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 Abstract

This action research study considers the effectiveness of questioning in building confidence, with a Year 7 class in a Welsh inner-city secondary school. Different processes were investigated to gain a further understanding of using questioning, alongside the impact it can have in the classroom. This included an extensive literature review, with particular focus on three approaches to questioning: ‘cold calling’, ‘thinking time’ and ‘think-pair-share’. The study used questionnaires, researcher journalling of a sequence of lessons, and a focus group discussion on pupils’ confidence. Data was analysed using a process of thematic analysis, which resulted in the presentation of several key issues for consideration. These included the impact of class dynamics, the affect of individual self-worth, and anxiety caused by answering questions. Findings from the study show that the consensus amongst participants was that ‘thinking time’ and ‘think-pair-share’ had the most immediate impact in building up confidence in the pupils, with suggestions of ‘cold-calling’ being effective over a longer period. It is proposed that further study is needed on a wider scale to consider any similar or different patterns. Also, consideration of other questioning approaches is needed to consider their impact. 
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[bookmark: _Hlk175223509]Chapter 1: Introduction

1.1 Reasoning and background
Consistent pupil engagement in education can often be seen as a challenge for teachers. For some pupils, being challenged is exciting and for others it can be a deterrent to progress further. Bruner (1977, p.72) recognises that between the sense of apathy, and aspiration to learn ‘there is an optimum level of aroused attention that is ideal for classroom activity’. This optimum level is the basis of learning that teachers can teach from, towards pupil growth. As a teaching practitioner in a Welsh secondary school, teaching English, I can see that this level of engagement is where learning can be effective. This is also supported by Curriculum for Wales (CfW) which was introduced in 2022 and is being rolled out incrementally to support pupils aged 3 to 16 in state funded schools. Its framework’s intention is to support a more integrated approach to education. As part of its design, the Welsh Government says we need ‘healthy, confident individuals, ready to lead fulfilling lives as valued members of society’ (2022, par.8). For this to happen, it could be argued that pupils need to be engaged and develop their own self-belief, to ensure their learning experience is valuable to themselves. Therefore, the challenge for the teacher is to look for processes that maintain and build on this engagement. 

The school that I work in, which is also the subject of this research (School X), is a city school serving high levels of social and economic disadvantage. This is seen through its proportion of free school meals which are higher than the average in Wales. It is a large school with at least 70% of its intake from ethnic minority groups with English as an additional language. Some pupils can see this as a barrier between articulating their words and expressing their views correctly through written tasks. As a result, many pupils find learning a struggle, which can lead to apathy, frustration and discouragement. 

The challenge of looking at an approach to help pupils to regain enthusiasm and engagement, is the essence of this study (see section 1.5). The idea is to consider how confident engagement can be developed by using questioning as a fundamental teaching tool. I wanted to explore how different questioning approaches could be used to encourage pupil enthusiasm towards their own learning and help them to recognise the value of their own contributions. To grasp further aspects to this idea, it is important to first look at what it means to be confident. 

1.2 Understanding confidence
To understand confidence, one must consider how it is interpreted by the learner. Smith (2022, p.5) has explored the meaning of the word through explaining that ‘self-confidence is the knowledge that you’re able to face a task in hand, a sureness in your own ability, usually with a specific situation of environment’. This concept of sureness in your own ability could be where a child might underestimate themselves. In his own research Robertson (2021, p.62) recognises that if a child struggles in their own abilities they will put in ‘less effort and make less demanding choices, and so will steadily fall behind the more confident child’. This lack of self-belief could stem from past experiences. When children are at an early age, Pinker (1997, p.389) suggests that they ‘become fearful of all the standard phobic objects… and then master them one by one’. In this case, these ‘phobic objects’ might represent all the obstacles and challenges a child usually faces. If the child has had negative experiences in overcoming these challenges, they can slightly underestimate their own ability which ‘will show the reverse effect’ (Robertson, 2021, p.62). Therefore, if a child disengages from a challenge, their lack of confidence would display itself through lack of interest, and enthusiasm for learning. To overcome this, we need to look at teaching approaches that can support principles that can install engagement and enthusiasm, to help children build their self-confidence within themselves. 

1.3 Understanding how questioning can help confidence
After gaining more of an understanding of what confidence is, it is now worth considering how questioning through teaching can help this. Chiles (2023, p.91) says that ‘we should see questions as the gateway to unlock success’. This is a learning tool that can help teachers know what the pupils have learnt and to identify what they need to learn in finding out the gaps in their knowledge (Chiles, 2023, p.91). Questioning can also develop beyond recognising what the pupils already know. Morrison McGill (2023, p.37) suggests that ‘questions elicit a depth of processing rather than passive processing’. This implies that questioning can help support the processing in the mind of the pupil, which can support active engagement in the classroom. The depth of the question can help challenge the pupil, as there is consideration of the different possibilities, theories and ideas. Pupils can then become more confident through engaging into the depth of their thought processes in finding an answer. This will be explored further in Chapter 2, closely looking at different questioning approaches that can support confidence. 


1.4 My own observations
In recent years I have discovered that pupil confidence has been harmed due to outside influences, bringing instability in consistency through teaching. These outside influences have included the unpredictability of world events, mainly the impact of Covid, where pupils were kept at home, with less social interaction and having lessons taught online. The Welsh Government conducted a study in collaboration between University of Wales Trinity Saint David’s, Aberystwyth and Bangor universities on the impact of Covid-19 in its first lockdown where it was suggested that ‘the pupils had not attained to the standard that would have been expected during a usual school year’ (Waters-Davies, et al. 2022, p.124). This is something that I had recognised in my school, with some pupils having experienced losses in their learning, through reading and writing, compared with those in previous years.  The study also acknowledges that there was an impact on the pupils ‘in terms of confidence, anxiety and disillusionment’ (Waters-Davies, et al. 2022, p.124). This demonstrates barriers which are in place that need to be overcome to develop confident and independent learners. In my experience, this has been a challenge and therefore, is the reasoning in why this action research study could support more understanding in how we can achieve overcoming these barriers.

1.5 Research question
The research question that underpinned this study was: 
· To what extent does the use of questioning support learner’s confidence in Year 7? 
This question was developed by identifying a particular issue with Year 7 pupils in terms of confidence. I could see that pupils struggled with developing their own independent thinking. With my understanding, I could identify that if they could feel secure in their learning, their confidence could grow. I wanted to consider a teaching tool that could support this, so I decided to research the process of questioning as a way towards building more confidence in pupils. 

1.6 Aims and objectives
This research was centred around three aims with three associated objectives per aim to consider each aspect in detail. Here now follows the detailed aims and objectives: 

· Aim 1: To instigate the value and impact questioning can have on pupils in the literature review.

Objective 1: Consider three different questioning approaches. 
Objective 2: Scrutinise theoretical outcomes on questioning approaches, evaluating any contradiction. 
Objective 3: Compare theoretical ideals with my own experiences as a teaching practitioner. 

· Aim 2:  To use methodological approaches with a Year 7 class as a study to consider the impact questioning can have on pupils. 

Objective 1: Conduct two questionnaires for the pupils to give feedback on their understanding and the impact questioning has on their confidence at the beginning and the end of the study. This includes a pilot example to help refine the questions. 
Objective 2: Create an action research study on the pupils over a period of weeks with an intervention plan, to help build their confidence in responses to questions. 
Objective 3: Evaluate their progress through using a focus group selected to support key aspects of evaluative responses. 

· Aim 3: To analyse the findings and consider the different aspects of impact questioning can have on the pupils.

Objective 1: Evaluate the responses to the questionnaire and how it can be applied to the action research.
Objective 2: Collate the notes and responses to the sequence of lessons that help progress the pupils further in their level of confidence in answering questions, alongside their response to the conclusive questionnaire undertaken.
Objective 3: Compare their responses to the literature review, to ascertain further steps in developing progress.

1.7 Explanation of aims and objectives 
The aims were chosen to help provide more knowledge about how questioning can be used in the classroom. This included the outcomes of earlier research on different aspects to questioning, whilst considering the impact and looking for any contradictions that were worth addressing. Through knowledge gained from prior research in this field I could then compare these findings alongside my own professional experiences. 

In my initial reading, the consideration of looking at the vast approaches to questioning was too broad for this specific study. Therefore, a decision was made to focus on three key aspects to questioning approaches, evaluating opinion and practitioner experience. The three approaches chosen were what Lemov (1998) has phrased as ‘cold-calling’, Rowe’s (1974) suggestion of ‘thinking time’, and Lyman’s (1981) ‘think-pair-share’. Further explanation for the reasoning of these approaches is explained in Chapter 2. Through my second aim an action research study was delivered, beginning with a questionnaire on pupil views of questioning, followed by a sequence of lessons using an intervention plan that delivered the three teaching approaches chosen. This concluded with another questionnaire and a focus group of selected pupils from the class to discuss this further. This was to evaluate the effectiveness of questioning through pupil feedback and the impact on the learning. The rationale of this methodology is explained in more detail in Chapter 3. These findings were then evaluated to consider the effectiveness of this study, alongside identifying any further steps needed in furthering exploration of building pupil confidence in questioning. These results are presented in Chapter 4. 











Chapter 2: Literature review

2.1 Introduction
In this chapter I explore different aspects of literature that focus on questioning and whether it can help build confidence in pupils. I begin by exploring how confidence can be measured in a pupil alongside how questioning can increase the impact in building this confidence. There is then consideration of how questioning can develop independent thinking in the pupil as they become self-reliant in their own judgements. The review then explores how this can be portrayed by critiquing three questioning approaches that are ‘cold calling’, ‘thinking time’ and ‘think-pair-share’, to help consider if they can be of impact in this study. 

2.2 The measure of confidence in pupils
In my experience, building up confidence in pupils is essential in helping develop their learning. It is important that they feel like they are in a safe environment where they have the space to have the confidence in forming their own ideas. CfW states that the learning experience should be building the pupil’s ‘mental and emotional well-being, by developing confidence, empathy and resilience’ (Welsh Government, 2022, par.11). Therefore, the development of confidence through learning helps embed this into pupils everyday lives. This can be measured in how they respond to questions. Through his analysis of cognitive science, Pinker (2021, p.38) identifies that if a child does not recognise their value in their own ability they will ‘put in less effort and make less demanding choices, and so will steadily fall behind the more confident child’. This lack of contribution towards the lesson is an example of how lack of confidence can be measured. From this we need to look at approaches that can instead enthuse and encourage the child. 

One of the teacher’s responsibilities is to ensure that all pupils can build up confidence and put in the effort towards engagement for learning. This will then help the pupil to identify their own self-belief as ‘the primary beneficiary of that sense of mastering that comes from doing what you didn’t want to do’ (Robertson, 2021, p.38). If pupils can grasp the idea of mastering their own learning, they can then improve in their ability. From my own teaching I can recognise that pupils can often disguise their disengagement to hide their lack of confidence. Therefore, instead of focusing on their lack of effort, it is important to consider approaches that give pupils opportunity to develop their own value and self-recognition. Each pupil learns differently so the teacher must always ‘anticipate alternative pathways that student thinking and interacting may take’ (Walsh and Sattes, 2015, p.21). This can be a challenge as one approach does not necessarily have the same impact on every pupil. Morgan and Saxton (1991, p.42) also recognise that ‘every individual needs and has the right to be provoked into a consideration of his ideas at the deepest level of thought and feeling’. For pupils to develop in their ideas to this much depth, different approaches in teaching need to be considered to have the greatest impact on learning engagement. In my experience, to get this from every pupil, verbal transaction can be an immediate way for the teacher to recognise what has been learnt and for the pupil to start formulating their own understanding. 

