STUDIES CLASSES.

I FIND IT DIFFICULT TO EXPRESS MY
OPINION IN SOCIAL STUDIES CLASSES.

STRONGLY NOT STRONGLY
AGREE AGREE  SUR%  DISAGREE DISAGREE
| i ; i |
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5

2 3 4 5
2 3 4 5
1 2 3 4 s
1 2 3 4 5

rY




APPENDIX B

" Questioning Strategies Materials and Activities




Student Activity #l1 - Questions are Important

Purpose: To make students aware of the purpose and
importance of questions.

Time Required: 15 minutes.

Procedure: Duplicate and hand out classroom set of
worksheet #1. Read this information over

the class and allow a -discussion to occur.
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Student Activity #1 - QUESTIONS ARE IMPORTANT

Purpose: To make students aware of the purpose and importance of questl ons.

Time Required: 7% minutes,

orocedure: Duplicate and hand out classroom set of worksheet #1. Read this
information over with the class and allow -a discussion to occur.

QUESTIONS ARE IMPORTANT BECAUSE...

Whit bime ¢ L 2... Wiere are
you going ... d you get parct
today’.. when will you be.
home-7... Did you like the
show?... What did you mean
by that 7... Weold T took.
beter in the. brown outfit?
What witl she. Hunk i§ T show
wp earlyZ... Where O T
Veave my shoes 7.1y am T

fere? .. Why do you freat
me ke you d6 do do?...
J . ] ;
¢:..They are everywhere, ...Some are asked aloud...while others

are thought but not asked.

Not much is learned without ...To process questions, Questions are, therefore,
| a question, and... one must think. the catalyst of learning!

... - - .~ ~ -
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a teacher and his/her students.
Questions are asked and answers
are given. The answers are the

same for everyone in the group.

among students dealing with
guestions that have individual
answers and are not the saﬁe for

every student.

| |learning also happené when............students individually process all

P

h kinds of questions by themselves.
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Student Activity $#2 - QUESTIONS ARE EVERYWHERE

Purpose: To cause students to begin to think about
questions.

Time Reguired: 20 - 25 minutes.

Procedure: 1. Duplicate and hand out classroom set of page

1. Read the directions at the top of the
page together and then ask the students to
Tl e~ try and remember some guestions they have
" been asked in each of those situations.
~ 2. . When they have ‘had time to write‘some
Soeesnoiiii. . sie..questions, a brief time:of reporting could

.t .omtiibe held with selected students reading their

“questions to the class,
S ;”?f?3; ~Read~the summary:statement aloud, haviné
e Zinoooisd whimadethe polnt-that-questions are a very
. .= o7 important part of our lives!
~c e oo Some Of you may wish to have students make
~'a simple folder to keep their guestion

" papers in as they may be worked out over an

unlimited period of time. Many students

take pride and more interest in work they

can see accumulating.
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QUESTIONS ARE EVERYWHERE Name

Does it seem like someone is always asking you questions?

Ones like these below? Can you think of one or two other

questions tnat you have been asked in each of these places?
@F m@mg Did you pick up your room?
Why did you do that? Where

are you going?

When...what....where....how
much.....? Did you do your

lesson?

Whatcha doing? Did you see

that TV show? Can I go, too?

T PROBIRS

Did you like him?

How do you “ oGRS

WILTTHROIHERSS %gg

That's the way the world works -- by asking questions.

That'sthe way you work, too. It just makes sense then that

if we learn to ask better questions and to 'sort out the
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questions we are asked, we should be able to get along

better in the world.




Student Activity #3 - FIRST IMPRESSIONS

Pur,ose: To cause students to write guestions they might

use in an imagined situation.

Time Required:

Procedure: 1.

20 - 25 minutes.

Duplicate and hand out page 2 to each

-student. - After - making sure students

understand the directions, allow them five

“minutes-to-write their two questions.

- ~Allow several students (two at a time) to

stand and read their .questions as if role-

playing the two characters.

o Summarize by-asking the  class whose question

“they liked best:--The point is to emphasize

LhET= nos v iusthat there are.different kinds of questions

Tomn oo owoi i d crrandothatzyou-willk=talk more about that

later.




FIRST IMPRESSIONS Name

Imagine that you are
Christopher Columbus and you
have just landed in the New
World (America). As you are
coming ashore, you see a tall
Indian named Chief Wel-Kum
step forward to greet you.
What would be the first
qguestion you would ask the
Chief? Think about that and
then write your question in
the blank helow.

If I were Christopher Columbus, I would ask the Chief, "

Now, imagine that you are
Chief Wel-Kum and you have
watched this étrange man come
wading ashore from a giant
ship. What would ve the first
guestion you would ask of
Christopher Columbus?

If I were Chief Wel-Kum, I would ask Columbus, "
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Listen now as others read their answers.

Do you notice that there are lots of different kinds of

questions?
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Student Activity #4 - Low-order Questions

Purpose: To teach students a definition of LOW-ORDER
questions.

Time Required: 30 - 40 minutes.

Procedure: 1. Duplicate a classroom set and hand out page
3.
2. Allow 15 minutes to read and complete the

page and then finishing the four questions

at the bottom. The teacher should gquide
students through the first phase of this
activity by readiné the questions and
discussing them with the students.

3. You will need to .:bserve the class, offering

‘individual assistance where needed as
students complete the four questions at the
bottom.

4. Have students share the questions they have
written and stress what kinds of answers
each calls for. Rémember the final point
is, "Is there an answer to this question
that would be the same for all of us?"

