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ABSTRACT 

TEACHERS’ QUESTIONS: DO THEY ENCOURAGE CRITICAL 

THINKING? 

Özgür, Nilüfer 

M.A., Department of Teaching English as a Foreign Language

Supervisor: Prof. Dr. İlknur Keçik 

February 2007 

We can easily underline that today there are two related terms with 

society: knowledge and technology. Every person living in a society should 

always think critically in order to cope with a developing technology and 

knowledge. Besides analytical skills, firstly critical thinking abilities should 

be taught to help students in the process.  

Developing individuals who posse critical thinking skills, is one of 

the most important goals of our education system. Teachers, instructors, and 

lecturers play a great role in developing critical thinking. Considering the 

classroom environment, teachers can do different tasks to promote this; for 

example, they can start a class discussion by which students can have the 

chance to express their personal opinions. Topics given should ideally 

encourage students to do research, synthesize the relevant ideas and present 

them in a logical way. Furthermore, teachers can act as facilitators promoting 

students’ critical thinking abilities by asking questions which can foster 

students’ ability to analyze, synthesize, reason, and express their ideas freely.  

Paying attention to the importance of the questions in developing 

critical thinking skills, the aim of this study is to identify what kind of 

questions teachers ask at Intermediate level in Listening / Speaking courses at 

Anadolu University School of Foreign Languages. Moreover, the study aims 

to find out whether the questions asked by the teachers include High- Order 

questions or not.      

      The study was conducted in 2005- 2006 at Anadolu University 

School of Foreign Languages with eight teachers teaching 400 students at 

Intermediate level. The eight teachers were video- recorded for eight class 
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hours over a week period in their Listening / Speaking courses. It has to be 

underlined that from those eight teachers, three teachers were chosen based 

on their teaching experiences and their native languages and the recordings of 

those particular teachers were analyzed. The total process of recording lasted 

for three weeks between the 12th of December 2005 and 2nd of January 2006.  

      The findings of the study revealed that teachers ask different types of 

questions. Since the focus of the study was the High- Order Questions, the 

results indicated that the percentage of the High- Order Questions asked in 

Listening/Speaking classes is not high.  

Key Words: Questions, High- Order Questions, Language Teaching, 

 Classroom Discourse 
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ÖZET 

ÖĞRETMEN SORULARI: ELEŞTİREL DÜŞÜNMEYE TEŞVİK 

EDİYORLAR MI? 

Özgür, Nilüfer 

Yüksek Lisans, Yabancı Dil Olarak İngilizce Öğretimi Bölümü 

Tez Danışmanı: Prof. Dr. İlknur Keçik 

Şubat 2007 

Günümüz toplumu bilgi ve teknoloji toplumu olarak adlandırılabilir. 

Bu toplumda yer alan her bir bireyin, teknoloji ve bilgiyle baş edebilmesi için 

eleştirel düşünmesi ve düşüncelerini başkalarıyla paylaşması gerekir. Bu da 

hem bireysel hem toplumsal gelişimi sağlar. Düşünen bireyler yetiştirebilmek 

için eleştirel düşünme becerilerinin kazandırılması gerekir. Düşünebilen 

bireylerin yetiştirilmesi, eğitim sistemimizin en temel amaçları arasında yer 

alır. Bireylere eleştirel düşünme becerilerinin kazandırılmasında en önemli 

görev öğretmenlere düşmektedir. Bu nedenle sınıf içinde öğrencilerin 

eleştirel düşüncelerini geliştirebilmeleri için öğretmenlere çeşitli görevler 

düşmektedir. Örneğin, tartışma konularının açılması, öğrencilere araştırmaya 

yönelik ödevlerin verilmesi, bu ödevlerin sınıfta sunulması, öğrencilerin 

farklı bakış açıları kazanmalarını sağlayacaktır. Bunun yanında, eleştirel 

düşünmeyi geliştirecek sorular sorulması, öğrencilere düşüncelerinin 

açıklatılması, var olan düşünceleriyle yeni bilgilerin analiz ya da sentez 

edilmesine yol açacak sorular yöneltilesi yoluyla da öğrencilerin eleştirel 

düşüncelerini geliştirebilir.  

Bu araştırmanın amacı, Anadolu Üniversitesi Yabancı Diller Yüksek 

Okulu’nda orta seviyede eğitim veren öğretim elemanlarının 

Dinleme/Konuşma dersinde eleştirel düşünme gücünü geliştirmeye yönelik 

soruların sorulup sormadığını ve bu soruların işlevlerini saptamaktır.  

Araştırma 2005- 2006 öğretim yılı bahar dönemi Anadolu 

Üniversitesi Yabancı Diller Yüksek Okulu’nda orta düzeyde eğitim veren 

sekiz öğretim elemanı ve 400 öğrenciyle gerçekleştirilmiştir. Sekiz öğretim 

elemanının Dinleme / Konuşma dersleri bir hafta boyunca videoya 
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kaydedilmiştir. Analiz için sekiz öğretim elemanından üçü öğretim 

tecrübeleri ve ana dilleri farkı dikkate alınarak seçilmiş ve bu öğretim 

elemanlarının dersleri incelenmiştir. Veriler hem niceliksel hem niteliksel 

olarak analiz edilmiştir.  

Çalışmanın sonuçları öğretim elemanlarının değişik soru türleri 

sorduklarını ortaya koymuştur, ancak öğrencileri eleştirel düşünmeye 

yönlendirecek türde soruların çok sayıda sorulmadığı gözlenmiştir.  

Anahtar Kelimeler: Sorular, Eleştirel Düşünme Soruları, Dil Öğretimi, Sınıf

 İçi Bilimsel Araştırma 
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CHAPTER I: INTRODUCTION 

        

“The quality of our thinking is given in the quality of our questions”  

                       Elder & Paul (2005) 

1.1. Introduction 

        In people’s lives there are some basic needs like food, water, and shelter. 

Besides these, there is another important need as for a person, which is 

education. Although many people and politicians talk about the importance of 

education, there are still a lot of problems to overcome in our education system. 

The current system suggests students memorize a series of facts and remember 

those facts when they are asked to complete a test. This problem seems to have 

been the concern of different education systems for a long time. 

        Raths, Jonas, Rothstein and Wasserman in their work in 1967 (cited in 

Carr, 1990: p1) point out that the thinking process is not emphasized at schools. 

They noted that, “...memorization, drill, homework, [and the] quiet classrooms” 

were rewarded, while “...inquiry, reflection [and] the consideration of 

alternatives [were] frowned upon.” Tama (1989) also draws attention to the 

same problem by saying that educators complain about having students who do 

not think (Mullis, 1983, Gardner, 1983; Action for excellence, 1983, cited in 

Tama, 1989). Oliver & Utermohlen (1995, cited in Karen, 1997) state that the 

students of today are still passive receptors of information; however, there is 

too much information with the help of the developing technology, which can 

require students to cope with the information instead of passively accepting it.  
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As Cotton (1991: p.16) indicates: 

“If students are to function successfully in a highly technical society,  
then they must be equipped with lifelong learning and thinking  
 skills   necessary to acquire and process information in an ever- changing 
world”. 

      For this reason, recently in the current education system there have been 

some attempts to find solutions to overcome the problem of passive students 

and to develop students as effective thinkers. Hirose (1992) mentions that 

teaching thinking skills are not only essential for students’ success in their 

educational life but also it is necessary for their success in the workforce. 

According to Hirose (1992) employers complain about employees’ lack of 

reasoning and critical thinking abilities. Those abilities are essential because 

compared with the jobs in the past the modern work environment requires more 

thinking and problem solving abilities. In order to be successful in life, people 

should think critically, and it is vital that this process be the focus of schooling 

in every area of the education system (Huitt, 1993; Thomas & Smoot, 1994, 

cited in Huitt, 1998). Regarding the importance of critical thinking, teaching 

that skill should be started since childhood and should be continued 

consciously at schools. (More detailed information on critical thinking is given 

in Chapter II.) 

      Briefly, it is urgent for the teachers to achieve the aim of developing 

critical thinkers in life. Considering the studies conducted on critical thinking, 

it was found that studies tired to find out the relationship between reading and 

critical thinking, writing and critical thinking. In terms of the relationship 

between critical thinking and language learning classrooms, developing critical 
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thinking abilities was not the concern of the teachers in the early 

methodologies. However, nowadays it is stated that knowing the mechanism 

and the system of the language is not enough. In other words, becoming 

proficient in language use does not only mean using the language, knowing the 

meaning of the words and the structures. It also requires students to show that 

they are creative and that they are critical thinkers who can state their own 

ideas on any topic (Kabilan, 2000).  

      Then the following question comes to mind: What is the role of the 

teachers in the classroom to promote students’ critical thinking abilities? 

      Keng (1996) tries to answer that question by saying that when teachers 

want to carry out the process of critical thinking in classroom, teachers should 

change their roles from a traditional teacher to a nontraditional one. In other 

words, the teacher should not think of himself or herself as an expert and 

dispenser of information but should have the role of a questioner and a 

facilitator. Fasko (2003) adds that in order to create a classroom environment to 

develop students’ critical thinking, teachers can challenge their students’ 

thinking by posing problems, having discussions, and raising questions. These 

questions are defined as High- Order questions by Todd (1997) and this term is 

accepted to name the critical thinking type of questions in this study. These 

strategies have a crucial role in every area of education and language teaching 

classes are one of these areas.   

      To lead students to be creative and critical thinkers, the interaction 

between the teacher and students also the interaction among the students should 
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be fostered. As mentioned before, Morino Institute (2001) emphasizes that to 

engage the interaction between the teacher and the students teachers should be 

good at questioning skill, which is accepted as an effective factor in this 

process. What’s more teachers’ questions are important for students’ cognitive 

and meta cognitive improvement in language classes (Açıkgöz, 2002; Myhill 

and Dunkin, 2002).  

      Regarding the importance of questioning as an inevitable strategy in 

language teaching environment, the types and appropriateness of questions 

used in classrooms should be investigated. According to some studies 

conducted, the results reveal that teachers generally tend to ask non challenging 

questions. However, considering the development of students’ critical thinking 

abilities, more challenging questions which require students to analyze, 

synthesize, evaluate, and state their personal reasons should be asked. To give 

students this chance, Listening/Speaking classes go one step further since in 

those classes the interaction between the teacher and the students is inevitable. 

      For this reason, especially in Listening / Speaking classes, teachers should 

investigate their questions in depth, and should consider whether those 

questions require students to think. Therefore, the aim of the current study is to 

explore the types of questions teachers ask in Listening / Speaking classes and 

to see whether High- Order questions are asked or not. 
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1.2. Statement of the Problem 

 
        The importance of teaching critical thinking skills in any classroom 

environment is emphasized recently because it is pointed out that not only for 

students’ school life success but also for their life long success that skill needs 

to be taught. Having the aim of developing students’ critical thinking abilities, 

many studies have been conducted in literature. The main focus of those 

studies was to find out how that skill is fostered in reading and writing classes. 

However, students’ critical thinking abilities can be promoted in the other 

language classroom setting by using different techniques as well. As it is stated, 

teachers’ questions are one of the alternatives which have a crucial role on 

promoting students’ critical thinking abilities. Considering the question answer 

sessions in classes, it can be said that the interaction between the teacher and 

the students is seen most in speaking classes. For this reason, this study tries to 

focus on teachers’ questions in Listening/Speaking classes.  

        Moreover, as it has been stated, as a result of the increasing emphasis on 

teaching thinking skills, school curriculums were renewed. Anadolu University 

School of Foreign Languages underwent such a process in 2003-2004 academic 

year. Teaching critical thinking skills to students was included into the 

objectives of Listening / Speaking course. In order to develop critical thinkers, 

first teachers themselves should be critical thinkers in classes who can lead the 

students into that process. As it is mentioned before, one of the ways of 

developing critically thinking students can be fostered by raising questions. For 

this reason, this study is conducted to describe teachers’ repertoire of asking 
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questions in Listening / Speaking courses at Anadolu University School of 

Foreign Languages. The study tries to find out whether the teachers 

participating in the current study ask High- Order questions. In addition, the 

current study also tries to find out whether the teachers ask extra questions 

which are not stated in the book and questions which lead students to think, 

analyze, and state their reasons.  

