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Abstract
This paper reports the findings of a study aimed to investigate the forms and functions of the oral questions asked by
non-native English as a second language teachers. Participants were eighteen non-native ESL teachers. Each teacher
was asked to record one of his/her daily lessons from the regular ESL syllabus. The findings of the study showed that
the eighteen teachers asked 2215 oral questions in a forty-five minute class (123.05 questions per teacher). They
asked more direct questions than indirect questions. They asked less yes/no and or questions than Wh-questions.
They resorted to oral prompts instead of asking real questions. They asked more comprehension questions than the
other functional types of questions.
Keywords: Oral questions, Forms of questions, Functions of questions
1. Introduction
People spend a considerable amount of time asking questions in their everyday interactions. According to Kearsley
(1976), "Questions are asked as part of an interactive and social discourse” (p. 366). The ultimate aim of language
learning is to be able to communicate meaningfully. Communication mainly involves asking and answering
questions. Good quality questions and questioning techniques results in successful and effective instruction.
According to Wassermann (1991), questioning is the most frequently used instructional tool. Developing appropriate
questioning techniques is an important part of teaching and assessment (Buschman, 2001; Carpenter et al., 1999,
2000; Mewborn & Huberty, 1999). According to Hunkin (1995), cited in Wiggins & McTighe, 2001), ‘We are
shifting from viewing questions as devices by which one evaluates specifics of learning to conceptualizing questions
as a means of actively processing, thinking about, and using information productively’ (p.4). Therefore, teachers
should be trained to ask good quality, functional questions because good classroom questions encourage new ideas
and help construct meaning (Kamii & DeVries, 1978; Kamii & Warrington, 1999; Schwartz, 1996; Stone, 1993).
1.1 Classroom Questions
Questions are important because they are a part of the teaching process. Good questions arouse thinking and
encourage the students to ask themselves, each other and to ask the teacher. They can be used to measure to what
extent the ideas are right and suitable. They help achieve some of the teacher's objectives. They also encourage
discussion and classroom interaction. Questions are one of the ways of giving language practice in the classroom. In
fact, the teacher who has the ability to ask oral questions of different types can improve the mental climate of the
classroom and judge the abilities of his/her students to think. Therefore, the good teacher is the one who forms his
questions in the light of the specific objectives of the lesson and the general objective of his/her subject. In other
words, the questions should be functionally associated with the objectives of the lesson. Orntein (1995) considers
that good teaching involves good questioning, especially when large groups of pupils are being taught. Also he
points out that skillful questioning can arouse the pupils’ curiosity, stimulate their imagination, and motivate them to
search out new knowledge. It can challenge the pupils, make them think, and help clarify concepts and problems
related to the lesson. Greathouse and Karmos (1990) indicate that developing good questioning techniques requires
planning and continuous self- evaluation. They add that improving questioning techniques can provide a more
enjoyable teaching experience and a more enhanced learning experience for the students in the classroom today and
in the work force tomorrow.
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Asking questions in the classroom enhances student learning (Gall, 1970; Graesser & Person, 1994; Kloss, 1988;
Mason, 2010), generates richer interaction (Morgan & Saxtan ,1994), positively correlates to student achievement
(Graesser & Person,1994), develop learners’ attainments and achievements (Filippone, 1998), guide students’
thinking and decision making (Proudfit,1992; Van, Zee & Jim, 1997); stimulates students to think about the content
being studied (Baroody & Ginsburg, 1990; Buschman, 2001; Carlson 1997; Carpenter, Fennema, Peterson, Chiang
& Loef, 1989; Fennema, Carpenter, Franke, & Carey, 1993; Fennema, Franke, Carpenter & Carey, 1993; Good &
Brophy 2000; Wilen 2001; Wilen 2004), connect the content to prior knowledge (Good & Brophy 2000; Wilen
2001), consider its meanings and implications (Good & Brophy 2000; Seymour & Osana 2003; Wilen 2004),
connect learning in the classroom to the outside world (Bolin,1996), and explore its applications (Good & Brophy
2000; Wilen 2001). However, literature indicates that teachers’ skill to use verbal questioning is less effective than it