5. Before collecting the papers, ask students
to tell what a low-order question is.

6. Check to see that they have completed the

papers and keep them to return at a later
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date or return them to keep in their
folders.
7. Stress the point that the answers to
. low—-order questions will be the same for
everyone in the class.
28...A final activity may be what low-order

L.ionme o L oin .questionsiwould Twe ask :Christopher Columbus

7or Chief Wel-Kum? . These can be written on
the board and discussed for their accuracy

in this category.
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LOW-ORDER QUESTIONS Name

As you have probably noticed, we have been talking a lot
about questions. That's because it is really important to
know about questions and how to use them. Now we want to
show you that there are basically two kinds of questions.
There are ones that we call low-order and ones that we call
high~order questions.

Low-order questions are ones

that have specific answers.
These ask you to either

remember word-for-word or

explain something in your own

words. Either way, there is

one answer and it is your job

to come up with it.

The answer to a low-order
question would be the same for
all of us.

Here are some LOW-ORDER QUESTIONS.

1. what is the name of your community?

2. How many students are in your school?

3. Wnat is the name of your principal?

Do you see that the answer to the first one is a place, the
second is a number and the third one is a name? 1In all

three cases the answer would be the same. Others may be:
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4. When did the first settlers come to Charleswood?
5. What foods would the early settlers be able to obtain
during the winter months.
6. How did Charleswood get its name?
7. . What methods of transportation were used in the early
1900's?

= 8. Wny did people come to live in Charleswood?

f?;; 7 Choose any subject wyou Iike-and complete the following
sentences to make each a low-order question.

1. Who was the first ?
2. _What happened at ?
3. Why @id the 3 ?
4. What happened to ?
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Student Activity #5 - HIGH-ORDER QUESTIONS

Purrzose: To teach students a definition of HIGH-ORDER
gquestions.

Time Required: 10 - 20 minutes.

Procedure: 1. Duplicate and hand out page 4 to each
student.

2. Allow students 15 minutes to read and

complete the page. Again you should observe
carefully while they are reading--offering
to help where needed.

3. As a summary, have two or three students
describe a high-order question and then go

over the two items at the bottom of the

page. It is hoped by this point they will
see that low-order questions have one
specific answer which would be the same for
all of them, e.g. "What is today?"
(ANSWER: "Today is Tuesday!") It is
obviously Tuesday for everyone in the room.
The answers to high-order questions, on the
otner hand, can vary depending upon the
imagination or values of the individual,
e.g. "Are you having a good time today?"

(ANSWER: Yes; No; Maybe). There could

be as many answers as there are people in
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the room.

Have students share their written questions
either in small groups or with the entire
group to see 1f they agree as to what the
question asks the reader to do.

Stress that it is the intent of the question
that determines whether it is low-order or
high~-order.

Students must be made aware of the
sub-categories of high-order questions and
their intent. When posing high-order
guestions they must take these levels into
consideration but not be required to

recognize each of these subcategories.




130

HIGH-ORDER QUESTIONS Name

HIGH~-ORDER QUESTIONS have a number of purposes and possible
answers., They may ask you to imagine how something could be

different or similar, including your opinion and personal

reactions on this issue. They may ask you to judge between
things and decide for yourself what is better or worse, fair
or unfair. High-order gquestions ask you to determine causes

and effects of past and present events or ideas.

1.

Since everyone has a different mind, they often come up with
several different answers to the same questions. The
answers to HIGH-ORDER QUESTIONS will not be the same for
everyone.

Here are some examples of high~order questions:

If you had been one of the early settlers, how would you
have felt about living in Charleéwood?

Are you in favour of bringing back the death penalty?
Why?

If you were the first person to settle and live in an
area where no one ever lived, how would you decide what
name to give the area you were living in? |
When you grow up and have a family, will you live in
Cnarleswood? Why?

Do you think Charleswood is a good place to raise a

fanily? Why?
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6. How do you feel about tearing down old historical

buildings?

7. should & large number of deer in the Charleswood area be
killed to thin the herd?

8. Some good agricultural land exists in this area. Should
new homes be allowed to be built on the land? Why?

. 9. .. How.was -life long.ago:different from today?
cwoooCan you see thow . people would have different answers to these
questions?
Remember that:

nnsles To evaluate means o to judge or choose something.

emtn 20 Tolcompare ‘means -to:decide-how objects, comments, ideas

and plans are :the same or different.
-3¢ :To determineicauses:and-effects of past and present
swxvossltuations and events.
4. To-express opinions~involvesg personal reactions to

. comments, -objects, ideas and plans.
5. To. imagine means to predict, -reconstruct or to conclude
something.‘
Here are some further examples of high-order questions:

Evaluative Questions -~ These questions require the

respondent to choose or judge
something.as good or bad on the basis

of some standard, and are proven

facts and values.
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Do you think it is important for a school to have a
gymnasium?

Who is the friendliest person you have met? Give
reasons for your choice?

Would you prefer to live in a city or on a farm? Why?
What do you think was the most reliable means of
transportation during the early 1900's?

Wwhat do you think about going to school with only one

room? Why?

Comparative Questions - These ask the respondent to decide

if ideas are the same or different,
and how they are the same or
different.
Compare children's clothes in the early 1900's with
those of today?
How would you compare riding in an early 19200 automobile
with our modern automobiles?
Are there any differences or similarities in how people
dressed in fne early 1900's and how people dress today?
What are the differences or similarities in immigrating
to Canada today as compared to the early 1900's?
Compare Canadian immigration quotas in the early 1900's
with those of today?

Are there any similarities or differences in where the

people immigrate from in 1900 compared to those of
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today?

Cause and Effect Questions =~

1.

What caused people to remain in Charleswood once they
noved here?

