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To everyone who believed in us,

even if we did not.

Keep on moving, keep climbing
Keep the faith

1t’s all about the climb.
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ABSTRACT

English as a foreign language (EFL) in the Chilean educational context
faces two interconnected challenges, which are a limited implementation of
language learning strategies to foster learner autonomy and low reading
comprehension performance. These gaps hinder students’ academic
development and their ability to connect with and participate in a globalized
environment. This quasi-experimental study aims to identify the effects of two
metacognitive reading strategies (global reading strategies) on EFL reading
comprehension among 11th-grade students from a public high school and a
private school in Biobio province. Participants included two classes per
school: one class per school assigned as the experimental group and the other
as the control group. Each group completed the PET for Schools exam and
MARSI-R questionnaire as pre- and post-tests, while only the experimental
groups received explicit strategy instruction for six modules. Collected data
was analyzed using both descriptive and inferential statistics via RStudio to
account for potential within-group statistics differences. Results demonstrated
that explicit instruction in Global Reading strategies led to improved English

reading comprehension in the public school, while there was not significant
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improvement in the private school. The study concludes that metacognitive

instruction benefits learners differently.

Keywords: Metacognitive reading strategies, reading comprehension, EFL

education, education in Chile, 11th-grade.
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RESUMEN

El inglés como lengua extranjera en la educacion chilena enfrenta dos
desafios interconectados: una implementacion limitada de estrategias de
aprendizaje del idioma para fomentar la autonomia y el bajo rendimiento en
comprension lectora. Estas brechas dificultan el desarrollo académico y la
participaciéon en contextos globalizados. Este estudio cuasi experimental
busca identificar los efectos de dos estrategias metacognitivas de lectura
(estrategias globales de lectura) en la comprension lectora en inglés entre
estudiantes de 3° medio de un liceo publico y un colegio privado en la
provincia del Biobio. Los participantes incluyeron dos cursos por
establecimiento; un curso por escuela asignado como grupo experimental y el
otro como grupo control. Cada grupo rindi6 el examen PET for Schools y el
cuestionario MARSI-R como pre y post evaluacion, mientras que solamente
los grupos experimentales recibieron la instruccion explicita de estrategias en
seis modulos. Los datos fueron analizados usando estadistica descriptiva e
inferencial en RStudio, para identificar diferencias estadisticas internas. Los
resultados demostraron que los estudiantes del liceo publico mejoraron su

comprension lectora tras la instruccion explicita de estrategias globales de

XV



lectura, aunque en la escuela privada no se observaron mejoras significativas.
En conclusion, la instruccion metacognitiva beneficia a los estudiantes de
manera diferente.

Palabras clave: Estrategias metacognitivas de lectura, comprension lectora,

educacion en Chile, educacion de inglés como lengua extranjera, 3° medio.
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INTRODUCTION

Developing reading skills is a crucial part of acquiring a language
(Castro et al., 2024), making the ability to comprehend written language
essential for success in life (Butterfuss et al., 2020). Studies on reading
comprehension in first language (L1) are vast and complex; however, this
complexity is even greater in second language (L2) settings, as learners
process the two languages simultaneously (Grabe & Stoller, 2019).

Among many factors that influence reading comprehension, there is
one that plays a fundamental role: metacognition, in which readers are aware
of their own knowledge and self-regulation regarding their understanding of
a text (Mokhtari & Reichard, 2002). The authors emphasize this as a key
factor in distinguishing skilled readers from less skilled ones. Building on
this idea, Mokhtari and Reichard (2002) identified three categories of
metacognitive strategies related to reading: global reading strategies,

problem-solving strategies, and supporting strategies.

Nevertheless, there is little to no interest on promoting metacognitive
strategies or useful alternatives to enhance English language learning in Latin

American education (Martinez et al., 2016). Although English language
1



teaching (ELT) in Chile has been shaped under many social, cultural, and
political influences, English national curriculum is viewed as unrealistic as it
does not align with actual students’ needs, leading teachers to adjust the
curriculum often without success due to practical constraints (Veliz et al.,
2024). There still exists a lack of development in metacognitive processes
during instruction in Chile and a passive reproduction of contents (Yilorm,
2016). Therefore, it is crucial to move toward experimental research that
investigates the impact of explicit metacognitive strategy instruction,
especially in elementary and secondary education in Chile (Matamala &

Muioz, 2024).

