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ABSTRACT 
 

Even today, teachers’ questioning is one of the most frequently used teaching strategies. It affects 

the students’ learning in various ways and may lead to development of productive and critical 

thinking among students. This study aims to identify the type of questions used by teachers and 

the kind of feedback provided to students in classroom at primary schools. 

The study was conducted in grade 4, 5 and 6 (30 classes in total) of ten schools in Kabul 

city. The schools were selected through random sampling and the data was collected via structured 

observation schedule. The data analysis was based on the frequency and percentage of the 

responses from the observation schedule. 

The main findings of the study are: i) most of the teachers use questioning as a teaching 

technique but many teachers spend little time on asking and answering questions compared to what 

previous researches suggest i.e. that teachers spent more than half of class time on questioning; ii) 

majority of the teachers frequently ask closed questions or questions that require Yes/No answers, 

one word response and/or answers that rely on memory; iii) the frequency of providing information 

about how to improve student’s response has been rather low. Overall, the results of the study 

confirm the findings of former research. 
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INTRODUCTION 

 

Background 
Ministry of Education (MoE) in Afghanistan is mandated to enforce education laws and provide 

equitable access to quality education for all. One of the MoE’s five main programs is Teacher 

Education (MoE, 2010). MoE has so far established 42 Teacher Training Colleges (TTCs) across 

the country with the purpose of improving the quality of teaching. Teacher Education Department 

(TED) delivers two types of education: in-service and pre-service. Pre-service student teachers are 

admitted to TTCs through Kankor (national test for entering to higher education) with the lowest 

scores i.e. only those who cannot make it to a four year full faculty will choose to get admission 

in TTC, while in-service education is meant for the school teachers that are employed after 

completing grade 12 in remote and insecure areas and also for upgrading knowledge and skills of 

TTC graduates or even university graduates.  

TTCs are responsible for teaching subject matter knowledge as well as pedagogy of 

teaching and learning in order to produce professional and qualified teachers. Additional trainings, 

seminars and workshops are designed by TED to develop in-service teachers’ pedagogical skills. 

TED has provided a set of trainings to school teachers in order to develop their pedagogy 

of teaching. Considering the critical need for capacity development of school teachers, MoE’s 

Teacher Education Department has developed In-Service Education Trainings (INSETs) module, 

which focused on enhancing the subject content knowledge and pedagogical skills of primary 

school teachers (ADA, 2012). The module was developed to address a range of deficits within the 

teaching cadre and it was intended to establish a consistent approach to teacher training that is 

appropriate for the entire country (ibid). 

One very essential pedagogical skill teachers need to develop is how to use classroom 

questioning for improved learning.  Teachers’ questioning in classroom, as an educational strategy, 

has a long history that can be traced back to Socrates. (Tienken et al., 2009) In addition, 

questioning is one of the most powerful and most contemporary teaching tactics for nurturing 

critical thinking (ibid).  

According to my experience, teachers’ questioning has always been one of the most 

common teaching practices in Afghan schools. Various teachers use questioning for different 

purposes: some use it to find out whether students have grasped and understood what has been 

taught and if so, to what extent; others use it to grade or mark students’ performance during an 

academic year; very few use it to improve students’ learning and modify teaching activities 

accordingly, if necessary. Teachers’ questions, in most of the cases, require students to recall facts 

or provide yes/no answer (Karlsson, 2005). This means that the questions correspond to the lowest 

levels of comprehension in Bloom’s Taxonomy. Since teachers’ questions only test students’ 

learning instead of helping them improve their understanding, the teachers seldom provide 

formative feedback to students about how to develop their knowledge. Besides, the students are 

treated with displeasure or even sarcasm when they do not provide the correct answer 

Problem Area 
Many teachers in Afghanistan ask questions that emphasize on evaluation of learning the 

concerned matter. Research indicates that Afghan teachers usually ask questions that require low 

level thinking and that expect students to recall facts, rules and procedures (Karlsson, 2005). 

Rarely, do the questions require high-level thinking whereby the students are to draw inferences 



Page | 2  
 

and synthesize ideas (Hiebert & Wearne, 1993; Webb, Nemer & Ing, 2006 cited in Franke et al., 

2009).  

Some teachers do not have the skills to use questioning for improved learning outcomes 

and so cannot use the questions effectively. In addition, the students are scared of teacher’s 

questions because if they are not able to answer, they will be punished or they will at least be 

scored low. It is also very rare that teachers provide formative feedback to students that help the 

students know their previous achievements as well as the future steps.  

Aim 
This study aims to explore the type of questions used by teachers and the kind of feedback provided 

to students in classroom in primary schools.  

Research Questions 
This investigation intends to find answers to the following questions: 

1. What type of questions do teachers use in class? 

2. What kind of feedback do teachers provide to students? 

3. What level of students’ understanding do the questions measure? 
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LITERATURE REVIEW 
This part deals with the concept and different aspects of teachers’ questioning and feedback, along 

with a critical review of various researches on use of questioning in classroom. The MoE has 

trained large number of school teachers in Subject Content Knowledge and Pedagogical Content 

Knowledge over the last decade (Ministry of Education, 2010), but researchers have not yet 

completely explored the use of questioning by teachers in Afghanistan. I have tried to study the 

topic in depth and provide insights for further researches to explore the issue from different 

perspectives within various professions in the country. 