Through his own study on questioning Morrison McGill (2023) identifies that it can help passive responders in the classroom as, if it is used effectively, it can support a child’s depth of processing what they have learnt. Therefore, questioning can be seen as an approach to engage reluctant pupils. This can help develop pupil learning further as Walsh and Sattes (2015, p.1) argue that there needs to be ‘an increased focus on questioning and discussion’ as this can develop pupils own critical thinking. It can also help pupils to problem solve in their own learning. It is this interaction in the way they respond, alongside responses of their peers, that can help pupils engage more in the lesson. Although this engagement does need to be controlled, Wragg and Brown (1993, p.31) consider that ‘undirected questions often lead to chorus answers and lack of control’. This implies that questioning directly to individual pupils can be more beneficial. In making a classroom inclusive, Lush (2024, p.117) suggests that questions can involve all pupils where it can leave them ‘with very satisfying brain-ache from having thought so hard’. It is this direct response from the pupil, in helping them stretch their answers beyond their own expectation, that can help confidence be measured further, as the child can surprise themself in how much they know. 

[bookmark: _Hlk173135198]2.3 The value and reasoning of questioning 
Teaching approaches to questioning can be a broad spectrum as there are many pathways where it can be used. It has been recognised that ‘research on teacher questioning is still scarce and relatively outdated’ (Zhao et al 2023, p.3). This is unfortunate as questioning is a natural way for teachers to communicate as part of their teaching, but through my own teaching experience it can be easily overlooked in its level of importance. For this to be addressed it is important to recognise the value of questioning in the classroom, which is what this research hopes, in part, to address.  

At the beginning of lessons, questioning can be used to help assess a pupil’s level of understanding. Wiliam (2011, p.79) identifies that initially questioning is a tool that can help ‘cause thinking and to provide information for the teacher about what to do next’. This allows the teacher to ascertain how much the pupil knows, particularly at the beginning stages in the learning. Consideration can then be taken as to how questioning can be used to extend the learning further. In examining the effect of classroom discussion, Peery et al. (2013, p.23) recognise that ‘we must capture each student’s mental attention, from questions… and provide feedback to students between questions, in order to keep the learning going’. Therefore, questioning can be part of the learning process through discussing certain aspects, to help pupils in their thinking and to challenge their understanding. This process of questioning can be useful, as Fletcher-Wood (2018, p.14) says that ‘constantly seeking to improve by identifying what students have learned and responding accordingly should be central’. This can be recognised through using questioning throughout the lesson. Getting pupils to consistently respond can help the teacher to identify the impact of engagement and how much the pupil is retaining during the lesson. 

The value of questioning is seen as a vital component in teaching being recognised through Rosenshine’s ‘Principles of Instruction’ (2010), in which he suggests that the most effective teachers are those who spend half of the lesson asking questions and demonstrating responses. Rosenshine (2019, p.65) says that ‘questions allow a teacher to determine how well the material has been learned and whether there is a need for additional instruction’. This suggests that questioning should be an integral part of the learning process. However, Chiles (2023, p.72) argues that there is a need to use questioning purposefully, otherwise this ‘soon becomes a scatter gun approach’. In my experience, the use of questions should be used effectively through consideration and planning, to help further the impact of learning in the lesson. This will essentially be what is tested through this study. 

Teachers use questions as part of their teaching, and it is a useful way to measure where pupils are in their learning journeys. Bartlett (2015, p.112) acknowledges this, suggesting that it is ‘one of… the most common techniques used by teachers to assess learning in the classroom’. However, it can also be argued that teachers should avoid over-using this method. Fusco (2012, p.25) recognises that ‘teachers need to ask fewer questions but devise ones that are designed to promote thinking and creativity of thought’. This is an argument that is worth considering, as it brings more focus on the quality of the question more than the amount that is asked. Through his analysis on how effective questioning is, Renton (2020) adds to this argument by suggesting that if we make the questions more strategically placed, the answers are likely to become more focussed. It is this specificity in using questioning purposefully that can further teach pupils to give evaluative responses. For this to occur, thought would need to be given to the different types of questions. 

Through his essays on exploring aspects of pedagogy Alexander (2008) explores how classroom interaction between pupil and teacher can make pupils learn more. He considers the value of the quality of questioning, how it is placed and its expected outcomes. He says that ‘questioning involving many children, brief answers, and little follow up’ is not as impactful as fewer questions demanding ‘longer and more considered answers’ (Alexander, 2008, p.106). Consideration is therefore needed of how questioning can be used in more depth, and how it can extend learning and lead into aspects that were originally planned in the lesson. Alexander (2008, p.119) also adds that this level of questioning can make ‘talk collective, reciprocal and supportive’. This generated learning environment, where pupils can share ideas and be supported by each other, is what can create positive learning, where pupils can become more confident in their answers. This can then create a classroom discussion based on the questions asked. 

The role of the teacher in the questioning needs to be developed carefully, as Renton (2020, p.81) explains that ‘teachers feel they need to manage the class and spoon-feed more’. In my experience it can be instinctive for a teacher to naturally want to intervene at times when it might not necessarily be helpful. This is especially true with lower-ability classes where there can be less of an expectation for pupils to respond with an evaluative answer.  Wragg (1993, p.34) supports this idea by recognising that ‘teasing out the full answer from one pupil may cause other members of the class to lose interest’. In this case, the involvement would be less about the pupils finding the answers, and more about trying to give answers that the teacher would prefer instead. Alexander (2004, p.20) supports this by saying ‘questions are designed to encourage reasoning and speculation, not just to elicit “right” answers’. This implies that the focus on reasoning and speculation is where the learning can develop, where the answer to the question is not as important as the development that the pupil worked through to come up with their inferred answer.   

A key aspect in making sure questions have the most impact in building confidence can be in recognising ‘the more conscious we are about the questions we ask and the ways we follow up on student responses, the greater the impact we will have’ (Dantonio and Beisenherz, 2001, p.68). This would mean focusing on how teachers can respond positively to pupil answers to questions. If a teacher’s response is full of encouragement, there will be more likelihood that pupils will feel capable enough to respond again, the next time they are asked a question.  

If responses to the more thoughtful questions can be insightful it can build the confidence needed in the pupil. CfW states that learners need to become ‘able to effectively organise a growing number of increasingly sophisticated ideas… and to communicate their thoughts effectively’ (Welsh Government, 2022, par.37). This communication can come from answering questions with reasoning and informed processes to help discern and formulate their own ideas. From my own standpoint this is where the process of questioning can have the highest impact on the pupil. It is this process that needs to be explored through different questioning methods. This could help pupils to build their confidence and help them to be more assured in their responses.  This process could also help pupils adjust and evaluate their own thinking, to become independent learners. 

2.4 Building independence through questioning
In my experience, for pupils to become more independent in their answers they need to develop further self-belief that their responses are valued and important. For this to happen pupils need to develop a keen interest in their own learning. In previous years, Bruner (1977) suggested that teaching needs to be broad and diverse to maintain interest. As a teaching practitioner I can see that this still holds true today as the demands of teaching requires the pupils to be actively learning to maintain their engagement. 

Questioning can be a part of this approach although there can be barriers in the way. One key aspect that could stop keeping pupils actively learning is the reluctance to answer questions. Chiles (2023) recognises this reluctance through his exploration of questioning, noticing that there is a fear of pupils sharing the wrong answer, which often results in them taking a step back from answering the question at all; they can be apprehensive as their answer could demonstrate their own belief in lack of confidence towards the subject. With this in mind, the role of the teacher is essential in developing pupils beyond the sense of their own limitations. In her own research, Pearce (2022, p.177) recommends three different strategies of questioning to help support confidence in their answers. These three approaches are ‘thinking time, cold calling and paired discussion’. She explains that she can get better quality of answers through using these approaches as they can help her check individual learning and help create whole class engagement. All these aspects can help ‘create a positive environment’ (Pearce, 2022, p.178). The approaches can, in essence, help pupils develop the confidence within themselves. 

Through sharing answers with pupils Fusco (2012, p.3) has recognised that pupils ‘can also learn to become better listeners through questioning’. He suggests that pupils listening to responses from their peers can be rewarding as it helps them improve their own listening. It can also encourage their processing skills, which could then formulate a verbal response to what has been said. 

The range of answers that pupils can convey to questions can firstly be obvious, although they can then lead to ‘inferential levels of thinking’ which helps build the cognitive development that is needed for learning to progress (Fusco, 2012, p.48). This level of response from the pupils towards questioning, can be a necessary objective to help them demonstrate verbal reasoning. For this to be recognised Renton (2020, p.80) has discovered that ‘we should be focusing on what the impact of our questioning is on student learning and ensure that it is effective not only in eliciting responses, but in giving time for thinking too’. They would need this time to carefully think through their answers, and perhaps also discuss these ideas with their peers before committing to sharing their views to the whole class. This can help build their own confidence in determining their ideas to be independent and original, compared to giving answers which they consider as being what is expected from them. This also supports CfW (Welsh Government, 2023, par.7) where ‘learners should have the opportunity to explore and investigate ideas by themselves, and with others’. This encourages the process of taking responsibility for their own thinking and reasoning, giving discerning and insightful answers. Therefore, the three suggested strategies that Pearce has introduced, ‘cold calling’, ‘thinking time’ and paired discussion by using ‘think-pair-share’, will be the basis of this action research study, to help consider the impact of questioning. 

2.5 Cold calling
The process of ‘cold calling’ was introduced by Lemov (1998) as an approach to help teachers to understand how much prior learning pupils have within the classroom. It involves randomly selecting pupils to answer questions rather than being asked to ‘volunteer answers to check understanding’ (Morrison McGill, 2023, p.14). This way of focusing on pupils to deliver specific answers helps teachers to differentiate the questions to the ability of the pupil, alongside challenging individuals that the teacher are aware of, that do not necessarily appear to have fully grasped the learning. Morek et al. (2023, p.732) recognise that ‘low-achieving students tend to be more passive participants in classroom talk’, so this process could potentially be effective in guaranteeing pupil engagement covering all abilities. Morrison McGill (2023, p.41) adds that cold calling can ‘encourage deeper thinking and accountability’. This suggests that answers given can be more creative as pupils investigate their answers through suggestion. This can also give a competitive edge to learning as Lemov (2021, p.287) identifies that cold calling can ‘even cause a bit of healthy tension’. This idea of competing towards finding higher order answers can support the positive learning environment. 

There are some aspects that a teacher needs to also be aware of in making sure the use of ‘cold calling’ can be effective in the classroom. Morek et al. (2023, p.746) explain that there is a risk that it can be ‘confrontational and intimidating’ for some pupils as they are put on the spot and might not feel comfortable in responding verbally in the class, whilst everyone is listening. This would then create a negative reaction to the pupil, also damaging their confidence in being able to respond positively towards answering the question. This being in regard to its ‘potential to infringe on the learner’s autonomy or produce anxiety of discontent’ (Morek et al. 2023, p.733). This risk falls against the idea of building pupil self-worth, to take opportunities to answer questions and to recognise that this exchange between pupil and teacher can be rewarding and beneficial towards their learning. Dallimore et al. (2010, p.112) also recognise that this process is ‘undemocratic’ as pupils are not choosing to be involved in answering the question. This could potentially damage the relationship between teacher and pupil. The teacher could be seen as more authoritarian instead of meeting the pupils needs. As a result, a pupil could respond with reluctancy. This idea of being undemocratic can also make the pupil feel that they are unable to choose to respond. Pearce (2022, p.171) warns that this process is not to be used to ‘catch pupils out, such as when you think that they have not been listening’. This would identify the exchange as a negative experience, making the pupil less reluctant to answer further questions. 