could be (Graesser & Person 1994; Seymour & Osana 2003). The ineffectiveness of asking oral questions is due to
teachers’ lack of knowledge about questioning taxonomies and sequencing, knowledge essential for productive
verbal questioning (Good & Brophy 2000; Wilen 2001). Davies (1981, p.162) specifies that when the teachers have
been asked to specify five skills of good teaching, they gave the questions the first, third and fourth position in the
hierarchy. Atta-All (1993, pp. 424-25) points out that using a variety of questions and asking grammatically correct
questions have been given the top position of the classroom interaction domain.
In fact, asking questions has been one of the most common teaching techniques in the classroom. Gall (1970) cited
several studies in which large numbers of questions were used by elementary teachers - ranging from 64 to 180
questions in one class period to an average of 348 questions during the school day. One of the earliest studies of
questions in the classroom was done by Romiett Stevens (1912). She estimated that 80 percent of school time was
used for questions-and-answer recitation (as cited in Orlich et al. 1990). About eight decades later, the amount of
time devoted for asking questions in the classroom has ranged between 33 percent of school time and 50 percent of
school time (Fisher et al., 1984; Watson & Young, 1986). The results of White and Lightbown's (1984) study
indicate that a single ESL teacher asked 427 questions in a 50-minute class. Wragg ( 1984, p. 97) summarizing the
results of some studies in the field of question and questioning points out that the teacher asks about 395 questions
every day, and he spends about 30% of his time asking questions. In other words, the teacher asks about 100
questions per hour. This number depends upon the topic, the age and abilities of students, as well as the teacher's
experience in forming and asking questions. Dillon (1987) reported that observations of twenty-seven senior high
school social studies teachers showed an average of eighty questions per class hour per teacher. It is obvious from
the above discussion and from reviewing the most related literature that teachers' classroom questions have been the
focus of several recent studies.
1.2 Benefits of oral questions
The use of oral questions in the classroom is considered one of the main aspects when we try to study and analyze
classroom interaction. They form one of the elements (classifications, categories) of verbal interaction in the
observation systems that are used in the analysis of that kind of classroom interaction (Flanders, 1970; Amidon &
Hunter, 1967; Eggleston, et al., 1976; Phillips et al., 1985). Many educational writings and studies stress the
significance of asking oral questions in the classroom. According to Hyman, (1979) teaching is a verbal activity that
cannot be successful without student - student interaction and the use of questions. For him, the question has a
twofold aim: (a) it urges the student to think in order to respond, (b) it also guides the student to think of a specific
topic. Teachers cannot succeed in their teaching if they are not able to form and ask questions. Generally speaking,
all questions share a common functional intent: to elicit a verbal response from the listener. As indicated by Kearsley
(1976, p.360),"Oral questions serve various functions over and above the elicitation of verbal responses."
In fact, teachers ask questions in order to check their students' understanding, to give them practice that helps them
develop accuracy with certain structures, and to develop their fluency. Heffernan (1986, p. 109) reports that Flanders
in his system of "Classroom Verbal Interaction Categories" (1970, 1979) has confirmed the findings of previous
researches that the majority of classroom talk consists of questions, answers and reactions to answers. Classroom
oral questions play an important role in the teaching/learning process. They facilitate and sustain students'
participation in the classroom (Clark & Starr, 1998), brings about higher learning (Clark & Starr (1991), gets learners
to produce language (Hyman, 1979). Enhances the elicitation of verbal responses (Kearsley, 1976), p.360). Wragg
(1984) lists twelve functions of oral questions based on her study of 54 teachers. Oral questions arouse interest and
curiosity concerning a topic, focus attention on a particular issue or concept, develop an active approach to learning,
stimulate pupils ask questions by themselves, structure a task in such a way that learning will be maximized,
diagnose specific difficulties inhibiting pupil learning, communicate with the group and interact with the teacher,
provide an opportunity for pupils to assimilate and reflect on Information, involve pupils in using an inferred
Published by Sciedu Press

