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Abstract 

This research aimed to investigate the relationship between reading 

comprehension abilities and metacognitive awareness of reading 

strategies of third year secondary school students in Bahrain. A mixed 

research approach was used as reflected in the application of both 

quantitative and qualitative data in the results analysis. The combination 

of descriptive and correlational research design was also utilized in order 

to address the research questions. A total of 240 third year high school 

students were asked to accomplish the translated Metacognitive 

Awareness of Reading Strategies Inventory (MARSI) and the First 

Certificate Exam (FCE) in Reading Comprehension. In addition to that, 

17 teachers were interviewed using a semi-structured interview on the 

students’ use of reading strategies and reading comprehension level. The 

results revealed that students in the government schools have an overall 

mean score level which is categorized as below B1, while students in the 

private schools have an overall mean score that is classified as B2 level. 

High performing students had higher level of metacognitive awareness of 

reading strategies than the students whose CEFR levels were lower than 

B1 level. There was a statistically significant correlation between the 

students’ reading comprehension abilities and metacognitive awareness of 

reading strategies. However, only school affiliation had a significant 

correlation with the respondents’ reading comprehension abilities . In 

other words, gender did not seem to have an effect on the reading 

comprehension abilities of the students. Both school affiliation and 

gender have a significant correlation with the metacognitive awareness of 

reading strategies. Overall, there was a significant difference in the 

intergroup pair comparisons of students between the public and 

government schools in terms of their reading comprehension abilities and 
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metacognitive awareness of reading strategies. Male and female students 

did not differ significantly in terms of their reading comprehension 

abilities. Training, workshops, and relevant methodological revisions are 

put forward by the study.  
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1 Int roducti on 

  Chapter One 

INTRODUCTION TO THE STUDY 

1.1. Introduction 

 The pervasive significance of reading is an assumption 

acknowledged by various experts not only in the academic spheres but 

also in many social domains. It plays a crucial role in the academic 

achievement of different learners (Hermida, 2009; Herbers, Cutuli, 

Supkoff, Heistad, Chan, Hinz, and Masten, 2012), in learning other 

disciplines such as science and mathematics (Imam, Mastura, and Jamil, 

2013), in the sustainable development of various aspects of society (Igwe, 

2011), in advancing economic development of a nation (Banerjee, 2009; 

Jacobs, 2014; Ashmore, 2014), and in the promotion of cultural 

understanding and social justice (Liu, Unger, and Scullion, 2014).  

Despite the efforts to improve the reading proficiency and overall 

literacy of the general population, there are still many issues and 

problems associated with meeting the desired target learning outcomes in 

reading as an aspect of communication skills. Most of the times, reading 

proficiency levels are below the standard criteria which lead teachers to 

design instructional content and enhance the reading curricula (Vance and 

Schreck, 2006).  

On a related note, the role of prior knowledge in improving the 

performance of learners in learning a receptive language skill has been 

acknowledged in the past. Theoretically, the concept of prior knowledge 

is under the scope of metacognition, which is an umbrella term that is 

used to designate the individual’s ability to be aware of regulation of 

cognition and knowledge of cognition such as declarative, procedural, 

and conditional knowledge (Livingstone, 2010). The significance of 
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metacognition in ensuring a sustained and autonomous learning 

apparently provides a promising solution in improving the level of 

reading comprehension skills of second language learners at the 

theoretical level. Previous researches have hypothesized the link between 

metacognition and general language learning. However, the link between 

metacognitive skills and the specific components of reading skills have 

never been investigated in the context of Bahrain wherein most of its high 

school students are considered to be second language learners of the 

English language. By exploring the assumed relationship between the two 

variables, new empirical insights can be generated from the research 

which can be used for future reading improvement programs in local high 

schools.  

It is also evident from the previous empirical studies in language 

pedagogy that some aspects of the correlation between the aforesaid 

variables have not been explored yet. For example, the studies of and 

Sonleitner (2005), Osterholm (2006), Phakiti (2006), Alhaqbani & Riazi 

(2012), Ahmadi, Ismail, and Abdullah (2013), and Vehovec, Zubkovic, 

and Reihenic (2014) only focused on the general relationship between 

reading comprehension and metacognitive skills, but these studies did not 

actually tackle which aspects of the reading comprehension skills are 

significantly affected or influenced by the metacognitive behavior of the 

learners.  

Thus, it was essential to analyze the relationship between the 

metacognitive awareness and the reading comprehension abilities of the 

target respondents. It is also vital to explore the aforesaid variables in the 

context of high school students from both the private and public schools. 

Comparing these two groups of learners may not have been emphasized 

in other researches which involved the same set of variables. For 
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example, Temur, Kargin, Saadet, and Bayar (2010) and Wu, Valcke, and 

Keer (2012), and used respondents who were at the high school or middle 

school level. Sonleitner (2005), Osterholm (2006), Phakiti (2006), Ditzel 

(2010), Guo and Roehrig (2011), Alhaqbani and Riazi (2012), Vehovec et 

al (2014), Tavakoli (2014), Thao, Mai, and Ngoc (2014), and Razi and 

Cubukco (2014) used EFL students. 

The aforesaid correlational studies have been conducted in many 

countries by various scholars in different disciplines and in the field of 

English language. These studies are reviewed critically in the literature 

review section. Nonetheless, there have been some gaps in these 

researches such as the applicability and conclusiveness of the findings to 

different types of learners such as the gender and type of school 

affiliation of the research respondents which may be considered 

moderating variables.  

Moreover, the uniqueness of Bahrain situation is a proposition that 

presents a peripheral research issue rather than a methodological one. The 

difficulty in reading comprehension tasks experienced by the Bahraini 

learners, the low motivation to learn how to read, and the perennial 

teaching-learning complaints on the multifaceted issues related to reading 

instruction are universal issues that are encountered by almost all 

educational contexts.  

Albeit these are universal issues in most second language learning 

environments, it must be noted that one purpose of research is to ascertain 

if these variables have the same extent of applicability or manifestation in 

one particular research environment or not. Leung (2015) argues that 

generalizability is important in both quantitative and qualitative research 

because it provides representativeness of results. From this argument of 

Leung (2015), it can be advanced that although some language learning 



5 
 
 

issues and results may be apparent in some locale, it can also be different 

in some other environments just like in the context of Bahrain – a premise 

that has always been used by past researchers to justify the conduct of 

replication studies, developmental researches, evaluation researches, 

meta-analysis of variables, and other types of research approaches and 

techniques. 

  

1.2. Statement of the Problem 

 One of the current problems among language learners in Bahrain 

especially at the secondary level is their weak reading comprehension. 

The report of the Quality Assurance Authority for Education and Training 

(QAAET, 2013), for example, highlights Bahraini students’ weak 

performance in English with reading as one of the most challenging 

domains. This includes their deficiency to comment on the writer’s 

words, identify the main points of an argument or characteristics, and 

summarize ideas. Because of this, language teachers in the field have 

used varied teaching techniques and other pedagogic approaches. 

Nonetheless, the aforesaid problem still continues to be a bottleneck that 

is experienced by many language teachers. Thus, conducting this study in 

the selected secondary schools of Bahrain is a significant research 

endeavor because it would provide new insights in terms of improving the 

reading comprehension skills of the students. 

 A related problem experienced by secondary language learners is 

to practice autonomy in language learning. Based on the experience of the 

researcher as an English language teacher, many high school learners in 

the country rely heavily on the teacher especially in tasks related to 

reading. Hence, it is imperative to improve their metacognitive awareness 

because they sometimes find it difficult to learn how to decode meanings 
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without the direct supervision of their teachers. Metacognition has been 

recognized to contribute to learning because it concerns the processes by 

which an individual monitor and control his/her own cognitive processes. 

It also involves what one knows about cognition, including knowledge 

about oneself as a learner, about aspects of the task at hand, and about 

strategies needed to carry out the task effectively (Baker, 2009; Firth, 

2012; Chick, 2013).  

By determining the level of metacognitive awareness of reading 

strategies among third year secondary high school students enrolled in the 

public school and private schools of Bahrain, the researcher could be able 

to provide insights on how a typical Bahraini learner monitors his/her 

reading strategies which is an essential aspect for sustained learning. The 

research did not only measure the current reading comprehension skills of 

the student-respondents, but it also analyzed the influence of 

metacognitive awareness of reading strategies over the assumed 

dependent variable of the study. In summation, these research objectives 

were justified by the need to find solutions to the perennial problem on 

the weak reading comprehension of many students in the country, their 

weak levels of independent learning, and the need to link theory with 

empirical findings.  

 

1.3. Significance of the Study 

At the macro level, the study could give significant contributions in 

the field of linguistics and language teaching. This includes theoretical 

and empirical contributions, inputs to language teaching, bases for 

curriculum development, guide to language planning policies, and 

signposts for language learning materials development. 
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1.3.1. Theoretical and Empirical Contributions 

 Foremost, the results of the study would add to the existing 

empirical evidence on the nature of metacognition. Put simply, the study 

could corroborate or debunk previous findings on the relationship 

between the level of metacognitive application and the level of reading 

comprehension. This also leads to another important facet in research 

which is to verify the applicability of existing theories. In the case of this 

study, theories and models related to metacognition and language 

learning could be verified by testing the variables that represent such 

constructs.   

 

1.3.2. Inputs to Language Teaching and Bases for 

Curriculum Development 

 By conducting this study, the researcher believes that local 

language teachers in Bahrain could be guided on how to incorporate 

metacognitive strategies in the teaching of reading skills among 

secondary students in the locale. It must be noted that any language 

curriculum is dynamic in nature, which means that it undergoes several 

phases of changes. These changes are based on the current needs of the 

society and the present empirical results in language research. With the 

results of this research, the present English language curriculum could be 

modified in the light of the correlation status of the different variables. 

This means that language curriculum planners in the Kingdom of Bahrain 

could be guided in terms of how to incorporate metacognitive strategies 

in the future language learning experiences of the students.  
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1.3.3. Signposts for Language Learning Materials 

Development 

It is expected that experts who develop language learning materials 

could make use of the results of the present research because of its 

implications to language teaching and learning. In more precise terms, 

textbook writers could incorporate the metacognitive strategies as an 

integrated skill in many facets of communicative activities in the 

language textbooks that they are developing. Language website 

developers could integrate the same skills in the different icons and links 

for language learning.  

 

1.4. Aims of the Study 

The study aimed to achieve the following: 

1. Determine the metacognitive awareness of reading strategies used 

by the third year secondary school Bahraini students; 

2. Determine the most commonly used reading strategies among the 

third year secondary school Bahraini students; 

3. Analyze the reading comprehension abilities of the third year 

secondary school Bahraini students;  

4. Find out the correlation between the following variables: 

4.1. metacognitive awareness of reading strategies and the level 

of reading comprehension abilities 

4.2. type of school affiliation and the level of metacognitive 

awareness of reading strategies and the level of reading 

comprehension abilities 

4.3. gender of the students and the level of metacognitive 

awareness of reading strategies and the level of reading 

comprehension abilities 
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5. Find out the significant difference in the level of metacognitive 

awareness of reading strategies and the reading comprehension 

abilities between the following groups: 

5.1. the student-respondents in the private schools and the 

student-respondents in public school 

5.2. the male student-respondents and the female student-

respondents  

 

1.5. Research Questions 

This research aimed to determine the relationship between reading 

comprehension abilities and metacognitive awareness of reading 

strategies of third year secondary school students in Bahrain. It answered 

the following research questions: 

1. What are the reading comprehension abilities of the third year 

secondary school Bahraini students? 

2. What metacognitive awareness reading strategies are used by the 

third year secondary school Bahraini students? 

3. What are the most commonly used reading strategies among these 

learner-respondents? 

4. Is there a correlation between the following variables? 

4.1. metacognitive awareness of reading strategies and the level of 

reading comprehension abilities 

4.2. type of school affiliation and the level of metacognitive 

awareness of reading strategies and the level of reading 

comprehension abilities 

4.3. gender of  the students and the level of metacognitive 

awareness of reading strategies and the level of reading 

comprehension abilities 
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5. Is there a significant difference in the level of metacognitive 

awareness of reading strategies and the reading comprehension 

abilities between the following groups? 

5.1. the student-respondents in the private schools and the student-

respondents in public school 

5.2. the male student-respondents and the female student-

respondents 

 

1.6. Research Hypotheses 

 The following null hypotheses were tested under 0.05 level of 

significance: 

H01:  There is no significant relationship between the level of 

metacognitive awareness of reading strategies and the reading 

comprehension abilities of the third year secondary high school Bahraini 

students. 

H02:  There is no significant relationship between the level of 

metacognitive awareness of reading strategies and the type of school 

affiliation of the third year secondary high school Bahraini students. 

H03:  There is no significant relationship between the level of 

metacognitive awareness of reading strategies and the gender of the third 

year secondary high school Bahraini students. 

H04:  There is no significant relationship between the reading 

comprehension abilities and the type of school affiliation of the third year 

secondary high school Bahraini students. 

H05:  There is no significant relationship between the reading 

comprehension abilities and the gender of the third year secondary high 

school Bahraini students. 
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H06:  There is no significant difference in the level of 

metacognitive awareness of reading strategies between the student-

respondents in the private schools and the student-respondents in the 

public schools. 

H07:  There is no significant difference in the level of 

metacognitive awareness of reading strategies between the male and 

female student-respondents. 

H08:  There is no significant difference in the reading 

comprehension abilities between the student-respondents in the private 

schools and the student-respondents in the public schools. 

H09:  There is no significant difference in the reading 

comprehension abilities between the male and female student-

respondents. 

 

1.7. Scope and Limitations of the Study 

The study was guided by the general scope of investigating the 

relationship between reading comprehension abilities and metacognitive 

awareness of reading strategies of third year secondary school students in 

Bahrain. It was delimited to the selected private and public secondary 

schools in the Kingdom of Bahrain.  

One of the integral scopes of the research was to determine the 

metacognitive awareness of reading strategies used by the third year 

secondary school Bahraini students. Unlike other previous researches, 

this study was delimited to the analysis of metacognitive awareness only 

and did not include the actual knowledge of cognition and procedural 

knowledge of the learners. This is because of the fact that the study has 

set forth its scope of analyzing the metacognitive awareness of the 
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learners on a variable that is related to reading comprehension such as 

their reading strategies awareness.  

It analyzed the correlation between metacognitive awareness of 

reading strategies and the level of reading comprehension abilities, 

between the type of school affiliation and the level of metacognitive 

awareness of reading strategies, and between the type of school affiliation 

and level of reading comprehension abilities. Gender of the students was 

also considered in the analysis of the correlation between the aforesaid 

variables. The research included the process of determining the 

significant difference in the level of metacognitive awareness of reading 

strategies and the reading comprehension abilities between the following 

groups: the student-respondents in the private schools and the student-

respondents in public school; and the male student-respondents and the 

female student-respondents.  

Determining the most commonly used reading strategies used by 

the learner-respondents and analyzing their reading comprehension 

abilities formed another integral components of this research. It must be 

noted that the research covered the scope of comparing the levels of 

reading comprehension between the different groups of learners only. It 

was delimited to the analysis of other aspects of reading comprehension 

such as phonemic awareness and other similar concepts. The research 

covered the scope of examining the extent of correlation between 

metacognitive awareness of reading strategies and the level of reading 

comprehension abilities among third year secondary school Bahraini 

students. Finally, the study also determined the significant difference in 

the level of metacognitive awareness of reading strategies and the reading 

comprehension abilities between the student-respondents in the private 

schools and the student-respondents in public schools. 
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1.8. Definition of Terms 

The following terms are considered to be focal terminologies in 

this research. Thus, the following operational definition is imperative in 

order to facilitate common understanding among varying groups of 

readers. 

 Metacognitive Awareness of Reading Strategies pertains to the 

respondents’ observed and perceived awareness of the three types of 

reading strategies used in reading tasks. This includes the global reading 

strategies, problem-solving reading strategies, and the support reading 

strategies (Temur et al 2010). This also pertains to the independent 

variable of the study that is hypothesised to affect the level of reading 

comprehension abilities of the student-respondents. It was measured 

through the mean score obtained by the respondents with the use of the 

Metacognitive Awareness of Reading Strategies Inventory. 

Level of Reading Comprehension refers to the raw scores 

obtained by the student-respondents in the FCE Reading Comprehension 

Test. This is hypothesised to be the dependent variable of the study which 

is composed of several levels such as the A1, A2, B1, B2, C1, and C2 

levels according to the Common European Framework (CEFR, 2015).  

A1 Level. This refers to a level of competence in language learning 

that is classified to be a breakthrough or beginner. At this level, the 

language learner is expected to “understand and use familiar everyday 

expressions and use very basic phrases aimed at the satisfaction of needs 

of a concrete type” (CEFR, 2015, p.5). 

A2 Level. This refers to a level of competence in language learning 

that is classified to be a waystage or elementary. At this level, the 

language learner is expected to “understand sentences and frequently used 

expressions related to areas of most immediate” (CEFR, 2015, p.5). 
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B1 Level. This refers to a level of competence in language learning 

that is classified to be a threshold or intermediate. At this level, the 

language learner is expected to “understand the main points of clear 

standard input on familiar matters regularly encountered in work, school, 

leisure, etc” (CEFR, 2015, p.5). 

B2 Level. This refers to a level of competence in language learning 

that is classified to be a vantage or upper intermediate. At this level, the 

language learner is expected to “understand the main ideas of complex 

text on both concrete and abstract topics, including technical discussions 

in their field of specialization” (CEFR, 2015, p.5). 

C1 Level. This refers to a level of competence in language learning 

that is classified to be an effective operational proficiency or advanced 

level. At this level, the language learner is expected to “understand a wide 

range of demanding, longer clauses, and recognize implicit meaning” 

(CEFR, 2015, p.5). 

C2 Level. This refers to a level of competence in language learning 

that is classified to be a mastery or proficiency level. At this level, the 

language learner is expected to “understand with ease virtually everything 

read" (CEFR, 2015, p.5). 

Global Reading Strategies. This pertains to one of the 

components of the language learner’s metacognitive awareness of reading 

strategies that enables the language learners to examine the macro view of 

the text that they are reading. Examples of these strategies include having 

a purpose in mind when they read, thinking about what they know to help 

them understand what they read, thinking about whether the content of 

the text fits their reading purpose, skimming the text first by noting 

characteristics like length and organization, deciding what to read closely 

and what to ignore, using reference materials such as dictionaries to help 
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them understand what they read, using tables, figures, and pictures in text 

to increase their understanding, using context clues to help them better 

understand what they are reading, checking their understanding when 

they come across conflicting information, and trying to guess what the 

material is about when they read (Wu et al, 2012). 

Problem Solving Reading Strategies. This pertains to one of the 

components of the language learner’s metacognitive awareness of reading 

strategies that enables the language learners to explore the micro view or 

individual details of the text that they are reading. Examples of these 

strategies in the act of include reading aloud to help them understand 

what they read, underlining or circling information in the text to help 

them remember it, using reference materials such as dictionaries to help 

them understand what they read, paraphrasing to better understand what 

they read, and going back and forth in the text to find relationships among 

ideas in it (Huo, 2013). 

Support Reading Strategies. This pertains to one of the 

components of the language learner’s metacognitive awareness of reading 

strategies that enables the language learners to be guided with tools and 

materials that are suitable to the text that they are reading. Examples of 

support reading strategies include the process of reading slowly but 

carefully to be sure they understand what they are reading, adjust the 

reading speed according to what they are reading, trying to picture or 

visualize information to help remember what they read, re-reading the 

text to increase their understanding, and trying to guess the meaning of 

unknown words or phrases (Temur et al, 2010). 

 

1.9. Thesis Outline 



16 
 
 

This thesis is organized into five chapters. Chapter 1 provides a 

discourse on the nature and background of the problem. It justifies the 

research objectives such as the need to find solutions to the perennial 

problem on the weak reading comprehension of many students in the 

country, their weak levels of independent learning, and the need to link 

theory with empirical findings. It describes the significance of the thesis 

such as its theoretical and empirical contributions, inputs to language 

teaching, bases for curriculum development, guide to language planning 

policies, and signposts for language learning materials development. It 

also outlines the research objectives and research aims along with the 

research hypotheses. The final section of this chapter discusses the 

research scope and limitation and a succinct overview of the thesis.  

Chapter 2 provides a comprehensive and substantial review of 

related literature on the theories and conceptual contentions about 

metacognition and reading comprehension. The discussion of the relevant 

literature is guided by the focal themes of the study such as the concept of 

metacognition, studies on reading comprehension, reading strategies, and 

researches that focused on the relationship between metacognitive skills 

and reading comprehension of different language learners. The last 

section of this chapter provides a commentary, synthesis, and analysis of 

the various readings and literature related to the focal variables of the 

research. 

Chapter 3 explains the methodological framework of the research. 

It elaborates on the relevant methods and approaches of research that 

were applied in the study in order to address the research. It includes a 

discussion of the research design, research setting, respondents and the 

sampling method, the research instruments and their validity and 
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reliability features, data gathering procedure, and the appropriate data 

analysis. 

Chapter 4 reflects the results based on the empirical data obtained 

during the data gathering procedure. It specifically addresses the focal 

research questions of the study such as the metacognitive awareness of 

reading strategies, the reading comprehension abilities, the relationship 

between the metacognitive awareness of reading strategies and reading 

comprehension abilities, and the comparison of the significant differences 

in the respondents’ performance in these two focal variables of the study.  

Chapter 5 discusses the summary, conclusions, implications, and 

recommendations of the study. Implications for language pedagogy and 

learning are based on the empirical results obtained from the data 

gathering process. Conclusions are presented according to the research 

questions posed in the first chapter. The recommendations formulated at 

the end of this chapter primarily address the significant findings of the 

study, the research methodological framework in terms of its limitations, 

and the potential trajectories for future research.  
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Chapter Two 

 LITERATURE REVIEW AND 

THEORETICAL FRAMEWORK 

2.1. Introduction  

This chapter discusses the theoretical underpinnings and the related 

empirical research on the variables under investigation in this study. The 

initial section consists of a succinct discourse on the theories and 

conceptual contentions about metacognition and reading comprehension 

which are the focal variables in this study. The second section focuses on 

the related studies conducted in different contexts and linguistic settings. 

It is divided into three parts which include the researches on 

metacognition, studies on reading comprehension, and researches that 

focused on the relationship between metacognitive skills and reading 

comprehension of different language learners.  

 

2.2. Theoretical Framework  

 The succeeding discussion on the theoretical framework is guided 

by the tables reflecting the basic contentions on the constructs of the two 

main variables. This includes theories, models, and assumptions related to 

metacognition and reading comprehension.  

 

2.2.1. Assumptions Related to Metacognition 

Table 1 depicts a summary of the arguments and propositions 

related to metacognition. As observed in the said table, Flavell (1976) 

defined metacognition as type of thinking that requires higher order 

processes of cognition involving conscious control. Such awareness of 
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thinking is essential in reinforcing the learning process in whatever 

subject areas. 

Table (1) 

Concept and Theories of Metacognition 

Author Conceptual and Theoretical Arguments 

Flavell (1976) Metacognition is a higher order thinking that 
involves active control over the thinking 

processes involved in learning 

Oxford     (1990)  Metacognitive strategies help learners 

manage themselves as learners, the general 
learning process, and specific learning tasks 

Schraw and Dennison 
(1994) 

Metacognitive strategies can help students to 
excel in planning, managing information, 

monitoring, debugging, and evaluating. 

Taylor (1999) Metacognition is an appreciation of what one 
already knows, together with a correct 

apprehension of the learning task and what 
knowledge and skills it requires, combined 

with the agility to make correct inferences 
about how to apply one's strategic 

knowledge to a particular situation, and to do 
so efficiently and reliably. 

Anderson (2002) The use of metacognitive strategies ignites 
one’s thinking and can lead to more 

profound learning and improved 
performance, especially among learners who 

are struggling. 

Ya-Ling and Wu (2008) Metacognitive strategies are steps that 
learner take to manage or regulate their 

learning, such as planning and arranging for 
learning tasks, setting goals and objectives, 

monitoring the learning process for errors, 
and evaluating progress. 

  

https://www.researchgate.net/publication/285749731_Language_learning_strategies_in_a_nutshell_Update_and_ESL_suggestions?el=1_x_8&amp;enrichId=rgreq-f59c623e-4ffe-46ca-b4b9-6ca323594b98&amp;enrichSource=Y292ZXJQYWdlOzI4Njg4MjgyMTtBUzozMDY1Nzk3NTEwMTQ0MDFAMTQ1MDEwNTcxNjM5Nw%3D%3D
https://www.researchgate.net/publication/285749731_Language_learning_strategies_in_a_nutshell_Update_and_ESL_suggestions?el=1_x_8&amp;enrichId=rgreq-f59c623e-4ffe-46ca-b4b9-6ca323594b98&amp;enrichSource=Y292ZXJQYWdlOzI4Njg4MjgyMTtBUzozMDY1Nzk3NTEwMTQ0MDFAMTQ1MDEwNTcxNjM5Nw%3D%3D
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The said contention is also supported by Oxford (1990) by 

emphasizing that metacognitive processes assist language learners to take 

control over themselves in the holistic learning context. Through the 

consciousness of the overall learning process they are able to understand 

and manage their general learning processes as well as the specific 

learning tasks. It is evident from this elucidation that the being actively 

engaged in the task of processing information is the key to effective 

learning. 