Instead, this process needs to be enhancing the learning, making pupils recognise that they know more than they are initially aware of. Thulasidas and Gunawan (2022, p.702) have shown evidence that ‘students tend to statistically improve in their class participation numbers after receiving cold calls’. The effect it should have is to create ‘a more dynamic classroom environment for student and faculty alike’ (Kollat, 2018, p. 169). It has been suggested that it could possibly first start as being quite clumsy and awkward for some pupils, although the more it becomes a regular aspect of the learning, the fear of answering a question would diminish and pupils would be more used to answering questions in class (Busch et al. 2023, p.77). 

Having explored a range of available literature, it is apparent that the biggest avoidance in using this teaching tool is making sure the pupils are not targeted for their inability to answer the question. Research suggests this should be delivered as a positive process where all the pupils are enthusiastic to respond to the questions, hoping that their name will be picked. For this to have the most impact on each pupil, further factors must also be included to help pupils to consider their answers and to verbalise their responses. 

2.6 Thinking time
Another approach that can support pupil response in building confidence is giving pupils ‘thinking time’. Initially Rowe (1972) introduced the idea of what was first called ‘wait time’ as a way of giving pupils the space to answer questions, instead of starting with an immediate answer which might lack depth. Stahl (1985) developed this further and through calling this ‘thinking time’, focused on the pupils thinking through an answer in an allocated waiting space. Lemov (2021) identifies this as beneficial as it makes the pupils think harder. This enables the pupils to encode their answer ‘more deeply in memory’ (Lemov, 2021, p.265). According to Walsh and Sattes (2015, p.15) this pause in helping pupils consider the responses helps them ‘go deeper in their own thinking’, enabling the pupils to respond with answers that are more evaluative, adding inference and creativity to their responses. This can be delivered as part of the ‘cold calling’ process, although Johnson (2021, p.153) suggests that asking the question without targeting a pupil initially will make the pupils ‘automatically be thinking about how they would answer… because they don’t know who is going to be asked’. This would then stretch the thinking of all the pupils, even though not all would be contributing. 

Cotton considers that most impactful questions that would need this ‘thinking time’ would be those which elaborate beyond facts and would need more thought. She argues that these type of ‘cognitive questions… have considered promise for improving the effectiveness of classroom thought’ (Cotton, 1988, p.88). As a result, the expectation from the teacher would be for more elaborate and detailed answers. Dantonio and Beisnherz (2001) agree that this would increase the quality of the pupil responses. This implies that the silence would also help teachers not influence the response and cloud judgement. Their answers would also be more accurate as they assess the information they already know (Fusco, 2012). Also, when the pupil does answer the question, that does not mean that the teacher responds immediately. A further pause could be added, ‘allowing the student’s answer to hang in the air’ (Lockyear, 2015, p.43). This could help the pupil to continue to evaluate their response, as well as amending it, if necessary. 

The criticism for ‘thinking time’ can come from how the teacher initialises this. Waiting for a response in a lesson ‘can feel prolonged and awkward’ (Busch et al. 2021, p.81) as it is instinctive for the teacher to continue the pace within a lesson. At times, teachers ‘do not allow enough quiet time for pupils to respond’ (Morrison McGill, 2019 p.14), leading to answers that can be immediate and lacking depth. This can also be elaborated further when a teacher moves on to another pupil after a response, instead of ‘waiting to see if a student has anything to add’ (Wasik and Hindman, 2018, p.373). This can help the pupil feel valued realising that their input does matter in the flow of the lesson. 

To consider the balance in how to use ‘thinking time’, consideration must be given as to how long the teacher should wait for the response. It is suggested that this waiting time is as important as the actual asking of the question (Wiliam, 2011, p.84). If the teacher allocates an amount of time before an answer is given, it is argued that the responses are ‘unlikely to be the richest… or the most developed’ (Lemov, 2021, p.276). A suggestion is for the time to be ‘at least three seconds’ which will help pupils to formulate a more measured response (Gilliam et al. 2018, p.287). However, for a question that demands a more elaborated answer, the time arguably needs to be greater again. Tofade et al. (2013, p.7) suggest that for these complex questions, up to 20 seconds is more beneficial. 

In considering all these suggested ideas of how long the thinking time needs to be, the overall evaluation appears to be that it depends on the needs and abilities of the class. Ingram and Elliot (2016, p.50) recognise that focusing on how long the teacher should wait is ‘not a productive strategy as it focuses their attention on the length of the pause rather than the desired student interactional behaviour’. This approach of focusing on the timing more than the thinking, detracts from the intention of thinking time to give space for pupils to think through a more elaborated answer. Busch et al. (2023, p.81) have recognised that ‘there is no clear-cut answer as to how long an optimal wait time is’, as every class has different needs and abilities. For the higher-ability classes, the response time might be quicker, although giving them more space, could develop an elaborated answer that could even surprise themselves. Lemov (2021, p.282) admits that teachers allowing this amount of time can be difficult as it ‘requires inaction’ from the teacher, although the responses could be more rewarding to the pupil. Cotton (1988, p.6) says that if ‘thinking time’ is used effectively, ‘students seem to become more and more engaged and perform better and better, the longer the teacher is willing to wait’. This could in turn help pupils become more confident in giving answers, recognising that their abilities can develop towards higher order thinking. 

2.7 Think-pair-share
The strategy of ‘think-pair-share’ was introduced by Lyman (1981) as a way of helping pupils to process their answers in readiness to share their ideas to the class. It can begin with the ‘thinking time’ process, but instead of immediately responding to the teacher, there is an opportunity for the pupil to verbalise their answer to another pupil. Walsh and Sattes (2015, p.15) consider that this helps ‘build and deepen understanding’ of the questions being asked. It can encourage pupils to communicate with each other to listen, understand and share ideas in more depth. This process can also support the CfW provision for an ‘environment that supports learners to express and communicate their needs, thoughts and feelings’ (Welsh Government, 2023, par.44). Pupils’ conversations to each other can help develop their verbal skills and support any misunderstandings without the feeling of asking in front of the whole class. In my experience, conversations that pupils can have with other pupils can help them give reassurance to each other. As far as learning development progresses, this gives pupils the opportunity to investigate and explore one another’s ideas. 

Another asset to this process is in how much it can alleviate anxiety, as stated by Busch et al. (2023, p.83) who argued that ‘it can help reduce any nerves about sharing their ideas with the whole class’. This reduction of nervousness can help pupils to focus on the quality answers. In some ways this process could be seen as an opportunity for pupils to rehearse their answer before sharing it to the rest of the class. 

Lyman’s idea focuses on three dynamics for it be effective. He says, ‘the students listen, then think independently… then sometimes respond with a partner, and then sometimes share their answers’ (Lyman, 2022, p.142). This process can help pupils to not feel like they have been put on the spot and have had opportunity to think through their answers. They could even have opportunity to change their views by listening to the other pupil. Renton (2020, p.82) recognises the benefits of this strategy as it gives the pupil ‘ample opportunity to prepare and practise the language they need to answer the questions’. Not only can pupils prepare their answer, but they can also get encouraging feedback from each other. Bartlett (2015, p.122) recognises that ‘instead of a teacher-led question and answer session, pupils become more autonomous’. This implies that the idea of being self-reliant in their learning can help support their independence and build their confidence. 

If we are considering how we can help pupils respond more confidently, then the ‘think-pair-share’ process implies it to be essential in helping pupils build their own self-worth and to give insightful answers. Pearce (2022, p.177) agrees with this process as ‘this again increases pupil confidence (this time because they get their answers confirmed by a peer) and has the added benefit of requiring pupils to explain their learning’. This suggests that the more the pupil can understand that they are learning through this process, the increase in their own reassurance can develop. Sherrington (2019, p.29) also recognises that this is opportunity for pupils to ‘air their initial thought, to confess their lack of knowledge and to prepare to give good answers, to rehearse’. This would be of great benefit to the pupil as they can learn from each other, share their lack of understanding, but also build confidence, to give an answer that will build their self-worth and help them recognise their own capabilities. 




2.8 Overview
Through this review it can be recognised that questioning is an approach in relation to helping pupil confidence. Morrison McGill’s (2023) recommendation that it can support passive pupil engagement is the suggestion that I can see as being useful in being an essential tool in confidence building. Through recommendation from Pearce (2022), the three approaches of using ‘cold calling’, ‘thinking time’ and ‘think-pair-share’ could be beneficial in helping pupils to build that confidence in themselves. The essential aspect from all three approaches is to look at how confidence can be built, in order to make pupils feel more reassured and independent to answer questions effectively. This could then help develop the cognitive thinking that Pinker (2021) has suggested, and in turn help pupils to recognise the strengths in their own abilities. 













Chapter 3 – Methodology

3.1 Introduction
This chapter will consider the choice of action research as a preferred methodology for considering how questioning can build confidence in the classroom. In doing so, it will explain the background of the class under study and how it was chosen. There will be consideration of research tools, which include questionnaires, journalling of a sequence of lessons, and a focus group of participants. I will end by considering the ethical considerations associated with this work and detail the reasoning of using thematic approaches in my analysis. 

3.2 Action research
As a professional practitioner, I have identified that building confidence in pupils needs to be a continuous progression of refinement within teaching. This coincides with the idea of action research as understood by Riel (2019, p.5) who identifies that it ‘is about understanding the system of interaction’. This interactive development can be generated over a period of lessons. Brindley (2002, p.20) describes this type of research as looking for ‘improvement’ which could then support learning development. McNiff (2017, p.17) adds that action research can help ‘evaluate whether your work is contributing to your own or other people’s learning’. This supports the idea of advancing the teaching process. Action research can also be adaptive as Opie (2004, p.79) describes this as a ‘reflective cyclic process’. This implies that it reconfigures responses due to recognising the issues that can evolve. This is supported by Thomas’ (2017, p.154) rationale that its ‘central aim is change’. It is a constant circle of development where each aspect supports the other. Action research can connect findings with theory, with McNiff and Whitehead (2005, p.96) suggesting that ‘practical knowledge is just as valuable… as the conceptual knowledge of official researchers’. This suggests that professional judgements can develop through comparing findings with those from literature to help recognise key aspects for change through this study. 

Based on my review of relevant literature, I devised the following action research model to guide my study:
Figure 1: Chosen model of action research, inspired by McNiff’s model (1998)


I started this process through evaluation of what was already effective through my teaching approaches. I then modified these ideas, recognising what needed to happen. The next step was to reflect on these modifications and respond with adapting these ideas into lessons. This process would then continue with evaluating the impact of these adaptations, where the cyclic approach would begin again. 
3.3 Pilot study
I tested this model during a pilot study which preceded the main study. The reasoning for this was to understand the means through which I could collect and analyse data. The pilot study involved the use of questionnaires to help get an idea of how responses would be given towards the use of questioning. A variety of different types of questions were used including multiple choice, open-ending and Likert-type questions for measuring attitudes. I saw this process as what Tymms (2021, p.285) suggests as ‘a form of interviewing’, as it shared pupil opinions in an efficient way. A copy of the original questionnaire is attached as Appendix i.

