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ABSTRACT =~

LoV

The purpose of thls study was to analyze: and compare
: 2
the comprehen51on questlons contalned in the teacher manuals

"level : The methgdology _wasg almed at determiningg-the

-

comp&ex1ty oﬁQ thought ’ processes | reguired , and the
. R

,organlzatlonal strategles used for developlng comprehen51on
h. A f1ve part 1nstrument therQuestlon Categorization .System,
was developed by the_’researcher and used to “analyze the
nature of the 'comprehenslon': quest1ons. Organlzat1o!§l
' strategles were stud;ed by analy21ng the sample for evidence
of a_Taba sequence of focus,, extend, and/or lift questlons.
Av:; Questions,.fpertaining to 56 stories and poems, were
‘drawn from théh'manuals. Creating a total samplgf of 616
qUestions. Within this sample ‘there were 507 questlons w1th

,answers dependent on. knowledge of the wrltten text. These

A s ,
,questlons referred to as text dependent were categorized.

accordlng to the Questlon Categorlzatlon System. The five
categorles in the System reflect the range of information

. . ) . -'-.
Sources a reader might draw from as well as the - cognitive

‘operations engaged in when answering a Question. - The-

remaining 109 questions, were text independent. )

Question sequences. were located and each question was.

marked as eitﬂef“% focus,tlift or extend question according
to the Taba model. Results were summarlzed to 1nd1cate thg
proportlon of sequenced questlons within each readlng series

and the categories of questions being used w1th1n sequences

@

_of two Canadlan basal read1ng programs at{/then Grade ' Five,

&

-



Questions which require the reader “to} seiect “and'
'organiie information, !thereforev involving vc0mpiexgdmental
progessing, were empha51zed to a greater egtent than
fquestlons whlch requ1re s1mple mental proce551ng Sequence

g s

patterns (focus, extend and/or 11ft questlons) were ev1dent

in. only 34% of the total questlonsa At least half “of .these

A

sequenced questlons_ 1nvolved s;mplevmental_processing.and
_forced the reader‘to'choose' a. prescribed ~opinion stande,
often embedded ‘in  the 'teacher question. nlthough a major
portrOQ‘of-the total “sagple oﬁ questlons uas almed at
deVelopment rather than assessment this goal would have
'been strengthened if a greater number of complex prdcessihg

'&‘-
questlons had been presenned in purposeful sequences.

-

f" Manuals from the Glnn ‘and Nelsonz.readlng‘ programs
:differed :in . the quantdty‘ of comprehension questions
provided; in the balance' between actual 'questions and
suggestions for question toplcs')and in the.empha51s placed
on ;;e“ text "independent questions aimed at ~ providing
background, knowledge and developing vocabulary. Program
manuals‘also differed in the‘ distribution of simplen and.
complex proce551ng questions within the Taba sequences,
however the two programs were similar in the proportion of
questions organized into sequences.

| R ‘ o
Implications for comprehension instruction and@ for

further research were suggested.

A} . .-
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1. INTRODUCTION
Questions ‘have been used as a major teaching tooi for

centuries. Socrates, one of ¢tfhe greatest teachers in
history, was noted for ‘his skill at u51ng a clever sequence
of questions to‘ gu1de his students to the discove:y of
knowledge. Through respondlng to. the questlons, the learner
‘integrated knowledge, that was called forth durlng the
questioning. In the process, the student was forced to
assume an hactive participatory role in learning (Ausubel,
1968) . |

1Preservice teache;s are taught how to ask guestions and
instructional manuals'attempt to‘shape classroom‘use of this
teaching tool. Therefore, it seems important to not only
1nvestlgate information related to the "art of questlonlng
but also in light of this information, to study the\nature
Jand organization of questions contained in teacher manuals.

"Questioning has ] been described as a method for
directing and developing students' thought patterns (Austin,
1949). According to Bruner '(1960), questions should move
students ahead | more't.ouickly in their - intellectual
development. Jenkinson ’(1975) stated that the "posing of
provocative QUestions" is an effective means of'AStimulating
children to think as they read and to think about what they
read", Questlons are considered, by many scholars, to be the
most commonly accepted tob; fot developing students'
comprehension ability'(Ruddell, 19;4;'Baker, ﬁ980; Daines,
1982) . |



Since'questions comprise such a majqr part of the
‘methodology.-hsed in Eeaching',reading compréhension, it
‘follows that an investigatibn of questioﬁing fechhiques’ and
strategieé should sérveo to-bnot ohly eﬁlargé the present
knowledge base éboutlreaaing instruction but aléo to allow
for mofe effective ‘use of questions as an instructional.
tool’, This;leads to a.consideratioﬁ of the chain of facts,
research fihdihgs, and éondition§ which have provided the

background for -the present study.
. ‘ . ST
1.1 Backgrouhd

Effectiyeness 'in teaching reading comprehensionj/is an

issue of(concern for both researchers and eachers.
Ciassroom observations (Durkin, 1979) and stddjes  of
iastructional materials (Durkin;4;1981; Allcock, 7 1972;
Davidsén,' 1972;-Uenkiné and Pany, 1978) have indicated that
much of phe comprehension instrﬁction 'is composed  of
practice and assessment.

Basal reading programs have be®en and continue to be the
most, commonly used instructional ﬁaﬁerial in the elementafy_
school curriculum in . Canada ‘(Baker, 1980). Research has
tended to indicate that the content of instructional

materials bears a strong influence on classroom practice
(Staiger, 1958; Austin -and -Morrison, 1963, Chall, 1967;
Cowart,y1970; Roseqky, i977;‘ahd Dugkin; 1981): As a result

of this research, on the interaction between instructional



.materials anddﬁlassroom practicea\ﬁcucators have stated that
the most efficient means of brindiqg about a change . in
teacher practices is to 1ncarporate the change into
currrculum materials (Cronbach, 1 éS;'Clement, 1942; Richek
1979). Popham (1969)-has relnforced*th;s notion by ‘stating
that "The enormous impact of curricular materlals as change
agents .should not be underestimated, and a con51derat1on of
research relevant to curriculum materiala'nis clearly in-
order"(p. 319).
'Studies  have indicated, ‘however, £§E‘ lack ‘of

instructional effectiveness in develop&mg ' reading
comprehe;sibn (Durkin,‘1979; Renzulli, 1979: Tatham 1979)
This raises the question of whether or not thenﬁame lack of
instrgctloa is reflected in the 1nstruct10nal materlale used
by ‘teachers. Slnce a predomlnant part of compf?hep51on
methodology is composed of guestions, thls tool has beeﬁ.the
'priﬁe . target for analyzing comprehen51on 1nstruct10n in
‘reading programa. Findings of these investigations have
indicated that questions presented in teacher manuals are*
similiar in that the majority;reqpire a literal 1level of
comprehension (Bartolome, -1?68} 'Marksberry, McCarter and
Noyce, 1969: Mueller, 1972;_N;cholson, 1977; Hatcher, 1971;
Cooke, 1970 and Rosecky, 19715. '

| The research literature/ contains information ranging
from descrlptlons of good qq%st1ons (Hook 1950;.Gillett.and
Temple, 1982; Taba et. ~aﬂ., 1964) through outlines of

effective question sequences (Taba, 1967; Ruddell, 1978; and



Daines, 1982) -to a comparative questioning procedure for
LY . .

-

- teaching reading as concept development (Henry, 1974). It is

clearly evident that writers and researchers are concefned
about utiiifing clear- strategies - for developing
comprehension.ﬁ Embracing the. philosophy that reading
comprehension . needs to be taught, questiqns should be .

expected to accomplish something by serving as a meéans of
“~ , .

teaching students how - to think and in furthering their

. conceptual development.

Previous research has highlightéd‘ﬁwo issues which have

"influenced the direction of the 'present study: (1) less

effective procedures are being wused for comprehension
development and (2) instructiponal materials may be a

productive medium gfor instituting changes in classroom

. ’ ] .
‘practices. It follows then that comprehension procedures

might be improved if research infor@ation on-: qués@ioning
strategies were iﬁcorporated into-thebmeﬁhodology presented
to teachers in teécher‘s manuals., | | |

Much of the . previous Tresearch on compreheﬁsion
pfactices‘ and materials has been conducted - within an
American context. The p?imafy focus of many of these studies

i

has been on classifying questions_and activities according

to taxonomies of comprehension skills (eg. Sanders, 1966;

Barrett, 1968). Further fesearch should 1indicate not only

thé nature of comprehension questions, but also the types of

.:strategies used iﬁ'organizing’and sequencing them. It seems

important that the focus of such a study should not only

o
EN



J

specify what is contained in manuals but by .drawing on
available literature, should outline possible strategies
which might strengthen the quesﬁioning techniqués being

1

suggested for developing comprehension.

1.2 Purpose

The major purpose of this study was to anélyzé and
compare the compréhension qﬁestions contained in manuals of.
two Canadian basal reading pfograms by: | f
(1) determining the compiexity of thought proéesses.reqﬁ}fed

G

by the questions .
: _ _ oy
(2) detecting what organizational strategies ‘were utilized

‘for developing comprehension.

1.3 Definition of Terms

The terms evolwed for the Question Cateéorizatipn
System are described in Chapter Three. 'The' following
definition of féading comprehension ié used in this study:

Ny

...compreherision represents an interaction between the

S

reader and the text. The  reader brings to the text
knowledge of the world, the text provides.informatibnf
The reader then can. add knowiege‘ to the  text "and,
through proéesses of reasoning,'arfi&e at produdts of
thought, such as. interpretations, ”generalizatiqns and
evaluations that go beyohd those that are made in the

text (Singer, 1980, p. 512).
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1.4 Research 5uestions .
The féi}gging researchlquestions guided the anélyses of

tﬁe Qanadian reading programs which constituted the data for

“the stuay: '

1. ‘wﬁat kind of thiﬁking’ pkocesses ‘are required by the
reading combrehension i‘r%tiéns suggested in basal

teagher manuals, aﬁ thqurddevfive,level?
i

.To what extent are comprehension gquestions organized

I’N

into purposeful sequence for developing. ‘students‘,

comprehension skills and céncept;? |

3. To what extent do the questions develop rather than
assess cémpfehension'skiils and concepts?

4. How are the réaaing programs al%ke orvdifferent in the
infqrmapion provided fof developing compreheﬁsion?
These:reseérdiﬁquestions were all directed toward thg

domprehension qqééfions in manuals of two reading programs

at the grade five level.

1.5 Methodology

In &£heq first stage of the reSearch, all'sto:ies and
poems in tﬁe Ginn and Nelson, grade five programs were
grouped aécording to seven genre types: (1;) Traditionél
Tales of a Culture, (2) Fantasy, (3) Historical fiction, (4)
Contemporary Fiction, (5) Infbfmatioﬁ, (6) Poetry, and (7i
Drama (Huus, 1981). Fifty-six’ stéfies and poems Wefe

selected for . the research 'sample. Correéponding
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comprehension questions;from.the‘teacher manuals for hefore,
during, or after the reading of the selection, were
considered as data for the stpdy. Questiops were marked as
either text dependent, thaf ;is not aneWerable without

>,

knewledge of the written information in the text, or text
iFéEbendent, that is being answerable without information
from the text: |

The Question Categorizafion System, | was developed by
the researcher for analyzing the nature of the comprehension
questlons. Text dependent guestions were categorlzed in five
mutually .e§clu51ve classes. These categories reflect the
range of information sburbes a reade; may draw from as well
as the ‘cognitive Operations one might engage in - when
answering a question, \ |

Text independent questions we:e-labelleﬁ‘according to
four possible pufposes: (1) focussing attention, (2) setting
a purpose for reading, (3) providing background, dr (4)
developing vocabalarx. These',questions' were expepted to
occyr prior to reeding, altﬁoqgﬁ some vocabulary'develép%ent
questions might be positioned during the reading.

The second stage of the reseafch. involved an
examination of the guestions to determine the prese;ce and
extent of organized question sequences.

A-guestion sequence was considered to exist when a
succeeding question was‘ related to, dependent on,. and

developed information from the preceding question. Sequences

were distinguished from groupings in that a question



:grouping' was defined as é series of topic-related questions
which do_nd; dépend on 6r extend the thought of a previous
‘question..; |
All questions were re-analyzed for ques;ion sequences
as well as qQéEtion groupings. This data was dathered and
the corresponding question catego;y that»had been assigned
in Stage -One was \recorded. - Sequenceé of qhéstioqsvwere
classified according to the Taba model and were lébelled as
either focus, extend, cor lift (Taba;, 1965). Results were
summarized.tc reflect the concentfétion of sequenced and
grouped questions in.telaFiqniéb the total questions in.the

sample, as well as in relation to category types.

—

1.6 Assumptions
A major assumption, underlying this study, is that
instruction;& materials do, iAfluence studentsJ. academic
development (Austin and Morrison,”1963: Cha%l,_1967; Cowart,
1970; and Roseéky, 1877). They serve a function of guiding
teacher practices and so what is presentéd in teacher
manuals does make av&ifference\in terms of the instruction
children receive. o
A.secohd assumption.is, that questions are. meant to
"evoke a type of mental intefaétion with_ a data bése}
therefore :equiriﬁg the use of certain thinking proceSées.
Since concfete proof of mental interactionfénd specific

thinking processes may not be. tangibly examined, one must:

r
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conced@ thaL these internal responses to questions may
i - S
diffef  from child to child. The essential issue in this

aSshmption, however, is that questiohs'do have the potential

for evoking certain types of interaction, fequiring
selecfion and organization.pfbinformation by thé studentf
Thirdly,-‘this study\ is baéed on the asSumption that
sequenced questions are an effective means of developing and
extending Qstudent thought. Pu}péseful sequences and
érganized guestioning strategies, i}-teacher manuals, should
sg?engthen instructional practices, thereby. aséistiﬁg in

étudentfs‘comprehension development,

1.7 Delimitations of the Study o

The present research was purposefully limited by'the

followfng factors.

&

4

1. In order to reduce the sample to a manageable size,
questions were drawn from teachef<manua15 only. It}is
realized that findings from the study may not be
representative of the. qQuestions in thé other
inéﬁruétional materials of'the Ginn and Nelson reading
programs. |

2. The sample was drawn from manuals for one grgde‘l§Vgl
only, ~grade five, and thus finqings may lonly  be
generalized to the compfehension questions suggested for-

this pgrticular level.

3. Only two basal reading manuals were used as data sources
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for the StUdy. The results may not be generalizable to
comprehension methodology in other basal programs;'

-

1.8 Significance
. b ) . .

Several factors appear to contribute to - the
éignificance of this study:

1. Little research has been “conducted on the nature of

o

questions provided in Canadian basal programs.'In lfght

- of the widespreaé use of basal program manuals, it seems

eésential thatitéégkers and publisheré should be aware

of 'instructiohal applications derived from specific
aspec{s o? the ééﬁtent.'

é. The Quesfion Categorization Sys;em, whiéhrwas_ deyelbped

for analyzing cohprehension questions 1in the presént'

“study, may be of value to educators for constructing and

analyzing questions used in their 1instructional

materials?

3. The findings from'fhe:literafufé ‘review and from the
- present study ﬁay provide useful information upon which
to base changes in gquestioning techniques used in

classrooms,as well as in the reading prograffs.
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1.9 Overview
" The remainder of this thesis is divided ' into four
L chapters. Chapter: Two ‘is organized into two sections, one

AY

prpvidingfa'rationale, along with a- theoretical framework

N

for the present iﬁyestigation of of 'xhe' comﬁrehgpsionA

' quéstionsgin basal manuals and the second section reviewing
.tﬁe‘ iiterature, related to chéA;kelationship between
questionihg stratégies .and cbmpféhénsion. development.
TChaptgr Th;ee is a presenfation Qf,rthe design, éamplg,
analygié instrumeh;, procedure, and analysis stages..ghapterf
Four .is a report and discussion of the findings related to

- the six research questions. Chabfer Fivéfp;ovides.q' summary
of the study, cdhclusions,-'imﬁlicétions 'kor questioning

~

strategies’ wused in ‘comprehension development, and

suggestions for further research.
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2. REVIEW OF RELATED LITERATURE

‘The- purpose of this review of the llterature is flrst
to prov1de a ratlonale along with a theoretlcal framework
for"lnvest1gat1ng comprehens1on questlons in the manuals of

basal reading series. A second purpose is to. develop ‘a

perspective from which to analyze questioning strategies;f

<€ . . )
through reviewing previous studies of relevance to this
G

topic. The literature review 1is composed of two main

'sectionsj reflecting the two-fold purpose of the chapter.

2.1 Reading Comprehen51on and Cogn1t1ve Development

The definition of readlng comprehen51on which forms the .

framework of the present study on questlonlng strategles (p

"5) emphasizes  the reader as actively utllleng hls/her
cogn1t1ve processes to interact with the author in br1ng1ng
meanlng to the prlnt and ‘in deriving meanlng from the print.
The 1déa of reading.. comprehen51on' being dependent. on
the development'of one's thought processes‘is not new. Huey
(1916). emphasized the cognitive * nature of the reading
'process by describing _it ‘as a mirror image of the
psychologlcal processes used in %hinkihg. He p01nted out
that 'reed1ng instruction should = fecilitate meanlné
acqu1sitioh'forsthe @urious and questioning child.

\ . '
Working ‘from ‘a similar Viewpoint,. Thorndike (1917)

con51dered reading comprehen51on to be a thought process

wh1ch 1nvolved the '"organization and analytlc act;om QI

.

12
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ideas". By this he meant that the reader must evaluate

ideas, retaining some and discarding others in order to fit

the unknown to the . known, thus making sense of written

symbols. Thorndike emphasized the notion : that students

should be taught to be active, reflective thinkers if they

were to become competent readers

The notion of readlng as a developmental cognitive

process was expanded on by Stauffer (1969). He described’

reading as a reasoning, problem-solving activity, with

reading comprehension. Drawing from the work of Russell),
Guilford, Piaget, Bruner, and others, Stauffer presented his

view of the reader as an active information seeker who

examines information, generates hypotheses and forms
conclusions and generalizations.” o .
Jenkinson (1973) carried these ideas further by

descfiBing reading as a form of thinking in which the reader

A 1 - . . ) . . . . .
uses . such mental pﬁecesseS‘-as analyzing, discriminating,
judging, evaluatlng, and synthe5121ng t&\scrutlnlze the text
content in llght of his/her own experlen&es..'

Reading and th1nk1ng have been considered synonymous

ot

»concéptn‘déVelopmentfﬁbe§ng an .important prerequisite to

(Gantt 1970) "on the basis that both lare an interactive

process between an individual and the  environment. Gantt

postulated that the reader needs an adequate knowledge base

'3504«

from which to extend hls/her expérlences thd§ engaging 1n A

communlcatEVe‘process wlth/fhe author

v .® . n'ﬁe-»~~ “ . - - - - »

I
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~In égreement Qith this viewpoint, Elkind (19761 related
reading and thinking by stating that the T"reader gives
meaning to the words he reads ;by relating these to the
conceptual system he hés’const;ucted in Ehe course of his
‘development" (p. 337). Compfehension,'therefore'is dependent
on two factors: (1) the quality of the reading material’ and
(2) the breadth and Ndepth of the reader's conceptual
understanding.

Henry (1974) related reading comprehension to thinking
by describing reading as being embedded in two modes of

 Ehinking: analysis and/or synthesis. He stated that there

are basic strategies within either 'thinking process which
remain the same'but are constantly refined over time, as a
result of use.

In elabora;ing his theory §f reading as concept
development, Henry defined reading as the 'diSCbVery of
relétipns and the invention of a structure of fhese
relations. This act of'éfrﬁcéﬁ}ihéloccurs as a result of the .
intertwining of - four logical operatidns: ‘the ac;'oﬁ joining,
excluding, selecting and implying. Thesge operations or
strategies may assume such names as uniting, separating,

omitting, and predicting and are woven together within any .

4

1dgital  process (e.q. gé@périsOnﬂléyai@dtﬁbﬁ}"vélgdétiQnQ;Q” .

! X . . A
The purpose of the logical process is what determines the

what leads to a structure of relations. The structure which

emerges ,is the concept and therefores reading as concept

-

.i .
,/'
L4
.

oigaﬁization~of the- logical Operations. This ofgarizatidn “ig = = ~
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development is aimed_at the inveﬁtion of a set of relations.

In the Henry.model, thinking is seen as the interplay

"~ of ths operations of joining, excluding, selecting, and
implying. Henry asserted that the instaptaneous interrwining
of these operations occurs continuously.when readihg and if

this activity 4id not occur there would be no reading. He
SUggested'that these operations are constantly being refined

over the years and that schools should provide instruction

-that would allow for a "a year-by-year refineﬁent and

developmental mastery of basic logical " processes” (Henry,

1974, p. 4).

2.2 Influence of Teacher Quéstions on Student Performance
In’generai} tﬁe research literature had indicated that
thef~ nature of teacher guestions has a definite 1nfluenrp on
the type of thlnk1nq that students engage in, Children were
able to function at higher levels of comprehension when
asked guestions that varied in coghit%ﬁe levels and wﬁich
were seqguenced to allowv for transition from one level of
thought to another (Taba and vElzey, 1964). Results- from
.further studx Taba,“ 1965 :-on ‘the effects of questioning
.1nd1cated -that q//sllg\\ 1ncrease in  higher thinking
‘questlons' ‘resulted,f in. more d1vergsnt snd evaluative
responses belng glven by -a greater number of students
Classrooé ’1nteract1on studies by Gallagher and Aschner

(1963) 'also have indicated a relationship between teacher
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quesﬁionsvand‘studént résponses. These researchers found
tﬁaf an increased use of higher level Questions by teachers
resulted in higher thinking~ by students as well as an
idcreased number of studeﬁts responding to the same
question,

In classifying the verbal behavior of teachers, Wolf,.
Huck; and King (1967) found thatj'questions categorized as
interpréting, analyzing, applying, and evaluating, produced
higher level responses than did specific fact or classifying
guestions. This study was directed at investigating the
critical reéding ability of elementary students through
using a modification of Bloom's taxonomy to analyze the
relationship .between teacher guestions and student
responses.