What influenced people to move away from Charleswood and
settle elsewhere?

Did the distance of Charleswood from the center of
Winnipeg influence early residents to purchase an
automobile?

What would influence a Charleswood resident to own a
car?

What would cause or influence you or your family to move

to another country?

Divergent Questions - Divergent questions require the

respondent to think creatively or
offer their personal reactions to a
comment or question. They involve
imaginations which lead to predictions
or conclusions. They also involve
personal opinions on ideas, events, or
objects.

If you were living in the early 1900's as a child, what

would you have been doing?

What do you think schools were like in the early 1900's?

Give all the reasons you can think of why you would like
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to have lived during the early 1900's?

What wuld happen if children did not attend school in

the early 1900's?

5. If your family was transfered to Europe do you think you
would be eating the same meals as you are accustomed to?

Choose any subject and complete the féllowing sentences to

make them high-order questions.

“J

1. How do you feel about

2. What would have happened if

28]

3. Was it right or wrong for

«J

4. Wnat is your opinion of ?

Can you tell me the difference between a high-order and a
low-order question now? Let's see.

The answer to a low-order question 1is

but the answer to a high-order gquestion is
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Student Activity #6 - TYING IT ALL TOGETHER
Purpose: To evaluate students' progress in recognizing
HIGH-ORDER and LOW-ORDER questions.

Time Required: 20 - 30 minutes.

Procedure: 1. Duplicate a classroom set and hand out page

5. |

2. Allow 10 - 15 minutes for students to
complete the page. Make sure they
understand that they are to put an "H" in
front of HIGH-ORDER questions and an "L" in
front of the LOW-ORDER ones.

3. When most seem to have finished, go over

their coding to see if they have clearly

understood.
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Student Activity #7 - KINDS OF QUESTIONS - REVIEW
Purpose: This activity is intended to be used as a review
of the different kinds of questions, high-order
and low-order.

Time Required: 40 minutes. If you allow discussion of the

student questions, a full class
period may be used.
Procedure: 1. Duplicate a classroom set and hand out to
students.
2. Tell students to complete the activity
according to the directions. This can be

done in a small group or individually.

3. When finished, ask individuals or groups to
share the names of their famous people.
Listing these on the board for the whole
class to see creates more interest.

4. Now ask individuals or groups to write a
low-order and high-order question for each

'person. Have them write these on the
board under their famous people.

5. Class or groups discuss these questions, or

what possible answers might be.
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KINDS OF QUESTIONS - REVIEW Name

1. Suppose you could have a personal conversation with any
famous person.

2. Think about all the famous people who you have seen or

heard about. Then choose the three that you would want
to meet. Write their names below.

1)

2)

3)

3. Now, because of the press of time, you can only ask each
person a high and a low order question. Imagine that

they are actually going to answer the question you ask.

Select your guestions carefully and write them below.

1) I would ask

(name)

the following questions: low-order

high-order

2) I would ask

the following questions: low-order

high-order

3) I would ask

the following questions: low-order

high-order
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Sample Stimulus Questions #1

Immigration

Low-~order | :

1. Why did people immigrate to Canada?

2. What immigrant groups are.shown in the slides?

3. where did they come from?

4. Was there a period of time when many people immigrated
to Canada? I

5. Was there any period in time when most people immigrated
to Canada?

6. What skills did these people have?

7. Did whole families immigrate or just young adults?

8. Where in Canada did most of these people settle?

High-order

Evaluative:

L 1. Do these people seem hapy or sad? Why?

2. What 1is your reaction to limiting the number of
immigrants to Canada each year?

3. How would you feel if you moved to a place where no one
could speak English?

4. Do you think Canada was their first choice? ¥hy?

5. Who do you think these signs attracted?

6. Should signs like these attracting people to Canada be

used today? Why?

7. In your opinion, would people immigrating to Canada be
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at an advantage or disadvantage in terms of jobs,
opportunities, and finances?
Do you believe Canada has benefited from these

immigrants? How?

Comparative:-
-In what ways are these'immiérants related to the growth

and prosperity of Canada?

-different in“terws. of reasons and adjusting to a new way
- 0of life-as:.compared to those immigrating to Canada

= during the last ten years?

v Compare:this typeiofiadvertising for immigrants with

cany methods used today?

In what ways were the ‘reasons for ‘immigrating to Canada

~zsimilar or different?

‘Compare 'this immigrant:family to those of today?
L Cause and Effect:

fWhat'effec@'did advertisements -like these have on the
‘numbers of ‘people immigrating to Canada?

» What would happen if Canada didn't put a guota on the

number of immigrants allowed into Canada?

“What would cause or influence your family to move to

another country? :Compare your reasons with those of the
early immigrants. What similarities or differences are

there?
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What do you think may have happened if these people
didn't leave their home country and come to Canada?
Why are all these people gathered togethef for this
picture?

What effect did these immigrants have on Canada?

What caused or influenced such a large group of people
like,thgse to leave their country and come to Canada?

What effect did the Canadian way of life have on these

people?

Divergent:

1. What things do you think this mother is worrying about?

2. How can you tell that these people were loocking for a
better life in Canada?

3. As the minister in charge of Canada's Immigration
Policy, how would you control the number of immigration
reguests to Canada?

4. As an immigrant to Canada what would be your four most
important concerns upon your arrival to Canada? Why?

5. As an immiérant what steps would you take to insure your
survival and success in Canada?

6. Suppose there was no restriction on immigrating to
Canada what effect would this have on the character,
culture, and economy of Canada?

7.