I initially focused on Year 7, 8 and 9 class, as I was unsure of what year group to work with. Middlewood and Abbott (2012, p.66) suggests that ‘it is important that you pilot your instrument with a view to having any errors discovered’. The process helped me to adapt aspects that needed to be altered to gain the best impact. I discovered that working with three year groups was too much and there needed to be more focus. The decision to choose Year 7 was because this was the group that came up with the most elaborate answers. Their responses could also be a good foundation to scaffolding their learning in the following academic years. 

3.4 Sampled participants
The Year 7 class chosen for the study were a group of 26 pupils where 25 pupils had permission to take part. This was one of two Year 7 classes that I was teaching, and as this was the class with the most pupils, it was the more appropriate to get the wider results. The class divided as 13 boys and 13 girls with mixed ability, that I had been teaching over the first five months of the academic year. Within the learning process Pollard (2014, p.330) says ‘an atmosphere of trust in which students are not afraid of saying the wrong thing is essential’. In my judgement, there was familiarity between pupil and teacher that gave scope to trust in the learning, within the classroom. 

3.5 Research methods
The methods for the research study needed a lot of consideration. The key aspect was to create a triangulated approach to get the most effective findings. My decision making was centred on using questionnaires, a journal written account and a focus group discussion. All of this would be supported by the cyclic model I created for my research method (Figure 1). Here now follows my reasoning on using these processes.

3.5.1 Research method 1: Questionnaire
To get a general response from the class, I could see the value of questionnaires. Opie (2004, p.95) recognises that this is ‘no other more reliable and valid method which could be used’ in gaining immediate information of the opinions of the class. Gray (2018, p.342) suggests that questionnaires can give ‘the in-depth opinions and perspectives of a small number of respondents’. This was appropriate to the size of the group, and with the data collected I would be able to make immediate judgements on approaching the next step of the study. Salkind (2000, p.136) suggests that ‘people may be more willing to be truthful because their anonymity is all but guaranteed’. As I was looking for truthful responses, I needed to make sure the pupils were fully aware that their response to questionnaires would be anonymised.

I adapted the pilot questionnaire (see Appendix i) to help give it more clarity and focus on the responses. Ashley (2021, p.39) suggests that this part of the process can ‘fine-tune your research’. I realised that a few of the questions did not have enough space for the pupils to elaborate so changes were made. 
Here is an example: 
5. Was there a time when you were unable to answer      
     a question. Circle your answer. 

     YES 			 	           NO

    How did it make you feel?  



Figure 2: Sample question from pilot study questionnaire

The responses for this question were limited to one-word answers so needed to be reconsidered. 

                                   6. What prevents you from answering questions?

Figure 3: Sample question from amended questionnaire

This elaboration from the question in Figure 2 gave pupils an opportunity to expand their ideas further. 

As part of using my action research model (Figure 1) a second questionnaire was conducted at the end of the lesson sequence to compare any changes the pupils would have. This had an additional question of reflection:
11. Thinking Time has been used more in your lessons
over the last half term. Does this make you feel
more confident in answering questions?

YES					       NO






Figure 4: Additional question for second questionnaire

This was to consider the progress that had been made through using this process over the course of lessons.

3.5.2 Research method 2: Self journalling using intervention plan
After evaluating the questionnaire results, I modified ideas, applying them to lessons, guided by my action research model (Figure 1). The next stage was to create an intervention plan with a sequence of 15 lessons using the approaches of ‘cold calling’, ‘thinking time’ and ‘think-pair-share’ to consider their effectiveness. 






	Lesson 1
	Introduce ‘cold calling’ into the lesson.

	Lesson 2
	Continue the use of ‘cold calling’.

	Lesson 3
	Introduce ‘thinking time’ to support ‘cold calling’. 

	Lesson 4
	Continue using ‘cold calling’ and ‘thinking time’. 

	Lesson 5
	Introduce ‘think-pair-share’ to support ‘cold calling’ and ‘thinking time’.

	Lesson 6
	Continue using ‘cold calling’, ‘thinking time’ and ‘think-pair-share’.

	Lesson 7-15
	Use all three approaches for all other lessons. 



Figure 5: Intervention plan 

 With this intervention plan, I began with ‘cold calling’ to consider pupils initial responses. I then introduced ‘thinking time’ to see how it could compliment ‘cold calling’. As the lesson sequence continued, I used ‘think-pair-share’ to consider its support to the other teaching approaches. I then applied all three approaches for the other lessons. The reasoning for this was to see how each of these processes could complement each other. As the lessons progressed, I used the action research model (Figure 1) to reflect and modify lessons to support the use of all three questioning approaches. For example, after using ‘cold calling’ in the first two lessons, I considered its response, reflected on its effectiveness and responded through refining lessons to then introduce ‘thinking time’ alongside it. I then evaluated the response of using both approaches, modified the lessons accordingly, and then observed their impact through a self-journal, to begin the cycle again. This is a process I used through all of the lessons, with a focus on reflection in my teaching alongside student responses. 
I made journal notes for each lesson prompted by an after-lesson question sheet (Appendix ii). This question sheet helped me to give immediate assessment of pupil responses. I then turned these notes into a self-journal at the end of the teaching day (see example as Appendix iv). As part of my journal, I focused on 6 pupils to help consider the difference in responses with the lessons. They will be referred to as Pupils A, B, C, D, E, F.  There were three male and three female pupils of different abilities. Their responses were noted as part of the after-lesson question sheet. This helped my analysis as this approach gave a ‘very personal and human insight into the process’ (Middlewood and Abbott, 2012, p.61). It could then inform my teaching accordingly. The diary notes were essential as it helped me give tentative interpretations of events (Gray, 2018, p.330) in forming the lessons. The results of these lessons are discussed in Section 4.3. 

Through this process I recognised that there were limitations, as it was not a true reflection of the lesson, due to my subjective opinion and bias. To mitigate this, the after-lesson question sheet helped through its formulaic questions, and I only used this data to see connections with the more reliable results of the questionnaire and the focus group discussion. 

3.5.3 Research method 3: Focus group
The focus group was instigated three days after the last of the 15 lessons, as Morgan (1997, p.436) suggests that ‘focus groups might be useful to triangulate with more traditional forms of interviewing, questionnaire, observation etc’. This could help get more specific responses from the pupils who were involved in the process. 

The selection was measured on pupil engagement in the lessons. I considered that those who responded with thoughtful and detailed answers would be equally as responsive in a focus group. Six pupils were chosen with three male and three female. Unfortunately, on the day of the group, 2 of the females were not available. As a result, it wasn’t of equal balance in gender, as I originally intended. Due to lack of time to apply ethic procedures to ask 2 other pupils to be involved, I made the choice to continue the focus group with the pupils available. 

In the discussion I wanted to ensure that all pupils had opportunity to share ideas. Dawson (2019, p.29-30) suggests that ‘no one person dominates’. This was my intention as I used a series of questions to help all contributors respond with their ideas. The focus group was audio recorded and transcripts were written as verbatim (see Appendix iii). The recording device was a small Dictaphone, that all pupils were fully aware of and could see in front of them for the discussion. The discussion was then uploaded on my computer which I transferred as a transcript, and then deleted the recording to support security aspects (see section 3.6 for more details). My intention was to ‘produce quality in-depth interactional data of a kind not possible through other methods’ (Gibbs, 2021, p.240). It was the interactional and personalised responses that would benefit towards the study.  


3.6 Ethics 
The importance of ethicality is what Thomas (2017, p.41) describes as ‘integral’ to the research process. The ethical approval form was first submitted and approved by the university’s research ethics committee. As a researcher I used the British Education Research Association (BERA) guidelines in conducting approval through using questionnaires and focus group discussions. Permission was given by the pupils and parents, as well as school approval. As a practitioner I understood that ‘researchers should aim to be open and honest with participants’ (BERA, 2024, p.19). This had been outlined through contact with the responsible adults, as well as discussion with the pupils themselves. There had been a constant reminder that pupils can opt-out alongside the right to withdraw at any given time in line with BERA (2024) guidelines. The focus group was within school time, and organised in advance, where the pupils were explained fully about the purpose of the group and their valued input. They were reminded of the recording (see 3.5.3), how it would be used, and deleted after written as a transcript (see appendix iii), with the reminder to opt-out of the discussion if they didn’t want to continue. The discussion was in a classroom environment in familiar surroundings to make sure pupils felt comfortable throughout.  

In the specific feedback all contributions were labelled anonymously, for example: ‘Participant Y’. BERA states the importance of ‘individual participants to privacy’ (BERA, 2024, p.22). Pupils and the case school were not mentioned throughout the study.

3.7 Reflexivity
As I was the pupils’ teacher as well as researcher for this study, it was important to consider the impact of my involvement through reflexivity which ‘entails reflection, introspection and critical self-analysis’ (Basit, 2010, p.220). As I was the Year 7 teacher, as well as researcher, a subjective opinion would have an influence on the results. There could be assumptions and biases through all aspects of this process, due to my prior experience of working with the class. Gray (2018, p.689) states that if you are involved in the application of the process, you are ‘not a neutral observer’. This would be the case through this study as I applied my interpretations of what I thought could have the most impact on the pupils. As the pupils were aware of the study, their responses could have been different to how they usually were in the class. This is called the Hawthorne effect where Cohen et al. (p.66, 2011) recognises that ‘intervention and the power of the situation could affect the outcomes and behaviours of participants’. This would mean that the pupil responses might be altered with a lack of authenticity.

To counteract these aspects, I reminded myself of the BERA guidelines. I then informed the pupils that the questionnaires were anonymous, so they could be as honest and truthful as they wanted to be in their responses. This was also explained in the emails sent to families.  I also kept reminding the pupils that none of the responses would affect their attainment in lessons. With the journals, I used my action research model to reflect on my observations and judgements made from the data results. Sikes (2004, p.32) recognises that ‘researchers must do all they can to think through eventualities and possibilities and feel confident that insofar as they are able, they have taken all possible precautions’. This guided my judgements as I ensured I was as fair and truthful to the process as much as I could. Through my detailed planning, bespoke action research model and after-lesson question sheet, steps were made to make sure the research was structured and organised. As a result, all aspects of the study were supported by evidence, reducing the risk of researcher bias. 


3.8 Approach to data analysis
I chose a process of thematic analysis to support my data analysis. Thomas (2017, p.244) considers that ‘analysis should fit the approach you have taken in your research’. Therefore, thematic analysis was my decision as there needed to be enough scope for the analysis of data, as well as looking at anecdotal examples of feedback to consider, which this process supported. Braun and Clarke (2022, p.35) say that this approach ‘can help consider the relationship between the themes, and existing knowledge and/or practice in your research field’. (p.35) I could recognise that collating aspects from the data into common themes, alongside my literature review, also with my experience as a teacher, could help support the correlation of ideas that could be discovered in this study. Below is the model I used by Braun and Clarke (2006) as a six-step guide to analyse the data.
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Figure 6: Six step thematic approach model by Braun and Clarke (2006)

This meant that firstly, I familiarised myself with the data and then began to see patterns to evaluate, through coding (see 3.8.1). After finding these themes, I could then develop the results towards closer scrutiny, refining these aspects and formulating them into a written analysis. 

