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ABSTRACT 

 

The effects of instruction in self-questioning skills on comprehension of expository text 

and on ideas and content and organization traits in writing were explored. The expository 

reading and writing performance of 19 second grade students in an urban, low SES 

elementary school receiving instruction in a questioning strategy was compared with a 

stratified sampling of students from other classrooms in the same school. Pre and post 

assessments include a graphic organizer to record topic, main idea, and supporting details 

when reading an article and writing samples scored using the 6 trait analytical rating 

guide. Students using the strategy made significant progress in reading comprehension of 

expository text and the ability to use the trait of ideas and content in their writing. 

However, the positive effect of self-questioning on the use of the ability to use 

organization in their writing was not supported. 
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Chapter 1 

Introduction 

 Parents introduce children to stories long before they reach school age.  Oral story 

telling, folktales, fairytales, nursery rhymes, poems and songs are extremely important to 

the development of literacy in young children.  Young people enjoy listening, reading, 

and retelling familiar stories during their early school years. Morris, Bloodgood, Lomax, 

and Perney (2003) found that when students start school and begin the process of learning 

to read, they progress through a series of developmental stages.  First, students learn 

beginning consonant sounds in words then beginning and ending consonants followed by 

consonant boundaries and medial vowels.  Word in text (finger point reading) follows 

beginning consonant sounds and precedes segmentation of syllables. Teachers have 

traditionally focused on using genres most familiar to students to teach comprehension 

skills; however, the focal point of primary literacy instruction has shifted from traditional 

narrative stories toward expository, or non-fiction, literature.  Instruction must change to 

prepare students for standardized testing. Daniels (2002) reported that 70-80% of 

standardized reading test content is expository.   

 The Success for All (SFA) reading program used at the school where I teach has 

made recent modifications in curriculum to incorporate needed changes toward more 

expository text at all levels, as well as a great emphasis on vocabulary.  Where the SFA 

program lacks effectiveness is in teaching valuable writing skills.  Students, though they 

may read at or above grade level, lack proficiency with regard to writing.  Writing is 

taught separate from reading during a writer’s workshop.  Second grade teachers use a 

guided writer’s workshop.  Students choose their own topic and their prewriting 
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organizer.  Where traditional writer’s workshop has each student working at their own 

pace through the writing process, we walk students through the six parts of the writing 

process; prewriting, drafting, revising, editing, and publishing. Writing with students to 

model the writing process, showing the students what is expected rather than just telling 

them of our expectations, is a practice in agreement with the findings of Spandel and 

Stiggins (1990). Students learn a great deal from watching their teachers write, revise, 

and rewrite projects. 

Most teachers would agree with Brodney, Reeves, and Kazelskis (1999) that 

integrating writing skills with reading expository text would help students make needed 

connections.  However, structured, school-wide programs, like SFA and others, often 

provide little time or opportunity for integration of curriculum.    

 Second grade students, having learned basic reading skills and sentence writing, 

change from learning to read, to reading to learn and compose paragraphs and short 

essays.  Corden (2002) found that developing metacognition skills is essential for long 

term knowledge transfer which is necessary when students must communicate to others 

what they read through writing.  Feldt, Feldt, and Kilburg (2002) discovered that second 

and third grade students can acquire proficiency in identifying text structure when 

surveying expository passages, use this knowledge to ask appropriate questions, read and 

locate answers to their questions, and monitor their own comprehension progress.

 Considering the need for integration of reading and writing skills, as well as the 

need to develop metacognitive skills with students, writing time needs a more effective 

approach. 
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This study examined these questions: 

1. Does instruction in the development of self-questioning skills as a pre-reading, 

during reading, and post-reading activity significantly affect comprehension of expository 

text with second grade students? 

2. Will using the same questioning skills and information gained from reading 

significantly affect the development of the traits organization and ideas and content in 

student expository writing? 
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Chapter 2 

Review of Literature 

 Developing metacognitive skills with learners is key to helping students build 

reading comprehension proficiency.  Second grade students, most having strong decoding 

skills in place, need instruction on how to construct meaning from the text they read, 

especially expository text.  Some research has been performed on the effects of 

developing questioning skills and reading comprehension (Glaubman, Glaubman, and 

Ofir, 1997, Feldt et al., 2002).  Of these studies, Taylor et al. explore the integration of 

questioning skills, reading comprehension, and writing.  Glaubman et al. delved into the 

effectiveness of student-generated questioning with respect to reading comprehension.  