Schraw and Dennison (1994) provided the earliest description of 

metacognition. They explained that metacognitive strategies can assist 

students to excel in planning, managing information, monitoring, 

debugging, and   evaluating. Inherent in their argument is the centrality of 

monitoring and evaluation of learning. This basically means that the 

contentions of Oxford (1990) and Flavell (1976) are affirmed in this 

proposition of Schraw and Dennison (1994). For a learner to be 

successful in his task of assimilating and accommodating concepts to his 

system, the need to plan, manage, and evaluate the processes he applied 

throughout the learning process is imperative.  

On a similar argument, Taylor (1999) proposed a similar argument 

with the propositions put forward by Oxford (1990), and Flavell (1976), 

and Dennison (1994) in terms of the significant role of metacognition in 

general learning processes. Taylor (1999) explained that the knowledge 

of one’s cognition and deliberate attempt to take control on the efficacy 

of this knowledge acquisition are key elements of metacognition. 

Learners appreciate and optimizes on the concepts that they are already 

familiar in order to move to the next level and close the knowledge gap. 

They are also assumed to apprehend and approach the learning task with 

the proper planning of the strategies that can make such attempts 
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successful and effective. Enthusiasm and awareness to rectify one’s 

mistakes and lapses in learning are also needed in the implementation of 

authentic metacognitive strategy for learning.  

In relation to the aforesaid proposition, Anderson (2002) advocated 

the idea that metacognition allows learners to maximize their learning and 

performance by applying active control and management over one’s 

learning. This contention was supported by Ya-Ling and Wu (2008) that 

metacognitive techniques are important processes that students implement 

in order to control their learning. It includes their ability to plan which 

strategies will work best on a particular learning task and their capacity to 

identify which techniques should come first over the other in order to 

make their knowledge and skills acquisition efficient. 

 

2.2.2. Assumptions Related to Reading 

Some important conceptual underpinnings related to reading 

comprehension are presented in Table 2. As observed from this table, one 

of the contentions about reading comprehension is the significance of the 

background knowledge of the learners.  Smith (1994) clearly advanced 

the idea that the learners’ knowledge, experience, and understanding 

about the topic that they are important in the global understanding of the 

text. In a related elucidation on the nature of reading, Anderson (1994) 

emphasised the importance of schema activation and construction in the 

general understanding of the text that leaners decode. This basically 

implies that readers adjust their own knowledge system when trying to 

understand a text that is presented to them. This argument is consistent 

with the cognitivists’ perspective of learning wherein the learners are 

viewed as active participants of the learning process. Readers or learner, 

in general are expected to construct meanings from the stimuli that are 
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presented to them rather than by just memorizing and getting used to 

some respondents.  

 

Table (2) 
 

Contentions Related to Reading Comprehension 
 

Author Conceptual and Theoretical Arguments 

 

Smith (1994)  The background knowledge of the learner 
interacts with the reading task and student’s 

knowledge and previous experience with the 
world is crucial to deciphering a text.  

Anderson (1994) Comprehension is the process of activating 

or constructing a schema that provides a 
coherent explanation of objects and events 

mentioned in a discourse. 

Goodman (1988) Prediction is important in reading because 
the brain is always anticipating and 

predicting as it seeks order and significance 
in sensory inputs. 

Mikulecky (2008) Reading is a conscious and unconscious 

thinking process. 

August and Shanahan 
(2006) 

Second language reading involves many 
subskills.  

Block (1992) Strategic readers do not only sample the text, 
but also make hypotheses, confirm or reject 

them, and make new hypotheses while 
reading. 

 

The primacy of prediction or anticipation of ideas that readers are 

going to encounter is another important element in a successful reading 

task (Goodman, 1988). This means that readers are expected to manage 

their sensory experience in such a way that they are able to activate prior 

experiences related to the topic that they are going to read. Being able to 
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activate appropriate sensory experiences enables a learner to plan and 

manage the right reading strategy that will be effective in specific reading 

task.  

Block (1992), on a similar argument with that of Goodman (1988) 

and Anderson (1994), theorized that through metacognition, readers 

become strategic planners in the sense that they are able test, verify, and 

make new hypotheses. As an aspect of cognitive process, the contentions 

of Mikulecky (2008) provide strong support on the importance of 

metacognition and reading. This is because he viewed reading as a 

conscious and unconscious thinking process. The reader utilizes various 

processes to recreate the meaning that the wants to convey to the readers. 

In order to do this, the reader needs to compare and contrast textual inputs 

that best fit his or her prior experience and knowledge. This also means 

that a reader optimizes a large repository of experience and knowledge 

when he is performing a reading task. This is facilitated through the use 

of schemata or classified categories of knowledge and experience. It is 

also argued that the four components of basic comprehension skills, 

lexical or vocabulary skills, extensive reading ability, and fluency in 

reaching overlap.  

August and Shanahan (2006) argued that extensive reading, 

comprehension skills, reading fluency, and vocabulary building are all 

integral parts of the development of effective second-language reading. 

Instruction in the key components of reading is necessary but not 

sufficient for teaching language-minority students to read and write 

proficiently in English. Oral proficiency in English is critical as well but 

student performance suggests that it is often overlooked in instruction. 

From the aforementioned contentions of reading, it can be logically 

stated that reading is a complex process. This finds verity in the 
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assumption of Smith (1994), Anderson (1994), and Goodman (1988), 

who all argued about the cognitive processes involved in the task of 

reading. Moreover, Mikulecky (2008, August and Shanahan (2006), and 

Block (1992) all support the various subskills that are important when a 

reader is performing a reading task.  

 

2.3. Literature Review 

 In the succeeding discussion, empirical studies related to the level 

of metacognitive skills of different groups of learners, the level of reading 

compression skills of various language learners, and the relationship 

between the application of metacognitive skills and reading 

comprehension are reviewed.  

 

2.3.1. Metacognitive Skills 

There are various studies related to the level of metacognitive skills 

or types of metacognitive strategies applied by different groups of 

learners around the world. For example, Cardenas (2009) conducted a 

study on the impact of meta-cognitive awareness-raising strategy that was 

integrated in typical English sessions of EFL classroom who were taking 

up an education program in tertiary institution in Chile. It endeavored to 

evaluate the influence of awareness raising mechanism of metacognition 

on the levels of proficiency of the target language and the extent of 

independence toward learning.  

One of the strengths in the said research of Cardenas (2009) is the 

fact that it not only investigate the relationship between the dependent 

and independent variables but it also examined several moderating and 

intervening variables, which led to the generalization that some 
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relationships between and among variables are not linear in the sense that 

these relationships are complex in nature. Involving a total of 40 college 

students who were under the education program of a tertiary institution 

was another strengths of the research. However, this could have been 

increased by the researcher in order to increase the generalizability of 

results. The said respondents were also exposed to conscious-raising 

activities integrated in their language lessons. The results of the study 

revealed that training the students to be aware of their learning strategies 

through conscious raising activities can result to increased proficiency 

levels. Such results were mostly evident among the weak learners which 

makes this an important research findings. Quantitative analysis of the 

research data indicated a complex type of relationship between the 

variables. Because of the significant positive effects of metacognition and 

the awareness raising activities, the research strongly recommend the 

integration of such strategies in many academic areas.  

Magaldi’s (2010) work discussed one aspect of metacognition 

which is the nature of learner autonomy and its positive influence on 

learning outcomes. The aforesaid endeavor explored the different theories 

and models of language learning and their impact on the curriculum 

framework and instructional strategies in the context of metacognition. It 

argued that metacognition significantly promotes enhanced learning 

because of its component processes such awareness of oneself and of the 

learning process itself. One of the strengths of the said research is that 

after enumerating the ramifications of using metacognition in several 

instructional models, the said paper proposed the use of incorporating the 

teaching and development of learning strategies in order to promote 

autonomous learning. The ability of the learners to exercise autonomy 

allows assimilation of important schema and concepts that are needed 
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effective and long-term learning process. An evident limitation of the said 

research is that it only covered a general scope of language learning and 

did not specifically focus on a specific language skills such as that of 

reading comprehension or writing skills. 

Vaiciuniene and Uzpaliene’s (2013) is significant to mention 

because it analyzed the different online reading strategies used by a 

specific group of learners and the said study also evaluated the  

correlation between metacognitive awareness and the level of online 

reading strategies. Through the use of the Online Survey of Reading 

Strategies (OSORS), the strategies applied by the student-respondents in 

various reading tasks were identified. It must be noted that the reading 

task and the reading strategies were in the context of a foreign language.  

It can be argued that one of the strengths of Vaiciuniene and 

Uzpaliene’s (2013) research is that it utilized a combination of the 

descriptive analysis and quantitative research method in addressing the 

research problem. However, it only used a total of 89 bonafide students 

who have different levels and experiences of online reading were selected 

as the respondents of the study. This number of respondents is relatively 

small in number but it still contributed to a significant empirical result in 

terms of metacognitive skills of a specific group of learners. The study 

revealed that many readers work directly with the passage that they are 

reading in order solve specific and global problems related to the text in 

online reading. An important implication of the said research is its 

proposition to integrate metacognitive reading strategies in reading 

instruction. The identification of their mostly used online reading 

strategies as revealed in the results obtained from research instrument 

could assist language teachers in designing lessons and activities that 

would support and complement the use of such strategies.    
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Vianty (2007) investigated into the students’ use of metacognitive 

reading strategies in the context of analytic and pragmatic approaches to 

reading in two mutually distinct languages. A total of 101 students were 

selected to answer the Metacognitive Reading Strategies questionnaire 

(MRSQ). One of the strengths of the said research is that before 

administering the questionnaire to the target respondents, the researcher 

conducted an instrument validation procedure wherein the internal 

consistency of the respondents’ responses based from the two English and 

Bahasa versions of MRSQ were confirmed. With the use of the t-test, it 

was revealed that there exists some significant differences in the use of 

metacognitive reading strategies between English texts and Bahasa texts. 

A more analytic reading strategy was used by the student-respondents 

when they are asked to read articles that are written in their native 

language. Nonetheless, when reading English texts, the student-

respondents used a more pragmatic reading strategies. The attitude of the 

students to use pragmatic reading strategies was recorded to be highly 

favored and this was attributed to an identified factor. The simplicity of 

pragmatic reading strategies was one of the reason why students prefer 

the use of these type of reading strategies especially for less advanced 

readers. Despite the clear statistical differences between the various 

respondent clusters and the accurate statistical results, the research 

recommends a replication procedure to a larger sample in the future in 

order to verify the said findings. Hence, an evident limitation of this 

research is the relatively small number of respondents.  

In the research of Jaleel (2016), it was argued that developing 

metacognitive abilities does not necessarily mean that readers are trained 

to be reflective in their reading tasks. Instead, it primarily entails the 

learning and application of specific learning strategies. There are various 
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terminologies and jargons associated with the umbrella term of 

metacognition and this includes executive skills, higher-order skills, 

metacomponents, metamemory, metacognitive awareness process, 

metacognitive experiences, metacognitive knowledge, metacognitive 

skills, and metacognitive beliefs. These processes and conditions allow 

the learners to be mindful and be aware of the processes about learning 

and the acquisition of concepts and information.  

The aforesaid study of Jaleel (2016) has some strengths and 

limitations. One of its strengths in relation to the present study is that it 

investigated the metacognitive awareness of a specific group of high 

school students with the use of an awareness inventory that was 

standardized in nature. It also verified the assumption that there exists 

significant variations in the metacognitive awareness of the respondents 

when grouped according to gender, locality, and the type of school 

affiliation. Through the use of appropriate statistical tools and tests, it 

advance the idea that the application of metacognitive skills vary from 

one group of students to the other and some factors such as gender and 

locality could affect the application of these metacognitive processes. 

One apparent limitation is the application of a single group of learners 

instead of comparing the results with other group of learners from another 

culture or using a longitudinal approach. 

Another important study in the area of metacognition is that of 

Aydin (2016) which investigated the correlation between secondary 

school students’ self-efficacy perceptions and beliefs toward a science 

subject and their extent of usage of several metacognitive strategies in 

learning biology as a science subject. One of the strengths of this research 

is the use of a relatively large sample as reflected in its utilization of a 

total of 268 secondary schools students in different high schools as the 
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respondents of the research. The said students were enrolled in a biology 

class in Kars, Turkey and they were required to complete a research 

survey after being selected to be part of the research sample. The Self 

Efficacy for Learning and Performance was administered to these group 

of respondents and the Metacognitive Self-Regulation subscales of 

Motivational Strategies for Learning Questionnaire (MSLQ) was also 

administered after the respondents completed answering the first research 

instrument. The last research instrument that was administered was the 

Academic Motivation Scale for Learning Biology. The research was 

delimited in the usage of a quantitative approach in terms of its research 

methodology.  

It was revealed in the research findings of Aydin (2016) that the 

utilization of metacognitive strategies along with the manifestation of 

self-efficacy had a promising effect and correlation with their internal 

motivation to learn the subject matter. Demotivation was found out to 

have a direct correlation with self-efficacy, however. In like manner, the 

use of metacognitive strategies did not predict amotivation but it was 

significantly considered to be one of the best predictor for extrinsic 

motivation. Finally, the research findings revealed that amotivation has a 

negative relationship with the other sub-variables. An important 

implication that can be drawn from the said research is the significance of 

metacognitive strategies in learning and in predicting some types and 

aspects of motivation.  

Alvarado, Puente, Jimenez, and Jimenez’s (2012) research is also 

significant to note because it utilized a modified Scale of Reading 

Consciousness in assessing the level of metacognitive skills of a selected 

group of respondents. It was argued in the said research that 

metacognition involves structures about knowledge and about certain 
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processes that are cognitive in nature. It put forward the assumption that 

young learners assimilate and accommodate a bulk of knowledge and 

beliefs that allow them to control, monitor, and evaluate their learning as 

they are exposed to new ideas and experiences. In general, metacognition 

has been assumed and acknowledged to affect academic performance but 

little has been done to investigate its applicability for deaf learners. 

Nonetheless, it was recommended that metacognitive awareness and 

skills need to be developed in many academic areas. The strengths of 

their study are reflected in the use of valid and reliable research 

instruments before proceeding with the data gathering procedure. 

However, their study was delimited also to the application of quantitative 

approach in terms of data gathering process and data analysis.  

 

2.3.2. Reading Comprehension Skills 

 One of the focal variables is reading comprehension skills. In the 

succeeding discussion, the different researches that focus solely on 

reading comprehension, reading motivation, and reading strategies are 

reviewed. One of the studies related to the investigation of reading 

comprehension skills of selected learners was conducted by Baier (2005). 

The said study hypothesized that students who use reading 

comprehension strategies while reading has the propensity to retain large 

chunks of information and inputs that allow them to understand the text in 

an efficient manner.  

One evident limitation of the research of Baier (2005) is the use of 

a relatively small number of samples. In more specific premise, a total of 

14 elementary students from a private school were selected as the 

respondent of the research. On the contrary, it has notable research 

methodological strengths because it applied a longitudinal approach as 



31 
 
 

reflected in the process of requiring the research participants to complete 

the Qualitative Reading Inventory and answer different sets of reading 

comprehension tests. At the onset of the study, the student-respondents 

were asked to learn strategies for self-questioning during a reading task. It 

consisted for a total of six weeks and at the end of the sixth week, the 

student-respondents were required to answer the Qualitative Reading 

Inventory and the reading comprehension tests. It was revealed that a 

total of 12 out of 14 respondents had an improvement in terms of their 

reading comprehension skills after the six weeks of training and learning 

the strategies for self-questioning. It was also concluded that training the 

students the reading questioning strategy could promote advantageous 

effect on the students’ general reading comprehension skills because the 

said strategy is a component of metacognition that can evidently promote 

effective and long-term learning.  

In the research of Jiang (2011), the interrelationships of first 

language (L1) literacy, second language (L2) proficiency, and L2 reading 

skills of a selected group of EFL learners were investigated. The results 

indicated that there was a correlation between first language literacy and 

the second language reading comprehension skills of the learner-

respondents. After performing the regression analysis, it was indicated 

that second language proficiency contributed up to 30% of the variance in 

second language reading comprehension performance. Such results imply 

that reading comprehension is a complex process wherein many variables 

that constantly interact with each other. Investigating the factors of prior 

learning and metacognition in relation with the various levels of reading 

comprehension especially in the context of second language or foreign 

language reading is a research endeavor that is worthy to be implemented. 
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One of the strengths of Jiang’s (2011) research was the use of 

relatively large samples. A total of 246 Chinese university level students 

were chosen as the respondents in the said study. Their literacy in their 

first language and their performance in their second language were 

determined by using the admission examinations upon entering college 

level. Another positive feature of the said research is the use of a 

combination of a researcher-made test and a reading comprehension 

section of a standardized exam in measuring their second language 

reading comprehension skills. On another note, the research could have 

used a mixed method approach by applying an interview technique that 

could have elicited opinions and narrative descriptions from the 

participants about their experiences.  

Cromley’s (2005) research is also relevant in this research because 

it tackled a focal variable which is reading comprehension skills . The 

results indicate a number of the student respondents used think-aloud 

protocol when they were required to read the text that was historical in 

nature. An important finding of the study is its affirmation that 

background knowledge and vocabulary were seen as the best predictor for 

the overall reading comprehension levels. Consequently, there exists a 

significant difference in the general comprehension levels of reading 

comprehension between low and advance student-participants in the 

experiment. The extent of predictiveness of background knowledge and 

vocabulary was also influenced by the type of learner wherein low and 

advance student-participants have different levels of reading 

comprehension predictors. It can be implied from the findings that 

background knowledge as a component of prior learning in metacognitive 

skills awareness utilization is important in enhancing reading 

comprehension.  
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One of the strengths of Cromley’s (2005) research is its exploration 

of an important research problem. Albeit the said study did not tackle the 

entire metacognitive variable, it is important to mention that it did 

confirm the important role of prior knowledge in achieving the goal of 

enhanced reading performance. Another strength of his study is that it 

primarily replicated a comparison of the Construction-Integration (CI), 

Verbal Efficiency (VE), and Inferential Mediation (IM) models of reading 

comprehension. These four models were tested using its individual fitness 

in terms of the respondents’ performance in inferencing, using 

background knowledge, utilizing appropriate vocabulary, reading words 

accurately, and general reading comprehension. 

Akyol, Cakiroglu, and Kuruyer (2014) conducted a study that 

aimed to improve the reading performance of the students in a selected 

institution. It was revealed that the respondents improved significantly in 

the skills of reading aloud and word recognition. Finally, the student 

concluded that the application of appropriate enrichment program is vital 

in achieving the goal of enhancing the reading comprehension skills of 

the students. One way of achieving this is to optimize the prior 

knowledge and background experiences of the learners.  

An apparent strength in the research of Akyol et al (2014) is its 

application of an enrichment program as part of the research process. 

However, it is delimited only to a total of 3 participants in the fifth grade 

who were selected and were tested in terms of their skills in word 

recognition and overall reading comprehension skills. Because it used a 

combination of qualitative and quantitative statistical measures in order to 

analyze the data obtained from the respondents, it makes the study 

significant in terms of its application of research methodological design.  
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2.3.3. Reading Strategies  

 In the area of reading strategies, the research of Rastakhiz and 

Safari (2014) is important to note. The said study examined the 

correlation between support reading strategies and global reading 

strategies of a group of foreign language learners at the intermediate level 

in Iran. It analyzed the effect of the said reading strategies on the 

respondents’ reading comprehension ability. The most frequently used 

reading strategy among the learner-respondents was the support reading 

strategy. Global reading strategies were the second in rank in terms of 

reading strategy usage and awareness. It was the problem solving reading 

strategy that was found to be the least used among the respondents. It was 

affirmed that there was a correlation between strategy use and the general 

comprehension abilities of the students.  

 The aforesaid study of Rastakhiz and Safari (2014) has some 

strengths and limitations. Only total of 100 EFL learners were selected as 

the respondents of the study. This number could have been increased in 

order to increase the generalizability. One of its strengths is that the 

respondents were subjected to take a Cambridge reading exam and the 

Survey of Reading Strategies (SORS). These instruments have high level 

of reliability and validity, which makes the research results conclusive 

and highly reliable. The results revealed that the EFL learners had a high 

level of awareness of their reading strategies and that they were 

categorized as active readers because of this level of utilization. 

 Solak and Altay (2014) also investigated the usage of reading 

strategies among 130 prospective teachers of English in a specific 

government university. It was indicated in the results that the problem 

solving reading strategies were the most commonly used strategies 

employed by the respondents. They had to mark, underline, and encircle 
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the reading text in order to facilitate better understanding of what they are 

reading. There was no significant difference in the reading strategy usage 

between the male and female student-respondents.  

 An obvious positive application in the said research of Solak and 

Altay (2014) is its usage of the Metacognitive Awareness of Reading 

Strategies Inventory (MARSI). This instrument has high level of validity 

and reliability since it has been developed and modified by previous 

scholars who also investigated the same focal variable. The use of 

academic reading materials based on the university curriculum in order to 

measure their reading comprehension abilities was another positive 

feature of the research. Using an internal measure of reading 

comprehension skills, instead of using the Cambridge or any other 

standardized reading comprehension instruments, have given the 

respondents of the study an opportunity to use an authentic and relevant 

material that is free from higher cultural load. 

 Another empirical research that delved into the analysis of reading 

strategies is that of Chen and Chen (2015). In their study, the reading 

strategies used by high school foreign language students were explored. It 

was evident in the findings that there was a considerable high level of 

awareness and usage of reading strategies among the participants. Global 

reading strategies were the most frequent reading strategy to be applied in 

reading tasks among the respondents and this was followed by the 

problem,-solving reading strategies. In terms of gender differences, it was 

revealed that female learners employ more reading strategies in EFL 

reading tasks than their male counterparts.  

 It is apparent that one of the strengths of the said research of Chen 

and Chen (2015) is its application of a large number of samples. Unlike 

the previous studies on the analysis of reading strategy usage, the study 
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made use of a large number of respondents because they selected 

approximately 1,200 high school students as respondents. It also utilized 

Survey of Reading Strategies (SORS) in measuring the student-

respondents’ reading strategy usage. This adds to its research 

methodological strength because the said instrument has high level of 

validity and reliability as well. 

 Hung and Ngan (2015) also analyzed the extent of reading strategy 

usage among a certain group of language learners in an EFL setting. To 

be specific, selected freshmen and junior level English major students in 

one of the universities in Vietnam were selected to participate in the 

research. It was the junior university students who used translating, 

resourcing and highlighting more frequently than any other reading 

strategy. An interesting finding in the said research is that there was a 

significant variation in the junior students’ use of identification, 

analyzing, and elaboration reading strategies. In general the two groups of 

learners had a moderate level of reading strategy usage. One of the 

strengths of the said research is that instead of using the conventional 

reading strategies questionnaire, the aforesaid researchers used an 

instrument that was composed of 22 statements indicating the reading 

strategy usage. It was discovered that the first year students used 

skimming, scanning, translating, highlighting, and relevant-thinking more 

frequently than the other strategies. 

 Mahmoudi’s (2014) research explored awareness of reading 

strategies of around 115 university student. It is important to note that the 

results of the said quantitative study confirmed that the language learners 

had moderate level of usage of the reading strategies. Nonetheless, there 

exist some significant differences in the various scales of the research 

instrument. The highly used reading strategy was the problem solving 
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reading strategy. It was proven to be higher than the global and support 

reading strategies. It was argued that the goal of identifying the most 

common reading strategy by the language learner is an important element 

in the design and delivery of language lessons to various groups of 

learners. Being cognizant of the various reading strategies can allow 

language teachers to integrate the use of the most helpful reading strategy 

in their language learning sessions. One of the strengths of the said 

research is its usage of highly reliable and valid research instruments. It 

was, however, delimited to the use of a single approach, which is the 

quantitative research approach.  

The study of Shehadeh (2015) analyzed also the different types of 

reading strategies employed by engineering students in a selected 

polytechnic university. An important contribution of the study is that it 

aimed to investigate the differences of reading strategy usage between 

high proficiency and low proficiency students. Identification of the highly 

used and the least used reading strategy for the different groups of 

learners was sought by the aforementioned research. With the 

involvement of 100 engineering students as the respondents of the study, 

it was revealed that the most commonly used reading strategy was the 

global reading strategy which was followed by the problem solving 

reading strategy. An important finding in the said study is its affirmation 

that there exist a correlation between the language learners’ reading 

comprehension abilities and the use of global reading strategies.  It was 

evident in the findings that there was a significant difference in the usage 

frequency of reading strategies between highly proficient readers and the 

low proficient readers. For top-down processing, the global reading 

strategy was the most frequently use by the language learners. Both the 

highly proficient and low proficient readers have the same order of 
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preference in terms of the reading strategy use: that is global, problem-

solving, and support reading strategies.  

