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Abstract

It is common knowledge for contemporary teachers at all educational levels that reading
literacy and learning attainment require adopting a strategic approach. This article reports
the results of the classroom-based study in which a group of English Studies students were
guided over a span of time in implementing text-based questions as a component of reciprocal
reading tasks. The primary goal of the study was to trace changes appearing in the qual-
ity in the use of student-generated questioning in one-term reciprocal reading training and
in delayed sessions, nine months later. Some changes were identified in the students’ actual
performance by assessing the quality of the questions the students asked throughout the train-
ing and delayed sessions. Also, the students’ perceptions regarding the instruction routines
they participated in were elicited by means of two interviews. The article puts forward some
important insights from the study for organizing efficient classroom instruction in support of
EFL students’ reading and learning achievement.
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Introduction

A strategic approach has been proved to play an important role in support-
ing L2/FL learners in text comprehension and disciplinary reading practice. It
is broadly advocated in recent literature that the goals connected with compre-
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hending academic text, building content-area knowledge as well as developing
linguistic competence in the contexts of second/foreign language education
can be substantially enhanced by means of the implementation of appropriate
reading strategies by students representing all levels of language proficiency
(Alexander & Jetton, 2003; Koda, 2005; Afflerbach, Pearson, & Paris, 2008;
Grabe, 2009; Grabe & Stoller, 2014, 2019; Chodkiewicz, 2015, 2018; Dinsmore,
2017). Indeed, while exploring the role of a strategic approach in reading
comprehension by means of theoretical considerations as well as empirical in-
vestigations, scholars report the influence of particular reading strategies
on, among others, setting a clear purpose for reading, engaging more deeply
in text analysis and information processing, building coherent text mean-
ing, controlling text understanding, compensating for comprehension prob-
lems, and enhancing knowledge organisation and retention (Duke & Pearson,
2002; Kintsch, 2005; Graesser, 2007; Klingner, Vaughn, & Boardman, 2015;
Handsfield, 2016; Koda & Yamashita, 2019). Therefore, the need for training
students formally in the implementation of a range of strategies to be relied on
in educational contexts should not be overlooked. It is vital that students are
not only informed about the possibility of taking a strategic approach towards
reading comprehension, but that they are given a solid strategy training in the
use of particular strategies.

Theoretical Background of the Study

The concept of generating text-based questions by students that has gained
considerable interest of teachers of different content areas at all educational
levels has been acknowledged to be a fairly universal reading comprehension
strategy. Much of the discussion of researchers on this strategy has focused
on attempts at defining it and describing its role in the complex process of
reading for the purpose of learning from text. As for the terminology used in
the relevant literature, student questioning is referred to by a number of labels,
among others “student self-generated questions,” “question self-generation,”
“student own questions,” “self-questioning,” and “reciprocal questioning” (King
& Rosenshine, 1993; King, 1994; Chin & Osborne, 2008; Taboada, Bianco, &
Bowerman, 2012). All of the terms seem to concern the same idea of text-based
questioning which can be broadly explained as “an environment in which learn-
ers are encouraged or compelled to ask questions while they study material”
(Graesser & Wisher, 2001, p. 3).

The use of the strategy of questioning by students has already been the
subject of investigation of several scholars representing diverse content-areas.
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Key areas of their research concerned types of questions generated by students
(e.g., Scardamalia & Bereiter, 1992; Watts, Gould, & Alsop, 1997; Taboada &
Guthrie, 2006), the relationship between the quality of student-generated ques-
tioning and particular variables such as the level of prior knowledge or vocabu-
lary knowledge (e.g., Harper, Etkina, & Lin, 2003; Taboada & Guthrie, 2006),
the influence of students’ use of the strategy of questioning on the level of their
reading comprehension and the amount of content knowledge gain (e.g., King,
1994; Gunn, 2008; Taboada et al., 2012), or the comparison of the efficiency
of student-generated questioning with other reading and learning strategies
(e.g., King, Biggs, & Lipsky, 1984; Davey & McBride, 1986; Berry & Chew,
2008). However, a large body of those research studies concerned mainly L1
settings (e.g., Davey & McBride, 1986; Scardamalia & Bereiter, 1992; Taboada
& Guthrie, 2006; Berry & Chew, 2008; Gunn, 2008), whereas the incorpora-
tion of this strategy into the context of L2/FL, especially at an academic level,
seems to be still under-researched. Particularly scarce research has been done
in order to trace the development of students’ questioning skills even though
such initiatives would be of immense importance for arriving at a more com-
plete picture, not only of the use of the strategy by students, but also of the
nature of text processing when accompanied by the strategy under discussion.