Feldt et al. studied students’ ability to transfer questioning and skills from one subject 

area to another. 

 Improved transfer of learning obtained when reading and writing are taught 

together in a balanced program has been explored through the work of several researchers 

as well, (e.g. Aulls, 2003; Wharton-McDonald, Pressley, and Hampton, (1998); Taylor et 

al.; and Brodney, Reeves, and Kazelskis 1999). 

 This literature review will focus on two areas:  a) discussion of questioning and 

metacognitive skills, and b) the connection between reading and writing skills. 

Questioning and Metacognitive Skills 

In a study of kindergarteners, students having been taught a self-questioning 

technique that slowly deepened and broadened the kind of questions asked were found to 

have greater ability to produce and answer high level questions at the end of first grade 

when compared with a strategy that simply developed students’ ability to ask questions, 
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regardless of cognitive level, (Glaubman et al.,1997). Students not receiving meta-

cognitive training were significantly less able to ask or answer high level questions. This 

study found all participants, regardless of the method used to instruct, could produce low-

level questions and reported that all levels of questioning development increase reading 

comprehension, though the greatest improvements in comprehension came from the 

students trained in the highest levels of questioning.  Instruction in questioning skills, 

regardless of the level of questioning proficiency gained by the students involved, has a 

great amount of support from this article.  The end product of improved reading 

comprehension skill development supports training children in the early years of their 

education to learn high level questioning skills. 

 Feldt et al. (2002) found that after explicit instruction, including modeling, 

procedural prompting, strategy practice, and corrective feedback, second and third grade 

students were able to ask appropriate questions, and apply their knowledge to find 

information in expository text as well as answer their own questions when working with 

informational passages relevant to personal experience.  Some educators have expressed 

apprehension about this kind of instruction and believe expecting students as young as 

second grade to respond verbally and in writing to complex questioning is 

developmentally inappropriate. The author of this study advocates explicit instruction and 

repeated modeling in order to develop these complex skills. Second and third grade 

students can develop metacognative skills to improve comprehension of expository text 

given adequate support and instruction. 
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Reading and Writing Connection 

 The existence of a strong connection between improved student performance and 

balanced reading and writing instruction is supported by several studies.  Aulls’ (2003) 

three related studies in two years measured knowledge growth of expository prose 

structure and strategies for reading and writing where the transfer of knowledge from one 

subject to another was required.  Connected instruction was found to be beneficial, 

especially when teachers collaborated to create reading and writing units. When students 

can develop their writing in conjunction with an instructional unit or connect their 

learning with personal experience, book, or a combination of these experiences, the 

quality of student work will undoubtedly increase. 

 Wharton-McDonald et al. (1998) found in their study of effective first grade 

classrooms, the most successful teachers were those who used balanced instruction.  

Whole language and phonics skills, integrated with writing, provided the highest student 

achievement. To attain the highest level of reading and writing proficiency, even with 

primary students, teachers who desire the greatest gains must connect the skills of reading 

and writing to achieve the highest standards. 

Classroom instruction in the area of expository reading and writing underestimates 

the abilities of primary students.  Read (2005) found that first and second grade students 

were able to comprehend grade appropriate expository text and write informational text 

when working together. Students can learn expository material given appropriate 

resources and support from teachers and peers. Teachers must connect reading and 

writing skills to achieve the highest levels of comprehension, especially in expository 

text. Modeling, providing connections, and supporting peer working relationships are all 
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factors that will contribute to increased reading and writing proficiency with young 

students. 

Taylor et al. (2003) showed that when reading was combined with high level 

questioning strategies, students had greater growth in reading comprehension and more 

substantial writing growth through application of the knowledge gained through reading 

with students in second through fifth grades. Providing a connection between reading and 

writing improves both reading and writing. Improving high level questioning skills 

improves reading comprehension. Improving questioning skills could also have a positive 

effect on writing skill given the reading and writing connection. 

Brodney et al. (1999) studied fifth grade learners and confirmed reading as a 

prewriting strategy produced better style, organization, mechanics, and ideas than did 

reading only or prewriting only methods. This analytical type of writing instruction, 

focusing on parts of the writing, like organization or ideas, provides teachers with a more 

complete assessment of a writer’s strengths.  An analytical approach to writing 

assessment allows students and teachers to focus on specific traits, as in the Brodney, 

Reeves, and Kazelskis study. Spandel and Stiggins recommend an analytical approach to 

assessment and instruction when desiring improvement in a specific writing trait. 