3.8.1 Coding
Through analysis, I needed to familiarise and code the information. The questionnaires were collated as paper copies, tallied up for each question, and analysed for key phrases. The journal entries were handwritten, which I compared with the themes from the questionnaire, alongside the verbatim written focus group discussion. Word patterns and similarities were then discovered through colour coding. Walliman (2011, p.133) understands that ‘coding is analytical, and requires you to review, select, interpret and summarize the information without distorting it.’ If there were any reoccurring words or phrases, they were highlighted in different colours to help discover patterns. Waring (2021, p.124) suggests coding the data needs to be interpreted ‘in every way possible in order’. This was useful to know as I began connecting the patterns. From this, key themes were then generated as presented in my findings. 







Chapter 4: Findings and discussion

4.1 Introduction
In this chapter I will be looking at the results from the action research study that was run over 12 weeks at School X with a Year 7 class. The key factor through this action research was to understand pupil perception on questioning, and how it can be used to help build the impact of gaining confidence in the lessons. 

I will first be comparing the results of questionnaires given at the beginning and end of the intervention plan, to help understand the pupils development through the lessons. Then there will be an analysis of the lessons, as collated through the journal. This will be followed by the responses from the focus group. After looking at these results I will be considering key findings that were discovered through this information and organise them thematically.

4.2 Questionnaire data
The opening question came up with some surprising results. The question was, ‘Do you like being questioned in class?’ This was asked as a basis to fully grasp how the pupils feel about questions. Out of the 25 pupils who answered the question, 15 of them did not like the idea of this. When asked the question again after the series of lessons, only 1 person had changed their mind (see Figure 7). 




Questionnaire 1 				Questionnaire 2

Figure 7: Participants’ response to the question, do you like being questioned in class?

There could be a few reasons for why the majority were not comfortable with answering questions. This could be in how they are asked, the type of question and how confident they are to answer it. This is supported by Chiles (2023, p.61) observation of ‘a fear of pupils sharing the wrong answer’ as a possibility that pupils are apprehensive to respond. This demonstrates the issue of looking at approaches to help the pupils to feel more at ease in answering questions. 








In contrast to this, the second question came up with varied results. 

Questionnaire 1				                  Questionnaire 2

Figure 8: Participants’ response to the question, on a scale of 1-5 how easy do you find it to answer questions?

In rating how easy they find it to answer, most of the class placed themselves in the middle of the scale of 1-5, with 24% giving a rating of 4. This gives the impression that most of the class do not have an issue with answering questions. Through the second questionnaire most of the pupils had changed their position. The majority were still in the middle with 48% although some had moved further up the scale with 40% giving a rating of 4. This can suggest that through the lessons some of the pupils had started to feel that they could answer questions confidently. I can understand that being consistent in asking questions can create what Kollat (2018, p.169) has recognised as ‘a more dynamic classroom environment’, where pupils can change their attitudes to responding to questions over a period.

The next question was, ‘Do you like answering questions straight away or do you prefer thinking time?’ This was the only question with the response being unanimous for both questionnaires. All the pupils responded that they preferred thinking time. This is supported by Cotton’s (1988) recognition that pupils can be more engaged through this process. It appeared that the pupils appreciate more time to consider answers which would help them perform better. 

Questionnaire 1					Questionnaire 2

Figure 9: Participants’ response to the question, if there was a classroom discussion are you always ready to contribute?

As seen in Figure 9, there was some reluctance in the first questionnaire for the question on if pupils would contribute to a discussion, however, this changed in the second questionnaire. The majority had increased in wanting to be involved. This was encouraging to see as a class that supported more verbal transaction, helped what Morrison McGill (2023) describes as the passive responder in the classroom. More pupils wanted to contribute, which supported creating a positive learning environment. 



Questionnaire 1 				 Questionnaire 2

Figure 10: Participants’ response to the question, was there a time when you were unable to answer a question?

Figure 10 considers the reasons preventing pupils from answering the questions. Most of the pupils did say that there were times when they struggled in answering questions, although this changed in the second questionnaire demonstrating there was still some reluctance that needed to be considered further. Therefore, I looked at those who did not like answering questions from the first questionnaire and considered if there were any connections with the responses for the question, ‘Was there a time when you were unable to answer a question?’









Here were the results:

Figure 11: Response from the 15 pupils who said they did not like answering questions.
	
Figure 11 shows that the majority said they didn’t like answering questions. Perhaps they had experiences where they were unable to. Alongside this question I asked how this made them feel with some of the results including these comments:

‘I didn’t understand. I froze because I didn’t know what to say and then became a bit under pressure.’ (Pupil 1) 
‘I felt scared because everyone can answer the question, but I can’t.’ (Pupil 2) 
‘Everyone was looking at me and I didn’t know the answer.’ (Pupil 3) 


These negative responses support Morek et al.‘s (2023, p.746) observation that pupils may find direct questioning as ‘confrontational and intimidating’. Out of the 15 pupils who answered this question negatively 8 of them used similar words, collated below:


Figure 12: Repeated phrases from the question, was there a time when you were unable to answer a question?

This also supports Morek et al.’s (2023, p.733) continued analysis where they recognise that this process can ‘produce anxiety of discontent’. Therefore, consideration must be made in how pupils feel when they are asked to answer a question. What seemed a common theme here was the emotional reactions, where pupils were self-conscious towards their peers. 

The next question was to consider what can prevent pupils from answering questions (see Figure 13). There were similar answers in both questionnaires. With the 25 responses from the first questionnaire, I was looking for common words and phrases to help get an overall understanding of their perception of this. These were the results:

Figure 13: participants’ response to the question, what prevents you from answering questions?

The majority of the pupil responses was that the reason they couldn’t answer was because they did not know what to say. This made an impact on the organising of the lessons as I carefully considered how I could help pupils to fully understand the questions given. Other feedback included a fear of embarrassment, nervousness and getting it wrong. There were some other answers that had no connections to these themes. They included: 

‘I put my hand up often, so I am not appointed as often, but that’s ok.’ (Pupil 4)
‘If I answer one question and they tell me to keep adding on.’ (Pupil 5) 
‘I just don’t want to. I’d rather have the teacher only hear my answer.’ (Pupil 6) 
‘Not enough thinking time.’ (Pupil 7)

Through these answers the comment about waiting for the pupil to add more information was worth considering, as this is an aspect that I sometimes use to get more details from the pupil. Walsh and Sattes (2015, p.15) acknowledge this by suggesting the longer pause can help the pupil ‘go deeper in their own thinking’. This can enable a pupil to respond with an answer that has more depth, although it is worth considering that if a pupil cannot think of anything else to add, it is better to move on. 

Another question asked if pupils recognise the value of the questioning process. 

Questionnaire 1 				Questionnaire 2

Figure 14: Comparison response from the participants to the question, do you think being asked questions helps your learning?

Figure 14 shows that both questionnaires had the same response. Most of the pupils could recognise that questions could help their learning with attitudes not changing over the duration of the lessons. From the 6 pupils that did not find it helpful, their comments in explaining why included being ‘embarrassed’, ‘nervous’, ‘less confident’ and ‘feeling the pressure’. Their appreciation of questioning being used had diminished, due to past experiences. This acknowledgment can be connected to lack of self-confidence as Smith (2022, p.5) describes this as ‘a sureness in your own ability’. The responses they had given suggest that they lacked this self-belief so respond passively. 
I asked one further question in the second questionnaire to help consider any changes of attitudes from the lessons towards ‘thinking time’. 


Figure 15: Participants’ response to the question, has thinking time made you feel more confident in answering questions?

From these results, 20 of the 25 pupils all agreed that thinking time helped them to build confidence in answering questions. Through collating the answers, other factors were worth noticing from the pupils who said no. These pupils had given comments in the questionnaire about being fearful in answering questions. They had also said that they did not like being asked questions. Furthermore, they said that they were embarrassed to answer, were self-conscious and felt anxious about being asked questions. 

Through this analysis I was reminded of CfW (2022, par.9) stating that pupils need to develop ‘confidence, empathy and resilience’. From this feedback I could see there would need to be consistency in the lessons to support pupils in developing these skills further.  

4.3 Self-journal data 
Here now follows the findings I discovered from the intervention plan of lessons (see Figure 5), summarising my self-journal notes, in my observations.

In the first lesson I focused on ‘cold calling’ asking specific pupils questions where the 6 targeted pupils were also included. I did sense an immediate apprehension as I focused on all pupils, instead of the pupils with their hands up. Busch et al. (2023) recognises that this process can feel quite clumsy and awkward for pupils to begin with. This was certainly recognised through this lesson as some pupils were reluctant to answer questions. Pupil E responded with an ‘I don’t know’ answer.  I then gave this pupil a few options where they decided on an answer. As this was the first lesson of using this approach purposefully, I realised it would take some time to get used to. 
Following the intervention plan I then introduced ‘thinking time’ in the third lesson. This meant that the pupils had up to a minute to think through answers to the questions. I could recognise what Wiliam (2011) had suggested about ‘thinking time’ being as equally as important as the asking of the question. From this, the pupils seemed to answer well, even responding with further questions, which developed into a classroom discussion. All 6 of the pupils responded to questions within this lesson. At this stage I could see that ‘thinking time’ was becoming effective, considering Cotton’s (1988) suggesting that it can help pupil engagement. I could also see that ‘thinking time’ supported the awkwardness that I could sense with ‘cold calling’. 
The next step in the intervention plan was to introduce ‘think-pair-share’ into the fifth lesson. After asking a question, the pupils thought through their answer and then shared with the pupil sitting next to them. This helped them be able to share their ideas more as they developed their vocabulary. I noticed that this supported Busch et al (2023, p.83) suggestion that ‘it can help reduce any nerves about sharing ideas’. I recognised that pupils that didn’t necessarily share their ideas before were more able to with support from the other pupil. Pupil B was an EAL pupil, and support from their partner helped them to formulate words clearly to come up with depth to their answers. 
After the sixth lesson I started to combine all three approaches, supported by my action research model. I focused on teaching Shakespeare’s ‘Seven Ages Of Man’ soliloquy where the pupils were asked to interpret the phrase ‘second childishness’. This demanded evaluative thinking as pupils needed to explore and investigate their prior knowledge. This fits with the creative thinking process as suggested by CfW (2023). Pupil C didn’t quite understand what it meant as they took the statement literally. After using ‘thinking time’ Pupil B discerned the idea of it being a metaphor for being elderly. This then helped other pupils respond with their ideas. This process of responses was quite intriguing to see, as I realised that more information was needed for some as they would take the meaning of description word for word, therefore there would be some confusion if I had just used ‘cold calling’. With Pupil B, I gave some support with helping them see beyond the literal sense of the word. This gave a more insightful and accurate answer. This supports Fletcher-Wood’s (2018) idea that the teacher should respond to what the student has learnt and understood, modifying the questioning to help pupil thinking. This development happened effectively by using ‘thinking time’. 
During the next few lessons, I continued to develop a pattern of intervening all approaches to questioning. ‘Cold calling’ was used at the beginning of lessons, and it then elaborated further with ‘thinking time’ and ‘think-pair-share’. Pupil F was always quick to answer questions, and even though at one stage they got a question wrong, they were quick to modify their answer through the learning. Pupil E continued to give ‘I don’t know’ answers, although they began to respond better after pairing with another pupil. I also noticed that sometimes ‘think-pair-share’ was a good teaching tool if the pupils continued to be reluctant to answer questions after ‘thinking time’. Using all three strategies combined helped me to recognise Pearce’s (2022) suggestion that using this process can help support the build of confidence in pupils.
Nearing the end of the intervention plan, I was expecting pupils to be comfortable with these teaching approaches. Then in lesson 13 I was surprised to see that the pupils were more apprehensive with the learning. I have attached my journal account for the day: 
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Figure 16: Excerpt from journal
I continued to use all three approaches to questioning although in this lesson there was more cautiousness than usual. I could assume that in this lesson, other factors needed to be assessed, including the mood on the day, what happened in the previous lesson, the time of day and their understanding of the topic. What made the best effect in this was ‘think-pair-share’. I noticed what Renton (2020, p.82) suggested that it helps pupils ‘practise the language’ before sharing their answer. As a result, more pupils were responsive to share their ideas.  This also helped me understand that although the process can work to help pupils over a period, it can also be sporadic as other factors can fall into place. 
Overall, it must be understood that these perceptions are once again, from my observations of the pupils’ reactions to the lessons, meaning my findings from these lessons needed to be supported by the results of the questionnaire and the focus group to help avoid subjectivity. This is why it was important to measure my understanding of their reactions alongside the other data collected. At this stage, I could see that ‘thinking time’ and ‘think-pair-share’ were the most effective. 