Although scholars in the field point out at the need for providing FL/L2
students with solid training in generating their own questions, the amount of
empirical studies reporting it is very limited. A relatively recent investigation
of students’ questioning behaviour as influenced by formal instruction was
conducted by Taboada, Bianco, and Bowerman (2012) who set to explore some
instructional steps taken in order to help students improve their text-based ques-
tioning ability. The study participants, a group of ten fourth-grade ELLs, was
trained in generating text-based questions during a period of six weeks. The
instruction was composed of three standard stages, that is, as teacher modelling,
guided practice, and the independent use of the strategy. The findings of the
research demonstrated positive outcomes of the intervention as it was proved
that notwithstanding the initial skills of questioning and language proficiency,
all the ELLs improved their ability to ask higher-level questions. Furthermore,
a meaningful correlation between questioning and reading comprehension was
found. The researchers arrived at the conclusion that the strategy of questioning,
if introduced and trained in an explicit way, can constitute a tool for developing
science knowledge by ELLs who experience problems with comprehending con-
tent-area texts. While analysing research into text-based questioning in L2/FL
environments, one can notice that the study by Taboada, Bianco, and Bowerman
(2012) may be perceived as an exception since most of researchers who exam-
ine students’ questioning skills and their role in reading either abandon strate-
gic training or organise it in a very limited span of time (cf. Miciano, 2004a,
2004b; Dorkchandra, 2013; Safarpoor, Ghaniabadi, & Nafchi, 2015).
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Student text-based questioning is frequently referred to as an element of
a multiple strategic approach to reading called reciprocal reading instruction.
A frequently used form of reciprocal reading is based on the combination of
four reading and learning strategies (summarising, questioning, clarifying, and
predicting), which help learners participate in collaborative text-based discus-
sions (Palincsar & Brown, 1984). Nowadays, many teachers and educators
decide to narrow down or expand the number of strategies used (Klingner,
Vaughn, & Boardman, 2015) but the characteristic elements of reciprocal
reading that should always be present are: scaffolded character of instruction,
reciprocal dialogue, and close reading (Palincsar & Brown; 1983; Brown &
Palincsar, 1986; Pilkington, 2016). Despite the fact that the instructional ap-
proach to reading is commonly implemented into diverse educational contexts
whose objective is to enhance students’ general text comprehension skills as
well as their ability of reading to learn (Rosenshine & Meister, 1994; Cooper
& Greive, 2009), the amount of research studies concerning its use is limited
as far as foreign language education is concerned. What is more, although the
approach strongly advocates the value of text-based questioning and strategy
training students should receive, the current authors are aware of only one re-
search project (Yoosabai, 2009) which has thoroughly explored the use of the
strategy of generating questions as an element of a reciprocal reading session
in L2/FL settings. Hence, much remains to be done in order to fill this gap
in research, preferably by means of longitudinal projects which would make it
possible to trace not only the results of strategy training given to students but
also the entire process of developing questioning skills by readers by means
of performing reciprocal reading tasks. The current study is an attempt to
look more deeply, although at a small scale, at how the strategy of generating
students’ own text-based questions can be introduced and implemented for an
extended period of time in a regular academic content-area course.

The Current Study

Study Purpose and Research Questions

This study is an expansion of the authors’ research on the use of the strategy
of students’ generated questions in support of the enhancement of academic
reading skills and acquisition of disciplinary knowledge in EFL settings (cf.
Chodkiewicz & Kiszczak, 2019). It was a small-scale classroom-based study
which involved a group of undergraduate English Studies students in perform-
ing a sequence of reciprocal reading tasks which served the purpose of training
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and practice in the use of the strategy of student text-based questioning. The
aim of the study was twofold. First, it was to carry out a repeated assessment
of the students’ actual performance while generating their own questions as
part of reciprocal reading tasks performed over 13 sessions. Thus the students’
evaluation covered their participation in the training and practice sessions over
a period of one semester of an academic course (ten sessions), and then in three
delayed practice sessions nine months later. Second, of no less importance in
the study was to elicit and explore the students’ perceptions regarding their
performance while generating their own questions in reciprocal reading tasks.
To this end, the students were interviewed twice so as to handle their responses
concerning respectively the one-semester training and practice sessions and the
delayed practice sessions.