      According to the findings, the participants can have the chance to make 

necessary adaptations in their teaching styles. Considering the scope of the 

study, the results cannot lead to generalization, but similar studies can be 

conducted, the teachers can explore the situation, and adopt themselves to fit 

best into their classroom environment.  

      As a result, the aim of the current study is to find answers to the following 

research questions.  

 1.3. Research Questions 

1) What is the proportion of the High- Order questions within the whole

spectrum of questions asked in Listening/Speaking classes at Anadolu 

University School of Foreign Languages? 

2) What functions do the critical thinking questions serve?



 

 

7

1.4. Definition of the Terms 

Critical Thinking: 

        According to Critical Thinking Cooperation (2006) critical thinking is an 

ability which is beyond memorization. When students think critically, they are 

encouraged to think for themselves, to question hypotheses, to analyze and 

synthesize the events, to go one step further by developing new hypotheses and 

test them against the facts.  

 

      Questions: 

        Questions are structures which are instructional cues that convey students 

the content elements to be learned and directions for what they are to do and 

how they are to do it (Cotton, 2001).  

 

Echoic Questions: 

        Echoic questions are structures which do not call for any new information, 

but are related with the previous answer. Those questions request for 

comprehension, where teachers check whether the students understood the 

topic or not, or the questions request for clarification, when the teacher is not 

sure about the answer that s/he gets from the student, and the questions requests 

for confirmation, when the teacher may need to check whether the other 

students have the same idea with him/her, or even to check whether the 

students have the same idea among each other (Todd, 1997). 
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Epistemic Questions: 

      Epistemic questions ask for new information, even if that information is 

both known by the teacher and the students. Those questions are sub divided as 

display and referential questions. Display questions are not asked to gain 

knowledge, the teacher already knows the answer and only asks to test the 

students’ knowledge. Referential questions on the other hand are asked to gain 

new knowledge. The teacher does not know the answer (Todd, 1997).  

High- Order Questions: 

      Those questions require students to make ‘analysis, synthesis, critical 

thinking’ and state their personal reasons (Richards, 1990a:5, cited Todd, 

1997).  
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CHAPTER II: LITERATURE REVIEW 

          

2.1. Introduction 

        For thousands of years, one of the concepts that have been discussed is the 

term education. Not only the term has been discussed but also many different 

ideas have been stated on it. In the past, education was accepted as a way of 

transmitting the already existing knowledge and cultural values to other 

generations (Doğanay, 2000). In terms of the teachers in the past, students were 

regarded as empty vessels, which needed to be filled with knowledge. As for 

the subject matter that the teachers were going to teach in the class, they 

thought that students do not know anything about it and that they do not have 

any experiences. Whether consciously or unconsciously, those teachers could 

ignore students’ individual differences and might disregard boring classroom 

environments, which resulted in minimal involvement of the students to class. 

When learners feel that their personal opinions and beliefs are not worth to be 

listened in the classroom, they become passive learners. As Kabilan (2000) 

states, when teachers think of themselves as the ones who should provide 

information and answers to the students, this means that they expose students 

to “spoon- feeding”. For this reason, “the learners’ ability to look for answers 

and solutions, to inquire, to decide, to question, to reject and to accept ideas 

will greatly diminish”.  

        However, if teachers see themselves as thinkers, initiators, and facilitators, 

they will help the learners to become a community of thinkers. Spoon-fed 
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students will not be able to cope with the developments in technology and 

information age. For this reason, teaching thinking skills has gained importance 

(Kabilan, 2000). As Brookfield (1987) thinks, many other educators point out 

that for tomorrow’s workers and citizens having specific knowledge will not be 

as effective as learning and making sense of new information. Since there is too 

much information with the help of the developing technology, students may 

need to cope with that information instead of passively accepting it. According 

to Brookfield (1987), to cope actively in this process, instead of letting others 

do this on their behalf, students need to make judgments; they need to make 

choices and decisions for themselves which means that they need to think 

critically. Therefore, Kerka (1992) pays attention to the importance of high- 

order thinking skills and says that this is essential and must be taught. In the 

following part more detailed information is given on critical thinking. 

 

2.2. Critical Thinking 

        Different scholars approached the idea of critical thinking from different 

perspectives. Beyer (1995, cited in Fasko, 2003) defines critical thinking as 

“making reasoned judgments”. McBurney (1996, p: 2, cited in Fasko, 2003) 

considers critical thinking as “an attitude of asking why”. From Brookfield’s 

(1987) point of view, critical thinking is the thinking process that “results in a 

discussion, a speech, a proposal or experiment, or a document like a position 

paper. It can result in a new way of approaching significant issues in one’s life 

or a deeper understanding of the basis for one’s actions.  Lewis and Smith 
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(1993, cited in Fasko, 2003) state that critical thinking occurs when a person 

interrelates or rearranges the information which is stored in his/her memory 

with the new information that s/he takes.  

        According to Karen (1997) “Critical thinking is the intellectually 

disciplined process of actively and skillfully conceptualizing, applying, 

analyzing, synthesizing, and /or evaluating information gathered from, or 

generated by observation, experience, reflection, reasoning, or communication, 

as a guide to belief and action” (Scriven, 1996, cited in Karen, 1997:1).  

        From Diestler’s (2005) point of view, someone who thinks critically, uses 

specific criteria to evaluate reasoning, forms positions, and makes decisions. 

Ennis (1987, cited in Tama, 1989: 1) suggests that “critical thinking is a 

reasonable, reflective thinking that is focused on deciding what to believe or 

do.” Moreover, Carr (1990:1) defines critical thinking as “a way of reasoning 

that demands adequate support for one’s beliefs and willingness to be 

persuaded unless the support is forthcoming.”  

        From Angelo’s point of view “Most formal definitions characterize 

critical thinking as the intentional application of rational, higher order thinking 

skills, such as analysis, synthesis, problem recognition and problem solving, 

inference and evaluation” (Angelo, 1995, p.6, cited in Karen, 1997:1).  

        For Halvorsen (2005) when people think critically on any topic, they 

involve themselves personally into it and see how they fit into the context. 

Jones (1996, p: 3-4) explains her view by saying that “Critical thinking is 

generally agreed to include the evaluation of the worth, accuracy, or 
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authenticity of various propositions, leading to a supportable decision or 

thoughtful reflection to analysis and a determined course of action. This is the 

process that we need to teach our clients”. By clients Jones focuses on the 

students.  

      Mayer and Goodchild (1990, p: 4, cited in Fasko, 2003, p: 7) define 

critical thinking as “an active and systematic attempt to understand and 

evaluate arguments”, or “a sequence of internal symbolic activities that lead to 

novel, productive ideas or conclusions”. Also Levy (1997, cited in Fasko, 2003, 

p: 8) states that critical thinking is “an active and systematic cognitive strategy 

to examine, evaluate, and understand events, solve problems, and make 

decisions on the basis of sound reasoning and valid evidence”. 

      Considering the students at college level, Steel (1997, cited in Fasko, 

2003, p: 8) defined critical thinking as a skill “which enables individuals to 

solve problems for which they have no ready- made procedures or solutions”.  

      According to Kurfiss (1988, p: 2) who is an educator, critical thinking is 

defined as “a rational response to questions that cannot be answered 

indefinitely and for which all the relevant information may not be available. 

Critical thinking is an investigation, whose purpose is to explore a situation, a 

phenomenon, a question, or a problem to arrive at a hypothesis or a conclusion. 

In critical thinking, all assumptions are open to question, divergent views are 

aggressively sought, and the inquiry is not biased in favor of a particular 

outcome”. 
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        Similarly, many educators accept critical thinking as a valuable skill. For 

example, English language teachers state that it is vital to elaborate an 

argument and develop implications, understand, analyze, evaluate arguments, 

and support with details. However, some teachers complain about students’ 

inability to synthesize ideas and accept assumptions without questioning 

(Powers and Enright, 1987, cited in Kurfiss, 1988).  

        From all those definitions given above, it can be said that when students 

are expected to think critically, they are expected to think from different points, 

or they should think in depth. Also students are expected to make analysis, to 

make synthesis with the previous knowledge that they already have in their 

minds and evaluate that knowledge, reason the events and state their personal 

ideas about those events. For this current study, the key points which will be 

taken into account are whether teachers lead students to think, analyze, 

synthesize and state reasons through the questions they ask which function as 

High- Order questions.  

        Although students are expected to be critical thinkers, it does not develop 

quickly and automatically by itself. As Chalupa & Sormunen (1995, cited in 

Thoms, 2004) point out, this skill can be developed with a great deal of effort 

on the part of teachers by incorporating critical questioning into their 

classrooms, which is one of the ways among many alternatives. Briefly, it can 

be said that the responsibility of developing critical thinking skill is greater on 

teachers than the students since questioning is considered the guiding force 

from teachers’ part. Chalupa & Sormunen (1995, cited in Thoms, 2004) add 
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that not the textbooks but the teachers have an effective power in shaping 

students’ ability to think, which means that in order to develop students’ 

critical thinking abilities instructors can have the leading role.  

        Briefly, in order to help the students in this difficult process, teachers can 

take some prevention to develop critical thinkers. In the following part some 

information will be given about the activities that can be conducted to promote 

students’ critical thinking abilities.  

 

2.3. How to Promote Critical Thinking in a Classroom Environment 

        In terms of the teachers’ roles in the classroom, Schafersman (1991) 

claims that, one of the best ways to teach critical thinking is to make students 

write term papers. With the help of writing, Schafersman (1991) says that 

students try to organize their thoughts, organize the data in a logical way, and 

present their conclusions in a persuasive manner. Schafersman (1991: 7) adds 

that “Good writing is the epitome of good critical thinking”. King (1995) also 

fosters Schafersman’s (1991) thought on developing critical thinkers by 

writing. He clarifies his idea by saying that, before writing their thoughts down 

on the paper, learners need to identify issues, formulate hypotheses and 

arguments and then they need to clarify their thoughts in a logical way.  

        Halvorsen (2005) also drew attention to different techniques of developing 

critical thinkers in class. One of the techniques was defined as media analysis. 

He states that, when students are given any kind of form of media, they are 

forced to think in terms of media bias and censorship. This opportunity gives 
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students the chance to think on these biases and to reflect on these in detail, 

which can encourage them to think about the issues that affect their lives.  

        Another way of developing critical thinkers can be achieved through 

problem solving activities, where students are expected to analyze complex 

problems like city’s poor public transport system and by looking at the pro’s 

and con’s of those problems students can be forced to think critically by being 

expected to solve those problems according to their own ideas.  

        Ngeow and Kong (2003) drew attention to another activity which 

promotes critical thinking in class. This activity is described as discussion. 

Engestrom (1999, cited in Ngeow and Kong ,2003) states that, when 

discussions are held properly in class, they can be effective tools for promoting 

students’ thoughts and creativity, since learners need to synthesize the new 

information with the prior one and with their own experiences.  

        In addition to all those ways of developing critical thinkers, Potts (1994) 

mentions that asking open- ended questions which do not have one correct 

answer can be one of the steps in developing critical thinkers. According to 

Potts (1994) that type of questions encourage students to answer more 

creatively since the students do not have the fear of giving a wrong answer.  

The importance of questions is also stated by Paul and Elder (2001) by pointing 

out that the quality of the question asked determines the quality of the answer. 

Thinking is of no use unless it goes somewhere productive. As Paul and Elder 

indicate, deep questions drive the thought underneath the surface of the things 

and force to deal with complexity. Deep questions are those which do not only 
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need Yes or No as an answer. Parallel to Paul and Elder, Cotton (1991) adds 

that questions asked by teachers can serve as effective prompts for promoting 

students’ use of specific thinking in different contexts. Thus, with the help of 

questioning, teachers will not only be able to get factual information but also 

will lead learners in making connections between different concepts, help them 

make inferences, encourage their imaginative and creative thought. The 

teachers will also explore the students’ deeper levels of knowledge, thinking, 

and understanding. 