What kind of hardships did these people probably

encounter as they made their way to Canada?
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8. If you were a parent of a young family and you read this

poster what thoughts would go through your mind? Would

you come to Canada? Why or why not?
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Sample Stimulus Questions #2

Occupations

Low-order
What kinds of jobs did people have in the 1900's?
Are these jobs still being done today?
What materials are these men uning to make these houses?

Are men or ladies making these hats?

5. What is this man doing with all those balls of thread?

6. What are these ladies printing? 1Is it a newspaper?

7. What are these men selling?

8. Who do you think would buy a gun? What would he use it
for?
High-order

Evaluative:

1. Which of these occupations would you consider to be very
important to these people? Why?

2. Why do you think these people chose these occupations?

3. How important were the sevices these people provided to
the community as a whole?

4. Do you believe wagons were sold like our cars are sold
today?

5. Why would someone want such a fancy looking carriage?

6. Do you think the printing industry was important during
the early 1900's?

7. Select the occupation you like best and give us reasons
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for your choice?

Comparative:

1. Compare working conditions shown in these slides to

today's working conditions/

2. Which of these occupations are still being carried out
today? How are they different or similar?

3. How is book binding today similar or different to the
methods used in the early 1900°'s?

4. In what ways are these occupations similar or different
to their modern day counterparts?

Cause and Effect:

1. What were some of the reasons why there was a demand for

these factories to be established?

2. Why did people do these jobs?

3. Why was the printing business required?

Divergent:

1. Which of these jobs do you like? Why?

2. If you could choose one of these occupations which one
would it bé? Why?

3. Wnat do you think some of these jobs were like?

4. How do you think these people felt about the jobs they
were doing?

5. What do you think a fair wage would be for these people

to earn? Why?




1. What means of hearing, lighting, and telling time were
used in early schools?

2. What materials did students use to learn?

3. What topics did they learn about?

4. Was there more than one room in the school?

5. Are the students in this school all the same age?

6. What are the children doing? 1Is this a special class?

7. Who cleaned the school?

High-order

Evaluative:

1. 1Is this a school bus? How do you know? What do you
think it was like riding to school on this horse drawn
bus?

2. Do you think everyone who lived a certain distance from
school could ride this school bus? Why?

3. Why do you think some of the early schools had one or
two rooms?

4. Would you like having children of lower or higher grades
in the same room as yourself? Why?

5. For what reason would you favor having these kinds of
schools today?

6. Do you think the older children liked being in the same

145

Sample Stimulus Questions #3

School

Low-order




146

classroom as the younger children?

7. How important do you think school was to the parent? to
the children?

Comparative:

1. 1In what ways were schools in the early 1900's similar
or different to the schools of today?

2. How does this school bus compare to the one you ride in?

3. In what ways are teachers of today similar or different
from teachers in the early 1900's?

4., What is happening in the picture that is like what you
do at school? What is different?

5. How does this class of children differ from your

classroom?

Cause and Effect:

1. Why did children attend school?

2. What clues can you notice from these study prints that
show you or represent student and parent attitudes
toward school during the early 1900's?

3. Why are most of the walls in the classroom bare?

4. What things would you have to get used to if you
attended this school? Why?

5. In what ways is this classroom picture similar or
different to the ones taken at our school?

Divergent:

1. As a person of your age how might your leisure time be
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spent at school?

What did parents expect‘of the schools?

What do you think school was like a hundred years ago?
What in your opinion, were advantages or disadvantages
of this kind of school?

How might the children have felt about being in a mixed
grade school?

Give all the reasons you can think of why you would or
would not like to attend a school of this nature?

What impression do you have of these pictures showing
what school was like many years age’?

How would you feel if you had to walk over two miles to

school every day?




Samnle Stimulus Questions #4

Food and Markets

1.

Low—-order
What kinds of food did the early settlers eat?
Wnere did they get most of it?
How were meat and vegetables stored for long periods
time?
What are these women doing?
Wny is that woman pushing the stick in the barrel?
Who did most of the coocking and baking?
What kind of meat did these pedple eat?
What could people buy at the markets?
Wnat kind of things were sold at the general store?

What kind of things were sold at the general store?

10. What is this man buying?

11. Who do you think bought things at the general store?

High~order

Evaluative:

1.

What do you think of these early stores?
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If you could buy a few items, what would they be? Why?

Would you buy some of these dresses? Why?
What do you think should be the most popular item in

this store? Why?

Would you prefer to shop in these general stores or our

modern day stores? Why?

Do you think the girl in the picture will help her
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mother prepare the food? Give reasons for your answer?

7. What do you think were the disadvantages of these early
ice boxes? What did people, especially children think
of them?

Comparative:

1. How would you compare this store with the stores of

today?

2. What items sold in these stores are still being sold
today?
3. How can butter be made more easily?

4., Wnat early methods of preparing and canning vegetables

and fruit are still being used in todays' homes?

5. How are the goods sold and displayed in these stores
similar to modern methods of selling and displaying
proddcts?

6. How do you think these early methods of canning foods
compare to our modern methods?

Cause and Effect:

1. What were the effects these stores had on the people's
lifestyles?

2. What are some of the reasons why the people in this
store might be shopping here?

3. Why was butter made in this fashion?

4. Why did people can fruits and vegetables?

Divergent:
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These girls seem to be enjohing making butter. Do you
think it was an enjoyable job?

Give me all the reasons you can think of why you would
shop at these general stores?

How important were these early stores to the people?

How often do you‘think preople made trips to these

general stores? Why?

150
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Sample Stimulus Questions #5

Transportation

Low-order

1. What methods of transportation were used in the early
1900's?

2. What were the roads like? Were they paved?

3. What kind of fuel did the early automobiles use?

4, Were the early automobiles expensive?