The following research questions were addressed in order to explore the
students’ text-based questioning behaviour in the ten training and practice ses-
sions and in the three delayed practice sessions:

1. Were the students able to ask questions relevant to the content of the texts
and clear to a recipient?

2. Did the students pay attention to the formal quality of the questions they

asked?

What types of questions did the students tend to generate?

4. How did the students evaluate the procedure of asking text-based questions
as part of reciprocal reading tasks and their own performance?

@

Participants and Study Context

Two intact groups of second-year undergraduate students of The Department
of English, Maria Curie-Sklodowska University in Lublin, attending an obliga-
tory EFL Didactics course, were introduced to a specially designed strategy
training and practice sessions incorporated into their regular classes. Their gen-
eral purpose was to support the enhancement of the students’ academic skills
by training them how to use the strategy of generating their own questions
while performing reciprocal reading tasks. The students’ language proficiency
level was estimated to fall between B2 and Cl according to the standards of
the Common European Framework of Reference for Languages (Coste, North,
Sheils, & Trim, 2003).

In order to offer a comprehensive qualitative analysis of the students’ ac-
tual performance and their self-reported perceptions of the procedure of asking
text-based questions as part of reciprocal reading tasks, the data for the current
study were gathered from a sub-sample of the population, that is, from five
female and one male student. The six participants were chosen on the basis
of their final exam scores in Introduction to EFL and in Practical English so
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that the performance of students of varying language proficiency and content-
area knowledge could be investigated. The students’ agreement to participate
in the interviews was also a crucial selection criterion taken into considera-
tion. Focusing on the performance of this small group of the students over an
extended period of time made it possible to trace and thoroughly examine the
qualitative changes that appeared in the participants’ questioning behaviour
focused upon in this study.

Research Instruments and Materials

The research instruments and materials used during the reciprocal reading
sessions comprised a taxonomy of questions, thirteen practice texts, reading
comprehension tests, questioning forms to be filled in by the students during
each reciprocal reading session, as well as the recording and the transcripts of
two semi-structured interviews.

The taxonomy of questions adopted in this study was developed by con-
sulting a number of classifications of questions developed in relevant literature
(Graesser & Person, 1994; Taboada & Guthrie, 2006; Taboada, et al., 2012). Its
suitability for the present study’s objectives and clarity for the study partici-
pants was checked by piloting it (see Chodkiewicz & Kiszczak, 2019). Taking
into account the cognitive difficulty of the questions, their form and content,
the questions were classified into five types, that is, factual information, de-
scription, explanation, pattern of relationships, and judgmental questions. The
questions of the first type concern elementary information about the main ideas
conveyed in the text and they are the least cognitively demanding kind of ques-
tions. Description questions, which require a global statement about a key idea,
also seem to be relatively simple, yet describing a particular concept may cover
multiple facts and generalizations. A more elaborate response is needed in the
case of explanation questions, which most often address a specific aspect of
a concept. Pattern of relationships questions, on the other hand, can be char-
acterized as requests for information about connections or networks between
two or more concepts or between their specific aspects. Judgmental questions,
the most cognitively challenging question type dealt with in this study, demand
that readers take a critical stance on the leading ideas discussed in the text and
get engaged in a deeper reflection on the information processed.

Additionally, in order to make the procedure of generating questions easier
to follow for the students, a handout containing the questions’ classification, as
well as a number of question stems and prompts widely recommended for this
kind of instruction was prepared (Graesser & Person, 1994; King, 1994, 2008;
Gunn, 2008; Taboada et al., 2012). The participants were encouraged to use it
while creating their own questions. The taxonomy of questions established for
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the study was used not only during the training and practice sessions by the
students and by the teacher-researcher, but also in the process of data analysis
by the two judges who evaluated the questions and identified the question types
chosen by the students over the entire period of the study.

For the purpose of the ten training and practice sessions as well as three
delayed practice sessions 13 expository academic texts were rigorously selected,
one to be used per session. These were extracts of TEFL books’ chapters on
the topics which concerned teaching the four language skills, storytelling, the
use of games, songs, and chants, and CLIL in a foreign language. As it was
assumed that the students would work with authentic academic texts, no changes
were introduced into the original academic texts. The average level of language
difficulty of the texts was calculated to be 14.8 according to Coh-Metrix L2
Readability Index (Coh-Metrix 3.0; McNamara, Graesser, McCarthy, & Cali,
2014). The passages were on average 410-word long each. Each text was ac-
companied with a reading comprehension test consisting of five multiple-choice
questions.