An examination of the interaction that occurred during
the development of students' reading/Comprehension revealed
that student responses were congruent with literal level
questions posed by teachers (Guszak, 1967). The researcher
observed that students seemed to know what their teachers
wanted and had learned to adapt their way of reading to the
tvpes of questions they anticipéted receiving.

Smith's (1979) research established a link between the
cognitive level of teacher questions and the -length of
communication units in corresponding student answers. She
found that both elementary and sécondary students averaged a
higher number of words when answering<higher cognitive level

questions as compared to the number of words used when
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answering lower cognitive guestions.

2.3 Role of Questions in Cogﬁitive. Developmgnt and -
ComprehenSionGinstrﬁctiﬁn

Piaget (1970a) and his associates at the nggy; 'Schbol
,of Thought have been studying the nature of children's -
thinking and learning for over fifty yéars. These studies
have revealed a deQelmeentél sequence in thoﬁghtuWhich is
differentiated into four main stages, each corrgspbnding to
particular mental ages, accumulatively increasing in
abstraCtﬁess and complexity of cognitive structures.
Cognitivé‘ growth is a maturational process, that is
errércﬁical_ in it's organization (Inheldér, 1962). An
individual's cognitive structure is cohtinually changing as .
a result of the accommodation and assimilation that occurs
through one's encounters with the environment. These mental
processes of assimilation and accommodation are cénsidered
operative at any level of thought, at any age level, and
with any content.

Learning experiences occur as a result of'inte:aqtions
between maturational and environmental variables. 4However,
the extent of these learning experiences is limited by the
"general constraints of' the current developmental stage"
(Piaget, .1970a, p.  713). Piaget considers a student's

learning experiences to be "only a sector or a phase of

development itself, arbitrarily provided by the environment"
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j(Plaget '19}baj-ib;i"7j3?-f’Piaget{anifth;ory' embraces the
,1notlon that th&nklngrprocesses may be developed by tra1n1ng,
howeve; i the age ~bound developmental stages - create the
pre-requisites  for  benefiting from these 'learn{sg'
'.experiences. - | ‘ o
.Piagetks.cognitive development: theory »is descriptive
~rather  than prescriptive . in its .implicationsj‘zforg-
‘oomprehension inetrnct{on“Phiilips (1969) deflnes teachingu
Vfas, "the manlpulatlon of the student s env1ronment in such a.
way that hlS act1v1t1es w1ll contrlbute to hls development"
(p. 4108) .. A prlmary .notlon of Plagetlan theory is ‘that a
chlld learns through involvement in and anlpulatlon of  the
fenV1ronment (Stalllngs,f 1977%- Essenba&i}y then ~the chbldQ:«~Lf
must be actlvely 1nteract1ng ‘Wlth -hlS env1ronment 'Furth,‘7”
(1970), _in descrlblng the 1mp11catlons of Plagetlan theory‘
for teachers, states that Piaget considers deveoipment' td&
occur in any environment and intelligence . to grow from:
within, therefore, "the task becomes one of furthering and
nourishing the growth by providing suitable opportunities,
not by implicit'teaching of what to do or what to know" (p.
74),

In summary, some of the basic premises of Piagetian
theory  that relate to cognitive development are: (1)
thinking develops when there 1is an aotive . transaction:
between the individual and the environment; (2) thought

development follows a sequence wherein the simpler and more

concrete develops first, . preparing the way for the more
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complex ;ﬁd abstract; and (3) assimilation and accommodation
of new learning requireé a constant~:feorganizationﬂ‘df
previously learned iﬁformation and skillé.

Several elements of Piagep's research relate to «the
@resent study on guestioning strétegies. First, since
teacher questions servé . as an environmental  factor
determining ‘Qhat',and, how dhildren'may_éognitively examine
isshes, they also exercise la ‘directing infiuence over

students'. comprehension . development. Second, Piaget's:

‘mapped-out seqﬁence of thought _deyelopment provides a

rationale for the notion of question- sequencing in teaching

reading comprehension. Third, the effective use of teacher

A‘wposed---questiohs ,enéblé students to become active

u"

o <t R

- part1c1pants in the 14 arn1ng process. _f‘,,f'

e Russell (1956) has prov1ded a descrlptlve account of

thinking in which he portrayed it as 3a"sequence. of. ideas .

‘which move from - some initiation, through some pattern of

relationships, to some goal “6r' conclusion. He considered
children's thinki;gbto vary and to be determined not only by
the nature of the problenm, but by Personal and erfvironmental -
factors' aslwell. A pe;sonal factor would be the maturity of
the person.doing the thinking‘and an environmental fgctbfv
the amount of direction involved in the thinking process.
RUssell classified thinking into six types, which are
debendeng on the amount of dire;tion present in  the

thinking. Moving from relatively'nondirected to relatively

directed thinking these are described as perceptual
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thinking, associative thinking, inductive-deductive thinking

leading to concept formation, problem solving, critical

SN

thinking, and creative thinking. One type differs from

another according to the degree of complexity of . the

relationships w1th1n each, perceptual being the most 51mple-'

and creative the most complex.

~All six types of thinking follow similar steps or

~Sequences. Russell outlined these steps 1in the following

ways:

‘1'.

2.

[\

‘the environment stimulates thinking

the thlnklng takes 1ts 1n1t1al dlrectlon_

"there is some search for related materials.. o i

these - materlals are organlzed 1nto tentatlve patterns or

'hypotheses ;4f%‘

-\

the goals are examlned cr1t1cally

-Seme tentatxve conclu51on or goal is reached which may

eventuate in overt actlon. (Russell, 1956, p. 28)

Several components of Russell's theory regarding

children's thinking have _affected the direction of the

present study. First, the differentiation of types of

-

thinking according to ‘the. amount of d1rect1on 1nvolved has.

implications for the 1mportance of comprehen51on= questions

not

only in directing but also in determlnlng the type of

thinking that students mlght engage in. Second, Russell's

outline of the sequential steps involved in thinking provide

‘not only«a quide for what might be,present in a questioning

sequence but also reinforce the notion that just as there is

3
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a purpose, direction and outcome in thinking sequences, -so"

there -shouli be in the 'questions used fot‘;develooing

comprehension, | . - | |
'Peel §1960; p.f1§3 hesmoleesified thinking by "content

and results rather than by processes": He 1dent1f1ed four

o types of thlnklng xn chrldren Or adultS° L1) thematic,» (2)

ey

explanatory, (3) productlve, and (4)  integrative. Peel

organized these types_of: th;nking' in a ;progression from
simple 'to:'complex ‘with thematic thinking belng the most
simple and 1ntegrat1ve the most complex, only being presént

in the most capable students.

_—

Peel (1960) stated- that” thought content 'is dependent on

'the association or relatlon flndlng that an individual makes

. between component parts. Students ‘may 'demonstraté think}ng

in all four levels, however, differy in the quality and

. cOmplexity of the. associations established within each.

level. Peel has credited Piagetian research and theory but
quallfled his own theoretical orientation by stating that
sequential development does not occur through invariant

stages since thinking will vary according to the content of

the field as well as accordlng to the 1ntellectual ablllty

of““thej~Chlld These factors result in - an overlap in

denelophent between ihdi?ﬁduals; ds well ds an absence of
consistency in an individual's Ievel of thinking within
different fields of study. |

Peel's primary influence on the present study has been

in regard to his discussion of overlapping levels of



, v _ .
‘thinking which result from differing bodies of knowledge
“ o o

that 1nd1v1dual s have for various -fields of study _The:

notion that 'the extent of one's knowledge base determlnes

the complexity 7{/;ne s th1nk1ng is an issue wh1ch needs

consideration wher=using queetionsﬂ develop student'ss - - = -

A

.comprehension. Questions ~wifll only be effective - for -

:promoting cognitiveﬁgrowth‘ up to the p01nt that the chlld 5.

e e
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‘iprior'*hhovledde and experlences have been sufflc;ently

expanded to deaIA w1th ‘the 1nformat10n that is being

received.

leferlng Eiomewhat from Plagetlan theory,'Klausmeier;

(l§79) and hlS assoc1ates developed a theory of ~conceptual
learning and developmentv (CLD) based on levels ofvconcept
attainment .rather than stages of cognitive growth. The ’four
levels of concepts (concrete, 1dent1ty, class1f1catory, and
formal) are sequent1ally arranged in order of complexity of
thought. Although children mus?ginVariantly progress through
these levels, 1nd1v1dual concepts develop at dlfferent rates
and may co ex1st at different levels w1th1n _one chlld -

Cognitive development is stlmulated by the 1nteract1on

of learnlng,” maturatlon and envxronmental cond1trons “The

level of Concept ‘mdster may be attributed to three ‘factors;

(1) prior experiences of the learner, (2) instructional

) .

conditions -under which the concept is learned, and (3) the

type of  concept being developed (Frayer, Ghatala, and

Klausmeier, 1972).
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"Guidance" has a direct effect on étudents; cognitive
development (Klausmeier, .1979). In CLD thedry, the quality
as yell as tQF amount of.schooling plays a significant role
in determiniﬁg ,"when. and. also whethe; the highest legel
:épérétions,'such as &nferf&hg w{lll bé ‘performed on "Some
kinds ~ of wsYﬁBSiic' Céntenf"“(Klausméier, '1979J p. 5,6).
‘Klaﬁsmeiér emphasizes the primafy'influence of instructiqn
in- defermining .cognitkve growth. This 1is an oppqsite

Y

viewpoint from Piaget's premise that learning experiences

. . W . . b.. N R . -G. \ . , " NL ’ ) ‘ ‘. s .
.are crrcumgctribed *by ' an . individyal's - s«current- stage  of

cognitive development (Brainerd, 1979).

The emphasis 'thaé Kiausmeier places on'she role of
instruction in ~determining the extent ‘and .quality of
stﬁdents' cognitive- groﬁfh ~has important implications for
the present investigation into the use of questions for
developing reading comprehension., Reseérch indicates that
‘ngggﬁiqqg hayé»QEen useduasutheamqingynstruétional,fbol"ifbf”
JdéveJoping éfuaents’ thinking ‘as Eheylféad; This emphasis
reinforces the importance of investigating the nature of

questions. provided ifh tescher manuals.

N .

2.4 Summary- - e R e

Much of the current reading résearcg.has been based on-
the viewpoint that the reading process is "inextricably
embedded in the thinking pProcess"” (Henry, 1974, p. 5).

Readiné comprehension development is therefore .dependent on
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the developmenf'-and exercise of an,individga}‘s éognitive

processes. Studies. indicate &E;f/guestions aré instrumental

in fashioning sfudents' thought patterns Sinéé‘the type’of

thinking studenéé‘engage in is often detérmined.by ﬁhe type

of guestion teachers ask.

| Several common elements of cognitive developmeﬁt

theories have formed a rationale for the presenf study.

‘1. Thinking development = is influenced by experiénce,
intelligence, and environmental factors. .

2. Thinking development }ollows a sequence which ranges
from the simple to the complex.

3. Thinking may b; trained and needs to be developed.

A. The complexity of thinking is determined by oné's\extent

of knowledge in a particular field.

These common elements provide implications foE the use

of questions in developing students’ teading comprehension

PP AT

First, questions may be a prime "environmental in

>

flgegce"
for stimulating cogni;ive fug}owth and comprehension
<dé9eiopmént." Second, queétions should ‘dé more than
»inflUénCe;”they sHouldwdirect and train students to think in
a variety of ways. Tﬁird,‘if questions are to train students
to thimk én% fhus ‘to enlarge the'ir comprehension, then
questions shoﬁld be\ordereg to s&ge purpoSe. Finally, since
questions exert such a iprima;y‘ influence over the
development of thinking, teachers need to be aware-of how to

formulate and organize comprehension questions into

meaningful sequences which would develop students' abilities



to think«gs théy read.

" The second section of this chapter is a brief overview .
of some of the  literature that was invéstﬁgéted regarding
the nature ang classification of questions. So&e'aspects' of
the_classifiéation schemes discussed, were incorporated into

the Question Categorization System developed By the

researcher, for this study.

~

>.5 Classification of Qvestions

Researchers ;have demonstrated a concern ~  for
investigating the }ebels and function‘of duestions in the
traching-learning process. The ché?t in Table 2.1 represents
a range of approaches which researchers have taken to link
hierarchies ' of gu¥fstions with leve1§ of cogniti&é
pr-ﬁessiﬁé. Reé@?ngm§esearchers have developed systems based
NN some of’thié'ﬁ&gnitiVE tesearch, for explainin reading
VC¢mprehpnsion_ Asvelopment . Barrett (1968) and. Ruddell
(1974), in attempting t5'%ssociate cognition with levels of
comprehension, devised categorization systems ,which haysg
hoan yséd for analyzing vﬁmprehensién questions.

The contributincne Af Wogef Cuﬁningham (1971)' and
Pearson and Johnson (1978) provided the most difect
influence Qn the present study. For t@at reason, a

discussion »f the work of earh reasearcher ie presented.
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Cﬁnnihghém (1971), adaptea'Amidon ‘and  Hunter's -(1967)

de§cr1ptlon of narrow quest:ons and broad questlons to group

four p0551ble categories of questlong These four ‘guestiond -

AN S “‘ A

J%ategorles L ucognlt;ye-mgmory f qpestlons »cgnvgqgent\

'QUéstions,“divergent'queStions- and evaluatlve questlons -
& B - s " .

e

- were .derived from Gallagher’ s (1965) cla551f1catlon which

fepeived its inspiration from Guilford's (1956) model of the

1ntellect Cunnlngham s (1971) system is summarized below.

~ry >

1. Cognltlve memo:y guestlons are narrow and llmlted to ’the

: lowest level of g%lhklng Fhe arswer$ are a reproauctlon Of'

 facts deflnltronsf or pther remembered information. The

student may respend with a one-word answer or give the name

2. Convergent guestions, are broader than cognitive-memory ,

questions because the student must put facts together to

_construct an answer. They are narrow questions in the sense

that there is one "best" or "right" answer. The student may

explain, state relationships, associate and relate, or

compare and contrast information.

3. Divergent questions are broader than._the precedingﬁl

questions in that they allow for -more than one acceptable

3

answer. The gquestion ‘fequires the student to organize

élgments into new patterns which .were not clearly .

recognizable before. The Studen%«may‘predict, hypothes}ze,

“infer or reconstruct information. . :

4. Evaluative 'guestions 1involve cognitive operations from .

all three® of the other levels and the response may be broad

I
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<

. - .-

;br héqfew.vThe,eﬁudegt must orgaﬁfze? his knowledge,‘ use .
- evidence ﬁo form an opinion, and fake a self-selected
ﬁosé%ioe. He/she*forhs a judgment of good:or bad, right or
wrong, . according to standards set;pefsonally.og,by»someone.‘
él?‘é,-_ |

Pearson and Johnson (1978) devote considerable
attention' to suggestingvappropriate questions for wuse as
comprehension probes. The writers have developed a unigue
three part category scheme for analyzing comprehension
- guestions. .The scheﬁe is aimed at. captyring.the relationship
between information presented in a text and information that
has to come from the reader's store of prior knowledge. The
three types of Question-answer relations are: téxtually
explicit, textually implicit, and scriptally implicit.

Textually explicit questiens require obvious answers
that are contained oﬁ the page. Both question and answer are
derived from the text and the relatlon between quest1on and
answer - is explicitly cued by the language of the text.

Textually implicit quest1ons go beyond these facteal
recall questions in that the answers are on the page, but
~are not so obvious. The question and. the response are
derived from the text but the reader must také'at least one
step of logical inferring in order fo get from the answer to -
the respohse. There is no logical or grammaticel cue tying.
the question to the answer and the answer 'is plausible in

light of the questioﬁ.
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Sériptélly”impficii'queStfdns feéuire the'reade: to use
his script or his .own ekperience in order to come up with
the answer. Pearson and Johnson adopted the term "script"
fro& Schank's (59?3) use of the word 1in referring to  the. .
standaraized, étéfebtybéa: ffémehorks of information which
are fed into computer programs that are designed to aﬁswer
guestions. Schank developed scripts such as a restaurant
script, a bus ride script, or a subway script which could be
fed into  the computer and then called up wBen the computer

"encounteéred a story dealing with goiég'_fg‘la ‘;ééééu}éﬁéi”"
riding a bus, and s0 an. Pearson and Johnson considered the
térm “scfipt" to provide a useful metaphor of h9w students;
as livinq Enformétion processors, use generalizations from

" their own experience to answer ééueaﬁions. Comprehension

'qpuld be labelled as scriptally implicit whenever a
plausible nontextual response is given to a question that

may be derived from the text. Responses tc these questions

may alsn be referred to as reading "beyond the lineg".

2.6 Questioning Strategies
Téba has contributed extensively to the information
'available on guestioning strategies and techniques.
| Questioning strafegies are considered important fér
assessing and developing relevant concepts as weil as for
providing a framework‘ for thg' child's "search fpr the

structure of the problem" and identification of
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"relationships ‘and patterns among ideas and facts" (Taba and
Elzey,  1964). Taba and Elkins (1966) noted that the control

of a discussiop sequence is important for structuring the

‘ development ..of . ideas so. .that. there - is -a ‘cumulative

R

he1ghten1ng of’ percept;on and 1n51ght
"Three possible types . of discussions (free,
» .
semi-controlled, and controlled), have been suggested by

Taba (1967) for wuse as teachlng strategles. A controlled

- 40

d)SCUSSlOﬂ is a strategy in, whlch "the cpgn&txve . processes.

RS Py e . 2 A :*) r'fclc'o_wlaﬁ'-".ayg'.. ¥ s
: . 72 = - *

eagle directed by carefully planned sequences of questlons"
(Taba, 1967, p. 78). In this situation students are required
"to process data as yell ~as  supply. it.vlTpe,ugoal of a
controlled discussion 1is to .advance students to hlgher
levels of thinking and the key feature of these sessions is

the teacher s question (p. B8). Taba's controlled-discussion

concept is discussed in this section on the wuse of
) e : T '.‘ ’ ) '

Loy

questioning strategies for comprehension development.

Controlled dAiscussions involve & three .part strategy

for systematically sequencing questions. Variations in the

nature and placement of questions allow them to perform the
functions of focussing, extending, and: lifting students'
thought. Focus questions initiate a discussian, specify the

cognitive process, and delimit the topic on which' the

process 1s to be performed. Extention questions keep the

discussion at the same level in. order to obtain more
“ .
information or data. Lift questions raise the level of the

discussion to cause students to think at a higher level.
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These quest1ons may ellc1t addltlonal 1nformat10n _"or. ‘may

requ1re students to abstract common elements from several

examples. Taba (1967) stated that focu551ng, extendlng, ,”:d‘“gw_

u11ft1ng questlons develop three 'cogn1t1Ve tasks"Concept

Formation,_ Interpretation of Data, and Appl1cations of

Principles.

‘Along these same lines, Hunkins (1972) presented the.

. . L .
idea that 'guestions do nOt'exist in 1solat1on but W1th1n a

Sscheme which may serve four p0551b1e functlons - centetlng,

a .
< e e,
L a “ %4 o S w

expan31on d1str1butlon and orderlng. Hunkins;iusea the -~ -

Bloom-Sanders taxonomy to demonstrate that all teacher

,Questions may be classified within all levels of the

Taxonomy as well as in a'pattlculat>sequenoe He, po1nted out
that questions may be posed at’ each level of the Taxonomy,
and in answeflng these guestions, students progress through
levels, ultimately engagingvln iScteasingly‘ﬁlgﬁér patterns"
of thinking. The function" of centering‘ ang .eXpangion
questions _;sy FO” ass1st students to focus on materlal at a

s

particular cognitive level, engage in dlvergent thlnklng,

Ko

and thpn raise their 1nvest1gatlon or reaction to another

- oo%nitfve level.

Several readingm:reSearchérsv havetinbotporateo Taba‘s -V
notion of focus, extend, aﬁa‘lift questions into a strategf
for developing comprehension ‘abilities. Ruddell (l978, p..
114, 115) described seven questioning strategies, the
following four belng the ones he con51ders most 51gn1f1cant

for use in comprehen51on instruction.
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’;:,}5 Focu551ng -tenabies the“teacher £ O, establlsh a mental set;,n.

....... .
L T LI s A - ~ e g

ﬂktendlng 1<the teacher elicits. -additonal . 1nformatlon,,qn;x,

>
LI

- the same subject.at the same comprehensxon level,’
A13, Clarlfytng f tte teacher encourages the reader to ¢ return .
to a prev1ous response for futher clarlflcatlon explanatlon
or redef;nltlon. ‘

4, RalSlng = teacher obtains additional information on the

same SUbjeCt but at a hlgher level of comprehen51on

Daines (1982) developed a Four- Step ‘Question” System

-
4 >
e 4 e

whic¢h is-. essentially "derived” ﬁfphf,T&ths“ﬂstjstegies " tor
questzon:ng. She described this as a four-step seqguence
which "uses an inductive process of interpreting data", This
mddef} ‘aimed at ‘enapiihg *students ‘to'clarify and ‘extend -

their comprehension of ideas, may'be used in ‘every subject

e

and ‘at any grade level. A ‘sommary of Daines' (1982, p.
161—163)7explenetroneoii qoestion categories and ~selected
examples are: provided.

1. Open guestions are the first step to elicit specific
relevant’ facts that may ‘createv a base for responding to
higher coénitive level questions; | 4

e.g. "How did the people secure their food?"

2. Focussing gyestions center students' thinking on the

specific facts or ideas considered to be significant. Both
“the process and the topic should be .specified in the
guestion.

K
s
!

e.g: "Let's list all the fruit that grows in thds

?
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grown.,in,

‘and the process is enumeratlon frém recall. -433‘»~¢g Co

Interpretlve gyestlons “ask students

I to explaln_

V

-relatlonshxps the teacher con51ders to- be- 1mportant to ‘theiry’

understanding  of facts, 1ssues and events., Whep

interpreting data, the student explalns and

elaborates on

information sought -in the first and second steps.
e.qg. "How do you account for the diffetences between Ben

and Josh?"