One of the notable strengths in the study of Shehadeh (2015) is the 

fact that instead of using the traditionally used instruments for measuring 

this variable, the said study employed three types of instruments such as 

the questionnaire on the use of reading strategy, selected TOEFL reading 

passages, and the samples of reading passages from newspapers. Another 

important contribution of the study is that it aimed to investigate the 

differences of reading strategy usage between high proficiency and low 

proficiency students. Identification of the highly used and the least used 

reading strategy for the different groups of learners was significant in the 

sense that previous researchers lack the comparison in terms of this 

variable.  

Chen’s (2015) research is vital to note when it comes to the 

analysis of reading strategy use because the said study analyzed the 

foreign language learners’ usage of such strategies in online reading 

tasks. In this study, a total of 94 foreign language learners were subjected 

to an online survey of their current use of reading strategies. Similar to 

the findings of the previous studies, it was revealed that the global 

reading strategies were the most frequently used strategies among the 

foreign language learners. This was evident in their frequent use of 

contextual clues, table observations, picture marking strategies in various 

online articles and texts. Highly proficient learners employ more global 

and problem reading strategies than the low proficient language learners. 

It is interesting to note that the analysis did not affirm the significant 

difference in the use of reading strategy between the male and female 

foreign language learners when it comes to reading only text.  
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The aforesaid study of Chen (2015) bears similarity with the study 

of Shehadeh (2015) because it also compared the reading strategies of 

different group of learners with varied levels of proficiencies. One of its 

strengths is its application of valid and reliable research instruments. 

Nonetheless, the researcher could have incorporated introspection 

research techniques in order to elicit personal attitudes and perceptions of 

the research respondents.  

 Amer, Barwani, and Ebrahim (2010) also examined the online 

reading strategy usage of two groups of university students who are 

foreign language learners of the English language. The Survey of Reading 

Strategies (SORS) was utilized in measuring the said variable. It was 

affirmed in the analysis that there was a significant difference in the use 

of reading strategies between the fourth year level university students and 

the first year level university students. The results were also corollary 

with the previous studies on reading strategy usage. As it was revealed in 

the results, highly proficient readers tend to use global reading strategies 

than the low proficient readers. Support reading strategies were more 

frequently used by the first year university students than the other types 

of reading strategies. Gender did not affect the use of reading strategy. 

Global reading strategies were more frequently used by the fourth year 

university students. In terms of reading proficiency level, it was revealed 

that the fourth year students were more proficient readers than the first 

year students. One of the strengths of the said study is its usage of the 

Survey of Reading Strategies (SORS), which is a highly reliable and valid 

research instrument. An apparent limitation of this study is its sole usage 

of cross-sectional research approach and quantitative design.  

The online reading strategies of another group of foreign language 

learners were also investigated by Al-Yami (2013). The said study 
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involved the 110 university students who were enrolled under the 

languages and translation program of the university. The Survey of 

Online Reading Strategies was used to measure the said variable. In this 

study, the respondents frequently used the problem solving reading 

strategies which was followed by the global reading strategies. Support 

reading strategies were the least frequently used strategies among the said 

group of respondents. Based on the correlational analysis performed by 

the researcher, it was indicated that there was no correlation between the 

reading strategy usage and the respondents’ age, level of university study, 

frequency of online interaction, and the years of computer usage. There 

was a low level of correlation between internet usage and online reading 

strategy use. Gender was only found to have a significant correlation in 

terms of the respondents’ use of support reading strategies. An obvious 

strength of the research is its application of valid methodological 

framework which is the correlational research design because the study 

aimed to determine the correlation of focal variables. However, the study 

could have complemented the numerical results with the qualitative 

inputs from the respondents in the form of interview responses.  

Abidin and Riswanto’s research is also important to note because 

(2012) they conducted a research on the comprehension studies of 60 

language learners in a foreign language classroom setting. The Survey of 

Reading Strategies (SORS) questionnaire was also used in measuring the 

variables of the study. It was affirmed in the analysis that gender is not a 

causative variable on the use of reading strategy. An important finding 

that was put forward in the study is the proposition that language learners 

understand the significance of the use of such reading strategies in 

improving their comprehension of a particular reading passage but they 

lack the knowledge of how to use such strategies. Just like the previous 
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researches on reading strategy usage, the said research has an apparent 

limitation is the usage of a single research approach, which is quantitative 

in orientation. Its evident research strength is its compliance to valid 

research methodological design. 

In the empirical work of Elhoweris, Alsheikh, and Haq (2011), the 

reading strategies of students with learning disabilities were explored. 

With the use of both quantitative and qualitative research approaches, it 

was found out that the respondents were aware of the reading strategies 

but they do not use these strategies in actual reading tasks. In processing 

difficult text passages, the most commonly used strategies were to 

examine how the content of the reading passage suits the purpose of the 

author and the process of taking a pause and thinking about the nature of 

the text that the respondents are reading. Problem-solving reading 

strategies were the most frequently used strategy, while the support 

reading strategies were the least frequently used strategy in reading 

difficult and easy textual passages. It is apparent that one of the strengths 

of this research is its application of a mixed method approach as reflected 

in its usage of both quantitative and qualitative methods of data analysis.  

Quiroz’s (2014) research is another research that is important to be 

reviewed in this section because it explored the use of reading strategies 

among 19 bilingual university students. Through the use of the think-

aloud technique and semi-structured interviews, it was discovered that the 

reading proficiency levels of the language learners significantly affect 

their use of reading strategy. The significant difference in the reading 

strategy utilization between the highly proficient and the low proficient 

readers was only evident at the level of syntax reading tasks. It was 

assumed based on the results of the study that the shared systems of 
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writing between the first language and second language could affect the 

use of reading strategy.  

In the research of Quiroz (2014), one of the research stregnths is its 

application of a mixed method approach as reflected in its usage of both 

quantitative and qualitative methods of data analysis. This is similar to 

the technique used by Elhoweris et al (2011) wherein they also used both 

quantitative and qualitative research approaches in investigating the 

reading strategies of students with learning disabilities. Reviewing 

empirical researches related to reading strategies is imperative because of 

the main variable of the current study which is on the metacognitive 

awareness of reading strategies.  

 

2.3.4. Metacognition and Reading Comprehension 

The relationship between metacognition and reading 

comprehension is one of the hypotheses of the study. Hence, reviewing 

the succeeding studies which focused on the correlation of the two 

variables is an imperative process that reinforces the empirical 

underpinnings of the present research. Table 3 reflects the main features 

of these related empirical studies.  

Table (3) 

Summary of Studies on the Relationship between Metacognitive Skills 

and Reading Comprehension 

Authors 
 

Variables Participants/ 
Respondents 

Instruments Used 

Ahmadi, 

Ismail & 
Abdullah 

(2013) 

Metacognitive 

Reading Strategy 
Awareness and 

Reading 
Comprehension 

 

Secondary 
Sources 

 

Literature Review and 

Meta-analysis of 
Existing Empirical 

Literatures 
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Authors 
 

Variables Participants/ 
Respondents 

Instruments Used 

Alhaqbani 

& Riazi 
(2012) 

Metacognitive 

Awareness of 
Reading Strategy 

Use 

122 

Undergraduat
e EFL 

University 
Students 

30-Item Survey of 

Reading Strategies 
based on the 

Metacognitive 
Awareness of Reading 

Strategies Inventory 
(MARSI) (Mokhtari & 

Reichard, 
2002) 

 Vehovec, 

Zubković, 
Reinić 

(2014) 

Metacognitive 

Knowledge, 
Attitude toward 

Reading, and 
Reading 

Comprehension 

Early 

Adolescents 
in Croatia 

14-Item Measure of 

Metacognitive 
Knowledge of Reading 

Strategies (Miholic, 
1994 and Schmitt, 

1990); 20-Item 

Elementary Reading 
Attitude Survey 

(ERAS; McKenna & 
Kear, 1990) 

Osterholm 

(2006) 

Metacognitive 

Skills and 
Reading 

Comprehension 

9 Student 

Teacher 
Volunteers 

Reading 

Comprehension on 
Texts Focusing 

Mathematical Topics; 
Oral Interviews and 

Focus Group 
Discussion on 

Metacognitive 
Strategies Used 

 

Phakiti 
(2006) 

Metacognitive 
Strategies and 

Reading 
Performance 

 

358 EFL 
University 

Students  

EFL Reading Test 
(Rational Cloze Test 

and Comprehension); 
Cognitive and 

Metacognitive Strategy 
Questionnaire  (Verbal 

Reports, Self-Reports, 
Think-Aloud 
Protocols, 

Retrospective 
Interviews)  
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Authors 
 

Variables Participants/ 
Respondents 

Instruments Used 

Sonleitner 

(2005) 

Metacognitive 

Strategy and 
Attitude toward 

Reading in the 
Different 

Disciplines 

430 Biology 

Students 

Metacognitive 

Awareness of 
Reading Strategies 

Inventory (MARSI); 
Likert Scale on the 

Attitude toward 
Reading (based on 

Shaw and Wright, 
1967) 

Tavakoli 

(2014) 
 

 

Metacognitive 

Strategy 
Awareness and 

Reading 
Comprehension 

100 

Undergraduat
e Students 

Michigan Test of 

English Language 
Proficiency 

(MTELP); the Survey 
of Reading Strategies 

(SORS), 

semi-structured 
interview, a 

demographic profile 
questionnaire, and a 

reading comprehension 
test. 

 

Thao, Mai, 
and Ngoc 

(2014) 
 

 

Metacognitive 
Strategies and 

Reading 
Comprehension 

Skills in 
Technical Subject 

Areas 
 

592 First 
Year Students 

in a 
University  

Survey of Reading 
Strategies (SORS); 

Reading 
Comprehension Test 

Guo and 

Roehrig 
(2011)  

Metacognitive 

Awareness; 
Second Language 

Comprehension 
and Language 

Knowledge-
Related Variables 

 

278 

Undergraduat
e Students 

 

Reading Test in the 

TOEFL; 
Metacognitive Reading 

Strategies 
Questionnaire 

(MRSQ); 
Metacognitive Reading 
Awareness Inventory 

(MRAI) 
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Authors 
 

Variables Participants/ 
Respondents 

Instruments Used 

Razi and 

Cubukco 
(2014) 

Metacognition 

and Reading 
Comprehension 

93 Freshmen 

University 
Students 

Reading 

Comprehension Test; 
Metacognitive Reading 

Strategy Questionnaire  

Ditzel 
(2010) 

 
 

 

Metacognitive 
Reading 

Strategies and 
Self-Regulation 

5 College 
Students 

Interviews, Think-
Aloud Protocols, 

Informal Observations, 
and Document 

Analysis 

Wu, Valcke, 
and Keer 

(2012)  
 

 

Metacognitive 
Awareness and 

Reading 
Strategies 

 
 

494 - 2119 
Middle 

School 
Students  

 
Metacognitive 

Awareness of Reading 
Strategies Inventory 

Temur, 

Kargin, 
Bayar, and 

Bayar 
(2010) 

 

Metacognitive 

Awareness 

101  Grade 

6,7, and 8 
Students 

Metacognitive 

Awareness of Reading 
Strategies Inventory 

(MARSI) 

 
Magogwe 

(2013) 
 

 

Metacognitive 
Awareness of 

Reading 
Strategies and 

Reading Skills 
 

University 
Students 

Survey of Reading 
Strategies 

Questionnaire and 
Structured Interview 

 

Yuksel and 
Yuksel 

(2012) 

Metacognitive 

Awareness of 
Reading 

Strategies and 
Reading Skills 

 

 

University 
Students 

 

Survey of Reading 
Strategies  

 
Ghyasi, 

Safdaria, 
and  Farsani 

(2013) 

 

 
Metacognitive 

Awareness of 
Reading 

Strategies and 

Reading Skills 
 

 
Undergraduat

e Students 

 
Survey of Reading 

Strategies and 
Structured Interview 
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Authors 
 

Variables Participants/ 
Respondents 

Instruments Used 

 

Huo (2013) 
 

 

Metacognitive 
Awareness of 

Reading 
Strategies and 

Reading Skills 
 

 

Junior 
College 

Students 

 

Metacognitive 
Awareness of Reading 

Strategies Inventory 
and Reading Test 

 

One of the relevant studies that attempted to investigate the 

correlation between metacognition and reading comprehension is that of 

Ahmadi, Ismail & Abdullah (2013). The said research attempted to 

determine whether or not meta-cognitive reading strategy awareness 

improves the general reading abilities of EFL learners. Finally, the results 

of the said empirical research indicated that metacognitive reading 

comprehension competency is important in holistic second language 

learning. Proficient learners are found to be more likely to utilize 

metacognitive reading comprehension skills than less proficient language 

learners. Readers who maximize the usage of metacognitive reading 

comprehension skills are more efficient in handling problems in different 

reading texts and tasks. An important conclusion of the study is its 

emphasis on the empirical findings that metacognitive reading 

comprehension skills has a positive effect on the reading performance of 

both less proficient and more proficient readers.  

It is apparent that Ahmadi’s et al (2013) research has several 

strengths because of its significant contributions. One of the most 

important contributions of the paper is its clarification on the construct of 

metacognitive reading strategy and its significance in promoting 

enhanced reading comprehension abilities. Second, it provided a 

comprehensive literature review in terms of the process related to 
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metacognitive reading strategy. It also analyzed the assumed correlation 

between metacognitive reading strategy awareness and reading 

comprehension. 

In the study of Alhaqbani & Riazi (2012), the awareness of reading 

strategy among tertiary level students were investigated in the context of 

reading Arabic texts. It was revealed that problem solving reading 

strategies were perceived to be more practical than support reading 

strategies or even global reading strategies. There was a significant 

statistical correlation between the student-respondents’ Arabic reading 

ability and their overall use of metacognitive awareness of reading 

strategies, between their Arabic reading ability and use of global reading 

strategies, and between their Arabic reading ability and use of problem 

solving reading strategies. African language learners apply a more global 

reading strategy than Asian language learners. Students at the higher level 

of education applied more strategy usage than those who were still in 

their freshmen and sophomore years.  

Although the study of Alhaqbani & Riazi (2012) offers significant 

empirical information on the nature of the correlation between reading 

comprehension skills and the use of metacognitive awareness of reading 

strategies, there were limitations pointed out. To address these 

limitations, it was recommended to replicate the study by involving both 

genders and by using different texts other than Arabic. One apparent 

strength of the said research is that it made use of context of reading 

Arabic texts, which was highly relevant to the respondents of their study. 

It also made use of a significant number of respondents wherein a total of 

122 college students from Asia and Africa were required to answer a 30-

item inventory of reading strategies. Hence, the use of this cross-sectional 

design poses to be one of the unique features of this research.  
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The research of Vehovec, Zubković, and Reinić (2014) is also 

relevant to be reviewed because it examined the metacognitive 

knowledge of reading strategies and the attitudes toward reading before 

adulthood by taking into consideration the influence of gender in these 

developmental changes. It also analyzed and evaluated a model of 

correlation between different set of variables such as the correlation 

between gender and metacognitive knowledge of reading comprehension, 

the correlation between reading attitudes and metacognitive knowledge of 

reading comprehension, the correlation between actual reading 

comprehension levels and metacognitive knowledge of reading 

comprehension. The results revealed that metacognitive knowledge of 

reading strategies had a significant influence in improving the reading 

comprehension levels of the respondents at the onset of their adolescent 

years. Recreational reading attitudes decreased during their fourth grade 

level while academic reading attitudes decreased significantly at the start 

of their grade 6 level. It was also revealed that females had better usage of 

metacognitive knowledge of reading strategies than males.  

One of the most important strengths in the study of Vehovec et al 

(2014) is its application of a longitudinal design. It can be noted that a 

total of 175 learners comprised this longitudinal study which started when 

the respondents were still in grade 4. The use of longitudinal approach is 

commendable in the sense that it gives the researcher an overview of the 

progress that a learner makes over time. Another strength of the said 

research is the use of follow-up evaluations. In the said study, follow-up 

evaluations of their performance and behaviors in terms of the aforesaid 

variables were conducted when they were in grade 6 and grade 8.  

In the study of Tavakoli (2014), the general structure of 

metacognitive awareness of reading strategy utilization and its correlation 
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with reading comprehension were explored. It analyzed the impact of 

gender and the language competency or proficiency level on the usage 

patterns of these strategies. It was revealed that there exists a significant 

correlation metacognitive awareness of reading strategies and reading 

comprehension level. The most frequently used strategy by the Iranian 

EFL students was the Support Reading Strategies (SUP). This is followed 

by the Global Reading Strategies (GLOB). Problem-Solving Strategies 

(PROB) were the least utilized strategies by the Iranian EFL students.  

An evident strength in the research of Tavakoli (2014) is the usage 

of valid and reliable instruments as well as the application of a mixed 

method approach. To be specific, the instruments used included the 

Survey of Reading Strategies Questionnaire (SORS), an interview 

procedure that was semi-structured, and a reading comprehension test. 

Random sampling of respondent samples was opted by the researcher. 

Descriptive statistics such as the frequency counts and mean scores were 

used to summarize the data on the strategy usage. To analyze the 

correlation between the learners’ reading comprehension and their usage 

of metacognitive reading strategies, the Pearson Product Moment 

Correlation was used. With the use of one-way multivariate analysis of 

variance (MANOVA), the researcher was able to analyze the variation of 

strategy usage when the respondents are grouped according to gender and 

other categories. These features of the said research contribute to its 

overall strength. 

Thao, Mai, and Ngoc (2014) also analyzed the relationship 

between metacognition and reading comprehension. In the said research, 

a total of 28 reading strategies were identified and the respondents 

indicated a significant difference in the utilization of these strategies. This 

significant difference in the strategy usage was reflected between low 
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performing students and high performing students and this was recorded 

in the area of applying context clues to understand meanings, guessing 

the meanings of unknown phrases and words, and the going back and 

forth in the reading passage. Advanced readers were seen to apply 7 out 

of 8 strategies and this was higher in number than the weak readers in the 

said research. The strategy of translating into the local language or 

terminology had a significant difference recorded among the low-

proficiency cluster of learners.  Reliance on the verbatim translation of 

phrases and words in the reading passage was seen to be most frequently 

used strategy by the low-proficiency readers. Avoiding the literal 

translation of phrases and words in the reading passage was observed 

most often among the high-proficiency readers. This is because they tend 

to use more linguistic markers in decoding the meaning of the text. The 

application of valid quantitative statistical measures and the use of highly 

reliable research instruments are some of the strengths of this research. 

One of the researches that examined the functions of metacognitive 

awareness of reading strategies, awareness of syntactic structures in 

English, and the knowledge of vocabulary structures in reading 

comprehension is that of Guo and Roehrig (2011). The aforementioned 

study selected Chinese-speaking college students as the respondents. 

Findings of the study indicated that specific knowledge of the second 

language was the best predictor for reading comprehension of a second 

language. It was indicated in the results of the study using multi-group 

analysis that there was a significant correlation between metacognitive 

awareness, specific knowledge of the second language, and the reading 

comprehension skills of the second language learners. The strong 

significant correlation between second language reading comprehension 

and metacognitive awareness of reading strategies implies that integrating 
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metacognitive awareness training in language classrooms is important in 

achieving efficient language learning results. Probing specific reading 

comprehension subskills and its relation to the metacognitive awareness 

of the language learners poses to be one of the strengths of this research 

aside from the fact that it also utlized valid measures of its variables.  

Razi and Cubukcu (2014) also investigated the impact of a 

metacognitive reading strategy training programme (METARESTRAP) 

on metacognitive reading strategies and reading comprehension. A total 

of 93 first year college students taking a language education program in a 

university were chosen as the respondents of the research. It was revealed 

in the results of the research that the training program significantly 

increased the reading comprehension skills of the learner-participants 

because of they were trained how to use their metacognitive awareness 

skills. To be precise, they were taught how to use the different aspects of 

metacognitive skills such as their procedural knowledge, declarative 

knowledge, and conditional knowledge. The significant effect of the 

metacognitive awareness training program was recorded to be most 

efficient in the areas of textual coherence, structures of the reading text, 

questions related to global meaning, cohesion questions that are in 

matching type formats, and tasks related to the identification of main 

ideas, opinions, and other similar textual patterns.  

In the aforesaid research of Razi and Cubukcu (2012), one of the 

apparent strengths is the use of a different research design rather than the 

traditional descriptive survey. Using a quasi-experimental research 

design, the students who participated in the research were given a pre-test 

and posttest in terms of their reading comprehension levels. Then, they 

were exposed to a six weeks of training on the metacognitive reading 

strategy technique. However, some limitations in this type of research are 
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the threats to external and internal validity that could have been inherent 

in the matching process and in the manipulation of the treatment given to 

the different group of respondents.  

The metacognitive reading strategies and the reading 

comprehension skills of five university students were investigated by 

Ditzel (2010). Through the use of a case study approach, the ability of the 

student-respondents to regulate their reading was examined and analyzed. 

In the said research several instruments and tools were highlighted such 

as the utilization of think-aloud techniques, observations that are not 

formal in nature, analysis of documents, and interviews. It was indicated 

from the results of the case study that reading comprehension is improved 

significantly through the use of metacognitive reading strategies. It also 

allowed the learners to regulate their reading in order to tackle difficult 

reading tasks and problems. An obvious limitation of the study is the 

generalizability of results because of the inclusion of only five 

respondents. Consequently, this type of research applied a case study 

approach which justified the inclusion of this specific number of research 

participant. 

Wu, Valcke, and Keer’s (2012) research is significant to note 

because it aimed to verify the validity and applicability of the 

Metacognitive Awareness of Reading Strategies Inventory in the Chinese 

educational context (MARSI-CN). Two pilot studies were conducted 

before the main study was implemented. At the onset of the first pilot 

study, the original questionnaire in English was translated into Chinese 

and there were 216 students from various middle schools who 

participated. The next final study involved the process of revising the 

initial translation and having it administered to another 494 students. 

After determining and ensuring the validity and reliability of the said 
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instrument, a final copy of the translated questionnaire was set. This was 

included in the main study, wherein the revised MARSI-CN was 

administered to 2119 students. The methods used in determining the 

validity of the instruments included exploratory factor analysis and 

confirmatory factor analysis. An important contribution of the said study 

was its empirical data suggesting that the MARSI-CN is a valid and 

reliable instrument in measuring the metacognitive awareness of second 

language learners in terms of tasks related to reading comprehension. The 

use of valid and highly reliable research instruments and the process of 

translating the instruments into the local language of the research 

respondents are some of the notable strengths of this research. 

Temur, Kargin, Bayar, and Bayar (2010) investigated the variations 

among 6th, 7th, and 8th grades in terms of their metacognitive awareness 

of the reading process. A correlational research design was utilized in the 

study and a total of 101 learners from a public institution were selected as 

the respondents. Through the use of appropriate and relevant statistical 

tests, the results revealed that there was a positive correlation between the 

reading comprehension skills of the public school learners and their usage 

of metacognitive awareness of reading strategies. One of the apparent 

limitations in this research is its sole usage of the quantitative approach. 

Other research designs could have been integrated in order to maximize 

triangulation techniques. 

Similar to the previously-mentioned studies, Magogwe’s (2013) 

study also explored metacognitive awareness but it was in the context of 

the University of Botswana students in the Faculty of Social Sciences. It 

made use of the Survey of Reading Strategies Questionnaire (SORS) of 

Mokhtari and Sheorey (2002) and the semi-structured interview technique 

in order to gather relevant data. The findings revealed that the ESL 
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learner-respondents have high level of reading comprehension levels and 

the same time they also reported to have high level of usage of 

metacognitive awareness of reading strategies. Learners who have higher 

usage of metacognitive awareness of reading strategies are better in terms 

of reading proficiency levels that those who have lower usage of 

metacognitive awareness of reading strategies. This is because of the fact 

that they are able to manage and monitor their reading more efficiently 

than those who do not use such processes in a more frequent manner. The 

use of a mixed method approach is one of the strengths of this research.  

 The research of Yuksel and Yuksel (2012) is another empirical 

endeavor that focused on the analysis of the metacognitive awareness of 

reading strategies and its correlation with the reading comprehension 

involving academic texts. In the said study, a group of Turkish college 

students were selected as the respondents and they were asked to 

complete the Survey of Reading Strategies questionnaire. It was indicated 

based on the statistical analysis that the university students employed 

global, problem solving, and support reading strategies when they are 

asked to read academic articles. The most frequently used reading 

strategies were the problem solving reading strategies and the least used 

reading strategies are the support reading strategies. The respondents also 

reported that they are aware of the importance of such strategies because 

of the nature of academic reading which requires them to use such 

processes. The said research could have utilized a combination of 

quantitative and qualitative approaches to complement the numerical data 

with the qualitative data from the research respondents. 

