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Developing First-Year University
Students’ Narrative Competence
Through Inquiry-Based Questioning

Hui-Feng Huang”

Abstract

1. Research Background and Problem Statement

In recent years, educational systems worldwide, including that
of Taiwan, have increasingly emphasized the development of core
competencies. University curricula have likewise sought to help
students integrate knowledge and apply what they have learned to
authentic  contexts. However, conventional lecture-based
instruction often places greater emphasis on knowledge
transmission than on the cultivation of thinking skills.
Consequently, students may lack opportunities to construct
strategic knowledge and may encounter difficulties in transferring
their core competencies to real-world problems. Although
Taiwanese students generally perform well in explaining scientific
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phenomena, they still have considerable room for improvement in
identifying and framing issues and constructing evidence-based
arguments. It is therefore necessary to strengthen their higher-order
reading abilities so that they can analyze complex texts and develop
their own perspectives.

To narrow this gap between knowledge acquisition and
practical application, the present study adopted competency-
oriented assessment as its instructional foundation. It investigated
the development and application of first-year university students’
narrative competence through an inquiry-based questioning
intervention.

2. Theoretical Framework, Core Argument, and Course Design

This study introduced a pedagogical shift in the required first-
year course Reading and Writing. It integrated perspectives from
inquiry-based learning, scaffolding theory, assessment as learning,
and metacognition. Inquiry-based questioning was conceptualized
as a cognitive scaffold connecting reading comprehension,
evidence use, perspective formation, and narrative meaning-
making.

The course objective shifted from basic literary appreciation
toward “reading to learn.” A dual-track curriculum combining
issue inquiry and narrative development was adopted. Life
education, the United Nations Sustainable Development Goals, and
socially engaged texts were incorporated into the course to guide
students from self-exploration toward an understanding of others
and concern for the wider world.
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To support students’ transition from passive reception to
active inquiry, the study developed an Inquiry-Based Questioning
Model for Competency-Oriented Assessment.

The model translated abstract thinking into six operational
steps: (1) synthesizing issue-related information; (2) formulating
inquiry questions; (3) generating hypotheses; (4) examining
evidence; (5) constructing reflective perspectives; and (6)
proposing solutions and engaging in practice. During the inquiry-
questioning stage, the ORID framework— Objective, Reflective,
Interpretive, and Decisional-— was used to guide students from
objective facts and emotional responses toward interpretation and
the formulation of meaningful questions. Instruction was organized
into three scaffolded stages. The first was the Core Knowledge
Development Stage, which focused on teaching for understanding.
The second was the Strategic Knowledge Development Stage,
which focused on teaching for competence. The third was the
Transfer Stage, which focused on teaching for application.

3. Performance Tasks and Research Methods

This study employed a mixed-methods approach and included
two types of performance tasks: self-inquiry and issue inquiry. In
the self-inquiry task, students used tools such as the Johari Window
and the Life Influence Wheel to organize their life experiences.
Generative artificial intelligence was then used as a supplementary
tool for narrative reconstruction. Students created third-person
digital life-story picture books, using the change in narrative
perspective to promote self-reflection and reinterpret the meanings
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of their life experiences.

The quantitative component employed a one-group pretest—
posttest design involving 85 students enrolled in the course. The
Inquiry-Based Competency Assessment Questionnaire was revised
through expert review, pilot testing, and exploratory factor
analysis. It consisted of five dimensions: reading comprehension,
inquiry ability, communication and collaboration, metacognitive
ability, and reading application. Because reading application was
assessed only at the posttest stage, pretest—posttest comparisons
were conducted for the other four dimensions.

Quantitative data were analyzed using paired-samples t tests
and simple linear regression analyses. Qualitative data included
student worksheets, narrative products, and end-of-course
feedback. Cross-source comparisons were conducted to examine
changes in students’ meaning-making and transfer of learning.

4. Major Findings

The quantitative results showed statistically significant
pretest-to-posttest gains in inquiry ability, reading comprehension,
and metacognitive ability, with all three dimensions reaching p
< .001. Communication and collaboration also showed a
statistically significant gain, p = .002.

Regression analyses using posttest data further indicated that
inquiry ability explained 71.2% of the variance in reading
comprehension and 64.9% of the variance in metacognitive ability,
R2= 712 and .649, respectively; both models were statistically
significant at p < .001. These results indicate strong associations
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between inquiry ability and students’ textual understanding,
meaning-making, and monitoring of their own learning.

The qualitative findings were consistent with the quantitative
trends. In life writing, some students moved beyond the
chronological listing of events toward more reflective meaning-
making and were able to reinterpret personal setbacks from
alternative perspectives. In the inquiry into social issues, students
gradually revised label-based assumptions and shifted from
immediate impressions toward more evidence-based and critical
understanding.

Student feedback also suggested cross-context learning
transfer. Students reported applying the questioning and evidence-
seeking strategies learned in class to everyday family
communication and interpersonal conflict. Some students also
extended these strategies to course reports and data interpretation
across disciplines. These findings suggest that structured inquiry
processes were gradually internalized as a metacognitive tool that
students could use when addressing complex tasks.

5. Conclusion and Future Directions

The findings indicate positive development in first-year
students’ inquiry ability, reading comprehension, metacognition,
and narrative expression following structured inquiry-based
instruction. The instructional model integrating issue-based texts,
inquiry scaffolding, and narrative production shows potential for
cultivating students’ inquiry habits, deepening their narratives, and

supporting the application of learning across contexts. It may



PRIE AR R —Hr ERE 0

therefore serve as a contextually grounded curriculum model for
first-year transition education in Taiwan.

Nevertheless, the study was conducted at a single university
and employed a one-group pretest-posttest design. Its applicability
across institutions and academic disciplines therefore requires
further investigation. Future course designs should provide tiered
scaffolding based on students’ disciplinary backgrounds and prior
abilities. Longitudinal follow-up studies are also needed to
examine the long-term maintenance of the competencies developed
and their transfer across different contexts.

Keywords: first-year transition education, competency-oriented
assessment, inquiry-based questioning, narrative
competence, reading comprehension