Focusing instruction on the development of ideas and providing the students with a tool 

for organization should not only help the students better prepare their writing, but can 

serve as a tool to improve pre-reading and during reading comprehension. 

Summary 

 High-level questioning skills, reading comprehension, and an analytical approach 

to writing instruction can be integrated to create an effective process to increase literacy 
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skills.  Though some research was found regarding expository text structure instruction, 

questioning techniques did not seem to differ greatly between narrative and expository 

text.  Evidence of a single method to guide second grade readers from pre-reading 

through post-reading to positively impact expository writing was not found.   
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Chapter 3 

Method 

 Research to this date has not sufficiently explored the relationship between high 

level, self-questioning, and literacy development of primary students.  This study 

examined the writing and comprehension skills of second grade students using a Question 

Answer Relationship strategy for pre-reading, during reading, and post-reading, as well 

as writing, and compares their progress to other second grade students not using the same 

strategy.  Specifically, the following research questions were investigated: 

1. Does instruction in the development of self-questioning skills as a pre-reading, 

during reading, and post-reading activity significantly affect comprehension of expository 

text with second grade students? 

2. Will using the same questioning skills and information gained from reading 

significantly affect the development of organization and ideas and content traits in 

student expository writing? 

Participants 

 There were 19 students in the experimental group varying in age from 7 years to 9 

years of age.  Ten of the students spoke English as a second or third language.  The ethnic 

breakdown is as follows:  two Hispanic males, four Hispanic females, one Vietnamese 

male, one Vietnamese female, one Cambodian male, one Laotian male, one African-

American male, one African-American female, one biracial male, three Caucasian males 

and three Caucasian females.  Seventeen of the nineteen students receive free or reduced 

lunch.  All students are in a regular second grade classroom in a Midwestern, urban 

elementary school of approximately 850 students.  Four students receive speech services.  
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None of the students currently receive special education services beyond speech 

remediation. 

 The control group for this study was drawn from the four other second grade 

classrooms at the same school. All classrooms were well represented. Students were 

matched as closely as possible considering home language, race, sex, oral language level 

(ESL students only), beginning of the year Jerry Johns BRI scores, current SRI 

(Scholastic Reading Inventory) scores, reading instruction placement, qualification for 

free and reduced lunch, and special education services (see Appendix A). 

Evaluative Measures 

 The two tools used to assess student performance are described below. 

1. Scoring rubric for topic-main idea-detail triangle.  A rubric was used for the 

purposes of this study.  A total of five points were possible for the triangle.  Multiple 

raters scored student work to ensure reliability of scores (see Appendixes B and C). 

2. Six Trait Writing analytical model. This system, developed by the Northwest 

Regional Education Laboratory in the mid-1980’s is widely used by schools and school 

districts to assess student performance in writing.  Student writing is rated on a 1-5 scale 

in the areas of ideas and content, organization, word choice, voice, sentence fluency, 

conventions, and presentation.  A score of 1 is earned if students show little or no 

development in that trait.  A score of 5 reflects exceptional maturity in the use of the trait.  

For the purposes of this study, only the scores of ideas and content and organization traits 

were included (see Appendix D for example of teacher rating guide). Multiple raters 

scored each student sample to ensure reliability of scores. Examples of student pre-



 
 

11

assessment (Appendixes E, F, and G) can be compared to post-assessment samples 

(Appendixes H, I, and J) to show independent growth over the study period. 

Student Tools 

 Students used three different tools to assist them in their organization and 

communication. The topic-main idea-detail triangle was used as an assessment tool for 

the pre-assessment and post-assessment when students read an unfamiliar expository 

article on second grade reading level and completed the organizer independently (see 

Appendix K for an example). The question stem organizer and the questioning graphic 

organizer were used during instruction.  

1. Topic-main idea-detail triangle.  The triangle is a graphic organizer used by the 

school district as a common reading assessment tool for expository text.  The top of the 

triangle is for the topic, the mid-section is for a main idea statement, and the bottom 

portion of the triangle is to record three details that support the main idea of the text.  