Ghyasi, Safdaria, and Farsani’s (2013) study also investigated the 

metacognitive awareness in reading English texts in the context of 

selected tertiary level students. The Survey of Reading Strategy (SORS) 
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was specifically used and the said questionnaire categorizes reading 

strategies into three classifications such as global, problem solving, and 

support strategies. The results revealed that some of the university 

students were not aware of these strategies. Problem solving strategies 

were seen to be the most frequently used strategies, while the global 

reading strategies were seen to be the second in rank in terms of the 

frequency of strategy usage. Support reading strategies were reported to 

the least used strategies in reading. Because of these findings, it was 

recommended that teaching second language and foreign language 

learners in terms of the use and importance of such strategies is vital in 

the goal of increasing their overall linguistic competence of the target 

language. One of the strengths of this study is its application of a 

relatively large number of samples. A total of 194 university students in 

three different universities were selected as the respondents of the study. 

It also used highly reliable and valid research instruments. 

Huo (2013) conducted a study that identified the types of 

metacognitive awareness of reading strategies of a select group of foreign 

language students at the tertiary level. It attempted to explore the 

correlation between metacognitive awareness of reading strategies and 

the reading performance of Taiwanese students in an identified 

university. The findings revealed that the most frequently used reading 

strategies were the problem-solving reading strategies and this was 

followed by the global reading strategies. The least used reading 

strategies are the support reading strategies. Correlation analysis indicated 

that the general usage of these metacognitive awareness of reading 

strategies and the specific use of problem-reading strategies could 

positively influence the reading comprehension levels of the learners. 

Similar to the study of Ghyasi et al (2013), one of the strengths of this 
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study is its application of a relatively large number of samples. To be 

specific, the research selected 454 university students who use English as 

their foreign language. It also used highly reliable and valid research 

instruments and applied valid statistical measures.  

In the study of Osterholm (2006), a set of comprehension criteria 

was used to explore the learners’ performance in reading a text. A total of 

9 student teachers were chosen to be part of the research respondents and 

they were interviewed in terms of their general understanding of the text. 

They specifically reported that they experience some difficulties in 

understanding the article related to a technical subject matter. Monitoring 

their reading is one of the commonly reported strategies and this was 

attributed to the nature of the text that they are reading. Evidently, the text 

contained some symbolic language and required the readers to have 

conceptual and procedural understanding. Such processes are important 

components of metacognitive skills and metacognitive awareness in 

general. Hence, the importance of training learners on how to use such 

metacognitive strategies especially in reading technical texts is 

emphasized. The use of qualitative approach is not supported with 

quantitative data in this research, which poses some limitations. The 

number of respondents could have been increased in this study of 

Osterholm (2006). 

The research of Phakiti (2006) is important to review because it 

examined the nature of cognitive strategies and metacognitive strategies 

and their correlation with the reading comprehension levels of second 

language learners. The results indicated that effective reading 

comprehension was facilitated with the use of memory and retrieval 

strategies. Some of the useful strategies included monitoring strategies, 

planning strategies, comprehending strategies, and evaluating strategies. 
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One of the important research findings is the impact of comprehending 

strategy on the general EFL reading comprehension performance. 

Consequently, the study emphasized that the correlation between 

cognitive and metacognitive strategies and the general reading 

performance must be investigated further because other intervening or 

moderating variables might be at play and this includes the context of the 

reading task and other constructs.  

One of the stregnths in the study of Phakiti (2006) is that it utilized 

the structural equation modeling (SEM) approach in addressing the 

research problems. It also used a relatively large number of samples 

which increases the generalizability of results. A total of 358 students in 

various state universities were selected as the respondents of the study. 

They were required to complete a reading comprehension test and the 

questionnaire on strategy usage. 

Finally, Sonleitner’s (2005) research also delved into the 

examination of a related construct which is the reading strategies utilized 

by a specific group of learners. The results of the study indicated that 

learners who both received and did not receive instruction had a positive 

change in terms of their perceptions and attitude towards reading a 

scientific text. It also affirms the premise that strategy usage can improve 

the attitude towards reading which leads to the improvement of the 

general comprehension skills in the long run. An important implication of 

this study is the proposition that teaching students how to use reading 

strategy can enhance not only their attitudes towards the reading process 

but it can also improve their proficiency levels in reading. It is important 

for language teachers to consider the integration of strategy usage in their 

language classes in order to achieve a more sustained improvement in the 

proficiency level of the target language.  
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It is evident that Sonleitner’s (2005) research utlized a valid 

methodological design. As it can be noted in the said study. A total of 143 

university students who were taking up a science course were required to 

answer the Metacognitive Awareness of Reading Strategies Inventory 

(MARSI). The MARSI is a highly reliable and valid research instrument 

which adds strength to the said research. Another strength of the said 

research is that a longitudinal approach was integrated in the sense that 

for a period of eight weeks, a total of 10 students were selected to 

participate in a controlled instructional session. 

 

2.4. Commentary on the Literature Review 

 In the aforesaid discussion, the theoretical and conceptual literature 

related to metacognition and reading comprehension was reviewed. 

Flavell (1976), Oxford  (1990), Schraw and Dennison (1994), Taylor 

(1999), Ya-Ling and Wu (2008), and Anderson (2002) provided a clear 

definition and description on the process of metacognition. As pointed out 

by these proponents, metacognition is a process wherein the learners take 

active engagement and awareness over their learning by planning, 

monitoring, evaluating, and modifying their strategies for learning in 

order to achieve the target knowledge and skills required in a particular 

subject area.  

 Reading comprehension is an area of language teaching that has 

received several theoretical underpinnings in the past. Nonetheless, 

cognitive-oriented theoretical contentions were deemed necessary in this 

research given the nature of the independent variable which is 

metacognition. As such, the definition and arguments of Smith (1994), 

Anderson (1994), Goodman (1988), Mikulecky (2008), August and 

Shanahan (2006), and Block (1992) were seen to be the most relevant 

https://www.researchgate.net/publication/285749731_Language_learning_strategies_in_a_nutshell_Update_and_ESL_suggestions?el=1_x_8&amp;enrichId=rgreq-f59c623e-4ffe-46ca-b4b9-6ca323594b98&amp;enrichSource=Y292ZXJQYWdlOzI4Njg4MjgyMTtBUzozMDY1Nzk3NTEwMTQ0MDFAMTQ1MDEwNTcxNjM5Nw%3D%3D


59 
 
 

ideas to support the theoretical framework of the present research. This is 

because of the fact that these proponents emphasised that reading is a 

cognitive process wherein learners use prior knowledge, predict 

information, use prior learning and sensory experiences, and become 

actively conscious in the process of comprehension itself.  

 In the area of metacognition research, most of the researchers 

focused on the metacognitive skills or its application in different content 

areas. This was primarily investigated by Hunter (2010), Magaldi (2010), 

Vaiciuniene and Uzpaliene (2013), Vianty (2007), Aydin (2016), and 

Alvarado, Puente, Jimenez, and Jimenez (2012). It was only Cardenas 

(2009) and Jaleel (2016) who focused on the awareness of metacognitive 

skills among learners. In terms of respondents, most researches on 

metacognition involved learners at the university or college levels such as 

the respondents reflected in the study of Cardenas (2009), Hunter (2010), 

Magaldi (2010), Vaiciuniene and Uzpaliene (2013), and Vianty (2007). 

Secondary students were used as respondents in the study of Jaleel (2016) 

and Aydin (2016). In the research of Alvarado, Puente, Jimenez, and 

Jimenez (2012), however, a different group of respondents were used 

because deaf individuals were the focus of their study. The use of 

Metacognitive Awareness Inventory (MAI) was prominent in the study of 

Cardenas (2009), Hunter (2010), and Jaleel (2016).  Metacognitive 

Reading Strategies Questionnaire (MRSQ) was used in the study Vianty 

(2007), while the Online Survey of Reading Strategies (OSRS) was used 

in the research of Vaiciuniene and Uzpaliene (2013). The Metacognitive 

Self-Regulation Subscales of the Motivational Strategies for Learning 

Questionnaire (MSLQ) was used in the research of Aydin (2016), while 

the Scale of Metacognitive Application in Reading Comprehension in 
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Spanish was used in the research and Alvarado, Puente, Jimenez, and 

Jimenez (2012). 

 Reading comprehension researches in the past 10 years were 

conducted in various educational contexts. However, due to university 

standards, only researches published in accredited journals were fit to be 

reviewed in this chapter. This included the reading comprehension 

researches of Baier (2005), Jiang (2011), Cromley (2005), and Akyol, 

Cakiroglu, Kuruyer (2014). Only Baier (2005) and Akyol et al (2014) 

used elementary students as respondents in their research, while Jiang 

(2011) and Cromley (2005) used mature learners as research respondents. 

Actual reading comprehension levels were assessed in the research of 

Baier (2005) and Jiang (2011), while the difficulty in reading 

comprehension and the categorical processes applied in reading were the 

variables investigated by Cromley (2005) and Akyol et al (2014). In 

terms of research instruments, only Only Baier (2005) and Akyol et al 

(2014) used an inventory type of research instrument in combination with 

a standardized reading test, while Jiang (2011) and Cromley (2005) used 

a set of standardized reading comprehension test.  

 The correlation between metacognition and reading comprehension 

skills was primarily investigated by Ahmadi et al (2013), Alhaqbani & 

Riazi (2012), Vehovec et al (2014), Osterholm (2006), Phakiti (2006), 

Sonleitner (2005), Tavakoli (2014), Thao et al (2014), Guo and Roehrig 

(2011), Razi and Cubukco (2014), Ditzel (2010), Wu et al (2012), and 

Temur et al (2010).  In terms of research respondents, only Wu et al 

(2012), and Temur et al (2010) used respondents who were at the high 

school or middle school level. Alhaqbani & Riazi (2012), Vehovec et al 

(2014), Osterholm (2006), Phakiti (2006), Sonleitner (2005), Tavakoli 

(2014), Thao et al (2014), Guo and Roehrig (2011), Razi and Cubukco 
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(2014), Ditzel (2010) used EFL students at the college or university level. 

Hence, it is clear that most researches that focused on the correlation of 

the said variables included primarily of mature learners. Investigating the 

correlation of the said variables in the context of high school learners or 

younger language learners can contribute to the generalizability of the 

data. 

 One of the most popular research instruments in measuring the 

level of metacognition is the Metacognitive Awareness of Reading 

Strategies Inventory (MARSI). This was used in the research of 

Alhaqbani & Riazi (2012), Sonleitner (2005), Razi and Cubukco (2014), 

Guo and Roehrig (2011), Wu et al (2012), and Temur et al (2010). The 

14-Item Measure of Metacognitive Knowledge of Reading Strategies was 

solely used by Vehovec et al (2014), while Oral Interviews and Focus 

Group Discussion on Metacognitive Strategies was used by Osterholm 

(2006), Ditzel (2010), and Phakiti (2006). The Survey of Reading 

Strategies (SORS) was specifically used in the study of Tavakoli (2014), 

and Thao et al (2014). 

 In measuring the reading comprehension variable, some 

researchers used a researcher-constructed and validated questionnaire, 

which proved to be valid. This included the Reading Comprehension on 

Texts Focusing Mathematical Topics of Osterholm (2006), the EFL 

Reading Test (Rational Cloze Test and Text Comprehension) of Phakiti 

(2006), and the Reading Comprehension Test of Thao et al (2014) and 

Razi and Cubukco (2014).  

It also logical to state that the investigation of metacognition 

among learners in private and public school environments has never 

received significant attention in recent years. There has been no 

documented empirical researches (descriptive, correlational, or 
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experimental) that compared the metacognitive skills between the 

learners in public schools and learners in public schools especially in the 

context of Bahrain. The closest research on metacognition that was 

conducted in Bahrain was that of Abdulrahim (2006), but it did not 

primarily compare the two different educational environments because 

her research only involved first year and second year Arab students 

majoring in Information Technology at the University of Bahrain. 

In the context of linguistics theory and practice, it can be logically 

put forward that some researches in reading comprehension in the past 

did not actually address the issue on which specific aspects of 

metacognition could significantly affect a specific level of reading 

comprehension. For example, Ahmed (2012) only addressed the problems 

of Bahraini EFL learners in listening comprehension while Qabarzad 

(2004) only focused on the students’ motivation for reading. Al-Khaja 

(2002) primarily focused in measuring the effects of an accelerated 

learning programme on the reading comprehension among 

underachievers in Bahrain while Abdulrahim (2002) just focused on the 

relationship between formal schema and second language learning 

comprehension. These studies undoubtedly contributed to the empirical 

knowledge and theory of second language learning; however, it is the 

goal of this proposed research to probe deeper into the main variables of 

reading comprehension and metacognitive skills by determining the 

aspects of metacognitive skills that can best predict a specific aspect of 

reading comprehension (literal, interpretative, or evaluative levels).  

 

2.5. Framework of the Study 

 Based on the assumptions and implications extracted from the 

previous theoretical and empirical literatures in this chapter, the 
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conceptual framework of this study was formulated. It is depicted in 

Figure 1. As seen in this figure, the study investigated the relationship 

between reading comprehension abilities and metacognitive awareness of 

reading strategies of third year secondary school students in Bahrain. It 

analyzed the focal variables in terms of the different groups of 

respondents such as those from the private schools and those from the 

government schools. Another group classification was male and female 

group categories.   

 

 

 

 

 

 

 

 

 

 
 

 
 
 

 
 

 

 

 

 

 

 

 

 

 

Figure 1. Conceptual Framework of the Study 
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It can also be gleaned from the figure that the main objective of the 

research was to examine the extent of correlation between metacognitive 

awareness of reading strategies and the level of reading comprehension 

abilities among third year secondary school Bahraini students. It also 

determined the significant difference in the level of metacognitive 

awareness of reading strategies and the reading comprehension abilities 

between the different groups of respondents.  

 

2.6. Concluding Remarks 

 This chapter provides a substantial review and analysis of the 

related theoretical and empirical literatures related to the focal variables 

of the study such as the metacognition and reading comprehension. It 

discussed the related literature according to the major themes such as the 

researches on metacognition, studies on reading comprehension, and 

researches that focused on the relationship between metacognitive skills 

and reading comprehension of different language learners. Based on the 

arguments and assumptions of these related literatures, a relevant 

conceptual framework was developed which guided the implementation 

of the research. 
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Chapter Three 

METHODS AND PROCEDURES 

3.1. Introduction 

 This chapter discusses the relevant methods and approaches of 

research that were applied in this study in order to address the research 

questions posed in the first chapter. It includes a discussion of the 

research design, research setting, respondents and the sampling method, 

the research instruments and their validity and reliability features, data 

gathering procedure, and the appropriate data analysis. 

 

3.2. Research Design 

 The study utilized mixed method approach because it employed 

both quantitative and qualitative data analysis and interpretation 

techniques. A quantitative approach was reflected because one of the data 

sets that was obtained from the data gathering process was in a form of 

numerical values from rating scales and raw scores. Moreover, qualitative 

approach was also applied as a complementary aspect of data gathering 

particularly in including the teacher-respondents and this was reflected in 

the results of the interview on the teacher-respondents’ perceptions, 

beliefs, and observations about the reading comprehension abilities and 

the metacognitive awareness of reading strategies of their students. In 

terms of research design, a combination of descriptive and correlational 

research design was deemed applicable in this study due to the inherent 

research objective of determining the significant relationship of the 

variables and the objective of proving the significant influence of the 

hypothesized independent variable on the reading comprehension skills of 

the student-respondents.  



66 
 
 

3.3. The Research Setting 

The study was conducted in a number of private and public 

secondary schools in the Kingdom of Bahrain. The said locale was 

chosen to be the research setting because of several rationalisations. 

Foremost, the researcher was formerly connected and affiliated in one of 

the institutions in this locale and now she is currently connected with the 

Ministry of Education that handles the aforesaid area. Having a direct 

connection with the said locale, the researcher believed that she could 

implement the research process with effectiveness and efficiency because 

she was already well-acquainted with its employees. 

 Another justification for opting for the said environment as a 

research locale is the researcher’s concern on the perennial problem 

pertaining to the students’ weak reading performance in the English 

language. Over the years of her career as an English teacher in the said 

locale, she has encountered different students with varying difficulties in 

reading. Hence, implementing a research that aims to affirm the 

applicability of a particular promising strategy could give significant 

contribution not only to her career as a language teacher, but also to the 

field of language teaching. Inclusion of the private schools as part of the 

research locale was justified by the premise that there was a need to 

investigate the differences in the reading comprehension abilities and 

metacognitive awareness between the high school students in the private 

and public schools of Bahrain.  

 

3.3. The Research Population and the Sample 

The target population of the study was composed of secondary 

school students enrolled in private and public secondary schools in 

Bahrain. Due to the relatively large number of the population, the study 
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determined the ideal sample size of schools to be involved. The use of 

sampling approach was justified in the researches of Baier (2005), Jiang 

(2011), Cromley (2005), and Akyol, Cakiroglu, Kuruyer (2014). 

The selection of the eight secondary schools was guided with the 

use of convenience sampling, which is a type of non-probability 

sampling. In other words, the researcher selected the private and public 

schools based on the school head’s response to the request made in terms 

of conducting the data gathering procedure in their respective schools. It 

must be noted that some schools did not respond to the researcher’s 

request during the conduct of the study because of various reasons such 

as the conflict with their examination schedules and non-availability of 

the teachers who would participate in the interview phase. 

          In determining the sample size of the secondary students in the 

different secondary schools in Bahrain, the recommendation of 

Dornyei (2007) was followed. As noted by Dornyei (2007), at least 30 

samples should be selected in a descriptive or correlational research. 

Since this research utilizes the same research design, a total of 120 

students were randomly selected from the public secondary schools 

and another 120 students were randomly selected from private 

secondary schools that were identified to be responsive with the 

researcher’s request.  

           Table 6 reflects the distribution of respondents from both the 

private and public secondary high schools in Bahrain. As indicated in 

the table, a total of 60 samples were taken from the male population in 

the private school and another 60 samples were taken from the female 

population in the private school. The study also involved 60 male 

students from the public school and another 60 female students from 

the public school. The overall student samples for both private and 
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public schools are 240. It must be noted that a total of 17 teacher-

respondents were taken as one of the respondent-category in this study 

for the qualitative aspect in the data gathering process.  

 

Table (4) 

Distribution of Respondents 

Schools 

 

Types Gender 

Population 

Number of 

Samples 

Riffa Secondary School for Girls Public Female 30 

Hamad Town Secondary School 

for Girls 

Public Female 30 

Al Taawon Secondary School 

for Boys 

Public Male 30 

Al Hidaya Secondary School for 

Boys 

Public Male 30 

Al Iman Private School for Girls Private Female 30 

Kanoo International School - 

Girls 

Private Female 30 

Al Iman Private School for Boys Private Male 30 

Hawar International School - 

Boys 

Private Male 30 

Total  240 

        

         The students in the public schools are exposed to only one English 

subject daily. The English subject delivery usually lasts for 45-50 

minutes. The average class size in the public schools is between 30-42 

students. There are apparently no active reading clubs and reading 
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competitions in most public schools. Most of the subject areas in the 

public schools are taught in Arabic and this includes arts-related subjects. 

The only subject that is taught in English is English itself.  

        However, students in the private schools are exposed to more than 

one English class and it is conducted twice daily. In the arts section, 

students take modern literature and classical literature, which are taught 

in English. The average class size in the private schools is between 18-25 

students. Many subject areas are taught in English such as Science, 

Mathematics, and English. There are also notable active reading clubs, 

spelling bee contest, and report writing competitions.  

 

3.5. Research Instruments 

The study utilized two standardized research instruments in order 

to address the research objectives and to obtain relevant empirical data 

that were needed in the hypotheses testing process. The translated 

Metacognitive Awareness of Reading Strategies Inventory (MARSI) and 

the First Certificate Exam (FCE) in Reading Comprehension were 

specifically used for this purpose.  

 

3.5.1. Metacognitive Awareness of Reading Strategies 

Inventory 

The Metacognitive Awareness of Reading Strategies Inventory 

(MARSI) (see Appendix A and B), which is a standardized instrument, 

was used in measuring the level of metacognitive awareness of the 

respondents. It is considered a standardized test because it is type of test 

or measure that is administered to select group of respondents and scored 

in a consistent or standard manner. Standardized tests are developed in a 
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manner wherein the questions or statements in a scale, the scoring 

procedures, and the interpretations are consistent (Phelps, 2016). 

The MARSI was used in the studies of Alhaqbani & Riazi (2012), 

Sonleitner (2005), Razi and Cubukco (2014), Guo and Roehrig (2011), 

Wu et al (2012), and Temur et al (2010). Using this instrument was 

justified by the premise that one of the main objectives of the research 

was to measure the level of metacognitive awareness of the respondents 

in terms of their application of reading strategies during reading process. 

 It must be noted that since this is a standardized test, there was no 

need for a validation process. Ozturk (2012) reported that the MARSI has 

high level of validity and reliability.  The reliability coefficients in the 

inventory ranged from .76 and .85. Based on these numerical values, the 

MARSI is considered to have enough reliability and validity that can be 

used in various contexts of educational researches.  

 

3.5.2. The Reading Comprehension Test  

In determining the level of reading comprehension abilities of the 

learners, the use of the First Certificate Exam (FCE) in Reading 

Comprehension was imperative (see Appendix C). This test is divided into 

different sections that measure the different level of reading 

comprehension of the test-taker. Since this is a standardized form of 

evaluation, there was also no need for an additional validation process. As 

emphasized by Phelps (2016) standardized tests are developed in a 

manner wherein the questions or statements in a scale, the scoring 

procedures, and the interpretations are consistent.  

Using the objective type of reading comprehension test in the FCE 

is supported in different empirical researches in the past such as the 

Reading Comprehension on Texts Focusing Mathematical Topics of 
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Osterholm (2006), the EFL Reading Test (Rational Cloze Test and Text 

Comprehension) of Phakiti (2006), and the Reading Comprehension Test 

of Thao et al (2014) and Razi and Cubukco (2014).  

Similar to other standardized tests, the First Certificate Exam 

(FCE) in Reading Comprehension did not need any validation process 

because its reliability and validity constructs had already been established 

by experts. Grossman (2010) reports the construct validity of the FCE test 

particularly the reading comprehension section where the test-takers are 

tested in terms of their general comprehension of propositional, 

sociolinguistic, and functional concepts at different levels such as the 

lexical, sentential, or paragraph discourse levels. Test-takers are also 

measured in terms of their general comprehension of the specific details 

of the text, textual organization of the passage, and the tone or mood 

implied in the article.  

In terms of the reliability of the FCE, it can be put forward that it 

has high reliability. It has a Cronbach Alpha of .84, which means that it 

has high level of item consistency (Grossman, 2010). As a whole, the 

FCE has a reported composite reliability level of .92 which is a relatively 

high level of reliability (Geranpayeh, 2004). In other words, the FCE is a 

highly valid and reliable instrument in measuring the reading 

comprehension skills of different language learners. 

Selecting FCE as the instrument in measuring the reading 

comprehension level of the student-respondents was not only valid and 

reliable given its high standards set forth at the onset of its construction 

and development but also because it is equivalent to B2 level of the 

Common European Framework (CEFR). It must be noted that the 

student-respondents of the present study are expected to have B2 level of 

English language proficiency. Hence, the use of a reading comprehension 
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measure that is appropriate to their level was imperative and the FCE test 

was an apt instrument for this purpose.  

 

3.5.3. The Interview Questions 

  In addition to the FCE and the translated MARSI, the research also 

used the interview technique in order to elicit relevant information from 

the secondary school teachers’ observations on their students’ reading 

comprehension experience and their metacognitive awareness of reading 

strategies (see Appendix D and E). The said interview questions were 

constructed based on the constructs of the focal variable of this research. 

The validity of this interview guide was determined through the 

professional and technical suggestions of the researcher’s research 

supervisor. The questions reflected in the interview guide were approved 

by the professors after the validity of the content of each item was 

examined. 

 

3.6. Data Collection 

 Data collection commenced as soon as the approval from the 

Ministry of Education (MoE) and the school heads of the different 

schools involved. It was facilitated with the use of research instruments 

that are already standardized and validated by previous works. First, the 

FCE Reading Comprehension Test was administered to the respondents 

who were given 60 minutes to accomplish the test. After that, the student-

respondents were asked to answer the Metacognitive Awareness of 

Reading Strategies Inventory in the last 30 minutes of the data collection 

process.  The total time allocated for data collection from the student-

respondents was 90 minutes. The researcher was present in the field and 

administered the process after explaining each task.  
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The structured interview technique was used to facilitate the 

gathering of data on the teacher-respondents’ observations of their 

students’ metacognitive awareness of reading strategies. The conduct of 

the interview was facilitated by the researcher herself and it lasted from 

10-15 minutes for each of the teacher-participants. A total of 17 teachers 

participated in the interview phase of the data collection procedure. 