English teachers should not only focus on teaching linguistic aspects
but also strategies and independence to fulfill potential needs while learning
a language (Haque, 2018). In response to this present gap, the present study
aims to identify the influence of the instruction of two metacognitive
strategies on reading comprehension in EFL 11th-grade students from a
public high school and a private school in Chile, using a quasi-experimental
design and the application of the self-report Metacognitive Awareness of

Reading Strategies Revised and the B1 Preliminary for Schools reading test.



CHAPTER 1. PROBLEM STATEMENT

1.1 Background

Given its role as a widely accepted language for cross-cultural
communication, English is an essential skill to develop, particularly in
settings where it is learned as a foreign language (Kurniawan, 2024; Lee,
2016). South America is no exception to this, where English Language
Teaching has grown in importance, resulting in English becoming a

compulsory foreign-language subject in most schools (Barahona, 2016).

Consequently, in the Chilean context, learning English is considered
essential for granting access to information and engaging in a globalized
society (Toledo & Gonzalez, 2016). Hence, government programs have
prioritized the teaching and learning of English nationwide (Barahona, 2016),
with the EFL Curriculum in Chile aligning and emphasizing the development
of the Communicative Competence (Ministerio de FEducacion, 2015).
Subsequently, and with alignment with the Common European Framework

of Reference (CEFR), the Chilean Ministry of Education (2019) states in the



Curricular Bases for 11th and 12th that students are expected to reach a Bl

level by the end of their secondary education.

To oversee the English proficiency among students in Chile, the
National English Study was implemented. The National English Study
evaluates 11th-grade learners through standardized assessments as part of the
Sistema de Medicion de la Calidad de la Educacion program (SIMCE)
(Ministerio de Educacion, 2010). The most recent study is the 2017 National
English Study which focused solely on assessing reading and listening skills
(Agencia de la Calidad de la Educacion, 2018). The 2017 test revealed a
significant gap between the assessed skills, with reading comprehension
scoring particularly low at an average of 22 measured on a 100-point scale
(Agencia de Calidad de la Educacion, 2018). These reading comprehension

results require an examination of potential improvement strategies.

Consequently, metacognitive reading strategies prove to be a
promising solution, bridging the gap between curricular goals and student
performance (Paris & Winograd, 1990a). According to Flavell (1979),
metacognition involves solving problems during study and in future learning.

Metacognition is defined as ‘learning to learn’, which its foundation in



mental regulation and knowledge integration is highlighted (Haque, 2018).
For this reason, implementing metacognitive learning strategies fosters the
independent learning that students need (Oxford, 1990), especially in systems
where the use of English inside or outside the classroom might not be directed
by a teacher. As outlined by Sanhueza (2012), metacognitive strategies
address reading comprehension challenges by providing students with the
necessary tools for self-regulated learning, fostering independence, and

encouraging a more involved and self-sufficient approach to education.

Nonetheless, as Yilorm (2016) argues, there remains a significant lack
of emphasis on developing metacognitive processes within students'
instruction. The author suggests that educators in Chile have predominantly
relied on traditional pedagogical approaches, prioritizing the direct
transmission of content rather than promoting autonomous learning and the

cultivation of critical thinking strategies among students.

1.2 Justification

Reading comprehension is a key component in English as a foreign
language education, as it facilitates effective language use, thereby playing a

fundamental role in both language development and communicative

5



competence (Castro et al., 2024). Despite the mentioned importance of
reading skills, EFL students frequently face significant difficulties in reading

comprehension and continue to struggle with it (Lestari et al., 2017).

Moreover, the 2017 English National Study reveals significant reading
comprehension gaps between students from low and high socioeconomic
backgrounds. In the 2017 SIMCE, 11th-grade students from low
socioeconomic groups averaged 15 points, compared to 39 points among
their higher socioeconomic peers (Agencia de Calidad de la Educacion,
2018). Students from vulnerable backgrounds consistently score lowest on
the SIMCE English test, whereas those meeting proficiency standards
predominantly attend private schools (Glas, 2013, as cited in Yilorm &

Acosta, 2016).

