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Abstract

Teacher questioning is often considered the heartbeat of the EFL classroom, however,
questioning practices remain complex and multifaceted. This quantitative study investigated
EFL teachers’ perceptions of and practices regarding classroom questioning. A questionnaire
was administered to 122 EFL teachers working at public high schools in Dong Thap Province
to collect data on their perceptions and questioning practices. The findings revealed a
noticeable gap between teachers’ beliefs and their actual classroom practices. Although the
participants demonstrated a strong understanding of the role of teacher questioning in
promoting student engagement, traditional questioning patterns continued to dominate
classroom interactions. The findings indicated a high frequency of display questions and an
emphasis on lower-order cognitive processes, such as remembering and understanding,
despite the recognized importance of fostering student engagement and higher-order thinking
skills in EFL instruction. In contrast, evaluative and creative questions were rarely employed.
Additionally, the participants reported both benefits and challenges associated with the use of
questioning techniques in English classrooms.
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Tém tit

Cach gido vién dat cau hoi thwong duwoc vi nhu “nhip ddp” cua lép hoc tiéng Anh nhu
mot ngoai ngit, nhung trong thuc té, viéc thuc hién con nhiéu phirc tap. Nghién ciru dinh luong
nay da dwoc thye hién nham diéu tra nhdn thirc cua gido vién EFL va thuc te giang day cua
ho vé viéc ho dat cau hoi trong tiét day tieng Anh. Bang cdu hoi duoc thiet ke dé khao sat 122
gido vién EFL o cac truong trung hoc pho thong trén dia ban tinh Dong Thdp vé linh viee nay.
Keét qua dit lieu da chi ra :‘khod@g cach giita nhdn thicc va thic hanh”. Trén ly thuyét, nhitng
gido vién ndy hiéu biét rat ro vé viéc dat cau hoi nham thic day su tham gia cia hoc sinh,
nhung trén thuc té, cach day truyén thong van chlem wu thé tai l6p hoc. Cac 56 liéu cho thdy
tan sudt ciia cde “cdu hoi kiém tra kién thire” xudt hién cao va chii yéu tdp trung vao cdc hoat
dong tw duy co ban nhw ghi nho va thay hiéu; trong khi d6, muc tiéu cia giang day tiéng Anh
la thu hit hoc sinh tham gia va khuyén thich cac em suy nghi sau hon thay vi chi ghi nhé
nhitng sy kién don gian. Tuy nhién, trén thuc te, cac cdu hoi mang tinh danh gid va sang tao
lai hiem khi dwoc thyc hién trong [0p. Ngoai ra, nhiing gido vién tham gia khdo sdt ciing gap
phdai nhitng thudn loi va kho khan trong viéc dat cdau hoi trong gio day tieng Anh.

T khoa: Gido vién day tiéng Anh nhw mét ngoai ngir & cap trung hoc phé théng, 16p

hoc tiéng Anh nhw mot ngoai ngit, nhan thirc, nhdn thire, thuc tién, viéc dat cau héi ciia gido
vién.
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1. Introduction

Globally, effective teaching depends not only on the curriculum and instructional
materials but also on pedagogical practices, particularly teacher questioning. Recent research
in EFL contexts has consistently highlighted the essential role of teacher questioning in
promoting student engagement and cognitive development (Rimmer, 2019; Saswati, 2022).
As Walsh (2011) argues, teachers’ language use, particularly strategic questioning, plays a
crucial role in creating “space for learning” and fostering interactional competence in the
classroom. Numerous studies (e.g., He, 2025; Lu & Zheng, 2025; Richards & Lockhart, 1994;
Walsh, 2011; Zhou, 2024) have identified teacher questioning as a fundamental pedagogical
tool that facilitates classroom interaction and learning. In the Vietnamese educational context,
previous studies have examined various aspects of teacher questioning (Dinh & Le, 2020;
Nguyen et al., 2021; Nguyen & Nguyen, 2023; Nguyen & Nguyen, 2024; Tran & Nguyen,
2021). These studies suggest that students’ fear of making mistakes, concerns about
pronunciation, and negative feedback from peers or teachers may reduce classroom
participation, leading to limited language use, increased anxiety, and a greater reliance on
Vietnamese and lower-order thinking skills (LOTS). Moreover, previous research has mainly
focused on specific dimensions of teacher questioning, such as questioning techniques (Tran
& Nguyen, 2021), the integration of questioning into digital learning materials, and the role of
questioning in reading instruction (Nguyen & Nguyen, 2023). Consequently, empirical
evidence on teacher questioning practices in EFL classrooms, particularly in rural high school
contexts, and their influence on student learning remains limited. Therefore, further research
is needed to gain a deeper understanding of how teacher questioning is implemented in specific
regional contexts such as Dong Thap Province.

Therefore, this study was conducted to explore the use of teacher questioning by EFL
high school teachers in public schools in Dong Thap and their perceptions regarding this field.
This research was driven by two research questions: 1) What are EFL teachers’ perceptions of
using teacher questioning during classroom instruction in Dong Thap high schools? 2) What
are EFL teachers’ practices of teacher questioning during classroom instruction in Dong Thap
high schools?