Special questioning forms mentioned above were constructed in order to
help the students in writing up their questions in an organized way during each
reciprocal reading session and to be of help in the process of data collection.
While completing the questioning forms, the students were supposed to provide
their three questions with the answers that they believed to be accurate. They
also marked if their questions were answered and received peer feedback, and
decided on the final versions of their questions.

Two semi-structured interviews served probing the participants’ self-assess-
ment of the efficiency of their performance in asking text-based questions, as
well as their attitudes towards the implementation of the procedure of student
text-based questioning in regular academic classes. In the first interview the
students were asked six questions developed around the issues of the usefulness
of the questioning strategy and reciprocal reading tasks, students’ individual
procedure of generating questions, and their opinions on the use of particular
question types. The second interview, which contained four basic questions,
focused on eliciting the students’ perceptions regarding the development of
questioning skills, changes in their personal questioning procedure, and po-
tential plans of using the strategy of generating own questions in the future.

Research Procedure, Data Collection, and Analysis

The current research study was incorporated into the regular classes be-
longing to the EFL Didactics course and lasted a total of sixteen months.
Whereas the first part of the project, a one-semester long strategy training,
spread throughout ten classes, its second part, the delayed practice, took place
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in three subsequent classes nine months later. This means that overall the par-
ticipants attended thirteen sessions in which they performed reciprocal reading
tasks with the key component of generating their own questions. It is important
to note, however, that the three delayed practice sessions did not contain any
further formal guidance for the students, who were supposed to draw on the
questioning strategy competences they had already developed. One week after
the first part of the project had finished and a week after its second part had
been completed the students took part in individual semi-structured interviews.
As already mentioned, the responses concerning their views and perceptions
developed as a result of participating in the reciprocal reading sessions in the
two parts of the study were recorded by the teacher-researcher. The long-term
nature of the study enabled the researchers to discern the changes in the stu-
dents’ task performance and their perceptions regarding the innovative reading
routines provided to them in an academic course.

The first two sessions of the study were of introductory character. More
specifically, the participants were familiarised with the benefits of reciprocal
reading and asking their own text-based questions, and were instructed how to
formulate the five types of questions focused upon in the study. Moreover, the
implementation of the strategy of text-based questioning as part of reciprocal
reading tasks was explained and modelled by the teacher, and then taken up
by the students. At the beginning of each reading session the participants read
a selected text individually and answered a set of comprehension questions
based on it. Then, they generated three questions related to the contents of
the text and wrote them down in the questioning forms. The next stage of the
session involved answering each other’s questions in pairs and giving recipro-
cal feedback on their form and content. Subsequently, the participants worked
individually again in order to correct or improve their questions, and decide
on their final versions. A class discussion about the main ideas of the text
read and the students’ questions was the last stage of the procedure. All the
questioning forms completed by the participants were collected by the teacher
to be analysed by the judges, and given back to the students.

In order to evaluate the efficiency of the students’ performance, that is, the
quality of all the questions formulated by the participants, special scoring sys-
tem was adopted so as to assess each question on the basis on three criteria by
two judges—university teachers. First, the judges decided whether a particular
question was relevant from the perspective of the content of the text (1 vs. 0
points). Second, the questions were assessed in terms of their clarity from the
point of view of the recipient (1 point for a clearly-stated question). Then, the
linguistic accuracy of the question was checked—1 point was awarded if the
question was correct and 0 points if it was incorrect. Additionally, the judges
determined which type the particular question belonged to in accordance with
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the taxonomy of questions established for the study. The two judges analysed
the data during three conferencing sessions; the first one took place after the
fifth reciprocal reading session, the second one—after the tenth, and the last
one at the end of the study, that is, after the thirteenth session. Importantly,
during the last conferencing session, the judges analysed all the sets of students’
questions again in order to ensure that all their judgments were appropriately
made.

The two semi-structured interviews made it possible to collect the relevant
data at two points of time in order to observe the potential change in the stu-
dents’ views, opinions, and general perceptions concerning their performance
in question generation and reciprocal reading tasks both during the training
and practice part and in the delayed sessions. All the students’ responses were
recorded and then transcribed for the purpose of comprehensive analysis.