        In terms of the classroom environment, in order to lead the students to 

think, the teachers should change their roles. In other words, instead of 

standing in front of the class and giving information, teachers should have the 

role of fostering critical thinking.  

        In brief, it can be said that to achieve the aim of developing critically 

thinking students, the teachers have a great role on students by asking questions 

which will help students to think, question, analyze and support their views. 

Besides developing critically thinking students, questions also serve different 

functions for the teachers, which are described in the following part. 

 

2.4. Functions of “Questions” 

        Richards, Platt, and Platt (1992: 303, cited in Scales and Shen, 2004) clarify 

the functions of questions as the following: “When questions are used 

appropriately, they can cause wonder, uncertainty, doubt, or suspicion, also they 
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can lead to new knowledge and skills, help to quell controversy, and promote 

useful discussion”.  

        Richards and Lockhart (1996, cited in Cundale, 2001) emphasize the 

importance of questions as useful tools and describe the functions of the questions 

from different perspectives: 

“1. Questions encourage student involvement in learning 

  2. Help weaker students participate 

  3. Help elicit particular structures and vocabulary 

  4. Stimulate thinking 

  5. Enable teachers to check understanding” 

        In his description of questions’ functions, Cotton (2001) agrees with   the 

functions stated by Richards and Lockhart and also adds a few more functions as 

reviewing and summarizing the previously learned lesson, nurturing insights by 

exploring new relationships, evaluating students’ preparation and checking on 

homework or seatwork completion, stimulating students to pursue knowledge on 

their own.  

        The descriptions given by Richard and Lockhart (1996, cited in Cundale, 

2001) and Cotton (1991) state that besides having different functions questions 

also have the function of developing critically thinking students which is 

mentioned through ‘Stimulating Thinking’ by Richards and Lockhart (1996, cited 

in Cundale, 2001) and as ‘Nurturing insights by exploring new relationships’ by 

Cotton (2001).  
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        In brief, it can be said that the teachers have a great role on students by 

asking questions which will not only help students to be productive but also will 

help them to think, question, analyze and support their views. For this reason, 

teachers should not only tend to ask questions that are too easy or difficult but 

also should ask questions which lead students think and discuss in the classroom. 

In other words, the teacher should filter the questions before asking to ensure that 

students can benefit at most from those questions. In any class where the teacher 

makes effective use of questions there will be something to gain for the students 

because such environments not only attract students’ attention but also provide an 

effective experiential learning environment for them (Sönmez, 2001). As it can be 

seen from the argument, questions are not only teachers’ assistant, but also means 

to develop students’ knowledge both intellectually and cognitively. In other 

words, they are the tools to promote higher level thinking skills (Schiller, 2001).  

        In this study, only ‘questioning’ and especially the questions which function 

as High- Order questions will be investigated since they seem to be the 

commonest used tools for this purpose. 

        So, within this perspective it would be better to give some information about 

the types of questions as they are defined in literature. 

 

2.5. Question Types 

        As the art of asking questions is considered to be one of the basic skills of 

good teaching and developing the thinking abilities of the students, question-

answer sessions have been exploited by the researchers since the time of Socrates 
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(Wilson, 1997). That is, the concept of critical thinking became popular 2.400 

years ago with Socrates (Paul, 1985, cited in Fasko, 2003). Besides its long 

history and effectiveness, Socratic Questioning is a widespread used teaching 

technique. Socratic questioning is beyond getting one- word response from the 

students. Briefly, it means having students make assumptions, explain points, and 

understand the difference between the relevant and irrelevant points. As for Paul 

(1990, cited in Thoms, 2004, p: 2) Socratic questioning:  

• Raises basic issues; 

• Probes beneath the surface of things; 

• Pursues problematic areas of thought; 

• Helps students discover the structure of their own thought; 

• Helps students develop sensitivity of clarity, accuracy, and relevance; 

• Helps students arrive at a judgment through their own reasoning; 

• And help students note claims, evidence, conclusions, questions-at-issue, 

assumptions, implications, consequences, concepts, interpretations, points of 

view  

        Over the years questions have been defined and categorized differently in 

literature. Different questions have been defined and categorized differently by 

the researchers in the seventies (e.g., Kearsley, 1976, cited in Yamazaki, 1998) 

and eighties (e.g., Hakasson & Lindberg, 1988, cited in Yamazaki, 1998) and they 

are still being developed. When different classifications are compared, some 

overlapping points are detected by the researchers. In the following part, the 

different classifications will be discussed considering the overlaps. 
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        One of the classifications is based on the answers teachers get from the 

students. Gabrielatos (2001), under the broad category of pedagogical questions, 

classifies questions as Yes/No questions, Open-ended questions, Convergent and 

Divergent questions. Yes/No questions are the questions which require only “yes” 

or “no” as a response. On the other hand, open-ended questions have no specific 

right answer and can be used in the elicitation of longer responses. Similar to the 

open-ended questions, when convergent and divergent questions are asked 

students are expected to give long answers. For the convergent questions, the 

teacher expects to hear only one correct answer. In asking such a question which 

has a predetermined “known” answer, the teacher has the role of “primary 

knower” (Berry, 1981, cited in Dashwood, 2005). In that kind of questions 

students are expected to give the specific answer which the teacher has in his/her 

mind. Those question types are not appropriate for discussion. However, when 

teachers use the latter question type, divergent, students will have the opportunity 

to express their ideas, opinions, and beliefs. In those types of questions the teacher 

does not have control on the answer of the students so s/he becomes a “secondary- 

knower” (Dashwood, 2005).  

        Sunda (2003) also has a similar categorization regarding the question types. 

She defines questions as skinny and fat questions. According to her, skinny 

questions are those which can be answered with a short answer or by using basic 

recall of factual, literal information; whereas fat questions are open-ended, there 

are more than one right answer, and those answers may need deeper thought 

through analysis, interpretation or evaluation. An example for a skinny question 
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can be given as: “What does Aunt Beast look like?” and an example for a fat 

question: “Would you say the author is supportive or critical of the ways the 

Aleats hunted? Support your views” (Sunda, 2003: 12) 

        In another classification Nunan (1989) suggests two categories as , “display 

vs. referential” (Nunan, 1991; Faroog,1998; Maley,2003 )  and  “open vs. closed”. 

Display questions are those where the teacher simply checks whether the students 

know the answer or not. Similar to Gabrialatos’ (2001) convergent questions and 

Sunda’s (2003) skinny questions, these questions require less genuine interaction 

between the teacher and the students. The main concern in asking these questions 

is the teachers’ desire to confirm that the subject matter has been internalized by 

the students. Communication is less meaningful, and it is usually the language 

that matters rather than the meaning the students try to convey. According to 

Maley (2003) in the initial stages of language learning questions can be beneficial 

especially in terms of recycling the new language. Referential questions, on the 

other hand, as the divergent ones described by Gabrialatos (2001) and fat ones 

defined by Sunda (2003) are those in which the interaction between the teacher 

and the students is genuine, since the teachers themselves do not know the 

answers to the questions, or the questions vary from one student to another. There 

is more personal involvement and interest from the students’ perspective, since 

the teacher pays attention to the meaning rather than the form (Maley, 2003). 

From Maley’s (2003) point of view, the distinction between open and closed 

questions is related with both questions’ property in terms of the availability of 

alternative responses to the question and the length of students’ response. Closed 
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questions require less production from the students, and the question itself can be 

answered in only one way. Open questions, on the other hand, can be answered in 

various ways over a longer period of time (Nunan, 1989; Maley, 2003).  

        The Morino Institute (2001) classifies the questions as: Factual, Interpretive, 

and Evaluative Questions. Factual questions are those which have only one 

correct answer, like “What did you have for breakfast tonight?” In this sense, 

factual questions function like convergent questions which were mentioned 

before. Interpretive Questions, which are similar to open-ended questions, have 

more than one answer. Evaluative Questions ask for some kind of opinion, belief 

or point of view, like “What would be a good place to take the kids on a field 

trip?” That kind of questions have no wrong answers. These questions, like 

divergent questions, trigger more processing and require students to think in 

depth.  

        Todd (1997) also classifies the questions under five different categories as 

based on the surface form of the question, the focus of the question, the possible 

answers to the question, the communicative value of the question, and the nature 

of thinking called for by the question.  

        In his first categorization based on the surface form of the questions, Todd 

(1997) states that not all the questions are interrogatives. A commonly used 

technique by the teachers is giving an unfinished sentence to the students. With 

the help of intonation or gesture students are expected to complete the sentence. 

For example: “So, he wants to...?” (Todd, 1997).  
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        The second categorization which is based on the focus of the questions is 

divided under two sub- categories as a. global v. specific questions and b. 

language v. real- life v. procedural questions. In order to answer the global 

questions, students should acquire the passage as a whole whereas specific 

questions can be related with one sentence or utterance from the text (Todd, 

1997). Language v. real- life v. procedural questions deals with the 

communicative orientation of the questions. In other words,  whether the 

questions focus on the language like: “What part of speech is this?” (Todd, 1997) 

or whether the focus is on real- life like: “What sports do you like 

playing?”(Todd, 1997). Procedural questions on the other hand deal with 

classroom focus as in the following example “Did you bring your homework?” 

        The next classification of Todd (1997) is based on the possible answers 

given to the questions and this has also two sub- categories like a. polar v. 

alternative v. wh- questions and b. convergent v. divergent questions. The 

convergent and divergent questions are defined parallel to Gabrialotos’ (2001) 

definitions. Polar questions are defined as those which require a yes/ no answer 

like “Do you like chocolate”. Alternative questions on the other hand offer a 

choice for the possible answer. For example, “Did you go on Saturday or 

Sunday?” is an alternative type of question (Todd, 1997).  

        The fourth category of (Todd, 1997) is based on the communicative value of 

the questions which refers to the value of the information conveyed in an 

exchange to the interlocutors. This category is also divided under two sub 

categories named as a. display v. referential questions and b. echoic v. epistemic 
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questions. Display and referential questions are parallel to the definitions of 

Nunan (1989), Faroog (1998), and Maley (2003). That is display questions require 

short answers, whereas referential questions require more genuine interaction 

between the speakers. Echoic questions are said to refer back to the previous 

response without calling for new information (Todd, 1997). These questions are 

sub- divided into comprehension checks “Does everyone understand “polite?” , 

clarification requests “What do you mean?”, and confirmation checks “Did you 

say “he?” (Todd, 1997). Epistemic questions on the other hand ask for new 

information.  

        The last category is defined by Todd (1997) as the nature of thinking called 

for by the question. This categorization is related with the cognitive process 

students are expected to do in order to answer a question. This category is also 

divided under two sub- categories, first of which is text related categorization 

which is called a) literal v. inference v. background questions. For literal 

questions, students are expected to find the right place of the questions in the text. 

“What is the name of the hero in the story?” is an example for this sub- category. 

Also the information can be in the text but may be contextually implicit, where 

the students are expected to make inference to answer those type of questions. For 

example, “Why do you think John had no money?” is a question for inference 

(Todd, 1997). Moreover, questions may call for background knowledge which is 

not provided in the text like “How do British people celebrate Christmas?” (Todd, 

1997). The second sub- category of this group is related with the thinking process 

of the students which requires them to make analysis and synthesis before a 
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response is given. This sub- category is called b) low order v. high- order 

questions. Low- order questions are also factual questions which recall of facts 

and specifics (Cole and Chan, 1987, cited in Todd, 1997). “What does pollution 

mean?” can be given as an example for low- level question according to Todd 

(1997). Low- order questions are also called epistemic questions which include 

display and referential questions. High- order questions, on the other hand, 

“require synthesis, analysis, and critical thinking” (Richards, 1990: 5, cited in 

Todd, 1997: 54). In such a question “Can you compare the two main characters in 

the story?” students are expected to do analysis and state their ideas. According to 

Todd (1997), High- Order Questions are categorized based on Bloom’s 

Taxonomy of educational Objectives.  

        In a recent classification proposed by Yamazaki (1998), questions are 

categorized under seven sub-categories under two broad groups. “1 Echoic Types: 

a. Comprehension checks, b. Clarification requests, c. Confirmation checks, 2. 