The lower reading comprehension results can be explained by the
Programme for International Student Assessment (PISA) test, which Chilean
students’ results were categorized as “below average” in all competencies,
concerning low levels in L1 reading comprehension (OECD, 2023).
Similarly, Honorato-Errazuriz et al. (2025) state that this pattern also extends
to English examinations, where reading and listening comprehension skills

6



in EFL are also below the expected proficiency levels. In line with this,
Castro et al. (2024) emphasize that developing reading comprehension skills
is an essential aspect of the English language acquisition. Targeted
interventions are needed to reduce and bridge this gap in English reading
comprehension, ensuring all students can develop comparable language

competencies.

As emphasized by Pressley and Harris (2008), explicit strategy
training is necessary for students to overcome comprehension challenges and
enhance their reading proficiency. At this point, metacognition becomes
central to the discussion. As Zhang (2018) highlights, the relationship
between metacognition and reading comprehension has long been set in this
field of research. Teng (2020) further reinforces this connection, explaining
that English learners can enhance their reading proficiency by using
metacognitive strategies that foster and deepen overall understanding relating
to a text. Though these benefits are acknowledged, research on metacognitive
strategies has largely focused on adult learners with established

metacognitive habits (Chumaia et al., 2019; Valenzuela, 2018); however,



there 1is limited attention given to secondary students and specific

metacognitive reading strategies in the Chilean educational context.

Moreover, there is a lack of research about the awareness learners hold
regarding reading comprehension strategies in the Chilean context. The most
related reference is the work by Matamala and Mufioz (2024) who showed in
their study conducted in Chile that explicit instruction in cognitive and
metacognitive learning strategies positively influences learners reading
comprehension in the L2, although their focus was not on implementing
training on metacognitive reading strategies as a complete set. As noted by
Mokhtari and Reichard (2002), researchers have long emphasized the
importance of monitoring reading comprehension, a key factor distinguishing
proficient from less proficient readers. These authors categorized
metacognitive reading strategies into three types: global reading strategies,
problem solving strategies, and support strategies. However, there is one
category that draws particular attention for its preference among different
students from different contexts of language learning (e.g., Kose & Giines,
2021). Global reading strategies aid the overall text comprehension, whereas

other categories address specific information gaps and meaning-related



difficulties (Bilici & Subasi, 2022). Instructing these strategies would be
particularly valuable in the Chilean EFL context, where the Ministry of
Education (2015) prioritizes communicative competence, defined by
Savignon (2017), as conveying meaning in context overachieving perfect

linguistic accuracy.

1.3 Research question

1.3.1 General research question

What is the effect of explicit instruction of metacognitive strategies on EFL
reading comprehension among 11th-grade students from a private school and

a public high school in Chile?

1.3.2 Specific research question
What is the initial and final level of metacognitive awareness and reading
proficiency of students, as measured by the Metacognitive Awareness of
Reading Strategies Inventory-Revised (MARSI-R) and B1 Preliminary for
Schools (PET for Schools), among 11th-grade students from a private school

and a public high school in Chile?



1.4 Objectives

1.4.1 General objective
To analyze the effects of two metacognitive strategies on EFL reading
comprehension in 11th-grade students from schools in the Biobio

province.

1.4.2 Specific objectives

1. To determine the initial and final levels of metacognitive awareness of
reading strategies through a self-report instrument, namely the MARSI-R, in
both a public and a private school.

2. To determine the initial and final levels of reading comprehension in the
English language using the PET for Schools exam in both a public and a
private school.

3. To compare reading comprehension scores as measured by the
standardized assessment instruments (PET for Schools) and the results of the
self-report instrument (MARSI-R) among the experimental groups within
each school’s sample, employing statistical analysis methods alongside

specialized software for analysis.
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1.5 Hypothesis

The implementation of an explicit metacognitive strategy instruction
program influences the EFL metacognitive reading strategy awareness and
reading comprehension scores of 11th-grade students, with significant

differences between a private school and a public high school.

1.6 Variables

1.6.1 Independent variable

In this study, metacognitive reading strategy awareness is considered
as the independent variable. Metacognitive reading strategies refer to the
conscious processes that readers use to monitor, control, and assess their
comprehension (Babayigit, 2019). Developing awareness of these strategies
enables students to take active control and evaluate their comprehension,
effectiveness, and efficiency in reading processes (Pahrizal et al., 2025).
According to Mokhtari et al. (2018), there are 15 metacognitive reading
strategies grouped into three major categories or scales: Global, Problem-
solving and Support strategies, each containing five specific strategies.
However, due to time constraints, only two strategies from the Global reading

strategies category were explicitly taught during the instruction process. In

11



this study, the awareness that students developed toward metacognitive
reading strategies following the explicit instruction was measured with the
MARSI-R questionnaire by Mokhtari et al. (2018).