2. Literature Review
2.1. The Role of Teacher Questioning in the EFL Classroom

Teacher questioning is not merely a classroom routine but a strategic pedagogical tool
encompassing a range of question types, from simple closed questions to complex situational
prompts that foster meaningful classroom interaction. Early studies on teacher questioning
primarily focused on managing students’ attention and reviewing lesson content (Dillon,
2025), whereas contemporary perspectives emphasize the role of teacher questioning in
promoting authentic communication in language classrooms (Nunan, 1991). Researchers view
teacher questioning as an intentional and interactive process that facilitates meaningful
exchanges between teachers and learners (Gangone, 2024; Yuliawati et al., 2016). This
approach moves beyond traditional teacher-centered instruction and creates an interactive
learning environment in which students are encouraged to address misconceptions and develop
higher-order thinking skills (Gangone, 2024; Hou et al., 2025).

Based on these perspectives, teacher questioning is considered the “heartbeat” of
classroom interaction in EFL contexts and an essential pedagogical tool that shapes the
quantity and quality of student participation (Nunan, 1991; Walsh, 2011). Strategic teacher
questioning is not only employed to assess students’ understanding but also provides necessary
scaffolding for language production and stimulates deeper cognitive processing (Richards &
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Lockhart, 1994). Although closed or display questions are useful for maintaining lesson flow,
research suggests that they are generally less effective than interactive and referential
questions in promoting authentic communication and higher-order thinking (Chin, 2007;
Huynh, 2022). Furthermore, effective teacher questioning functions as an adaptive process in
which teachers adjust their questioning strategies according to learners’ proficiency levels,
providing more structured support for beginners while encouraging advanced learners to
engage in open-ended discussions (Ellis, 2012; Ur, 2012). Recent studies have emphasized the
importance of incorporating critical-thinking questions to bridge the gap between instructional
practices and student engagement (He, 2025). In summary, intentional teacher questioning
transforms the EFL classroom from a passive learning environment into an active space where
students can develop both linguistically and cognitively (Lu & Zheng, 2025).

2.2. EFL Teacher Questioning Strategies

In EFL classroom interaction, teacher questioning strategies function as key
pedagogical tools that shape both the cognitive and affective dimensions of classroom
communication. One frequently highlighted strategy in the literature is wait time. While the
concept originated from Rowe’s work, recent studies by Zhou (2024) and Oussama (2025)
have shown that extending the pause following a teacher’s question can enhance the length
and cognitive complexity of students’ responses. The way teachers formulate and deliver
questions also plays a significant role in the effectiveness of classroom questioning. Maybery
and Hartle (2003) note that the pacing, intonation, and stress patterns employed during
questioning can influence students’ perceptions of difficulty and their willingness to respond.
From an affective perspective, a supportive tone and appropriate pacing can reduce students’
anxiety, which aligns with Krashen’s (1982) Affective Filter Hypothesis. Another important
strategy involves scaffolding through sequenced questioning. Wragg and Brown (2001)
describe scaffolding as the systematic arrangement of questions from less demanding to more
complex levels, allowing students to gradually construct their understanding.

Furthermore, teacher questioning encompasses a range of linguistic and cognitive
strategies. Declarative statements, directives, and conventional interrogative forms can
function as strategic prompts that reduce learner anxiety and create a more inclusive, low-
pressure learning environment (Darong, 2022; Ur, 2012). Such indirect prompts encourage
peer discussion and reflection by shifting students’ attention from identifying a “correct”
answer to engaging more meaningfully with the task (Lu & Zheng, 2025). The balance
between LOTS and Higher-Order Thinking Skills (HOTS) determines the depth of cognitive
engagement during classroom interaction. LOTS help build learners’ confidence and assess
their ability to recall information (Tee et al., 2010), whereas HOTS play a crucial role in
developing critical analysis and creative language use (Putri & Trisanti, 2025). However,
HOTS require sufficient wait time and appropriate scaffolding to prevent cognitive overload
among EFL learners (Li, 2023). Moreover, the communicative quality of classroom interaction
depends on the balance between closed/display questions and open-ended/referential
questions. Closed and display questions are essential for checking students’ comprehension
and assessing language proficiency (Richards & Lockhart, 1994), whereas open-ended and
referential questions promote authentic language use by encouraging learners to express
personal opinions and experiences (Candilasa, 2025). Although referential questions can
enrich learning experiences, display questions remain more common due to examination
pressure and large class sizes (Laoli, 2025).