63

ISSN 1927-6028

E-ISSN 1927-6036

www.sciedu.ca/elr

English Linguistics Research

Vol. 1, No. 2; 2012

cognitive operation on the assumptions that this will assist in developing thinking skills, afford an opportunity for
pupils to learn through discussion, give everyone a chance to speak and discuss, and express a genuine interest in the
ideas and feelings of the pupils.
1.3 Classification of questions
When teachers ask questions in the classroom instead of giving facts all the time; they not only improve the students'
learning but also increase their motivation to study. Teacher's questions have received quite a lot of attention
throughout the course of educational history. Terrel (1970) indicates that in the language classes the teacher
concentrates on the comprehension questions. The results of Kearsley's (1976) analysis of two sources of
conversation: the transcripts of five successive group psychotherapy sessions and the conversational portions of
selected fiction stories indicated that Wh-questions and yes/no questions together account for about 70 - 80 % of all
questions asked, with Wh-questions constituting the largest percentage. Clark and Starr (1981, p. 183) point out,
“Unfortunately, of the four categories of questions suggested by Gallagher and Aschner, most teachers are content to
concentrate on memory questions. Long and Sato (1983) analyzed 604 teachers' questions (within the epistemic
category: those which serve the purpose of acquiring information) and found that there were significantly more
display questions, which
"request information the questioner already knows. That category constituted 79%
whereas the category of questions that request new information constituted 20%. Wragg (1984) reported that the
results of one of the studies that dealt with the classification of questions indicated that 60 percent of the teacher’s
questions were recall questions, the lower level of the cognitive domain. Brock (1986) investigated the effects of
referential questions on E S L classroom discourse and found that the two teachers who had not been trained to
use referential questions 'asked a total of 141 questions, only 24 of which were referential and 117 of which were
display. Pica and Long (1986) observed the performance of experienced and inexperienced teachers and found that
display questions were used almost exclusively by all teachers. Moustafa (1987) reported that many classroom
studies have shown that a higher frequency of questions thought to require lower level of cognitive processes and
exchanges involving knowledge in particular.
1.3.1 Classification According to Forms
Question form is based normally on systematic criteria. Kearsley (1976) suggested a comprehensive classification of
questions. He classified them into verbal and nonverbal questions. The nonverbal questions were subdivided into
overt questions and covert questions. He subdivided the verbal questions into indirect questions and direct questions.
The direct questions were subdivided into open questions and closed questions. The open questions were subdivided
into simple questions, complex questions, and embedded questions. The closed questions were subdivided into
specified alternative questions and yes/no questions. The yes/no questions were subdivided into simple questions, tag
questions, and intonated questions. Kearsley (1976) also classified the question types in adult conversation into five
categories: Wh-questions, Yes/no questions, Rhetorical questions, Intonated questions, and Questions/all utterances.
Doff (1991) points out that there are three types of question forms: yes/no questions, alternative questions, and
Wh-questions. Hughes (1990) indicates that there are six types of question forms: yes/no questions, or questions,
Wh-questions, indirect questions, questions on specific texts, and miscellaneous questions.
From my teaching experience as well as through observing many non-native ESL teachers asking questions in actual
ESL teaching situations, I have developed my own taxonomy of question forms and utilized it. This taxonomy
consists of three categories: (a) direct questions that are subdivided into closed direct questions ('yes/no' questions
and 'or' questions) and open direct questions (Wh-questions), (b) Indirect questions, and (c) prompts which are
utterances given by the teacher that require oral responses on the part of the students, e.g. Tell me about yourself.,
What else?, What about you?, Describe it (see Figure 1).
1.3.2 Classification According to Functions
Question function is based on semantic characteristics. In 1956 Bloom and his associates suggested a hierarchical
taxonomy of question functions according to the levels of the cognitive domain: knowledge questions,
comprehension questions, application questions, analysis questions, synthesis questions, and evaluation questions.
After that many classifications appeared. Sanders (1966) classified questions into seven categories: memory
questions, translation questions, interpretation questions, application questions, analysis questions, synthesis
questions, and evaluation questions. Taba (1967) classified questions into three categories: questions to form concept,
questions to interpret concept, and questions to apply concept. Heber (1978) classified questions into three categories:
literal comprehension questions, interpretative comprehension questions, and applied comprehension questions.
Kaiser (1979) classified questions into four categories: open questions, closed questions, suggestive questions, and
rhetorical questions.