4.5 Focus group data
The full transcript of the discussion is seen in Appendix iii. A series of questions were asked to the pupils in response to the intervention lessons, to provoke discussion. The questions were:
· Do you mind answering questions?
· Do you prefer being asked a question as a class or being asked specifically?
· Do you think thinking time is important when being asked a question?
· Do you prefer giving answers that have more depth?
· What do you think stops you from answering questions?
· How do you think questions in class can help your learning? 
 For this analysis I will go through each question and discuss the responses. 

The first question asked was if the pupils were ok answering questions. The pupils did not mind being asked, so I unpacked this further by elaborating on their response to ‘cold calling’. 

Participant A said:
‘If they are asked individually, you put them on the spot or make them try to think really quickly but then you can get stressed out because you don’t know what to do.’

This idea of getting stressed from being asked a question highlighted what I had noticed from the questionnaire that some pupils struggled with the idea of being individually asked. Lemov (2021) described this process as ‘healthy tension’ although there needs to be consideration given towards what CfW (2022, par.9) describes as the ‘mental and emotional well-being’ of the pupil. If the process consistently brings on an unhealthy amount of tension from the pupil, it needs to be considered more carefully in how it is used. 

Participant B explained responding to ‘cold calling’ through what it feels like when being asked a question.

Participant B said:
‘Your mind is just rushing to find an answer so it’s not like, the same quality.’

This suggests that the immediate process of ‘cold calling’ could lead to some frustration as the pupil might not feel as if their answer was strong enough, as there was no time for them to think through the answer. 

I then raised the idea of ‘thinking time’. All pupils were unanimous in agreeing that it was useful. 

Participant A said:
‘It’s good because then you can have like more depth in your answer.’

Participant C said:
‘You could have like, a more, educated answer.’

Participant B said:
‘If it is like, a really creative question, if there is no time limit set, then you’ll be able to really flex your brain and get a more creative answer.’

These comments showed how much they value ‘thinking time’. This is also supported by CfW (2023) encouraging pupils to elaborate their ideas through exploration and investigation, and as Walsh and Sattes (2015, p.59) describe as ‘students sharpening their thinking’. 

We then moved on to recognising the value in using ‘think-pair-share’. In this response the pupils came up with different ideas:

Participant D said:
‘I’ll share to the teacher cos if I just share it to the pupil they are just going to say I’m right and then say it to the teacher. Basically, they just stole my answer.’

Participant B said:
‘If you share your ideas with someone next to you, then you can use that to improve your own answer, and the new answer that you both need could be created from both of you and then say it to the teacher.’

Participant C said:
‘It kind of depends on the question, because if it is like, a question, yeah, if you are to get one answer, like, then I don’t mind sharing, because everyone will have the same answer.’

The responses demonstrated the different needs and perceptions that pupils had towards this approach. CfW (2023) suggest that we need to create a classroom environment that can help pupils to communicate and share their ideas effectively. Some pupils found ‘think-pair-share’ useful, especially in developing their own answers, but others saw it as an opportunity for pupils to take away their answer from them. 

Participant A suggested an alternative answer:
‘I think it would be good to… write down your thoughts… and then once you’ve read through a couple of notes, you can just put them into a sentence… and it would be easier for you.’

The idea of writing down the answer before responding to the teacher, was an approach I had not considered in my preparation to this study. This is understandable, as then pupils will not have to worry if they get a good answer and by the time the teacher asks them, they might have forgotten it. This could support, as Sherrington (2019, p.29) explains as, an opportunity to ‘rehearse’ their answer before sharing it. Writing it down in preparation can be seen as equally valid as discussing it with another pupil. Pupil C added more to this idea. 


Participant C said:
‘I’d prefer to write it down because like if you say something yeah, and it doesn’t make sense yeah, if you write it, you can change it, and then change it, and then like, say it.’

Participant B was also in agreement, as they both recognised it was an opportunity to self-evaluate their answers. Pupil D added that it could also help avoid stress for the pupil to read out their answer. This was worth considering as it would help pupils avoid feelings of anxiety. Pollard’s (2014, p.330) suggestion of creating ‘an atmosphere of trust’ could be developed further through adapting to alternative approaches depending on the needs of each pupil.

We then discussed the use of using all three of these teaching approaches:

Pupil A said:
‘It can help develop different ways of thinking as some people think in a specific way… but if you like… do all these different things, then it makes it easier for you, and it also helps your learning.’

Pupil C said: 
‘If you’re like a shy person yeah, and you don’t speak in class yeah, it might help you with your confidence.’

These answers support the idea of using all three approaches as effective. This process could achieve what Busch et al (2023) suggest as reducing any nerves in sharing ideas, supporting the most reluctant pupil. Pupil C’s answer also supported the idea of building confidence to the most reluctant pupil in the class. 

These comments were useful as part of the analysis, seeing the impact these approaches had on the pupils. I was now at a stage to combine the ideas to develop my thematic analysis.

4.5 Themes developed from analysis
4.5.1 Collating themes
After looking through all the data from this action research I compared any common themes that developed, connecting ideas with what was discovered in the literature review. The key themes I gathered were from using the coding system of looking for familiar words through all analytical approaches used, any commonalities of ideas, and the responses gathered from the pupils for the three teaching approaches of ‘cold calling’, ‘thinking time’ and ‘think-pair-share’. I then collated these themes into a table connecting the themes to each analysis source where they were prominently discovered. 






	Themes
	Questionnaire
	Journal
	Focus Group

	1. Class dynamics  
	       /
	
	   /

	2. Self-worth
	       /
	
	   /

	3. Anxiety through ‘cold calling’.
	       /
	   /
	   /

	4. Confidence through ‘thinking time’.
	      /
	   /
	   /

	5. Rehearsing answers through ‘think-pair-share’. 
	
	   /
	  /

	6. Engagement in learning
	
	   /
	  /



Table 1: Themes gathered for analysis from data

I will now explore each theme in detail with the data that was gathered, connecting it with ideas addressed in the literature review.  

4.5.2 Theme 1: Class dynamics
One aspect I recognised through the questionnaire was the effect of class dynamics. How pupils presented themselves next to each other in the classroom, was important to a lot of individuals. Pupils struggled with nervousness, embarrassment and anxiety, as they were self-conscious next to how others viewed them in the class. Chiles (2023) recognises that there is a fear of pupils sharing the wrong answer, which I was aware of with some pupils being apprehensive to answer questions. With my focus on key pupils in lessons, the phrase ‘I don’t know’ was used to sometimes avoid the risk of answering the question wrongly. It was difficult to notice this nervousness of pupils whilst teaching as my focus was on the pupils learning. Peery et al (2013, p.23) suggests capturing ‘each student’s mental attention’ which could then help the pupils be more self-aware of their learning instead of what others think of them. I recognised this in a classroom discussion where pupils were more focused on what we were discussing, than the pupils around them, although this only happened in one lesson. The focus group was more able to reflect the responses in the questionnaires. Pupil D mentioned there can be difficulties in pupils verbally communicating in front of their peers. They said that the pupil could feel stressed and perhaps stutter over their words if they were unsure of what to say. The suggestion of Walsh and Sattes (2015, p.21) of ‘alternative pathways’ to delivering questions was evidently seen as one approach might not necessarily fit all pupils, due to how they feel towards how they are presented alongside their fellow peers. 

4.5.3 Theme 2: Self-worth
Another theme that helped me understand why pupils didn’t have the confidence they needed in becoming self-reliant was their lack of value in themselves. I identified what Pinker (2021) had explained about pupils who put in less effort due to lack of confidence. As a result, they become, what Morek et al (2023, p.732) recognise as ‘passive participants’. This was seen through the questionnaires where I saw connections with those who had negative experiences of answering questions, previously not liked being asked questions. When discussing with the focus group, they gave an impression that having the space to give answers with more depth was something that helped build their own self-worth. Alexander (2008, p.11) suggests that the level of questioning needs to have depth which would make the answer ‘reciprocal’. This would give a space for ‘reasoning and speculation’ (Armstrong, 2004, p.20) in the answer where the pupils would then feel that none of the answers given were wrong. The challenge was to create an environment for all pupils to give depth to their answers without them feeling that they were not capable to do so. That is where the three teaching approaches for questioning needed to be examined to consider if they matched the support the pupil needed.  

4.5.4 Theme 3: Anxiety through ‘cold calling’
One of the clear responses I got from the questionnaire and the focus group was the tension that can be caused by ‘cold calling’. In the questionnaire, the pupils didn’t like being asked questions directly as it caused anxiety and awkwardness. They struggled with being put on the spot which Morek et al. (2023, p.733) suggested would make them feel uncomfortable creating an ‘anxiety of discontent’. This was relayed in the focus group where it was suggested that shy pupils would struggle with responding. I also noticed there was this anxiety and awkwardness in using this in some stages of my intervention plan, although it also depended on the simplicity of the question being asked. Bush et al. (2023, p.77) said that over time the ‘fear of answering a question would diminish’. This is an aspect I was hoping to see develop over the lessons. Furthermore Kollat’s (2018, p.169) suggested that it would create ‘a more dynamic classroom environment’. This wasn’t recognisable through the feedback I was given and the lessons themselves. Using ‘cold calling’ on its own in the first few lessons, created apprehension to answer questions. Through the process I noticed that it seemed more sporadic and would need a longer duration of time to secure this effectively in the learning environment. I also found it easier to deliver with more positive responses when I had introduced ‘thinking time’ and ‘think-pair-share.’ 
4.5.5 Theme 4: Confidence though ‘thinking time’
The response to ‘thinking time’ in a lesson was consistent in building confidence in the pupils. The opinions of the pupils were that they found this valuable in their responses to the questionnaire and the focus group. When I introduced this to the lessons, it also gave positive responses in the learning. I noticed, the longer I left the time for pupils to think, the responses became more evaluative. This supports Lemov’s (2021) recognition that if you only gave a short time to respond you would highly likely not get the richest of answers. By allowing pupils to think, the answers given had more depth as the pupils had opportunity to explore their ideas. I could see Cotton’s (1988, p.5) suggestion that this gave ‘superior learning gains’ and recognised Seaman’s (2011, p.36) suggestion that giving the space for pupils to evaluate their own thinking encouraged ‘active cognitive behaviours’ in support towards engagement. This process can be seen to what Renton (2020, p.80) suggests as student learning is ensuring ‘that it is effective’. This was also recognised by the pupils, in the focus group discussion, developing their own self-awareness of their learning. Through all the processes this appeared to be the approach that helped build the confidence the most as the answers that were given were more insightful. 