Results and Discussion

As a result of the analysis of all the collected data the aims of the study
were successfully achieved and a number of significant findings concerning
the issues focused upon were made. As intended in the study, the quantitative-
qualitative analysis of the research data made it possible to (1) examine the
performance of six advanced users of English as a foreign language on a set of
reciprocal reading tasks involving the use of the strategy of asking and answer-
ing students’ own text-based questions, and (2) get insight into the students’
perceptions of their task performance and attitudes towards the procedure they
got acquainted with and implemented in their academic reading practice. It
was possible to increase the understanding of the development of the students’
awareness and efficiency of the implementation of the question generating
strategy, as well as its contribution to systematic practice in reciprocal reading
tasks. Also, due to taking a micro-level perspective, the performance of the
behaviour of individual students could be explored at more depth.

The first question in this study sought to determine whether the questions
asked by the six participants of the study were relevant to the content of the
texts and clear to a recipient. It was found that all of the 234 questions the
participants generated, both during the first part of the project (180 questions)
and during the second one conducted in the delayed sessions (54 questions),
were relevant. In other words, the students did not encounter any problems
with detecting the main ideas in the texts they read and addressing them in
their questions. Similarly, they generally succeeded in posing clearly stated
questions. As shown in Table 1, 89.4% of all the questions generated during
the strategy training sessions and 96.2% asked in the delayed sessions fulfilled
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the criterion related to the clarity of questions. These findings are consistent
with those the researchers obtained from their previous study investigating the
use of the strategy of generating readers’ own questions in reciprocal reading
instruction at academic level (Chodkiewicz & Kiszczak, 2019).

Table 1
Number of the students’ questions across the texts assessed by the raters as
relevant and clearly stated (n = 18)

Delayed practice

Training and practice sessions ) Final
sessions
Text Text Total
Total Total

1 2 3 4 5 6 7 8 9 10 1 2 3
Relevant 180 54 234
questions 18 18 18 18 18 18 18 18 18 18 100% 18 18 18 100%  100%
Clearly 161 52 213

stated 18 14 16 15 15 13 18 17 18 17 16 18 18
questions 89.4% 96.2% 91%

With regard to the second research question, the findings revealed that at
the beginning of the study the participants struggled with posing linguistically
correct questions. Overall, during the first part of the project 65 out of 180
students’ questions, that is, 36.1%, were not correct in terms of the language
used. It is important to note that the problem of formulating linguistically
correct text-based questions by EFL students, even at an advanced level of
language proficiency, has also been observed in other studies related to the
topic under discussion (cf. Miciano, 2004a, 2004b; Dorchandra, 2013). An
optimistic comment that should be made with reference to the results obtained
is that the number of linguistically appropriate questions tended to increase in
each task from the fourth to the ninth questioning sessions and was relatively
high in the second part of the study. As demonstrated in Table 2, the amount
of correct questions that appeared during the first four strategy training and
practice sessions was considerably lower than the average, whereas during the
last two training and practice sessions and the last two delayed practice ses-
sions, the students’ questions were formed correctly, with only one erroneous
item found per text.

It may be speculated that the participants improved their ability of ask-
ing linguistically correct questions, which could have been attributed to the
students’ general development of language proficiency over time as well as
to the systematic practice in generating their own questions on the basis of
the EFL Didactics course materials and the increasing awareness of the prob-
lem.
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Table 2
Number of the students’ questions across the texts assessed by the raters as
linguistically correct (n = 18)

Delayed practice

Training and practice sessions ) Final
sessions

Text Text
Total Total  Total

1 2 3 4 5 6 7 8 9 10 1 2 3

Linguistically

115 49 164
correct 6 8 7 7 10 13 14 16 17 17 o, 15 17 17 o o
questions 63.9% 90.7% 70%

The third question in this research study concerned the types of questions
the students tended to generate. It is evident from Table 3 that the group of the
six participants preferred to use two particular question types, that is, descrip-
tion questions and explanation questions. They did not change this preference
even after a nine-month period of not working with the strategy of generating
questions in the classroom. As a matter of fact, 30.3% of all 234 questions
asked by all the participants throughout the study were description questions
whereas 29.1% were explanation questions.