 

3.6. Statistical Tools 

The numerical data that were obtained from the rating scales and 

raw scores were processed using descriptive statistics such as the mean 

score and standard deviation. Inferential statistics such as the Pearson 

Product Moment Correlation Coefficient, Chi-Square, and the t-test for 

Independent Samples were used in testing the null hypotheses of the 

study. Statistical test was not applicable in processing the qualitative data 

obtained from the interview. It was transcribed by the researcher and used 

it as a complementary data to support the numerical data inherent in the 

raw scores from the reading comprehension test and the ratings from the 

MARSI.  

 

3.7. Concluding Remarks 

 This chapter provides a description of the methodology that was 

used in this research. It clarified the use of mixed-method approach and 

the research environment involving both private and public schools in the 

Kingdom of Bahrain. It also explained the selection of research 

respondents and their nature as well as some background of how the 

respondents were distributed based on the school affiliation. The research 

instruments’ features were also explored in this chapter along with the 
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justification on the selection of these instruments in relation to the focal 

variables of the research. Lastly, this chapter described the data gathering 

procedure and the relevant data processing techniques that were used. 
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Chapter Four  

ANALYSIS AND DISCUSSION 

4.1. Introduction 

This chapter discusses the results based on the empirical data 

obtained during the data gathering procedure. It specifically addresses the 

focal research questions of the study such as the metacognitive awareness 

of reading strategies, the reading comprehension abilities, the relationship 

between the metacognitive awareness of reading strategies and reading 

comprehension abilities, and the comparison of the significant differences 

in the respondents’ performance in these two focal variables of the study.  

 

4.2. Results for Research Question 1: 

Reading Comprehension Abilities 

In analyzing the reading comprehension abilities of the student-

respondents of this research, the use of the statistical tables and figures is 

imperative. These are discussed according to the different categorical 

classification of the student-respondents such as the male and female high 

school students and the high school students enrolled in the government 

and private schools. 

 

4.2.1. Reading Comprehension Abilities of Male Students 

in the Government Schools 

In Figure 2, the reading comprehension abilities of the male 

student-respondents in the government schools are reflected. It can be 

gleaned from this figure that most of the male students in this type of 

school had the highest number of cases of reading comprehension that is 
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below B1 level. This is indicated by the highest frequency count of 49 out 

of 60 respondents under this category or 81.66% of the total number of 

samples.  

 

 

Figure (2) 

Reading Comprehension Abilities of the 

Male Students in the Government Schools 

 

There was a total of 5 male student-respondents (8.33%) who were 

categorized  to have a B1 level in reading comprehension, while another 5 

of them (8.33%) obtained a B2 level in reading comprehension. There 

was 1 male student (1.66%) who was categorized to have a C1 level in 

reading comprehension.  

The aforesaid findings are corollary with the arguments of 

Carvalho (2009) who explained that students in the public schools often 

experience difficulties in the general subject areas than the students in the 
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private schools. In addition, reading is a complex process that needs 

attention and more practice on the part of the learners. As Ya-Ling and 

Wu (2008) pointed out, reading involves the overall knowledge, 

experience, and understanding of the learners on the topic the learners are 

going to read. This is also corollary to the assumption that reading 

involves schema activation and construction and that reader must adjust 

their own knowledge system when trying to understand a text. Given 

these propositions, it is important for teachers in the government schools 

to consider ways in which reading instruction could be enhanced and in 

which learners could be taught of the strategies on how to read 

effectively.  

During the interview with the teachers, it was reported that some 

students in public schools find it difficult to stay focused on the reading 

task. This is especially true of male students in the government schools 

where the teachers always apply various motivation strategies to get the 

attention of their students. Students tend be motivated to read when they 

are required to answer questions involving the recall of events of persons 

from a reading text.  

 

4.2.2. Reading Comprehension Abilities of Female 

Students in the Government Schools 

Figure 3 reflects the reading comprehension abilities of the female 

student-respondents in the government schools. As observed from this 

figure, most of the female students in the government schools have below 

B1 level in reading comprehension based on the CEFR scale. This is 

indicated by the highest frequency count of 34 out of 60 respondents 

under this category or 56.66% of the total number of samples.  
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Teachers in the public schools for girls reported that motivating 

their students to finish a reading task is not difficult. Most of their 

students would finish a reading task but the strategy applied over the next 

few sessions need to be changed because students would not pay attention 

anymore if the same set of activities or tasks is given to them.  

 

 

Figure (3) 

Reading Comprehension Abilities of Respondents of  

Female Students in the Government Schools 

A total of 16 female students out of the 60 respondents or 26.66% 

were categorized to have a B1 level in reading comprehension, while 

another 7 of them or 11.66% obtained a B2 level in reading 

comprehension. Only 3 female students or 5% from the total number of 

samples were categorized to have a C1 level of reading comprehension. 

In relation to this group of learners in the research locale, it was reported 
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by the concerned teachers that they are often faced with the difficulty of 

teaching higher order thinking skills in reading such as the skills of 

interpreting the tone of the reading text or extracting the attitudes or 

moods of the characters in a given reading selection.  

In the same manner, the aforesaid results also confirm the 

arguments of Carvalho (2009) who emphasized the relatively weak 

performance of most government schools because of various factors. It 

can also be emphasized that the skill of reading is something that is 

developed through time and with the consideration of many factors. In 

fact, it is emphasized that reading involves prediction and sensory inputs, 

while Mikulecky (2008) and August and Shanahan (2006) argued on the 

highly cognitive processes involved in the reading process. This primarily 

implies that teachers in the government schools may integrate more 

classroom activities that would enable students to apply their ability to 

creatively construct meanings from the text such as the use of creative 

and critical thinking skills. 

  

4.2.3. Reading Comprehension Abilities for Both Male and 

Female Students in the Government Schools 

Table 5 reflects the reading comprehension abilities of both male 

and female student-respondents in the government schools according to 

their gender classification. As observed from this table, the male group 

(81.66%) had a higher percentage of below B1 level cases as compared 

with the female group (56.33%). The female group (26.66%) had a higher 

percentage of B1 level cases as compared with the male group (8.33%).  

In terms of C1 level cases, the female group (5%) also had a higher 

percentage from the total number of samples as compared with the male 

group (1.66%).  
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Table (5) 

Reading Comprehension Abilities of Students in the Government Schools 

CEFR-Based Reading Level  Male  Female 

Percentage Percentage 

Below B1 81.66% 56.66% 

B1 8.33% 26.66% 

B2 8.33% 11.66% 

C1 1.66% 5.0% 

Total 100% 100% 

 

One of the teachers in the government schools reported that she 

finds it challenging to teach reading in her language arts classes. This is 

because of the attitude of her students inside the classroom. In one of her 

recollections, she described that most students are demotivated to read the 

selections that are given to them during the class or even the reading 

assignments that are required for the students. She opined that some of 

her students are not paying attention to the lesson because the topic of the 

reading passage was not interesting to the said student. 

    When asked about the common challenges and issues that are 

encountered in the teaching of reading, some teachers in the government 

schools mentioned a number of bottlenecks. One of the most common 

problems that they experience when they teach reading is that some 

students do not know how to use the reference materials such as the 

dictionary. Because of this, the students highly depend on their teachers 



81 
 
 

when they do not understand the meaning of words and terminologies that 

are found in the reading passage.  

 Another challenge that is usually encountered by the teachers in the 

government schools is the poor comprehension skills of the students. 

This, according to their observations, could be attributed to the weak 

English language proficiency of the students. Some of the students find it 

difficult to note details, draw conclusions, and determine the mood of the 

story in a given reading selection.  

 The weak vocabulary of the students in the government schools is 

another common challenge that most teachers reported. Lack of 

vocabulary impedes the rate and speed of reading process among their 

students because they keep on asking for the meaning of words during the 

task itself. They are usually weak in the use of context clues which is the 

reason for high dependence on the teachers when it comes to the 

unlocking of difficulties in terms of word meanings.  

    One important observation among teachers in the government 

schools was that most of their students have difficulty in previewing the 

reading material and clarifying the purpose of why they are asked to read. 

Students in their classes would immediately want to finish the reading 

task which is why they do not preview the material or ask questions on 

what is the nature and purpose of the reading task. In other words, they 

just proceed with the reading task without knowing the objectives at the 

onset of the activity. They rarely ask questions related to what they know 

about the material before they read. As noted by one of the teacher-

respondents, one of her students immediately encircled the choices of the 

all the items as soon as the reading passage was given to the class along 

with the comprehension questions. 
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Students in their classes would usually ask different types of 

questions when they find the reading material too difficult.  Some would 

take down notes or read the text aloud. However, few of them would 

summarize the text or discuss their ideas to their peers, or use references. 

This is because they are hesitant to ask their peers or ask questions for 

some cultural reasons. Most of them would be hesitant to interact with 

their peers to discuss the ideas reflected in the text because for the fear 

that their friends might tease them for being too serious with their studies. 

In other words, peer pressure is significantly strong among this group of 

learners.  

  In most cases, teachers in the government schools would often 

extend the allocated reading time due to the request of their students. 

Students in the government schools would ask for more extension time to 

finish reading a selection. The use of visual organizers is not much 

practiced among students in the government schools. However, teachers 

report that they would sometimes draw some pictographic symbols on the 

side of the reading material or some of them would underline some words 

and phrases in the text. As noted by one of the teachers, using reference 

material to find the meaning of words or trying to guess the meaning of 

terminologies are some of the weaknesses of this group students.  

When teachers ask their students to read something, the common 

reaction is passivity among the students. However, this is not always the 

case. If the topic is interesting to the students then they would be 

interested to read. If the topic has no relevance to them, then they would 

be bored and there level of enthusiasm would be low. Although some 

students are interested in all the communicative activities in the typical 

language classrooms, there are still some who have low motivation to 

perform such tasks. 
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In one of the reports of a language teacher, it was emphasized that 

students in her class can sustain a reading task after the middle part of the 

reading passage is reached. She also claimed that students in her classes 

would try their best to understand what they are reading by doing several 

strategies. One observation is that some students would voice out the 

lines in the reading passage in a soft manner. This technique allows the 

students to hear the pronunciation of a word and at the same time take 

time to understand its meaning as it is used in the sentence according to 

one of the teacher who was interviewed. 

In one of the accounts, it was reported that students just submit 

their papers or reading activity after they have finished reading the text. 

As soon as they finish reading, they would rush for the break period. 

Students are excited to chat and tell stories with their peers. In other 

words, most of them don not find enthusiasm and pleasure in reading. 

 

4.2.4. Reading Comprehension Abilities of Male Students 

in the Private Schools 

 

Figure 4 depicts the reading comprehension abilities of the male 

student-respondents in the private schools. It can be averred from this 

table that most of the male students in the private schools have B1 level 

in reading comprehension based on the CEFR. This is indicated by the 

highest frequency count of 23 out of 60 respondents under this category 

or this 38.33% from the total number of samples. For most teachers in the 

private schools, teaching reading also presents several challenges and this 

includes the preparation of materials to be used in the language 

classrooms. Some reading texts in different textbooks and language 

materials may not catch the attention or interest of their students. The 
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result is the language learner’s lack of interest in finishing the reading 

task required for them to accomplish.  

 

 
 

Figure (4) 

Reading Comprehension Abilities of Respondents of 

Male Students in the Private Schools 

 

From the same figure, it can be seen that a total of 12 male students 

or 28% were categorized to have a B2 level in reading comprehension, 

while 4 of them or 6.66% obtained a level that is below B1 in reading 

comprehension. A total of 21 male students or 35% from the total number 

of samples were categorized to have a C1 level in reading 

comprehension. Some of the teachers in the private schools described 

their students to be idiosyncratic learners in the sense that each of their 

students have different interests and styles in approaching a reading text. 
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Some students would be interested only at the beginning of a reading 

activity, while others could sustain their enthusiasm in reading for a 

longer period of time.  

The aforesaid results can be attributed to the students’ effective 

usage of reading strategies when they are exposed to a reading task. It 

must be noted that Rastakhiz and Safari (2014), Solak and Altay (2014), 

and Chen and Chen (2015) affirmed the important role of reading 

strategies in the general reading comprehension of various groups of 

language learners. Hence, language teachers in the private schools must 

continue to improve their practice of integrating activities that encourage 

the use of these strategies in order to develop language learners who are 

independent proficient readers of the target language. 

 

4.2.5. Reading Comprehension Abilities of Female 

Students in the Private Schools 

The reading comprehension abilities of the female student-

respondents in the private schools are reflected in Figure 5. It can be 

gleaned from this figure that most of the female students in these schools 

had the highest number of cases of both B1 and C1 level in reading 

comprehension. This is indicated by the highest frequency count of 20 out 

of 60 respondents under these two categories: 33.33% of the total number 

of samples for B1 level and another 33.33% of the total number of 

samples for C1 level. 

It can also be observed from the table that there was a total of 18 

female student-respondents or 30% from the total number of samples who 

were categorized to have a B2 level in reading comprehension, while 2 of 

them or 3.33% obtained a level that is below B1 in reading 

comprehension. It is important to note that teachers of this group of 
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students describe their classrooms to be filled with interaction and 

discussion. Many of their students would usually ask several questions 

related to the topic. Other students of this group would try to present new 

ideas and suggest ways to carry out the class even if the lesson has 

already been planned beforehand by the language teacher. 

 

 
Figure (5) 

Reading Comprehension Abilities of Respondents of 

Female Students in the Private Schools 

 

  The relatively high percentage of high proficient readers in the 

private schools as revealed in this section of this study can also be 

attributed to their effective use of reading strategies. In the study of Chen 

and Chen (2015) it was revealed that female learners who employ more 
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reading strategies in EFL reading tasks than their male counterparts, 

which resulted to their relatively high level of performance in this 

particular language skills. As such, it is important for language teachers to 

train their students to develop the skills of using various reading 

strategies.  

 

4.2.6. Reading Comprehension Abilities for Both Male and 

Female Students in the Private Schools 

Table 6 reflects the reading comprehension abilities of both male 

and female student-respondents in the private schools according to their 

gender classification. As observed from this table, the male group 

(6.66%) had a higher percentage of below B1 level cases as compared 

with the female group (3.33%). The male group (38.33%) had also a 

higher percentage of B1 level cases as compared with the female group 

(33.33%).  

Table (6) 

Reading Comprehension Abilities of Respondents in the Private Schools  

 

CEFR-Based Reading Level  

Male  Female 

Percentage Percentage 

Below B1 6.66% 3.33% 

B1 38.33% 33.33% 

B2 20.0% 30% 

C1 35.0% 33.33% 

Total 100% 100% 
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In terms of B2 level cases, the female group (30%) had a higher 

percentage from the total number of samples as compared with the male 

group (28%). A different observation can be drawn in terms of the C1 

level cases, wherein the male group (35%) had a higher percentage as 

compared with the female group (33.33%). It is evident from this result 

that both the male and female students in the private schools have a 

relatively high level of reading comprehension abilities. This can be 

attributed to many factors such as the language curriculum and the 

educational contextual variables that are constant interaction with the 

language learners and the language teachers. 

Based on the interview with the teachers in the private schools, it 

was noted that there are some challenges in the area of reading 

instruction. Some teachers opined that teaching reading is challenging 

because they need to prepare effectively in advance for their classes. This 

is because of the fact that their students would usually ask questions and 

demand more from them in terms of the concepts and skills related to 

reading competencies. If preparation is not done properly before their 

classes, they usually experience many problems such as the students’ lack 

of interest in their teaching performance and the lack of enthusiasm in the 

activities in the classroom. However, if they preparation is done 

effectively, they are able to integrate various activities in the class which 

enable the students to interact and learn at the optimum level. 

One of the common challenges that teachers experience in the 

teaching of reading in the private schools is students’ tendency to be 

preoccupied with different things during classroom activities. Some of the 

teachers who were interviewed clearly remembers the first week of her 

teaching wherein most of her students were busy with a lot of things: 

some students would read English novels while she was discussing some 
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concepts in the class; others would browse their i-phones and gadgets and 

read the latest trends and developments; and others would do some 

creative activities such as drawing and sketching. Although these 

activities are not detrimental to learning, the teachers consider these as 

challenges because their focus for the reading task is divided. It only 

shows that students in the private schools demonstrate high levels of 

diversity and creativity which language teachers need to address. 

         In the private schools, the teachers who were interviewed reported 

that it is a common practice for their students to preview the reading 

material, clarify the purpose of why they are asked to read, or ask 

questions related to what they know about the material before they read. 

Because of this, teachers in the private schools need to prepare 

significantly before a teaching episode. They said that they are always 

equipping themselves with the possible divergent questions that their 

students might ask prior or during a reading task. Creative materials are 

imperative when they teach their students because their students would 

react if the materials they use are not interesting enough, to say the least. 

Students also would share personal experiences related to the theme of 

the reading selection and they would usually discuss and debate some 

important issues related to the topic of the reading task prior to the task 

itself. 

It is interesting to note that teachers in the private schools 

oftentimes observer their students to take down notes, read the text aloud, 

summarise the text, discuss their ideas to their peers, or use references 

when they find the reading material too difficult. It is the culture in their 

classrooms that when the reading material is difficult, asking their peers 

is a shameful thing to do. In other words, their students would often feel 

ashamed when they ask for help because they feel that they are inferior to 
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their other classmates. This mindset among their students can be 

attributed to their observations of why most of the students would bring 

reference materials with them such as the dictionary so that they will not 

be asking for help from their peers or teachers when they encounter a 

difficult word in a specific reading selection.  

Discussing the materials with their peers is a common practice in 

their language classroom. This does not always mean that they will ask 

for the meanings of the difficult words. Text summarization is another 

important practice in their classes because most of their students wanted 

to get the overview before and after reading a specific reading material. 

According to them, their students find it helpful if they summarize the 

entire reading passage because they are able to obtain the macro-view of 

the material.  

There were some instances wherein some students would ask the 

teachers to give them more time to finish a reading task. This was 

observed in both high performing and high performing learners. High 

performing students in their class usually want to extend the time for 

reading because they enjoyed the reading material or that they wanted to 

take down specific notes or draw some conceptual maps on the side of the 

reading material. Low performing students would usually ask for an 

extension in the reading task because they want to find meaning of the 

difficult words in the text or that they needed more time to process the 

information reflected in the passage.  

When their students are asked to read something, there are usually 

mixed emotions among their students. Most of their students would be 

interested especially those who excel in language and the arts but some 

students would just be passive about the activity, but there is a general 

high level of enthusiasm among the students in the private schools when 
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they are required to read something. For those who have interests in the 

arts and literature, they would often ask many questions and suggest of 

some creative activities to be performed or conducted inside the 

classroom.  

Most of the students would usually ask questions in the middle of a 

reading task. Others would suggest some creative activities to their 

teachers in order to break the monotony of the classroom atmosphere. 

This includes mini-quiz bee inside the class, short debates, and some 

discussion sessions. The use of online reference materials such as the 

online dictionary and search engines are most of the time observed from 

the students in the private schools. They would search additional 

information about the topic and try to probe deeper more about the topic 

so that they can share information with their peers at the end of the task.  

After reading a specific material inside the class, students in the 

private schools would do several things. In one of the accounts of the 

teacher, most of her students would ask several questions about the 

characters in the story and the possible alternate ending of the story. 

Others would suggest debates and classroom competitions in order to 

make the class lively and interesting.  

 
 

4.2.7. Summary of Reading Comprehension Abilities 

across Group Categories 

Table 7 summarizes the reading comprehension abilities of the 

different groups investigated in this research. As observed from this table, 

the female students in the private schools had the highest level of reading 

comprehension abilities among all the groups. This is indicated by their 

overall mean score levels of 29.71, which is categorized under B2 level. 

The male students in the private schools had the second highest level of 
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reading comprehension abilities. This is indicated by their overall mean 

score levels of 29.28, which is categorized under B2 level as well.  

On the contrary, the female students in the government schools had 

the lowest level of reading comprehension abilities among all the groups. 

This is indicated by their overall mean score levels of 13.48, which is 

categorized to be below B1 level of the CEFR scale. The male students in 

the government schools had obtained an overall B1 level in terms of their 

reading comprehension abilities. This is indicated by their overall mean 

score level of 16.16. 

Table (7) 

Summary of the Reading Comprehension Abilities of the Different 

Groups of Student-Respondents 

Groups Categories Overall Mean 

Score 

CEFR Level 

Male Students in 

Government Schools 

16.16 B1 Level 

Female Students in 

Government Schools 

13.48 Below B1 Level 

Male Students in Private 
Schools 

29.28 B2 Level 

Female Students in Private 

Schools 

29.71 B2 Level 

 Legend 1: 15 and below – Below B1 Level; 16-23 – B1 Level; 24-36-B2 

Level; 37 and above – C1 Level 
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4.3. Results for Research Question 2: 

Metacognitive Awareness of Reading Strategies 

In the succeeding section, the profile of the metacognitive 

awareness of reading strategies among the student respondents are 

presented according to various group categories. This includes the high 

school student-respondents according to the type of school they are 

affiliated with and their gender categories. 

 

4.3.1. Metacognitive Awareness of Reading Strategies 

among the Male Students in the Government 

Schools 

          The graph in Figure 6 reveals the profile of the metacognitive 

awareness of reading strategies among the male students in the 

government schools. As seen in this figure, most of the male students in 

the government schools use global reading strategies in various reading 

tasks. This is indicated by the highest frequency count of 49 out of 60 

respondents under this category or 81.66% of the total number of 

samples.  

There was a total of 8 male student-respondents or 13.33% from 

the total number of samples who use support reading strategies. Only 3 

male student-respondents or 5% from the total number of samples use 

problem solving reading strategies. This makes the problem solving 

reading strategies to be the least used strategy by the male students in the 

government schools in tasks that require any form of reading process. The 

aforesaid results are corollary with the findings in the research of 

Rastakhiz and Safari (2014), Chen and Chen (2015), Shehadeh (2011), 
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Chen (2015), Amer et al (2010) who all affirmed the pervasiveness of 

global reading strategy usage among language learners. 

 

 

Figure (6) 

Metacognitive Awareness of Reading Strategies among the Male 

Students in the Government Schools 

                 

4.3.2. Metacognitive Awareness of Reading Strategies 

among the Female Students in the Government 

Schools 

Figure 7 indicates the profile of the metacognitive awareness of 

reading strategies among the female students in the government schools. 

It can be averred from the said figure that most of the female students in 
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the government schools use global reading strategies in various reading 

tasks. This is indicated by the highest frequency count of 55out of 60 

respondents under this category or 91.66% from the total number of 

samples. Similar to the previous findings, the results in this section are 

also corollary with the findings in the research of Rastakhiz and Safari 

(2014), Chen and Chen (2015), Shehadeh (2015), Chen (2015), Amer et 

al (2010) who confirmed the frequency of global reading strategy usage.  

 

 

Figure (7) 

Metacognitive Awareness of Reading Strategies among the Female 

Students in the Government Schools 
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The aforesaid table also indicates that there was a total of 5 female 

student-respondents or 8.33% from the total number of samples who use 

problem solving reading strategies. None of the female student-

respondents in the government schools use support reading strategies. 

This makes the support reading strategies to be the least used strategy by 

the female students in the government schools.  

 

4.3.3. Metacognitive Awareness of Reading Strategies of 

Both the Male and Female Students in the 

Government Schools 

Table 8 indicates the metacognitive awareness of reading strategies 

of both the male and female students in the government schools. As 

observed from this table, the female group (91.66%) had a higher 

percentage of global reading strategy usage than the male group 

(81.66%). The female group (8.33%) also had a higher percentage of 

problem solving reading strategy usage than the male group (5%). 

However, the male group (13.33%) had a higher percentage of support 

reading strategy usage than the female group (0%). As mentioned in the 

earlier sections, the use of global reading strategy among learners as the 

most frequently used reading strategy has been affirmed also in the 

studies of Rastakhiz and Safari (2014), Chen and Chen (2015), Shehadeh 

(2015), Chen (2015), and Amer et al (2010). 

 Teachers in the government schools report that they sometimes 

observe their students to have purpose in mind when they read, take notes 

while reading to help them understand what they read, and think about 

they know to help them understand what they are supposed to read. Only 

a few of their students would preview the text before reading, read the 

text aloud to help them understand what they read, apply summarization, 
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reflect on important information in the text, think about whether the 

content of the text fits their reading purpose, and discuss what they read 

with others to check their understanding. 

 

 Table (8) 

Metacognitive Awareness of Reading Strategies of the Student-

Respondents in the Government Schools 

Reading Strategies Male  Female 

Percentage Percentage 

Global Reading Strategies 81.66% 91.66% 

Problem Solving Reading Strategies 5.0% 8.33% 

Support Reading Strategies 13.33% 0% 

 

Total 

 

100% 

 

100% 

 

 When asked about specific observations in terms of the general 

reading strategies of their students, they reported that their students would 

rarely skim the text first by noting characteristics like length and 

organization, try to get back on track when they lose concentration, 

underline or circle information in the text to help them remember it, 

adjust their reading speed according to what they are reading, and use 

reference materials such as dictionaries to help them understand what 

they read. 