5. Where did people go with their automobile?

6. How much did it cost to ride a street car?

7. -Where did streetcars usually go?
High-order

Evaluative:

1. Which of these early means of transportation would you
use? Why?

2. Why do you think people bought and used an automobile

3. Would you prefer to ride on a streetcar or in an early
1900's automobile? Why?

4. What do you think was the best means of travel in the
early 1900's?

5. What do you think people thought of the automobile?

6. Why did people use different methods of transportation?

7. What do you think is happening for all these people to
be crowded together on this street?

8. This man is deliveriﬁg milk in a wagon. Do you think
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milk was delivered to everyone in the city in this
fashion?
What do you think this man would do if his automobile

broke down?

Comparative:

In what ways is this picture of a traffic jam similar or
different to traffic jams of today?

What early means of transportation are still being used?
Why?

Compare this horse pulled streetcar to our modern day
buses?

How would you compare milk delivery in this picture in
1920 with todays delivery methods?

Compare these early means of transportation. List their

advantages and disadvantages.

Cause and Effect:

1. Why would people use this horse drawn streetcar?

2. What is the cause of this traffic jam?

3. Vould the distance of Charleswood from the city center
cause people living here to buy an automobile?

4. What effect did the streetcars and automobiles have on
people's lifestyle?

Divergent: |

1. How might the lives of people with cars in terms of

'accessibility and time be different from those without
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automobiles?

Vhat was your first ride on an airplane like? Do you
think this feeling would be the same as those felt by
children going on their first car ride?

What do you think riding in this horse drawn streetcar
would be like?

Notice the many bicycles in this traffic jam? Why do
you think so many bicycles are being used by these
peopnle?

Under what circumstances do you think people would buy
and use one of the early automobiles?

Give me all the reasons you can think of why people
bought a car or didn't buy a car?

How do you feel when you see one of these old
automobiles driving down our modern streets? Would you
like to own one? Why?

Which method of transportation did people prefer, horse,

automobile, or the streetcar? Why?
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Sample Stimulus Questions ¥

Children
Low-order
1. What kinds of games did boys and girls play?
2. Where would they play these games?
3. What kinds of toys did children have?
4. Did girls play with dolls? What kind of dolls?
5. What are the boy and girl carrying?

High-order

Evaluative:
1. - Do you think the boys and girls of the 1900's should do
similar jobs or different jobs as they did?

2. Would you guess these boys liked what thev are wearing?
-t Y e ol

Why?

3. Are they everyday clothes or just for special occasions?
Why do you think so?

4. What do you think of children's hair styles in these
pictures?

5. Do you think the sign on the steps attracted people to
adopt these children?

6. Who do you think adopted these orphans?

Comparative:

1. Compare children's games and toys in the early 1900's

with those of today's children. Describe what games,

toys, and activities are similar? What are different?
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How might this orphanage be different from our modern
ones?

In what ways ars the children of today like or differnt
from the children in the early 1900's?

Compare these clothes with todays clothes?

Are there any differences or similarities in childrens'
role or responsibility in the home now as compared to
the early 1900's?

Compare children's hair styles in these photogravhs with
those worn by today's children? )

Compare these girl's clothes with those worn by girls of

today?

Cause and Effect:

1. Why are the children playing this game?

2. When would the boys dress up like this? Why?

3.  The children seem fairly old. What do you think caused
them to become orvhans?

Divergent:

1. As a child in the early 1900's what things would you
enjoy doing? dislike doing?

2. What comment can you make about the life of children
during the early 1900's based on this series of slides?

3. What might happen to these children if their chores were
not competed?

4. How would you feel if you were a child growing up during
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this period of time?

What do you think the people in this picture are
thinking or feeling?

Would vou want to live during this period of time? Why?

Which of the activities children took part in the early
1900's is important to you? Why?

How would you describe the feeling of these people in
this photograph?

What do you think may have happened to these children?

Does 1t seem these girls are enjoying themsilves? How

can you tell?
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Sample Stimulus Questions =7

Fashion
Low—order
1. Where could a person buy clothes like these?
2. Did people make their own clothes?
3. How were they made?
4. What did they use to make clothes?
5. Where did the material come from?
6. These pictures show the girls always wearing dresses.
Did they ever wear jeans?

High~order

Evaluative:

1. What do you think of the way these people dressed?

2. What do you think of wearing a hat, a moustache?

3. Did wearing a hat symbolize anything?

4, Do you think there were rules about what boys and girls
could or could not wear to school? What may some Of
them have Dbeen?

5. Select the piece of clothing you like best. Tell us why
you chose this particular piece of clothing?

Comparative:

1. Compare these clothes with those worn by people today?

2. How did these fashions differ from our fashions of

today?

3. 1In what ways are making clothes at home today different
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or similar to method and reason used by people in the

early 1900's?

4. How would you compare footwear, now and then? Point out
major differences and similarities.

;%; Cause and Effect:

| 1. when did people dress up in these fancy clothes? Why?

2. Why did women wear long dresses and shirts?

3. What effects have these early fashions had on modern
fashions?

4, Why would people want to wear these kinds of clothes?

Divergent:

1. Wwhat do you think these people would think about todays

clothing?