EA I

."In what ways did Ben emulate his father?"
: U .

"In what ways are the two compounds.similar?" R
Daines stated that when ‘students wanoer from the
Jsubiect ~or focus, the teacher,should restate ot refocus on
the original.telationshipihquestion. - The .questions. should
serve to hyoaden students' patterns of thinking.
4. Capstone gpestions provide the concluding step in the

moving the dlscussuon

strategy,: to s verbal1zatlon of an

abstraction,

prediction, evaluatlon,

for a conclusion, or generalization.

e.g. "What would you predict’ happened . to Josh as a

result of these incidents?"
V"Eyaluate the story by using this set of criteria."

"What conclusions might you draw from these findings?"

-

George Henry (1974), a prominent theorist in the field

of reading, has utilized questioning strategies 1in his

students' reading He

method of developing comprehension,

4 local valley 15 establlshed as the toplc”

the

Such questlons complete the sequence by calling

T
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prescribed'the'ﬁsé-of'qdestions in a cbmperative method ot

'ljrelatlng one “work to. another .on the ba51s of" 51m11ar themes

,tharacters, condltxons, or author s style and p01nt'of v1ew

- Henry- stated that-teachers can. not - teach thxnklng solely byv'

4

imaklng puplls thlnk Questlons need 'to_nuh carefully-

seguenced accordlng to some loglcal form so that they might

evoke a spontaneous discussion of the reading that would

serve to hold the pupil's thoughts together and woulgd
brovide some structural format for them to' apprbach Oother
works: Questioning'strategies ere involved in all.that Henry
considers to be part of .conscious ; conceptualization;

discovering . relations,  inventing structure, making -

- -

comparisons, resolving.conflicting ideas, evalvating, and

creating categories.
k4

W

A quest1op1ng strategy based on the Henry model .would.
embody a series of que;t1ons requxrlng the student to join,
exclude, select, or imply from the information :eed. The
goal of such a strategy is to relate works into a lattice or

pattern through comparing one with another, for the purpose

of extending students' ‘comprehension.

2.7 Characteristics of Goed Questions

Researchers have provided a rather composite picture of
the nature and purpose of*goed guestions. Almy (1966) stated
that questions should give some insight into the nature of

children's concepts and should not require a single correct
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_answer. Hoskisson (1973) hbteduphat'comprehenéion questions’
shppld:fpsper'réfléctive fﬁinking. '

AA»&h' 1950, Hook discpsseﬂd“thqf,use of}'queétidnsffin
d-téachings*“straighf- £hink;ﬁgfp t§~,'high‘. school - -English
;fﬁdeﬁts.»- The suggegtioné ‘that hé made ‘apply to “the
elementary reading teacher:. Aimless discussion should be
avoided, ‘along with IQUésfiéns which generate either-or
thinking or _ hasty- gehefaliiétiéng. L.Teachers. should
discourage emotional .reactions, resulting in  .such
Steréotypes as "the biggest school is best” or "a bestseller
must be a good book",

The neéd for duestions te be open ended, yet focussed
was an issve” that Téba. (faba, Levine, and Elzey, 1964)
stressed in her writing. She qualified this notjon by
stating that the fercus of the guestion should allow for a
variety Af reSpghsés; Questions should create transitions in
thought by causing the student to move from the specific to
the general, from descriprivé thinking to explanatory, or
from formulating generalizétions to applying them in new
contexts. Taba cdﬁsidered it essential for questions to beé
organized into sequences” which stimulate and quide the
thinking of the stihdent. AR L

The'imﬁoftance of qQuestions purposeful]? developing and
broadening students' concepts was h;ghliqhted in a statemeét
by Pearson and Johnson (1978). They considered detai)

questions important, onmly if they could be "used to help

students identify facts that hroaden generalizations” (p.

[
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90).f fhésé reading reséqréhqqs;gppink that coméreﬁension.
should be taught directly and‘teécher“questions should serve
to point out, penetrate, and give direction.
The notioh .of .questions  facilitating higher order -
abstractionst' -conc;pts and genéfalizafions was also
..discusséd by Hunkins (1972). He viewed the thinking process
as a sequential one and therefore questdoné should be
arranged in a Sequence or strategy that would gquide pupil's
thinking from s low cognitive level of recall through to
higher cognitive 1levels of. analytical naqd evaluative
thirking.
Reading professionals, Gillett and Temple 51982, p.
S90); =suggested fhat comprehension guestions should be able
to be answered or inferréd from the selected passage. They
Shdqid réquire interpretation and jﬁdéeheng; as weil aé
literal compreh;nsion. The wording of questions should he
simple and they should call for ab nnderstanding of the most
important events or concepts in the passage. Questions

requiring one-word answers or yes-no and either-nr responses

should be avoided.

2.8 Studies on Questions sed in Classroom Interaction and
Instructional Materials
Previous research has indicated that textbook questions
hJ

as well as teacher questions in the classroom emphasize

knrwledge ~f facts and do not stress higher cognitive Jevels



for devéloﬁing pupils' tHinking (Hunkins/ 1966;'Mo§er, 1966,
and Dévis.and Huhkins, 1966) .

Research into ‘teacher's -use. of questions during reading
lessons indicated that 70 percent of teacher gquestions were
at a factual or lﬁtéral level, dealing mostly with the
"factual makeup of stories" (Guszak, 1967). Guszak observed
that many of these qﬁestions required a _student to recall
minute, trivial facts which might ,in fact cause the student
to eVen miss the literal meaning of the broad text;
Evalvative questions were the next most commonly used, many
requiring only a yes or no response. Inferential gquestions
of cognition and explanation cohbined, were third in ~rder
of frequency. Guszak observed that students seemed to know

-

what! was expeated of them by thein,téachers and factual
fecponses were given to 90 percent of the fartua) guestinrng
~n theivr first attempt.

Several conclusions were drawn from this study. First,
Guskzak Considéred rhére tr be an exressive emphasie being
placed on literal qguestions, regardless of the nature of the
ma?efials or the ability of the readers. Second, he supposeﬁ
that infnrenrial and evalvative qustionq were used. to  a
lesser extent’ because tearhers did not have a clear
c&nCpptualization of reading romprehension upon which tn
hase thejr instruction,

One powerful question emerging from this research ig,

. s :
it teachers ask 70 percent ~f their questions at » fartual

~

level, are they being led intn this hy the natuyre n~f the
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quéstions éuppliéd in teacher's manuals? Guszak's research
’ - ’r
points . out -the need for teachers to be knowledgeable of
guestioning fechniqués, ho£30ply for lifting and expanding
students' thinking but also for evaluating the aid provided
by reading'pr&gfams for aeveloping comprehension.
Researchers have attempted to address this concern, by
investigating the nature of questions used in inst;§ctional
mate'rials. Through comparinQ the gquestions and objectives

Jisted in basal reader guidebooks with those that occur in a

reading lesson, Bartolome (1968) found that the ohjectives

¥

and ghestirns were often at the literal Jleyel invelring
e
memory.
g N

,Similar résu]ts occurred in an externsive stuay of  the
relatinn between E;qnifive obieétives contained in
educatienal literature and the levels of cognition demanded
by the questions in teacher's editinns for variocus subjects
(Markshérvy, McCarker and. Royce, 1969). Using Rloom's
taxoromy as the system for analysis the researchers’ found
that guesticne in the reading series were of a low level,
with essentially no questions in the §Ynthesis category and
few in the evaluation category. .

An examination of cognitive objectives and
comprehension merhod?]oqy, carried ~ut by Véughn (197¢),
yielded rather dif#erino results than those ~f previonus
studies. Vaughn used Guézak' s taxonomy to compare cognitive
~cbjectives given by the authors 'with comprehension

questions. the primary methodology useAd for teaching
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comprehén"'v Coné]usions“from this study vere: (1)
questions ‘ercq to fulfill the stated cogn}tive obhijectives;
(?) ques'’ ‘ne in grades fsur to six required higher level
7ognitive oper-:'ions than in grade one to three: (3)
gquesti‘ng were ;roﬂﬂminan}ly 2t the literal level ’Of
comprehen ~jon, Tthough there wss g higher percentage of
Tuestions At fh” i ferential 1pvel rhao hag previously heon
ol ated in the literat vyoe.

M ~llereg'sg f1a79) research v reacher questinning
Crarti er arner sted informz'inn in agreement with t he
findinas f other r"sénrchprs. She analyzed the levels of
thinkina fnc;*rnd by the tearher'e guide of basal programs
as well as the aprunt f; rongruence that existed between the
text and tencher's verba] hehavior . Usinq the
Aschnrr Gallaghar ‘Aterery system ta analyze RS0 questions
Arawn fram the tearbar quidea of two basal prngrams, Mun~ller
formd that mesr ~f the yyestions in Both texts wﬁ;@ ~f the
~lesed  type. remquiring a cfecifinc anaver Néarly two thirde
NEL querticne 3t thae axt far balay Average readers were
At 2 eognitive lavo) rpquiring the student td produre

Es

rememhered  contant oy bto read vee Fab e from the text. .More

than half of the aque 't inane f sy Average readern werae
T A
convergent, r@qgir'ngé@bé ct o dant ta roarege 'he Aatba ;O”ard
. LAY, X
“the productien o%gif ;Sifif reeponge
o

e Yl Ca .
Several re=c’#é§%§§4 Utilizing Rarrett «a Taxonomy as an
‘b

analysis instromen' .  arrived  at = common conclusions from

their investigatisn ~n she leve) ~f  comprehencinan required

¥

é%



.
: A g

o
“ﬂlg; ,/,4’ 40.

by the qhestions inj’teacher“s manuals ,of: basal readers
iNicholSon 1977; Hatcher 1§Z1E'Coo}e; 1970). The largest
percentage of questions were fnorded :to _eiicit a literal
elevel of comprehen51on.‘ . "

Rosecky's (1977) conclu51on that a sample of qQquestions
and act1v1t1es from teacher s quidebooks enpha51ze a literal'
comprehen51on of detar}s, is con51stent w1th”what* has "been
found by other researchers Rosecky, in determining teacher
use of gu1debooks, anaIyZed questions and ,activities drawn
mainly from -the Dirgcteﬁ Readlng section of the teacher s

manual. Findings from the study, led him to state that

- v -

textbooks and 1nstructional materials do affeét classtoom
practice. Rosecky fecommended  that ‘publishers shonld
.incorporate Vtmore ideas from the research .on  learning
strategies,. |
ALl of the 'previosgly described ‘research have been
conducted on American 1nstructional ‘materials | Baker s
(1980) thesis . Qasv the only research on Canadian materials
that was locatedﬁ- Sh. traced the_ evolution_ of readihg
comprehension methodology, 'in‘ eiementary reading series,
used in Canada between 1925 and 1978. Part of her analy51s
1nvol§ed the categorization of all comprehen51on methodologya
‘used in manuals ‘and\.workbooks, according to Barrett's
HTaxonomy. An analysis of ‘some”'reading series that are
currently heing used, indicated that for- two ofithe series,
-most,vnethodology was' at a literai and.inferentiai level,

while the third series contained more ‘methodology ‘at the
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literal level.

-Part of the methodology analyzed were quesf/ons from

manuals and workbooks in the Ginn Start1ng P01nts in Reading

”serles and in the Nelson Language Development series. Bdker

found, that the highest percentage of questlons in the Ginn .
serles, at the grade five level, were inferential (37.7%),
followed closely by those“of.a literal nature (55.4%). The
Nelson series, at thehsame'level, had most ‘questions at the
inferential level (37.3%), followed by 28.7 percent at the
appreciation"level and 18.7 percent at the literal level
Baker s findings on levels of questlons in the Glnn and
Nelson “serles havev,led the way for the present research.
Since research has shown that published materials do
influencehclassroom practice,-it seems that further reséarch
on Canaalan,basal reading programs is necessary. The present
study is‘.aimed at not only analyzing the natUre"of
comprehenelon questions,v but also‘ at investigating the
questioniné strategies ‘presented in .teaEher manuals for

comprehension development.

2.9 Summary

_The survey of literature has 1nd1cated the 1mportant
ﬂrole of  Qquestions vin' developlng students'. cognltlve
ahilities and enlarglng the1r reading‘ comprehension.

Variation in the nature of questions " has been clearly
vari _ » ,

outlined by the myriad of classification ‘systems which
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exigt. Elements from.two éategorization schemes, dgveloped,'
by Cunningham'(1971) and Pearson and Johnson (1978) have
been incb:porated into the Question Categdrizatidn System
dévised for use in the’presenﬁ stua§.4 |
- 'Réseafchers are concerned with -the need to organize
qqesfions'purposeful}y to develop students’. thinkipg. Many
questioniq%vstrategies have been derived from a.Tabé system,
‘ which in fact provides ‘the theoretical framéwork' for the
preﬁent analysis of- questions, drawﬁ from Ginn and Nelson
Lbasal manuals.’ | |

General consensus . in tﬁe literature regarding‘ the
characteristics of teacher)quest;ons’isvthat they,shou}d:_
1. be focussed, yet open-ended
2. be sequenced to create transitions in levels of thought
3. require a variety of thinking processes
4. develop and broaden students concepts
5. be w@;ded'simply, directed at essential items
‘Questions should not encourage:
1. one word, yeé/no, either/or respohses.
2. hasty generalizations |
3. stereotypic answers

Research regarding the naturgl.of guestions used in
classroom interaction and materials indicated that most
questions iﬁ readiné manuals as well as those used in actual
teaching situations haveyibeen at a literal  level of

comprehension. Recent studies by Vaughn (1976) g}ﬁ Baker

(1980)°vprovide evidence that ‘this‘'trend may be shifting,
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with publishers beginning to devise_%ighef‘level queStiéns
and ac;ivﬁties for developing : Sthentsf regaing
~cpmprehension.v | | | -

Tﬁe relevant informafion féom studies aéscribed in this
* chapter was used to classify'and categorize the questions.in
the selected series and thig is described 1in the next

chapter.

§



3. DESIGN OF THE STUDY

3.1 Introduction

This chépter presents the design of the study which was
directed at analyzing comprehension guestions- from manuals
of two Canadién reading programs at the grade f}ve level.

Fir;t a discussion of the procedure‘for séieéﬁing the
saable, of questions that were analxzéﬁ in“this sfudy,is
discuéééd. The Question Categorization System which wis
developed by the. researcher for analyzing compréhension
questions is outlined, along with an explanétion.fof ‘the
&teps to be followgd \ih ‘administering . the instrument.
Procedures for establishiﬁg the reliability of the Question
Categorization System are discussed. The purpose'of the
Pilot Study, along withta discussion of its influeﬁce on the
main study is presented. Finally, outlines and explapations
pf the two major stages involved in the' :reafment of the

data are provided.

3.2 Sample

3.2.1 Selection$o£ Reading Series

The questions which formed the éample in this study
were drawn from teacher's manuals froﬁ each of thé Ginn and
Nelson basal'reading series, 5espite thé argument that most

-
basal reading series are quite similar, these particular

14 . o “.



programs were selected' because- traditionally, they have:
represented somewhat different approaches to the teachlng of

-

reading. . Although the 'authors ’o0f both series consider
reading to be a cognitive based process and centered in one
of the language arts, the Ginn program (Moore 1974, 1975)'
appears to Dbe characterlzed by a hierarchicél' SKills
approach ‘and the Nelson (Mclnnes and Hearn;- A977) by a
strong literature  emphasis. Because Vof the oiffering
orientations of the two programs, it was thought .that these
particular prdgrams ~mi%?t empioy guestions differently in
the teaching of reading compreﬁension. ‘

Two textbooks are puplished in each series at the grade

five level. The books that were used for the analysis of the

Nelson series were: Northern Lights and Fireflies (Mclnnes

and Hearn, 1971) and Kites and Cartwheels (McInnes and

Hearn, 1972). The books used in anaiyzing the Ginn series

were: Starting Points in Reading bt - (Moore, 1973) and

Starting Points in Reading b2 (Moore, 1974).

3.2.2 Selection of Stories and Poems
Selection of the passages to be analyeed was made after
four textbooks were read and the content: categorized
accordiog to the seven types of genre tﬁat. Huus (1981)
outlineo as beiog common in children's books. There were a
total of 81 selections in the Nelson series..and 101
selections. in the 'Gihn series. The: distribution of

selections within each genre is indicated in. Table 3.1



Table 3.1

Distribution of -Total Selections Within Series

According to Genre

Nelson
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Genre Ginn .
I Traditional Tales of a?Culture 30 3
11 Fantasy | b 6 4
II1 Historical Fiction 2 0
Iv Contemporary Fiction 19 9
\'A Information 3 22
VI Poetry 41 41
VII Drama 0 2
Total 101 81
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A complete autline of the catagorizaﬁion of selections by
title is includadlin Appendix A. " )

Originally it was arbitrarilyh determined that ' a
collection of five storie€ -from both series within each
genre would"supply. an adequate sample of questions for
analysis. This‘standard aid not prove to be applicgble .for
each type of genre, since in some cases there were hot fiQe
stories in a series of ﬁhat particular kind. As a resu;tﬂ
the number of stories to be selecged was determined.by ﬁhe
sques that had the'smaliest number- of stqries.‘Por example,
in the firstrwcategory; therébwere a total of thirty-Gihn
atorieS'but only three Nelson stories that fit .the story

.gepre of . "Traditional Tales of a Culture". Conseqguently a
total of/three stories was selected from both series. Since
there were two "Historical Fiction" stories ia the Ginn
series and no stqries of this genre in the Nelson, the
reséearcher did not analyze any questionsA pertaining to
"HistoricalvFiction" se;ections. A s{milar égg%arion existed
with piays }in the "Drama"‘category. The chart in Table 3.2
summarizes the distribufion“of the fifty six stories and
poems that were used in the research. |

Although - McInnes (1981) asserred that ‘the ﬁelson
stories may be read fin.any particular seQuéhce the Ginn
storles are con51dered to be arranged in order of 1ncrea31ng
dlfflCUltY’ gor thls reason, it seemed 1mportant that an

identical selection procedure should be followed in choosing:

the qhestions for the present study. Three conditions were

»
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v

VI

VII

Table 3.2
Distribution of the 56 Stories and Poems withi; Series

i$9 | According to Genre

PR
. -
* - . Toe . o .
o A ; <
W AR L
- .

B

Traditional Tales of a Culture -3 -3

AFantasy_;_;3gj“"“ v | ‘ 5 5

Historical  FEs;
. Contemporary Ficti%g . BT B

Information N 3~

Poetry _ 10

Drama : . - -

48

28 28

Total ‘ 56
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established as | necessafy_ guidelinés for making the
selection. First, there shéuld be an equai number of stories
and poems drawn from both texts w&thih each series. Second,
‘the sample shoulé be based on stories. and’ poems at the
beginning, middle and‘ené of the textbook. Finally, stories

and poems within each genre should be similar in topic and

length, ' o ’ 3 -

1@56me exceptions to the previously listed coﬁditions did
occur; First, it was not poséible to choose an equal number
of selections from each text when stories of a particular
genre were contained in one book and not in the other.
Second, not all stories and poems"beionging to. the( same
genre were é&enly distributed at the beginning, middle, and
énd of é'teﬁt. ThHird, after the first two conditions had
been met, there was not éiways an even match bétween
stories, in terms of their topic- and length. Despite the
three previously described éxceFtions, in most instanée;,
thg selections were matched ag%%rding to number- and

placement in the text as well as similarity in topic and

length.

3.2.3 Seléction of Questions

All of the comprehension questians pertaining to the 56
selected stories and poems were ffan5cribed"for analysis,
There were a total of 616 quesfions included in the sample
for thfs study. Table .3.3 depicts the distribution of

questions between the two series. Twenty~six percent of the

t
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Table 3.3

Distribution Between Series of Questions Selected for

v

Analysis
3
-t Ginn Nelson Total
Questions in series: 458 158 616

% of Total Questiens: 74.4 25.6 100.0.

questions in the total sample were drawn from the Nelson

series and seventy-four percent were from the Ginn segies.

- :
3.3 Cétegorization System for~Comprehension Questions’

A categorization scheme, céhsisting of five specific
types of question-answer relations, was developed by. the
investigator for the purpose of anaiyzing the comprehension
questions. This analysis system was aimed at. ,capturing tﬁe
relationship between the ifternal text information and the
external text information that a reader must draw from in
order to answer a comprehension question. Internal tekt
information was deiined as the author's written informatiqn.
External text infﬁrmation was defined as inforﬁétion drnawn
trom one or more of the followipg areas: (1)the readerws
prior kr owledge ana experience, (2)£he reader’'s subjectivity

in terms of his or her personal ideas, biases or

preferences, and (3)any prescribed opinion stance that might
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be embedded in a teacher's'question.
;6

ThelQuestion Categorization'System does no?ﬂrgpriignt a
learning hierarchy, nor does it ,descgipe,ﬂGEVeloﬁhegﬁélv
stages in children's cogﬁitiVe responses té written"
materials. It provides a system for organizing various types

. 1 :
of reading hehaviour into categories, useful for determining
the types of‘ content used in thiﬁkinq vhich compreheneinn
aquestions promote.

Five ;afegories of Question answer relations were
developed and designated as A, B, C, N, and Rh (Rhetorical).
These specific categories came wunder the general categories
of 'narrow” and "broad" questions. Rh, A, and B quéstions
were identified as narrow and C and 2D aquestions were
consid@gg% to Se broad. In Aetermining how to cafegorize a
question, the researcher examined the data base for the
answer, the cognitive processec required of the reader, and
the final reéponée ;oquivpmoﬂf. Each of these considerations
are descrihed separately and then specifically applied to an
°Jamr1e in the descriptinn ~f each of the five categories.