Students are familiar with this graphic organizer as it is used frequently during regular 

instruction both as a reading comprehension assessment and a prewriting organizer.  

Examples of pre-assessment (Appendixes L, M, and N) and post-assessments 

(Appendixes O, P, and Q) show the development of student skills over the 8-week period 

of this study. 

2. Question stem organizer.  This tool was specifically designed for this project in 

order to support students’ acquisition of questioning skills.  This is displayed in large-

scale format in the classroom and all students have a personal copy to keep in their 

writing folders (see Appendix R). 
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3. Questioning graphic organizer.  This organizer was specifically designed for this 

project as tool for recording questions before and during reading, answering questions 

during and after reading, and as a prewriting tool.  Students formulate and record their 

questions according to the levels from the questioning stem organizer in one column and 

record their findings in the last.  If their reading does not answer their question, the 

student will write down where he thinks he will be able to find the information on the 

topic (see Appendix S for an example). Student examples (Appendixes T, U, and V) 

illustrate how the organizers were used by students during regular class instruction. 

Procedure 

 All students, experimental group and control sample, received a pre-assessment 

using a topic-main idea-detail triangle and expository article scored using the rubric 

designed for the task.  After reading, students wrote a paragraph about the article they 

read.  Student writing was scored using the 6-Trait Writing analytical model.  The test 

took approximately two, forty-minute sessions. 

Phase 1  

The questioning stem organizer was introduced and the development and recording 

of questions on the questioning graphic organizer were modeled before reading.  The 

teacher modeled during reading strategies included thinking aloud, marking passages that 

might help answer the questions, recording answers to questions, and formulating 

additional questions occurred during the read aloud.  After reading, questions were 

answered from information in text and recorded on the organizer.   Questions not 

answered were noted and additional questions recorded, noting their level.  Additional 

sources that may help respond to unanswered questions were discussed and explored.  
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Modeling occurred twice before the students began the process.  Each modeled lesson 

took approximately two, forty-minute sessions. 

  Students worked with partners.  Partnerships chose an animal to research, 

developed their questions, and recorded on the questioning graphic organizer.  Student 

partnerships were given books about their topic on their reading level.  Some students 

chose to use internet sites in addition to the available reading material.  This process took 

three, forty-minute sessions. 

 Each student wrote an informational report (3-5 paragraphs) about the topic being 

researched. Partners served as peer editors during the writing process. Student papers 

were rated using the 6-Trait Writing analytical model focusing on ideas and content and 

organization.  This occurred over five, forty-minute sessions. Writing samples from the 

first time through the process showed much improvement over the pre-assessment 

(Appendixes W and X). 

Phase 2  

The questioning stem organizer was modeled and reviewed again with a book 

about Pearl Harbor.  The reading and question answering process was also modeled, 

clarifying student questions. The teacher modeling took two, forty-minute sessions.   

Students repeated the process choosing topics related to Hawaii, Japan, or Germany, 

concluding by writing an informational report.  Student reading and writing occurred 

over five, forty-minute sessions. Student samples continued to show growth in student 

performance (Appendix Y). 
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Phase 3 

A third modeling of the process occurred with a biography of Helen Keller.  

Students completed this third project independently, each using a different historical 

figure for their research.  The teacher modeling took one, forty-minute session and the 

student projects lasted for four, forty-minute sessions.  Students were quite comfortable 

completing their final research project with minimal assistance from peers or the teacher. 

Though these projects were completed during the last two weeks of the school year, the 

students’ work showed an unexpected excitement for the topics (Appendixes Z and AA). 

Students, experimental group and control sample, completed a post-assessment 

using a topic-main idea-detail triangle to communicate their comprehension of an 

expository article scored using the rubric designed for the task.  After reading, students 

wrote a paragraph about the article they read which was scored using the 6-Trait Writing 

analytical model.  The test took two or three forty-minute sessions, depending on the 

student. 

 The experimental group worked toward developing questions orally during the 

writing process. During each phase of the modeled process oral questioning was recorded 

and scored for each student (see Appendix BB and CC for student oral questions). 
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Chapter 4 

Results 

The data were analyzed using an analysis of covariance (ANCOVA) comparing 

the post-test scores with the pre-test scores of students receiving instruction in 

questioning skills and the students in the stratified sampling group receiving regular 

classroom instruction. Reading comprehension of expository text and the development of 

using ideas and content and organization traits in writing were evaluated (Appendix DD). 