 However, teachers also sometimes observe their students to use 

pictures in text to increase their understanding, stop from time to time and 

think about what they are reading, try to picture or visualize information 

to help remember what they read, and use typographical aids like bold 
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face and italics to identify key information. According to them, it is 

sometimes difficult for their students to use context clues to help them 

better understand what they are reading, paraphrase ideas in their own 

words to better understand what they read, and go back and forth in the 

text to find relationships among ideas in it. In some instances, students 

would check their understanding when they come across conflicting 

information, try to guess what the material is about when they read, and 

try to guess the meaning of unknown words or phrases. 

 

4.3.4. Metacognitive Awareness of Reading Strategies 

among the Male Students in the Private Schools 

Figure 8 indicates the profile of the metacognitive awareness of 

reading strategies among the male students in the private schools. As 

reflected in this figure, most of the male students in the private schools 

use global reading strategies in various reading tasks. This is indicated by 

the highest frequency count of 34 out of 60 respondents under this 

category or 56.66% of the total number of samples. It can be noted that 

the use of global strategies as the most frequently used strategies in 

reading is not only evident in the government schools but also among the 

male students in the private schools. This result is again corollary to the 

findings of Amer et al (2010), Rastakhiz and Safari (2014), Chen and 

Chen (2015), Shehadeh (2015), and Chen (2015). 

A total of 15 male student-respondents or 30% from the total 

number of samples use problem solving reading strategies. Only 11 male 

student-respondents or 18.33% from the total number of samples use 

support reading strategies. Hence, it is logical to state that the support 

reading strategies is the least used set of strategies by the male students in 

the private schools in various reading tasks. 
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Figure (8) 

Metacognitive Awareness of Reading Strategies among the Male 

Students in the Private Schools 

 

4.3.5. Metacognitive Awareness of Reading Strategies 

among the Female Students in the Private Schools 

Figure 9 reveals the profile of the metacognitive awareness of 

reading strategies among the female students in the private schools. It can 

be gleaned from this figure that most of the female students in the private 

schools use global reading strategies in various reading tasks. This is 

indicated by the highest frequency count of 48 out of 60 respondents 

under this category or 80% of the total number of samples. 
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Figure (9) 

Metacognitive Awareness of Reading Strategies among the Female 

Students in the Private Schools 

 

The said results basically imply that the high percentage of global 

strategy usage is not only inherent among the male students in the private 

schools but also among the female students of the same, which is 

corollary to the findings of Amer et al (2010), Rastakhiz and Safari 

(2014), Chen and Chen (2015), Shehadeh (2015), and Chen (2015). 

Female students in the private schools were described by their teachers to 

be highly motivated to learn the target language. Most of them would 

bring other reading materials in English to the classroom. Some of them 

like to read novels and other stories in English without being told to do 

so. They know how to maximize the use of online resources such as the 
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dictionary and thesaurus to find meanings of words and terminologies 

that they do not understand. 

The same table also indicates that a total of 7 female student-

respondents or 11.66% from the total number of samples use support 

reading strategies. Only 5 female student-respondents or 8.33% from the 

total number of samples use problem solving reading strategies. Hence, it 

is logical to state that the problem solving reading strategies is the least 

used set of strategies by the female students in the private schools in 

various reading tasks. 

 

4.3.6. Metacognitive Awareness of Reading Strategies of 

Both the Male and Female Students in the Private 

Schools 

Table 9 indicates the metacognitive awareness of reading strategies 

of both the male and female students in the private schools. It can be 

gleaned from the table that the female group (80%) had a higher 

percentage of global reading strategy usage than the male group 

(56.66%). It was the male group (30%) that had a higher percentage of 

problem solving reading strategy usage than the female group (8.33%). 

The male group (18.33%) also had a higher percentage of support reading 

strategy usage than the female group (11.66%).  

In the private schools, teachers who were interviewed reported that 

they sometimes observe their students to have high level of reading 

strategy usage as seen in their frequent skimming of the text first by 

noting characteristics like length and organization, trying to get back on 

track when they lose concentration, underlining or circling information in 

the text to help them remember it, adjusting their reading speed according 

to what they are reading, and using reference materials such as 
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dictionaries to help them understand what they read. This basically shows 

that there is a high level of motivation among the students in the private 

schools because of their intrinsic drive to perform all these things in order 

to understand what they are reading. 

 

Table (9) 

Metacognitive Awareness of Reading Strategies of the Student-

Respondents in the Private Schools 

Reading Strategies Male  Female 

Percentage Percentage 

Global Reading Strategies 56.66% 80.0% 

Problem Solving Reading Strategies 30% 8.33% 

Support Reading Strategies 18.33% 11.66% 

 

Total 

 

100% 

 

100% 

 

  

Teachers also observe their students to stop from time to time and 

think about what they are reading, try to picture or visualize information 

to help remember what they read, use pictures in text to increase their 

understanding, and use typographical aids like bold face and italics to 

identify key information. Most of their students would bring extra 

reference materials in their classes in order to demonstrate their 

enthusiasm for reading. This is also nurtured by the general environment 

wherein their peers demonstrate such characteristics. Most often their 

students would check their understanding when they come across 

conflicting information, try to guess what the material is about when they 
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read, and try to guess the meaning of unknown words or phrases. All of 

these behaviors contribute to the high level of metacognitive awareness of 

their students in terms of strategy usage.  

 Another evidence on the high level of metacognitive awareness in 

terms of the reading strategy usage for the students in the private schools 

are the observed behaviors noted by their teachers. According to their 

language teachers, they would oftentimes have purpose in mind when 

they read, take notes while reading to help them understand what they 

read, and think about they know to help them understand what they are 

supposed to read. Most of them would also preview the text before 

reading, read the text aloud to help them understand what they read, apply 

summarization, reflect on important information in the text, think about 

whether the content of the text fits their reading purpose, and discuss 

what they read with others to check their understanding. These behaviors 

and general attitudes toward reading are indicators that students in the 

private schools are able to monitor and regulate their strategies for 

reading in order successfully complete a reading task.   

 Because of the culture of having an intrinsic motivation for general 

learning, teachers have noted that their students find it easy to use context 

clues to help them better understand what they are reading, paraphrase 

ideas in their own words to better understand what they read, and go back 

and forth in the text to find relationships among ideas in it. These specific 

reading strategies signify that students in the private schools are 

independent learners because they can proceed with the reading task 

without the assistance from their language teachers. 

 An important generalization that can be formulated from the 

aforesaid findings is the high percentage of global reading strategy usage 

for both male and female students in the private schools. Such empirical 



104 
 
 

data is also affirmed in the studies of Amer et al (2010), Rastakhiz and 

Safari (2014), Chen and Chen (2015), Shehadeh (2015), and Chen (2015). 

 

4.3.7. Summary of the Metacognitive Awareness of 

Reading Strategies among the Different Groups 

Table 10 reflects a summary of the metacognitive awareness of 

reading strategies of the different groups of ESL learners who were the 

focal respondents investigated in this research. As observed from this 

table, the male students in the private schools had the highest level of 

metacognitive awareness of reading strategies among all the groups. This 

is indicated by their overall mean score level of 3.98, which means that 

this group of student-respondents have high level of metacognitive 

awareness of the different reading strategies that enables them to use such 

strategies in dealing with various reading tasks. The female students in 

the private schools had the second highest level of metacognitive 

awareness of reading strategies. This is indicated by their overall mean 

score level of 3.56, which is categorized as a group that has a high level 

of metacognitive awareness of the said strategies in reading.  

From the data presented in the same table, it is logical to state that 

the female students in the government schools had the lowest level of 

metacognitive awareness of reading strategies. This is indicated by their 

overall mean score level of 2.11, which is categorized as a group that has 

low level of metacognitive awareness of reading strategies in dealing with 

different sets of reading tasks.. The male students in the government 

schools were categorized as a group that has also low level of 

metacognitive awareness of the various strategies in reading. This is 

indicated by their overall mean score level of 2.61. 
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Table (10) 

Summary of the Metacognitive Awareness of Reading Strategies of the 

Different Groups of Student-Respondents 

Groups Categories Overall 

Mean 

Interpretation 

Female Students in  

Government Schools 

 

2.11 

 

Low  

Male Students in 

 Government Schools 

 

2.61 

 

Low 

Female Students in 

 Private Schools 

 

3.56 

 

High  

Male Students in 

 Private Schools 

 

3.98 

 

High 

 Legend: 1-2.66 – Low; 2.67-3.40 – Moderate; 3.41-5.0 - High 

 

 This result implies that students in the private schools have higher 

levels of metacognitive awareness as reflected in the results of the 

MARSI. In the report of Carvalho (2009), it was emphasized the private 

schools perform better than most government schools. This assumption is 

evident not only the reading comprehension skills of the students but also 

in their level of metacognitive awareness of reading strategies. Various 

factors could be attributed to this behavior and this includes to the type of 

curriculum applied in the private schools and the general educational 

culture.  
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4.3.8. Metacognitive Awareness of Global Reading 

Strategies according to the Respondents’ CEFR 

Level 

 

 

Figure (10) 

Level of Metacognitive Awareness of Global Reading Strategies 

according to the CEFR Level of the Student-Respondents 

 

In Figure 10, the student-respondents’ metacognitive awareness of 

global reading strategies is presented according to their CEFR levels. As 

seen in this figure, B2 and C1 learners have high level of metacognitive 

awareness of the global reading strategies. The aforesaid observation is 

indicated by their overall mean score levels of 4.26 and 4.49, 
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respectively. They usually use global reading strategies in various reading 

tasks. B1 level learners also usually use these global reading strategies, 

which is indicated by the mean score levels of 3.63. Below B1 level 

learners have the lowest mean score level in terms of their metacognitive 

awareness of the global reading strategies, which is indicated by the mean 

score level of 2.50. The said findings imply that the higher the level of 

metacognitive awareness of reading strategies, the higher the reading 

comprehension ability is also recorded among the language learners. This 

is corollary to the results in the researches of Sonleitner (2005), 

Osterholm (2006), Phakiti (2006), Alhaqbani & Riazi (2012), Ahmadi et 

al (2013), and Vehovec et al (2014). 

 

4.3.9. Metacognitive Awareness of Problem Solving 

Reading Strategies according to the Respondents’ 

CEFR Level 

Figure 11 reveals the student-respondents’ metacognitive 

awareness of problem solving reading strategies according to their CEFR 

levels. Similar to the previous findings, both B2 and C1 level learners 

have high level of metacognitive awareness of the problem solving 

reading strategies, which is indicated by their overall mean score levels of 

3.94 and 4.33, respectively.  

 The figure also shows that the B1 level learners sometimes use 

these problem solving reading strategies, which is indicated by the mean 

score level of 3.18. Below B1 level learners have the lowest mean score 

level in terms of their metacognitive awareness of the problem solving 

reading strategies, which is indicated by their overall mean score level of 

1.31. Hence, it can be implied that as the level of metacognitive 

awareness of reading strategies of the language learner goes higher, the 



108 
 
 

higher the reading comprehension skills will also be observed from them. 

An empirical observation that is also affirmed by Sonleitner (2005), 

Osterholm (2006), Phakiti (2006), Alhaqbani & Riazi (2012), Ahmadi et 

al (2013), and Vehovec et al (2014). 

 

 

Figure (11) 

Level of Metacognitive Awareness of Problem Solving Reading 

Strategies according to the CEFR Level of the Student-Respondents 

 

4.3.10. Metacognitive Awareness of Support Reading 

Strategies according to the Respondents’ CEFR 

Level 

The student-respondents’ metacognitive awareness of support 

reading strategies according to their CEFR levels are presented in Figure 

12. It was the B2 and c1 level learners which obtained the highest mean 
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score level of metacognitive awareness of the support reading strategies.  

The table depicts that the B1 level learners sometimes use these problem 

solving reading strategies, which is indicated by the mean score level of 

3.26. Below B1 level learners have the lowest mean score level in terms 

of their metacognitive awareness of the support reading strategies, which 

is indicated by their overall mean score level of 1.61. In the research of 

Temur et al (2010), Ditzel (2010), Guo and Roehrig (2011),Wu et al 

(2012), Tavakoli (2014), Thao et al (2014), and Razi and Cubukco 

(2014), the same observation is also affirmed, wherein the level of 

metacognitive awareness of the students has a positive association with 

their reading comprehension skills.  

 

 

Figure (12) 

Level of Metacognitive Awareness of Support Reading Strategies 

according to the CEFR Level of the Student-Respondents 
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4.3.11. Metacognitive Awareness of Overall Reading 

Strategies according to the Respondents’ CEFR 

Level 

Figure 13 shows the student-respondents’ overall metacognitive 

awareness of reading strategies according to their CEFR levels. From the 

said table, it can be gleaned that the B2 (4.0) and C1 level learners (4.29) 

had the highest mean score level in terms of the overall metacognitive 

awareness of reading strategies.  

 

Figure (13) 

Level of Metacognitive Awareness of Overall Reading Strategies 

according to the CEFR Level of the Student-Respondents 
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Similar to the previous results, the B1 level learners are sometimes 

metacognitively aware in terms of their reading strategies usage, which is 

indicated by the mean score level of 3.36. Below B1 level learners had 

the lowest mean score level in terms of their overall metacognitive 

awareness of reading strategies. This means that they really rarely utilize 

these strategies because of their lack of awareness of it. Thus, the results 

emphasize that the level of metacognitive awareness of the students has a 

positive association with their reading comprehension skills, which was 

also affirmed in the in the study of Temur et al (2010), Ditzel (2010), 

Guo and Roehrig (2011),Wu et al (2012), Tavakoli (2014), Thao et al 

(2014), and Razi and Cubukco (2014). 

 

4.3.12. Summary of the Metacognitive Awareness of 

Reading Strategies according to the Respondents’ 

CEFR Level 

Table 11 depicts the cross-sectional summary of metacognitive 

awareness of reading strategies according to the CEFR of the 

respondents. It primarily suggests the global reading strategies (2.50) are 

the most frequently used strategies among readers with below B1 levels. 

This is followed by the support reading strategies (1.61) and problem 

solving reading strategies (1.31). Global reading strategies (3.63) are also 

the most frequently used strategies among B1 level readers. The support 

reading strategies (3.26) ranked second for the B1 level readers and this 

was followed by problem solving reading strategies (3.18).  

For B2 level learners, global reading strategies (4.26) are also the 

most frequently used strategies. Problem solving reading strategies (3.94) 

ranked second and the support reading strategies (3.79) ranked third for 
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the said level of learners. Global reading strategies (4.49) are also the 

most frequently used strategies among C1 level readers. This was 

followed by problem solving reading strategies (4.33) and the support 

reading strategies (4.29).  

Table (11) 

Summary of the Metacognitive Awareness of Reading Strategies 

According the CEFR Level of the Respondents 

CEFR Level 

Categories 

Global 

Reading 

Strategies 

Problem 

Solving 

Reading 

Strategies 

Support 

Reading 

Strategies 

Overall 

Reading 

Strategies 

Below B1 2.50 Low 1.31 Low 1.61 Low 1.81 Low 

B1 3.63 High 3.18 Mod 3.26 Mod 3.36 Mod 

B2 4.26 High 3.94 High 3.79 High 4.0 High 

C1 4.49 High 4.33 High 4.04 High 4.29 High 

  Legend: 1-2.66 – Low; 2.67-3.40 – Moderate; 3.41-5.0 - High 

 

 It is important to note that the aforesaid results indicate that there is 

a positive association between the metacognitive awareness of reading 

strategies and the level of reading comprehension abilities of the 

respondents. In other words, the findings are supported by the arguments 

of  Ahmadi et al (2013), Alhaqbani & Riazi (2012), Vehovec et al (2014), 

Osterholm (2006), Phakiti (2006), Sonleitner (2005). In the same manner, 

the propositions of Temur et al (2010), Ditzel (2010), Guo and Roehrig 
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(2011),Wu et al (2012), Tavakoli (2014), Thao et al (2014), and Razi and 

Cubukco (2014) are also affirmed with these findings. 

 

4.4. Results for Research Question 3: 

Commonly and Least Used Reading Strategies 

Table 12 exhibits the summary of the most commonly used as well 

as the least used reading strategies among the student-respondents. The 

table indicates that all of the most commonly used strategies by the 

respondents are categorized as global reading strategies. This includes 

having a purpose in mind when they read, thinking about what they know 

to help them understand what they read, thinking about whether the 

content of the text fits their reading purpose, skimming the text first by 

noting characteristics like length and organization, deciding what to read 

closely and what to ignore, using reference materials such as dictionaries 

to help them understand what they read, using tables, figures, and pictures 

in text to increase their understanding, using context clues to help them 

better understand what they are reading, checking their understanding 

when they come across conflicting information, and trying to guess what 

the material is about when they read. To reiterate, the high level of global 

strategy awareness among the student-respondents in this study is also 

affirmed in the research findings of Amer et al (2010), Rastakhiz and 

Safari (2014), Chen and Chen (2015), Shehadeh (2015), and Chen (2015). 

During the interview, the teachers reported that students usually 

ask questions about the topic of the reading task. This confirms the 

student-respondents’ usage of global reading strategies particularly in 

ensuring that they have a purpose when they perform a reading task. In 

most cases, the students often share experiences or first-hand memories 



114 
 
 

related to the topic that they are going to read. This is also one of the 

features of global reading strategies.  

Many of the teachers also described their high performing students 

to be global readers because they usually would flip the pages of the text 

before they begin to read. Hence, skimming the text first by noting 

characteristics like length and organization is common especially to those 

who have high level of reading comprehension performance. 

 

Table (12) 

Summary Ranks of the Most Commonly Used Reading Strategies 

Most Commonly Used Reading 
Strategies 

Strategy 
Type 

Mean 
Score 

Rank 

1. I have a purpose in mind when I 

read. 

Global 3.50 10 

2. I take notes while reading to 
help me understand what I read. 

Support 2.91 21 

3. I think about what I know to 
help me understand what I read. 

Global 3.51 9 

4. I preview the text to see what 
it’s about before reading it. 

Global 3.52 8 

5. When text becomes difficult, I 

read aloud to help me understand 
what I read. 

Support 2.80 23 

6. I summarize what I read to 
reflect on important information in 

the text. 

Support 3.07 17 

7. I think about whether the 
content of the text fits my reading 

purpose. 

Global 3.53 7 

8. I read slowly but carefully to be 

sure I understand what I’m 
reading. 

Problem- 

Solving 

2.85 22 
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9. I discuss what I read with others 
to check my understanding. 

Support 3.0 19 

10. I skim the text first by noting 
characteristics like length and 

organization. 

Global 3.60 6 

11. I try to get back on track when 
I lose concentration. 

Problem- 
Solving 

3.19 15 

12. I underline or circle 
information in the text to help me 

remember it. 

Support 2.79 24 

13. I adjust my reading speed 
according to what I’m reading. 

Problem- 
Solving 

2.97 20 

14. I decide what to read closely 
and what to ignore. 

Global 3.61 5 

15. I use reference materials such 

as dictionaries to help me 
understand what I read. 

Support 2.78 25 

16. When text becomes difficult, I 
pay closer attention to what I’m 

reading. 

Problem- 
Solving 

3.18 16 

17. I use tables, figures, and 
pictures in text to increase my 

understanding. 

Global 3.62 4 

18. I stop from time to time and 

think about what I’m reading. 

Problem- 

Solving 

3.05 18 

19. I use context clues to help me 
better understand what I’m 

reading. 

Global 3.70 2 

20. I paraphrase (restate ideas in 

my own words) to better 
understand what I read. 

Support 2.71 26 

21. I try to picture or visualize 

information to help remember 
what I read. 

 

Problem- 

Solving 

2.49 30 
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22. I use typographical aids like 
bold face and italics to identify 

key information. 

Global 3.13 13 

23. I critically analyze and 

evaluate the information presented 
in the text. 

Global 3.12 14 

24. I go back and forth in the text 

to find relationships among ideas 
in it. 

Support 2.71 27 

25. I check my understanding 
when I come across conflicting 

information. 

Global 3.71 1 

26. I try to guess what the material 
is about when I read. 

Global 3.69 3 

27. When text becomes difficult, I 
re-read to increase my 

understanding. 

Problem- 
Solving 

2.51 28 

28. I ask myself questions I like to 
have answered in the text. 

Support 3.26 11 

29. I check to see if my guesses 
about the text are right or wrong. 

Global 3.14 12 

30. I try to guess the meaning of 

unknown words or phrases. 

Problem- 

Solving 

2.50 29 

 

         The table also reveals that the least used strategies by the 

respondents are classified to be either support reading strategies or 

problem solving reading strategies. As seen in the said table, the least 

used support reading strategies include the process of reading aloud to 

help them understand what they read, underlining or circling information 

in the text to help them remember it, using reference materials such as 

dictionaries to help them understand what they read, paraphrasing to 

better understand what they read, and going back and forth in the text to 

find relationships among ideas in it. 
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            The table also shows that the least used problem solving reading 

strategies include the process of reading slowly but carefully to be sure 

they understand what they are reading, adjust the reading speed according 

to what they are reading, trying to picture or visualize information to help 

remember what they read, re-reading the text to increase their 

understanding, and trying to guess the meaning of unknown words or 

phrases. 

           One of the general observations reported by the secondary school 

teachers in the selected research locale was the lack of strategy use 

among low performing learners. Most of the low performing learners are 

hesitant in reading the text aloud to support their reading comprehension. 

They are not also aware of how to maximize the use of various reference 

materials that could improve their understanding of the text that they are 

reading. Because of the inability of the learners to use reference materials 

such as the dictionary, they are not able to paraphrase some of the 

important lines in the text that could support their comprehension skills. 

           

4.5. Results for Research Question 4: 

Correlation of Variables 

One of the research questions posed at the onset of the study is 

related to the hypothesized relationship between the level of 

metacognitive awareness of reading strategies and the comprehension 

abilities of the student-respondents. This is discussed in detail in the 

succeeding section along with the presentation of the significant 

correlations of other variables in the study. 

 The correlation data in Table 13 is a result of the Pearson Product 

Moment Correlation test statistics. As noted in the previous chapter, this 
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statistical test was used to determine the strength of the relationship 

between the two focal variables: the metacognitive awareness of reading 

strategies (independent) and the reading comprehension abilities 

(dependent) of the student-respondents.  

 

Table (13) 

Correlation between the Reading Comprehension Abilities and the 

Metacognitive Awareness of Reading Strategies 

Independent Variables Computed 

Value 

P-Value Interpretation 

Global Reading Strategies .533 .000 Highly 

Significant 

Problem Solving Reading 

Strategies 

.478 .000 Highly 

Significant 

Support Reading Strategies .550 .000 Highly 

Significant 

Overall Reading Strategies .531 .000 Highly 

Significant 

  Level of Significance: .05 

 

It is revealed from the said table that there is a significant 

relationship between the overall level of metacognitive awareness of 

reading strategies and the reading comprehension abilities of the student-

respondents. It is indicated by the r value of .531 with a p-value of .000. 

The said r value suggests that there is a positive correlation between the 
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two variables and the p-value that is lower than .05 level of significance 

affirms the rejection of the null hypothesis, which states that there is no 

relationship between the overall level of metacognitive awareness of 

reading strategies and the reading comprehension abilities of the student-

respondents.  

On a closer examination, the individual components of the 

independent variable are also significantly correlated with the reading 

comprehension abilities of the learners. This is evident in the global 

reading strategies (r =.533), problem solving reading strategies (r =.478), 

and support reading strategies (r =.550), wherein their p-values are lower 

than .05 level of significance. Such findings strongly confirm the 

assumption that as the language learner increases his/her level of 

awareness of the various reading strategies, the level of reading 

comprehension also is improved or enhanced. Hence, a positive linear 

type of relationship exists between the two variables.  

The aforesaid result is not surprising because Temur et al (2010), 

Ditzel (2010), Guo and Roehrig (2011),Wu et al (2012), Tavakoli (2014), 

Thao et al (2014), and Razi and Cubukco (2014) also discovered the same 

correlation results in terms of this two variables. Sonleitner (2005), 

Osterholm (2006), Phakiti (2006), Alhaqbani & Riazi (2012), Ahmadi et 

al (2013), and Vehovec et al (2014) also affirmed the same proposition 

on the positive correlation between the metacognitive awareness of 

reading strategies and the reading comprehension of the students. 