What is questioning? 
Questioning has been in the core of philosophy and education, ever since Socrates decided to 

criticize and question almost everything. Even though questioning is often overlooked when 

developing teaching and learning activities, it is as critical to teaching as air is to breathing 

(Quigley, 2012). Some researchers, however, argued that questioning is considered to be the most 

commonly used teaching method, even at this time, to help students develop critical thinking and 

comprehend topics and concepts (Franke, Fennema & Carpenter, 1997 cited in Franke et al., 2009).  

Teachers’ questioning is one of the most frequently practiced teaching techniques in the 

classroom, which improves the students’ participation in classroom interaction and helps in 

enhancing the students’ understanding of a topic. Considering the significance of questioning in 

developing students’ knowledge, Galls stated that teachers spend more than a half of classroom 

time on questioning and answering (Richard, 1996). However, a number of factors such as wait 

time, socio-linguistics and learning environment can influence the effectiveness of teachers’ 

questioning (Tienken et al., 2009). 

Researches on teachers’ questioning reveal that teachers like to ask a great number of 

questions with different purpose (Shen & Yodkhumlue, 2012). In particular, it is believed that 

teachers ask questions for two main reasons: (i) they are applying a method they think is good for 

learning; or (ii) they really want to know what children think about specific topics (Harris & 

Willliams, 2012). 

In order to improve students’ oral participation in class, students must be given chance to 

talk and take part in question-and-answer sessions and reflective discussions about content of a 

subject (Wilen, 2001). Student’s talk can improve their knowledge and understanding in two 

interrelated ways: 1) it helps teachers to monitor students’ thinking and 2) information gathered 

from the discussions can be used to modify teaching practices (Franke, Fennema & Carpenter, 

1997 cited in Franke et al., 2009).  

Gabrielatos (1997) suggested a categorization of the questions frequently used by 

instructors. He distinguished between the following types of pedagogical questions: 1) Yes/No: 

questions that require only ‘yes’ or ‘no’ answer; 2) Open-ended: questions that will elicit more 

language; 3) Convergent (closed): questions that elicit a single answer; and 4) Divergent: questions 

that allow the students to express views, opinions or alternatives. 

Studies found that some teachers are not aware of the importance of applying appropriate 

questioning types and strategy and that their questions will have consequences for students’ 

learning (Yanfen & Yuqin, 2010) 

Teacher’s Feedback 
Feedback, in a broader sense, can be defined as “information provided by an agent (e.g. teacher, 

peer, book, parent, self, experience) regarding aspects of one’s performance or understanding” 
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(Hattie & Timperley, 2007, P 81). This means that feedback is not given only by teachers but also 

by students, peers, and so on. Winne and Butler (1994) as quoted in Hattie and Timperley (2007) 

summarized the concept as “feedback is information with which a learner can confirm, add to, 

overwrite, tune, or restructure information in memory, whether that information is domain 

knowledge, meta-cognitive knowledge, beliefs about self and tasks, or cognitive tactics and 

strategies” (P 82).  

Teachers are expected to provide feedback to students about their previous 

achievements/errors and corrective actions in future. If done well, feedback can be very powerful. 

Effective feedback gives students the information necessary for understanding where they are in 

their learning and what they need to do next (Brookhart, 2008). Once the students understand what 

to do and why, most of them will be motivated to invest effort in work (ibid).  

In his review of 196 studies about feedback in classroom, Hattie (1999) regarded feedback 

as one the most effective factors in learning (cited in Voerman et al., 2012). Moreno (2004) also 

described feedback as essential for improving knowledge and skill. The available research informs 

us that teacher seldom give feedback in classroom. In his opening speech at the University of 

Auckland in 1999, Hattie said that the frequency of feedback in a classroom is very low; it can be 

best measured only in seconds every day (ibid). 

Types of Feedback 
The concepts of specific, positive and negative feedback are crucial in understanding the types of 

feedback that helps in improving learning. 

1. Specific Feedback 
An important purpose of feedback is to lessen the discrepancies between the current and desired 

level of students’ performance or a goal. According to Shute (2008) and Hattie and Timperley 

(2007), specific feedback can be used to explain goals and decrease or eliminate uncertainty about 

how well students are performing in a task. Researchers like Bangert-Drowns et al. (1991) and 

Pridemre and Klein (1995) reported that feedback is more effective when it provides information 

about how to improve students’ answer instead of just indicating whether students’ response is 

correct or not (cited in Shute, 2008).  

Feedback should also be about what requires to be achieved to reach a desired level of 

performance, a type of specific feedback labeled as discrepancy feedback (Voerman et al., 2012). 

Providing information about the progress learners have made towards attaining a desired 

performance is what Schunk and Swartz (1993) called progress feedback (ibid). 

2. Positive and Negative Feedback 
Hattie and Timperley (2007), Shute (2008) and Kluger and DeNisi (1996) underlined the effect of 

positive and negative feedback on improving students’ learning. Losada (1999) described positive 

feedback as displaying support, encouragement or appreciation and negative feedback as 

displaying disapproval, or even sarcasm (Voerman et al., 2012).  

Teachers can use Bloom’s Taxonomy as an important tool to focus on higher order thinking. By 

providing a hierarchy of levels, the taxonomy can help teachers in making questions for 

discussing with students and providing feedback on student work. 
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Bloom’s Taxonomy 
The Taxonomy of Education Objectives is a classification scheme that helps teachers in 

recognizing the different levels of questioning, among other aspects. It provides an important 

framework for teacher to classify statements of what students are expected or intended to learn as 

a result of teaching (Krathwohl, 2002). 