Additionally, effective teacher questioning is a pedagogical practice that balances
cognitive demands with strategic delivery. By applying Bloom’s Revised Taxonomy, teachers
can guide learners from basic recall to higher-order analytical thinking while maintaining
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appropriate cognitive challenges within students’ Zone of Proximal Development (Anderson
& Krathwohl, 2001). This approach is further strengthened by the Socratic Method, which
uses probing questions to shift classroom discourse from finding correct answers to generating
deeper insights. For instance, when students present a conclusion, teachers may ask questions
such as “What evidence supports your view?” or “How did you arrive at this conclusion?” to
promote intellectual curiosity and deeper language production (Lu & Zheng, 2025).
Contemporary pedagogy also emphasizes learner autonomy through approaches such as the
Question Formulation Technique. Encouraging students to generate their own questions may
enhance academic achievement and transform the classroom into a more student-centered
learning environment (Laoli, 2024; Rothstein & Santana, 2011). Moreover, the strategic use
of wait time and purposeful sequencing from comprehension-based questions to evaluative
prompts provides essential scaffolding for students to develop stronger justification and
coherence in their responses (Salmon & Barrera, 2021). In summary, when implemented
effectively, these questioning strategies can transform the EFL classroom into an intellectually
stimulating environment where students develop both linguistic competence and higher-order
thinking skills (Candilasa, 2025).

2.3. Student Task Performance

In this study, student task performance is not viewed in isolation but rather as an
outcome influenced by teacher questioning practices. In EFL classrooms, task performance is
traditionally understood in terms of learners’ completion of communicative tasks and is
commonly evaluated through dimensions such as linguistic complexity, accuracy, and fluency
(Ellis, 2003; Skehan, 1998). These dimensions can be supported and enhanced through
effective teacher questioning strategies. Recent studies increasingly suggest that the quality
and quantity of students’ language production are closely related to the way pedagogical
prompts and classroom interactions are structured (Candilasa, 2025). Therefore, task
performance can be viewed as a co-constructed interactive process in which teachers’
questions function as instructional triggers that shape the cognitive depth and engagement
levels of students’ responses. By initiating and framing communicative goals, teacher
questioning plays a significant role in facilitating students’ task performance and promoting
meaningful classroom interaction (Candilasa, 2025; Nunan, 1988).

2.4. Previous Studies

Research on teacher questioning has shown a persistent gap between the theoretical
ideal and the daily reality of the classroom. As early as 1983, Long and Sato laid the
groundwork by identifying a discourse dominated by 'display' questions, those predictable,
fact-checking prompts that offer little opportunity for the complex, authentic communication
encouraged by 'referential' questions. Two decades later, the story changed from what teachers
ask to why they ask it. Saito and Ebsworth (2004), backed up by Cheng and Watanabe (2004),
demonstrated how even well-intentioned teachers return to 'safe', exam-oriented questioning
when pressed by high-pressure institutional demands. This ‘perception-practice gap’ remains
a central problem for contemporary scholarship. Recent studies (Ulker Mermer, 2022;
Puspitasari et al., 2025) indicate that HOTS have been regarded as the engine of critical
thought but have become stagnant in the face of student silence and lack of practical training
in the field (Yuliawati et al., 2016; Walsh, 2011). But the evidence suggests that the barriers
to cognitive-rich interaction should not be teacher belief but rather a complicated network of
systemic and situational constraints forcing a return to teacher-centered norms.

In Vietnam, an increasing body of research has examined the relationship between
teacher questioning and students’ linguistic and psychological outcomes, particularly in the
Mekong Delta. Studies by Nguyen and Tran (2015), which investigated 11th-grade students
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at Le Thanh Hien High School in Tien Giang during speaking lessons, and Nguyen and
Nguyen (2023) reported that students frequently experienced speaking anxiety resulting from
limited vocabulary knowledge and concerns about negative evaluation when performing topic-
based oral tasks. More recent evidence from Nguyen and Nguyen (2024) suggests that
intentional questioning, particularly during pre-reading activities, can function as a strategy
for activating students’ critical thinking. Techniques such as simplified questions, follow-up
prompts, and increased wait time provide scaffolding that supports students’ comprehension
across various reading tasks. Such strategies help bridge the gap between students’ linguistic
limitations and the communicative demands emphasized in the 2018 General Education
Curriculum. However, their application remains limited in other language skill areas,
particularly writing instruction. Moreover, an overreliance on LOTS remains evident even in
gifted high school contexts, with relatively few higher-order questions requiring analysis,
evaluation, or creation (Phuong & Nguyen, 2017).

Although there is broad theoretical agreement regarding the value of effective teacher
questioning, the perception—practice gap continues to constrain classroom interaction (Farrell
& Bennis, 2013). Vietnamese teachers generally recognize the importance of adopting more
cognitively demanding questioning strategies; however, their classroom practices continue to
be dominated by traditional teacher-centered questioning patterns (Phuong & Nguyen, 2017).
Existing evidence suggests that local EFL teachers tend to favor display questions for
assessing factual knowledge rather than referential questions that encourage deeper cognitive
engagement (Nguyen & Nguyen, 2023). While such tensions have been documented in major
urban contexts such as Can Tho and Ho Chi Minh City, there remains a lack of quantitative
evidence concerning the specific socio-educational context of high schools in Dong Thap
Province. Therefore, further investigation is needed to determine whether the objectives of the
2018 General Education Curriculum have been effectively translated into actual teacher
questioning practices in local EFL classrooms (MOET, 2018; Nguyen & Tran, 2015).