The information sources nr data base used Fo answer
quesgions diffe;ed according to the types of questions
asked. Four possible areas that a reader might draw from 1in
gererating an answer were: (1)the text, (2)the reader's
prior knowledge and experience, (R)the reader's
subjectivity, and (4)the teacher's question. These four

areas were abbreviated, on the analysis sheet under "Data

Base for Answer”, as "Text"™, -"Ext." "Subj." and "T.Q.".
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"Text" stands for the text angd refers to the written
information that is provided by the author. "Ext." stands

for external and represents the reader's prior knowledge angd

experiences. "Subj.".Stands for subjectivity and refers to
the personal ideas, biases or preferencés of thé‘reader.
"T;Q."_ stands for teacher question and represents the
prescribed options, embedded in a teacher.question, which

the student is forced to choose from. ]

The <cegnitive process enéaged in by the reader was
considered as the type of thinking that a student might
~perate witﬁ ~when interacting with the pfint. *These
operations range from the écts of choosing, recalling and
explaining to thése of inferring, hypothgsizing and
evaluating. A complete listing of all the possible cognitive
operations that a reader may utilize will be outlined within
the éescription ~f each question category.

The response fequg;ement simply was a description of
the hreadth of answers that may be acceptable within each
category of question. Questions that éalLed for one
acbéptable answer oritgzaacreptab]e answers were obvimusly
grouped under the géﬁﬁfél category of ;narrow". Those tﬁat
allowed for many acceﬁféblg answers wvere grouped under 'ﬁHe
general cateagé;@EQf fbroad". All of the responses to‘the

h

questions were:féoﬁsidered to be directly or indirectly
Gy
derived from the text information.
The succeeding sections provide a description of the A,
?

B, C, D, and Rh questions. Sample Questions are included
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with the discussion of each of the categories. ~
3.3.1 2 Categofy
Data base for answer,

The text information Provy es the sole data base for

~

hid . . . .
the answer. The answers to the quegricns  are  obviously

cortained on the printed page.

13

Desrription of cognitive process,

‘o

The reader draws specific informatio) from the text to

form one correct answer. The answer may vi

tually be "lifted
off the page" and therefore the reader 1¥ no;/YPQU1red to
organize any of the text Jnformatlon _ . ’
The quesrlon may requ1re the reader to recall Spec1flc
facts ~r to deflne sperlflc terms which have been explicitly
stated in the text. A category questions that involwg:thé
cognitive operations of recalling and defining .are similar
;o what faaréon and Johnson (1978) referred to as "textually
explicit” questions, Pearson ang “thnsén (1&78)
fharacter1zed these que=t1on§‘as ones in which the question
and the” answer ara derived from the text and fih which the
relation between the question ahd the answer is explicitly
cwed by the language of the text. This explicit cuing 1is
illustrated in rhé;tww follewing examplec of question-answer
relations:
Recall |
Question: "Why'would the Jeopard 1lurk closé>‘to\ the

trail?” (Moore, 1975, p. 116)
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- Text: "The leopard would lurk closehto the trall betweenl
the v1llages, because that was where he would find 1lone
‘travellers. .(Moore, 1974, p. .118)
Define } .} |
- Questxon. "what 1s a thrqttle’" '
PR
Text- "A. throttle is a valve used to regulate -the flow
of steam or gasollne vapor to an englne. |
Some A type questlons requ1re answers whioh_ are not.
neceséarlly cued by the language of the text They still fit

in the A category because the reader 'does notf have to

osganize any 1nformatlon. He or she becomes engaged in- the

-

cogn1t1ve operatlons of 1dent1fy1ng ang’ namlng
Question:'“Who comes to the cottage’"‘
;(Mexnnes;'1977 P 84)

Text: "The old woman - took - the lamp from the' low’ table
and went toy the door. She opened it slowly The light
:from the lamp shone on’ a queer ocld man who had_ the
;unmlstakable look of the yoods." (McInnesg't971, p.:74)

List

>
4

Questiom:v "What suprises did he.find'inside the Whale?"

" (McInnes, 1977, p. 151) .

Text: ‘"And there r1ght in the whale s stomach the raven

‘was amazed to see a large comfortable cabln. Inside 1t a

L

lamp was burnlng brlghtly, ‘and its walls and floors were
covered with soft hldes._Along the wall there was“ a

spac1ous.,sk1nb platform»'covered 'with _fur. And theren
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‘resting - on the 'skin. platform was the most beautiful

+

‘young ‘'woman the raven had ever seen.d

(McInnes, 1971, p. 159)

The preceding samples illuStratebthat'not all of the A
mcategory questlons have answers 1n the text which are cued
by the grammatlcal structure of - the text 1nformatlon.r These

R _

yquestlons ‘require very llttle language -expansion on the part

Kl

wi

of the student All that is requ1red is the utterance of a
few words, reflectlng a. reproductlon of words from the text

Response requirement. =
‘The only ;acceptable answers are‘those‘which must'bé

<

drawn from the text data.
3.3}2lB Category

‘Data base for answer.

The pr1mary data base for the> answer" ISi the text”
information. The reader however, must use his background
knowledge and q\perlences as awscreen through whlch he szftsh
out the relevant text 1nf0rmatlon that should be included in-
-the ansver, In thls sense, the reader s background knowledge
and - experlence is involved in the formulatlon of the answer
but does not function as,part of theﬂ data base for the
ansqer. | | .. |
Description of’cognitive orocess1 . , .
‘TheA reader_hselects. andaorganiies'releVant facts from
*the text, putting these-factsAinto‘a logical and sequentlalv

" .order "to construct a reasoned conclusion. The B category
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question corresponds closely to Pearson and Johnson's (1978)
"textually implicit" questiQn. The'answé%iis on the page:
but it 1is not as obvious gh ahswerQas with an A c;tegory
qﬁes;ion. There 1s no grammatical cue that 1links a B_
category qﬁéstion to the answer in the text. The reader's
baékéfound knowledge and exberiences enable the reader to
détermine which faéts from the text are relevant to .the
‘question '5éing”,asked. All of the inférmation that 1is
hecess$f§ Eéaéfrive‘aﬁ an anSwéf'is'gfven iﬁ'thé':eXt.
| The‘reader may explain an action, event, or phenomena
by inter-relating_the facts‘that are stated in the text. THe
cognitive operatioh of e#plainiﬁg is iL}nstrated in' the
E follo&ing sampleﬂ
‘Explain -

'Question:' "Why did she allow him to come in?" (Mclnnes

o
H

and Hearn, 1977, p. 84)

P

Tekt: "At last she said, "fhen come in, it is so‘rar
for a cat to be able to tallk that I'm sure one shoul&
listen  to him when he da;s{" gmt;hhgs and Hearn, 1971,
p. 76) |

In answering a B catggqu question, the reader may also

. -

restate or translate text;information in "a form that is

different from what has. * been. presented in the text. The

~

coghitivé operaaions' of teStating and translating are

B

character1zed in- the followlng quest1on/answer relatlon/

Restate/Translate

Question:'"Wh?t“does>he offer to do?"
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(Mthnes and Hearn, 1977}'p; 84)

- Text: "i have-comf to seek shelter .and work," answered
Pierre Lablanc. "I am getting too ola to trap for furs
or work in the lumber camps. I would like a job on ju;t
such a cozy little piace as this."

(McInnes and Hearn, 1971, p. 74)

Some Questions within the B category may require the
reader tb select'drelevant fac;s' for the purposeé -of
comparison and contrast. This operation is typified in the
following sample:

]
Compare/Contrast

Question: "In-what-waysvdo you thimk"ﬁufus énd ‘Mértin
were alike?" _
(Moore, .1974, p. 24) '
Text: "... when Rufus was barking furiously, straining
andbleaping at the end of the run. It‘réminds-me of when
you were a little boy, Martin. We had the whole backyard:
~fenced in the way it is-now( just so you'd have a lot of
space to .play inv and still be safe. But'were you
satisfied? You were not. You'd plaster yourself 'égainst
the éhte and yell louder than Rufus there." f
(Moore, 1973, p. 38) - |

The .precedipg " samples _of éuestions and corresponding
date basg fpr'answ%rs‘indicatg that hp structural segment 6f
the guestion is embedded in the text. Therefore there is no

explicit cue that the reader may .use asfanu&;f}gation of the

cédrrect answer. -On the other hand, the text has verf‘clearly

-

R}
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e;tabiishea the parameteré of the answer so that the reader

must base his résponse on the facfual information provided

by the author. N | -
Response requirement.

| There are few-acceppable-answers. These answers must be

drawn from the text data.
\

'3.3.3 C Category

/

Data base _onr. answer. »

The reader's ansﬁer' is  drawn from sources ’6f
inforﬁation that are both inte;nal and-éxtzrnal to the text.
internal'informatioh 1is the actual text informafion‘that ‘is
explicitly stated by the author. External information is the
sﬁore'of informa;ion tha; the reader possesses‘aé a ;ésult

. t

of his own prior knowledge and experiences, The reader's

background kno@ledge.and experiences perform a differenﬁﬁg N

-

function in C category questions than  in B éategory
questions. With B duestions thig external information serves

as a selector of text ‘information, whereas in C questions,

4

it serves as a contributor of additional information to the f

v

-text(informagion. L,

.Descriptidn'of coghiﬁ¥?;3P;9gess.

‘A C category QUesfi6ﬁL%r§qq1res‘the reader ‘to select
text segments and synthesize theﬁ wiﬁh .his - or her mental
store of -gene:ali)gtiQns "and éoncepts which have been
déveloped gfbm priér knowledge and éxperiencgs. The reader

progresses through "a chain of logic in order to came to a
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reasoned'donclusion that was not clearly recognizable in the
authdr's tegt infprmation. Inlesaence, the reader must "fill
“in  the gabs" that have been left.by the authOr, Pearson and
Johnson (X1978) refer to this as reading "beyond the lines".

The cognitive operations that a read;r may engage in

 when answering o category guestions are: ( 1)inferring,
(é)hypothesizing and (3)pred1ct1ng.

q'When‘inferrihg, the reader°arrives at an answer through

~what Schank (1982) dasqribes as ‘making best guesses about

what .the -author mustc. have  meapt}',aPart from what is

explicitly stated in thé'text. The folloﬁing sample is an

example. of an infe;;ncing qQuestion relating to the story

- entitled "The Knights of the'silvgr Shieid" (Moore, 1973, ..

pp. 200-209). . |
Question: "What was the battle that Sir‘Rbland fought
and won?" (Moore, 1974, p. 164)

Sir Roland's battle is actually an 1nner/one in wh1ch he has

to decide whether to obey ‘the orders of his superlor or to

succumb to his personal des1re to join the other knlghts in

a combat against some glants The author has not exp11c1t1y :

stated this 1nformat10n in the story. The questlon however,

forces the reader to think beyond a description of a battle

between knights and gqiants to consider the underlying‘
L2 : -

significanca ofbwhaththe'author is’communicating.

When a C 'question requires an hypothesis, the reader

provides a likely reason or explanation for a particular

phenomena or occurrence. Another sample question relating to

g
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the previously Cited story illustrates the focus of én
hypothesizing question: |
Question: "Why wanit‘the haréest battle,of.all?"
(Moore, 1974; p; 164) .
In fhis question the reader provides explanatory information
regarding the difficulty of the inner battle that Sir Roland
experienced. Although both the hypotﬁééizing and the
inferring questions direct the reader to think about - the
author's implied information, there does appear to be a
subtle distinction between the tﬁo cognitive operations.
“With“regafds to the author’s implied_meaning,'an"inference
déscribes what the meéning is, ‘whereés, an ﬁypothesis
';explains why the meaning exists.
The third cognitive ppefatipn that a C category

"Question might elicit from the reader is that of predicting.

Tﬁis occurs when.‘the reader predicts _future:'event§, or
éssuming if. cifiggstances vere altered,_p;édiqts what the .
,outcomé mightl bé:. These éugstions are uQUite easily
identifiable. ~The following samplé question is related to a
Nelsan story entitled "all Fall Down" (Mcihnés, 1971, pp. SN

L3
108-117) '

Question: "What other situations' might arise wheE%J//’\>‘~

- Silver's life might be in dénger?"

© (McInnes and Hearn, 1977, p. 113)

Response requirement. “ ”

‘C Catégofy‘questidns'allow for many acceptable‘anSQefs.,~

The reader's reasoned conclusion is a plausible,, non-textual



response = which ‘does not conflict with, but is not directly

derived from the text information.

3.3.4D Category

Data base for answer. -

The reader's answer is based on the text informatior;
personal backéroond knowlfage and experiences as well as his
or her sgbjectiveaidees, biases, or preferences. Although
the subjective element of the data base is generated -out of
one's past experiences, it begins to carry an inoividbai
influeoce' in D category Questions that d1d not exist in the
C category questlons. For. that reason it is’ con51dered to be
the third element’ that prov1des a data base for the answer.

Description “of cogn1t1ve process. -

The reader organlzes“the text 1nformatlon his/her
brior knowledge and experience, and hls/her subjective'ﬁ
obinions to form an evaluation that is based on criteria
est?bl;shed by the reader or b§ the questioner. The reéder's
evaluation of the text may be either an external one Jdr an

.

"internal one. An external evéﬂuatlon occurs when the reader

evaluates. from the p01nt of- v1ew of an out51de observer. An

internal evaluation occurs when the reader prOJects himself
into an actual story_charecter‘or event. For both types of
evaluation guestions, a reader-may be asked to defend or
support his.judgment; o

In order to 'maintain a distinction, when analyzing

questions, an external evaluation question is referred to as
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Df and an internel.,evaluation guestion es DII. Questions
requiring defence or stport of external evaluation
questions (DI) are referred to as DIS and of internal
evaiuatibn'questions (DII) as DIIs.

An exterhal evaluation (DJ) occurs when theéreader
evaiuates the author's ideas, story events or charaetefs
according to «criteria such as the follow1ng fact or .
opinion, bias, point of view, truthfulness, adequecy of
information, wo;th, ‘ desirebility,‘ completeness or
acceptability. Three of these’criteria are reflected in the
following sample questiehs. |

Di —:Adeqﬁecy of text infprmatipn.

Question: "How seitable was the title?"

(MgInnes and Hearn, ;977 ;.‘100)

DI - Desirability of story events

Question: "What word do you thipk ‘had the best "shape?"
(Moore, 1974,,p..66) ‘ |

DI - Wdrth or desirability of the character.
Question: What was your opinion of Martln after you read
Kﬂe first two-pages of the story’"

(Moore' 1974, p. 24) .

. >

The DIs questions require the .reader to respond in

defence or support of an external evaluation. Within this

e

sub  category the  reader may operaée frémr'ope fpf two
positions. First, he may defend or support an evaluation
that he personally gave in a preceding DI questlon " These

questions arfe usually worded as "why or why not". The second
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position may be wh¢n  the reader Suppofﬁé an evaluative
statement that is given by the teacher. The infbfmation that
l1s provided by the teachgr does not force‘the reader to
assume an opinion sgaﬁce, but rather is a presentation ‘of
some wideiy accepted opinion regarding a segment of the
text. The reader reasons out an answer from information both
internal and external to thg text in order to support the
. evaluation given by the teacher. In the following exahpleq
the widely accepted evaluation that the teacher presents is
the fact that Dracula has been popular for many yéars.

Question: ."Why do you think Bracula has been so popular
for so many years?" (Moore, 1975,'p; 83) - ;_.  -

The® reéder makes an«interhal eQaluqtion'(ﬁlf) whenjthe
question requires him: (1) to evaluate acéordihg to .hisb
‘emotioqal response to the text ihfqrmation; or (2) to
project himself into a character's personality or a specific
story situation. The following exémples serve to clarify
these two possible DJII questions.

DII - ®motional response to text information.

Question: "How did you feel when you discovered the
ending?" (MclInnes and Hearn, 1977, p. 123)

DII - Projection into,a Specific Story Situatiéh}
Question: "What would you have done if you had been lost
as Tim was?" (McInnes and Hearn 1977, p! 59)

The DIIs -question follows a DII question and requires

the reader to defend or support the internal evaluation that

-
.

he made.
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Response requirement.
&
.The response requirement for a D cateéory Question is
guite broad. There are many aéceptable answers, all of which

are based on, but not directly derived from the text data.

3.3.5 Rh (Rhétorical) Category
Data base for answer.
The data base for an answer to an Rh guestion appears

to we similiar .to that of aID question, however there i;

" little.allowance for any individual thinking on the part o:
the  student. v The' gquestion influences the answer ang.b
therefore the dété base‘fQ; the answer is considered to be
the teacher's  question. All éf the information that ‘the
student might need in order to provide an answer is
presented within the teacher's'questign. In fact, "although
the gquestion relates to the text information, the reader
might be abie to forﬁ an answer without having personally
read the text.

Description of cognitive procéss.\ ,

R Teachers sometimes ask questions which are actﬁélly
'fhetorical in the Senge_tha% an answer is not neceséary'and

i f Qné is given, it is essentially of a low levél, reguiring
littlé thought., Because of the;nature of phe guestion-answer
relation, the term Rhetorical, abbreviated éé Rh was used as
the title for the fifth quggtioﬁ category.

Rh questions force the reader to choose a prescribed

opinion_ stance before he has had a chance to call up or

v
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.zassemble the necessary data to formulate an answer. The
student's thinking is deliberétel; restricted in that the
reader is presented with one or more options that are
actually embedded in the teacher's question. The thinking
that the student engages in may be that of "reading the

teacher's mind".

The reader may -simply be required to give a "yes" or

" "

no feSponse. WBen this occurs, the succeeding question
provides a clue as to'whether or not a’Quesfioh should be
éategoriied as Rh. The following gquestions provide an
example of such a sequence.

Question (1) "Do you think the old woman was who she

appeared to be?" ‘ 5 ' t .
Question (2) "Could'she have been sent to6 lure Sir
, Roland éway from the castle?" (Moore, 1974/ p. 165)
vThe first question might appear to be a DI question of
evaluating the truthfulness of a story character; The second
que}f%on, hbwevér, cgpfirms/ that there is anly one
acceptable reéponée to the first qpestion, and therefore
both qu;stions are categorized as Rh requiring but yes or no
responses,

-

A second type.of Rh question, which requires more . than

.a yes/no response, is one in which the reader may select

from options embedded 1in the question. Once again, the

reader is _forced to consider what the quest%oner is
—— .

o N
expecting as an answer., '

Question:  "Do you think that a rabies epidemic would be
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more dangerous in the north or in é.town where there was
é lérger pbpﬁlation?; (McInnes and Hearn, f97f, p. 113)
Sometimes an Rh guestion regpirés the reader ﬁo defend
or sppport hisAanswer. These aré é}p&@ally_the "why or why
not";qUestions and are referred to as Rhs. o |
. Response requirement, '
There is only one acceptable answer to an.Rh question.
Althoggh the question is text related, the answer is
co%fained in the teacher's questibn.
The charts .in Tables 3.4 ~and 3.5 summarize  the

information which charaéte:izes each of the five categories

of questions. ’\\ S
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3.4 Admxnlstrat1on of Categorxzatlon System
The " Question Categorlzatlon System that was descrlbed_

in the precedlng sectlon was used to analyze all of the text

-,

}"dependent' questlons :in the sample. The follow1ngvsectlon

: _ : . -/ : ,
descrlbes the standard procedure~that was GSed with this

test 1nstrument. The Steps in. categorlzlng the comprehen51on
;’questlons bas1cally follow:vthe general format of | the
research analysls Sheet,‘whiCh'is displaYed in Table 3.6.

| The first step.ln analyzing the questions was,tO'reread
the ‘story' or poem in the. student text; along'wlth the
- accompanying lesson outline in the teacher manual’ Next,»allv
“of the Questlons.hand “instructions - to theeteacher, which
pertained‘ to the~ selection_ in the ‘student‘utext; were
transcribed on to the analysis:shéet} This data was:recorded o
in the same order: and formatiin which it aappeared, in the‘
teacher manual | ) | | » | . .,

The third step 1nvolved a c105e reread1ng of the story
to. locate the spec1f1c sectlons of the story upon which the
questlon was based MMmbers of the page(s) and paragraph(s)
lwere entered ‘in' the”'column entltled "Text BaSe~‘for:‘
Question When the text 1nformat10n was exp11c1t1y stated,

a. complete quotat1on from the text ‘was' wr1tten in thlS

'Q,Cblum“ When text 1nformat10n wa 1mp11c1tly stated thé'¢:.

page and paragraph numbers of, relevant data were wrltten in.

'The researcher then dec1ded whether the 1nformatlon c1ted 1n'
"Ehe "Text. Base 3for Questlon column :was complete

'?jincomplete. It was checked off as "C"'(complete) 1f all he

® CI e . : . . ‘.:.
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i
neCessary 1nformat10n to answer the ‘question had been cited

. . K
~from the text or the teacher questlon The guestion ~was:

_checked ‘as "IC" (1ncomplet3) if the questlon requ1red more
-1nformat10n than what had been c1ted in order to arrive at
an answer.

The fourth step of the analysis of‘questions involved a

con51derat10n of the data base that the reader would have toh‘.
draw from in order to answer the questlon. The four possible
sources from Wthh the reader mlght draw 1nformataon for
conatructlng ‘an. answer were (T) the author s .wrltten”t
information- ("text" ) 2) reader's prior knowledge and
experlence (" external™), (3) reader's personal op1n10ns and
-“blases' (nSUbJeCtIVltY") Aand (4). gh01ces embedded in the

questlon (" teacher questlon )v A check mark(s) was;placed in

-

the column(s) representlng the‘ appropr1ate source(s)‘of

blnformatlon the reader mlght use as a data base for 'an_

answer.’ o ' e .
® S e
Finally, on the ba51s of the previously . selected

information - regardingl,the data base for the aﬁSwer,'one
-appropriate guestion category (4, B, C, D, or Rh) was
selected.

The A, B and C Questions were simply " checked in the )
appropriate column 'and,gthen ‘the cognltlve operatlon (eg.
"naming" "eXplaining" "hypotheSIzlng ) was wrltten in " the’

v \

ad301n1ng column. _For .the D and Rh. questlons, the actual
N
symbol DI, DIS, DII, DIIS, Rh, or Rhs was" entered in the.