Epistemic Types: a. referential, b. display, c. expressive, d. rhetorical.” In 

comprehension check questions, such as “Did you understand?”, the purpose of 

the teacher is to check whether the students understood the subject or not. 

Clarification requests are used to ask for further clarification. Questions like, 

“What did you say?”, “Pardon me?” (Yamazaki, 1998: 7) can be given as 

examples for such questions. Confirmation checks is the last question type in 

Echoic Types, “No one agrees?” (Yamazaki, 1998: 7) and “Did you say “he”?” 

(Long and Sato, 1983: 276, cited in Todd, 1997) are examples for confirmation 

check question types. In terms of Epistemic question types; Yamazaki (1989) has 
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four sub- categories defined as referential, display, expressive, and rhetorical 

questions. In his definitions of referential and display questions, Yamazaki refers 

to the definitions suggested by Nunan (1991) and Maley (2003). As for Yamazaki 

(1998) rhetorical questions do not function as real questions, they are asked to 

impress students and grasp their attention. An example for rhetorical question is, 

“They open the refrigerator. Ha! Is there anything to eat? They find some food...” 

(Yamazaki, 1998: 7).  

        In brief, those are the question types which have the function of checking 

students’ comprehension, checking for clarification, and checking for 

confirmation. In any ideal class those questions asked by the teachers should 

occur. However, having the aim of developing critically thinking students, 

teachers should make use of questions which have the function of leading students 

to think, analyze, synthesize, and state their reasons.  

        Karron (2005) gives some ideas about how to foster students’ thinking skills. 

He states that, students can have the chance to express their ideas and to think 

critically at the same time when they are asked such questions: “To what extend?” 

“How?”, “Under what circumstances?”, “Why?” “Compare (or contrast)”. Glock 

(1986, cited in Hirose, 1992) suggests that verbal critical thinking skills can be 

reinforced by teachers when they ask “Why?” type of questions rather than 

“Who?” and “Where?” type of questions. 

        King (1995: 1) gives other examples for questions that can promote students’ 

critical thinking such as : “What do you think causes this? Why?”, “Do you agree 

or disagree with this statement? What evidence is there to support your answer?”, 
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“What are the implications of...?”, “How does it tie in what we have learned 

before?”, “What is the best and why?”, “How does it apply to everyday life?”, 

“What are the implications of it?”  

        Syque (2002: 1) also gives some examples for question types which make 

students think deeply. Those questions are also defined as “Socratic Questions” 

and they are categorized under the following sub- categories. The first one is 

Conceptual Clarification Questions, where the teacher asks questions like: “Why 

are you saying that?”, “How does this relate to what we have been talking 

about?”, “Are you saying...or...?”. The second subcategory is Probing 

Assumptions, which includes “How did you choose those assumptions?”, “How 

can you verify or disprove that assumption?”. The third sub- category is Probing 

Rationale, Reasons and Evidence. The examples for this category are: “Why is 

that happening?”, What evidence is there to support what you are saying?”, “On 

what authority are you basing your argument?”.  The next sub- category is 

Questioning Viewpoints and Perspectives. The choices in this category are 

“Another way of looking at this is... does this seem reasonable?”, “What if you 

compared...and...?”, “Why is it better than?”. Finally, the last sub- category is 

Probe Implications and Consequences. “Then what would happen?”, “How does 

...fit with what we learned before?”, “What are the implications of....?” are 

examples for this sub- category. All those questions are examples for questions 

which take the students one step further to think, analyze, synthesize, and to think 

critically. Those questions are parallel to Todd’s (1997) fifth classification which 

is based on the nature of thinking. For this current study Syque’s (2002) 
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classification of questions is taken for granted in order to classify the functions of 

the High- Order questions.  

        From all the classifications given above it can be concluded that there is an 

overlap between the types of the questions classified. In other words, questions 

with the same functions are generally defined by using different terms. This 

current study aims to find out the question types that teachers ask in Listening/ 

Speaking courses in general in order to see the amount of questions asked and to 

find out whether high- level questions, that is questions leading to critical thinking 

are asked or not. For this reason, to find answers for the research questions, 

Todd’s classification based on Echoic, Epistemic and High- Order Questions is 

taken as basis for this study. According to Todd (1997) Echoic and Epistemic 

questions are based on the communicative value of the question. Questions asked 

in everyday life are different from the ones asked in a classroom environment. 

Todd states that, in a natural classroom environment teachers need to check 

whether the students understood the topic or not for which they ask 

comprehension check questions. Also they may need to confirm what the student 

said for which s/he can ask confirmation check questions. Moreover, the teacher 

may need to clarify what the student said and in that kind of situations s/he may 

make use of clarification request. Considering the way the classes are conducted, 

teachers also make use of questions which require knowledge- seeking questions 

to gain new knowledge. The teacher may not know the answer and in classroom 

discourse analysis these questions are defined as referential questions. On the 

other side, display questions may not be asked to gain knowledge instead the 
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teacher already knows the answer and only asks to test the responder. Both 

referential and display questions are named as Epistemic type of questions by 

Todd (1997). This categorization is also taken for granted in this study since those 

questions are also inevitable in an ideal classroom environment. The last 

categorization is based on the nature of thinking called by the question. This 

categorization is related with the cognitive process the students go through when 

they are expected to answer a question. Those questions require students to make 

analysis, synthesis, reasoning, and evaluation before giving an answer. This 

categorization is also divided under a sub- category named Low- Order and High- 

Order questions. Low- order questions are knowledge based questions as Todd 

(1997) states, for this reason, for the current study questions which have the 

function of High- Order questions are also taken as basis.  

        With the help of this classification, this current study will try to find out how 

close the teachers are to achieve the objective of developing critical thinkers and 

enhancing critical thinking in Listening / Speaking classes. As questions are at the 

core of teaching and learning and are strategies that facilitate critical thinking, this 

brings teachers to the point of considering what type of questions they ask in class 

(Maley, 2003). The following part will give some information about the studies 

conducted on critical thinking and questioning.  
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2.6. Studies Conducted on “Critical Thinking” and “Questions” 

        A broader study was conducted by trying to infuse thinking into 

curriculum content at Nanyang Technological University in Singapore. The 

aim of the infusion project was to evolve a model for a thinking curriculum for 

vocational education that would shift the emphasis from content knowledge to 

more problem solving, application and creativity. The implementation of the 

thinking curriculum was carried out over three years, and the results showed 

that the curriculum innovation resulted in greater motivation and ability in 

solving problems. Staff development and support emerged as the most critical 

factors in the success of the thinking initiative (Ong, ?).  

        Besides implementing the thinking process in the curriculum, teachers’ 

roles and readiness for this process is also important and related with this 

Kürüm (2002) conducted a study at Anadolu University Education Faculty. 

The aim of her study was to identify critical thinking abilities and the levels of 

thinking abilities that constitute this ability and the factors which influenced 

critical thinking of teacher trainees studying at Anadolu University Education 

Faculty. The results of the study showed that teacher trainees’ critical thinking 

abilities and all levels of thinking abilities were at mid- level and that these 

abilities were effected by different factors such as age, high school types 

graduated, score type and level in university entrance exam, program being 

studied, education and income level of the family, and activities held for 

developing themselves.  
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         Another study conducted by Reed (1998) aimed at investigating the effect of 

integrating Richard Paul’s model for thinking into a U.S. History course on 

community college students’ 1) critical thinking about U.S. history and about 

everyday issues, 2) dispositions about thinking critically, and 3) knowledge of 

history content. As a result, three major findings emerged from this study: 1) 

community college students' abilities to think historically and to think critically 

improved in a single course; 2) community college students' end of term 

knowledge of history content did not suffer when they were trained in critical 

thinking abilities as it was integrated into course material; 3) age and gender did 

not play significant roles in developing college students' critical thinking abilities. 

        Profetto, Grath, Smith, Rene, and Younge (2004) also conducted a study 

which explored, described and compared the types and levels of questions asked 

by 30 randomly selected tutors and their 314 students in context- based learning 

tutorial seminars in a Canadian baccalaureate nursing program. The results of the 

study indicated that the majority of questions asked by tutors and students were 

framed at the low level (knowledge, comprehension, and application) and were 

aimed at seeking yes/no responses and factual information more than probing. 

This study recommends the tutors and the students to be taught how to question, 

to create a supportive environment for questioning and using appropriate 

strategies to teach the use of higher order questions since those questions require 

analysis, synthesis, and evaluation which are believed to activate and facilitate 

critical thinking.  
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        Related with the effects of questioning on the development of critical 

thinking, a study was conducted by Yang, Newby, and Bill (2005) based on the 

effects of using Socratic questioning. In this study it is used to enhance students' 

critical thinking (CT) skills in asynchronous discussion forums (ADF) in 

university-level distance learning courses. The research empirically examined two 

coherent subjects: (a) the efficacy of teaching and modeling Socratic questioning 

for developing students' CT skills in ADF and (b) the persistence of students' CT 

skills following the teaching and modeling of Socratic questioning in the ADF. 

The results indicated (a) teaching and modeling of Socratic questioning helped 

students demonstrate a higher level of CT skills and (b) students maintained their 

CT skills after exposure to and modeling of Socratic questioning in the ADF. 

        In terms of the questions and their types, some studies have also been 

conducted. Suter (2001) investigated the types of questions used in class and the 

feedback the teachers provided. The result revealed that referential questions were 

more effective in terms of starting a real interaction which is the aim to be created 

in a classroom environment. In brief, it can be said that to achieve an interactive 

classroom environment, the teacher has a great role by asking the right questions 

by which students will not only be productive but also will have the chance to 

think, question, analyze and support their views.   

        In order to achieve an interactive classroom environment it is suggested that 

teachers should pay attention to the use of referential questions however; many 

research studies reveal just the opposite. That is, display questions are used more 

than the referential questions. As Crookes and Choudron (1991, cited in Todd, 
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1997) argue that referential type of questions are used in conversations outside the 

classroom whereas in the classroom teachers ask far more display questions.  

        This is also what Shomoosi (2004) found in his study conducted on the effect 

of teachers’ questions. Crookes and Choudron (1991, cited in Todd, 1997) state 

that the reason for asking more display questions over referential questions in 

class may be the classroom environment itself since it is different from the real 

life environment. No matter what the classroom environment is, considering the 

development of the students, teachers should pay attention to their questions as 

they are inevitable tools which effect students’ cognitive and meta cognitive 

development (Açıkgöz, 2002).  

        Another case study was carried out by Rathawan, Suzanne, Dhanan, and Paul 

(2003) on learners’ oral responses to spoken questions, specifically, various types 

of questions at Thai University. The study investigated how students at different 

levels of English language proficiency responded differently to separate types of 

questions in terms of the number of words in their responses. According to the 

results of the study it was found that there are similarities between the students at 

the middle and high proficiency levels in which they had same ranks of the 

number of words in replies to every question form, that is, to wh-, others, yes/no, 

tag in order. The low proficiency level, however, produced the most words in 

replies to ‘other’ questions, then to yes/no, wh- and finally tag questions. 

Nonetheless, the results showed that the low proficiency level tended to produce 

the fewest words in replies, except to ‘other’ questions when the middle 

proficiency level produced the fewest words in replies. The findings also revealed 
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that all proficiency levels are the same in that they produced the fewest words in 

replies to tag questions. However, the students found a far great number of 

questions difficult to answer. Those questions asked for students’ ideas as in the 

following examples: “If you could choose, would you choose to study abroad 

instead?” and “If you had one million dollars, what country would you like to 

visit?” The results of the study provided useful information about use of high- 

level questioning. They revealed that the questions (asking for opinions on 

something or calling for evaluation or judgment) is an effective way to make 

students provide longer answers. The researchers of this study have the opinion 

according to which it is crucial to make use of teacher questions to benefit the 

most in terms of classroom interaction, including using a variety of types of 

questions.  

        Moritoshi (2002) also carried out a study based on questioning, modification 

and feedback behaviors of teachers and their implications for learner production.  