2.5. Theoretical Framework

The Revised Bloom’s Taxonomy (Anderson & Krathwohl, 2001) serves as a framework
to split teacher questioning into LOTS and HOTS. In high school EFL contexts, LOTS
questions (Remembering, Understanding, Applying) tend to be “display questions” to verify
linguistic input (e.g., verb forms or sentence transformation), which function as “confidence
builders” for factual understanding (Darong, 2022; Tee et al., 2010). In particular, at the
Remembering level, teachers use questions to elicit recall of isolated lexical items or
grammatical rules, e.g., “What is the past tense of the verb go?” Questions at the
Understanding level ask students to show understanding of meaning or paraphrase
information, as in “Can you tell me what the expression ‘out of the question’ means in this
paragraph?” At the Applying level, questioning takes place at the level of operationalizing
linguistic structures within controlled structural contexts, for example, by asking students to
change the sentences: “What is the way to change this active sentence into the passive voice?”
To support the initial stages of discourse and to promote conceptual clarity before moving on
to higher-order cognitive tasks, teachers anchor these display questions in elementary language
mechanics. Additionally, HOTS templates (Analyzing, Evaluating, Creating) exceed rote
remembering. Particularly, it is for the intermediate level that students truly begin to develop
communicative competence because using English is not only to answer questions, but to solve
problems and express their personal opinions (Lu & Zheng, 2025; Putri & Trisanti, 2025).
Therefore, the strategic balance between LOTS and HOTS is important to foster both linguistic
proficiency and critical thinking, which helps successfully bridge the gap between basic
knowledge and complex ideas (Walsh, 2011).
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3. Research Methodology
3.1. Research Design

The present study employed a quantitative research design as the first phase of a broader
long-term project that aimed at improving classroom discourse. The goals of this study are to
provide a strong empirical baseline and to offer a comprehensive and objective picture of
teacher questioning across diverse high school settings. This quantitative study is essential to
identify systemic trends and gaps in frequency, which will serve as a foundational framework
for subsequent qualitative investigations into the deeper aspects of classroom interaction. The
approach was rooted in the principles of descriptive survey research (Creswell & Creswell,
2025) and was selected to identify specific trends and to quantify the “perception-practice gap”
in a statistically significant manner. The research specifically examines the provincial
dynamics of Dong Thap to bridge the gap between national policy and the local classroom
realities.

3.2. Participants and Sampling

This study employed purposive sampling of teachers who played a key role in
implementing the 2018 General Education Curriculum. This targeted approach means the
findings are not simply a collection of numbers but a statistically meaningful and
contextualized overview of the professional group that take responsibility for English language
teaching in the province. The demographic diversity of the sample is detailed in Table 1 below:

Table 1. Summary of the Participants’ Demographic Information (N=122)

Participants’

. . Variables Number Percentage
information
Gender Male 35 28.7%
Female 87 71.3%
Bachelor 105 86.1%
Degrees
Master 17 13.9%
) ) Under 5 25 20.5%
Teaching experience 5.10 14 11.5%
(years)
11-15 12 9.8%
16-20 22 18%
Over 20 49 40.2%
Worki fext Wards 63 51.6%
oriing contex Communes 59 48.4%

3.3. Research Instrument

The main quantitative tool was a designed questionnaire which was adapted from the
models of Brace (2018) and Creswell & Creswell (2025) to assess the perceptions and
practices of teachers. Perceptions were measured by five-point Likert scales ranging from
“Strongly Disagree” to “Strongly Agree”; behavior frequency was measured by five-point
scales ranging from “Never” to “Always.” This five-point design was chosen to balance
sensitivity and reliability; as noted by Pimentel (2019) and Joshi et al. (2015), such a spectrum
captures diverse opinions while minimizing the ambiguity often found in more complex scales.
Additionally, the use of a “Neutral” midpoint is essential in research in education, because it
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can provide an honest representation of those pedagogical beliefs that are uncertain (Dawes,
2008). Three distinct clusters based on the literature were designed. The first cluster is about
the teachers’ perception of teacher questioning strategies based on the cognitive domain of
Anderson and Krathwohl's (2001) Revised Bloom's Taxonomy, which is still the best way to
judge how teachers think about higher-order thinking (Alzahrani, 2019). The second cluster
looks at practices and how often different types of questions are used in the EFL classroom.
The third cluster explores the perceived benefits of effective teacher questioning, along with
the systemic challenges teachers face in implementing it. This cluster considers environmental
factors supported by Nguyen and Nguyen (2024) and Zhou (2024).

3.4. Reliability and Pilot Study

The reliability of the research instrument was assessed through a pilot study involving
22 EFL teachers who did not participate in the main study. This pilot phase enabled the
refinement of the questionnaire. Participants’ feedback helped identify and reduce linguistic
ambiguities, ensuring that the questionnaire items were clear and comprehensible. Reliability
analysis using Cronbach’s alpha yielded a coefficient of .87. This value exceeded the
commonly accepted threshold of .70, indicating that the questionnaire demonstrated high
internal consistency and was suitable for use in the main study (Taber, 2018).