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Hyman (1979) classified questions into four categories: definitional questions, empirical questions, evaluative
questions, and metaphysical questions. Kearsley (1976) suggested taxonomy of four different functional types of
questions: echoic, epistemic, expressive, and social control. Long and Sato (1983) classified the functions of question
into seven categories: comprehension checks, clarification requests, confirmation checks, referential, display,
expressive, and rehetorical. Hughes (1990) suggests five functional types of questions: language questions,
comprehension questions, lesson progress questions, opinion / preference questions, and factual/personal questions.
According to Gallagher and Aschner's (1963) analysis, there are four basic categories of questions: Cognitive
memory questions, convergent questions, Divergent questions, and evaluative questions. According to Barrett’s
taxonomy of questions adapted by Tollefson (1989), there are five categories: literal comprehension, reorganization,
inferential comprehension, evaluation, and appreciation. These categories are ordered according to increasing
difficulty based on the demands on cognition that each level places on the student. indicated that El-Mofti (1980, as
cited in Moustafa, 1987) classified questions into casual, explanational, logical and calling attention. It is clear that
there are some similarities and many differences among these classifications.
Since most if not all teachers of English in the EFL classrooms ask questions such as: How are you today? (A factual
/ personal question), How many children does Hassan have? (A comprehension question), Can you spell it? (A
language question), Can you all see? (A lesson progress question), and Do you agree with him? (An
opinion/preference question), I adopted Hughes'(1990) taxonomy that consists of five functional types of questions:
language questions, comprehension questions, lesson progress questions, opinion/preference questions, and
factual/personal questions (See Figure 2).
2. Statement of the Problem and Purpose of the Study
Most, if not all, studies on questions and questioning techniques in ESL settings focused on native English speaking
ESL teachers. Therefore, the present study tries to investigate the forms and functions of the oral questions asked
by non-native ESL teachers in ESL settings. More specifically, it attempts to answer the following questions:
1) How many oral questions per class do non-native ESL teachers ask?
2) What are the forms of the oral questions asked by non-native ESL teachers?
3) What are the functions of the oral questions asked by non-native ESL teachers?
3. Hypotheses of the study
In light of the review of the most related literature, I hypothesized that:
H 1: Non-native ESL teachers ask more direct questions than indirect questions.
H 2: Non-native ESL teachers ask more closed question (yes/no & or) than open questions (Wh-questions).
H 3: Non-native ESL teachers use more prompts than questions.
H 4: Most of the questions of non-native ESL teachers are comprehension questions (display questions).
4. Significance of the problem
It is obvious from the above discussion that questions are one of the ways of giving language practice in the
classroom and that asking questions in the classroom is a daily routine work of teachers. The results of many studies
indicated that asking questions has been one of the most common teaching techniques in the classroom and teachers
devote so much time of the school day for asking questions. It is hoped that the present study would shed light on the
forms and functions of the oral questions asked by Non-native ESL teachers and set some guidelines that help
develop ESL teachers' competency of asking questions functionally so as to improve their students' communicative
competence.
5. Methodology
5.1 Participants
The Participants for the present study comprised eighteen non-native ESL teachers of both sexes: ten female ESL
teachers and eight male ESL teachers. Ten participants were teaching high school English language learners and
eight participants were teaching middle school English language learners. They were chosen randomly on a
voluntary basis. They were all with considerable ESL/EFL experience. Their teaching experience ranged between
three to twenty seven years. Sex and nationality are not variables in the present study.
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5.2 Instruments
Each one of the participants of the study was asked to audio tape one of his/her daily lessons from the regular ESL
syllabus. The data utilized in the present study were collected from the eighteen audio tapes of the eighteen lessons
taught by the participants.
5.3 Procedures
The participants were told to stick to their lesson plans for the day and not to depart from their regular ESL syllabus.
They were also told to use the same conventional teaching methods they use every day. Every one of the participants
was told to audio record a complete forty-five minute lesson. The audio tapes were later transcribed and analyzed by
the researcher. To analyze the collected data, the researcher used both the sound tapes and the transcripts. The
analyses were conducted according to two taxonomies of questions. The first one is the researcher's taxonomy of
question forms (Figure 1) and the second one is the taxonomy of question functions adopted from Hughes’ (1990)
taxonomy (Figure 2).
6. Results and discussion
In light of the questions and hypotheses of the present study, the results are presented and discussed in this section.