R approprlate column and therefore there wvas nq need to note_

-
‘t
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the cognitive operation that the. reader might‘engage in,

31
*

L

355 Rellab111ty of Question Categorlzat1on System'
| To establlsh the rellablllty of the writer's judgement,'
o ing categor1zlng the comprehen51on questlons,,a portlon of
‘the data was Ehbmltted to a panel of two judges for codlng
h‘The Judges vere classroom teachers who had been trained byv‘
the researcher -in the use of the Question CategOrlzatlom
SYstem. The ]udges were. also prov1ded with an accompqpylng*l

manual whlch they were able to. study 1nd1v1dually, refer to

‘durlng practlce se551ons as well as dyring the 1gter raterf

-
Al

rellab111ty test A copy of thls manual 1is ‘'contained in'

Appendlx B_ ,.: . o S k i 4» .‘.l- o 7‘
wy“ ‘ ' : ]

Slxteen steries and/or- poems were raﬁ%pmly selected'

1rrom the research sample. A strat1f1ed_ sample was
-constructed_byvdividing the total number  of questions per
sélection into  four 'barts.‘ Then the.ﬁﬁrst four guestions
were taken‘ out and récorded"on “analysis sheets for

categorization by the raters. After a tra1n1ng and practice™

session, ‘the Judges ead eLght storqes Vand' categorized

. R [ ]
thirty-two. questlons according the flve part Questlon
[vs
‘Class1f1cat10n System Whlch was descrlbed in the- prev1ous
a & . - Y .
sectlon B ‘y'“

_ [
Inter rater agreement was calculated through the use of

'thé. Arrlngton formula as " outllned by Felfel and - Lorge

'(1950). In: th1s formula, the agreements are doubled and then
‘ ' - = . C .'I’v .
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diyided'by this total, plus the disagreements.

2 X agreements .

(2 X agreenents) + disagteements

. The results showed an average agreement between the

investigator and judges as 89 percent.

3.6 Pilot Study

~The purposes of the Pilot Study were:
1. . to agsess the appropriateness and exclusiveness of the
categories in the Question Classifiéatibn System.

2. ;b determine &he extent of 1nformat1on from the manualsu=

that would be analyzed in the ma1n study
%

A total of 123 comprehen51on questlons were analyzed in

lthe Pllot Study The questlons were drawn. from the G1nn and
Nelson manuals for the grade four programs Two stories from

each of the 4 books were. read and all of the related

..
1\

?infq;hatlon} regarding“- comprehen51on develgbment ’wgs.
transcrlbed from the manuals.}fThe Questlon Classzf1caulonH
v~System was used to analyze the qﬁgprehens1on quéstlonsl

1, The Questlon Cla551f1cat1on System was revised ast.a'
result ~df~,the PllOt Study. Orlglnally the system had be€h1

'composed of four categorles- A B C and D. A f1fth type off

v

: p '.‘
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Question existed | which  did not fit ‘any  of - the
aquestionfansyer..relations ‘that were described in the flrst
“four categorieS‘ Certain‘common 'character1st1cs set these
questlons apart as a- separate category These quest1ons were
worded in a forc1ng way so that the student would not - be

allowed to think 1ndependently,_ but rather would have to

think of what answer the que q_ n implied and an answer

could be formulated on the } of the 1nformat10n provided

in the question. Although 1t mlght appear that a student

’ N - ) : . .
would engage in one of the cognitive operatlons outllned_;n

v.

R . N 3
questlon categorles,-A, B,, . or D, 'the 'ma1n cogn1t1ve

-

1
;operat1on was that of choos1ng an oplnlon stance - from two or
more opt1ons. Therefore, a fifth category, referred toas Rh

.(Rhetorlcal) was formed to descr1be these questlons
' ?
leferences in the style of the manuais created three

_ problems whlch had to be rgtolved as a result of the Pylot

L

”Study The follow1ng sectlon describes (1) what each .4Asue

was g (2) why it creaQed a problem, and (3) how the issue was

handled in the main study.

A  problem for categorizing wds whether to include

teacher instructions. In some cases, the manual prov1ded

1nstruct1ons that a teacher could potentlally utlllze in the
 form of a’questlon. These 1nstruct10n5’were transcribed in

the sequence but were not -analyzed, the:rationale being that

_— , | ; o . y
instructions had -the, potiitial -for ° -becoming - either

convergent, 'or. d1vergent gu stions. Since the student's

response would be dependent on how the teacher ‘worded the

\é :
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question, any "attempts to analyze the teacher. instructions
would result . in inatcuracy._ These items yere redorded,
‘however, since it seemed lmportant to be ahle_ to ‘determine.l'
‘lt; the manuals were broviding, more general suggestions
regardﬁng questions’or whether they were providing more
explicltly stated questions for'teacher use. S

A second,kind of problem in recording guestions was how
to‘ determine the use of-adjunct materlals from the manuals,
._ and text. In some‘,cases, ‘the manual carr{esl explicitly
stated qufstions_ regardlng information cbntalned in
. accompanying study books ‘and student ,workbooksﬂ Since one
series followed this format and the other didn't, it was
declded that these questlons should not .become part- of the
sample |

The third problem uasryhat to do with exercises in -the
manual, which often were a series of five=to~ten‘"multlple
choice", "matching", or;"true/false" questions. Since these
qguestions prdvided'little information"on qUestiOn7sequences,
the exerc1ses were not 1ncluded 1n the sample.

In summary, the Pllot Study, resulted in . four dec1s1ons |
regardlng the analysis of the data in the ma1n study. Flrst .
’the‘ Rh (Rhetorlcal) category 'yas added to the Questlon‘r/
Categor1zation'System Secondly, 1t was decided that teacher 1
instructlons should be transcrlbed within’ the sequence of
questlons, but would not be analyzed Th1rdly, any questlons

in the 'manuals that ‘were based on adjunct materlals other'

‘than the student text would be excluded from " the sample.

L



Fourth, all 1lists of true/false, multiple choice,. and
fill-in-the-blank questions, _weuld not be analyzed or

recorded. : ‘ ' - .

3.7 Treatment of Data

a

»

Two stages existed 1in the treatment of the research
data. First, all guestions in the manuals were t;anscrlbed
-and‘ categorlzed. Second, the quest1ons ‘were analyzed to
‘determine the extent to which theh Taba »(1965) model of
questioning\ 'sequences was being incorparated into the
questidning \strategies in tne teacher's ~manuals. The
follow1ng dlscu551on explains "how the data was treated at

. both stages. - R , o A

377.1 Stage>0n

AIl eem rehensien; questlons pertaining to the 56
selected storles and poems were transcrlbed fdt analysis.
‘Only those quest1ons whlch were sequenced before durlng, or

after the readlng of the story or poem. wewe consudered as'

data' fo:'-thls stﬁdy;ﬁQuestlcns were either text. dependent,

that‘iSJnotTanswerable ,without nknéwledge' pf ‘the .dfitten
., l v a

1

1nformatlon in the ‘text, or text 1ndependent that is being
. O ) . ’ .
answerable prlor to read1ng the selectlon

fThe., total text dependent quest1ons, between both

ser1es, was 507 and the totar\text 1ndependent questlons ‘was

103. Table 3 7 summar1zes the d1vls1on of text dependent and

1

.
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text independent guestions within lthe , Nelson and. Ginn
‘series. A complete outline of ltext dependent ang text
independent questlons w1th1n genre and selectlon is included
in Appendlx c. - _ : | ' \ Lo

Text dependent questions.

Text dependent guestions-uere‘catego;ized according fo
the five categories, A, B, C, D or Rh, of'the Question
Categor1zatlon System These categorles reflect the range of
information sources a reader may draw from as well as the
cognitive.operatiohs he might engage. in when lanswefing a
- guestion. R - N
| Text independent quesiions.

Text _independent questlons were categorlzed accordlng-
tovfour possible purposes. (1) focu551ng attention, (2)
setting a purpose for reading, (3) prov1dlng background or[:
(4) developlng vocabulary Although most text .independent
questlons were pre- read1ng act1v1t1es some were suggested
durlng the reading, for focu551ng attention ,or developing

) , . ¢
vocabulary.

;xl‘suﬁgery,' Stage OQi\~»involved . the = following /\\

procegures. ; : | ‘ _ A . ..
1. All' questlons Kwere transcrlbed Land ;grouped as text
‘, depqndent oF text 1ndependent ‘ BT $
2. Text dependen;- questionsHVWere, categofiied' into. a

possible. rangeQﬁof' five Ecategbriesiof question-answer ‘
7:elations;;aocording_‘to' the Question Categorisation;

System.



Distribution of Text_Depéndent and Text Independent

Questions, According to Genre, Within the Manuals ef Ginn

.
s > K

Table 3.7 '

and Nelson Reading Programs at the Grade Five Level

Genre:

»

II
I11I

»IV

V1

VII N

TOTAL:.

‘Text Depehdent Text Independent
- Ginn  Nelgson Ginn Nelson -
59 27 1 0
65 v 21. 12 18
159 44 19 7
42 4 's 5, 3
75 Lo 8 . 21
400 107 58 5 1
507 109
- . . .'\. . ‘
Y/ 616

79
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3.% Text independent questions were,cetegorized accorge¥ng to
four purpc;ses‘: | ' ' /

a. ﬁocnssing attentian
b. setting a.pnrpose for reading
c. proViding backg;ound

d. developing vocabﬁlary

3.7.2 Stage.Twe

| The second stage in the treatment of the data involved
a close study of the questions to determine the presence and
extent of planned sequences and strategies. The theoretqcal
framework of Taba (1965) prov1ded the med1um for comparlson
| Taba (1965) ~outllnes ‘a sequence ‘ef thtee types of
planned questionSu for - developing student's. thinking
abilities. | . ,

1. Focussing gﬁestions estabiish a mental set or purpose

for reading. They specify the cognitive process and
del1m1t the topic on- which the process - is to-~ be
,performed A “’ o f”" N

2. Extendlng guestlons e11c1t add1t1onal 1nformat10n on the

“same sub)ect by provmdlng elaboratlon, clar1f1cat10n or

. extens1on of 1nformat10n already. prov1ded

3.. Llftlng}guestaons make a transition fron essémbling
descrlétive .informatiqn to exglafning.certein items in
* the information. .These\'QUeStions"elicit' addltlonal

informatien"'on the same subject butrat a hlgher level -

¢

1of thought. e o
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. A seguence was considered to exist when the second

question was relatedv_to, éependentlon} andfwas‘developing

information in the first"This was opposed to grouplng of

questions wh1ch @exe related to a common. tOplC but were not

developlng the subject in terms of llftlng or extending . tﬁe

student's. ‘thinking. Thesexquestlons of tommon topic appeared

to be grouped for rap1d f1re assessment, rather than for

~development of comptehen51on. The distinctdion between a
question sequence and a questlon grouping is apparent in the
following examples.

(

1. Sequence: ‘ - : » : L 9

a. Focus, B Category question: "Why did the’gtandfathet

set the bird free’“ (Moore, 1975, p. 143)

b. Lift, C Category guest1on° "What was he telling . hlS

grandson by his’ act10n7" (Moore, 1975, p; 143)1

-

- 2. Grouping:

- "Where are electric eels

a.. A Category questiqps

-~ _;‘::
5, i
e ) )
- .

/

a6y

"What do they ook like}"
1975, p. 86) | | |

H86r N e N
L N
Iw proce551ng the data, serles of quest1ons relathg to

ore, 197

'awcommon top1c were drawd?from the data and transcrxbed

-

ﬁorder.v The correspondlng category or subcategory (Rh, Rhs,
A; B, C. DI DIs, DII, DIIs) - was ‘listed beside the ques%;on.A

,Some text '1ndependent (T;I.) queé‘;ons were‘included in a’

3
4

,xgtego§§§.quéstlon :: "Why ?are they aangerous?"‘
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':Hqugstion _series\'and theSe were olisted' as T;I;' Atter
v;deterﬁlning the relatlonshlg between questdons; each

question series was labelled either as a sequence or a

‘ .topic-related group *of questions.‘uT he fugctzqn -(focus,"u

- R o
.extend or: lift) >bf' each questlon :in’ the sequence was

determlned and the pattern was labelled ‘Some, examples of

the '‘more ‘common sequence patterns are: ’ "~ .A&M:“

1. Focus-lift e . L * |

- ."Which boy'would you prefer'to'have'as-a‘friend?"

"why?" (McInnes and Hearn;, 1977, p; 122) -,

2. Focus extend o : _v“ o BN

"What is the part of the polar bear a seal mlght notice
agalnst the ice and snow?"
"How did the bear in ‘the storydmake sure that the seal

wouldn t potice- 1t7" (Moore, l975, D. 13)~_;, : SN -

3. Focus extend 11ft

+"What kind of Chlld is J'a'ck'?"_ S e

"What kind of person is his mother?"
"What is the conflict between Jack and his mother?"
. : o <. ,_ .

~(McInnes‘andvﬁearn 1977, p. 195) SN

SeqUenced‘ toplc related and unrelated quest1ons wereM*~‘

grouped and the questlon categories within each of these .
'.forms of organlzat on vere tabulated The average numbers of

questions used 1n!i sequence_and a toplc related group1ng
were calculated. _ Sequence patterns _(Eg. focus extend,
Vfocus-lift focus- extend llft focus -extend- extend) were

-

grouped as elther llftlng sequences or extendlng sequences.
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The number . of. sedﬁence\patterns} as.well as the number of
questions used. in specific patterns were presented.’

~

o



4.. RESULTS OF THE STUDY

[}

4.1 Infrodudtion

" The purpose of this 'study was “to. analyze

queStibning ‘strategies used in two basal manuals ™for-

'teaching reading ., comprehension. Findinés are reported
descriptively and tables are presented, when appropriate, to

suppiement the explanation of the data.
, o \

4.2 Nature of Questions '

- £y

_ The research ’sample was composed of gquestions which’

were either text dependent, that- is were not answerable’

without -knowledge of the text, ‘or. were text independent in

‘d@hat they might . be answered without 1nformat10n obtained in-

the text. The Ginn .and .Nelson 'samples ‘differed in the

distribution of these two  types . of questions. The

information portrayed in Table 4.1 indicates that, despite

a

the marked diffbrence fnﬂsample sizes, Ginn manuals carrled

a higher . percentage of ‘text dependent questions than the

Neison. Approx1mately 400 questlons o 87.3% "of- the Ginn
questions were text dependent as compared to 107 or 67. 8% in
the Nelson. Text rndependent questions ‘received higher
. priority ﬁn the Nelson sample, representing 32.3% of the

:program‘ sample and a lesser priority in the Ginn,

representing 12.7%.

84

Sy



L Ve ‘\ By
' . ‘.? ~ ‘ N T -
2 R 85
R , & 2
“t ) 1]
W
v." .
; Vrablé 4.1 )
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Frequency end Percentage of Text Dependent and

' Text Independent Questioﬂs Within Individual G§nn and Nelson Samples

i - 4 * Ginn i Neisbn_
T -_" ' Freq. 4 _Pfeq.. R

/Text Dependent [ ve00 - g3 107 67.8
J;Questidnsa: : R

Text Independent ﬁ 58 127 st - 3204
Questionsb. ‘ o

Total S 458" 100.0 | 158 100.0

.

9

Questions with answers based on text information

Questions with answers not based on text informatibn

W
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4. 2.1 Text Dependent Q‘Fstlons -‘:+f'~ | -t )

"All . text dependent questlons, or those not answerable“
w1thout kﬂowledge of nthe’ wrlttenv text . were categorlzed
zzcordlng td five mutually excln5132 questlon categorles in
the Quest ion Categorlzatlon - Sydfem. The - System - is a
modification 'of two 'claesifleatory- systems deVﬁloped by -
_Cunningham (1971) .andﬁ‘Pearson‘.and Johnson (1978). The
questfop catego?{ee' are ‘designed to reflect the’range of
information sonrces - teacﬁer ~ question, text, ° prior
knowledge \and experlence 'and/er persenal subjeét1v1ty,
\\\Nhlch he régder may draw frem in, formulatlng an answer.. The
categories ‘also serve to outllne - the thinking processee

. required by a_reader when using‘ any of  these. 1nformat1on

sources. to answer various types of comprehen51on questlons
‘The complex1ty of the mental processes engaged in by ’the'
reader was determlned by the extent to ;hlch the reader must
lpersonally organize avallable 1nfqrmat10n when‘ formulat;ng
an ' answver, Slmple‘v proce551ng fguestlons requ1red no
organization of 1nformatlon, wvhereas complex processing

.

guestions required the readet to seleet and organize
’,infbrmation from varying solirces. ’ :

. An outline chart of Ahe questlon categorles, 1nd1cat1ng
natrgw or . broad ;utcomes, fhe . complex1ty of mental
processing, as well as the cognitive operationa requiredyin
each'category is presented in. ?igure-.4.1.- The deestiOn
Categorization System is explained-in detail on pages to of

. Chapter Three.



N E , ° F1gure 4.1
Quest1ons Dzvxded Accord1ng to Narrow and Broad
B o Outcomes with Questlon Categories and
Assoczated ngn1t1ve Operatxons L1sted t.“

. . ‘. k3 ? ’."J |

Questions '

) Narrow .} -~~~  |Breag g
, rov, | | J—A % ¢

Rh B c > D e

>
s “~

: . _
L . _ .
Choose| Recall| |Explain “Infer | " | Eva ate/
\ ’ gl B : Value_
Défine”A_.fﬁestgﬁey | Hypothesize | De{ehd/“‘/
i Y A B Translate . ; | 4 SUppoqf
' tIdehtify, Compare/  :- Predict
T T Contraste [ e e e e
Bl R p .
List ,
7 Simple’ Mental Processing [ |cComplex Mental Processing

*Adapted“from Cunningham, 1971
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y. . .
AS ,indiCated in Tabhe"4,2, “there "was} a higher

>

) percentaéé of complex ‘processing questio;ﬁ"than simple

S proce51ng guestlons ‘in the total sample of J text” dependent.

‘r‘questlong’ Approxlmately 64 4% of the sampled quest1ons were

Ly .
of a complex proce551ng nature as compared to 35.b5% of - a

151mple" p;oce551ng ‘ nature When considering individual

representatlon by G1nn and Nelson questzons, there was a

P

= _h1gher7 concentratlon of cdmplex proce551ng questions in the

Nelson manuals than in’ the -Ginn, Flndlngs ‘indicated that

61. 0% (244) the " Ginn sample ifivolved complex mental
< - ‘{
process1ng as compared to 76. 6% (82) in the Nelson.

s The 1nformatlon in Table 4 2 indicates that the largest

portlon of text dependent quest1ons were in the C category,
4

requxrlng such mental processes as inferring,’ hypothe5121ng,

?fand-pred;ctlng. A total of 171'questions, representingv33.7%

of the combined’ Ginn and Nelson samples were questions of:

this nature. 'These C category questions, engage the reader

-

in selection and organization of information from the text
’ -

as well as information from ﬁrior knowledge and experience.
L 8 . .
The second largest portion of text dependent Questions,

representing 25.41% of the combined samples, required such

‘mental ‘processeil as explaining, restating/translating,
> as :

and/or comparing/contrasting. Approximately 127 Jdut of the

507 text dependent questions were placed in this B category.

—~—

Questions of this nature require the reader to select and

organize. information from a single source - the text.

Answers to B category guestions are based on factual
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informathn provided by the’%ytnor however- no structural
segment of the QUestlom is. embedded in the text to serve as

an exp11c1t cue to the answer. | C -7;a,f
Following closely, in 'order, of -frequency,VWere 118
C(23.2%) forced choice questlon» which may . involve _little

- .

thought when answering. These RA (Rhetorical) gdestions

force the réader to choose»(Rh) or to defend/support (Rhs) a

-

'presctlbed op1n1on stance, before having had an opportunlty
to assemble ‘the data' necessary for reasonlng out the
answers.; Answers are ba51cally prov1ded w1th1n the teacher
'question, therefore the reader may needi to do’ llttle

RN

thinking other than choosing and/or'supporting a prescribed_g
-answer, ' | u) , .
| Fourth, in order to prqorlty, were 63 (12, 4%) qﬁestlons
with answers that were explicitly stdted in {the text or
- which might be literally lifted off the page. These /
category Questions engage the reader in. such thinting
processes ,as..recalling and/or def1n1ng exp11c1tly stated
facts; or identifying, naming, and/or llstlng " obvious
information. Questlons of this nature do not regb‘re khe
student to personally select or organize the information
‘wheh generating answers, ' . »
The, remaining 5.6% (28) of the combined samplesvof text
'dependent guestions reqnired mental processes such as
evaluating/valuing, and/or. defending/supporting. When

answering these D category questions, the reader selects and

organizes content from three possible sources of
. ¢ :
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- questions
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,"

, ““imformation: (1) the text information, (2)' prlor knowledge

“,

'andfexperience, and (3) personal sub]ect1v1ty S .

The precedlng sectlon reported flndlngs regardlng the

'frequenc1es of questlon categorles along w1th correspondlng:'

mental processes for the comblned samples of text dependent
1 -

questlons from ‘the Glnn and Nelson manuals. S1nce there-were .
differences 1n.sample size as well as _ in frequency order,
the next sec%ldn reports information from the individual

samples.