3.5. Data Collection and Ethical Considerations

Formal data collection was conducted during the second semester of the 2025-2026
academic year. The questionnaire was distributed via Google Forms to facilitate access to
teachers across geographically diverse districts of Dong Thap Province. The data collection
process adhered to ethical research principles, with participation being entirely voluntary and
participants’ anonymity fully protected. Prior to completing the questionnaire, participants
were provided with detailed information about the objectives of the study and were asked to
provide their informed consent.

3.6. Data Analysis

Quantitative data were collected from 122 completed questionnaires and analyzed using
SPSS version 27.0. The scores obtained from the 30-item questionnaire were treated as
interval-level data for statistical analysis. Descriptive statistics, including the mean (M) and
standard deviation (SD), were calculated to identify the central tendency and variability of
teachers’ perceptions and practices. In addition, Pearson correlation analysis was conducted
to examine the relationship between teachers’ perceptions and their reported classroom
practices. This analytical approach enabled a systematic comparison between teachers’
perceived importance of questioning strategies and their actual classroom practices.

4. Findings
4.1. EFL Teachers’ Perceptions of Teacher Questioning

Prior to conducting the main analysis, corrected item—total correlations were examined
to assess the consistency between individual items and the overall scale of Cluster 1. The
corrected item—total correlation coefficients ranged from .521 to .782, indicating that all items
contributed adequately to measuring the intended construct. In addition, Cronbach’s alpha
values if items were deleted were examined to determine whether removing any item would
improve the internal consistency of the scale. The alpha coefficients ranged from .911 to .927,
suggesting that deleting any individual item would not substantially improve the overall
reliability of the scale (a = .923). Therefore, all items were retained for subsequent analyses,
and descriptive statistics were conducted to examine teachers’ perceptions of the role of
teacher questioning in EFL classrooms.
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Table 2. Item-Total Correlation (A) and Cronbach’s Alpha (B) Resulting from
Item Deletion of Cluster 1

Item A B Items A B
1 579 923 6 147 913
2 773 911 7 182 911
3 705 915 8 758 912
4 721 914 9 781 911
5 521 927 10 71 911

Table 3 also shows the participants’ positive attitude towards teacher questioning
strategies (see Appendix 1), because the majority of the items received high mean scores (M
> 4.15). Teachers were very familiar with the Revised Bloom’s Taxonomy and clearly
understood the importance of HOTS and real-world connections in creating deep cognitive
engagement. An important finding was the strategic sequencing of questions, from easier to
harder, which was found to be the most important strategy to promote student engagement
(Item 7, M = 4.34). Even though they agreed with the role of teacher questioning in reducing
anxiety and assessing speaking proficiency, there was still a decrease in confidence in the
simultaneous use of display and referential questions (Item 5, M = 3.66). Except for this one
area of ambiguity, the findings lead to a clear conclusion that pre-planned teacher questioning
is a key factor of student achievement and classroom success.

Table 3. Teachers’ Understanding of Using Teacher Questioning in Class

Items Mean SD Items Mean SD
1 4.19 .96 6 4.15 .80
2 4.27 .82 7 4.34 78
3 4.27 .86 8 433 .82
4 4.16 .83 9 4.27 .84
5 3.66 98 10 4.26 .83

4.2. Teachers’ Actual Practices: The Frequency of Teacher Questioning Types

Similarly, the researcher conducted the SPSS-based reliability analysis for Cluster 2,
and the results indicated an acceptable level of internal consistency, with Cronbach’s alpha
reaching 0.791. This shows that the scale is sufficiently reliable for further analysis. In
addition, to check whether any individual items were redundant or should be removed to
improve the overall reliability of the scale, the “Item—Total Statistics” output was analyzed.
Table 4 presents the results for each item in the second cluster (see Appendix 2).

Table 4. Item-Total Correlation (A) and Cronbach’s Alpha (B) Resulting from
Item Deletion of Cluster 2 (N=122)

Items A B Items A B
11 471 173 16 618 755
12 225 .800 17 .629 750
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Items A B Items A B
13 297 793 18 544 763
14 239 .801 19 478 771
15 528 765 20 637 751

As shown in Table 4, most items demonstrated acceptable item—total correlation
coefficients, ranging from .471 to .637, exceeding the recommended threshold of .30, which
indicates that these items are positively correlated with the overall scale and contribute
meaningfully to the construct. However, several items, including item 12 (r = .225), item 13
(r=.297), and item 14 (r = .239), exhibited low item—total correlations below the acceptable
threshold of .30, suggesting that these items may not strongly connect with the overall
construct of cluster 2. Thus, the researcher decided to delete items 12, 13, and 14 and run the
reliability test again. The result was shown in the following table.

Table 5. Item-Total Correlation (A) and Cronbach’s Alpha (B) Resulting from Item
Deletion of Cluster 2 after Deleting Items 12, 13, 14 (N=122)

Items A B
11 .390 .824
15 575 797
16 .627 789
17 .657 782
18 .598 .793
19 482 812
20 .625 .789

The result showed that after deleting those items, the remaining items demonstrated
acceptable item—total correlation coefficients, ranging from .390 to .657, exceeding the
recommended threshold of .30. The Cronbach’s alpha was .823, demonstrating an improved
level of internal consistency. This suggests that the rest of the items in cluster 2 are reliable
for further analysis. After that, Descriptive statistics for cluster 2 were calculated based on the
refined scale after removing items 12, 13, and 14.