Results showed a significant difference between groups of students in reading 

comprehension of expository text (p=0.034). A significant difference was also shown in 

the ability to use ideas and content in writing (p=0.039). However, a significant 

difference between control and experimental groups was not shown in the ability to use 

the trait of organization in their writing (p=0.066). See Table 1 and Table 2. 

     Table 1 

     Analysis for Covariance, Experimental and Sample Groups  

Source df MS F p 

Reading Comprehension 1 4.413 4.854 0.034  *  

Ideas and Content in Writing 1 2.502 4.602 0.039  *

Organization in Writing 1 1.860 3.615 0.066  

  *p=<0.05 
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     Table 2 

     Mean Scores Pretest and Posttest 

 
Assessment 

Pretest/ 
Posttest Group M SD 

Reading Comprehension Pre-test control 2.6053 1.415 
Reading Comprehension Post-test control 2.2895 1.27547 
Reading Comprehension Pre-test experimental 2.7895 1.3024 
Reading Comprehension Post-test experimental 3.0526 .91507 
Ideas and Content in Writing Pre-test control 1.97368 1.111477 
Ideas and Content in Writing Post-test control 2.0526 .79747 
Ideas and Content in Writing Pre-test experimental 2.9211 .507257 
Ideas and Content in Writing Post-test experimental 3.2368 1.00510 
Organization in Writing Pre-test control 1.76316 .805682 
Organization in Writing Post-test control 1.8421 .91367 
Organization in Writing Pre-test experimental 2.55263 .510282 
Organization in Writing Post-test experimental 3.0000 .88192 

 

 Two raters rated all assessments. When rater scores differed by more than one on 

the writing rubric, raters conferred to determine the most accurate score for the work 

product. No conferences were held with regard to reading assessments. Final student 

scores in reading and writing are the mean score between raters.  

 Table 3 

 Topic-Main Idea-Detail Triangle Assessment Rater Reliability 

Difference Pre Assessment Post Assessment Decisions Total 

>1 6 4 10 13.16% 

=1 6 7 13 17.11% 

=0.5 8 8 16 21.05% 

=0 18 19 37 48.68% 
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 Differences in scoring the reading pre- and post-assessments differed at or less than 

one point about 87% with a perfect match between raters almost 49% of the time.  The 

raters on the pre- and post-assessments were not the same people, yet the difference in 

scoring between raters remained virtually the same. 

 Table 4 

 Writing Pre and Post Assessment Rater Reliability 

 

 Differences in scoring the writing pre- and post-assessments differed greatly due to 

a difference in raters.  The raters working on the post-assessments had more experience 

with using the 6-Trait analytical rating rubric. Experienced raters are crucial to consistent 

results.  Results were more consistent between raters on the papers of the experimental 

group on the post-assessment though the papers were purposefully mixed during the 

rating process. It is surmised that the students had each developed their writing to a 

certain level and were consistent with their use of conventions even though conventions 

were not being assessed.  The writing of the students in the experimental group was also 

Difference Pre Assessment Post 

Assessment 

Decisions Total 

>1(ideas) 4 (10.53%) 0 (0%) 4 3% 

=1(ideas) 15 (39.47%) 7 (18.42%) 22 28.95% 

=0(ideas) 23 (60.53%) 31 (81.58%) 54 71.05% 

>1(organization) 6 (15.79%) 2 (5.26%) 8 6.02% 

=1(organization) 19 (50%) 8 (21.05%) 26 35.53% 

=0(organization) 19 (50%) 30 (78.95%) 49 67.47% 
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much more readable which may have contributed to ease of scoring. Consistent, daily use 

of writing skills seemed to foster proficiency in the mechanics of handwriting as well as 

the assessed traits of the 6-Trait analytical rating rubric. Writing raters were instructed to 

not include handwriting criteria result in higher scoring, but writing that is easier to read 

communicates more clearly to readers. 
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Chapter 5 

Discussion 

The results from this study support using questioning skills as a pre-, during, and 

post-reading strategy was effective to increase comprehension of expository text. As in 

the Glaubman et al. (1997) study, students receiving training in questioning and 

metacognition had the greatest development in reading comprehension. This research 

also corroborates the findings by Feldt et al. (2002). Explicit instruction, repeated 

modeling, practice, and corrective feedback with this self-questioning strategy was a 

successful method to teach expository reading and writing. Modeling, working 

cooperatively to learn the strategy, and then using the strategy independently gave 

students a lot of confidence in their own abilities to get information from text. 