'

2 indidateS” that the largest number of .-

Tablj

m the Ginn manual were in the ( cateéory

‘(emphasizing SUch-':thlnking,. processes  as inferring,

hypothesizing, +or -predicting). Aﬂthoﬁén ,thééé quest1ons

OCCUpied'-Za 4% of the total text dependent sample, the 144

- questions represented 36% of the total Ginn gquestions. The

r

largest number of Nelson questions were in the B category,

concentrating on' th1nk1ng . processes’ such ‘as xexpla1n1n§~
restatlng/tﬂanslatlng, or comparlng/ contrastlng There were
44, B category questions whloh reflected 41.1% of tne total
Nelson questions. . : ‘ '

The mental processes, occupy{ngv a second _platef;
emphasis, differed in. the respective program manuals. The
next largest grouplng of Ginn. .questions were those which
forced the student 4to' choose an optlon presented in the
quest1on or to subm1t an optlonal zgg or no response.  There
were 99 of these Rh questlons, representlng 24.8% of the

—_— ¢

Ginn Questions. Thls empha51s on s1mple mental processes
\ , v ;

.
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i

contrasted with the NelSon emphasis on the complex mental -’

processes of 1nferr1ng, hypothe51z1ng, or predlctlng The 27

<

)
C category questlons reCe1v1ng second place empha51s in“the

Nelson- manuals, ;epresen;ed 25 2% " of the total Nelson

T’QUestions

The thlrd largest number of guestlons from Ginn manuals
required processes of explalnlng, restatlng/translating, or
comparlng/contrastlngn for selecting 'and organizing relevant

[y

segments of the text._There'were 83, of these B category

questions, representing 20.8% of all the Ginn Questions. 1In
. )

A

contrast, the third largest number of Nelson questlons

’

required relat1vely little mental proce551ng A total of 19
Rh quest;ons represented 17.8% of the Nelson questions.
Narrow, A category, questidns,»ywhiq? call for the
~recalling, defining, identifying, .naming or ‘listingy of
]obVious text information represented 1?;3%.(57) of the"Ginn
sample as compared.to 5.6% (6) of the Nelson sample. D
category questions which allow . for broad ‘answers of
'evaluatlon or valuation as well as defence or support :of

these - answers, ~were evident in 4.3% (17) gof the G1nn

.questions and in 10.3% (11) of the Nelson.

4.2.2 Text Independent Questions

All text independent. questlons were grouped accordlng

to four possible purposes' (1) forussing attentlon, (2)

setting purposes for readlng, (3) providing background or

- (4) developing vocabulary. As indicated in Table 4.3, the

.

1

A b ettty e L . Tl e e b e e e e e g ann s e
v A . A
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B A A A
largest portlon of quest1ons in the comblnéd sample appeared
to be dlrected at prov1d1ng background for the student prlorl
”%to readlng . There were 49 questlons, or 44.9% of the
';comblned text '1ndependent sample oﬁ} Ginn and | Nelson
questions, 'which ‘were a1med at accompltshlng thlS purpose

Questlons for vocabulary development represented 22% (24) of

:thej comblned samples followed closely by 18. 4% (20) of theh"

questlons “which were- d1rected at focu551ng attentlon

Quest1ons which set purposes for readlng were empha51zed the
least and the 16 questlons whlcb wvere located represented
14.7% of the comblned samples, ‘ o

N\

| | o
The 1nd1v1dual Ginn and Nelson samples differed in the »

distrlbutlon of text 1ndependent questlons within the four_,

p0551ble\ purposes ‘which . were con51dered | Although ’ tbej-
h;ghesti\¥i1or1ty,,;néboth_programs, was placed on guestions

which provided background” for reading, these questlons
"represented 56.9% of ~the Nelson quest1ons as compared noi.
34.5% of the Ginn.\guestions. Second place empha51s, for -
Nelson:' questions, was on those ;&bich might develop
vocabulary (25.5%) and in. the Ginn, on those which™ served to
focus attention .onf a toplc (27 6%) ‘Th " thirgd place
concentrat;on of text 1ndependent Ginn questlons was equally-
d1v1ded Approx1mately 19% of the questions were deslgned
for setting purposes. _and' the- other ,19%  were aimed at
,xocabulary development" The Nelson sample dlffered in that
19.8% of its

1ndependent questlons were purpose settlng

.

and the rema ng 7. 8% served to focus attentlon.'



4;3,Question-sequences'

<A questlon sequence was deflned as a connected series

of quest1ons hn whlch oné questlon was related to, dependent

on, and developed 1nformataon from those precedlng it.l In
thls vay a guestlon ,sequence served to focus on a toplc,; L

"subseguently extendlng and/or 11ft1ng the students th;nk;ng,_ﬂ'

regardlng the toplc.

A d1st1nctlon was made between a seguence of questlons

- and a - group of guestlons related to the same~top1c. Th1s

n

dxfferlng classiflcatlon was 1mportant Qecause_ ‘sequenced

‘guestlons were purpoSefully lorganlzed _to.develop thought

‘ﬂ-’regardlng a top1c whereas grouped questlons_ prov1ded for

’rapld flre - assessment rather \\than student thought

~

'.development A top1c related group of questlons was def1ned

N
3

as.,a; serles of questlons which do not develop the top1c in

vterms of llftlng or extendlng student thought 'and do not

:“,depend on, data from a prev1ous answer to a questlon.

-

The dlstrlbutlon of questlons wh1ch were seguenced

toplc—related or, unrelated w1th1n the ‘entlre research

sample, is dlsplayed in Table 4 4 There were. 212 questions,

representlng 3 f4% of the entlre research sample, ‘which were

\..

organ1zed 1nto 94 sequences. These questlon sequences were,'

"on~ the average, composed of only two. guest1ons 1n both the

Grnn and Nelson samples.-,

.A total Aof' 5¢ tOplC related questions were located Q;Q"ﬂ

: Thls portlon represented 8 8% Af: the complete research

sample. There were 22 1nstances of toplc related grouplngs ,

b

~

.95”".
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which presentedA an average of '2.45 questions in - each

grouping. )

\

Unrelated questlons constltuted the rema1n1ng 56.8%wof
the ‘total researgh sample.- There were 350 of ‘these
queStions- 41.5% (256) “drawn from Ginn manuals and 15.3%
(94) drawn from Nelson manuals

. The 1nternal character1st1cs of the Ginn and Nelson

[4

vsamples were nearly 1dent1cal Approkimately 35.4% of the
':Glnn questlons and 31 .6% of the Nelson questions uere
organlzed into sequences. Topichrelated ‘grouolngs of
guestions were ev1dent W1th 8 7% of the Ginn questlons and
‘8l9% of the Nelson The remalnlng questlons wh;ch, were
organizationally unrelated represented- 55}9% of’the Ginnp
questions and'59.5% of the Nelson. | |
Questions within 'afsequence were analyzed in terms of

(R

the Taba System and labelled accordinyg to specific

functions: focussing; extendlng, and/or lifting of student
thought A Taba sequence mlght begln w1th a focus» guestion
such‘ as, "what character qualltles d1d Sir. Lancelot dlsplay'
in the story?" An extending question, -aimed at obta;nlng
more information or more data, ~might be: "What dther

information is there about this hero?" After enough evidence_

. has been gathered ..a lifting type of questlon might be, "Why

;3=do you think Sir. Lancelot became such a famous knlght?“' A

Taba question seduence provides an opportunityjfor,students

7 to gather and process relevant information before arriving

.

at a generalization or conclusion.
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i’As indicatedf inh Table 4}5,‘ there wvere 94 types of
extending and lifting sequences located within the 212
sequenced questions from the combined Ginn and Nelson
samples. Approx1mately 70 of . the patterns llfted thought and

24 extended thought The most’ common\sequence patterns were °

Shet

‘the following two and three questions sequences'
(1) F:fty four, focus-1lift sequences (57. 4%)
(2) Twenty, focus-extend sequenees (21.2%)
(3) Ten, focus-extend-lift sequences (10.6%)
Tﬁerremeining»10 sequencg-patterns wete variation of the
pteviously de§c:i5ed patterns and are outlined as follows:
(1) Thteek focus-lift-extend questidn sequencesu(B.Z%).
(2)'One, focus—ligt—extend—extend question sequence (1.1%).
{3) Two, focus-extend-extend-1lift questzon sequences (2,2%).
(4) Three, focus- extend extend questlon sequencea (3.2%).
(5) One, focus- extend extend extend’ questlon sequence
(g, o |
Slight differences in the distributibn_ of t?pes, of
extending and iifting-sequencee were evident in individual
program sempies. Approximately 76.7% of the Ginn sample was
‘compoeed of lifting question,sequences as compared to 68.0£
in the Nelson. In actual fact; apptoximately 68% .of " both
samples’ carried either focus-1lift or focus?extend—lift
sequences. The .additional 8. 6% of the Ginn sequences were
variatione .of thtee and four questlon .sequence$. which
1ncorporated at least one 11ft qQuestion., ‘Extending thought

seguences were evident in 23.3% of the Ginn sample and in
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32.0% of the Nelson. This portion, ‘fﬁl both séﬁiies, wasu

primarily composed of focus- extend %ﬁestlon seguences.

Information regardlng the \nature of the ‘question

sequences may‘behmore accurately‘analyze&7ﬁy considering the

type of guestions which were used in the ' sequences. The

following discussion presents a detailed descrlptlon of the

0 .
categories (Rh, A, B, C ‘D) of questions used, ~in the most

ey
o
SN

common -sequence patterns: (1) focus-lift, (Z)EEOcus—extend,
and (3) focusTextend—lift These patterns represgnted 89.2%

of &ll the 94 sequence patterns. This will be fo}&owed by a

[y

general descrlptlon of the category distribution of all 212

questions used in the 54 sequences >

Ty

' Findings regarding the 'duestion ‘ distributio%% _]as

ispiayed in Table 4.6, indicated that the forced ch01ce,\Rh

-question, was most frequently used in these sequence;

'patterns.F Approximately 47 questlons forced the reader to -

assume a prescribed opinion stance (Rh) and 43 questions
required support or defence (Rhs) of the opinion. These (Rh)
questions accounted for half of the combined samples of Ginn
and Nelson qguestions used in the/ three most common sequence
patterns. These simple processing, (Rh) questionshwere most
;heavily emphasized in the focud—lift sequences. There were
34 Rh questions and 33 Rhs questfions used in this‘barticular
pattern alone. Differences between .individual program

&}

samples were clearly evident.

.,_\
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| | i
Approximately 59.8% of thé Ginn questiogs were from ' the
forced choice[ Rh categofy as compared to 27.4% of the
Nelson questions. | | | |
A summary of . the natufe of all 212 questions used in
sequence patterns is displayed in Table 4.7. A . predominant
characteristic was 'tnat 108 guestions, or 50.9% of the -
_sample, required simple mental processing. Questions of this
nature were either from the forced choice, Rh category or
from fhe literal, explicitly. cued, Avcaﬁegory. |
As indiceted in Table 4.7,-75 qupsfiéns, or 35.4% of.
the sequeneed questions involved complex ﬁental processing.
These Qquestions allow the feader to select‘and organize
relevant information from sources both inte;nal{and external
to the text. The remaining 30 quesfions were answereble
without knowledge of the text (text independent) and
therefore the nature of mental processing involved in 13.7%
of the sequenced qneétion sample was,not analyzed.
| Qifferences ~ existed ﬁin'.‘the nature of sequenced
queseions nsed in the Ginn and Nelson samples. Nelson
sequencés were -fairly eVeniy.distribuped between 18 simple
processing questions, 18 complex processing questions and 16
text independent dueétions. Ginn seguences, hbWever, were
uneqgually distributed with 90 of the questions being of a
simple processing 'nature. This concentration represented
55.5% of the seqnenced guestions in the Ginn sample,
followed by 35.2% of e complex processing nature and 9.2%

A

which were text independent.
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4.4 Comprehension: Déyelopmeﬁt and Assessment

Comprehension development qneétions Qeré.differentiated
from comprehension aSSessment quesfionS°oQ the basis of two
factors: (1) the nature of cognitive proCeséing_required by

thé\ﬁ;ydent and (2) the nature of their organization in the

teacher's manual. S .
Questions, more facilitative of comprehension
development, built onyinformation generated from preceding

ones and in general tended to be of a complex processing
natufe,v'prima;ily from the B, C, or D categoriés. Questions
which wére less faciliféti&e 'of comprehension developmept
were also df a éomplex'préceSSing nature, however, were not
sequenced to build on information generated frox’_if preceding’
guestions. g - - . |
.Several factors contributed to less than optimal
comprehension devélopment: unsequenced 'questions ' and
unsupported‘ evaluations. | Comprehension development is
weakened when quesfionsvare,randomly arranged, without. any
'purpoéeful sequence since the student is not given an
opportunity to draw up or consiaer necessary daté brior to
arriving at a conclusion. Unsupported eQaluations reguire
less of the student than questionSIWhicB'call for a defence
or 5upport of an answer. Questions characteri;ed by any of
these‘ factors were considéred to be less fécilitative of
comprehension development,
Comprehension assessment ‘Questions might be topic

related, may appear to be organized in sequences, however,

1
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since these questlons requ1re a student to engage in simple
mental proce551ng they ‘cannot be considered to develop
comprehensien' abilities. Many comprehension assessment
questlons are not purposefully organized and serve as a tool

]

for rapid- f1re assessWi:t Questions from the Rh, forced

-

choice question'catego Yy as well as the literal, A category
were considered‘as’comprehension assesSment questibns.
Information ﬁon"‘ comprehen51on development and
cemprehen51on assessment questlons, as portrayed in Table
‘.4.8, 1nd1cates ~ that. the basal manuais contained

g .
approximately 326 development qQuestians (64.73%) as compared

to 181 assessment'questions (35.7%). Research alse 1nd1cated

that Questions a;med at developlng comprehension were not as

ta

facilitative of that goal as they might have been if they
had been orga:ized into pyrposeful sequences. Approkimateiy
49.5% of the entire feseafcn>Samble of 507, text dependent
questidgs were considered to be- less facilitative  of .
comprehension development. This situation existed’ as a
result”of complex nrocessing questions being presented in
random fashion dev01d .of sequences which might purposefully
develog  the 1nformat10n base needed to reach reasoned.
conclusions. Only 14 8% of the total questions were actually
presented in a way that would allow for more eff1c1ent
approaches to comprehension,development;

V'Slight differences existed in the' characteristics of
the individhal Ginn and Nelson samblest' Comprehension

development Questions were empha51zed to a greater extent in
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2

Nelson manuals;, with 76.6% of the questions aimed at this

goal as compared to 61.0% in the Ginn. Approximately 16.8%

of - the welson gQuestions were mdre facilitative of

comprehension dé%elopment as compared to 14.3%_bf the Ginn

guestions. Comprehension assessmerdt Questions occupied

approximately_39%1of the Ginn sample and 23.4% of the Nelson
g e s

sample.

. 4.5 Coﬁpa:ispn of Ginn and Nelson Comprehensién Questions

The most obvious difference between ‘the two programs

was in ‘the quantity of teacher questions provided in the

manuals. As indicated in Table 3.3, out of a total of 616

questions, .there were nearly three times as- many Ginn
questions as there were Nelson questions in the research
sample. Approximately - 74% of the questions were drawn from

Ginn manuals as compafed to 26% fr®m Nelson manuals.

‘A second difference, relating to the first one, is in

regard to the StYLe of presentation given in the manuals.

':The;’Ne}SOn series tended to provide more suggesgicns to the

teacher about question"topics, as opposed to explicitiy .

stated questions which'were predominantly‘characteristic of
the Ginn. Thg"dyfferéhce between these two approaches is
illustrated in two directives drawn from the.same story,
"The Raven and the Whaie"‘(McInnes and Hearn, 1977, p. 151).

" Teacher Direction: oo

"Ask them to decide if there is-any truth to part of the

\
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story." ® )
Teecher Qnestion:K" — ‘

' "Why did the people of the islang hold “the raveg in

great esteem;"' | T "

A thirdvarea of diffetence betyeen;the'Ginn and Nelson
ﬁanuals‘ ‘was- in  the vcdncehtratidn'iot teht independent
'questibns These vere the guestions that a . student .might
answeri w1thout 1nformation from the text In the main, this
t&pe of questlon serves . the purposes, of ptoviding
background,< developing wocabulary, | setting purposes for
reading or fo ussing attentiogf As “indicated in Table 4.1,
approx1mately 32.3% of. the total Nelson questions were text
independent as compared to 12.7% of the total Ginn
questions. Both  _programs placed highest priority on text
independent questions which served to provide background for
. reading. Table 4.3 indicates that mdfe ~of the Nelson
qnestions (56.9%) were aimed at this purpose than: thei Ginn
(34.5%). ‘ '» ‘ - | |
Table 4.i indicates that the 400. text - dependent

' questions .in the G1nn represented a laréer portion of the
'Ginn sample (87. 3%) than the 107 text dependent questions in
the Nelson* (67‘8%) When comparing the nature of these tekt
dependent questions, as. ‘portrayed in Table+‘4.2, a lafge;-
portion of the Nelson questions involved‘;omplex mental
proce551ng (76.6%) than in the Ginn (61. 0%)

~

Information. in Table 4.4 1nd1cates that both programs

-t

presented a 51milar d1v1510n between .sequenced,

- ‘ ’ . t - N}
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_top1c related , ;‘Aha unrelated questlons ~ Although
approx1mately 35 4% of the questlons in the ‘Ginn sample and
approx1mately 31.6% of the quest1ohs in the.zNelson samplew

were organized in purposeful sequenoes, the programs

presented different emphases. As iridicated in Table 4.7,
sequenced questions from the Nelson manuals tended to be

_ . .
fairly evenly divided between complex processing (36.0%),

:simple processing (36.0%), and text independent questions’

(28.@%) G1nn manuals placed the,greatest emphas1s on 51mple

S

proce551ng questlons (55. 5%)’ followed by a lesser empha51s

on complex proce551ng (35 2%) and flnally the least empha51s

"

“being. placed” on ‘text 1ndependent questlons (9 2%) .

Table 4. 8 1nd1cates that both Ginn and Nelson manuals

":carr1ed a higher percentage of " text dependent questlons‘

aimed at comprehen51on development rather thah assessment.
ThlS emphasis was stronger in Nelson manuals with 76 6% of
the questlons aimed at development as compared to 61.0% of

the‘ questlons in the 'Ginn. When con51der1ng which

comprehen51on development . Qugstions ,were more or less -

‘facilitative of this goal, Tfindings. indicated that more

fac111tat1ve “bomprehen51on . development questions'i were

ev1dent in- 16 8% of the Nelson sample and in 14.3% of the

G1nn. Approxlmately 39% of the Ginn sample and 23 4% of the
\

Nelson sample:‘—were questlons aimed at comprehensron

assessment.
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4.6 Summary of Findings
4.6.1"CombrnedlkeseérctvSample

1. Complex processing QUestions, which require the

reader to select and organize information, were emphasized

- to-a greateTVextent‘(64;4%)'than{simple'processing guestions

o

(35.6%)in the total sampLe of text dependent questions e
2. Questions regquiring the complex mental processes of
1nferr1ng, hypothe5121ng, and/or predlctlng represented the -

.4

largest portion (33, 7%) ;of the .text ‘depéndent question

.sample.

3. One ' quarter of.thertotelfsample of text'dependent
questions -questions reéUiredv"mental 'processes such as
explaining; . - ‘restating/trsnslatlng; _ ,and/or
comparlng/contrastingA (B'Ncategory questions). Following
closely were QUestions reqUirdng little mental’processing»

(Rh category questlons)

4, Approx1mately 'one 'eighth' of the sample questions

'called for expllcptly cued answers (4 category questions)

followed by a mlnlmal number (28), empha5121ng 1nternal and
external evaluatloms (D category quest1ons)

5. A totel of 212 guestions were .used in‘94 sequence

patterns and. 54 questions were’ used in 22 topic related

group‘ patterns. Oout of the—»totei<research sample of» 616 -1y

- - o

questions, ‘approximately 34.4% were organlzed '1n> sequenceSﬁ"

.,.4.,-..1...'-.4“ .w*q&-'.“om'g’;«t

and 8 8% An toplc related grpﬁplngg The-remaanlng 56, 6% of‘

- the questlons were presented 1nd1v1dually, wlthout any form“




of organizationt .

6. Seqaence patterns were most frequently cemposed of
two questions} the first, = focussing ‘on a topic and the
?sécond ; llftlng thought by calllng for an explanatlon ef
1nformat10n generated from the precedlng questlon

7. Approxlmately 5089% of all.\sequenced QUest1ons
called for 51mple mental processing. AMost of these gquestion
-fﬁere from the Rh question category, and therefore required

the reader to choose some prescribed opinion. stance and/or

to support or defend that opinion.

\
\

8. A larger percentage of questions (64.3%), in the

basal manuals, developed rather than assessed comprehension
skills and‘cbncepts.

9. Approximately threee Quarters of the comprehension

- development questions were not organized or sequenced in .a ..

»

manner that was most - facilitative of comprehensibn

develophent.

4.6.2 Indibidgal Reeearch Samples‘

1. A larger portion of text dependent questions were

located in the Ginn sample (87.3%) -than in the Nelson sample“

U (67.8%). e e S

A . e, v o = a o w

R ‘ o - - R . -

. 3

2. Ginn and Neison questlon samples dlsplayed dlfferent‘”.:rf

,;nternal properthes Approx1mately 61% of the text aependent,v

PR - L R [N

”wquestlons 1n the Ginn sample were of 'complex proce551ng

‘:natUre as’ cbmpared with 76.6% in- the Nelson sample,

L
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3: Individual Ginn and Nelson samples were'similar iﬁ
that approximately _the top 80% of the text dependent
questions were in categéries B, C, or Rh. The ordezﬂof
category concentration was not the same forwboth progrgms.

4. Text independent - questions were emphasized to a
greater extent in the Nelson sample (32.3%) thaﬁ in. the Ginn
sample (12.7%). ¢

5. Text independent qQuestions whiéh provide background
for reading were wused to the greatest extent in ‘both Ginn
“and Nelson Samples.

6. At .least half of both the Ginn and Nelson sampleg
were composed of qrganizationally unrelated guestions.
Similar percentages of sequenced éuestions énd topic-related
'groupingé of questions were evident in both program samples.

-
7. The focus-lift sequence pattern was most frequently

used in both samples of seguenced qpestions.

8. :The most common question, wused in 9/10 of the
sequence patterns of individual Ginn and Nelson question
samples, was the forced choice Rh question. This simple -

,7“” processing question was emphasized twice as much in the Ginn

- .
PN . .. v

 -sample:as’ in thé Nelson.
' 7_9;'é£7leést half of thewseQQenqed;Gihnj:QUeStidns were

of - @ simple 'processing nature whereas sequenced Nelson

.