Table 6. The Practice of Teacher Questioning in Class (N=122)

Item Mean SD
11 3.96 .54
15 3.83 71
16 4.15 .63
17 3.54 78
18 3.82 .68
19 3.90 .64
20 3.97 .67

The data showed an average positive trend in the use of questioning strategies with
scores ranging from 3.54 to 4.15. There is an obvious goal to encourage student elaboration
with a strong professional agreement with the benefit of “How” and “Why” questions (Item
16, M =4.15), especially as a way to challenge students in the post-lesson stages. Furthermore,
teachers appear to be strategically differentiating their approach, purposefully employing

10
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easier, factual prompts to build confidence and reduce passivity in weaker classes (Item 11, M
=3.96). But a critical gap is perceived in real-time interaction. While teachers frequently use
spontaneous or follow-up questions, they are much less consistent in using probing techniques
to address students’ silence in communicative tasks (Item 17, M = 3.54). This indicates that,
although the conceptual importance of higher-order thinking is well-understood, the practical
ability of probing in everyday discourse remains an important area for professional
development.

4.3. Perceived Use of Teacher Questioning on Student Task Performance

The internal reliability of Cluster 3 was statistically confirmed with a Cronbach’s alpha
of .844. As detailed in Table 7, each item showed a solid correlation with the overall scale,
and the “alpha if item deleted” scores remained stable, justifying the combination of all ten
items in the final analysis.

Table 7. Item-Total Correlation (A) and Cronbach’s Alpha (B) Resulting from Item
Deletion of Cluster 3 (N=122)

Items A B Items A B
21 472 .835 26 .683 816
22 401 .844 27 581 .825
23 547 .830 28 615 .822
24 499 .833 29 .640 .820
25 432 .841 30 .599 .824

As presented in Table 7, all items demonstrated acceptable to strong corrected item—
total correlations, ranging from .401 to .683. This indicates that each item is positively
correlated with the overall scale and contributes meaningfully to the construct of cluster 3.
Furthermore, the Cronbach’s alpha values if any item were deleted ranged from .816 to .844.
Therefore, all items are considered necessary for further analysis. Then, descriptive statistics
were calculated for Cluster 3 (see Appendix 3) to examine participants’ perceptions of the
effects and challenges of teacher questioning in classroom practice. The results are presented
in Table 8 and indicate generally moderately positive perceptions, with mean scores ranging
from 3.34 to 4.21. Significantly, the data in Table 7 shows a striking contrast between
pedagogical ideals and the reality of daily practices. While there is an undeniable value in the
theory behind effective teacher questioning, the participants are quite frank about barriers
which keep those strategies out of reach.

Table 8. Perceived Benefits and Challenges of Teacher Questioning in Classroom
Practice (N=122)

Item Mean SD Item Mean SD
21 4.17 .83 26 3.67 .94
22 3.34 1.06 27 3.95 98
23 4.11 .73 28 3.37 1.10
24 4.21 .79 29 3.84 .95
25 3.42 1.09 30 3.84 .89
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There is a strong professional agreement that the key driver of engagement is to tailor
questions to a student’s level (Item 24, M = 4.21). Teachers see their role as a facilitator, using
questions to keep up the rhythm of interaction in the classroom. But the data indicates a fact:
teachers are least prepared to handle questions that require deep critical analysis (Item
22). Why is this gap still there? They point to a “resource bottleneck” as the main cause: time
and class size. In the rush of a full curriculum, the patience required for higher-order discourse
is often reduced for pacing. Instead of using complex prompts to challenge passive students,
teachers often turn to simple comprehension checks to make sure that the content is at least
“delivered”, even if it is not always deeply interrogated.

5. Discussions

The results found via the questionnaire answer the two research questions in this study.
As for the first research question, the empirical data reveal that the EFL teachers in Dong Thap
province hold perceptions of the pedagogical value of teacher questioning that are highly
progressive, sophisticated, and conceptually sound. The high average scores across the
perception domain (M > 4.15) strongly support the ideal cognitive alignment with modern
communicative methods. Practitioners surveyed were highly aware of the professional need to
implement purposeful questioning patterns at the lesson planning stage to intentionally
enhance overall instructional effectiveness (M = 4.26). Cognitively, they strongly agreed with
the theoretical belief that higher-order cognitive prompts provide second-language (L2)
learners with necessary opportunities to elaborate on complex ideas (M = 4.15) and purposely
avoid passive, rote responses (M =4.33). The high degree of theoretical consensus is consistent
with the baseline literature established in the research, particularly the mandates of the
Ministry of Education and Training (MOET, 2018) calling for student-centered, competency-
based classrooms. The high scores of perception further validate the fact that the regional high
school teachers have intellectually accepted the transition from the delivery of knowledge to
the development of cognitive skills. Furthermore, this result fully supports previous global
research discussed in the literature review (e.g., He, 2025; Lu & Zheng, 2025), where foreign
language teachers have always demonstrated an advanced theoretical understanding of the
importance of interactive questioning in the development of critical thinking and active
participation.