Table 3

Number of particular question types generated by the students across the texts
(n =18)

Delayed practice

Training and practice sessions . Final
sessions
Text Text
- Total ———  Total Total
Question 1.2 3 4 5 6 7 8 9 10 (18) 1 2 3 (54 (234
types
Factual 25 5 30
Information 2283 23 1 112 (13.8%) 212 (9.3%) (12.8%)
o 54 17 71
D 4 1 4 4 4
escription 8 3 6 10 8 3 (30%) 5 6 6 (31.5%) (30.3%)
. 48 20 68
Explanat 4 2 4 7 2 7
xplanation 5 5 6 6 (26.7%) 6 8 6 (37%)  (291%)
Pattern of 34 8 42
Relationships $ 30 1 41 8 455 (18.9%) 422 (14.9%) (17.9%)
19 4 23
Judgmental 1 7 3 1 0 1 1 3 2 0 (10.6%) 1 1 2 (7.4%)  (9.8%)

In a similar vein, the students’ resistance to the use of judgmental ques-
tions did not change across the study and only 9.8% of all the questions posed
were classified as representative of this category. As for factual information
questions, a slight decrease in their number could be observed from the seventh
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training and practice session in the first part of the project. The questions of
this type were also rarely asked during the delayed practice sessions as they
constituted only 9.3% of all the questions generated at this stage of the study.
This may have resulted from the instructions and explanations given by the
teacher-researcher to the students who encouraged them to ask more cognitively
demanding questions instead of questions addressing solely facts and figures.
Overall, the tendencies noted in the group may suggest that the students found
it important to ask and learn about descriptions and explanations of main
concepts and about some relationships between key ideas, however, they were
not able to take a critical stance on the information conveyed in the texts.
These results reflect those of Miciano (2004a, 2004b) and Taboada, Bianco,
and Bowerman (2012) who also found that students tend to ask intermediate
questions, which require text understanding but do not demand the activation
of critical thinking skills.

In order to answer the last research question the students’ personal evalu-
ation regarding reciprocal reading practice and their performance in it was
gained through two interviews that accompanied the two parts of the study. The
analysis of the students’ responses has shown some remarkable insights into
the way the students approached the procedure of asking text-based questions
while accomplishing reading tasks and self-assessment of their performance.
When asked about their opinion on the usefulness of the procedure of recipro-
cal reading, the participants were unanimous in the view that it helped them
organise their reading and learning process and stay focused on the content
of the text in order to identify the main ideas and remember them. As one of
the participants, Paulina, highlighted in the post-study interview, generating
own text-based questions and performing reciprocal reading tasks definitely
helped to systematize knowledge and organise it. She explained her view in
the following way:

I had to plan my goal and as a result, I focused on information which
was in the text more deeply because I knew why I should do it. And I
memorised better information because it was in the text and also in the
questions and discussions. And it was really helpful to read the short texts
like summary. I think the whole procedure helped to focus on information
which was crucial for understanding the text and to organize knowledge
from the whole course, and helped to prepare for the tests.

What is important to emphasize is that the participants’ positive standpoint
on the use of the strategy of generating their own questions while reading
academic texts did not change over the course of the study, even when in the
delayed practice sessions no further support in the students’ strategy imple-
mentation was formally offered. Indeed, the students shared the same opinions
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and provided similar justifications supporting their views during both of the
interviews. However, only two students expressed their plan to ask text-based
questions on their own in the future. Even though the remaining participants
were convinced about the benefits of working with the questioning strategy,
they found it applicable mainly only while studying short texts, that is, of simi-
lar length to those they read in the classroom, and not to entire book chapters
or academic articles.