The data presented in table 1 shows the number of oral questions asked by the participants of the present study and
answers the first question, "How many oral questions per class do the non-native ESL teachers ask?” Table (1)
shows that the total number of oral questions asked by the participants was 2215 oral questions in a 45 minute class
with an average of 123.05 questions per 45 minute class per teacher. They asked 369 ‘yes/no questions’ (20.5
questions per teacher), 40 ‘or questions’ (2.23 questions per teacher), 852 ‘Wh questions’ (47.33 questions per
teacher), 152 ‘indirect questions’ (8.44 questions per teacher). They also used 802 ‘prompts to elicit information’
(44.56 prompts per teacher). Table (1) also indicates that the minimum number of oral questions asked by
Non-native ESL teachers was 64 questions and the maximum number was 208 questions. This means that they spent
most of the class time asking questions. These findings support the findings reported by Heffernan (1986, p.109).
The findings were also confirmed by the findings of other studies (Dillon, 1987; Gall, 1970; White & Lightbown,
1984; Wragg, 1984). It is clear that non-native ESL teachers ask many questions because questioning tends to be a
universal teaching strategy and it is considered a classroom routine. When teachers ask questions in the classroom
instead of giving facts all the time, they not only improve the students' learning but also increase their motivation to
study.
The data presented in table 2 shows the forms of oral questions asked by the participants of the present study and
answers the second question, “What are the forms of the oral questions asked by non-native ESL teachers?" The oral
questions asked by the participants of the present study were classified according to the taxonomy of the question
forms suggested by the researcher (see Figure 1). Table (2) shows that non-native ESL teachers ask oral questions of
different forms. They ask yes no questions, or questions, Wh questions, and indirect questions. They also use
prompts to elicit information from their students. They ask oral questions of different types in order to encourage and
enhance classroom interaction and to indicate their success in teaching. This has been confirmed by Hyman, (1979)
who indicated that teaching is a verbal activity that cannot be successful without student-student interaction and the
use of questions. The main reasons non-native ESL teachers ask so many questions is the large classes they teach.
This makes classroom interaction to be teacher-initiated rather than student-initiated interaction.
The data presented in table 3 shows the functions of oral questions asked by the participants and answers the third
question, “What are the functions of the oral questions asked by non-native ESL teachers?” The oral questions asked
by the participants of the present study were classified according to the taxonomy of the question functions adopted
from Hughes' (1990) taxonomy (see Figure 2). Table (3) shows that non-native ESL teachers ask various functional
oral questions. In other words, they ask oral questions for different purposes. They ask language questions to check
students' linguistic ability, comprehension or display questions (to which they know the answers) in order to check
students' understanding, lesson progress questions to draw their students' attention and to involve them in classroom
interaction, opinion and/or preference questions to give students a chance to express their opinions and/or
preferences, and factual and/or personal questions to encourage students to state facts and/or give personal
information. Classifying teachers' questions according to the taxonomy of question functions indicated that the
participants asked 2215 oral questions in a 45 minute class (with an average of 123.05 questions per 45 minute class
per teacher). They asked 184 ‘language questions’ (10.22 questions per teacher), 1395 ‘comprehension questions’
(77.50 questions per teacher), 110 ‘lesson progress questions’ (6.11 questions per teacher), 282 ‘opinion/ preference
questions’ (15.67 questions per teacher), and 244 ‘factual/personal questions’ (13.55 questions per teacher).
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The data presented in table 4 shows the distribution of questions of all types according to the taxonomy of question
forms as they occurred in non-native ESL teachers’ classes. Comparisons of subsets of these data served to test
hypotheses 1, 2, and 3. Of a total 1413 both direct and indirect questions asked by the eighteen non-native ESL
teachers, 1261 were ‘direct questions’ (70.05 questions per teacher) and 152 ‘indirect questions’ (8.44 questions per
teacher). Whereas the direct questions made up 89.24 %, the indirect questions made up 10.76 %. It is clear that
non-native ESL teachers find it difficult to form and ask indirect questions. Therefore, they resort to direct questions
most if not all the time. Thus, the first hypothesis, “Non-native ESL teachers ask more direct questions than indirect
questions,” was confirmed.
Table 4 also shows that the eighteen teachers asked 1261 both closed direct and open direct questions with an
average of 70.05 questions per teacher. Of the 1261 direct questions, 409 (32.43 %) were ‘closed direct’, and 852
(67.57 %) ‘open direct’. This means that non-native ESL teachers ask less closed question ('yes/no’ & 'or') than open
questions (Wh-questions) Thus, the second hypothesis, “Non-native ESL ask more closed question (yes/no & or)