In contrast to these progressive beliefs, the empirical data that answer the second
research question show a much more conservative and limited reality in the classroom, which
shows a deep “gap between perception and practice.” HOTS are, to a large extent, excluded
from the actual instructional implementation and are seen almost exclusively during the post-
stage of lessons (M = 3.97). Instead, teachers relied heavily on spontaneous, unplanned
questions (M = 3.83) and traditional LOTS to recall memory. This significant difference is
strong empirical support for Farrell and Bennis’s (2013) framework on teacher cognitions
versus practices that a teacher’s deep theoretical beliefs do not necessarily translate into
interactive classroom realities. Although teachers are aware that HOTS fosters critical
thinking, they automatically fall back on LOTS because closed-ended display prompts
generate quick, predictable, and easily manageable student responses. This operational pattern
is a direct reflection of the traditional classroom routines criticized by Chin (2007) and Walsh
(2011), where classroom interaction is always dominated by teacher-centered, display-
oriented IRF (initiation-response-feedback) structures rather than open-ended referential
exchanges. This interactional barrier is strongly associated with teachers’ perceived lack of
self-efficacy, as demonstrated by the low score of confidence in their questions’ ability to
consistently promote critical analysis (M = 3.34) and the problem of students guessing answers
instead of using linguistic reasoning (M = 3.67). Consequently, in real classroom situations,
the use of display questions is a defensive tool to keep control of the lesson and the pace, and
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confirms the previous findings of Phuong and Nguyen (2017) regarding the structural
endurance of teacher-centered questioning routines in the Vietnamese educational context.

Within this educational landscape, similar to the ecological complexities examined in
recent local literature (Nguyen & Nguyen, 2024), the situational use of teacher questioning is
discussed concerning its contextual benefits and systemic disadvantages. On the adaptive side,
teachers’ frequent spontaneous questioning (M = 3.83) and targeted use of scaffolded prompts
(M = 4.13) indicate a dynamic real-time interactional capability to negotiate ongoing
classroom discourse. This is a reflection of the positive interactive scaffolding mechanisms
theorized by Walsh (2011) that show that teachers can use spontaneous adjustments to keep
learners engaged. But such localized pedagogical benefits are massively prevented by
structural barriers. The analysis identifies serious systemic challenges, especially the severe
pressure created by large class sizes packed into inflexible 45-minute instructional periods (M
=3.95). In such high-density settings, the long “wait-time” strongly advocated for by language
acquisition experts (Ur, 2012; Walsh, 2011) is an unaffordable luxury, threatening
instructional pace (M = 3.42). In addition, passive or less proficient students avoid active
participation in classroom discourse (M = 3.84). The silence of the students and the rigid
requirements of the curriculum pragmatically force the teachers into a defensive pedagogical
approach as defined by Ur (2012). In order to satisfy time limitations and accommodate low-
attaining classes, teachers rely on basic text-based comprehension checks. Consequently,
learners are systemically kept from developing the high-level interactional competences
demanded by modern frameworks.

While the general challenges of Communicative Language Teaching in Asia have been
widely discussed in previous literature (Laoli, 2025; Zhou, 2024), the empirical originality of
this study is the localized, data-supported diagnosis of the perception-practice gap in the
regional high school ecology of Dong Thap province. This specific difference is very much in
line with research in Vietnam (e.g., Dinh & Le, 2020; Nguyen et al., 2021; Nguyen & Nguyen,
2023; Nguyen & Nguyen, 2024; Tran & Nguyen, 2021), which often describes the pressure
experienced when high-level pedagogical reforms are translated into traditional, exam-
oriented provincial classrooms. This study takes Walsh’s (2011) generalizing argument of
student silence further to quantitatively demonstrate that the gap is not a result of a lack of
teacher willingness or flexibility of instruction, but a clear conflict between institutional
constraints (class size, pacing) and real-time implementation. These findings are not intended
to provide macro-level policy solutions but rather to set a very practical, contextualized
baseline for regional school administrators, local educational leaders, and high school teachers
in the Mekong Delta region who are dealing with the immediate realities of the 2018 General
Education Curriculum. Local practitioners, understanding these empirical constraints, can plan
more realistic and structured professional development workshops or change the teaching
methods that concentrate on high-quality, pre-planned teacher questioning, rather than
unrealistic interactive ideals.

6. Limitations

Although this study obtained some novelties as mentioned above, it had drawbacks.
First, it relied heavily on cross-sectional quantitative data gathered from 122 self-report
questionnaires. This approach involved a high risk of response bias, as teachers who
participated in the present research might have rated their awareness and classroom practices
higher than what actually happened, a common methodological concern in cognitive research
(Farrell & Bennis, 2013). In addition, the study intends to investigate the impact of teacher
questioning on students’ task performance but lacks direct, objective quantitative data from
the students themselves, such as test scores or frequency scales of interaction. Thus, the
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relationship between questioning strategies and student outcomes is inferred rather than
statistically established. The quantitative design does not provide qualitative depth, for
example, direct classroom observations or stimulated recall interviews; therefore, a mixed-
methods approach of classroom discourse analysis and long-term observations is necessary to
fully capture the dynamic, daily realities of teacher-student interactions. Finally, the
generalizability of these quantitative findings to wider educational contexts in Vietnam is
limited due to the specific sample size (N = 122) being confined to high schools in Dong Thap
Province.