The Taxonomy consists of six levels, which are arranged in a hierarchical framework; attainment 

of the next more advanced and complex skill requires achievement of the former one (ibid).  

1. Knowledge 

2. Comprehension 

3. Application 

4. Analysis 

5. Synthesis 

6. Evaluation 

The following table presents a brief description of different levels of the taxonomy with 

measurable examples. 

Table 1: Bloom's Taxonomy of Educational Objectives for Knowledge-Based Goals 

Level of 

Expertise 
Description of Level 

Example of Measurable 

Student Outcome 

1. Knowledge Recall, or recognition of terms, ideas, procedure, theories, etc. When is the first day of 

Spring? 

2. Comprehension Translate, interpret, extrapolate, but not see full implications 

or transfer to other situations, closer to literal translation. 

What does the summer 

solstice represent? 

3. Application Apply abstractions, general principles, or methods to specific 

concrete situations. 

What would Earth's seasons 

be like if its orbit was 

perfectly circular? 

4. Analysis Separation of a complex idea into its constituent parts and an 

understanding of organization and relationship between the 

parts. Includes realizing the distinction between hypothesis 

and fact as well as between relevant and extraneous variables. 

Why are seasons reversed in 

the southern hemisphere? 

5. Synthesis Creative, mental construction of ideas and concepts from 

multiple sources to form complex ideas into a new, integrated, 

and meaningful pattern subject to given constraints. 

If the longest day of the year 

is in June, why is the 

northern hemisphere hottest 

in August? 

6. Evaluation To make a judgment of ideas or methods using external 

evidence or self-selected criteria substantiated by observations 

or informed rationalizations. 

What would be the 

important variables for 

predicting seasons on a 

newly discovered planet? 

Source: http://teaching.uncc.edu/ 

 

Bloom’s research on thousands of questions asked by teachers has consistently shown that 

the large majority of questions asked by teachers come from the first two categories i.e. knowledge 

and application, which require factual recall and comprehension. Few questions come from the 

other categories, which need higher level thinking skills (Krathwohl, 2002). 
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Graesser and Person (1994) cited in Franke et al. (2009) stated that majority of the teachers 

ask low order questions that require students to recall fact and procedures. In addition, Tienken et 

al. (2009) also reported that most of teacher questions do not provide opportunities for students to 

develop productive thinking. 

Classroom Interaction in Afghan Schools 
In an assessment study of teaching practices in 13 provinces of Afghanistan, Karlsson (2005) found 

that teachers do not address questions to all students, usually only the first rows of students are 

listening and taking part in question-and-answer sessions. Teachers do not address questions to 

students in the back rows, where a lot of other activities happen, which many teachers are not 

aware of or choose to ignore. The study also found that teachers usually ask two types of questions: 

1) questions that require recall of facts of answers that rely on memory; 2) questions that require 

Yes/No response. It happens very rarely if teachers ask why-questions or questions that are 

applicable to student’s daily life. 

Often, teachers confirm and praise student’s response when he/she provides correct answer 

while it also happens very often that teachers do not provide any feedback to student, which leaves 

the student in uncertainty (Karlsson, 2005). 
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METHODS 
 

The research strategy in use for conducting this study was quantitative. According to Cohen et al. 

(2010), quantitative research is equally important as qualitative research. Quantitative approach to 

research is one in which the researcher primarily “uses post-positivist claims for developing 

knowledge (i.e. cause and effect thinking, reduction to specific variables and hypotheses and 

questions, use of measurement and observation, and the test of theories), employs strategies of 

inquiry such as experiments and surveys, and collects data on predetermined instruments that yield 

statistical data.” (Creswell, 2003, p18) A quantitative research strategy was chosen for this study 

mainly because, as stated by Denscombe (2010), it is scientific, easily measured, there is a 

tendency to focus on specific variables and because the findings can be presented without use of 

complex statistics. The strategy is suitable for this study because the study is focusing on specific 

variables related to questioning and feedback and because the findings will be presented with use 

of simple statistics. 

The data was collected through structured observation between second week of September 

and first week of October 2014 from 30 classes in 10 schools of Kabul city. Teaching process was 

observed in grades 4, 5 and 6 of each school (e.g. 10 classes in each grade). An observation 

schedule was developed, which included important aspects of teachers’ questioning techniques 

and teachers’ feedback corresponding to the research questions. The observation schedule was 

used for data collection after it was piloted in order to see if the instructions are clear enough and 

if there are some items that need to removed, added or modified (Bell, 2010). Structured 

observation is a technique in which the researcher uses clearly formulated rules for the observation 

and recording of behavior (Bryman, 2012). It is very systematic and allows the investigator to 

produce numerical data from the observation. The observer takes a passive, non-interfering role 

and is only noting down the occurrence of the factors under study (Cohen et al., 2010). One of its 

advantages is that it allows the researcher to observe behavior directly in natural settings (Bryman, 

2012). It is noteworthy to mention that the observation tool used for this study was adopted from 

the work of Dr Debbie Waggoner of Central Kentucky Educational Cooperative. 