than open questions (Wh-questions),” was rejected. Since the focus of the study was on the ESL settings, I
hypothesized that non-native ESL teachers would find it difficult to ask many Wh-questions. But, the results showed
that they asked more Wh-questions than the other forms. Similar findings were reported by Kearsley (1976) who
analyzed the transcripts of five successive group psychotherapy sessions and some conversational portions of
selected fiction stories and found that Wh-questions and yes/no questions together account for about 70-80 % of all
questions asked, with Wh-questions constituting the largest percentage.
As indicated in table (4), the number of prompts used by the eighteen non-native ESL teachers was 802 with an
average of 44.56 prompts per teacher, and the number of the other forms of questions was 1413 questions with an
average of 78.50 questions per teacher. The data presented in table (4) also shows that whereas the 802 prompts
accounted for 36.21 % of all questions asked by the eighteen ESL teachers, the 1413 questions (other types)
accounted for 63.79 % of all questions. It is clear that non-native ESL teachers use more questions than prompts.
Therefore, the third hypothesis, “Non-native ESL use more prompts than questions,” was also rejected. Although
prompts are very easy to form and use (sometimes the prompt is only a word or two words, e.g., yes, what else?
Another one.), non-native ESL teachers try to form grammatically correct questions. They concentrate on accuracy
rather than fluency. This is why they asked more grammatically correct questions than prompts (though the number
of prompts was big).
The data presented in table (5) indicates the distribution of questions according to the taxonomy of the question
functions as they occurred in the classes of the eighteen non-native ESL teachers and shows a comparison of the data
served to test the fourth hypothesis. It indicates that whereas the number of comprehension questions asked by the
eighteen non-native ESL teachers was 1395 questions (77.50 questions per teacher), the number of the other
functional types was 820 questions (45.56 questions per teacher). It is clear that of total 2215 questions of all
functional types, comprehension questions comprised 62.98 %, and the other types comprised only 37.02 %. Thus
the fourth hypothesis, “Most of the questions of Non-native ESL teachers are comprehension questions (display
questions),” was confirmed. Similar findings were also reported by other researchers: Terrel (1970) indicated that
in the language classes the teacher concentrates on the comprehension questions; Long and Sato (1983) counted the
questions in the speech of six ESL teachers and found that there were significantly more display questions (79%)
than referential questions (21%); Brock (1986) found that the two teachers who had not been trained to use
referential questions 'asked a total of 141 questions, only 24 of which were referential and 117 of which were display;
and Pica and Long (1986) found that display questions were used by all teachers. Non-native ESL teachers ask
more comprehension or display questions than other types of functional questions because they already know the
answers to such questions. This makes them feel more secure. Moreover, these questions are easy for the students to
answer. Such questions merely test recall. In other words comprehension or display questions require nothing more
than simple recall of a phrase, a detail from a text, or a vocabulary item while other questions may require students to
infer, appreciate, or formulate and express an opinion or an evaluation of an event or a reading passage.
7. Conclusions and recommendations
The findings reported in the present study show that non-native ESL teachers ask so many oral questions in the
classroom. The smallest number of oral questions asked was 64 whereas the biggest number was 208 questions
within a forty-five minute class. Non-native ESL teachers ask oral questions of different forms. They ask direct
questions ('yes /no' questions, 'or' (alternative) questions, Wh-questions), indirect questions, and prompts. They also
ask oral questions for different purposes. They ask language questions, comprehension questions, lesson progress
questions, opinion/preference questions, and factual/personal questions. The findings also indicate that non-native
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ESL teachers concentrate on Wh-questions so as to give the students a chance to use the language. They also focus
on comprehension questions that make them feel more secure since they know the answer beforehand. Because they
are afraid of making mistakes, and in order to save time, non-native ESL teachers use so many prompts to elicit
information from their students.
Therefore, non-native ESL teachers should be encouraged to decrease their talk time and increase their students' talk
time. They should also be trained in forming indirect questions. They should pay more attention to the kinds of
questions they ask and the kinds of responses that these questions elicit. They must use the appropriate questions that
elicit the proper response level from the students. Student-student as well as student-teacher classroom interaction
should be encouraged. Students must be given the opportunity to ask questions. They must be involved in different
communicative language learning activities.
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Table 1. Number of Oral Questions Asked by Non-native ESL Teachers
Teacher