2. Would you prefer to wear these clothes or the ones you
wear now? Why?

3. How might people in the country dress differently from
people living in the city?

4, Give me all the reasons you can think of why people wore

these clothes?
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Community History Test

Read each question carefully and the 4 explanations below the question,
Choose the best statement which correctly answers the question., To
answer a question circle the letter in front of the answer which you
feel is the correct answer. Only select one answer per question,

1. How did most children in early Charleswood usually get to school?

da) they walked

b) they went by horse

c) they were taken by horse-pulled wagons or sleighs

d) they rode their bicycles

P-4

2. What did students first use to write with in early schools?
a) pencil and paper
b) pen and paper
c) chalk and a slate
d) chalk and paper

3, What was the language of instruction in Charleswood’s first school,
St. Charles?
a) English b) Ukrainian ¢) German d) French

4, One of the best words to describe the inside of a general store is:
@) clean b) noisy “ . ¢) busy d) cluttered

5. Many of the streets in Charleswood are named after:
a) people who died in VWorld War 1 and II
b) the early residents of Charleswood
c) famous people
d) government officials

6. What would a person do for fun in early Charleswood?
a) swim in the river . 'b) play hockey
c) go horseback riding - d) all of the above

7. When Manitoba first became a province in 1870, it was nicknamed: .
a) the gateway to the west b) a farming province
c) the commercial canital of the west
d) the postage stamp province
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Because Charleswood was several miles from Winnipeg the main industry
was:

a) ice collecting b) farming

c) railroad industry d) clothing

What was qrown on the land of Manitoba’s Legislative Building during
the Depression?
a) wheat b) potatoes c) flowers d) grass

What is prairie gumbo?
a) prairie wheat , b) prairie soil
C) a prairie tree o d) a prairie flower

What did this area look like before it was settled?
a) it was covered with large prairie grasses

~b) 1t was covered in bush and forest
¢) it was covered in grasses, bush and fields of wild flowers
~d) it was flat prairie

The very first people :in Charleswood were:
a) the Metis - b) ‘Indians ¢) Ukrainians d) French

-~ What were the sidewalks on Elmhurst Road made of in the 1920's?

a) brick b) cement ¢) wood d) aravel

Which things would vou find in an early school and not in @ modefn

school?
a) lights b) radio Cc) inkwells d) projector

What were the first roads in Charleswood like?
a) gravel b) wooden c) mud d) cement

An early house in Charleswood probably had:
a) a dining room, a kitchen, a living room, two bedrooms
b) 2 stories with a dining room, living room, kitchen downstairs
and 3 bedrooms upstairs
¢) one large room downstairs and sleeping quarters upstairs
d) 2 stories with several rooms upstairs and downstairs




What could one buy at a general store?
a) meat b) vegetables ¢) clcthing
d) almost anything one would need

18, Where in Charleswood can vou go today and find the vegetation
(grasses, trees and flowers) similar to those found here over 100
years ggo?
a) Assiniboine Forest
b) the bush behind Royal School
c) the Living Prairie Museum
d) Assiniboine Park

13, People settled in Charleswood because it had: .
a) good farmland b) valuable minerals
c) inexpensive land ‘ d) good hunting

20, Children’s clothes were:
a) usually bought at the store
b) knitted from wool
c) made from flour or sugar sacks
~d) made from animal skins
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Framework for Classifying and Formulating Student Questions

Low order Questions

Low order questions reguire the respondent to recall
knowledge or translate information into their own words.
They have specific answers which are the same for everyone.

High order Questions

High order questions have a number of purposes and
possible answers. They may ask you to imagine how something

could be different or similar, including your opinion and

personal reactions on this issue. They may ask you to judge
between things and decide for yourself what is better or
.worse, fair or-unfair.: -High . order questions ask you to

determine czuses and effects of past and present events or

ideas. . In general high order guestions include the
following. types of questions:

Evaluative - These questions require vou to judge or
, e q

choose something as good or bad on the

- basis of some standard; and are proven by

facts and values. They deal with matters
of judgement, value, and choice.

Often evaluative questions are
distinguished by short introductory

phrases such as:

Wnat do you think about ...
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In your opinion...
What do you think...
Justify your bhelief...

your opinion...

[o))

Defen
Some examples are: What in your opinion
were advantages or disadvantages of
schools a hundred years ago? What do you
think immigrating to Canada was like for
many of Canada's early immigrants? Why do
you think people began driving cars and
using motorized machines on their farms?
Wnat do you think about the clbthing
people used to wear?:fWOula you have liked
to be.a pﬁpil in a.one-room school? Why?
Would vou like to"immigrate and move to
another country? Why? Would you prefer

to live-in-a city or on a farm? Wny?

Comparative - These questions ask you to decide if

ideas or objects are the same or
different, identical or contradictory.
Some examples are: In this picture which
people are similar or different, from
each other? Explain? Compare men's
clothing styles in 1920 and 1930. Point

out major differences or similarities.




How does riding on a ferry in 1920
compare with riding on one of today's

modern ferries?

Comvarative - How do these fashions in the picture
differ from our fashions of today? How

is this classroom different or the same

to your own? Compare grocery shopping

methods of today with those of the people
during the early 1900's. 1In what ways
are refridgeration methods of today

different from those used 100 years ago?

~Cause and Effect .- These questions ask you to notice

oo rcausalrrelationships. Some examples

"

L. - 7. .. are: . Wnat effect did World War I
‘have onimmigration to Canada by

Europeans? . ¥Why.did people settle in

h

Charleswood?. “ihat would happen 1

" these early ssttlers could not cross
the rivers using a ferry? Jhat
effects did the introduction of the

refridgerator have on people's

lifestyle?
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These questions reguire you to think
creatively or oiffer your personal reactions
to a comment or a question. They involve
l1nagination which leads to predictions ot

conclusions. They also involve personal

opinions on i:deas, events, or objects,.

S7ne 2xanples are:  Tlow would you foel 1F
tne nezxt Priame (linister of Canada were a
woxan? o yhat 1s your best guess as Lo wily
these people dressed this way?  What

interests yoil wost abont tinls pilcturae?