Teacher’s behaviors were recorded during the observation. I marked the items in 

observation tool each time a teacher exhibited a behavior. The behaviors were recorded as many 

times as they happened within 30 minutes. I also added some comments and additional 

observations to the answer sheet after the class. 

The ten schools (sample) were selected from the total 271 Kabul city schools by using 

probability sampling method. A computer based application was used to select the sample 

randomly. Factors such as time, resources and accessibility prevent researchers from collecting 

information from the whole population. Therefore, as suggested by Cohen et al., (2010), I had to 

gain data from a smaller group in such a way that the information gathered represents the total 

study population. The smaller group is the sample. Probability sample will be useful for making 

generalization as it seeks representativeness of the broader population. In simple random sampling, 

each member of the study populations gets equal chance of being selected and probability of one 

member of the population being selected is not affected by the selection of other members of the 

population (ibid). 

http://www.ckec.org/


Page | 8  
 

Limitation 
A visit to at least two schools a day was planned but as many of the schools in the sample were 

teaching grade 4, 5 and 6 at more than one shift, it took longer than expected to observe all 30 

classes. 

Due to restrictions in time and resources a very small sample (ten schools out of 271 public 

schools in Kabul city) was selected for this study, which requires me to be much more careful in 

generalizing the results to other contexts. However, the fact that the sample was selected randomly 

using probability sampling method, where every unit of the population have had equal chance of 

being selected, provides scope for generalization. Likewise, my experience in other schools as 

someone involved in improving quality of education suggests a comparatively higher degree of 

similarity in teaching practice in many Kabul schools. 

  



Page | 9  
 

FINDINGS 
 

This chapter illustrates the most important findings of the study about teachers’ questioning 

techniques and feedback in the form of tables, charts and graphs. The findings are reported 

according to the sequence of the research questions i.e. starting with the first question.  

As an independent variable, I observed whether teachers’ questions follow a logical 

sequence for developing understanding of a concept. Chart 1 illustrates that 77% teachers’ 

questions did follow a logical sequence and questions were asked primarily to help in improving 

student’s understanding. The rest of the teachers’ questions did not help in developing 

understanding of a concept but were asked to keeping the students busy or for other purposes that 

did not enhance learning. 

 

 

 

 

 

 

 

 

 

 

 

Figure 1: Order of teachers’ questions 

 

Types of Teachers’ Questions 
 

Findings related to the research question one (what types of questions teachers ask in class?) are 

as follows: 

A large number of teachers frequently asked questions requiring Yes/No answers and/or 

answers that rely completely on memory. Although about half of the teachers asked open-ended 

questions but not frequently enough; the other half did not ask open-ended questions at all. Three 

of the seven teachers whose questions did not follow a logical sequence taught grade 6 in all 

schools, three others taught grade 5 and only one taught grade 4. 

77%

23%

Questions follow logical
sequence

Questions do not follow
logical sequence
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Table 2: Types of questions used in class 

Types of Questions 

Frequency of Asking Questions 

Total Frequently 

(more than 5 

times) 

Sometime (1 - 5 

times) 
Not at all 

Questions that relate to formulas, procedures, 

or recall of facts 
27% 63% 10% 100% 

Closed questions that elicit a single answer 

response 
23% 73% 3% 100% 

Rhetorical questions to gain student’s 

attention and promote deeper thinking about a 

concept 

27% 60% 13% 100% 

Questions that contain the answer 0% 13% 87% 100% 

Asks questions that elicit Yes/No answers, 

one-word responses, and/or answers that rely 

almost completely on memory. 

40% 60% 0% 100% 

Open questions that require students to think 

at various levels of Bloom’s Taxonomy. 
0% 57% 43% 100% 

 

Table 1 demonstrates that 40% of the teachers frequently asked questions that elicit Yes/No 

answers, one-word responses and/or answers that rely almost completely on memory while none 

of the teachers frequently asked open questions that require students to think at various levels of 

Bloom’s Taxonomy. Many teachers commonly asked students after every sometime if the they 

understood what is taught. The students typically responded “yes” even if they did not really 

understand the topic. It did not happen even for once that a student asks for clarification or extra 

information. 

In addition, 43% of the teachers not at all asked open questions. Most of the teachers (about 

73%) sometime used closed questions whereas 57% teachers asked open questions only once or 

twice in a 30 minute class. For instance, one religious studies teacher asked grade 6 students to 

think about the topic (ethics) and write down five sentences about it from their experience. She 

also asked the students to explain what moral the topic contains for their daily life. Before she 

gives explanation about North Pole, a social studies teacher asked asked grade 4 students to 

describe why water freezes in cold regions. An English Teacher asked grade 6 students to compare 

sentences and grammatical structure and conclude/judge what type of a sentence it is. Some 

teachers asked students use words in sentences while others asked them to state differences and 

similarities between two phenomena, which were not noted in the textbook or in teacher’s 

instruction. A math teacher provided students of grade 4 with pictures and boxes and asked the 

students to apply basic math procedures. 

Furthermore, about 27% teachers frequently asked rhetorical questions to gain student’s 

attention while 60% teachers asked rhetorical questions only sometimes. Only 13% of the teachers 

sometime asked questions that contain the answer. Teachers used rhetorical questions primarily to 

attract students’ attention or get their approval that they are following the instruction. After 

explaining every section of the lesson, teachers would ask “isn’t that so?” or “you understood the 

lesson, didn’t you?” In response to this type of questions, students either chose to stay silent or 

said “yes”.  
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Examples of questions that relate to recall of facts mainly included retelling definitions, 

recalling math formulas, mentioning name or year of historical events, meaning of words and/or 

sometimes parts or aspects of a religious ritual. When asking closed questions, the teachers never 

provided students with options but students generally had to give one-word response. 