Teaching reading and writing in a balanced approach, as shown by Wharton-

McDonald et al. (1998), produced student reading and writing products that demonstrated 

a greater proficiency than the comprehension and writing of their peers who did not 

participate in a balanced approach to instruction. 

Combining reading and writing with high level questioning skills supports the 

findings of Taylor et al. (2003). Students receiving instruction in this study did have 

greater growth in reading comprehension and the ability to the trait of ideas and content 

in writing. 

This study also supports the research of Read (2005) finding that second grade 

students, working cooperatively with grade appropriate expository text, can proficiently 

write informational text. 
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Improved research skills were not anticipated as a result of this study, but students 

were observed using tables of contents and indexes to identify where the answers to their 

questions might be located in the texts. The cooperative approach made students feel 

comfortable enough to ask for help in using text features like indexes and tables of 

contents. Setting a purpose before reading and continuing to ask questions gave students 

a reason to apply previously learned skills, and learn new skills not modeled during this 

project.  

Many students continued to ask for the questioning organizers before reading 

expository text. Students took computer generated tests on the books they read 

independently. Students claimed using questions while reading helped them get higher 

comprehension scores on the computer generated tests. Question stems provided students 

with the support needed to formulate higher level questions independently and expanded 

their vocabulary and comprehension. Students involved in this study felt successful when 

using this reading strategy, which has prompted them to expand their questioning skills 

farther. 

Writing with this organizer as the only pre-writing organizer was difficult for 

many of the students.  From the beginning of the study the researcher observed students 

getting good ideas from their questions. The information varied to show many personal 

interests and the impact students felt the topics had on their lives. Student writing became 

more insightful and less monotonous. 

 Students using only a questioning organizer had a difficult time organizing their 

thoughts into a well thought-out paper. Students with limited English proficiency wrote 

question and answer papers.  Students already proficient in writing organization forgot 
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about introductions and conclusions. Organization was difficult to teach in the primary 

grades but was possible.  

 Second grade classrooms, except for the experimental classroom, were using a 

technique called Power Writing. Power Writing is a hands-on strategy for writing where 

numbers are assigned for each sentence in the paper.  “Power 0” sentences are the 

introduction and conclusion sentences. The “Power 1” sentence is the topic sentence. 

“Power 2” sentences are the main ideas, and “Power 3” sentences are supporting details.  

Students write each Power on a different color paper strip then rearrange and assemble 

their writing, pasting their ideas on a large piece of paper before editing and generating a 

final copy. Power Writing has been an instructional strategy trained and supported by our 

school district, but little research supporting this strategy could be found.  Tieger (1987) 

writes of a similar systematic approach meeting the needs of students and teachers in 

content area writing. These strategies have shown to be effective in classrooms as 

excellent organizational tools for student writing. To improve organization while using 

the questioning strategy, implementing an explicitly taught organizational technique like 

Power Writing is required. 

Limitations 

 This study involved second grade students from one instructional team at one 

school for about six weeks at the end of the school year. All students participated in a 

school wide reading initiative for 90 minutes each day which left a limited amount of 

time to use this integrated approach in their regular classroom. Another limitation was the 

change in writing instruction by the other classrooms from a Writer’s Workshop to the 

explicitly taught Power Writing strategy. This unforeseen alteration in teaching strategies 
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very likely had an affect on the writing post-assessment results, especially in 

organization. Although the researcher observed some trends with second language 

learners, the sample size was too small to evaluate statistically. Raters of assessments 

should be unrelated to the student sample and the research project as well as have 

refresher training in using rubrics to improve rater reliability. A more appropriate tool for 

rating second grade writing in all six traits would have been helpful. Since the conclusion 

of this study a transitional rubric for second and third grade students has been 

implemented by the school district which may have given credit for improvements made 

by less developed writers. 

Implications 

For further study, pacing the instruction of questioning strategies differently might 

have made a difference with student performance. Interspersing this instruction with 

some narrative reading or writing instruction could relieve some of the frustration felt by 

a few struggling readers and writers. More time to internalize the questioning process 

could have a positive impact on comprehension and writing skills and make this strategy 

more beneficial for below level learners. 