.."> 'guestions - were ”iaf;ly_‘éYénly_.'diyided -between  simple
}pfbdessing{’ cemplex processing, and text .independent

questions.
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"10. The- Nelson ‘Questions emphasized comprehension
& ‘ ‘

development to a greater extent (76.6%) than the Ginn-

questions (61.0%).



5. CONCLUSIONS AND IMPLICAT{ONS

The purpose £ this study was to analyze the
guestioning stggfegies'.employed in_the teacher manqélsvof
two Can;dian basal’ reading prdgramg. The ahélysis
encompassed the natﬁre of thinking processés feqdifga as

4weil as the' organizational  patterns used y in the
comprehension questions.Av -
‘This chapter presents a review of the study and a
discussion of conclusions fofmulated_ from thé research
findings. Implications of these findings will be discussed
in relatiénship to instructional practices and to further
research.

The study“was an analysis of the questioning strategies
in the Ginn and Nelson teacher manuals of reading programs
at the gradg .five level. One problem which. faced the
researchgr was the lack of an appropriate system for
examining the nature of the comprehending process required
by questions in the manuals. FofAthis purpose, the Question
Categorization System was.devélope&.‘Information was drawn
from Cunningham's (1971) work on questioﬁ;asking skili;,
along with 'Pearson and Johnson‘é (1978) description of
guestion-answer relatibns and then synthesized with the
wfiter's own thinking. Ultimately a ‘five—part caféagry
system was developed, aimed at capturing the relationship

between the author's internal text information and the

reader's external information drawn from any  of the

~following sources: (1) the reader's prior knowledge and

S T S

Y - oLk N LB s £ - Y e



experlence (2)~the reader s~~subgect4ve ideas, biases or

preferences and/or- (3) “any ptescribed"hopiniOn' stance

embedded 1n a- teacher's guestlon A question was.categorized

‘e -

.on  the _basis of the sources of internal - and external .

informatiom_pgqujred in the answer, as well as the type of
cognitive{processes ‘required of the reader.ua

-storles and poems were transcrlbed for analys1s. Selectlons

_that 1s the chlldren s storles, were equally d1v1ded between'

the Glnn, and Nelson programs, however 458'guest10ns were

attached to those storles and poems lochted in the Ginn' and

58 questlons hto'gthe Nelson «sample/;‘prov1dlng "a total ”

’research sample of 515 questlons Questlons were 'con51dered.'e'

Comprehension queStlons pertalnlng to--56“ selected:

I T S

'tof be e1ther text dependent that is not answerable WlthOUt-

knowledge .of the written text 1nformat10n . or ,text

independent : that is belng answerable WlthOUt knowledge of

the content of the seleéction.

All  comprehension : questions were transcribed .and
Agrouped as either text dependent or text independent. Text
dependent gquestions were categorized, according to the
Question Categorization System, into five possible
question~answer ’reiationsn - Text independent guestions were
summarized according ‘to four purposes and frequencies
calculated. | .

The research data was then studied for the presence of

planned sequences and strategies. All comprehension

questions were re-analyzed for . a Taba. . (1965) ‘question:
o L Cmmer, el e

e e, T . S T t L

- 4
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v ' .

seqﬁence, of. focussing,. extending and lifting questioﬁs:
aimed at developing students' thinking abilities. The

. N .
associated question category was tabulated along with each

'q;estiOn that was part of a sequence.

5.1 Conclysions ‘

5.1.1 Research Question One

What thinking bPocesses‘are'requi:ed:by the reading
comprehension questions’'in the basal manuals?

Complex méntal processing questibns} which'invblve the

wmreaderﬂinﬁthe'Selection:aﬁdmprquization of information when

B géhénating'answers;,ggpfésentedbénmajéf;pbtt19n‘ (64.4%) " of -

- ilthewj;ﬁoﬁal:;,gample ‘of cdmbrehension' questions. Highest

::pridfity (33.7%) was ' placéd"on duési&bns.‘réqﬁifing' the
;Cbhpléx mental processes. of infgrriné, hypotheéizing;wénd/6r 
predicting.‘Second_ p}ace emphasis (2571%) .was éivén. to-
cohplex mental processing  questions of ° explaining,
restating, t;ahslatihg, and/or comparing, 'co;trasting.
'Nearly the .same emphasis (23:2%)'was placed on qgestioqs
which involve little mental processing, since the reader is
forced to choose an option’ embedded in the‘ teacher's
.questjon~when providing an answer. Questions “with answers
that are explicitly cued by the gramma;ical Structure of the
text were evident in 12.4% bf the sample. The remaining 5,6%
of the total sample was représented by questions calling for

-internal -or exterpal evaluations.
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Previous research has 1nd1cated that most questlons in -

teacher's manuals_ require, literal level comprehension

(Cooke, 1970; Hatcher, 1971: Nicholson - 1977; Mueller, 1972

. and 'Rosecky,-ﬂ977). Flndlngs from the present study may not-

- be directly compared w1th that of other research because of
?dlfferences in the. analysis imstrument ‘'used. Barrett's
- Taxonomy (1968) 'has freouently been used as an instrument
- for investigating 1eyels of comprehension ,questionsb in
‘teacher manuals (Cooke, 1970;- Hatcher,  1971;, Nicholson,

1977 and_Baker; 5980).

St ,... L e

The Question'Categordéation‘SYstem uSed in the present

l'research" dlffers from the Taxonomy 1n seyeral ways Flrst

-

- the purpose of-. the System was. to focus on the- processes a'

reader mlght engage in when organlzlng information internal
.and external to the text ‘rather than. . determine " the
products of thought a reader’ mlght arrive at as a result of
the comprehendlng process Several category varlations exist

as a result of this differing‘purpose.mA-B category question

of complex processing nature would probably be cdassified by

<

Barrett as -a- llteral level questlon Despite the fact that "

A these B category questlons requ1re the - reader to select :anq;é;

organize information only from the text, this text
information is not obviously organized for the reader as it
is in the llteral level A category question. For this reason

the reader must move beyonﬂ,thinking at a purely literal

level; ) :
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The inclusion- ofA'the: kRh category ‘in  the Questlon,}
Categorlzat1on System is .another-factor which’ may not allow

for direct comparlsons betwéen"the present f1nd1ngs and
. \

"those of previous research Researchers ‘,u51ng other

","' R .

" question - Categorazatlon -systems mlght classify' some " Rh"

questions as evaluation guestlons Under Cunnlngham s (1971)

-—

scheme, . these -questions wouid be con51dered to.be of a“
narrow, although evaluative natUre.-Although an evaluatiog

might be the end product of an RA Question, if these

Questions merely requ1re yes/no responses or the . rch01ce of

" an embedded’optlon 1n the guestlon then it is apparent that

little mental proce551ng may ‘need to be engaged in\ by _the

~u

Despite the differences  in categorization proceduresl
between the'presentfstudy and previous,ones, it is apparent
that theveditors of manuals for two Canadian  basal reading
programs need to be commended for the quality of most
questions used in the comprehension methodology of: basal

manuals, Afthouth there were at least 118 questlons which

w.were SO 1neffect1vely phrased that student thought would be
'mlnlmal (Rh category) there Was: evudence of a deflnlte

'reductlon in the . number of 11teral level questlons, which

have characterlstlcally predomlnated the manuals of basal
programs. This finding indicates an 'improvement in the
nature of Qquestions previously used in the comprehension

methodology of basal manuals.
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5.1.2 Researoh Question Two“
_‘\

To what extené/ére comprehen51on questions organlzed
into purposefdl sequences for developlng students ]
comprehension? . . , IR

- S . Cea,

. '»Afthinkfng sequence-ha51been tonsidéred'to'ge made up
RN s

of- a purpose dlrectlon and outcome (Russell '1956) .This

T

*,mp01nt of-view. prov1ded a ratlonale underlylng tﬁe 1mportance

of organlzlng questlons 1nto . burposeful-sequénces, Research

findings 1nd1cated that over half (56.8%) of the questions

did not appear 1&) relate’ to other questlons 1n order of

presentatlon A small portion -68.8%)"'related to commonf
topics, however, only 212 or'34.4%'of the questions were

organized in what appeared to be actual question sequences.

Bearing in mind the importance of gquestions 'as. an
environmental influence on thought development, one must ask
why such a small percentage of questions show evidence of

purposeful organization.

‘ Thet.~organfzationéi"pattern' most - commOnly_ used in

«

usequenc1ng questlons was the focus l;ft pattern‘ (57.5%). A

strength of thlS type of organlzatlon is that students arefj..v

belng gulded or st1mulated to ’shrft th61r thought «to;,a‘

‘hlghet level;'A weakness, however, lies in the fact that the .

~reader i's not given.an opportunity to broaden the.. knowiedge";

base before' a shift in thinking occurs. The
focus—extend—lift sequence pattern, which wes»used 10 times
or in 10.6% of the sequences, would he more facilitative in
aliowing,students to gather a :sufficient'ifoundation upon

which to refine and develop their thought.
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Questions may be extensively and effectively'organized,
/ ~ N
yet if the actual questions utilized in the seguences are
5 . N . B &

pnot“feciiitative;of thought -development, then little will be
gained. Thdsvis'the primary -weakness of theb comprehen51on
-questlon sequences which were analyzed in the present study.
Simple proce551ng questlins, which represented a major

portion of the total sequenced questions, were primarily in
&

the Rh category Slnce Rh questlons force _the.. .reader. ~to. . - -~

<t

choose a prescrlbed oplnlon stance before the child Has had
‘a chance to call up or assemhle the necessary data to
formulate an answer, it is dubious to even constder these es
representative of actual sequences. "Pseudo-sequences" would
be a _more useful term to apply to these examples since
outwaroly the question .organlzatlon conforms to the
definition _oﬁ“ a questlon sequence but 1nwardly does llttle"
Jto fulflll the ulglmate goal of developlng the - students'
comprehen51on However, since questlon sequences were
‘ con51dered to. ex1st .when .a questlon is related to,. dependent’

}on and deveIops‘ 1nformat10n in the ‘preceding one’, ‘the Rh,

'and Rhs questions had to .be included in the analysis of .

. - Do N
L .

._guestion ‘sequences.
5.1.3 Research Question Three
. v

To what extent do the questions develop rather than
assess comprehension skllls and concepts?

The portion of comprehension questions, drawn from
Canadian basal programs eno»enalyzed‘in the present study,
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/ |

‘indicated that oomprEhension assessment is not as prevalent
in the methodology as had been 1ndlcated in prev1ous more
‘Jexten51ve studies of this issue (Durkin, 1979; 198}) |
An analysis of' the question sample indicated that
approximately 64% of the text dependent questlons could be
con51dered to st1mulate comprehen51on development, rather
than to provide for comprehension1assessment. Within this
group, however, 9nly‘75hor 14.8% of the . questions appeared
to Wbe operating at full potential. This was contrasted with
the other 251 questions or 49.5% which required complex
mental processing, however, because of the absence or.
organized sequences provided a less facilitative means of

developing comprehension. The present research 1nd1cqted

that despite _the positive ~emphasis “on - questlons whlch

s oA .o

~.o b

ﬂdevelop comprehension . the majority of the questlons could-

>

be further 1mproved to achleve thls goal more effectlvely
”'TheSe flndlngs 1ed to the conclusion that questions
. need to-not Only engage a:- student in a varlety ot' complex“'
thinking. processes,.~ but;‘ also should be purposefully
sequenced to prov1de for max imum thought development Lack
<

of questlon sequences ~appear to be a major area of weakness

in the teacher manuals-whlch were analyzed in this study.

5.1.4 Research Question Four
How are the reading’ programs alike or different in
the information prov1ded for developing
comprehension? ' .
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Individual Cinn and Nelson ?samblee-dfffered in tﬁat
Ginn manuals carried a ‘larger portion (87.3%) of text-
dependent. qeeetions than  Nelson . manuais | (67.8%).
Approkimately 61% of the text dependent Ginn guestions were
of a complex proeessing nature,es-compared to 76.6% of the
Nelson'qeestions;\There was more of an emphasis on text
indeeendent .dUestiOns in tte Nelson manuals (32.3%) than in
the Ginn (12.7%).

Simple mental process{ng questions from tné Rh category
were empha51zed twice 'as much in 9Q% of the Sequenced Ginn
questzons as in the sequenced Nelson‘questione. Ginn and
Nelsor” samples Adiffezed in the distribution of ‘simple
processing," complex processing, - and_ text 1ndependent
.questions wkich were sequenced Nelson questlons were fairly

evenly distributed between these three p0551b111t1e‘.whereas
at least half o&f the Ginn questions were of a s1mple
processing'unature Comprehen51on development questlons were
emphas1zed to a greater extent in the ‘Nelson sample6 (76.6%)
than in the Ginn (61 0%); » ,

Ginn and Nelson quections‘ were similar .in  several
areas. Approximately the top 80% of the text dependent.
guestions in SOth samplee were from categories B,'C,-or Rh.
In both samples, the greetest'emphasis was placed on text
independent questions which provide baekground for reading.
Organizationally unrelated questions were evident in at.

least half of both samples. Ginn and Nelson samples wére

compased” of similar percentages of sequenced question$ and
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These f1nd1ngs led to the conclu51on that the G1nn and"‘ a
Nelson program manuals are alike-in some respects but differ

“in spec1f1C'areas withhregard to the information provided
fOr”comprehensionudeyelopment.

-7 5.2 Implications 3 | o s 2T

5;2.1 Teaching

leferences .in the’ number of actual questlons well

3aS

.as in the number of suggestlons about questlon toplcs should

“\

"be consTdered in conjunct1on with teacher experlence, yﬁen.
LI B

selectxng approprlate ' classroon . materlals. Manual.
suggestions to the teacher about questlons may have either
convergent _or‘b d1vergent .outcomes;' _depend1ng on;&the
questlonlng expertlse of 4the 'téachEr. For example}:-theij
prev1ously c1ted suggestlon - “Ask them to’ dec1de 1f there
is any truth to part of the story -‘mlght be-presented as a

'questlon requ1r1ng either - simple or . complex ‘mental

.

_proce551ng A nov1ce teacher inexperienced in- questioning"

'technlques mlght pose a forced ch01ce, Rh question such as:

v

"Is this a ‘true story?" The more- experienced teacher,
however,"might - cause the child to gather informationxdnd'

evaluate by asking) "What parts of the story mlght have been

.o Mgl e

@ . lo":'*'.’_. a5 !
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Since 'the Nelson ‘manuals do " not’ prov1de as much N

explicit” gu1dance'“in' Questioming, the ‘program may  be

e -

appropniate for the more exper1enced teacher , with skill in
develOplng quest1on sequences. I1f the _Nélson' program is

> vﬁselecte§=-f9r“ use by 1nexper1enced teachers then teacher

.%  superv1sors m1gh; geed ;o uggpplementﬂwﬁ the ~“guestlon1ngp”‘ L

T -t W g

nfgrmatlon wlth 1nserv1ces or even spec1f1c guidance on the
use of questlonlng techn1ques for comprehen51on 1nstruct10n
The d1ffer1ng emphas1s on text 1ndependent guestions is
another area that should be con51dered regarding teacher use -
'bf the basal " programs. Text 1ndependent questions" serve an
important function in ach1ev1ng a mlnd—set, developing
anticipation of concepts or new vocabulary and in some
cases, calllng up"” pr1or knowledge of 1nformat10n that w1ll‘
" be encountered : when readlng The 1mportance of an
1nd1v1dual S knowledge base, in determlnlng .the complexity
'of' one's thinking, is an idea that is emphasized in Peel’s:A
‘writing on cognitive 'development. ‘In fact- Peel 11960)
considered questions' to‘ be effect1ve only up to the p01nt
that the Chlld s prior: knowledge and experlences have been

'suff1c1ently expanded. | Read1ng expertse emphasize the
importance of.providing.readingv readlness’ insttuction‘ for
all grades at allvorade levels (May, F. and Eliot, S., 1978,

'p. 281) as a means of expanding a studehtsh‘kndwledge base. -

w7
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ﬁhen using the manuals, a teacher may need to consider the
,suffrqrency‘iof text 1ndependent questlons< provided for
developing studentsf knowledge bases. Expan51on of yhat' is
' prov1ded may be 1n order, A
1 A significant portion of the-.sampled guestions :(Rh
-category), were ‘phrased so that the reader was left to choose
some possible option embedded in the teacher's qguestion, or
to agree - or disagree' with - some opinion presented; Since
:‘these"characterist}cs:were preSent;in»at least half of 'thep,'
guestions which were sequentially organlzed and represented
23% of the total text dependent sample, it follows that:
rephra51ng of these 'questions would significantly.contribute ~
to an 1mprovement in, the comprehen51on methodology of . these
basal manuals. Rev1Sed"ver51ons of these .forced choice
.questions would easily result in increased.opp rtunities for

students to use such comprex mental processes as evaluating,

'w%ﬁzrnferrlng, predicting, or® hypothe5121ng

"Rh questions dellberately restrict children's thlnklng;
These simple processrng questlons “force the student to make’
a.“decision before being given an opportunity to callbup or
assemble the necessary data‘to formulate an_anSwéf, It would
be much more”effectlve:if children were guided in. developing
the heuristic of calling up'the-data.firSt and then wusing
~that information as the basis for providing a'reasoned

.conclusion. One'might QUéStiOn how ethical it is to require
o a student to defend a p051t10n that he/she has. been forced

to. take from a precedlng guestion.
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Question sequences were considered to occur when a

group of questions were ordered so that one was dependent on

and developed 1nformat1on from preceding questlons. Half of

vt e

~the- quest;ons contaxned in- SequenCES required 51mple mental.w.

"pr0ce551ng, most commonly evoking forced cholces of some
prescrlbed oplnion.stance embedded in a teacher's guestion,
The most common Sequence patterns were composed of'focussing'
guestions \followed by lifting questions aimed at eliciting
. -additional iniormationxat higher . levels 'ofhtthougﬂt:’;Man§:‘°
focussing guestions wused in this particular sequence were
such that they forced the reader to assume an oplnlon stance
‘'without prior’ ‘Questions to assist the ‘assembly of necessary
1nformat10n for answerlng In these 1nstances the 1lift
question conformed to- the tesearcher s‘ def1n1t10n of.a
seguence, however such cases did not accompllsh the goal of
a seguence = that of expanding, developing, and lifting
student thought As such, these’ particular 1lift quest1ons
'forced defence of a closed issue where the decision had been
made before ev1dent1al “data ¢Eould be studied. . Fot this
reason many of the sequence samples located, would have to
" be con51dered as pseudo—sequences ; outwardly fulfillin94 a
‘definition but in reallty failing to function accordlng to
the deflned purpose of developlng thought |
Some of the following examples illustrate how easily an
Rh question may be revised into more effective :questions_
which require complex mental processing of a Student.xThe

first example is drawn from the Nelson guestions for "Jack

AN



a

2.

&

"AS "i{t  stands . this . is a forced
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and the Unicorn"

—

-

g-"'w
Rh: "Po you sympathize with Jack or @zth his: mother or

o anth both2". (Molnnes and Hearn, 1977 195) SRR

EIEPRIN IR

ch01ce QUestlon regardlng

b
i

where sympathy might lie. Other emo&xonal responses arg not.
admitted. It -might be reworded to an 1nternal evaluatlon

question (DII) allowing divergent_emotions to: be expressed_

and inviting multbple answens.suchras‘1ﬂnthewfollowing‘

e : LI R T AT I

"What kind. of feelings d1d you have toward Jack and his
mother?" |

Tyo related q&estions-from.thecsame.story»uere: ‘ _
Rh: "pigd .gou believe that Jack realry did meet a
unicorn?" T | | |

Rhs: "Why or why not?"™ (Mclnnes and Hearn,.i977, p. 195)

These questlons mlght 'beJ combined into.«the - follow1ng C.:.

category question, requiring the student to hypothe51ze

"Why might Jackfhave thought that he had really met a
unicorn?" . | |
Questions related to- the Ginn thory, "Wait Till Martin
Comes" might be revised in the followiag manoer.. |
Rh: "Did you enjoy the story?"
Rhs: "Why or why not?"'(Moore, 1974, p. 45).

The original goal of gu1d1ng .the ' student to generally

'evaluate a .story mlght be more effectlvely accompllshed by

any of the follow1ng DI questions followed by support.
"How did you feel about thls/story? Why?"

- "What did you think of this story?"



e

-

e e - . . IR IR .n‘,__‘/~ s " avk R - n--:;. B e e

“~

"Why do you think thls story is’included- 1n our reader7",

"What parts of this- story d1d you feel strongly about?

~

' These examples serve “to illustrate‘ the potentlal

effectlveness of many quest1ons used in the Glnn and Nelson
manuals, espec1ally w1th1n " those which have been

incorporated into a sequential organization.

s e -~ L2 @ e - e o - o - - e - oa
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5 2.2 Publishers : - . =

Some of the previous implications might be applicable

which are of specific relevance to publlshers,rThese are

o

discussed in the follow1ng sectlon

I e ejen -y g -y,

ApproXimatEIy one thitd of rthe questions in 1nd1v1dual

-
= - » - b an e o

L]

the overall quantlty, both the ‘G1nn' and Nelson manualsm

indieated - the - potential (Por.. a, 'much more, purposeful

organization. of guestions., Comprehen51on development would
be greatly fac111tated if complex process1ng questlons ‘were
v e

A

organized ln S a greater “humber of l1ft1ng sequences.,A

.,-.

useful pattern of this nature wOuld focus on a topic; extend

student thought by e11c1t1ng add1t1ona1 1nformat10n on. the‘

subject: and lift the discussion to a hlgher level of

. thought through transitioning from the assembly of

descriptive information to the explanation og'certain items -

in the information.