All teachers in grade 6 frequently or sometime asked questions that relate to formulas, 

procedures, or recall of facts while three teachers in grade 5 and 4 (two in grade 5 and one in grade 

4) did not ask such questions at all. Only four teachers (three in grade 4 and 1 in grade 6) asked 

questions that contain the answer. Three of the seven teachers asking closed questions frequently 

were teachers in grade 4 while one was teacher in grade 5 and three others were teachers in grade 

6. In addition, half of the teachers (6 out of 12) using questions that require Yes/No answers, one-

word response, and/or answers that rely on memory were teachers of grade 6 whereas six other 

teachers taught in grade 4 and grade 5 (three in each grade) (Refer to Annex Two for more details). 

Out of the eight teachers that frequently asked rhetorical questions, three taught in grade 6, 

two taught in grade 5 and three others taught in grade 4. However, three teachers of grade 6 and 

one teacher of grade 5 never asked rhetorical questions.  

The 13 teachers that did not ask open questions at all are distributed equally in all schools 

and grades (i.e. four were teachers in grade 4, five were teachers in grade 5 and the rest were 

teachers in grade 6).  

Wait-time 
As per my observations, a clear majority of the teachers in all schools and grades allowed sufficient 

wait-time for students to think before answering the question. However, it was also observed that 

the main reason for the above in many cases was that the teacher would get busy with the board or 

with checking other students’ work without actually listening to the student’s response. A small 

number of the respondents either did not allow enough wait-time for students or allowed sufficient 

wait-time for some questions and for other questions insufficient wait-time was allowed. 

Table 3: Wait-time allowed for students to have think-time 

Wait Time 

Frequency 

Total Very often 

(more than 5 

times) 

Sometime (1 - 5 

times) 
Not at all 

Sufficient wait-time is allowed for students to 

have think-time to respond 
80% 10% 10% 100% 

Insufficient wait-time is allowed for students 

to have think-time to respond 
10% 10% 80% 100% 

 

Table 3 elucidates that 80% of the respondents very often allowed sufficient wait-time for 

students to have think-time to respond. However 10% did not allow sufficient wait-time for 

students at all. 

Feedback 

The second question of the research is, “what kind of feedback teachers provide to students?” The 

findings are as the following: 

Majority of the teachers indicated whether student’s answer is correct or not and majority 

also displayed support or encouragement towards student’s response. Only limited number of 
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teachers provided information about how to improve student’s answer while a tangible amount of 

respondents showed disapproval or sarcasm towards the student’s response. 

Table 4: Kind of feedback teachers provide to students 

Kind of Feedback 

Frequency 

Total Most often 

(more than 5 

times) 

Sometime (1 - 5 

times) 
Not at all 

Indicates whether student’s response is correct 

or not 
3% 57% 40% 100% 

Provides information about how to improve 

student’s response 
0% 23% 77% 100% 

Displays support, encouragement, and/or 

appreciation towards student’s response 
7% 57% 37% 100% 

Displays disapproval or sarcasm towards 

student’s response 
3% 40% 57% 100% 

 

According to Table 2, most of the respondents (57%) only sometime indicated whether 

student’s response is correct or not where 40% moved on without giving any comment on the 

student’s response. Only 23% of the respondents sometime provided information about how to 

improve student’s response. Although 57% respondents displayed support, encouragement, and/or 

appreciation towards student’s response, 40% exhibits disapproval or sarcasm towards student’s 

answer. 

In grade 4, grade 5 and grade 6 of all schools, most of the teachers did not provide 

information about how to improve student’s response. Out of the 23 teachers that did not provide 

information to students, 16 taught equally in grade 4 and grade 5 and seven others taught in grade 

6. Among those teachers that sometime indicated whether student’s response is correct or not, 12 

were from grade 4 and 5 (6 each) and 5 were from grade 6. A large number of teachers in all 

schools at least sometime displayed support, encouragement, and/or appreciation towards 

student’s response. Nevertheless, five teachers of grade 5, four teachers of grade 4 and three 

teachers of grade 6 displayed disapproval or sarcasm towards student’s answer (See Annex Three 

for details). 

It was observed that out of total, 37% teachers who frequently or sometime asked closed 

questions also displayed disapproval or sarcasm towards student’s response. Besides, 60% of 

teachers asking closed questions only indicated whether student’s answer is correct or not while 

23% teachers provided information about how to improve student’s response, the rest did not do 

any of the above. Moreover, only 17% of teachers asking open questions provided information 

about how to improve student’s response while 37% of them only indicated whether student’s 

answer is correct or not. 

On the other hand, 60% teachers that asked closed questions displayed support and 

encouragement towards student’s response but those teachers that asked open questions and 

displayed support and appreciation towards student’s response made 37% of the total teachers.  