The study was conducted in a Japanese junior school class of 35 students (19 

male, 16 female), aged 14-15 years and their female Japanese teacher of English 

as a foreign language, aged 31, with 9 years of teaching experience. In his study 

the researcher found out that the teacher asked more display questions (40.58%) 

over referential questions (7.25%). Other question types included for the 

classification were rhetorical, procedural, and interaction types. The findings of 

this study are parallel to the findings of other researchers.  

        Oberli (2003) conducted another study on questioning and feedback in the 

interactive classroom at the Institute of Yonsei, a university in Seoul. The class 
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observed consisted of seven upper- intermediate adult learners, who shared the 

same first language and educational background at university level. The teacher 

has been with Yonsei for six years, is highly qualified and is a figure of stature 

not only in his Institute but also within the local EFL community. What Oberli 

found in the study is that the participant teacher asked 6.7% Divergent questions, 

87.6% Convergent questions, and 33.7% of the Convergent questions included 

Yes/No answer questions.  

        Moreover, there is a program described by Orletsky (1997) which is 

designed to enhance student learning by improving teachers’ classroom 

questioning techniques (QUILT). This is a staff development program designed to 

increase students’ thinking time by helping teachers improve their classroom 

questioning techniques. During 1991-92, the QUILT program was classroom 

tested in 13 school districts with more than 1.200 teachers across Appalachia 

Educational Laboratory’s four- state region. At one school in each district, 

teachers received the complete, year long QUILT program beginning with a 3-day 

induction training, seven follow- up sessions, and teamwork with colleagues 

throughout the school year. Teachers at two comparison schools in each district 

received an abridged version of the training lasting either 3 days or 3 hours. These 

comparisons more closely resemble traditional staff development than does the 

complete QUILT program. At all three schools in each district, before- and- after 

test measured what teachers knew about asking questions, what attitudes they held 

that might facilitate or impede effective asking of questions, and how they 

actually asked questions in classes as revealed videotapes. From the analysis of 
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these test data, the QUILT program can claim to show an increase in teaching 

understanding of effective classroom questioning of effective classroom 

questioning and a corresponding use of effective questioning practices along with 

an increase in student thinking. According to coded videotapes, students in grades 

kindergarten through 12 answered at higher cognitive levels significantly more 

often after their teachers participated in the QUILT program. These students also 

asked more significantly clarifying questions than did students whose teachers 

were in a comparison treatment group. The findings of this program can be 

adapted to programs which have the same aim of developing critically thinking 

students.  

 

2.7. Conclusion 

        Questions have been exploited by researchers since the time of Socrates. 

Being one of the most important teaching tools in the classroom environment, 

questioning skills get researchers attention (Wilson, 1997). Asking the right 

questions is considered as one of the most crucial elements of effective teaching 

and developing students’ cognitive and meta cognitive abilities (Açıkgöz, 2002).  

        Through the use of different question types, teachers can check students’ 

comprehension, can help weaker students participate, can elicit particular 

structures and vocabulary, and can make students think, analyze, synthesize from 

different perspectives and state their personal ideas through their own 

experiences. For this reason, it is expected that teachers should pay special 

attention to use a variety of questions. With a research aiming at the description of 
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the state on question types and their functions, teachers can develop a deeper 

understanding of the effects of the questions on students’ thinking. 
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CHAPTER III: METHODOLOGY 

 
 
3.1. Introduction 

 
        This study aims to investigate the question types the teachers ask in 

Listening/Speaking classes. Since the questions have an important effect 

especially in developing critically thinking students, investigating the data will 

shed light on teachers’ attitudes in asking questions especially the ones that give 

chance to students to think.  

 

3.2. Participants 

        For the current study, the classes of eight teachers and with thirty students in 

each class were video recorded. The students were enrolled in Intermediate level 

according to the Michigan Placement Test which is held at the beginning of the 

term. The reason for choosing students studying at Intermediate level is that, the 

level of the students effects the questions that the teachers ask in class (Brown, 

1994, cited in, Todd, 1997). Brown suggests that asking lower- level questions 

can be beneficial for students with less proficiency level whereas asking higher- 

order questions can be beneficial for students in advanced levels. For this reason, 

to conduct the current study it was thought that working with Intermediate level 

students would be appropriate since the level of the students will not be a 

restrictive factor in terms of choosing the questions (Brown, 1994, cited in, Todd, 

1997). 

        Students at that level have twenty six hours of language classes in a week 

and eight hours of these is carried out as Listening/Speaking course. The 
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instructors participating in this study ranged from 24 to 39 years old and had 

experience from 2 to 15 years. In the study, the teachers are coded with letters 

from A to H.  

        Teacher (A) is a native speaker with fourteen years of teaching experience in 

total but has one year of teaching experience at Anadolu University School of 

Foreign Languages. Teacher (B) is a nonnative speaker with twelve years of 

teaching experience in total but has six years of teaching experience at Anadolu 

University School of Foreign Languages. Teacher (C) is a nonnative speaker with 

six years of teaching experience in total at Anadolu University School of Foreign 

Languages. The teacher coded with the letter (D) is a native speaker with eight 

years of teaching experience in total at Anadolu University School of Foreign 

Languages. Teacher (E) is a nonnative speaker with five years of teaching 

experience in total at Anadolu University School of Foreign Languages. Teacher 

(F) is a nonnative speaker with eight years of teaching experience in total at 

Anadolu University School of Foreign Languages. The teacher coded with the 

letter (G) is a nonnative speaker with two years of teaching experience in total at 

Anadolu University School of Foreign Languages. The last teacher participated in 

this current study is coded with the letter (H) and he is a nonnative speaker with 

six years of teaching experience in total but has been at Anadolu University 

School of Foreign Languages for five years.  

              The information about the teachers is presented in Table 1. 
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        From those eight participants, the instructors participating in this study were 

chosen according to their teaching experiences and their native languages because 

this might be a distinctive factor for the results of the data. The first participant 

(D) is a native speaker with eight years of teaching experience at Anadolu 

University School of Foreign Languages and he also has his MA degree in 

Foreign Languages. The second participant (F) is a nonnative speaker with eight 

years of teaching experience at Anadolu University School of Foreign Languages 

and graduated from ELT Department and has her MA degree in ELT department. 

The third participant (G) is a nonnative speaker with two years of teaching 

experience at Anadolu University School of Foreign Languages and graduated 

from ELT Department as well. 

 

3.3. Data Collection 

        To collect the effective and reliable data, the classes were video-taped 

through eight class hours in Listening/Speaking course. As it is recommended by 

Nunan (1989), the tripod- mounted video camera was located to the rear of the 

classroom, the researcher did not attend the class in order not to effect the 

students and the teachers. The camera was set to record prior to the start of the 

lesson. For the Listening/ Speaking course the teacher and the students met four 

days during the week and for each day they had two class hours as Listening/ 

Speaking which were held successively in total of 90 minutes. The teachers 

completed a unit in the book within a week (8 class hours). All the teachers were 

recorded while they were teaching the same unit, Unit 9 “New Frontiers”. Since 



 

 

42

the dates that the teachers started the unit varied, the total process of recording 

lasted for three weeks between the 12th of December 2005 and 2nd of January 

2006. For each participant, four video cassettes (each of 90 minutes) were 

recorded.  

 

3.4. The Book Used by the Teachers and the Chapter Studied During the 

Video Recording Session 

        As a course book, which is an integration of speaking and listening skills, 

students follow the Interactions 1 from the series by McGraw Hill Contemporary. 

During the recording session the students were studying Unit 9 “New Frontiers” 

(see Appendix 1).  

        This unit and the other units in the book include 4 parts. Part 1 (see 

Appendix 1) includes some pre- listening questions, vocabulary exercise and a 

listening text which focuses on the main idea. Part 2 (see Appendix 1) is mainly 

about a lecture which was a debate about the effects of the full moon.. In this part, 

students were expected to fill out an outline while listening to the lecture and after 

listening, with some guided discussion questions students shared their ideas about 

the topic. Part 3 (see Appendix 1) focused on an activity which was based on 

getting meaning from context. In this activity, there were 5 different short 

conversations with a following question for which students are expected to find 

the right answer. Part 4 (see Appendix 1) was based on “Listening and Speaking 

in the Real World”. More detailed information is given about the parts of the 

chapter below.  
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        It can also be seen in Appendix 1 that there are 4 main parts in each unit. The 

first part starts with “Before you listen”. This part includes one pre- listening 

question which functions as a High- Order Question because before listening to 

the text with the help of that question students are expected to express their own 

ideas by evaluating their thoughts and ideas. The question is as the following 

“What are the advantages and disadvantages of space exploration?” This pre- 

listening part is followed by a vocabulary activity. For the “Listen” part, first 

students listen for the main idea; later on they listen for stressed words. For the 

first listening, students are also asked three questions in the book about which 

they discuss beforehand and then listen in order to find the answers of the 

questions. Here, the second question functions as a High- Order Question. The 

question is, “What is an advantage of living in a space colony?” since this 

question is asked as a pre- listening question, the students are expected to think on 

the topic, evaluate their ideas, and express their thoughts to the teacher and their 

classmates as well. The unit also has an activity for vocabulary preview on page 

179 (see Appendix 1).  

        As a next step, students continue with studying the “th” sound, and they 

learn some expressions for introducing surprising information. There is another 

interesting activity about playing a game called “Truth” or “Lie”. Here, the 

students are expected to make up a story about them but that story must be 

something surprising or unexpected. When one of the students tells his/her story, 

the others try to guess and vote whether the story was true or not.  
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        The next activity in Part 1 is about “Solving a Science Problem”. According 

to this activity, a spaceship has crash- landed on the lighted side of the moon. To 

go to another spaceship, the crew has to walk two hundred miles and because of 

this distance they can take a very limited number of items with them. Students are 

expected to rank the items from the most important one to the least important, and 

they are asked to explain the choices they made. That is, this activity also includes 

an explicit question which functions as a High- Order Question. 

        In Part 2, students listen to a lecture about full moon’s effects. This lecture 

also has four pre- listening questions. The first question in this part is a question 

which asks for students’ knowledge about the effects of the moon on the physical 

environment. Here the students are expected to evaluate their previous knowledge 

with the events and express their ideas. The third question included in this part is 

also related with students’ personal idea in which they are expected to express 

their ideas about the effects of full moon on people’s behaviors. In other words, 

this question also functions as a High- Order Question. After listening, students 

have an outline to complete about the lecture. After completing the outline, they 

have some discussion questions on page 188, exercise 8. The fifth question says 

“Which speaker “won” the debate, in your view? Why?” which is an explicit 

High- Order Question. The same part, Part 2, continues with another activity 

which includes 5 sample topics for debate and this time students do a kind of 

debate among themselves.  
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        Part 3 starts with “Getting Meaning from Context” activity where students 

listen to 5 different short questions and find the correct choice. This part includes 

some expressions which express interest or surprise.  

        The last part is based on “Listening and Speaking in the Real World”. This 

part starts with pre- listening questions, and then the students listen to a game 

show and try to find the answers of the questions. This part and also the unit 

finish with an activity which is based on “Ordering event in a Story”. 

        Briefly, this chapter includes 6 questions which have the function of High- 

Order questions.   

 

  3.5. Data Analysis 

        The data which were collected through video- recordings were transcribed 

and then the transcriptions were analyzed. During the analysis, the questions 

asked by the teachers were identified and categorized to sort out the frequency of 

the questions. The utterances which were orders, recast and rhetoric type of 

questions were excluded from the study since they do not function as questions. 

Both quantitative and qualitative data analysis was carried out.  

        As the quantitative analysis of the results, the transcribed lessons were 

analyzed by the researcher in order to find the distribution balance for teachers’ 

Echoic, Epistemic and High- Order Questions, as in the classification of Todd 

(1997). In other words, for the quantitative analysis of the results, the researcher 

tried to find out how many questions the teachers asked to check comprehension, 

how many questions they asked for clarification and how many questions the 
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teachers asked to promote students’ critical thinking. During the identification and 

categorization process the researcher and one of her colleagues, who had six years 

of teaching experience, graduated from ELT department and had her MA degree, 

worked separately and analyzed  one third of the transcriptions and later on with 

the researcher they discussed and decided on the question types focusing on 

Todd’s (1997) classification. In order to find the inter- rater reliability between 

the researcher and her colleague the formula suggested by Tawney and Gast 

(1984) was used and the percentage was found to be %88. 