Another strand of the interviews was to get some insight into potential
changes in the participants’ questioning behaviour across all the reciprocal read-
ing sessions. In the accounts of their individual procedures of generating ques-
tions, the six students declared that they adhered to the same cycle throughout
the thirteen sessions and found it practical not to introduce any changes into
it. Out of the students’ descriptions of their ways of working with the texts in
order to ask questions based on them, two main patterns of behaviour have
emerged. Four students (Pawet, Michalina, Izabela, and Monika) claimed that
first they read the target text in order to perform the multiple choice comprehen-
sion task. Yet, bearing in mind the next step of the procedure which concerned
generating their own questions, the students already attempted to identify and
underline the information they could ask about later. Having answered the
reading comprehension questions, they read the text again very slowly to make
sure whether the ideas they had underlined were worth being asked about and
learning about. They stopped reading each time when they arrived at such an
idea and wrote their questions addressing it together with their own answers
to them. Pawet and Monika finished the procedure of generating questions at
this point, whereas Michalina and Izabela went through the text once again to
ensure the relevance of their questions. Slightly a different questioning routine
was adopted by Paulina and Agata, who read each target text for the first
time only with a view to answering the comprehension questions, without any
reflection on the text in terms of ideas which they could subsequently address
in their own questions. Then, they read the text carefully and generated three
questions referring to it. The last step of the procedure concerned reading the
texts for the third time in order to provide answers to those questions. All of
the study participants admitted that when they found the texts more demanding
in terms of content, they had to read them more times. Importantly, regardless
of the order of the steps the students took while reading the texts and generat-
ing questions on their basis, all of the participants automatically embarked on
the strategy of re-reading.

As discussed above, the students did not modify their individualised ways
of working with texts with the use of the questioning strategy over time, how-
ever, they reported some other changes related to their questioning behaviour.
All of the students, apart from Michalina, mentioned that they started paying
more attention to the clarity as well as to the linguistic correctness of the
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questions they posed. In the cases of Monika, Pawel, and Izabela, the increase
of linguistic awareness was caused by the collaborative part of the reciprocal
reading procedure, that is, by the fact their questions were to be answered by
their peers. Monika’s comments are as follows:

When I noticed that Pawet didn’t understand my questions I knew it was
something wrong with them. So I knew I had to change their language or
be more clear what I mean. And next times I was more careful. So now,
after so many classes I think that my questions are more correct than at
the beginning.

Agata and Paulina, on the other hand, claimed that it was the teacher-
researcher’s feedback that they received on the quality of their questions which
helped them notice some basic linguistic problems that regularly appeared in
their questions. Practising asking questions proved to be helpful for them to
work on their linguistic performance. A crucial point needs to be raised here,
namely, the participants’ perceptions related to the linguistic correctness of
their questions were consistent with the objective evaluation of the questions
performed by the judges, as already reported in this paper.

As far as the types of questions generated by the participants are con-
cerned, all of the students admitted that they had their own preferences for
given categories of questions. What is more, the students, who participated in
this study, were able to explain their preferences by referring to the character-
istics of the particular types of questions they usually opted for and their role
in text processing. By way of illustration, Pawet, who most frequently posed
judgmental questions, justified his preference by stating that:

I like questions which would require personal thinking. The best would be
critical thinking like you have to think about the idea in many different
ways, look at this in many different views. So it requires you, for example,
to compare one to another or to give your own thoughts or just to think
from experience because we had those practices already so I like to ask
some questions also about real-life experience and text. For me scanning
the text is not enough.

Five out of the six study participants stated that they made attempts at using
a number of question types apart from those they personally preferred, yet, they
did it for different reasons. Two students experimented with question categories
as they felt that were expected to do it rather than make choices out of their
own willingness, two students did it to test themselves on the ability of asking
questions of different types, and one student did it to introduce some variety
to her sets of questions. Four students, Agata, Paulina, Monika, and Izabela
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indicated that the handout with the taxonomy of questions was an important
source of help for them in the process of generating questions representing dif-
ferent categories both during the one-semester strategy training as well as in
the delayed sessions. Overall, it may be inferred from the students’ views that
they personalised the strategy of generating text-based questions and developed
their own preferences and opinions concerning particular question types they
drew upon over the period of the study.

Conclusion

The present study, although limited in its size, has confirmed that asking
text-based questions by EFL students can be both an effective and instruction-
ally manageable strategy in academic settings. Such a view can be supported
with reference to the results obtained in both the training and practice sessions,
with explicit explanation and guidance provided by the teacher, and in the
delayed sessions, when the students worked independently using the already
practiced procedure. Generally, with the appropriately chosen difficulty level of
content-area texts, as also shown by the results of this study and in Chodkiewicz
and Kiszczak (2019), EFL students are capable of asking questions relevant to
the content of texts, answerable and clear to the recipient, which undeniably
shows that having understood the texts students are able to effectively address
the text content in their questions.