In Table 14, another set of correlation data is presented and it 

focuses on the relationship between the reading comprehension abilities 

and the demographic characteristics of the student-respondents. This was 

not articulated in the research problem but because of the inherent 

relationship of the said set of variables, it is worthy to report the said 
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empirical analysis. In this correlation analysis, however, the Chi-Square 

test statistics was used because of the nature of data obtained in the 

independent variable. To be specific, a nominal or categorical set of data 

was obtained in the pool of independent variable cluster: the type of 

school affiliation and the gender of the student respondents. A numerical 

data was obtained for the dependent variable in a form of a rating scale 

value. Hence, the Chi-Square test statistics was used because of the 

combination of a numerical data and a categorical data.  

 

Table (14) 

Correlation between the Reading Comprehension Abilities and the Other 

Variables 

Independent Variables Computed 

Value 

P-Value Interpretation 

Type of School .654 .000 Highly 

Significant 

Gender  .379 .052 Not Significant 

  Level of Significance: .05 

 

From the said table, it can be seen that the school of the 

respondents has significant correlation with their reading comprehension 

abilities. This is indicated by the p-value of .000 that is lower than .05 

level of significance. Gender has no significant correlation with the 

reading comprehension abilities of the student-respondents. This is 

indicated by its p-value of .052, which is evidently higher than .05 level 

of significance.  
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The aforesaid result implies that reading comprehension is 

influenced by many factors such as the type of school affiliation of the 

student. Mikulecky (2008) argued that reading is a conscious and 

unconscious thinking process, while August and Shanahan (2006) 

explained that second language reading involves many subskills. Hence, 

the curriculum of the school significantly affects the reading skills of the 

language learners. If a language learner is exposed to a holistic 

curriculum that supports the development and learning of the target 

language, then a more effective process of reading comprehension skill 

development is achieved. 

Table 15 focuses on the relationship between the metacognitive 

awareness of reading strategies and the demographic characteristics of the 

student-respondents. Similar to the previous analysis, the Chi-Square test 

statistics was used because of the same set of variable data combinations.  

The results of the analysis revealed that the school affiliation and the 

gender of the respondents had a significant correlation with metacognitive 

awareness of reading strategies. This is indicated by the p-values that are 

lower than .05 level of significance.  

This result implies that metacognitive awareness is a complex 

process that is influenced by many factors such as the type of school 

environment and the gender of the students. Hunter (2010), Magaldi 

(2010), Vaiciuniene and Uzpaliene (2013), Vianty (2007), Aydin (2016), 

and Alvarado, Puente, Jimenez, and Jimenez (2012) acknowledged this 

idea by emphasizing that metacognition is influential in any learning task 

such as reading.  
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Table (15) 

Correlation between the Metacognitive Awareness of Reading Strategies 

 and the Other Variables 

Independent Variables Computed 

Value 

P-Value Interpretation 

Type of School .441 .000 Highly 

Significant 

Gender  .278 .010 Significant 

  Level of Significance: .05 

 

4.6. Results for Research Question 5: 

Significant Differences between Groups 

The last research question posed in this study is related to the 

significant differences in the metacognitive awareness of reading 

strategies and the reading comprehension abilities between the different 

groups of student-respondents. Earlier in this chapter, the profile of the 

student-respondents is presented according to the various groups of 

classification. Hence, in this section, a statistical test was used in order to 

confirm the differences in the mean score levels obtained by the different 

groups. To put simply, any differences in the mean score may not be an 

actual difference unless it is tested statistically. This is the reason for 

opting the t-test for independent samples as a statistical measure for this 

purpose.  
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Table (16) 

Significant Differences in the Metacognitive Awareness of Reading 

Strategies Overall Mean Score among the Different Groups 

Group Comparison Pairs T-Value P-Value Interpretation 

Private Schools and 

Government Schools 

10.103 .000 Highly 

Significant 

Male Students and 

Female Students 

3.760 .000 Highly 

Significant 

  Level of Significance: .05 

 

Results of the t-test revealed that the metacognitive awareness of 

reading strategies between the students in the private schools and the 

students in the government schools differ significantly. This is indicated 

by the p-value of .000, which is lower than 0.05 level of significance. 

Given this p-value, it is logical to reject the null hypothesis, which states 

that there is no significant difference in the overall metacognitive 

awareness of reading strategies between the students in the private 

schools and the students in the government schools. The results imply 

that the type of school affiliation could affect their metacognitive 

awareness levels and also in terms of their actual usage of the said 

reading strategies. In the context of the study, the aforesaid statistical 

result is in favor of the private schools, which means that the private 

schools had a higher level of metacognitive awareness of reading 

strategies than the students in the government schools. 

Table 16 also indicates that there is also is a significant difference 

in the level of metacognitive awareness of reading strategies between 
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male students and female students. This is indicated by the p-value of 

.000, which is lower than 0.05 level of significance. Thus, the null 

hypothesis is rejected, which states that there is no significant difference 

in the overall metacognitive awareness of reading strategies between the 

male students and the female students. The said statistical result is in 

favor of the male students, which means that the male students had a 

higher level of metacognitive awareness of reading strategies than the 

female students. 

Table (17) 

Significant Differences in the Reading Comprehension  

Abilities among the Different Groups 

Group Comparison 

Pairs 

T-Value P-Value Interpretation 

Private Schools and 

Government Schools 

13.170 .000 Highly 

Significant 

Male Students and 

Female Students 

1.691 .093 Not  

Significant 

    Level of Significance: .05 

 

Table 17 demonstrates the significant differences in the reading 

comprehension abilities of the different groups of student-respondent. As 

revealed in this table, there is a significant difference in the reading 

comprehension abilities between the students in the private schools and 

the students in the government schools. This is indicated by the p-value of 

.000, which is lower than 0.05 level of significance. On a closer analysis, 

the aforesaid statistical result is in favor of the private schools, which 
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means that the students in the private schools had a higher level of 

reading comprehension abilities than the students in the government 

schools. 

However, another important observation from the same table is the 

non-significant difference in the level of reading comprehension abilities 

between male students and female students. This is indicated by the p-

value of .093, which is higher than 0.05 level of significance. 

 

4.7. Summary of Null Hypotheses  

Rejection/Acceptance 

Null Hypothesis 1 

H01:  There is no significant relationship between the level of 

metacognitive awareness of reading strategies and the reading 

comprehension abilities of the third year secondary high school Bahraini 

students. 

Interpretation: There is a significant relationship between the level of 

metacognitive awareness of reading strategies and the reading 

comprehension abilities of the third year secondary high school Bahraini 

students. 

 

Null Hypothesis 2 

H02:  There is no significant relationship between the level of 

metacognitive awareness of reading strategies and the type of school 

affiliation of the third year secondary high school Bahraini students. 

Interpretation: There is a significant relationship between the level of 

metacognitive awareness of reading strategies and the type of school 

affiliation of the third year secondary high school Bahraini students. 
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Null Hypothesis 3 

H03:  There is no significant relationship between the level of 

metacognitive awareness of reading strategies and the gender of the third 

year secondary high school Bahraini students. 

Interpretation: There is a significant relationship between the level of 

metacognitive awareness of reading strategies and the gender of the third 

year secondary high school Bahraini students. 

 

Null Hypothesis 4 

H04:  There is no significant relationship between the reading 

comprehension abilities and the type of school affiliation of the third year 

secondary high school Bahraini students. 

Interpretation: There is a significant relationship between the reading 

comprehension abilities and the type of school affiliation of the third year 

secondary high school Bahraini students. 

 

Hypothesis 5 

H05:  There is no significant relationship between the reading 

comprehension abilities and the gender of the third year secondary high 

school Bahraini students. 

Interpretation: There is no significant relationship between the reading 

comprehension abilities and the gender of the third year secondary high 

school Bahraini students. 

 

Null Hypothesis 6 

H06: There is no significant difference in the level of metacognitive 

awareness of reading strategies between the student-respondents in the 

private schools and the student-respondents in the public schools. 
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Interpretation: There is a significant difference in the level of 

metacognitive awareness of reading strategies between the student-

respondents in the private schools and the student-respondents in the 

public schools. 

 

Null Hypothesis 7 

H07: There is no significant difference in the level of metacognitive 

awareness of reading strategies between the male and female student-

respondents. 

Interpretation: There is a significant difference in the level of 

metacognitive awareness of reading strategies between the male and 

female student-respondents. 

 

Null Hypothesis 8 

H08: There is no significant difference in the reading comprehension 

abilities between the student-respondents in the private schools and the 

student-respondents in the public schools. 

Interpretation: There is a significant difference in the reading 

comprehension abilities between the student-respondents in the private 

schools and the student-respondents in the public schools. 

 

Null Hypothesis 9 

H09: There is no significant difference in the reading comprehension 

abilities between the male and female student-respondents. 

Interpretation: There is no significant difference in the reading 

comprehension abilities between the male and female student-

respondents. 
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4.8. Interpretation and Discussion 

The results of the study provide various points for further empirical 

discussion. These points of interpretation and discussion are explored in 

this section. A salient finding in this study is the high percentage of 

government school students whose reading comprehension levels are 

below B1 level. Previously it was noted that most of the male and female 

students in the government schools have below B1 level in reading 

comprehension. The said result is supported by Carvalho (2009) and 

Peterson (2002) who both affirmed that students in the public schools 

may experience difficulties in various academic areas and this includes 

the area of reading comprehension.  

The result of the study also highlights the high percentage of B1 

learners in the private schools. For example, it was noted earlier that most 

of the male and female students in the private schools have B1 level in 

reading comprehension based on the CEFR. This could be attributed to 

the curriculum of the private schools, wherein students are exposed to 

many subjects that are taught in English and various extra-curricular 

activities that promote their language skills. Such generalized findings of 

the study find strong support in the study of Carvalho (2009) and 

Peterson (2002) as well. It must be noted also that the reading 

comprehension data in this study provide a different perspective in the 

sense that previous studies on reading comprehension only involved 

students from the elementary levels such as the researches of Baier 

(2005), Jiang (2011), Cromley (2005), and Akyol, Cakiroglu, Kuruyer 

(2014). In other words, the results on the reading comprehension levels 

between the private and government schools provide a different cross-

sectional perspective.  



129 
 
 

The high percentage of usage on the global reading strategies is 

one of the most important findings in this research. For example, most of 

the male students in the government schools use global reading strategies 

in various reading tasks, as indicated by the highest frequency count of 49 

out of 60 respondents under this category (81.66%). It was also 

discovered earlier that most of the female students in the government 

schools use global reading strategies in various reading tasks as indicated 

by the highest frequency count of 55out of 60 respondents under this 

category or 91.66% from the total number of samples. The same is true in 

the private schools, wherein most of the male students in the said schools 

also use global reading strategies in various reading tasks, as indicated by 

the highest frequency count of 34 out of 60 respondents under this 

category or 56.66% of the total number of samples. These important 

findings also find similar corroborations in the studies of Chen and Chen 

(2015), Shehadeh (2015), and Chen (2015), wherein they also confirmed 

the pervasiveness and centrality of global reading strategy awareness and 

usage among the language learners they have studied.  

The propositions of Chen and Chen (2015), Shehadeh (2015), and 

Chen’s (2015) research are also affirmed in the present study in the sense 

that regardless of the majors, global reading strategy was seen to be the 

most frequently used strategy, wherein most of the students in the various 

secondary schools use global reading strategies in various reading tasks. 

Another evidence is the fact that, for B2 to C1 level learners, global 

reading strategies are the most frequently used strategies. Both the 

problem solving reading strategies and the support reading strategies 

ranked next for the said level of learners. The most commonly used 

strategies by the respondents are categorized as global reading strategies. 

In other words, global reading strategies were imperative strategies that 



130 
 
 

the student-respondents apply in any given reading task because these 

strategies allow them to have a purpose in mind when they read or think 

about what they know to help them understand what they read. This set of 

strategies also enables them to think about whether the content of the text 

fits their reading purpose and allows them to decide what to read closely 

and what to ignore. 

Another important affirmation in this research is the prevalence of 

high metacognitive awareness of reading strategies among high 

performing learners. This is evident with students who have B2 and C1 

levels of reading comprehension. For example, B2 and C1 level learners 

had high level of metacognitive awareness of the global reading 

strategies, as indicated by their overall mean score levels. It was also 

noted that B2 and C1 learners also had high level of metacognitive 

awareness of the problem solving reading strategies. It must be noted that 

Rastakhiz and Safari (2014), Quiroz (2014), Solak and Altay (2014), 

Hung and Ngan (2015), Mahmoudi (2014), Amer, Barwani, and Ebrahim 

(2010), and Al-Yami (2013) also corroborated the significance of reading 

strategy usage among various levels of learners, particularly for high 

performing language learners. 

Part of the focal highlight of the present research is the significant 

relationship between the overall level of metacognitive awareness of 

reading strategies and the reading comprehension abilities of the student-

respondents. As noted earlier in this chapter, all the individual 

components of the independent variable are also significantly correlated 

with the reading comprehension abilities of the learners, which is evident 

in the p-values of global reading strategies, problem solving reading 

strategies, and support reading strategies that are lower than .05 level of 

significance. The said high correlation between the abovementioned focal 
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variables is strongly affirmed in the researches of Ahmadi et al (2013), 

Alhaqbani & Riazi (2012), Vehovec et al (2014), Osterholm (2006), 

Phakiti (2006), Sonleitner (2005), Tavakoli (2014), Thao et al (2014), 

Guo and Roehrig (2011), Razi and Cubukco (2014), Ditzel (2010), Wu et 

al (2012), and Temur et al (2010).  

Such significant correlation was further explored in the study by 

analyzing the significant differences among the different groups of 

student-respondents. The t-test analysis advanced the findings that 

metacognitive awareness of reading strategies between the different 

groups of students differ significantly, as indicated by the p-value of .000, 

which is lower than 0.05 level of significance. There was also a 

significant difference in the level of metacognitive awareness of reading 

strategies among all the different groups of student-respondents, as 

indicated by the p-value of .000, which is lower than 0.05 level of 

significance, except for the student-respondents who were grouped 

according to major or specialization. In the context of these findings, the 

researches of Ghyasi et al (2013), Alhaqbani & Riazi (2012), and 

Vehovec et al (2014) are worthy to note because their results also 

confirmed the cross-sectional differences in terms of the manifestations of 

the said variables.  

In summation, the current research confirmed that significance of 

metacognitive skills, particularly the student-respondents’ metacognitive 

awareness of reading strategies. Hence, the assumptions of Flavell 

(1976), Oxford  (1990), Schraw and Dennison (1994), Taylor (1999), Ya-

Ling and Wu (2008), and Anderson (2002) on the nature of 

metacognition is highly relevant in the context of the research findings. 

Because high-performing learners take active engagement and have 

awareness over their learning by planning, monitoring, evaluating, and 

https://www.researchgate.net/publication/285749731_Language_learning_strategies_in_a_nutshell_Update_and_ESL_suggestions?el=1_x_8&amp;enrichId=rgreq-f59c623e-4ffe-46ca-b4b9-6ca323594b98&amp;enrichSource=Y292ZXJQYWdlOzI4Njg4MjgyMTtBUzozMDY1Nzk3NTEwMTQ0MDFAMTQ1MDEwNTcxNjM5Nw%3D%3D
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modifying their strategies during a reading task, they are able to 

successfully perform various reading tasks.  

Such mechanisms of metacognition were evident in the student-

respondents’ utilization of various reading strategies and their awareness 

of these strategies. Thus, it affirms the assumptions about reading which 

involves the learners’ prior experiences (Smith, 1994), activation of 

schema (Anderson, 1994), centrality of prediction processes (Goodman, 

1988), application of both conscious and unconscious processes 

(Mikulecky, 2008), involvement of other subskills (August and 

Shanahan, 2006), and usage of hypothesis testing processes on the part of 

the language learners) Block (1992). 
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Chapter Five 

CONCLUSIONS, IMPLICATIONS, AND 

RECOMMENDATIONS 

5.1. Introduction 

This chapter discusses the summary, conclusions, implications, and 

recommendations of the study. Implications for language pedagogy and 

learning are based on the empirical results obtained from the data 

gathering process. Conclusions are presented according to the research 

questions posed in the first chapter. The recommendations formulated at 

the end of this chapter primarily address the significant findings of the 

study, the research methodological framework in terms of its limitations, 

and the potential trajectories for future research.  

 

5.2. Summary  

This research aimed to determine the relationship between reading 

comprehension abilities and metacognitive awareness of reading 

strategies of third year secondary school students in Bahrain. This 

included the processes of investigating the metacognitive awareness of 

reading strategies used by the third year secondary school Bahraini 

students; analyzing their most commonly used reading strategies; 

analyzing their reading comprehension abilities; determining the 

correlation between metacognitive awareness of reading strategies and 

the level of reading comprehension abilities; and determining the 

significant differences in the level of metacognitive awareness of reading 

strategies and the reading comprehension abilities between the student-
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respondents in the private schools and the student-respondents in public 

school. 

A mixed method approach was used with the utilization of both 

quantitative and qualitative research approaches. A quantitative approach 

was used in processing the data in a form of numerical values from rating 

scales and raw scores. In addition, the qualitative approach was also 

applied in the sense that the research made use of open-ended interviews 

which elicited qualitative data from the teacher-respondents. A 

combination of descriptive and correlational research design was also 

utilized in order to address the research questions. A total of 240 third 

year high school students from Riffa Secondary School for Girls, Hamad 

Town Secondary School for Girls, Al Taawon Secondary School for 

Boys, Al Hidaya Secondary School for Boys, Al Iman Private School for 

Girls, Kanoo International School for Girls, Al Iman Private School for 

Boys, and Hawar International School for Boys were chosen as the 

respondents.  

The translated Metacognitive Awareness of Reading Strategies 

Inventory (MARSI) and the First Certificate Exam (FCE) in Reading 

Comprehension were used to measure the focal research variables. An 

interview technique was also used in order to elicit relevant information 

from the secondary school teachers’ observations on their students’ 

reading comprehension experience and their metacognitive awareness of 

reading strategies. In analyzing the data, descriptive statistics such as the 

mean score and standard deviation were employed. Inferential statistics 

such as the Pearson Product Moment Correlation Coefficient, Chi-Square, 

and the t-Test for Independent Samples were deemed imperative in 

testing the null hypotheses of the study.  
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5.3. Conclusions 

In terms of the reading comprehension abilities, it was affirmed 

that most of the male students in the government schools have below B1 

level in reading comprehension based on the CEFR. A large percentage 

of the female students in this type of school also had the highest number 

of cases of below B1 level in reading comprehension. 

On another note, most of the male students in the private schools 

have B1 level in reading comprehension, which is indicated by the 

highest frequency count of 23 out of 60 respondents under this category 

or this 38.33% from the total number of samples. Most of the female 

students in these schools also had the highest number of cases of B1 level 

in reading comprehension, which is indicated by the highest frequency 

count of 20 out of 60 respondents under this category or 33.33% of the 

total number of samples. In terms of B1 level cases, the male group 

(38.33%) had a higher percentage from the total number of samples as 

compared with the female group (33.33%). The male and female students 

in the private schools had the highest level of reading comprehension 

abilities among all the groups. On the contrary, the male and female 

students in the government schools had the lowest level of reading 

comprehension abilities among all the groups.  

In terms of the respondents’ profile of metacognitive awareness of 

reading strategies, it was revealed that most of the male students in the 

government schools use global reading strategies in various reading tasks, 

which is indicated by the highest frequency count of 49 out of 60 

respondents under this category or 81.66% of the total number of 

samples. Likewise, most of the female students in the government schools 

use global reading strategies in various reading tasks, which is indicated 
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by the highest frequency count of 55out of 60 respondents under this 

category or 91.66% from the total number of samples.  

The same observation was seen in the private schools wherein most 

of the male students in the private schools use global reading strategies in 

various reading tasks, which is indicated by the highest frequency count 

of 34 out of 60 respondents under this category or 56.66% of the total 

number of samples. In addition, most of the female students in the private 

schools use global reading strategies in various reading tasks, which is 

indicated by the highest frequency count of 48 out of 60 respondents 

under this category or 80% of the total number of samples. It was the 

male and female students in the private schools which had the highest 

level of metacognitive awareness of reading strategies among all the 

groups. However, the male and female students in the government 

schools had the lowest level of metacognitive awareness of reading 

strategies.  

When grouped according to their CEFR levels, it was revealed that 

both B2 and C1 level learners had high level of metacognitive awareness 

of the global reading strategies. Similar to the previous findings, B2 and 

C1 level learners have high level of metacognitive awareness of the 

problem solving reading strategies.  It was also the B2 and C2 level 

learners which obtained the highest mean score level of metacognitive 

awareness of the support reading strategies. Both the B2 and C1 level 

learners had the highest mean score level in terms of the overall 

metacognitive awareness of reading strategies.  

The most commonly used strategies by the respondents are 

categorized as global reading strategies. This includes having a purpose in 

mind when they read, thinking about what they know to help them 

understand what they read, thinking about whether the content of the text 
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fits their reading purpose, skimming the text first by noting characteristics 

like length and organization, deciding what to read closely and what to 

ignore, using reference materials such as dictionaries to help them 

understand what they read, using tables, figures, and pictures in text to 

increase their understanding, using context clues to help them better 

understand what they are reading, checking their understanding when 

they come across conflicting information, and trying to guess what the 

material is about when they read. 

On the contrary, the least used reading strategies among the 

student-respondents are classified to be either support reading strategies 

or problem solving reading strategies. The least used support reading 

strategies include the process of reading aloud to help them understand 

what they read, underlining or circling information in the text to help 

them remember it, using reference materials such as dictionaries to help 

them understand what they read, paraphrasing to better understand what 

they read, and going back and forth in the text to find relationships among 

ideas in it. The least used problem solving reading strategies include the 

process of reading slowly but carefully to be sure they understand what 

they are reading, adjust the reading speed according to what they are 

reading, trying to picture or visualize information to help remember what 

they read, re-reading the text to increase their understanding, and trying to 

guess the meaning of unknown words or phrases. 

The correlation profile of the focal variables indicated that there is 

a significant relationship between the overall level of metacognitive 

awareness of reading strategies and the reading comprehension abilities 

of the student-respondents. All of the individual components of the 

independent variable are also significantly correlated with the reading 

comprehension abilities of the learners. This includes the global reading 
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strategies, problem solving reading strategies, and support reading 

strategies. Only school affiliation of the respondents had a significant 

correlation with the reading comprehension abilities of the students. Both 

school affiliation and the gender of the respondents had significant 

correlation with their metacognitive awareness of reading strategies.  

Intergroup analysis on the results of the t-test for independent 

samples revealed there was a significant difference in the metacognitive 

awareness of reading strategies between and among the various groups of 

student-respondents. This is indicated by the p-values of .000 in all 

category pairs, which is lower than 0.05 level of significance. This 

includes the students between private and public schools and the male and 

female students.   

In similar manner, there was also a significant difference in the 

reading comprehension abilities between student respondents in the 

private and public schools. However, there was no significant difference 

in the reading comprehension abilities between the male and female 

students. 

 

5.4. Implications 

From the given empirical results, several implications and insights 

could be articulated. In the area of language instruction, it is crucial for 

language teachers to integrate classroom activities that could maximize 

the language-learners’ use of reading strategies, may it be global, 

problem-solving, or support reading strategies. It is believed that once 

language learners are aware of the different reading strategies that are 

available, they could choose which of these sets of strategies are 

applicable in a specific reading task.  
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In the preparation and development of language learning materials, 

language teachers, especially those who specialize in the teaching of 

reading to second language learners, could consider instructional 

materials that could reinforce their global reading strategies or those that 

could improve the language learners’ support and problem solving 

reading strategies. This includes the use of online learning journals or 

electronic message boards wherein the language learners could have 

purpose in mind when they read, think about what they know to help 

them understand what they read, or think about whether the content of the 

text fits their reading purpose. 

In the selection of various classroom activities for learning, second 

language learners in the Kingdom of Bahrain maybe trained to efficiently 

use reference materials such as dictionaries to help them understand what 

they read. They could be given reading activities that involve the use of 

tables, figures, and pictures in text to increase their understanding. 

Teachers may emphasize the use of context clues to help them better 

understand what they are reading. In so doing, allowing the language 

learners to check their understanding when they come across conflicting 

information would be helpful to them. Before the start of the reading task, 

language teachers may elicit some sharing of the students’ personal 

experiences and memories related to the topic in order for them to guess 

what the material is about when they read. These classroom activities are 

deemed important in reinforcing the global reading strategies of the 

learners.  

In the construction of evaluation and assessment materials, 

language teachers may consider performance based approaches such as 

asking the language learners to do interpretative reading. Using open-

ended type of reading evaluation formats instead of the mere multiple 
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choice types would also enhance the problem-solving and support reading 

strategy awareness and usage of the language learner. This includes 

asking the language learners to paraphrase what they are read and to find 

relationships among ideas in it. 

Enrichment activities could be incorporated as part of the pre-

reading activities. During this phase, language teachers could ask the 

learners to read slowly but carefully to be sure they understand what they 

are reading. Teachers could also ask the learners to adjust the reading 

speed according to what they are reading. Through this, they can 

effectively monitor the pronunciation of the individual phonemes of the 

words that the students are reading as well. Other creative ways of 

starting a reading lesson could include the process of using pictures in 

order for the language learners to visualize and related meanings to the 

reading text.  