      The number of agreements 

               ___________________________________ x 100 

      The number of agreements + disagreements 

 

        For the qualitative analysis of the study, the focus of the researcher was the 

High- Order Questions. The aim was to find out whether the teachers only ask the 

questions in the chapter or whether they ask extra High- Order Questions which 

are not included in the chapter. The researcher tried to identify in what kind of 

situations the teachers ask High- Order questions and also she tried to find out the 

aim of the teachers in asking those questions based on Syque’s (2005) 

classification. 

3.6. Conclusion 

        This chapter provided information about the participants, the way the data 

was collected and data analysis procedures. In the next chapter, detailed 

information will be provided about the data analysis procedures. 
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CHAPTER IV: RESULTS AND DISCUSSION 

 

4.1. Introduction 

        The current study aimed at investigating the types of questions teachers 

asked in Listening/ Speaking classes, and finding out whether the questions that 

the teachers asked have the function of leading students to critical thinking. The 

question types were identified and categorized according to Todd’s (1997) 

classification.  

        Video- recordings were used as the source of the data. The classes of eight 

teachers were recorded for eight class hours, during a week in the Listening/ 

Speaking course. In order to answer the research questions, the data was analyzed 

both quantitatively and qualitatively.  

 

4.2. The questions asked by the teachers 

        In order to answer the first research question a quantitative analysis was 

carried out. The total amount of utterances for each teacher was counted. Every 

new start of a speaker was accepted as a new utterance. Out of this whole, the 

questions were counted separately (see Table 2), and the questions were classified 

as Echoic, Epistemic, and High- Order Questions (see Table 3). 
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Table 2 The Distribution of Utterances and Questions of the Teachers  

 
    QUESTIONS 

 
 

OTHER 

TYPES 

 
    UTTERANCES 

  IN TOTAL 

 

TEACHER 

n % n % n % 

 NS (D) 421 22 1479 78 1900 100 

 NNS (F) 533 24 1722 76 2255 100 

 NNS (G) 349 26 997 74 1346 100 

 

        The number of the utterances that the first teacher (D) who was a native 

speaker with eight years of teaching experience performed during the 

Listening/Speaking course was counted as 1900. Out of this number 421 (22%) 

were calculated as question forms by the researcher and her colleague. The 

number of utterances that the second teacher (F) who was a nonnative speaker 

with eight years of teaching experience performed during the Listening/Speaking 

course was counted as 2255. 533 (24%) out of 2255 were the question forms. For 

the third teacher (G) who was a nonnative speaker with two years of teaching 

experience, the number of the utterances that she performed during the Listening/ 

Speaking course was 1346. Out of this number 349 (26%) were the question 

forms. Other types included orders, instructions, explanations, requests, and 

recasts.  

        It can be concluded from Table 2 that the percentages of the questions asked 

by the teachers participated in this study seem to be close to each other. However, 

when the percentages of the questions are compared with the percentages of the 

other types, it is seen that the teachers asked lower amount of questions. 
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Table 3 Types of Questions Asked by the Teachers  

 

LOW- ORDER (EPISTEMIC)  

ECHOIC Display Referential 

 

HIGH- ORDER 

 

TOTAL 

 

 

TEACHER 

n % n % n % n % n % 

 

 NS (D) 

 

89 

 

21 

 

176 

 

42 

 

106 

 

25 

 

50 

 

12 

 

421 

 

   100 

 

 NNS (F)  

 

75 

 

14 

 

259 

 

49 

 

140 

 

26 

 

59 

 

11 

 

533 

 

100 

 

 NNS (G) 

 

34 

 

10 

 

210 

 

60 

 

76 

 

22 

 

29 

 

8 

 

349 

 

100 

 

        In terms of the first teacher (D) who was a native speaker with eight years of 

teaching experience, 421 questions were asked in total. 89 (21%) of those 

questions were classified as Echoic questions. In other words, those questions 

were asked for comprehension, confirmation, and clarification as defined by Todd 

(1990). 176 (42%) of these questions functioned as Display questions. 106 (25%) 

functioned as Referential questions. These display and referential questions are 

defined as Epistemic (Low- Order) questions by Todd (1990). For the last 

classification, High- Order Questions, there were 50 (12%) of the total number. In 

other words, 50 (12%) of the first teacher’s questions were High- Order questions 

which guided students to think, analyze, and synthesize.  
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        As for the second teacher (F) who was a nonnative speaker with eight years 

of teaching experience, 533 questions were asked in total. 75 (14%) of those 

questions were classified as Echoic questions. 259 (49%) functioned as Display 

questions. 140 (26%) of them functioned as Referential questions. 59 (11%) of 

this total number of questions were High- Order questions. 59 (11%) of the 

questions asked by the second teacher were High- Order questions which 

expected students to think, analyze, and synthesize.  

        In terms of the third teacher who was a nonnative speaker with two years of 

teaching experience, 349 questions were asked in total. 34 (10%) of those 

questions were classified as Echoic questions. 210 (60%) of the total number 

functioned as Display questions. 76 (22%) were Referential questions. For the last 

classification, High- Order Questions, the result was 29 (8%). In other words, 29 

(8%) of the questions the third teacher asked were High- Order questions.  

        When we consider the questions asked by the teachers according to Table 3, 

we see that the greater percentage of the total belongs to the display questions. 

The first teacher (D) asked 42% (176) display questions. The second teacher (F) 

asked 49% (259) display questions. The third teacher on the other hand (G) asked 

60% (210) display questions. Crookes and Choudron (1991, cited in Todd, 1997) 

state that the reason for asking more display questions in classrooms can be 

because of the classroom setting. They mention that classrooms are different from 

real- life environment that is why, according to the Crookes and Choudron, 

teachers ask more display questions. Another reason for asking more display 

questions is stated by Crookes and Choudron (1991, cited in Todd, 1997) as both 
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the teacher and the students may feel more comfortable if immediate feedback or 

response is provided, which is generally more practicable with display questions. 

In other words, the teachers may feel themselves more comfortable when they ask 

questions for which they already know the answer.  

        In terms of Echoic questions, it is clear that the first teacher asked the 

greatest amount of Echoic questions (21%) compared with the other teachers. The 

reason for this may be that teacher’s being a native speaker. As in their research, 

Long and Sato (1983, cited in Todd, 1997) stated that native speakers use more 

comprehension checks when talking to non- native speakers. This may the reason 

for the first teacher to ask more Echoic questions in this study.  

        When the questions asked in total by the three teachers are compared, it can 

be said concluded from the table that the third teacher who was a nonnative 

speaker with two years of teaching experience asked fewer questions. It can be 

interpreted that she asked the question and let her students do the tasks, which 

means that she only guided the students and give them more chance to speak 

among each other. For instance, while doing the activity about Solving a Science 

problem, she wanted her students to rank the items from the most important one 

to the leas important, then she wanted them to work in groups and decide on the 

items again and make another list. This shows that, she guides the students and 

gives them chance to speak, which means she acts as a facilitator.  

              Some examples of the questions asked by the teachers are given in table 4. 
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4.3. Functions of the High- Order Questions 

        In this current study, questions which function as High- Order Questions 

were the main focus.  

        In order to answer the first research question, the aim of the researcher was 

to find out whether the teachers ask High- Order questions in general. According 

to Table 3, it can be concluded that although the amount of the High- Order 

questions is low, still it can be said that the teachers ask questions which lead 

students to think, analyze, and synthesize. Besides finding the proportion of the 

High- Order questions asked by the teachers, the researcher also tried to find out 

whether the teachers ask extra High- Order questions. The results revealed that 

the teachers asked High- Order questions which were not included in the chapter. 

Those questions were analyzed and their percentages were given in the following 

table.  
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Table 5 Number of High- Order Questions Included in the Chapter 

HIGH-ORDER 
QUESTIONS ASKED 

FROM THE BOOK 

EXTRA HIGH-ORDER 
QUESTIONS ASKED 
BY THE TEACHERS 

HIGH-ORDER 
QUESTIONS 

ASKED IN TOTAL 

 

TEACHER  
n % n % n % 

 

NS (D) 

 

5 

 

10 

 

45 

 

90 

 

50 

 

100 

 

NNS (F) 

 

15 

 

25 

 

44 

 

75 

 

59 

 

100 

 

NNS (G) 

 

4 

 

14 

 

25 

 

86 

 

29 

 

100 

 

         According to the table given above, it can be seen that 10% (5) of the first 

teacher’s High- Order questions are from the book. 90% (45) of the questions 

were asked by the teacher himself. 25% (15) of the questions asked by the second 

teacher are from the book. 75% (44) of those questions were asked by the teacher 

herself. And 14% (4) of the third teacher’s questions are from the book, while 

86% (25) of those questions were asked by the teacher herself.  

         It can be concluded that the first teacher (D) and the third teacher (G) were 

less bound to the book compared to the second teacher (F). In other words, the 

first and the third teacher asked more High- Order questions which were not 

included in the book.   
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        As for the second research question, the researcher tried to find out the 

functions of the questions asked by the teachers based on Syque’s (2002) 

categorization. To answer the second research question, the researcher analyzed 

the activities included in the chapter. She tried to find out in what kind of 

situations the teachers ask the High- Order questions and also she tried to find out 

their functions. The following part will give some information about the questions 

which were included in the chapter and their functions were stated.  

        From the chapter explained before (cf. 42), it can be seen that some activities 

in the chapter already include High- Order type of questions.  

        As for those questions, in Part 1 the following questions take place: ”What 

are the advantages and disadvantages of space exploration?” and “What is an 

advantage of living in a space colony?”  Both of the questions take place as pre- 

listening questions in the chapter. According to Syque (2002) those questions 

function as Questioning Viewpoints and Perspectives since the question need 

students to evaluate their personal ideas and explain their ideas accordingly. The 

two questions are directly related with their own thoughts because with the help 

of those questions students are expected to evaluate their ideas of the advantages 

and disadvantages of space exploration and living in a space colony. The other 

question in the chapter is included in the activity which is about Solving a Science 

Problem. In this activity students are asked to take some items for their spaceship. 

They are asked to rank the items from the most important one to the least 

important besides they are asked to explain their reasons. The answers of that 

activity will change from one student to another and their reasons will change 
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accordingly. The students are expected to evaluate the items, to decide on the 

most and least important ones and they are also expected to state their reasons, 

which are related with the critically thinking process. In other words, they should 

decide why one item is better than the other item, which means that they are asked 

to explain their viewpoints and this is related with Syque’s (2002) function of 

Questioning Viewpoints and Perspectives. Part 2, which is about “Listening to 

Lectures”, includes some pre- listening questions and the two of which are High- 

Order questions. The first pre- listening question is as follows: “To your 

knowledge, what effect does the moon have on the physical environment (e.g., the 

weather, the tides, animals)?” And the third question of the same pre- listening 

activity: “Do you believe that a full moon can affect people’s behavior? The 

former questions are about the already existing knowledge of the students. They 

should think about the effects of the moon on people and they are excepted to 

evaluate their thoughts. With the third question, the students are guided to state 

their personal ideas which can change from one student to another. Both of those 

questions have the function of Questioning Viewpoints and Perspectives. The last 

High- Order question included in the same part, Part 2, which is asked in the 

following way: “Which speaker “won” the debate, in your view? Why?” In order 

to answer that question, the students need to evaluate the information they heard 

from the text, they should state their personal opinion about the winner of the 

debate, and they should support their views based on the text. For this reason, this 

questions functions as Probing Rationale, Reasons and Evidence.  
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         The following part will give some information about the questions asked by 

the teachers. In what stage of the lesson the teachers asked those questions and 

what the function of those questions were according to the classification of High–

Order questions given by Syque (2002) is stated.  