Of some problem for English language learners, as it has been demonstrated
even at an advanced language proficiency level, is to formulate linguistically
correct questions (cf. Miciano, 2004a, 2004b; Dorchandra, 2013; Chodkiewicz
& Kiszczak, 2019). However, the current study has also revealed that the
number of linguistically appropriate questions tended to increase as a result of
the amount of practice the students completed. One can conclude, then, that
the use of the strategy of text-based questioning can play a role in overcom-
ing students’ language deficiencies when this interactive element is added to
receptive reading tasks. Worth emphasizing is the data informing about the
participants’ choice of different question types. The students showed preference
for asking description and explanation questions, that is, the ones at a lower
cognitive level while resisting the use of judgmental questions. This confirms
the tendency observed by Chodkiewicz and Kiszczak (2019), as well as the re-
sults obtained by Miciano (2004) and Taboada, Bianco, and Bowerman (2012),
who found that students choose to ask intermediate questions as those that do
not require enacting critical thinking skills.
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The findings from the interviews generally matched those from the objective
analysis of the quality of the students’ questions, apart from the fact that some
valuable information regarding the students’ views and perceptions of the use of
text-based questioning was added. The participants of this study unanimously
underlined that generating their own questions contributed to organising their
reading and learning from text. They expressed a positive standpoint on the
use of the strategy of generating their own questions over the whole course
of the study. They also declared the strategy to be helpful in adopting a more
individualized processing of the texts they read. As for the use of different ques-
tion types, the students showed preferences for some of them, giving different
reasons for their choices. Among them they mentioned the role of a given ques-
tion in text comprehension and content processing, satisfying the requirement
of using different question types, experimenting with different question types,
or testing the ability to ask particular question types. Of interest has also been
the description of the cycle in which the particular students implemented the
strategy of text-based questioning since they embarked on varying pathways
to reach their goals.

To sum up, proper guidance offered by the teacher can make students more
responsive to the texts they read and more reflective on the use and contribu-
tion of question generating strategy to the reading and learning process. It is
also important to make students aware of taking a more critical approach in
asking their own questions, as well as improving their linguistic accuracy of
verbal expression. Text-based questions generated by students while reading and
learning from expository texts can undoubtedly play a key role in enhancing
reading literacy skills by fostering the strategicness of the reading process.
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Stellen von eigenen Fragen in Anlehnung an einen fremdsprachigen Text:
Zur langfristigen Anwendung und Wahrnehmung dieser Strategie
beim Lesen im Team

Zusammenfassung

Der strategische Ansatz zur Entwicklung der Lesefertigkeit ist derzeit eines der wich-
tigsten Konzepte in der Sprachdidaktik. Dieser Beitrag widmet sich den Ergebnissen einer
Studie, in der Studierende der Anglistik einem Langzeittraining unterzogen wurden, in dem
sie ihre eigenen Fragen auf der Basis eines Textes formulierten, der beim Lesen im Team
verwendet wurde. Diese Studie bestand aus zwei Phasen: in einem Semester erhielten die
Studierenden detaillierte Erkldarungen und Hilfe beim Verfahren der Fragestellung, wobei
der Schwerpunkt auf den Fragen unterschiedlicher Tiefe der kognitiven Textverarbeitung lag.
Neun Monate spéter machten sie dieselben Aufgaben ohne Hilfe einer Lehrkraft. Ziel der
Studie war es, Verdnderungen in der Qualitdt der Fragen zu bewerten, die sich die Studie-
renden in den spéteren Lesephasen zu zweit stellten, sowie von Studierenden — mittels eines
Interviews — Informationen iiber die Wahrnehmung von Aufgaben zur Fragestellung und tiber
die Niitzlichkeit dieser Strategie bei dem Verstehen eines wissenschaftlichen Textes und der
gezielten Verarbeitung seines Inhalts zu bekommen. Die Studie zeigte, dass die Studierenden
keine Probleme damit hatten, solche Fragen zu stellen, die aus der Sicht des Empfangers klar
und inhaltlich relevant waren. Durch die Teilnahme an mehreren Team-Lesesitzungen konnten
sie die sprachliche Form von Fragen auf Englisch besser beherrschen. Nach Meinung der
Befragten ist die Strategie, Fragen durch den Lesenden auf der Grundlage des wissenschaft-
lichen Textes zu stellen, hilfreich fiir das Verstehen und das Beherrschen des Fachwissens in
Anlehnung an seinen Inhalt.

Schliisselworter: akademisches Lesen, gegenseitiges Lesen, Fragen von Studierenden, Strategie-
training