 

5.5. Recommendations 

 The significant correlation between the metacognitive awareness of 

reading strategies and the reading comprehension abilities of the student-

respondents calls for a proposition that language teachers in Bahrain, 

especially those who are in the secondary level, be exposed to several 

trainings that aim to equip them with the skills of integrating 

metacognitive awareness of reading strategies in the teaching of general 

reading skills. It can be noted from the qualitative responses of the 

language teachers that most of them need to be trained in the area of 

metacognitive skills application. Albeit, it can be argued that they are 

equipped with the language teaching competence, the area of 

metacognition and its utilization in language teaching need to be 

demystified to them. Conducting workshops and trainings related to the 
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application of metacognition in the teaching of reading could result to a 

more enhanced teaching-learning process in the future.  

It is also logical to propose that curriculum planners revisit the 

current language curriculum in Bahrain given the variability of the 

reading comprehension abilities and the metacognitive awareness of 

reading strategies. Certain reading competencies maybe emphasized over 

the other or several reading competencies maybe clustered based on 

themes or skill domain in order to provide a meaningful teaching of 

reading. By doing so, it would be easier to incorporate the integration of 

metacognitive awareness of reading strategies among these learners who 

are at the core of language pedagogy.  

 Future research on metacognition and reading comprehension may 

consider several points of exploration. First, the analysis of metacognitive 

awareness of reading strategies could make use of other instruments or a 

combination of several instruments. It can be noted that in the present 

study, the data on the student-respondents’ metacognitive awareness of 

reading strategies are based on the responses of obtained from the 

MARSI. Future research could combine this instrument with other 

research instruments used in the past. A modification of this instrument is 

also suggested in combination with other forms of assessment for this 

variable. In this manner, a reinforced generalizability of results could be 

achieved because of the nature of research instruments.   

 Second, the possible intervention of other variables could be 

explored in the future. This could include the inclusion of other 

sociocultural or psychological variables such as the type of personality of 

the language learners, their attitudinal profile, or the cognitive abilities. In 

the present study, only two variables were correlated aside from the 

inclusion of the auxiliary demographic-related variables in the analysis. 
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Hence, in future studies, the analysis of other possible intervening factors 

could be tackled.  

 Third, to further increase the generalizability and conclusiveness of 

the results, future research could also increase the target respondents or 

compare two types of language learners with different mother tongues. 

Past researches, including the present research, have only included one 

group of language learners who speak one language profile. Including 

different language speakers in future studies could further provide 

insights on the nature of language learning and the process of 

metacognition itself. 

 Finally, in terms of the methodological framework, future research 

could apply other research designs and approaches. Experimental designs 

could be conducted in the future if the researcher has full control of the 

threats to internal and external validity. Longitudinal approach or 

diachronic method, instead of the cross-sectional approach, could also be 

tried in the future because this is not fully explored in the context of 

metacognitive awareness of reading strategies.  
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Metacognitive Awareness of Reading Strategies Inventory 

DIRECTIONS: Listed below are statements about what people 

do when they read academic or school-related materials such as 

textbooks, library books, etc. Five numbers follow each 

statement (1, 2, 3, 4, 5) and each number means the following:  

 

1 means “I never or almost never do this.”  

2 means “I do this only occasionally.”  

3 means “I sometimes do this.” (About 50% of the time.)   

4 means “I usually do this.”   

5 means “I always or almost always do this.” 

 

After reading each statement, circle the number (1, 2, 3, 4, or 5) 

that applies to you using the scale provided. Please note that 

there are no right or wrong answers to the statements in this 

inventory. 

Strategies  1 2 3 4 5 

1. I have a purpose in mind when I read.      

2. I take notes while reading to help me understand what I 

read. 

     

3. I think about what I know to help me understand what I 

read. 

     

4. I preview the text to see what it’s about before reading it.      

5. When text becomes difficult, I read aloud to help me 

understand what I read. 

     

6. I summarize what I read to reflect on important information 

in the text. 

     

7. I think about whether the content of the text fits my reading 

purpose. 
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8. I read slowly but carefully to be sure I understand what I’m 

reading. 

     

9. I discuss what I read with others to check my 

understanding. 

     

10. I skim the text first by noting characteristics like length 

and organization. 

     

11. I try to get back on track when I lose concentration.      

12. I underline or circle information in the text to help me 

remember it. 

     

13. I adjust my reading speed according to what I’m reading.      

14. I decide what to read closely and what to ignore.      

15. I use reference materials such as dictionaries to help me 

understand what I read. 

     

16. When text becomes difficult, I pay closer attention to what 

I’m reading. 

     

17. I use tables, figures, and pictures in text to increase my 

understanding. 

     

18. I stop from time to time and think about what I’m reading.      

19. I use context clues to help me better understand what I’m 

reading. 

     

20. I paraphrase (restate ideas in my own words) to better 

understand what I read. 

     

21. I try to picture or visualize information to help remember 

what I read. 

     

22. I use typographical aids like bold face and italics to      
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identify key information. 

23. I critically analyze and evaluate the information presented 

in the text. 

     

24. I go back and forth in the text to find relationships among 

ideas in it. 

     

25. I check my understanding when I come across conflicting 

information. 

     

26. I try to guess what the material is about when I read.      

27. When text becomes difficult, I re-read to increase my 

understanding. 

     

28. I ask myself questions I like to have answered in the text.      

29. I check to see if my guesses about the text are right or 

wrong. 

     

30. I try to guess the meaning of unknown words or phrases.      
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Metacognitive Awareness of Reading Strategies Inventory 

ARABIC VERSION 
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 اعزجبَخ قيبط إعزشاريجيبد انقشاءح

اٌٙذف ِٓ ٘زٖ الاعزجبٔخ ٘ٛ خّغ اٌّؼٍِٛبد ػٓ الاعغزشار١د١بد اٌزٟ رغزخذِٙب اثٕبء لشائزه ٌٍٕظٛص 

ً: ، ٚخبطخ ِب٠زؼٍك ِٕٙب ثذساعزه ٌّمشس اٌٍغخ الإفٟ ثؼغ اٌذسٚط الاوبد١ّ٠خ ثبٌٍغخ الإٔد١ٍض٠خ ٔد١ٍض٠خ ِث

ظض ٚاٌشٚا٠بد اٌّظبزجخ ٌٍّمشس.اٌمشاءح فٟ اٌىزت اٌذساع١خ أٚ اٌم  

ٖ رؼٛد إٌٝ لشائزه ثبٌٍغخ الإٔد١ٍض٠خ ٌٍٕظٛص الأوبد١ّ٠خ فٟ ِمشس اٌٍغخ الإٔد١ٍض٠خ  اداٌفمشاد اٌٛاسدح ثبٌٕض أدٔب

ٟ: 5-4-3-2-1 وً فمشح عززجغ ثخّغخ أسلبَ.فٟ اٌّذسعخ ٚوً سلُ ٠ؼٕٟ ا٢ر  

 

أثذا لا أفعم ْزا إطلاقب. -1  

َبدساً. -2  

%(.55فعم رنك )ثُغجخ أديبَب أ -3  

عبدح أفعم رنك. -4  

دائًب أفعم رنك.  -5  

 

 انشقى الإعزشاريجيخ 1 2 3 4 5

 1 يكٌٕ ني ْذف ديًُب أقشأ     

عُذيب أقشأ أكزت ثعط انًهذٕظبد نًغبعذري      

 في انفٓى

2 

أعزخذو يعشفزي انغبثقخ نزغبعذَي في فٓى يب      

 أقشأ

3 

بيخ نًعشفخ يبْيزّ قجم أَظش إنٗ انُص َظشح ع     

 قشاءرّ

4 

ديًُب يصجخ انُص صعجب أقشأ ثصٕد عبل      

 نًغبعذري في فٓى يب أقشأ

5 

أفكش فيًب إرا كبٌ يذزٕٖ انُص يزفق يع ْذفي      

 انشئيظ يٍ انقشاءح

6 

 7 أقشأ ثجطء ٔرًٓم دزٗ أرأكذ يٍ اعزيعبة يب أقشأ     

ثعط قجم أٌ أقشأ أعزعشض انُص نًعشفخ      

 خصبئصّ كطٕل انُص ٔرقغيًّ

8 

 الاسم:……………………………

 التاريخ:…………………………

 ( Private -  Government ) :المدرسة 

 



159 
 
 

ديًُب أفقذ انزشكيض في انقشاءح، أساجع انُص يشح      

 ثبَيخ

9 

أظع خطب أٔ دائشح دٕل ثعط انًعهٕيبد في      

 انُص نًغبعذري في رزكشْب

15 

 11 أظجط عشعزي في انقشاءح رجعب نًب أقشأِ     

عُذيب أقشأ، أدذد يب عٕف أقشأِ ثزشكيض      

 ف أًْهّٔيبعٕ

12 

ٍ ثجعط الأدٔاد )كبنًعجى يثلا(نًغبعذري       أعزعي

 في فٓى يب أقشأ

13 

 انشقى الإعزشاريجيخ 1 2 3 4 5

ديًُب يكٌٕ انُص صعجب، أدبٔل انزشكيض فيًب      

 أقشأ

14 

أعزعيٍ ثبلأشكبل ٔانصٕس في انُص لأصيذ يٍ      

 اعزعيبثي

15 

 16 قشأأرٕقف يٍ ديٍ لآخشلأفكش فيًب أ     

أعزعيٍ ثجعط انقشائٍ ٔالإشبساد في يذزٕٖ      

 انُص نًغبعذري في انفٓى

17 

أصيغ ثعط الافكبس ثًفشداري انخبصخ لأصيذ يٍ      

 فًٓي نهُص

18 

أدبٔل أٌ أرصٕس ٔأرخيم انًعهٕيبد نًغبعذري      

 في رزكش يب أقشأ

19 

أعزعيٍ ثزُغيق انكزبثخ كزعشيط انخط ٔالاقٕاط      

 ًييض انًعهٕيبد الأعبعيخنز

25 

أدهم ٔأقيى ٔأَقذ انًعهٕيبد نًغبعذري في رزكش      

 يب اقشأ

21 

 22 أساجع انُص يشاسا لإيجبد انعلاقبد ثيٍ أفكبسِ     
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أساجع يعهٕيبري ديًُب رعزشظُي يعهٕيبد      

 جذيذح

23 

 24 ديًُب أقشأ، أدبٔل رخًيٍ يذزٕٖ انُص     

ُص صعجب، أقشأِ يشِ ثبَيخ عُذيب يصجخ ان     

 لأفًّٓ فًٓب ربيب

25 

أطشح عهٗ َفغي أعئهخ أثُبء انقشاءح أرًُٗ اٌ      

 أجذ إجبثزٓب في انُص

26 

أساجع لأرأكذيب إرا كبَذ رٕقعبري دٕل انُص      

 انًقشٔء صٕاثب أو خطأ

27 

ٗ انكهًخ أٔ انعجبسح       ديًُب أقشأ، أدبٔل رخًيٍ يعُ

 انزي لا أعشفٓب

28 

ديًُب أقشأ، أرشجى يٍ انهغخ الإَجهيضيخ إنٗ نغزي      

 الأو

29 

ديًُب أقشأ، أفكش في انًعهٕيبد انٕاسدح ثبنهغخ      

 الإَجهيضيخ ٔكزنك ثهغزي الأو

35 
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Appendix C 

 

THE FCE 

READING COMPREHENSION TEST 
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Appendix D 

 

THE INTERVIEW GUIDE  

for TEACHERS 

 

(English Version) 

 

 

 

 

 

 

 

 

 

 

 



170 
 
 

INTERVIEW QUESTIONS FOR TEACHERS ON THEIR 

STUDENTS’ METACOGNTIVE AWARENESS OF READING 

STRATEGIES 

 

Name of Teacher-Respondent(optional):_________________________ 

School:___________________________________________________ 

School Type:  Public                 ___________ Private___________ 

 

Part 1.  Introductory Questions 

1. Do you find the teaching of reading challenging? Why? 

______________________________________________________

______________________________________________________

______________________________________________________ 

2. What are the common challenges and issues that you encounter in 

the teaching of reading to this particular group of students(Grade 

12)? 

_______________________________________________

_______________________________________________ 

 

Part 2.  Probing Questions 

1. If you don’t clarify the purpose of reading, do your students 

preview the reading material, ask for the purpose of reading, or ask 

questions related to what they know about the material before they 

read? To what extent is this observed in your classroom? Please 

give specific situations.  

______________________________________________________

______________________________________________________

______________________________________________________ 
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2. When your students find the reading material too difficult, what do 

they usually do? Do they take down notes, read the text aloud, 

summarise the text, discuss their ideas to their peers, or use 

references? To what extent is this observed in your classroom? Can 

you give some examples? 

_______________________________________________

_______________________________________________

_______________________________________________ 

3. Were there any instances wherein your students wanted you to give 

them more time to read slowly, used some visual organizers to help 

them understand what they were reading, or tried to guess the 

meaning of unknown words without using reference materials? 

Provide situations.  

______________________________________________________

______________________________________________________

______________________________________________________ 

4. What is the first thing your students usually do when you ask them 

to read something? 

______________________________________________________

______________________________________________________

______________________________________________________ 

5. What other things do your students usually do in the middle of a 

reading task?  

______________________________________________________

______________________________________________________

______________________________________________________

_____________________________________________________ 
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6. What do your students do if they find the reading material 

challenging?  

______________________________________________________

______________________________________________________ 

7. After reading a specific material inside the class, what do your 

students usually do or ask from you( post reading activity)?  

______________________________________________________

______________________________________________________ 

 

Part 3.  Closing Questions 

8. Do you think that the metacognitive awareness of reading 

strategies among your students is important in the development of 

their reading comprehension skills? Why?  

______________________________________________________

______________________________________________________ 

9. How can you improve your students’ metacognitive awareness of 

reading strategies during your teaching? 

______________________________________________________

______________________________________________________ 

10. What other recommendations or suggestions can you propose in 

order to improve the general reading comprehension skills as well 

as the metacognitive awareness of reading strategies of your 

students? 

_______________________________________________

_______________________________________________

_______________________________________________ 

 

 



173 
 
 

 

 

 

 

 

 

 

 

 

Appendix E 

 

THE INTERVIEW GUIDE  

for TEACHERS 

 

(Arabic Version) 
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يقبثهخ انًعهًيٍ ثخصٕص ٔعي انطلاة يب ٔساء انًعشفي لإعزشاريجيبد انقشاءح ٔالإعزيعبة 

 انقشائي نذيٓى

 : _____________________________)اخز١بسٞ( إعُ اٌّذسط

 اٌّذسعخ:_________________________________

 زى١ِٛخ____________      خبطخ_________     ٔٛع اٌّذسعخ:

 

 : الأعئٍخ اٌز١ّٙذ٠خ 1اٌدضء 

ً ر .1 ْ رذس٠ظ اٌمشاءح ٘ ٗ رسذ٠بدشٜ أ  ؟ ٌّبرا؟ ف١

ٟ رٛاخٙه ػٕذ رذس٠ظ اٌمشاءح ٌٙزح  .2 ٚ اٌّشبوً اٌشبئؼخ اٌز ِبٟ٘ اٌظؼٛثبد 

ٟ ػشش(اٌّدّٛػخ ِٓ اٌطلاة  ؟ ) اٌظف اٌثبٔ

 : الأعئٍخ اٌغبثشح 2اٌدضء 

ٚ رٛػ١ر اٌغشع ِٓ ؽٍجىُ ، لشاءح إٌض لجً .1 ً ٠مَٛ ؽلاثه ثّؼب٠ٕخ ِٛاد اٌمشاءح؟ أ ٘

ٓ اٌّبدح اءح؟ أٌُٙ ٌٍمش ٝ أٞ ِذٜ لذ ٌٛزظ رٌه ٚ ؽشذ أعئٍخ ِزؼٍمخ ثّب ٠ؼشفٛٔٗ ػ ؟ إٌ

 .أِثٍخفٟ فظٍه؟ ٠شخٝ إػطبء 

 

2.  ً ً ٠مِْٛٛ ثزغد١ ْ ِبدح اٌمشاءح طؼجخ  خذا؟ ٘ ً ؽلاثه ػبدح ػٕذِب ٠دذْٚ أ ِبرا ٠فؼ

ِشبسوخ أفىبسُ٘ ِغ  ض ٚاءح إٌض ثظٛد ػبي؟ أٚ رٍخ١ض إٌاٌّلازظبد؟ أٚ لش

ً ثإِىبٔه صِلائُٙ؟ أ ٝ أٞ ِذٜ لذ ٌٛزظ رٌه فٟ فظٍه ؟ ٘ َ اٌّشاخغ؟ إٌ  روشٚ إعزخذا

 ؟ ِٛالف 

 

 

ً وبٔذ ٕ٘بن .3 ٞ زبلاد لذ ؽٍت ف١ٙب ؽلاثه  ٘ ً لبِٛا  اٌّض٠ذ ِٓأ اٌٛلذ ٌٍمشاءح ثجؾء؟ ٘

ً  ثبٌشخٛع ٌٍظٛس ٚاٌشِٛص اٌّٛخٛدح ثبٌٕض ٘ ٚ ُ ػٍٝ فُٙ ِب ٠مشأٚٔٗ؟ أ ٌىٟ رغبػذ٘

ٓ ِؼٕٝ اٌىٍّب ٝ زبٌٚٛا رخ١ّ َ اٌّٛاد اٌّشخؼ١خ؟ ٠شخ د اٌغ١ش ِؼشٚفخ دْٚ إعزخذا

ً ٘زٖ اٌغٕبس٠ٛ٘بد فٟ فظٍه؟   الإعزشٙبد ثزدبسثه اٌخبطخ فٟ زبي لذ سطذد ِث
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ً ؽلاثه ػبدح ػٕذِب رطٍت ُِٕٙ لشاءح شٟء .4  ؟ دْٚ رسذ٠ذن ٌٙذف اٌمشاءح ِبرا ٠فؼ

 

ً ؽلاثه ػبدح أثٕبء اٌمشاءح؟  .5  ِبرا ٠فؼ

 

ً ؽلاثه ػبدح ػٕذ .6 ْ ٔض اٌمشاءح طؼت؟ ِبرا ٠فؼ  ِب ٠دذْٚ أ

 

ً أٚ ٠طٍت ِٕه ؽلاثه ثؼذ لشاءح ٔظٛص ِؼ١ٕخ  .7 )أٔشطخ ِبثؼذ  اٌظف فِٟبرا ٠فؼ

 ؟ ح(اٌمشاء

 

 

 الأعئٍخ اٌّغٍمخ : 

ْ إعزخذاَ ؽلاثه لإعزشار١د١بد اٌمشاءح  ُِٙ ٌزط٠ٛش ِٙبسارُٙ اٌمشائ١خ ؟  .8 ً رؼزمذ ا ٘

 ٌّبرا؟ 

 

ٓ ٚرط٠ٛشو١ف ٠ّىٕه  .9 خلاي  بٚساء ِؼشفٟ ثبعزشار١د١بد اٌمشاءحؽلاثه اٌّ ٚػٟ رسغ١

 ؟اٌزذس٠ظ

 

  

ٓ ِٙبساد  .10 ً رسغ١ ٟ ٠ّىٕه رمذ٠ّٙب ِٓ أخ ٚ الإلزشازبد الأخشٜ اٌز ِبٟ٘ اٌزٛط١بد ا

 ٓ ٟ اٌؼبِخ ٌطلاثه فؼلا ػ ٟ ر١ّٕخ الإعز١ؼبة اٌمشائ ٟ  ٟٚساء اٌّؼشفِباٌٛػ ف

 إعزشار١د١بد اٌمشاءح؟ 
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 انًهخص

 ِبٚساء ٚاٌٛػٟ لذساد الاعز١ؼبة اٌمشائٟ ث١ٓ ٌؼلالخا اعزمظبء إٌٝ اٌجسث ٘زا ٠ٙذف

 أعب١ٌت اعزخذاَ رُ .اٌجسش١١ٕ٠ٓ اٌثبٔٛٞ اٌثبٌث اٌظف ٌطلاة اٌمشاءح ثبعزشار١د١بد اٌّؼشفٟ

ٚ رُ  .إٌزبئح رس١ًٍ فٟ ٚٔٛػ١خ ؽشق ثسث و١ّخ ِخزٍطخ  ٚاٌزٞ ٠ظٙشِٓ خلاي رطج١ك ثسث

 .اٌجسث أعئٍخ ِؼبٌدخ أخً ٚالاسرجبؽ١ٟ ِٓ  اٌٛطفٟ اٌجسث رظ١ُّ ث١ٓ اٌدّغ أ٠ؼبً اعزخذاَ

اٌثب٠ٛٔخ الاخبثخ ػٍٝ اعزجبٔخ ِزشخّخ  اٌّشزٍخ فٟ اٌثبٌثخ ؽبٌت ِٓ ؽلاة اٌغٕخ 240 ٚؽٍُت ِٓ

ثبلاػبفخ إٌٝ الاخبثخ ػٍٝ اعئٍخ  (MARSI)اٌمشاءح ثبعزشار١د١بد ػٓ اٌٛػٟ ِبٚساء اٌّؼشفٟ

ِؼٍُ  20، وّب رُ اخشاء ِمبثلاد ِغ اءحاٌّؼزّذ ِٓ وبِجش٠ذج فٟ ِٙبسح اٌمش (FCE) اِزسبْ

 .ثخظٛص ِذٜ اعزخذاَ اٌطلاة لاعزشار١د١بد اٌمشاءح ٚربث١ش رٌه ػٍٝ الاعز١ؼبة اٌمشائٟ 

ِغزٜٛ  اٌسى١ِٛخ عدٍٛا اٌّذاسط فٟ اٌطلاة أْ (FCE)ٔزبئح اخزجبس اٌمشاءح ٚوشفذ 

 أْ ز١ٓ ٌٍغخ. فٟفٟ ِٙبسح اٌمشاءحػٍٝ زغت الإؽبسالأٚسٚثٟ اٌّشخؼٟ اٌؼبَ  B1ِٓ  ألً

اٌؼبٌٟ فٟ  الأداء رٚٞ ٚعدً اٌطٍجخ  .B2 ٘ٛ اٌؼبَ ِغزٛاُ٘ اٌخبطخ وبْ اٌّذاسط فٟ اٌطٍجخ

 اٌز٠ٓ اٌطلاة أػٍٝ ثبٌٛػٟ ِبٚساء اٌّؼشفٟ لإعزشار١د١بد اٌمشاءح ِٓ اخزجبس اٌمشاءح ِغزٜٛ

د اٌطلاة فٟ إزظبئ١خ ث١ٓ لذسا دلاٌخ رٚ اسرجبؽ ٕ٘بن وبْ  .B1 ِغزٜٛ ِٓ ِغزٛاُ٘ ألً وبْ

ٟ ِبٚساء اٌّؼشفٟ لإعزشار١د١بد اٌمشاءح ٌذ٠ُٙ. وبْ ٕ٘بن ربث١ش ٚاػر  ٟ ٚاٌٛػ الاعز١ؼبة اٌمشائ

 اٌّذسعٟ)زىِٟٛ/خبص( ػٍٝ لذساد الاعز١ؼبة اٌمشائٟ ٌٍطلاة اٌّشبسو١ٓ، فٟ اٌمطبع ٌؼبًِ

 ػبٍِٟ ِٓ ولا ِغ ٚاػسخ ػلالخ اٌمشاءح وبْ ٌٗ ٚساء اٌّؼشفٟ ثإعزشار١د١بد أْ اٌٛػٟ ز١ٓ

ٚ اٌدٕظ اٌمطبع  اٌّمبسٔبد ث١ٓ فٟ ٚاػر فشق ٕ٘بن وبْ ٚػِّٛب، .  اٌّذسعٟ)زىِٟٛ/خبص( 

 الاعز١ؼبة اٌمشائٟ ػٍٝ لذسارُٙ ز١ث ؽٍجخ اٌّذاسط اٌخبطخ ٚاٌّذساط اٌسى١ِٛخ ِٓ ِدّٛػبد

٠ىٓ ربث١ش اٌدٕظ وج١شا ػٍٝ لذسارُٙ  اٌمشاءح،  ٌٚىٓ ٌُ ثإعزشار١د١بد اٌّؼشفٟ ٚساء ٚاٌٛػٟ
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وؼًّ  زبد خ ثؼذ ِٕبلشخ إٌزبئح ثؼغ اٌّمزشاٌذساع ٚرمذَ .ٚاٌفُٙ اٌمشائٟ ٍٝ الاعز١ؼبةػ

 .اعزمظبء أخشٜثطشق ٚأعب١ٌت  ٚرطج١ك اٌجسث ػًّ ٚٚسػ رذس٠ج١خ دٚساد

 

 

 

 

 

 

 

 

 