 

4.3.1. The High- Order Questions and their Functions Asked by the First 

Teacher 

         When the High- Order questions of the first teacher (D) were investigated, 

the results revealed that generally he asked questions which mainly functioned as 

Questioning Viewpoints and Perspectives of the students. 48% (24) of the 

questions were asked for this purpose, and those questions were mainly asked 

when the teacher was doing the activity about the game “Truth” or “Lie”. This 

activity asked students to tell a story about themselves which would be either true 

or lie. During the activity, the teacher told different stories about himself. From 

time to time, he stopped telling his story and asked questions which functioned as 

Questioning Viewpoints and Perspectives as in the following example: 

T[>Ss] ;  (329) So, we were in a big seat, first class #4 (sec) very 

comfortable+...So, I told her to sit next to the window #3 (sec) and I sat+/. 

Ms11[<T] ; Koridor.  

T[>Ss] ;  Aisle.= Very good. #4 (sec) What do you think I asked her? 

A few [<T] ; Her name.  

T[>Ss] ;  Her name.  
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                 By asking that question, the teacher tried to ask for the personal ideas of the 

student, which can change from one student to student. Those kinds of questions 

are related with the students’ imagination.  

         During the same activity, the first teacher (D) also asked 14% (7) High- 

Order type of questions which functioned as Probing Implications and 

Consequences.  As it is mentioned above, while playing the game, the teacher 

stopped telling the story from time to time and asked questions about the ending 

of the story as in the following conversation: 

T[>Ss] ;  (109) Except my trousers, yeah (laugh). #7 (sec) No, #3 (sec) it was 

very very hot because the light went off and I was very hot.= Boiling.= Boiling. 

#5 (sec) So, what do you think happened next? 

Ms8 [<T] ; Then suddenly lights, işte+... 

T[>Ms8] ;  I wish. #4 (sec) No, it didn’t. 

         Those questions are related with the imagination of the students. In order to 

answer that kind of questions, students need to make analysis with the events 

discussed before and should think about the possible follow- up steps. Still those 

answers will vary from one student to another. 

         38% (19) of the High- Order questions of the first teacher functioned as 

Probing Rationale, Reasons, and Evidence. Those questions were generally asked 

when talking about the pre- listening questions in Part 2 (see Appendix 1). 

Especially while talking about the special holidays and festivals celebrated during 

the full moon, the teacher started asking questions about the evil eye and about 

the lucky number of the students.  
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 T[>Ms15] ;  (394) When you carry it with you do you believe in it+...#4 (sec) Do 

you believe in it? 

 Ms15[<T] ; Yes. 

 T[>Ss] ;  Also+/. 

 Ms3 [<T] ; But not evil eye #3 (sec) I carry card. 

 T[>Ms3] ;  What card?= Can I see it? (the students shows the card) Why is it 

lucky for you? 

 Ms3 [<T] ; (No answer) #5 (sec) 

 T[>Ss] ;  OK, it is interesting.= There has to be a reason. #4 (sec) OK, so, you 

carry number+... 

 Ms3 [<T] ; 10 

 T[>Ms3] ;  10 

 Ms3 [<T] ; Yes. 

 T[>Ss] ;  OK= Who believes+...#3 8sec) For example, if I play the loto #3 8sec) 

not in Turkey, when I go to England, #3 (sec) every week I put one pound on six 

numbers.= All right.= But I always play the number 25. #4 (sec) So, it must be 

important for me, Yes or No? 

 Some [<T] ; Why? 

 T[>Ss] ;  I always choose number 25.= It must be important.= So+/. 

 A few [<T] ; (A few students say their favorite numbers) 

 T [>Ms2] ;  Why is it your favorite number? 

 Ms2 [<T] ; I like six+/. 
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 T[>Ss] ;  I like 25 because it is about my father. #3 (sec) It reminds me about 

when my father died.= For this reason, it is an  important number.= That’s all. 

 Ms1 [<T] ; I like 46.= In Turkey, #4 (sec) for 46 they say crazy+/. 

 T [>Fs4] ; You, what is your favorite number? 

 Fs4 [<T] ;  (No answer) #5 (sec) 

 T[>Ss] ;  Also who loves six?= I love six, too. #5 (sec) Aydın, what is your 

favorite number? 

 Ms16 [<T] ; Seven. 

 T[>Ms16] ;  Why seven?= Can you tell us why? 

 Ms16 [<T] ; (No answer) #5 (sec) 

 T[>Ms16] ;  But you have to have reason #2 (sec) yani. #3 (sec) You can’t 

say+...#3 (sec) OK= Can we finish here?= Can you stop for a minute? 

         When the teacher asks the students to explain their reasons for having a 

specific idea, he tries to require students to think about those reasons and explain 

them.  

 

4.3.2. The High-Order Questions and their Functions Asked by the Second 

Teacher 

        When the High- Order questions of the second teacher (F) were investigated, 

it was found that mainly she asked questions which functioned as Questioning 

Viewpoint and Perspectives. In other words, 54% (32) of her High- Order 

questions functioned as Questioning Viewpoint and Perspectives. In general the 

second teacher asked those questions during the warm- up session before starting 
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the chapter. She asked some questions about the title of the chapter as in the 

following conversation: 

T[>Ss] ;  (14) Can you look at the title of Unit 9? #7 (sec) p:175.= Look at 175. 

(Students open their books) The topic may be about you #3 (sec) I don’t know.= 

Do you know the word “Frontier?” 

Ss [<T] ; No. 

T[>Ss] ;  New Frontiers. #3 (sec) Do you have any idea? #4 (sec)  

Ss [<T] ; (No answer) #6 (sec) 

T[>Ss] ;  Frontier?= What may it be? 

Fs1 [<T] ; Do something first. 

T[>Fs1] ;  To do something first. =OK= #3 (sec) To be first. 

        With the help of those questions students are guided to think about their 

points of views, which lead them to think. 

        Besides, the second teacher (F) asked questions which functioned as Probing 

Rationale, Reasons, and Evidence. 38% (22) of her questions functioned to probe 

rationale, reasons, and evidence. The teacher mainly asked those questions while 

talking about living in space and in space colonies in Part 1 before the listening 

session. The following questions can be given as examples: 

T[>Ss] ;  (335) So, #3 (sec) do you think #3 (sec) will we have to live in colonies 

in the future? 

Ms6 [<T] ; No= Maybe 

Fs4 [<T] ; Turkey stay. 
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T[>Ss] ;  We will be able to do this.= Would you like to live in space if you have 

the chance? 

All [<T] ; No+/. 

T[>Ss] ;  Why not? 

Ms2 [<T] ; Temporally. 

T[>Ms2] ;  OK= Temporally  yes you say.= If it is necessary #3 (sec) Why don’t 

you prefer to live there? #6 (sec) 

Ss [<T] ; (No answer) 

T[>Ss] ;  OK= Everything is here.= But no 33 (sec) you will not be the only 

person in #4 (sec) space you will live in colony. 

(Ss laugh)  

        Those questions asked by the teacher require students to express their 

personal ideas and state reasons for the specific answers. In order to answer those 

questions, students need to synthesize their views first and then they are expected 

to state them, which mean they should think in depth. The teacher also asked this 

type of questions which functioned as Probing Rationale, Reasons, and Evidence 

while doing the activity called” Solving a Science Problem”. In this activity, the 

students are told that they are a member of a space crew but their spaceship has 

crash- landed on the moon. In order to go to the other spaceship, they need to 

walk for about two hundred miles. For this reason, they need to take only a 

limited number of items with them. During this activity, the teacher asked such 

questions:  
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T[>Ss] ;  (177) Now #4 (sec) my questions #3 (sec) does a pistol work in space? 

#8 (sec)  

Ss [<T] ; (No answer) 

T[>Ss] ;  For everyone #5 (sec) I’m asking #4 (sec) does it work? 

Ms?? [<T] ; I think it is more effective. 

T[>Ms??] ; More effective? 

Ms?? [<T] ; There is no sürtünme. (Students laugh) 

T[>Ms??] ; I don’t know. #4 (sec) What about your ideas?#3 (sec) Does it work 

in space? #4 (sec) the pestle #3 (sec) why not? 

Ss [<T] ; (No answer) 

T[>Ss] ;  Why won’t it work in space? 

Ms?? [<T] ; Can’t fire.  

T[>Ms??] ; You can’t fire it.= OK 

        After the teacher asks for the ideas of the students about the pestle’s not 

working in space, she asks for the reasons and wants students to state the reasons 

according to their beliefs.  

        The last 8% (5) of the questions asked by the teacher functioned as Probing 

Assumptions. Those questions require students to verify their answers. After 

getting an answer from the students, the teacher asks for other alternatives. The 

teacher asked those questions in Part 2 while talking about the effects of the 

weather on the environment as in the following example:  

T[>Ss] ; (9) If the weather is rainy 33 (sec) how do you feel? 

Some [<T] ; Bad. 



 

 

64

Some [<T] ; Romantic. 

T[>Ss] ; Romantic.=OK= So, #3 (sec) Do you think the weather effect the people 

in different way? 

Some [<T] ; Yes.  

T[>Ss] ; What #3 (sec) the weather may effect us? #4 (sec) What may be the 

other things that are outside?  

Ms6 [<T] ; People 

T[>Ms6] ; People may effect us, ok.  

        After talking about the effects of the weather, the teacher asks for other 

alternatives besides the weather, she tries to probe other answers related with the 

topic. In other words, the teacher tries to lead the students to verify their answers.  

 

4.3.3. The High- Order Questions and their Functions Asked by the Third 

Teacher 

        When the High- Order Questions of the third teacher (G) were investigated, 

the results revealed that mainly she asked questions which have the function of 

Questioning Viewpoints and Perspectives. 44% (13) of the total 29 questions were 

asked for this purpose. Similar to the second teacher (F), the third teacher (G) 

asked those questions in the warm- up session before starting the chapter. She 

asked the following questions:  

T[>Ss] ; (92) OK. #3 (sec) What are they looking at? #5 (sec) What do you think 

they are looking at? #6 (sec) Are they looking at the moon? #4 (sec) Are they 
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looking at the forest?= OK #2 (sec) Who says forest? #6 (sec) Who says the 

moon? 

Ms5 [<T] ; Sky hocam. 

T[>Ss] ; Sky?#4 (sec) Why do you think they are looking at the sky? 

Ms5 [<T] ; They see UFO. 

T[>Ms5] ; Ahh. #4 (sec) I didn’t expect that answer. 

         With the help of the first questions, “What are they looking at?” the teacher 

tries to question the students’ ideas. The answer that she can get from the students 

changes according to the students’ points of views. After getting an answer from a 

male student, the teacher asks another question during this conversation which 

functions as Probing Rationale, Reasons, and Evidence with the following 

question: “Why do you think they are looking at the sky?” The percentage of the 

questions which functioned as Probing Rationale, Reasons, and Evidence was 

56% (16) in total. Those questions were also asked during another activity as in 

the conversation below:  

T[>Ss] ;  (166) OK, which of the following largest cities has the worst air 

pollution?= It was D= Mexico City. #5 (sec) why is that so? 

Ms1 [<T] ; I’ve read an article+... 

Fs4 [<T] ; I saw a movie+... 

T[>Fs4] ;  Movie+...Really? #4 (sec) Do you know the reason?= Why Mexico 

City is worst in air pollution? 

A few [<T] ;People. 

T[>Ss] ;  People.= That is its people. #6 (sec) Yes. 
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        For those questions the students are expected to answer by giving reasons. 

As in the conversation the students made use of an article that one of them read 

and from a movie that one of them watched. They evaluated this knowledge from 

the article and the movie and expressed the reasons, which required students to 

think in detail.  

        The third teacher (G) also asked questions which functioned as Probing 

Rationale, Reasons, and Evidence while talking about traveling to space in Part 1. 

The following question can be given as an example:  

T[>Ss] ;  (255) If you had the chance of #4 (sec) what #3 (sec) going to the moon 

#4 (sec) would you try it? 

Fs2 [<T] ; No. 

T[>Fs2] ;  Why not? 

Fs2 [<T] ; Because I don’t know where it is.  