Yes/o Qs

Or Qs

Wh-Qs

indirect Qs

Prompts

Total

1

13

0

33

11

63

120

2

12

9

96

6

30

153

3

18

0

43

11

63

135

4

9

0

34

13

34

90

5

29

0

29

18

18

94

6

22

1

43

3

57

126

7

41

0

73

32

22

168

8

14

0

56

5

36

111

9

20

0

38

5

21

84

10

5

0

49

5

23

82

11

39

0

41

0

48

128

12

17

2

25

0

20

64

13

24

2

30

4

33

93

14

2

0

44

3

35

84

15

27

0

45

28

108

208

16

25

0

61

3

90

179

17

38

8

16

0

38

100

18

14

18

96

5

63

196

Total Qs.

369

40

852

152

802

2215
**

**

The questions were counted within each forty-five minute class.

Table 2. Forms of Oral Questions Asked by Non-native ESL teachers
#Teacher

Yes/o Qs

Or Qs

Wh-Qs

indirect Qs

Prompts

Total

18

369

40

852

152

802

2215

Table 3. Functions of Oral Questions Asked by Non-native ESL teachers
#
Teacher

18

Language
Qs

184

Published by Sciedu Press

Comprehension

Lesson

Opinion/

Factual/

Qs

progress

Preference

Qs

Qs

Personal
Qs

110

282

244

1395
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Table 4. A Comparison of Questions According to the Taxonomy of Question Forms
Type of Questions

Total Number

Means

Percentage

Direct Questions

1261

70.05

89.24

Indirect Questions

152

8.44

10.76

Closed Direct Questions

409

22.72

32.43

Open Direct Questions
(Wh-)

852

47.33

67.57

Prompts

802

44.56

36.21

1413

78.50

63.79

Other
Forms
Questions

of

Table 5. A Comparison of Questions According to the Taxonomy of Question Functions
Type of Questions

Total Number

Means

Percentage

Comprehension Qs

1395

77.50

62.98

Other Types of Qs

820

45.56

37.02

Figure 1. Taxonomy of Question Forms

Figure 2. Taxonomy of Question Functions
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