4.5.6 Theme 5: Rehearsing answers through ‘think-pair-share’
The process of ‘think-pair-share’ was an option to use when the pupils appeared to be more apprehensive in their answers to the questions. This process helped pupils to get more reassurance from each other as they rehearsed their answers. Renton’s (2020, p.82) suggestion that it helps pupils ‘prepare and practice’ their reasoning was essential, especially to EAL pupils in the class. When there was a lesson where pupils were reluctant to respond, this process helped formulate responses to how pupils reassured each other. They were more prepared to then share their answers. Lyman’s (2022, p.142) suggestion that the pupils can ‘sometimes share their answers’ also helped the process, as the pupils had already shared their views, so sharing it to the teacher was an option they were more likely to partake in. This reassurance was also highlighted in the questionnaire where pupils appreciated listening to each other’s responses. I found that using ‘think-pair-share’ relieved the pressure from ‘cold calling’ as it gave pupils opportunity to practice their answers. Although, in the focus group, this was seen with some apprehension, due to the competitive nature of not wanting to share their idea with another pupil, this generally did help get responses from the more apprehensive learners, to build their confidence. 

4.5.7 Theme 6: Engagement in learning 
The key aspect I wanted to investigate was how questioning can help build confidence in pupils. Through the different questioning processes used, confidence was measured by how much pupils were engaged in the lessons. I noticed that the temperament of the pupils was not always consistent, where sometimes they were immediate to wanting to respond and in other lessons, they were more apprehensive. The pupils were engaged when the questions demanded more ‘thinking time’. This supports Lush’s (2024, p.117) suggestion to leave the pupils with ‘very satisfying brain-ache’. This was also mentioned in the focus group where Pupil B said that the depth of question can ‘flex your brain’. This connection between these two comments, were from different sources, but their similarity demonstrates that looking for approaches that engage the pupil can build the confidence needed to add depth to their answers. Dantonio and Besienherz (2001, p.68) suggest that the more teachers are aware of the depth of their questioning, ‘the greater the impact’. If pupils could recognise an improvement in their own learning, they would engage more which then helps them build confidence. This was emphasised further with the focus group suggesting that they could write their answers down to recognise the space for improvement. When Smith (2021, p.11) suggested that confidence comes from imagination which can unlock ‘someone’s true potential’, this could be recognised through the depth of the question, the space to respond, and the opportunity for pupils to articulate the answers without feeling the pressure of responding to everyone in the class. From these aspects the pupil would then be consistently engaged towards their learning. 

4.5.8 Summary of action research results
Overall, from this analysis there were certain key factors that were noticed:
· Pupils can be self-conscious to respond with others listening due to negative experiences they have had previously. 
· When pupils are disengaged it can demonstrate lack of confidence as they do not want to draw attention to themselves due to their lack of self-worth.
· ‘Cold calling’ is not always popular with the pupils as it can highlight anxieties in the class.
· ‘Thinking time’ is appreciated as it gives the space for pupils to develop depth to their answers, giving them confidence to respond. 
· ‘Think-pair-share’ is helpful for pupils to rehearse their answers, ready to share them to the rest of the class.
· When pupils recognise their own progression through developing depth to the answers they begin to engage more and they can see their own capabilities, which can then give them confidence.
From my action research I can see that developing confidence through questioning takes time, but it is with consistency in giving enough space for pupils to consider more depth to their answers, that they can then identify their own success, especially if these approaches are continually becoming embedded in lessons. 
















[bookmark: _Hlk175753568]Chapter 5: Conclusion

In this conclusion I consider how the results of my investigation and findings answered my question, alongside my aims and objectives (see section 1.6). I then look at the strengths and weaknesses of this study, as well as consider possible areas of further research into this issue. 

5.1 Summary of study
My initial question that I wanted to explore was this:

To what extent does the use of questioning support learner’s confidence in Year 7?

I could identify that there was a lack of confidence in pupils, that needed to be addressed to help them engage further in the learning. Approaches to questioning was an aspect that could explore this. Acree Walsh (2022, p.5) considers that ‘questioning prompts students to engage actively in thinking and make personal connections with academic content’. If pupils could make this connection, it could help build their confidence to a point of becoming more than passive learners. I will now go through each aim and consider my responses through this study:

Aim 1: To investigate the value and impact questioning can have on pupils in the literature review. 
What I recognised through the review was the high regard there was towards questioning. Chiles (2023, p.91) called it the ‘gateway to unlock success’, and Morrison McGill (2023) suggested that it can give depth in pupils learning processes. I decided to use the three teaching approaches as recommended by Pearce (2022, p.177) which were ‘cold calling’, ‘thinking time’ and ‘think-pair-share’, as she suggested they give ‘whole class engagement’. Although I can see some contradictions, that were mentioned in my review on their effectiveness, I could also recognise the impact they could have on building pupil confidence. 

Aim 2: To evaluate best methodological approaches, using a Year 7 class as a study to consider the impact questioning can have on pupils. 
In reflection of this process, I consider action research was effective in evaluating the impact of this study. The constant modifying and reflecting of ideas helped develop the reactions from the pupils. McNiff (2017, p.56) says that action research helps ‘taking action to critique and develop one’s own thinking about how to act’. From this, I could see that through the scheme of work, and feedback of the questionnaire I was able to consistently evaluate and adapt my teaching to help support the impact questioning was having on the pupils. This approach also ‘acknowledges the importance of subjectivity’ (McNiff, 2017, p.39) and as I was involved in the study, as well as evaluating it, the approach seemed the most appropriate. The decision to analyse the data through thematic analysis, also helped consider different aspects in connecting ideas. Braun and Clarke (2013, p.205) recognise that ‘the more you engage with the data, the more they “open-up” to you’. This approach complimented my analysis as I was considering what I could discover through the responses, looking for insightful aspects, and grouping those ideas into key themes. This was helping me be ready to progress further towards Aim 3. 

Aim 3: To analyse the findings and consider the different aspects of impact questioning can have on the pupils. 
Developing questioning through my three approaches had varied responses from the pupils. Acree Walsh (2022, p.100) suggests that ‘most students do not come to classrooms with a history of interactive experiences’. This was evident in the response to ‘cold calling’ where pupils sometimes struggled to respond as they were, as Morek et al. (2023, p.746) suggests, ‘put on the spot’. I recognised that this did not create what Pearce (2022, p.177) suggests as ‘whole class engagement’. This sense of anxiety was also conveyed in answers given in the questionnaire. It was through ‘thinking time’ and ‘think-pair-share’ that I got the more productive results. This again was seen through the positive responses in the questionnaire and the discussion that was had in the focus group. ‘Thinking time’ did improve ‘the effectiveness of classroom thought’ (Cotton, 1988, p.88) as it gave more depth to pupils’ answers. ‘Think-pair-share’ also helped pupils to ‘prepare to give good answers’ (Sherrington, 2019, p.29).

5.2 Strengths and limitations
The strengths of this study came from being adaptive to the responses from the pupils. The initial questionnaire, including the pilot study, helped me set up lessons where questioning could have an impact on the learning. When aspects raised certain issues, I adapted the lessons to consider the responses I was getting from the pupils. The action research model I used (Figure 1) complimented this approach, helping me get the greatest impact I could from this study. ‘Thinking time’ appeared to be the central factor in the learning process, which was seen through the second questionnaire where most pupils had found this helpful. Using ‘cold calling’ was a struggle in the lessons, as it caused anxiety and awkwardness in the learning. The evidence of this was not only in what I perceived whilst teaching, but also through the answers given in the questionnaire and focus group. Furthermore, through these results, opinions did change, when comparing the responses from both questionnaires. Pupils were becoming more favourable to questioning and could identify that it could help their learning. This was also identified through the focus group discussion. As a result, this has influenced my practice in valuing the use of ‘thinking time’, making sure pupils have enough space to respond to questions. It has also helped me gain more understanding in how the pupils can feel when asked a question in front of the class, and the value of using ‘think-pair-share’ to help them formulate their answers with confidence. 

The limitations that this study had were that it was based on one year 7 class over a short period of time, in a city school. The results from this study were from one group, over one-half term, in an environment that was specific to its locality. To get a broader and more accurate analysis, the sample size could be bigger, where I could compare several classes. I could also analyse more than one year group, contrasting opinions between all years at secondary school ages. In the study, some views had not changed. This suggests that over a longer period there could be more development in their attitudes towards questioning. Perhaps if the study was over one year, there could be more significant differences discovered. Also, if the researcher did not have the dual role of also being a teacher, there would be less risk of bias (see Section 3.7). In reflection, from these limitations identified, I can see that further investigation is needed on this issue. 

5.3 Potential areas of further research 
To consider the wider impact on how questioning can build confidence in pupils, other areas of research are needed. Firstly, it would be insightful to analyse this type of study on a larger scale. Comparing responses from one school to another school, would be able to highlight similarities and differences. This could also be generated through analysing schools from different areas. School X is a city school, so its responses were very much entwined with the background culture of its vicinity. To compare the results with a study in a rural school, could be a possibility to highlight different responses. 

Further consideration could also be towards different types of questioning approaches. This study used three approaches, although there are a variety of other questioning tools that could be delivered in the classroom. In the focus group it was suggested that pupils could first write down their answers before verbally responding their ideas. This would be an approach that is also worth considering, seeing its impact on the pupils. I recognise this process as the beginnings of exploring different approaches of questioning, and how it can be used to build confidence in pupil learning as there is such a wider scope of ideas that are worth exploring. 




5.4 Impact on practice
At the beginning of this study I mentioned Bruner’s (1977) idea that between pupils feelings of apathy and aspiration was the middle ground of engagement and attention that he called the ‘optimum level’ (1997, p.72). In my experience, this is the position where most pupils place themselves, and it is their own decision, either to fall into apathy or into being inspired, to put in the effort. This is measured by the amount of confidence they place in themselves. The more they can see that they are learning, the more likely they will focus on engagement in class. Questioning can play a part in this through helping pupils verbalise their ideas. Kerry (2002, p.132) recognises that ‘we need questioning skills to encourage quality learning because learning takes place through classroom dialogue’. It is the constant use of dialogue in the class that can help pupils build this confidence. The more opportunity they have, to share their ideas, the more they can identify their own progress. In this study, I’ve been able to see the potential for this by being consistent in using questioning approaches as part of the learning. It helped me to consider that there needs to be more thought in applying questioning to help develop evaluative responses. This is something that I will endeavour to keep using, modifying and adapting as a professional practitioner. 
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Appendix i – Pilot Questionnaire
Pupil Questionnaire – On Questioning

1. Do you like being asked questions in class? Circle one of these. 

YES 					NO 

2. On a scale of 1-5 how easy do you find it to answer questions? Circle one of these. 

1 		2		3		4		5
Not								Very
easy.								easy. 