Oral questioning skills seemed to improve later in the study. Students able to 

express their questions orally seemed to write with more fluency and enjoyed 

discussions. Written questioning skills were modeled and practiced, but not evaluated. A 

correlation may exist between the improvement in oral and/or written questioning and 

increased improvement in reading comprehension and writing. 

English language learners at a certain measurable stage of their oral language 

development seemed to thrive specifically on developing questions then finding answers 
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to their questions. The researcher also observed these students having marked 

comprehension improvement. Implementing explicit questioning skills at certain stages 

of language development may hasten reading comprehension and writing skills for 

second language learners. 
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Appendix B 

Pre-Assessment Rubric for Triangle 

Section Score Example 

Topic 0 growing up 
  0.5 growing up gator 
  1 gators or alligators 
     

Main 
Idea 0 growing up gator 

  0.5 How gators (alligators) grow (up). 
   How do alligators live? 
  1 The author is telling how gators grow. 
   It is telling how gators grow from baby to adult. 
     

Details 0 Information not in article or false 
  0.5 Baby alligators have egg tooth. 
   They eat tadpoles and fish. 
   It gets a ride on its mom. 
  1 Baby alligators hatch from eggs. 
   Mothers care for babies. 
    Alligators grow one foot each year. 
    Adults can be 13 feet long. 
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Appendix C 

Post-Assessment Rubric for Triangle 

Section Score Example 

Topic 0 Searching 
    Fish 
  0.5 Searching the Seas 
    searching sea animals 
    Sea 
    animals/creatures 
  1 Sea Animals/Creatures 
    new sea animals/creatures 
      

Main 
Idea 0 searching the seas 
    how they survive 
    Scientist are working on a project 
    any detail 
  0.5 They are looking for new ones 
    There are many animals in the sea. 
    Looking for new kinds of fish in the ocean. 
  1 Scientists are looking for/finding new animals/creatures in the sea. 
    New animals are being discovered in the sea. 
      
Details 0 Information not in article or false 
  0.5 Scientists are diving in the ocean. 
    They want to learn about the ocean. 
    Sections of text copied directly from the article. 
    jellyfish/ octopus/ scorpionfish/ submersible (1-word details) 
  1 Scorpionfish has poisonous spines 
    New octopus is the size of an adult hand 
    Big red jellyfish is the size of a 4 year old child 
    Scientists use a submersible to go to the ocean floor. 
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Appendix E 
 

Pre-Assessment Writing Sample Low 
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Appendix F 
 

Pre-Assessment Writing Sample Medium 
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Appendix G 
 

Pre-Assessment Writing Sample High 
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Appendix H 

 
Post-Assessment Writing Sample Low 
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Appendix I 
 

Post-Assessment Writing Sample Medium 
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Appendix K 

Triangle Reading Organizer 

Topic 

Main Idea 

Details 
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Appendix L 

Low Pre-Assessment Reading Organizer 
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Appendix M 

Medium Pre-Assessment Reading Organizer 
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Appendix N 

High Pre-Assessment Reading Organizer 
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Appendix O 

Low Post-Assessment Reading Organizer 
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Appendix P 

Medium Post-Assessment Reading Organizer 
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Appendix Q 

High Post-Assessment Reading Organizer 
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Appendix R 

Question Stem Guide 

Bloom’s 
Taxonomy 

QAR Level of 
Questioning 

Sample Question Stems 

Knowledge Right There 1 How did it happen? 
List three . . . 
What color, shape, size? 
Where does it live? 

Comprehension Think and 
Search 

2 Compare _______________ to _____________. 
What facts support this idea? 
Restate in your own words. 
What is the main idea? 

Application 
 

Analysis 

Author and 
Me 

3 How would you solve this problem with what you’ve 
learned? 
What makes this ______________ special? 
What evidence can you use to prove? 
What characteristics tell you this is a ____________, 
instead of a ______________? 

Synthesis 
 

Evaluation 

On My Own 4 What would happen if________________? 
What plan could you design to ___________? 
What choice could I make to ______________? 
What would be a better way _______________? 
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Appendix W 

Phase 1 Process Writing Sample A 
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Appendix X 

Phase 1 Process Writing Sample B 
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Appendix Y 

Phase 2 Process Writing Sample 
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Appendix AA 

Phase 3 Process Writing Sample B 
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