-

for both teachersfand.publishers. There'are .ce t ain vlSSUGSV

’

program samples were organlzed ‘into, sequences In terms of'

I S T R VD e S NI
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*Since_ quest1ons repreSent éﬁbﬁyﬁaZJ@ajbt portlon SE

) ulcomprehen51on ,methodology and‘ “slnéé' the qual1ty Sf e

LRI ,-,!\:,

‘iquestioningw..p;actlces_’zisw“o%ten\ low l'lt"follows that’
,1nstructlonal practlceSu:mightvlheg;improyed;r:ﬁfi Qmannalsj;h
icontalned‘ speczflc information',onl‘the_ nature'of'quality_
"questlons and questlonlng techniqUes. Teachers should be
,prov1ded ‘w1th a ratlonale, examples and. 1nstruct10n on how
to develop well phrased questlons and how to effectively

. orgaane (h m 1nto purpOSeful sequences This would provide

., - s.o-.q.m e o e o »  a

a professlonal development resource, "allowing for lohg“term'“‘

influences on  teacher praactices in reading instruction as

- well as in the other subject areas.

« L L. - . - cew - - . . .- "

5.5 Suggestions For Further Research

fThe résearch sample in the present study was gathered
after storles and poems had been” organized ;accord;ng, to
common genre, Slnce the number of selections taken from each
'genre"ﬁas nét identical it?was-impossible. to discuss the
‘comprehension questlons on the ba51s of genre type Further
research might 1nvolve larger samples from spec1frc genre 50
that the nature and sequenc1ng of questlons ‘used in
selectlons from one partlcular genre mlght be compared with
the questlons ﬂused to develop comprehension of selections
from another genre, For example, it would be Relpful to know
“what | strateg1es are being used  to develop students'
_comprehension of information d‘#erial as compared _to that
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'Eused wlth tradltaonal tales of a culture. f-fﬁ"f?h“*J“‘f“”7*ih” o

-

A second area. /that» was not,‘covered in the present

(LN

research is the extent to whlch the manuals 'gUIde studentsl‘ﬁ

in generatlng thelr own questlons The self posed questlon

was a term used by Jenklnson (1968.) to descrlbe ‘an effectlve'"

means of stlmulatlng children to think for themselves.

Slnger and Donlan (1980)_des¢ribed this process  as 'ﬁactive

comprehens1on" whereby the teacher first models a process of

‘comprehension, by taking ‘student8 " through a ‘discussion

Stréte@Y[.’and-«then transfers the respon51b111ty to the

- . < -
v i e . >

students to learn> to" formulate self- darectlng questlons

"This would be ‘an important area to study in any further.

/

research on-basal readlng materlals.

//// ' |

5.4 goncluding Statement

////,Previous research has 1nd1cated that the comprehen51on
questlons in basal programs are most frequently at a llteral
level. The present study, of the questlons in two Canadlan
basal manuals indicated that some progress toward improving
the guality of comprehen51on guestions has been achieved, If
these manuals prov1de a representatlve sample of the
comprehension questions prouided in current read&ng

materials, then it appears that there is still a good

distance to 'go. Four areas which require improvement are:

(1) the organlzatlon of guestions 1nto purposeful sequences;

(2) the rephrasing of questlons to ellmlnate narrow, forced



........

.J'ch01ce answers,=j3) the provr51on ofulastructlve 1nformat40n

to teachers onh the phr351ng Df quallty questLohs as well

,,,,,
- o - A I T

M.gqm.xhe use‘oﬁ_pprposeful sequences and strategles; and: (4)

[ . e

W

the expans1on of external 1nformat10n quéstions whlch might'

serve to develop ¢hildren® s thlnklng.

e
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7. APPENDIX A
TITLES AND PAGE .NUMBERS OF ALL STORIES AND POEMS
IN THE GINN AND NELSON GRADE FIVE READING PROGRAMS

DISTRIBUTED WITHIN SIX TYPES OF . GENRE
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Introduction S e E
g OCIE

This manual is written for the pGrposes of estsbli;hiné
inter-rater reltability as well as for assisting those who
may use it to. analyze comprehension questioﬁs in reading
materials. R

The Question Categorization System provides a tool for
organizing various. types of ireading behavio' thch are
determined by the sources of information used in the
th{nking processes promoted by comprehension Questions. The
System may be wused for evaluating the types of gquestions
suggested in educatlonal materials as well @s to provide
guidelines for effective phrasing of questions, The Question
Categorizations System, adapted from Cunningham's (1974)
four level qu%stion schema and from the Pearson and Johnson
(1978) three patt model of question-answer relations, is
composed of five possible categorieseof questions.

“The questions categories, labelled as Rh, A, B, C and b
may involve either complex or 51mple mental proce551ng
Questiens whgch involve 51mple mental processing are in the
Rh and A categories. These rgquire ‘selection but little or
no organdization of.inforhationiffcm/th text or the teacher
question when generatlng an ansver. Questions which 1nvolve
complex mental proce551ng are in the B, C, and D categories.
These require .the reader to: (1) select information from
seurces internal'ahd/or external to the teXt,j'(Z) organize
the information and (3) present a reasoned:conclusion to the

guestion.
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Rhf%ategory (Simple Mental Processing)

Data Base for Answer:

~ teacher question, which is also based on
information.

Description of Cognitive Process:

149

the text

-

- reader chooses a prescrlbed oplnlon stance from one &r the

other option embedded in the teacher S gquestion.
- answer may.bet (1) Yes or No

J(2) an element selected from the

-

guestion.

Possible Cognitive Operations:

1

1. Choose.

Response Requirement:

.~ One acceptable answer.

Subcateqories:

teacher's

- RhI: The reader chooses a prescribed opinion stance.

- RhIs: The reader suppprts a prescrlbed oplnlon stance that

9

has been given. %EF
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Examples. of RE éategory Questions
1. Rhf: | B | |
"Do you think that a rabies epldemlc would be more dangerous
“in the1‘norzh in a town where there was fa‘ larger
population?"” (McInnes and Hearm, 1977, p. 113)

2, RIs | . .' )

"Why or why not?" (Mclnnes and.Hearn, 1977,«pi 113)

3. RhI: |

"Do you think 'the 0ld woman was who she appeared to be’"

"Could she have been sent to lure Sir Roland away. from the

castle7"

4. Rhls

s+ "Why or why not?" : : &

5
)
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A Category (Slmple Mental Proce551ng)

Data Base for Answer-

-i-- text 1nformat10n

iDescrrptlon of Cogn;tlve Process.m \\t,
; , r

e

_;f reader draws spetlflc 1nformatton from the text.to form.
‘One correct answer o |
:-. reader',is hot 4ré§urrea‘ tot.organ&;e any of the text'
informatloml - N o ) _.A
- part or"‘all Aof" thev question;.may he-embegdea:rh:the
'glanguage of the text. " . T
- hmay Jrecall facts, féefihitione, ‘or 'other:*rememberedr
h_ihformation from the”text T. ‘ | | _ :
”¥:ﬁmay 1dent1fz the number of the page: and paragraph that a
'spec1f1c plece of 1nformatlon 1s contalned on. v
'- may deflne a term or word that has been exp11c1tly deflﬁed
in the text. . |

.r' e

- T may name or l1st people, ob)ects, or character1st}cs whlchﬂf

have been expl1c1tly stated 1n the text

Possible . Cogn1t1ve Qperatlons,;‘fﬁgf' ';ff_ e IR

1. Recalll R ‘_f;ﬁ_'f,' B YL e

' 2’. Identlfy

3. Define L T e

4. Name ‘

' Response ReqUirementf[i;;

- one acceptable answer. :
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o Ekampleszof:A<Cate§ory Questigné,
'1:;Reeaii | J |
Questien: B .
"Why (;bﬁld"the lebpatd lurk cloeetto‘the traii?" (Moore;w_
i§75" p.oT16) T T S

”Text

~

Py

"The leopard would lurk close . to the ;tfafl.EEEtﬁeeﬁlithef
villages, {-because that-;was where. - he ybdia- find lone

-

travellers." (Modte:51974, p. 188). S
2. Identify ' : o
Question: o |
f”Findi ané read. aleud parts of the story that tell you that
"Martln understood ‘a great deal ;about hlS ;an behav1our.w

. (Moore, 1974, p. 25) - . ",

3. Define.

Queatiohd' o

A“Qhat;is a threttie?" i ;
'-Text' o '_. e o

>"A throttle is & valve used to regulate the flow of steam or -
: gasollne vapor to an- englnea_ '

4, Name-_' . h‘ ,- te - R “;'.. R ,f o sl

”Questlone : v ‘ _ |

"Who comee to the cottage’" (McInnes and Hearn i977;’p;.84f“
"The old woman . took the lamp from the low table and went vte
fthei door.-,She‘ opened it slowly. The llght from the lamp -

shone on a queer old man who had the unmlstakable look '@ff |
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. E o N
the woods.. (McInnes and Hearn, 1971, p. 74)

K

5. List

Question: - ”
"Whet surprisee.did‘hevfind'insiaebthe whale?fg(MoInnes and
‘Heerh, 1977,‘p;v151) |

Text - A

'"And there rlght din the whale s stOﬁaoh thefraQenfﬁés emazed;
| toqﬁsee large confortable _oeoin In51de 1t a lamp was
>burn1ng brlghtly, and 1ts walls‘and floors were covered with
soft hides. Along - the wall ‘there was a spacious skin
' platform covered with fur. And ‘there restlng on - the .skin
bfplatform was' the most beautlful young woman the. raven had.

”

ever seen. (Molnnes_and'Hearn,f1971,'p. 139)

A



154

i_RQLB Cafegory (Complex Mental_Proceééing)

Data-BéSé for_Answer: :

- text information

Description of Cognitive Process:

- reader selects and organizes relevant. facts from the text.
- reader ‘puts',thg teXt» inﬁormation into a logical and
sequential order, inxéorder to contstruct a . reasoned

conclusion.

- all of the .information necessary to arrive at an answer is
. , ..

given in the text. SRR - e

- reader may ekglain something by infe:—relating the facts

that are stated in the text..

- reader may restate or translate textﬂinformatéon in-a form
that is different from what has been given in the text.
- reader may select relevant facts for the purposes of

comparison and contrast.

" Possible Cognitive Operations:
1. Explain
2. Restate/Translate

3.'Compare/C%ntrast

Résponsélgpquirement:

- few acceptable answers.

~
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.Examples of B Category Questions
. Exgléin e ' ’ Lo

Question:  v | B o

"Why did she allow him to come in?" " (McInnes and Hearn,
1977, p. 84) | |

Text:

"At last she said, "Then comé in. It is rare for a cat to be
.- able to talk that I'm sure one §g6uld listen to him when he
does." (MCJnnes and Hearn, 1971, p. 76)

2. Restate/Translate

Question: ,
7Wha£ does he offer téméo?ﬁ (McInnes and Hearn, 1977, p. 84)
Tekt: -~ . | ’ o o -

hd ¢

’a -
"I seek shelter and -work," answered Pierre Leblanc. "I am
getting too old to trap for furs or work in the lumber
camps. I would like a job on just such a cozy little place

as this."” (MclInnes and Hearn, 1971, p. 74) 1

3. Compare/Contrast

Question:
"In_what ways do you thinkURufgsjgaﬁd ,Martin were alike?".
(Moore, 1974, p. 24)

 Text: E -

T -

" Qhén Rufu§ was baf;ing furibﬁél?, étraining and»léaping
at tﬁe end of the run. 'It reminds me of when you were a_
little boy, Méfﬁin.,We héd the whble backyard fenced in the
: wéy.it_is now, just so jgu'd have a iot of space to play in

and " still be safe. But were you satisfied? You were not.



You'd plaster yourself agalnst the gate and yell louder than

Rufus there " (Moore, 1878, p. 38)
/ ‘ Q : .
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C Category (Complex Mental Proce551ng)

Data Base for Answer

- text: written information
- external: reader's background knowledée'and experience

Description of Cognitive Process:

- reader analyzes and synthesizes the text information- as
wéll as‘informaﬁion that is externdgl to the  text (personal
background knowledge and experieﬁce),vin order to come'to a
reasoned ;onclusion. \
- eleéments are organized into patternsAthat were not clearly
recognizablé in the actual text information. |

T -reader may infer an answer by making best guesses about

what the author .must have meant,:fapart from what |is

exp11c1tly stated in the text,

- feadefi hay bypothesiie a Iikely explénation for a
partiéular phepomena*ﬁ%“bccurrence,-

- reader ;ay 'éredi;t future eveﬁts or, assumming if
circumstances ‘were' élfered, predict what thg outcome would
be. ~ o o . |

Possible Cognitive Operations:

1.Infer ”
2., HyﬁpthesiZe
3. Predict

Response Requ1rement

= many acceptable‘answers.
- conclusion does not conflict with but is not‘directly

derived from the text information.
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Examples of C Category Questions
1. Infer

Question: r

"What was‘ the battle ‘that Sir Roland fought and won?"
(Moore, 1974, p.. 164) _4 |
u2;_H222thesis : o .

Question: 1 | ‘

"Why was it the hardegt battle of all?" (MOSﬁe, 1§74,Ap.
164)

3. Prediction

Question:

"What other situations m{ght arise where Silver's life might

be in danger?" (Mclnnes and Hea{h; 1977, p. 113)

r
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D Category (Complex Mental Prdce’ssing)<
Data Base fof Answer |
- text: written information
- external: reader's background:knowledge and ekpériehce
- subjectivity: reader's vpérsonal 1deas, biases,  or
preferences. .
,Descrlptlon of Cognitiwve Processt
- organlzatlon of text 1nforqation/ 'reader's‘background'

knowledge and experience, and the'reader's personal biases
or opinions to form an evaluatlon based on internal

(personal) or external (someone else's) criteria.

- reader may externally evaluate the author's 1deas, story. .
events,_or story characters in light of one or more of the
following criterion: fact or opinidn, bias, point of view,
truthfulness‘adeqUacy of information,<'worth, desirability,

completeness, or acceptability.

i'f‘téader may defend or support an evaluation made by himself.-

or an evaluation that has been set by information provided

-

by the teacher in the question. ,

- reader may internally 'evaluate by giving an emotlonal

respense to the content, or 1dent1fy1ng personally with
story characters or events.

Possible Gognitive Operations:

1. Evaluate/Value

2.'Defend/$uppogt

Response Requi:ement: .

- many acceptable answers, based on text data.
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Subcategories;:

- DI: The reader extérnally evaluates ideas, events and

characters,

-. DlIs: Tﬁeﬁ reader supports or defends an .external
evaluation.

. DII: The reader internally evaluates ﬁhrough an emotional
response or identification with stéry characters. .

DIIs: The reader supports or defends an internal evaLuatfon.

A
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‘EXamples of D Catégory Quesﬁibns
'. DI: (External Evaluation)
"What was your opinion of Martinvaftér you read the entire
story?; (Moore, 1974, p. 23)
2. DIS} (Support/Defence of thernal'Evaluation)
"Why?" -
"ﬁhy do you think Dracula has been so pbpuiar for so many
years?" (Moore,l1975; p. 93). |

~

3. DII:,(Interngl Evaluationo' |
"What would yoﬁ'ha;; done i{ you had been lost as Tim was?"
(McInnes and Hearn, 1977, p._5§);4 « |

"What feelings did yéu have és you read about Ahng~ Boleyn
and Katherine Howard?" (Mooge, 1973, p. 49).
4. DIIs: (Defend/Support Infernal‘EVQIUatién)

"Why?" (Moore, 1973, p. 49).

~
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Categorization Procedures
Read .story or poem as well as accompanying comprehension

gquestions.

Transcribe comprehension questions on to analysis.sheet.

Locate sections in the text that télape to the gquestion

and write the appropriate.pége and paragraph numbers fbr
this information in the colﬁmns entitled'“Text'Base for
Answer",

Determine the appropriate information sources that the
reader might draw from'in génerating an answer. In the
column, "Data Base for“AnSwér", cﬂeck.off one or more of
the following information soufces:.(1) Text; (2) vExt.
(External) - réader's pribr knowledée andhgxperience;
(3) Subj. (Subjectivity) - reader's personal subjectivé

opinion; (4) T.Q. (Teacher Question) - options émbéddgd'

.in the question.

r

On the basis of the text base and the information

sources used for - answering. the question, select the

question category (Rh, A4, B,_C, or D) and check the

appropriate ‘column.

Write the 'specific cognitive operation (egs. choosing,

t

recalling, explaining, inferring, evaluating) in the

final "Notes column. : ’ :

‘-—..\__,,\ . f_’:\
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9. APPENDIX C
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OUTLINE' OF TEXT DEPENDENT AND TEXT INDEPENDENT QUESTIONS
FOR EACH STORY AND POEM IN THE RESEARCH SAMPLE
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'Oﬁtlin;\bf[TexthependentfeﬁdQText-Ihaepende?tﬁQpeStiqhslfﬂfi"

| kPage No.; el mitle bﬁfSelettieh-;}“ [- L .Queétléhsﬁ_Jh
L Gu1de : et T R R ‘ T D- T I

.
.. .

fig Genre°‘ Tradltlonal Tales of a. Culture
Northern nghts and Fxrefllee 'q”1¢e5f“‘
How the Blrds Got The1r Coloursi C 7

N-1" 70
-N-2  The: Talklng ‘Cat - . e 0
N 3 The Raven ‘and" ‘the Whale e o 6.0

S 32 3=
o0 60T
L0931

S

oo Total Nelson 2T _;Off"
48" I-G-1. The Tower of London . 13 R
163 I-G-2  The Knlghts of the Silver Shleld 38 -6

1'i'f‘ffhf*5p1r b2 T*iz ‘f'*f'fVT;;"- ! ”".-"i f: ST

*{24h°:?IﬂG 3 The Bear Who Stq}e the Chlnook 8. ”fS‘f

"f:{”tiﬁftfiwih‘: Total G1nn ;{i7j59 T
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Outllne of Text Dependent and Text Independent Questlons
. Page No. _ T1tle of Selectlon R - Questions
-Guide . I S S ~ T.D. T.1.

IV.. Genfe; Contemporary Fictlon
JNorthern nghts and Flreflles

100 IV~ N- 1 LFlashback 7
107. - IV-N-2 .Rootbear = . = . . ° o 0
. 112~ IV-N-3 "All°Fall Down o ... .8
’ 69u":IV N-4 .Sandro, ‘the Super Slze Slamese 12

N O~

"letes and Cartwheels ‘ o
35 . IV-N- 5 -My Josephine . I - 7.0
59 - IV-N-6 Between the Creeks -5 0
111 IV-N-7 .Stan the Hellcopter Pllot 5 0

. - ' ','\~;; '--v '} "J;Q_ Total Nelson ’€44 7
Spir b1 71 ' - :,': _]_ .;w‘ ‘ft;“j, o7

23 \v”IV4Ge1 ;The Bully of Barkham Street B S
- 95 . IV=G-2 ‘Parakeet’ Problem : A s 23

oW

Spir b2

RN .IvﬁGf3'jAn Ice Baby is. Born_ e 28
- 110 - " 1V-G-4 The Strange Bird - - - 237
115 . IV-G- ngLeopoard Bait ... . - : 22
125 . IV-G-6 Owls in the Family - -~ 18
141 1V-G- 7"Wlld Blrd T 0

oSwuw L

‘Total Ginn 159 49
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<

Outline of Text Dependent and Text Independent Questlons _
" Page  No.. S : Tltle of - Selectlon* ' . Questions
~ Guide » s o o . - T.D. T.I.
| V. :Genreﬁ‘ Tradltlonal Tales of a Culture

NorthdLn nghts and Flreflles

158 V-N=1 The Whale Rillers ' - o0 1
' Kltes and Cartwheels S ‘ L
104 V—N-2 Granny .Goes Flylng on Six Kltes 4 2
131 V-N-3 Amelia Earhart, Pirst Lady s
' ' ' of Flight _ _ , 0 2
| Total Nelson 4 5
| Splr.pl R S » _
77 V=G-1. W-A=T-E-R ‘- + . } : 14 2
137 TV-G-2 . Travelllng With Dogs o 18 -0
Splr b2 |
86 ,V-G-3 Flshes Dangerous to Man . ’.dfx,j10j “3 -
| . | ' Total Ginn © 42 5
- .-'_'%* o ] ._ ‘ ) . .
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Outline of'Text'Dependentvand Text Independent Quéétions"

Page No.

Guide

19
. 58
79
176

26
54

193

21

90
123
176

g

107
119
149

177

VI-N-1 ﬁNorthern nghts
-~ VI-N-2 Jack Remembers . : .
‘VI-N-3 Cat From Street . , s
VI-N-4 A Feline-Silhouette
VI-N-5§ ipanson Innocente
- " Kites and Cartwheels
. VI-N-6_ Kites = 4
~VI-N-7 The Saws- Were Shrelklng 0
VI-N-8 Grease for the Wheels of Wlnter -0
~"VI-N=8 I, Icarus ... . 0
VI-N-10 Understandzng 0
'Tetal;xélsonf‘_ 11
Spir b1 .
VI-G-1 an Introductlon to Dogs o 7
~ VI=G-2  The Large and Small of Ie 10
- VI-G-3 Silent Hill - R 10
. VI-G-4 . Children's Creations- ' 212
V1*G-5 Thunder Dragon ° v 100
' Spir b2 |
VI-G-6 'V is Ror Volhalla 5
VI-G=7 Have .You Seen’ Trees . - 5
VI-G-8 The Cabin ... ' 5
'VI-G-9 There is Bannock in the MOrnxng 1
VI-G-10.. The Mlcroscope S . 10.

2

: Title_offSeieCtion _ ‘ '»f Questions

L T.D. T.I.

VI,. ~Genre: Pqetry

.Northern nghts and Flreflles —

\wiota;;cihﬂ“u' 75
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Outllne of - Text Dependent and Text Independent Quest1ons

Total G1nn o

PP

: Page No, o Tltle of Selectlon e ‘Questions
~Guide . .- o ‘u - o ‘ TID T.I.
SORTRS 3 S0 Genre-, Fantasy , SN

1'Northern nghts and Flreflles o
-39 '.II N 1 Spectrum s End j - 0°s.. 0
118 1I-N-2" The Wonderful Machlne S 2 I
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