1

ilonl 1 you like to be an i72 collector? “Thy

or wWhy not?  Would you have liked to be a

pzpil in this school?  Jhy? Do you think

Py .

the iteacher liwed teaching in a maleti-grale

L vz

classrcoa?

[0}
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Name

Robbie

Name

Robbie

4=

01

02

03

04

05

15
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Attitude Survey Measurement Tool

Treatment Instructor
1 1

* Participation

Pre-Post

01 15 16

02

03

04

05

15

Enjoyment Importance
Pre Post Pre Post

22 19 20 16
Difficult Total
Pre Post Pre Post
15 20 72 71
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Student Question Observation Instrument




Name

Robbie

Name

Robbie

Total

Treatmentl

. 2
Teacher
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Student Question Observation Instrument

# Treatment Teacher # of Questions
Pre Post
01 1 1 18 26
02
03
04
15
¥ # of Question Types % of Question Types
High Low High Low
Pre Post Pre Post Pre Post Pre Post
01 0 0 18 26 0 0 100 100
02
03
04
15

1 means experimental group
2 means control group . -
1 means instructor #1 the researcher's
colleague

2 means instructor #2 the researcher
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APPENDIX H PRE-TEST ANALYSIS OF VARIANCE TABLE

Question #1 Will teaching elementary students questioning

strategies supvorted by worksheet activities
- D Y

increase the number of questions they ask?

Source of Sum of a/f Mean F-Value P-value
Variation Squares Square

Treatment 232.382 1 232.382 2.720 0.105
Instructor 1.321 1 1.321 0.015 0.902

Treatment X

Instructor 99.746 1 99.746 1.168 0.285
Error 4356.429 51 85.420

Question #2 Will teaching elementary students questioning

strategies supported by worksheet activities

increase the number of high order questions they

ask?
Source of Sum of a/f Mean F-vValue P-Value
Variation Squares Square
Treatment 3.287 1 3.287 0.131 0.719
Instructor 1.200 1 1.200 0.048 0.828
Treatment X
Instructor 0.115 1 0.115 0.005 0.946
Error 1232.112 51 25.139
*p<,05
t trend<.05<p<.10 )
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APPENDIX H CONTINUED

Question #3 Will teaching elementary students in guestioning

strategies supported by worksheet activities

increase the njmber of low order questions they

ask?
Source of Sum of a/f Mean F-Value pP~Value
Variation Squares Square
Treatment 78.162 1 78.162  1.521 0.223
Instructor 109.434 1 109.434 2.129 0.151
Treatment X
Instructor 6.579 1 6.579 0.128 0.722
Error 2621.160 51 51.395

Question #4 Will teaching elementary students questioning

strategies supported by worksheet activities

increase the proportion of high order questions

they ask?
Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square
Treatment 0.043 1 0.043 1.087 0.302
Instructor 0.089 1 0.089 2.252 0.140
Treatment X
Instructor 0.001 1 0.001 0.024 0.877
Error . 2.012 51 0.039

*p<.05

t trend<.05<p<.10
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APPENDIX H CONTINUED

Question #5 Will teaching elementary students questioning

strategies supported by worksheet activities
decrease the proportion of low order guestions

they ask?

Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square

Treatment 0.043 1 0.043 1.087 0.302
Instructor 0.089 1 0.089 2.252 0.140

Treatment X
Instructor 0.001 1 0.001 0.024 0.877
Error 2.012 51 0.03¢9

Question $6 Will teaching elementary students questioning

strategies supported by worksheet activities
improve their level of achievement of social

studies content?

Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square

Treatment 864.596 1 864,596 3.444 0.069
Instructor 31.439 1 31.439 0.125 0.725

Treatment X

Instructor 411.384 1 411.384 1.639 0,206
Error 12801.905 51 251.018
*p<.05

t trend<.05<p<.10
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APPENDIX H CONTINUED

Question #7 Will teaching elementary students gquestioning

strategies supported by worksheet activities
improve their enjoyment attitude towards social

studies?

Source of Sum of a/f Mean FP-vValue P-Value
Variation Squares Square

Treatment =~ 1.123 1 1.123 0.127 0.724
Instructor 0.069 1 0.069 0.003 0.930

Treatment X
Instructor 0.002 1 0.002 0.000 0.989
Error 4,52 51 0.721 8.877

Question #8 Will teaching elementary students questioning

strategies supported by worksheet activities
improve their attitude towards the imvortance of

social studies?

Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square

Treatment 1,950 1 1.950 0.194 0.727
Instructor 27.183 1 27.183 1.722 0.195

Treatment X

Instructor 2.412 1 2.412 0.153 0.697
Error 804.969 . 51 15.784
*p<.05

t trend<.05<p<.10
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APPENDIX H CONTINUED

Question #9 Will teaching elementary students questioning

strategies supported by worksheet activities
improve their attitude towards the opportunity

to participate in social studies?

Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square

Treatment 14.521 1 14.521 1.930 0.171
Instructor 2.048 1 2.048 0.272 0.604

Treatment X
Instructor 0.000 1 0.000 0.000 0.994
Error 383.655 51 7.523

Question #10 Will teaching elementary students gquestioning

strategies supported by worksheet activities
improve their attitude towards the degree of

difficulty of social studies?