 

Level of Students’ Understanding  
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The findings regarding the third question of the research (what level of student’s understanding 

teachers’ questions measure?) are as following: 

Most of the teachers frequently asked questions that measure the lowest level of student’s 

understanding i.e. recall of facts, ideas, procedures, etc. However, some teachers seldom asked 

open questions that require students to think at various levels of Bloom’s Taxonomy (e.g. 

knowledge, comprehension, application, analysis, synthesis and evaluation). The teachers asked 

open questions that could only measure intermediate levels of student’s understanding i.e. 

comprehension, application and analysis. The higher levels of understanding (synthesis and 

evaluation) were ignored by all teachers. 

Table 4 displays that 27% teachers frequently and 63% sometime asked questions that 

measure the lowermost level of students’ understanding. Over half of the teachers (57%) only 

sometime asked questions that require students to think at intermediate levels (comprehension, 

application and analysis) of Bloom’s Taxonomy. 

 

Table 5: Level of student’s understanding measured by teachers’ questions 

Level of Students’ Understanding 

Frequency 

Total Frequently 

(more than 5 

times) 

Sometime (1 - 5 

times) 
Not at all 

Formulas, procedures, or recall of facts 27% 63% 10% 100% 

Thinking at various levels of Bloom’s 

Taxonomy. 
0% 57% 43% 100% 

 

One important aspect of teachers questioning is how they address questions to students. 

Huge portion of teachers addressed questions to individual students, yet to a broad range of 

students –not the same student over and over. However, a high percentage of teachers called on a 

particular student before asking the question or immediately after that. 

Table 6: The way of addressing questions to students 

Way of Addressing Questions 

Frequency 

Total 
Always (more 

than 5 times) 

Sometime (1 - 5 

times) 
Not at all 

Teacher calls on a particular student before 

asking the question, or immediately after 

asking a question. 

17% 70% 13% 100% 

Addresses questions to individual students, 

yet to a broad range of students –not the same 

student over and over. 

30% 70% 0% 100% 

Teacher calls on same student(s) 

disproportionately. 
0% 3% 97% 100% 

Directs questions to a student for disciplinary 

reasons. 
0% 10% 90% 100% 

 

Table 5 reveals that 30% of the teachers from all schools equally always addressed 

questions to individual students but to a broad range of students and 70% sometime called on a 
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particular student before or immediately after asking the question. About 3% of the teachers only 

sometime called on one or few students more than others while 10% sometime directed questions 

to a student for disciplinary reasons. 

Teachers of grade 6 in all schools sometime called on particular student before asking the 

question or immediately after asking question where six teachers of grade 6 and five teachers of 

grade 4 called on specific student before or after asking question.  

I also observed how teachers reacted during the student’s response. Some teachers interrupted 

student’s response and/or cut off student’s answer while many teachers demonstrated active 

listening skills by maintaining eye contact and patience by not interrupting student. 

Table 7: Teachers’ reaction towards student’s answer 

Teachers’ Reaction towards Student’s 

Answer 

Frequency 

Total Most often 

(more than 5 

times) 

Sometime (1 - 5 

times) 
Not at all 

After question is asked, teacher demonstrates 

active listening skills by maintaining eye 

contact and patience by not interrupting 

student. 

10% 53% 37% 100% 

Teacher interrupts student response and/or 

cuts off student response. 
30% 43% 27% 100% 

 

Table 6 shows that 30% teachers interrupted student’s response all the time while 43% 

sometime interrupted or cut off student’s response. Only 10% of the teachers always demonstrated 

active listening skills after question is asked whereas more than half (53%) sometime actively 

listened to student’s answer. Ten teachers in grade 4 and grade 5 (five in each grade) and six 

teachers in grade 6 demonstrated active listening after asking question. 

To sum up, a great majority of the teachers used questioning as a teaching strategy but they 

spent little time on questions and answers while previous research stated that over half of the class 

time is allocated to questioning. Many teachers frequently asked closed questions and/or questions 

that require Yes/No answers or answers that rely on memory. Only few teachers provided 

information to students about what they understood and what they need to improve while they 

frequently just indicated whether student’s answer is correct or incorrect. 
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DISCUSSION 
 

This chapter will throw light on the findings of the study in relation to the problem area, research 

questions and the results from previous research in my problem area. For this study, data was 

collected through observation from 30 classes in 10 schools at Kabul city. 

The review of literature suggests that since the time of Socrates and even today teachers’ 

questioning has always been a powerful teaching strategy for developing critical thinking (Tienken 

et al., 2009). This study proves it that most of the teachers in Kabul primary schools used 

questioning as a teaching strategy that they thought helps students gain a better and deeper 

understanding of the lesson or topic. However, teachers give questioning very little time during 

the 45 minute class. This means that because many teachers do not understand the importance of 

effective questioning and the use of appropriate types of questions, they cannot actually reach their 

objective (e.g. improving student’s learning). 

It is also understood that a clear majority of the teachers ask logical questions that follows 

a pattern for developing understanding of students and not for wasting time or keeping the students 

busy. Some teachers ask questions only to keep students busy. This indicates that teachers use 

questioning because they feel it is a good strategy to help students understand the topic better or 

because they think questioning is a good way to make students develop critical thinking by getting 

engaged in discussions and argumentation. It could also be due to the reason that teachers need to 

confirm by asking questions whether all students are following him/her and also to involve as 

many students in the lesson as possible. 