1.6.2 Dependent variable

The dependent variable is students’ level of reading comprehension,
as it is influenced by the instruction of metacognitive strategies. As stated by
Goodman (1988), reading comprehension is the interaction between the
language encoded by the writer and the meaning constructed by the reader.
To measure comprehension, the reading section of the B1 Preliminary for
Schools was used for students from a private school and a public high school.
This decision was made based on the academic reality of the students in each

school.

12



CHAPTER 2. LITERATURE REVIEW

2.1 Reading comprehension

Reading and comprehending written language constitutes a complex
process of human-exclusive cognitive traits (van de Broek & Espin, 2012).
Goodman (1988) defines reading as “a receptive language process” (p. 12).
Reading is a psycholinguistic process that inherently involves the interaction
between the writer’s encoded thought and the reader’s construction of
meaning (Goodman, 1988). Similarly, other authors define reading as an
active, meaningful meaning-making process that demands comprehension
(Grellet, 1981). According to Teng (2020), reading comprehension is a
multifaceted construct, encompassing prior knowledge, vocabulary
knowledge, active reading strategies, and critical thinking skills.
Complementing this view, Smith (2004) conceptualizes comprehension by
extracting the meaning of a text and “reduction of uncertainty” (p. 185),
which gradually reduces the reader’s initial ambiguities regarding the text.

It is essential to understand that behind the act of reading, there are
several brain processes explained through various theoretical models

(Buttefuss et al., 2020; Kendeou et al., 2014). The author divides cognitive

13



processes into two main categories: lower- and higher-level processes.
Generally, in the context of reading comprehension, the lower-level
processes include decoding, reading fluency, and vocabulary knowledge,
whereas the higher-level processes involve inference-making, executive
functions, and attention allocation (Kendeou et al., 2014). In the lower-level
processes of reading comprehension mainly develop during early childhood
and elementary levels (Kendeou et al., 2012), and readers who have not fully
developed them are likely to experience difficulties with higher-level
processes (Kendeou et al., 2014).

With respect to higher-level processes, each component of higher-level
processes works in an integrated way (Kendeou et al., 2014). These sources
involve inference-making that allow readers to make connections between
the text and background knowledge —that is content knowledge and text
structure; executive functions that regulate students doing tasks, including
working memory and inhibition; and finally, attention allocation skills which
refers to adjusting and distributing a person's focus and mental resources
based on the assigned task. Difficulties on higher-level processes

compromise the full comprehension of the text, such as identifying main

14



ideas, semantic connections between text units or connections with prior
knowledge, and others (Helder et al., 2013; Kendeou et al., 2014).

In the context of second language education, a considerable amount of
learners’ knowledge of the L2 is provided through direct class instruction and
indirect instructional tasks or reading (Grabe & Stoller, 2011). Researchers
have emphasized linguistic and cognitive skills across a wide range of
readers, making it difficult to generalize findings in both L1 and L2 (Grabe
& Stoller, 2019). The authors consider that L2 settings are more complex
because learners have a wider range of L2 language proficiency levels and
also must broaden their linguistic knowledge, learn to use L2 resources, and
other demands at the same time. Many students come up with the tacit
knowledge of their L1 which can either transfer reading skills or interference
since L2 reading relies on a two-language system —both languages work
together (Grabe & Stoller, 2019).

According to Grabe and Stoller (2019), there are differences between
L1 and L2 reading that can be divided into three domains: linguistic and
processing, individual and experiential, and finally socio-cultural and

institutional differences. Firstly, the authors mention that L2 reading often

15



does not follow the same patterns as L1; therefore, differing in linguistic and
processing areas, contributing challenges in language transfer.

The second domain is in relation to individual differences and
experiences that impact L2 reading, such as L1 proficiency, previous L2
experience, training in supporting resources, and learners’ motivations and
attitudes towards texts (Grabe & Stoller, 2019). Comprehension can be
influenced by the variation in readers’ skills (Butterfuss et al., 2020).
Additionally, reading is significantly influenced by parental and community
attitudes in both L1 and L2 contexts.