Source of sum of d/f Mean F-Value P-Value
Variation Squares Square

Treatment ©.976 1 6.976 1.004 0.321
Instuctor 0.000 1 0.000 0.000 0.999

Treatment X

Instructor 15.333 1 15.333 2.206 0.144
Error 354.524 51 6.951
*p<.05

t trend<.05<p<.10




178

APPENDIX H CONTINUED

Question #11 Will teaching elementary students gquestioning

strategies supported by worksheet activities

improve their overall attitude towards social

studies?
Source of Sum of d/f  Mean F-Value  P-Value
Variation Squares Square
Treatment 37.395 1 37.395 0.595 0.444
Instructor 40.698 1 0.647 0.425
Treatment X
Instructor 5.877 1 5.377 0.093 0.761
Error 3207.579 51 62.394

*p<.05

t trend<.05<p<.10
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APPENDIX I POST-TEST ANALYSIS OF CO-VARIANCE TABLE

Question #1 Will teaching elementary students gquestioning

strategies supported by worksheet activities

increase the number of questicns they ask?

Source of Sum of d/f Mean F-Value P-Value
Variation Squares Square

Treatment 10.133 1 10.133 0.090 0.765
Instructor 0.153 1 0.153 0.001 0.971

Treatment X
Instructor 662.735 1 662.785 5.911 0.019%*
Error 5606.237 50 112.125

Question #2 Will teaching elementary students questioning

strategies supported by worksheet activities

increase the number of high order questions they

ask?
Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square
Treatment 73.670 1 73.670 3.014 0.089t
Iinstructor 19.105 1 10.105 0.782 0.3831
Treatment X
Instructor 6.361 1 6.361 0.256 0.615
Erroxr 1221.995 50 70.610
*p<.05

t trend<.05<p<.10
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Question #3 Will teaching elementary students questioning

strategies supvorted by worksheet activities

decrease the number of low order guestions they

ask?
Source of Sum of a/f
Variation Squares
Trearment 54.575 1
Instructor 33.954 1
Treatment X
Instructor 398.497 1
Error | 5088.128 50

i

Mean -Value
Square
54.575 0.536

33.954 0.334

398.497 3.916

101.763

P-Value

0.053t

Question #4 Will teaching elementary students questioning

strategies supported by worksheet activities

increase the percentage of high order questions

they ask?

Source of Sum of a/f
Variation Squares
Treatment 0.099 1
Instructor 0.022 1

Treatment X

Instructor 0.002 1
Error 1.076 50
*p<.,05

t trend<.05<p<.10

Mean F-Value
sSquare

0.099 4.598
0.022 1.030
0.002 0.095
0.022

P-vValue

0.037%

0.315

0.759
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APPENDIX I COHNTINUED

Question #5 Will teaching elementary students questioning

strategies supported by worksheet activities
decrease the proportion of low order questions

they ask?

Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square

Treatment 0.099 1 0.099 4,598 0.037%
Instructor 0.022 1 0.022 1.030 0.315

Treatment X
Instructor 0.002 1 0.002 0.095 0.759
Error 1.076 50 0.022

Question #6 Will teaching elementary students guestioning

strategies supported by worksheet activities
improve their level of achievement of social

studies content?

Source of Sum of d/f Mean F-value P-Value
Variation Squares Sguare

Treatment 854.596 1 864.596 3.444 0.069t
Instructor 31.439 1 31.439 0.125 0.725

Treatment X

Instructor 411 .334 1 411 .384 1.639 0.206
BError 12301.905 50 251.018
*p<.05

t trend<.05<p<.10
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Question #7 Will teaching elementary students questioning

Source of
Variation
Treatment
Instructor
Treatment X
Instructor

Error

. Strategles supported by worksheet activities

improve their enjoyment attitude towards social

studies?

Sum of a/f Mean
Sguares Square
0.066 1 0.066
20.566 1 20.566
2.213 1 2.213
229,406 50 4.588

F-value

0.014

4,482

0.482

P-Value

0.905

0.039%

0.491

Question #8 Will teaching elementary students questioning

Source of
Variation
Treatment
Instructor‘
Treatment X
Instructor

Error

*p<.05

strateglies supported by worksheet activities

improve their attitude towards the importance of

social studies?

Sum of a/f Mean
Sgquares Sguare
8.760 1 8.760
29.229 1 29.229
103.032 1 103.032
554.684 50 11.094

t trend<.05<p<.10

F-Value

0.790

N
.
(o)

35

9.287

P-=Value

0.378

0.111

0.004
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APPENDIX I CONTINUED

Question #9 Does training elementary students questioning

strategies supported by worksheet activities
improve their attitude towards their opportunity

to participate in social studies?

Source of Sum of a/f Mean F-Value P-Value
Variation Squares Square

Treatment 5.2783 1 5.278 | 0.514 0;477
Instructor 1.054 1 1.054 0.103 0.750

Treatment X
Instructor  2.793 1 2.793 0.272 0.604
Error 513.273 50 10.265

Question #10 Will teaching elementary students questioning

strategies supported by worksheet activities
improve their attitude towards the degree of

difficulty of social studies?

Source of sum of a/f Mean F—Valué P—Valué
Variation Squares Square

Treatment 3.465 1 3,455 1.184 0.282
Instructor 34.313 1 34.313 4.798 0.033%

Treatment X

Instructor 10.215 1 10.215 1.423 0.238
Error 357.565 50 7.151
*p<.,05

t trend<.05<p<.10
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APPENDIX I CONTINUED

Question #11 Will teaching elementary students questioning

strategies supported by worksheet activities

improve their overall attitude towards social

studies?
Source of Sum of a/E Mean F-Value P-vValue
Variation Squares Square
Treatment 2.622 1 2.622 0.041 0.840
Instructor 69.860 1 69.860 1.097 0.300
Treatment X
Instructor 265.134 1 265.134 4,163 0.047%
Error 3184.450 50 63.689

*p<,05

t trend<.65<p<.10