Questions 
Former research about teachers’ questioning reported that most of teachers’ questions do not assist 

students develop productive thinking (Tienken et al., 2009). In this study, closed questions that 

require single response and questions that require Yes/No answer, one-word response or answers 

that rely on memory are the most frequently used types of questions with over half of the teachers 

once or two times asking open questions that require students to think at various levels of Bloom’s 

Taxonomy. It can be understood that students are expected to memorize the content of the textbook 

and recall it when asked. Effective questioning needs teachers to use questions that require not 

only lower level thinking but encourage students to think at higher levels also.  

Besides, the open questions could measure the intermediate levels of students understanding 

(comprehension, application and analysis); none of the teachers asked questions that require 

students to think at highest levels of Bloom’s Taxonomy (synthesis and evaluation). Teachers need 

to ask why and how questions and help students develop high level thinking by relating questions 

to their everyday life.  

Based on my observation, teachers presumably chose not to ask open questions that require 

high level thinking due to the reason that asking such questions demands more time in order for 

all or at least adequate number of students to participate in the classroom discussions, whereas the 

teachers were assigning adequate time for questioning and answering. Asking open questions and 

dealing with students’ responses also require certain pedagogical skills that many Afghan teachers 

may not have. It also requires teachers to do research prior to the classroom while majority of the 

Afghan teachers have other engagements and do not do much of homework for their daily teaching. 

Teachers’ questions can (or should) include questions that require students to think and 

reflect about the topic. Questions that start with why and how and questions that encourage 

students to explain something, or urging them to argue in favor of or against a viewpoint will 



Page | 16  
 

contribute to deeper understanding, also making the lesson much more exciting. Teachers need to 

be aware of such questions and must practice on elaborating them by updating their knowledge 

about pedagogy of teaching as well as upgrading their teaching skills. Regular research, capacity 

development trainings and interacting with other teachers to share experiences may help teachers 

in this regard. 

Feedback 
Hattie (1999) mentioned that feedback is among the most effective factors in learning (cited in 

Voerman et al., 2012). However, he also highlights that teachers rarely provide feedback to 

students in classroom (ibid). In the current study, more than half of the teachers only indicated 

whether student’s response is correct or not while a small number of teachers provided information 

about how to improve student’s response either in writing or verbally. It shows that teachers are 

only evaluating whether students grasped what was taught. Few students’ in the class get an 

opportunity to receive little information about how to improve their answer. This type of feedback 

from teachers not only does not encourage students but also will not help in improving students’ 

learning.  

Teachers need to realize that formative assessment should be integrated to their teaching, 

where they will help students understand where they are and what they need to do for future. As 

stated by Black et al. (2004), learners need to be given feedback, to assess their achievement as 

well as to indicate what future steps in their learning course should be. On the other hand, Kluger 

and DeNisi (1996) mentioned that teacher will spend only seconds every day to give students 

feedback. Results of this study show that majority of the teachers asking closed questions are only 

indicating whether student’s response is correct or not while many of them also display disapproval 

or sarcasm towards student’s response. To my surprise, majority of the same category of teachers 

express support, encouragement and/or appreciation towards student’s response. Teachers often 

asked questions that require a Yes/No answer and the expected answer is usually a “Yes”. When 

a student says “Yes”, the teacher says “Excellent!” It rarely happened that a student said “No” to 

teacher and asked him/her for further explanation. 

When a student give wrong answer it happens quite often that teachers leave the students 

in ignorance and uncertainty without providing any feedback at all. A lot of teachers just repeat 

the question and ask other student if one student responds incorrectly. The student who has 

answered incorrectly is not provided with any opportunity to make a new effort. 

Wait Time 
According to Tienken et al. (2009), wait time is one of the factors that influence the effectiveness 

of teachers’ questions. Interestingly, a very large majority of the teachers gave sufficient wait-

time for students for thinking after the question is asked. Nevertheless, the main reason for this, 

as observed, was that teachers would indulge themselves in writing on the board or filling the 

educational progress book instead of demonstrating active listening skills by keeping eye contact 

with students or simplifying the question by rephrasing it or providing verbal and non-verbal 

cues. 

Student’s Participation 
Wilen (2001) stated that teachers must provide opportunities for students to participate in 

question-and-answer sessions. Many teachers involve all or most of the students in classroom 

discussions by addressing questions to individual students, yet to a broad range of students. 

Nonetheless, very much of the teachers sometime calls on a particular students before or after the 
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question and the other times they address questions to a broad range of pupils. Although large 

portion of teachers address questions to a broad range of students, specific group of students, who 

are waiting to answer the questions, get more attraction while some other students are left out in 

the class discussion, if it happens at all. 

Teacher’s Reaction 
A tangible number of teachers are frequently interrupting or cutting off student’s response. 

Besides, close to half of them are sometime interrupting and/or cutting off student’s answer while 

the other half of the teachers sometime demonstrate active listening skills by maintaining eye 

contact and patience, after the question is asked. Only small number of teachers all the time 

demonstrates active listening skills after asking the question. In spite the fact that a lot of teachers 

give sufficient wait time for students to think, teachers do not actively listen to student’s response. 

It happens that the teacher realize a student’s response is completed when the student stops talking. 

After asking the question, teachers are required to keep eye contact with students, use positive 

verbal or non-verbal cues, and/or rephrase the question when needed. 