(Ss laugh) 

         In the following example, after getting an answer from the student, the 

teacher, by asking “Why not?” she wants the student to give reasons for the 

specific answer that she gets. In order to answer that question, the student should 

evaluate the idea that she has and state her reasons.  

        The following table summarizes the functions of the questions asked by each 

teacher and reveals their percentages.  
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Table 6 Functions of the High- Order Questions asked by the Teachers 

T1 (D) T2 (F) T3 (G) 

Questioning 
Viewpoints 
     and 
Perspectives 

Probing 
Implications 
      and      
Consequences 

Probing 
Rationale, 
Reasons, 
and 
Evidence 

Questioning 
Viewpoints     
and 
Perspectives 

Probing 
Implications 
      and      
Consequences 

Probing 
Assumptions 

Questioning 
Viewpoints 
     and   

Perspectives 

Probing 
Rationale, 
Reasons, 
and 
Evidence 

 

n % n % n % n % n % n % n % n % 

24 48 7 14 19 38 32 54 22 38 5 8 13 44 16 56 

 

        Briefly, it can be concluded from the examples given above that the tasks or 

the activity types effect the questions that the teachers ask. Certain activities have 

High- Order questions, for example, the pre- listening questions in Part 1 and Part 

2. Also the activity about Solving a Science Problem requires students to rank the 

items from the most important to the least important one, and the students are 

expected to explain their reasons for choosing those items and why they think 

they are very important. Moreover, for the lecture that the students listen, they 

also should decide about the winner of the debate and should explain the reasons 

why they think that specific side won the debate. While covering those activities, 

the teachers asked High-Order questions as they are stated in the book. However, 

there was another activity which was about Getting Meaning from Context in Part 

1 (see Appendix 1). Here the students listen to five conversations and after each 

conversation they are asked a question recorded in the cassette. The questions are 

not written in the book. The three teachers checked the answers of the students 

but they did not ask follow- up questions after getting the correct answer. They 

could have asked for the clue the students caught which led them to the right 
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answer. Those questions have an important role in students’ decisions since 

students need to make inference on certain information. It would be beneficial for 

the students to think about that kind of follow- up questions because with the help 

of those questions students will be given chance to think in depth, evaluate the 

information, analyze, and synthesize the situation and decide. Asking that kind of 

follow- up questions is important because for the Listening/Speaking course there 

is an objective set to develop students’ critically thinking abilities. To achieve this 

aim, teachers should make use of every opportunity to ask such questions since 

questions are one of the tools that help students to lead to be thinkers. Briefly, it 

can be more beneficial for students when they are asked extra questions which the 

book does not include.  

        The activities and the questions stated in the book also seem to affect 

teachers’ choice of questions. Teachers mainly tented to ask questions with the 

function of Questioning Viewpoints and Perspectives since the questions included 

in the book have that function.  

        Moreover, the way the teachers cover the activity also plays an important 

role on his/her choice of questions. As for the “True” or “Lie” activity, the first 

and third teachers themselves made up stories and shared it with their students, 

they stopped from time to time and asked questions about whether they were 

lying or nor, or they asked questions about the ending of the story. On the other 

hand, the second teacher wanted the students to make up a story and tell that story 

to the class. After finishing telling the story, the teacher asked the rest of the class 
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to guess whether the story was true or not.  In that way, the teacher did not have 

the opportunity to ask many questions.  

 

4.4. Summary 

        This chapter presented the findings of the analysis of the data both 

quantitatively and qualitatively. The results revealed that teachers asked different 

types of questions in Listening/Speaking courses but paying attention to the 

questions which functioned as High- Order Questions, it can be said that, the 

percentage of those questions is not high.  
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CHAPTER V: CONCLUSION 

5.1. Introduction 

        The role of the questions in classroom has been discussed since the time of 

Socrates. It is stated that appropriate teacher questions are important for students’ 

cognitive and meta cognitive improvement and have an effect on students’ 

responses in terms of their length and they also have a vital role in making 

students think, analyze, and give reasons for their answers. In other words, the 

questions can be considered as an effective tool in changing the students’ role 

from being only passive listeners to active participants who think and express 

their ideas.  

        In the light of these views, this study investigated the types of questions 

teachers asked in Listening/Speaking classes to see whether they gave chance to 

the students to think, analyze, and express their idea that is to think critically by 

those questions.  

 

5.2. Summary of the Study 

        As it is clear through the aim mentioned above, the study attempted to find 

answer to the following questions. First one is whether High- Order type of 

questions that had the function of leading students to critical thinking are asked. 

The second one is at which stages of the lesson the teachers asked High- Order 

questions and what the function of those questions were according to Syque’s 

(2002) categorization.  
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In order to answer the research questions, three teachers teaching Listening/ 

Speaking at Intermediate level were chosen based on their teaching experience 

and native language. As for the teachers participating in this study, the first 

teacher (D) had eight years of teaching experience and was a native speaker. The 

second teacher (F) was a nonnative speaker with eight years of teaching 

experience too. The last teacher (G) was a nonnative speaker with two years of 

teaching experience. The teachers were video- recorded for eight class hours 

during a week of Listening/Speaking course. The researcher did not attend the 

classes in order not to affect the students and the teachers. When the data was 

collected, the video- recordings were transcribed by the researcher by using the 

codes in Appendix 2. According to the transcribed data, the questions were 

counted but some utterances which functioned as orders, recast or rhetoric types 

were excluded from the study since they do not function as questions. In terms of 

the questions’ categorization Todd’s (1990) classification was taken for granted.  

        In order to answer the first research question, the questions were categorized 

and grouped as Echoic, Epistemic, and High- Order Questions. According to the 

findings, T1 asked 421 questions in total. 89 (21%) were Echoic, 176 (42%) were 

display, 106 (259%) were referential questions and 50 (12%) functioned as High- 

Order Questions. In other words, of the total questions, the first teacher asked 50 

(12%) questions which guided students to think, analyze, and synthesize.  

        For T2, it was found that she asked 533 questions in total. 75 (14%) of them 

were Echoic, 259 (49%) were display 140 (26%) were referential and 59 (11%) 

were High- Order Questions. In other words, of the total questions, the second 
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teacher asked 59 (11%) questions which expected students to think, to make 

analysis and synthesis.  

        As for T3, the total number of the questions was 349. 34 (10%) of which 

functioned as Echoic, 210 (60%) display, 76 (22%) of those questions were 

referential and 29 (8%) of the questions were High- Order Questions. In other 

words, of the total questions, the third teacher asked 29 (8%) questions which 

required students to think, to make analysis and synthesis.  

In order to answer the second research question, the data was analyzed to 

find out at what stages of the lesson the teachers asked High- Order questions and 

the researcher tried to find out the functions of those questions based on the 

classification of Syque (2002). 

         In terms of the High- Order questions, the first teacher mainly asked 

questions 48% (24) which had the function of Questioning Viewpoints and 

Perspectives according to Syque (2002). Most of those questions were asked were 

asked during a game “Truth” or “Lie”. This activity asked students to tell a story 

about themselves which would be either true or lie. During the activity, the 

teacher told different stories about himself. From time to time he stopped telling 

his story and asked questions to Questioning Viewpoints and Perspectives of the 

students. 

        The first teacher (D) also asked 14% (7) High- Order questions which 

functioned as Probing Implications and Consequences while playing the same 

game “Truth” or “Lie”.  As it is mentioned above, while playing the game, the 
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teacher stopped telling the story from time to time and asked questions about the 

ending of the story. The students tried to guess the next step that the teacher did.  

        Besides, the first teacher asked 38% (19) High- Order questions which 

functioned as Probing Rationale, Reasons, and Evidence. Those questions were 

generally asked during the pre- listening stage in Part 2 (see Appendix1). 

Especially while talking about the special holidays and festivals celebrated during 

the full moon, the teacher started asking questions about the evil eye and about 

the lucky number of the students.  

        When the High- Order questions of the second teacher (F) were investigated, 

it was found that mainly she asked questions which functioned as Questioning 

Viewpoint and Perspectives. In other words, 54% (32) of the questions functioned 

as Questioning Viewpoint and Perspectives. In general the second teacher asked 

those questions during the warm- up session before starting the chapter. She asked 

some questions about the title of the chapter. 

        Besides, the second teacher (F) asked questions which functioned as Probing 

Rationale, Reasons, and Evidence. 38% (22) of the questions were asked for this 

purpose. Mainly the teacher asked those questions while talking about living in 

space and in space colonies in Part 1 before the listening session. 

        The teacher also asked questions which functioned as Probing Rationale, 

Reasons, and Evidence. 8% (5) of the questions had that function and those 

questions were asked while doing the activity called” Solving a Science 

Problem”. This was a problem solving type of activity (see Appendix 1). The 

teacher asked for the students’ reasons for taking the specific items.  
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        As for T3, when the High- Order Questions she asked were investigated, the 

results revealed that mainly she asked questions which have the function of 

Questioning Viewpoints and Perspectives. 44% (13) of the total High- Order 

questions were asked for this purpose. Similar to the second teacher (F), the third 

teacher (G) generally asked those questions in the warm- up session before 

starting the chapter. 

         Besides those questions, the third teacher also asked questions which 

functioned as Probing Rationale, Reasons, and Evidence. %56 (16) of the 

questions were asked for this purpose. Those questions were mainly asked while 

conducting the activity about  Solving a Science Problem.  

 

5.3. Conclusion 

        There were three teachers participating in the study, so with this limited 

number of participants, the results cannot be generalized. However, the study can 

be a clue or an initiation for further similar research studies which can be 

conducted with larger participants.  

        In terms of the findings, the results revealed that the number of High- Order 

questions asked in class is not high. The number can be increased by making use 

of every opportunity to ask that kind of questions. 

        It can be concluded that experience may be effective in the teachers’ choice 

of questions since it was found that the number of the High- Order questions 

asked by more experienced teachers was higher than the novice teacher. Yet, the 

reason for this result may be the choice of activities of the novice teacher. 
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        The limited number of questions that the teachers asked in the classes may 

be due to the text book used in class. Some teachers are more inclined to follow 

the book verbatim, so the limited number of High- Order questions in the book 

may also limit the teacher. In such cases supplementary materials to the book can 

be prepared. 

        Based on the results of the data analysis, it can also be interpreted that the 

way the teachers conducted the activities affected the choice of questions that the 

teachers asked. For instance, in whole class discussions or problem solving 

activities the teachers have chance to ask High- Order questions. However, in role 

plays or game like activities the chance of asking such questions may decrease. 

Although the nature of the tasks effected the questions that the teachers asked, 

still it can be said that tasks can be applied in such a way that questions that lead 

to critical thinking can be asked at least as a follow up. That is the teacher can 

find ways to adapt the activity to include High-Order questions. 

        To sum up, paying attention to having students who think, analyze, 

synthesize, reason, and state their reasons instead of passively accepting the 

information in class, teachers should be aware of their practices and should be 

more conscious since they are the ones who help the students develop both as 

language users and as critical thinkers.  

 

5.4. Pedagogical Implications 

         The importance of the questioning skill is stated as a vital element in a 

classroom environment. Considering the role of the teacher in a classroom 
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environment and mainly the importance of the questions, it is certain that teachers 

need to pay attention to their teaching and questioning skills. If we, as teachers 

complain about having students who do not think, we should first focus on our 

teaching performances since we guide the students and facilitate their learning. 

Some teacher training programs are recommended that lead teachers to become 

more conscious about their questioning styles. QUILT is one of those programs as 

it is mentioned about it in Literature Review (cf. 35). With the help of those 

programs, the teachers can have the chance to improve themselves as effective 

questioners.  

        Besides those programs, some other workshops can be conducted to make 

teachers aware of this observable skill.  

 

5.5. Further Research 

        Some suggestions for further research can be as follows. First of all, the 

number of the teachers who participated in the study can be increased, which will 

be more effective in generalizing the results.  

        Second, after recording the teachers, immediate interviews can be held, 

which will not only help to identify the question types more effectively but also 

will shed light to teachers’ choices more explicitly.  

Besides these, teachers may be asked to keep diaries in which they will describe 

the things they do in class and over those diaries some interviews can be 

conducted as a retrospection session so that more in depth study will be possible.  
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