7. Conclusion and Implications

The findings of this study addressed the two research questions. EFL high school
teachers demonstrated a strong conceptual understanding of the role and functions of teacher
questioning. However, teachers frequently shifted toward less cognitively demanding question
types to accommodate students’ proficiency levels and maintain the planned pace of the lesson.
These findings were generally consistent with previous studies while also revealing several
context-specific characteristics. Furthermore, the findings contribute to the existing literature
on teacher questioning by providing empirical evidence from the local EFL context in Dong
Thap Province. Nevertheless, this study relied solely on self-reported questionnaire data, as it
was designed as the initial quantitative phase of a broader longitudinal research project.
Consequently, direct classroom observations and qualitative interviews were not incorporated
to triangulate the self-reported findings. To address this limitation, the subsequent phase of the
project will adopt a qualitative approach involving classroom observations and semi-structured
interviews with teachers. This subsequent investigation is expected to provide a deeper
understanding of how teachers implement questioning strategies in authentic classroom
settings and offer richer contextual insights that complement the quantitative findings.
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APPENDIX 1
TEACHERS’ UNDERSTANDING OF TEACHER QUESTIONING
Please answer the following statement by putting a tick V in the box, according to the
following scale:
1 (strongly disagree), 2 (disagree), 3 (neutral), 4 (agree), 5 (strongly agree)
No Items 1 2 3 4 5

1 I am familiar with the six levels of Bloom’s Revised
Taxonomy (remembering, understanding, applying,
analyzing, evaluating, and creating) and how they relate
to designing teacher questioning.

2 I realize that students reduce anxiety and participate better
in the task when they are asked questions with short
answers.

3 Students perform better in tasks when I use questions
related to real-life, personal experience, or interests.

4 Teacher questioning helps me know students’ speaking
competence.

5 I think that display and referential questions should be
used to check students’ knowledge of the lesson.

6 Teacher questioning is not only questions, but it can be a
statement, or a command, such as “you please tell me...”,
or “Now talk about...”

7 In the classroom, I understand that I should pose from
easy questions to difficult ones to engage students in
doing tasks.

8 To better students, higher-order questions help students
have a chance to present their opinions more deeply, and
not to give rote answers.

9 I understand that strategies of teacher questioning
promote students’ proficiency and improve their task
performance.

10 I am aware that teacher questioning on purpose has been
designed in the lesson plan to help me increase the
effectiveness of the lesson.

APPENDIX 2
TEACHING PRACTICE
Please answer the following statement by putting a tick V in the box, according to the
following scale:
1 (Never), 2 (Rarely), 3 (Sometimes), 4 (Often), 5 (Always)
No. Items 1 2 3 4 5
1 In the weaker class, I use Yes/No questions, or Who?,
When?, What? to help students become more confident
and less passive.

2 I provide sufficient wait time after questioning for
students to think before answering.
3 I use more Yes/No questions in the pre-stage to present

and check information.
4 I use questions to guide students in solving problems
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during communicative tasks, instead of providing
information for them.

5 When I am absorbed in teaching, I ask sudden questions
without being composed in the lesson plan.

6 I pose questions (How, Why), for example, “Why do
you think that?” or “What evidence supports your
answer?” so that students give more ideas in detail.

7 I use probing questions during students’ communicative
activities to avoid students’ silence.

8 I use referential questions in group work and
discussions.

9 In the classroom, I use follow-up questions to encourage

students to speak more after they have given answers.
10 Tuse more challenging questions (How?, Why?...) in the

Post- stage.
APPENDIX 3
ADVANTAGES AND DISADVANTAGES OF USING TEACHER QUESTIONING IN
THE EFL CLASSROOM

Please answer the following statement by putting a tick V in the box, according to the
following scale:
1 (strongly disagree), 2 (disagree), 3 (neutral), 4 (agree), 5 (strongly agree)

No. Question items 1 2 3 4 5
1 Teacher questioning helps create an interactive classroom
environment where students feel encouraged to participate.
2 In my teaching practice, my questions often allow students
to think critically and develop deeper language skills.
3 In teaching practice, most of my questions focus on

attracting students’ attention and encouraging them to
participate in the lesson.

4 Some students become more engaged when questions are
scaffolded to their level.

5 Too many questions in one lesson can slow the pace and
reduce time for practice activities.

6 Sometimes, students guess answers without fully
understanding the question, especially with Yes/No
questions.

7 Large class size makes it difficult for me to involve every
student in answering questions.

8 Wait time makes me not spend enough time on teaching

other activities.

9 Weak or passive students often avoid answering questions,
even when encouraged.

10 In the weaker class, I am afraid of posing higher-order
questions, so I only use display questions to check students
about the content of the lesson.
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