It can be concluded that all teachers in the ten schools used questioning as a teaching 

method but the questions did not really help in improvement of students’ learning as the teachers 

were not able to use the appropriate type of questioning and provide formative feedback. As stated 

by Shen and Yodkhumlue (2012), teachers’ questioning is the most commonly used teaching 

practice, even today. Considering its importance, more than half of the class time is spent on 

indulging students in questioning and answering (ibid). A great majority of teachers frequently 

asked closed questions and questions that require Yes/No answers or answers that relay completely 

on memory, which measure the lowest level of students’ knowledge. Karlsson (2005) reached to 

the same conclusion in a study of teachers’ practices in Afghan schools. Although many teachers 

provided support and encouragement towards student’s response, very small number of them 

provided information about corrective future actions to students. Brookhart (2008) believes that 

providing information about how to improve student’s answer give students the feeling they have 

control over their own learning, thus motivates them make further efforts.  

Overall, the findings of this study confirmed the results of former research about 

questioning except for the fact that teachers in this study spent little time on questioning whereas 

former studies noted that teachers spend more than 50% of class time in questioning. 
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ANNEXES 

Annex One: Sample 
Below is the list of ten schools that were randomly selected for observation in Kabul city: 

 
List of Government/General Education Schools Selected for Research 

No Location School Name School Gender 
School 

Level 

1 Ayub Khan Mina, PD 7 Mohammad Farooq Male & Female Primary 

2 Gulkhana Wada Kabul, PD 6 Gulkhana Male & Female High 

3 Makroyan, PD 9 Abdul Hadi Dawi Male High 

4 Tahya Maskan, PD 17 Allama Qari Nik Mohammad Male & Female High 

5 Chandawal, PD 1 Mahjooba Herawi Male High 

6 Kart-e-Naw, PD 8 Sayed Noor M Shah Mina Male & Female High 

7 Shah Dushamshira, PD 2 Khwaja Abdullah Ansari Male High 

8 Chilsutoon, PD 7 Bibi Fatima Male & Female Primary 

9 Deh Boori, PD 3 Mahmood Hotaki Male & Female High 

10 Makryon, PD 9 Haji Abdul Qadir Male & Female High 

 

Annex Two: Types and Frequency of Teachers’ Questioning Based on Grade 

 

Type of Question 

Grades 

T
o
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Grade 4 Grade 5 Grade 6 
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Questions that relate to formulas, 

procedures, or recall of facts 
9 1 0 7 3 0 7 3 0 30 

Closed questions that elicit a 

single answer response 
3 6 1 1 9 0 3 7 0 30 

Rhetorical questions to gain 

student’s attention and promote 

deeper thinking about a concept 

3 7 0 2 5 3 3 6 1 30 

Questions that contain the answer 0 3 7 0 0 10 0 1 9 30 

Asks questions that elicit Yes/No 

answers, one-word responses, 

and/or answers that rely almost 

completely on memory. 

3 7 0 3 7 0 6 4 0 30 

Open questions that require 

students to think at various levels 

of Bloom’s Taxonomy. 

0 6 4 0 5 5 0 6 4 30 

Total 18 30 12 13 29 18 19 27 14 180 
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Annex Three: Kinds and Frequency of Teachers’ Feedback Based on Grade 
 

Kind of Feedback 

Grades 

T
o

ta
l 

Grade 4 Grade 5 Grade 6 
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tly
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S
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N
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Indicates whether student’s 

response is correct or not 
1 6 3 0 6 4 0 5 5 30 

Provides information about 

how to improve student’s 

response 

0 2 8 0 2 8 0 3 7 30 

Displays support, 

encouragement, and/or 

appreciation towards student’s 

response 

0 6 4 0 6 4 2 5 3 30 

Displays disapproval or 

sarcasm towards student’s 

response 

1 4 5 0 5 5 0 3 7 30 

Total 2 18 20 0 19 21 2 16 22 120 

 

Annex Four: Observation Tool 
The following observation tool was used to collect data for this study: 

Teacher: ____________________________ Class: ______________ Date: ________________ 

Observer: ___________________________ Duration of Observation: ____________________ 

Questioning Techniques and Feedback Comments/Observations 

Questions follow a logical sequence that helps students develop 

understanding of a topic. 

 

Teacher asks questions that require recalling facts, formulas, 

and procedural steps. 

 

Teacher asks questions that contain the answer.  

Teacher asks rhetorical questions in order to attract student’s 

attention and support deeper thinking about a concept. 

 

Teacher asks open questions that require high level thinking.  

Teacher asks closed questions that produce a single answer 

response. 

 



Page | 22  
 

Teacher asks questions that require Yes/No answer and/or 

answers that depend on memory. 

 

Teacher allows sufficient wait-time for students to have think-

time after asking questions. 

 

Teacher allows insufficient wait-time for students to have 

think-time after asking questions. 

 

Teacher calls on a specific student before or immediately after 

asking a question. 

 

Teacher addresses questions to a broad range of students.  

Teacher calls on same student(s) disproportionately.  

Teacher addresses questions to a student for disciplinary 

reasons. 

 

Teacher exhibits active listening skills, after question is asked.  

Teacher interrupts student response and/or cuts off student 

response. 

 

Teacher provides information about how to improve student’s 

response. 

 

Teacher indicates whether student’s response is correct or not.  

Teacher displays support, encouragement and/or appreciation 

towards student’s response. 

 

Teacher displays disapproval or sarcasm towards student’s 

response. 

 

 

 

 