3. Do you like answering questions straight away or do you prefer thinking time? 



4. If there was a classroom discussion are you always ready to contribute? Circle your answer. 

YES								NO

If not, why not?

____________________________________________________

____________________________________________________

5. Was there a time when you were unable to answer a question? Circle your answer.

YES								NO

How did it make you feel?

_____________________________________________________

6. Do you think being asked questions helps your learning? Circle your answer.

YES 								NO

7. When someone answers a question do you find it useful to listen to them? Circle your answer. 

YES 								NO

8. Are there any ways that you think answering questions isn’t helpful towards your learning? Circle your answer. 
YES 								NO
Explain your answer.




_____________________________________________________



Appendix ii – After-lesson question sheet
Self – Observation Notes
Lesson____	Date____  No of Pupils ____
1. How many questions did you ask to the pupils? 



2. How many pupils contributed?



3. Who contributed? 




4. What pupils were used for cold-calling?



5. How did they respond? 




6. Did you consider thinking time?




7. What was the impact of this? 




8. What was the impact of using Think-pair-share? 




9. What pupils need to be challenged in the next lesson?



10. Anything else? 
Appendix iii – Focus group verbatim discussion
Focus Group Discussion: 
T – Teacher, Pupil A, B, C, D

T: Today we’re here to talk about this idea of questioning and how it can be used effectively in the classroom for you as pupils. Erm – just to remind you once again, that if you are unsure of a question and you don’t want to answer it that is absolutely fine but I want this to be more of a discussion between us so you can bounce of ideas, that kind of thing. So, first question I want to ask to all of you, very simple, do you mind answering questions? What do you think? 
A: I don’t mind. 
T: You don’t mind at all. 
B: I don’t mind. 
C: I don’t mind. 
T: So, if you are in a class with lots of people and you are asked a question and you are put on the spot, you’re ok with it. 
B: Yeah. 
C: Yeah.
T: Ok, that’s a good start. What you prefer being asked a question as a class or being asked specifically?
(Pause)
A: As a class because when you are asked as a class you can put your hand up if they know the answer and if they are asked individually, you put them on the spot or make them try to think really quickly but then you can get stressed out because you don’t know what to do. 
T: Do you mind being put on the spot yourselves?
A: It depends.
B: If you have already thought of the answer then it’s not too bad. 
T: Ok, but if you didn’t have time to think about the answer and you are put on the spot how would you…
B: Your mind is just rushing to find and answer so it’s not like, the same quality. 
T: Ok, so if a question is asked, and someone else answers it, erm, how do you respond to that? So, if someone else answers the question and you know the answer yourself, or you might not know the answer, how do you respond when someone else answers the question?
4: Erm, I’d want to say the same thing cos the teacher says erm, I mean I wouldn’t say the same thing, cos the teacher would already say I already had that question.
T: Yeah, so you would go for a different answer. 
4: Yeah 
T: Ok, erm now (to Pupil 2) you were talking about erm, you need a bit of thinking time, do you think thinking time is important when being asked a question?
2: Yeah
3: Yeah
T: Do you want to explain why you think… all of you could have a go at this. Yeah…
1: It’s good because then you can have like more depth in your answer cos if you only think for like, a certain amount of time, and like, if, like, if a teacher sets timers it makes people like rush to think of an answer, so it isn’t like, that dedicated to the actual work it’s like, yeah, that’s an answer that I can use and that will be ok, so I just do that instead of like thinking about it and giving depth to the answer. 
T: That’s a good answer. Anyone else? Because you all immediately said yes what would be your answer to why you prefer it? 
3: You could have like, a more, educated answer, more like, instead of saying, like, something was more like, erm… like if you were asked when, when something got built, instead of saying just, like, when it got built, you could like, you could just like, erm, get a better answer. 
T: Ok, so you can get a better answer. Ok, what about you (to Pupil 2). 
2: If it is like, a really creative question, if there is no time limit set, then you’ll be able to really flex your brain and get a more creative answer.
T: Do you prefer giving answers that have more depth?
2: Yeah. 
3: Yeah.
T: When you are giving those types of answers how does that you feel? 
4: When I grow yeah, I’ll probably get a better job, because I’ll know all that stuff.
T: So how do you feel when you get an answer that’s higher than just a surface answer?
4: I’ll probably yeah, I’d probably get, like, good grades in the subjects. 
T: Would you give the same answer if you were given more time? If I asked you a question, and you have to answer it really quickly, would you give the same answer if you were given more time?
1: Probably on, like the same topic, something along the lines, but if I had more time, I’d probably have more depth to the question, have a bit more thought, and I’ll know what exactly your saying. 
T: Ok, anyone else want to have a go at answering that? I’ll give you a bit of thinking time. See what I’ve done there. Ok, it’s a good answer. 
Would you prefer sharing your ideas immediately to the teacher or have an opportunity to share your ideas to another pupil first?
4: I’ll share to the teacher cos if I just share it to the pupil, they are just going to say I’m right and then say it to the teacher. Basically, they just stole my answer. 
T: So, you are concerned that if you tell them your answer, they could then steal your answer. Is that what you’re saying?
4: Yeah. 
T: What about you? Would you prefer to talk to another pupil first or… 
1: I think it would be good to have like, make a little box, when you write down the day and title, and then following the starter question with the question, and just write down your thoughts and like erm, in a sentence, like – what do you think that’s about? And then once you’ve read through a couple of notes, you can just put that into a sentence, and it just creates a sentence, and it would be easier for you. 
T: Oh, you’re giving me tips there! Excellent – good answer. What about anyone else? Would you prefer first speaking to a teacher or talking to a person next to you? 
2: If you share your ideas with someone next to you, then you can use that to improve your own answer, and the new answer that you both need could be created from both of you and then say it to the teacher. 
3: It kind of depends on the question, because if it is like, a question yeah, if you are to get one answer, like, then I don’t mind sharing, like because everyone will have the same answer. If it something, like, that you have to, like, think for, yeah, then, no. 
T: Ok, what do you think stops you from answering a question even though you know the answer? What can stop you? 
4: You’ll keep on thinking and thinking and thinking so you just can’t think of it because it doesn’t come to your mind. 
T: So if you are put on the spot, and you have nothing in your mind how does that make you feel? 
4: Cos they’re just like looking at their watch and waiting, waiting, and then in like 5 minutes, and they are not going say anything. 
T: Do you mind saying, I don’t know the answer to that or would you prefer to come up with an answer. 
4: I’d prefer to come up with an answer because if I say I don’t know the answer that basically means I wasn’t listening or something. 
T: If you were listening to the subject and you still didn’t know the answer, and said I don’t know, would you be ok with that? 
4: No, because they will be saying why haven’t you been listening and like I do understand the subject but it’s like I can’t understand, I can’t explain what the question means. 
T: And is that where you’d feel a little more stressed as you were saying earlier? 
4: Yeah. 
T: Good answer, anyone else? 
Would you prefer to answer the question verbally or write it down first? 
4: Write it down first. 
T: Why?
4: Because if I just say it again, I’ll probably stutter and say different words and if I write it down on paper and just say the words I wrote, it would be better. 
1: It depends on the question. If it is a question that you can answer straight away, and you know the answer and you don’t like, like, if you read a book, and we’re doing something on that topic, and you just like, remember something from the book, and you just know it off by heart, you can just say that because you know, but if it is like something you need to think about properly, then you need to write it down first, and check it, to see if it’s ok, and then say it. 
3: I’d prefer to write it down because like if you say something yeah, and it doesn’t make sense yeah, if you write it, you can like change it, and then change it, and then like, say it.
2: I’d prefer writing it down. If you write down, you can more easily see if it is good or bad, and if it’s a bad answer you can fit it.
T: So in someways, writing it down, does that help you reflect on it a little more? 
4: If the teacher is saying, right, erm, and if the teacher is like, picking on everyone, and she has never picked on me yet, and whilst the others have written down the answer, so when I write the answer, erm, instead of the teacher picking on me, and I start saying the answer, instead of doing that, I’d write it on a piece of paper, what I would do, is because, what I would do is, I would keep from a stutter, and all that stress, and I can’t think of a good answer if I just say it, if I write it on a piece of paper, I’ll come up with a good answer, and more like, and if I just say it from my mind, I’ll just like say it, wracking around. 
T: Good answer. How do you think questions in class can help your learning?
1: It can help develop different ways of thinking as some people thinking in a specific way, just take the easy route, and think, that’s the answer I’m going for, I’m not going to look at that, and just leave it, and just do that answer but if you like, write it down, think about it, and then ask someone else, and like, like do all these different things, then it makes it easier for you, and it also helps your learning, and you can look back into your book, and see, right, I’ve already done this and I know how to do it, so I don’t have to write it down again now because I know how to do it. 
T: Anyone else? 
4: Because in the future if your like asked a question, but if you never wrote that, if you never answered the question in the future, you wouldn’t know what to say, like imagine if you don’t know the text, and if you don’t know the answer, then you probably, get zero, or like minus mark, but if you do know the question from like, a long time ago, you can go to your book, and if you are doing a test in the future, and like you remember what the question is, so you just write it down on the sheet, and then you’ll remember what it is, and you can get full marks. 
T: What do you think (Pupil 3)? 
3: If you’re like a shy person yeah, and you don’t speak in class yeah, it might help you with your confidence. 
T: What about you (Pupil 2)? 
2: If you or someone else answers a question wrong then you’ll be able to make a mental note, and you are likely not to make the same mistake again. 
T: So it helps you relearn? 
2: Yeah. 
T: Ok some excellent answers there today. Thank you so much for your time. Some really good quality answers there to me thinking in how I can teach you all better as well. I’ll be sharing some of that information to others, just to say what the pupils were saying, which we need to listen to more. Thank you. 

Appendix iv – Journal example
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Evaluate effectiveness of responses


Modify ideas in response to evaluation 


Observe and apply its impact through delivery


Reflection on effectiveness of modification


Respond to reflection through action 



Evaluate effectiveness of responses


Modify ideas in response to evaluation 


Observe and apply its impact through delivery


Reflection on effectiveness of modification


Respond to reflection through action 


Yes	Do you like being asked questions in class? 	10	No	Do you like being asked questions in class? 	15	Column1	Do you like being asked questions in class? 	


Yes	Yes	11	No	Yes	14	


Sales	[CATEGORY NAME]
[PERCENTAGE]



1	2	3	4	5	2	1	13	6	3	

Sales	1
0%

2
[PERCENTAGE]
3
[PERCENTAGE]
4
40%
5
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1	2	3	4	5	0	1	12	10	2	

Yes	17	No 	8	



Yes	23	No	2	



Yes	18	No	7	



Yes	22	No	3	



Yes	Was there a time when you were unable to answer a question? 	13	No	Was there a time when you were unable to answer a question? 	2	


8 people	3 people
Embarrassed 
1 person
Frustrated
2 people
Pressure
2 people
Nervous

Embarrassed	Frustrated	Pressure	Nervous	3	1	2	2	

Collated results	Not knowing the answer	Getting It Wrong	Embarrassment 	Nervous and scared	Other	15	3	2	1	5	



Yes	18	No	6	
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Yes	20	No	5	
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