Despite their differences in reading comprehension, L1 and L2 reading
share component skills (Nassaji, 2014; Verhoeven, 2017). Grabe and Stoller
(2019) argue that readers’ cognitive skills involved and advanced literacy
strategies are shared across L1 and L2 contexts, and that the mechanisms in
learning to read in both languages are similar. In addition to this, the reader
becomes more skilled, and the reading processes are more similar.

Fundamentally, understanding reading comprehension as a complex
cognitive process and considering its potential problems provide practical
implications for designing materials and instructional interventions to

alleviate readers’ difficulties (Kendeou et al., 2014). The development of

16



reading comprehension is an essential feature for success throughout life

(Butterfuss et al., 2020).

2.2 Language Learning Strategies

Research on Language Learning Strategies (LLS from now on) has
gone through various phases since Rubin's studies on good language learners
in 1975, which spurred further investigation into this area (Pawlak, 2019).
Although LLS lack a single definition, many researchers recognize them as
cognitive processes that support and regulate a second or foreign language
learning as these deliberate procedures and actions help students to facilitate,
improve, and manage the complexities of communication (Guapacha &
Benavidez, 2017; John Peter & Hashim, 2023; Oxford and Crookall, 1989;
Oxford, 2017). Learners consciously employ the LLS by selecting and
implementing these complex and dynamic actions to manage the cognitive,
emotional, and social aspects of their learning in specific contexts (Oxford &
Amerstorfer, 2019). Language learners select strategies based on individual
and contextual factors that influence their suitability and effectiveness,

ultimately fostering greater learner autonomy (Oxford, 2017).
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Through decades of research on LLS, a wide range of formal
categorizations have emerged from various scholars (Pawlak, 2019). Due to
the complex variables involved, LLS have been classified in various ways;
nevertheless, certain classifications have gained significant acceptance
among academics (Liu, 2023).

The first one is developed by O’Malley and Chamot (1990) and is
called the Strategy Taxonomy Model. It has been widely utilized as it
presents a clear division of strategies into three main categories: cognitive,
metacognitive, and socio-affective (Huang & Zhang, 2022). O'Malley and
Chamot (1990) describe cognitive and socio-affective strategies as the ones
learners use to focus on processing and retaining new information, as well as
addressing the social and emotional aspects of language learning. And in
contrast, metacognitive strategies enable students to plan, monitor, and assess
their learning, which makes it more intentional and reflective. A thorough
explanation of Metacognitive strategies will be given in point 2.4.

According to Oxford’s (1990) Learning Strategies System Model,
there are two main types of strategies: direct and indirect. Direct strategies
actively engage with the language and facilitate learning by tackling specific

tasks or contexts associated with its use, these strategies comprise memory,
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cognitive, and compensatory techniques, focusing on direct engagement with
the language (Pawlak, 2019). Conversely, indirect strategies, such as
metacognitive, affective, and social approaches, manage and direct the
learning process, improving the efficient utilization of direct strategies
(Oxford, 1990).

According to Griffiths (2014), LLS are not effective tools unless they
are taught explicitly, as the instruction ensures that all learners gain access to
useful tools while shaping their understanding of the language. Teng (2020)
further argues that explicit LLS instruction is not optional but a necessity,
since it equips students with the necessary tools to develop the language more
successfully and contributes to more equitable classrooms. Griffiths (2014),
reinforces this view by emphasizing that teachers should incorporate LLS
instruction into their classroom practices, shifting from independent and
incidental discoveries made by individual students to systematic training that

offers equal opportunities to all learners.
2.3 Metacognition

Understanding how learners manage their learning requires examining
the concept and significance of metacognition. The idea was initially

presented by Flavell (1979), who defined metacognition as the recognition
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and awareness of one’s cognitive processes. Expanding on this foundational
definition, modern viewpoints, such as the one presented by Fleur et al.
(2021), define metacognition as the capacity to be aware of and manage one’s
thinking processes, emphasizing its vital importance in achieving academic
success. This concept is strongly associated with cognitive theory, since it
relates to how students perceive and reflect on their own comprehension and
knowledge (Smith, 2021). As Haque (2018) describes, metacognition can be
perceived as “learning to learn” since it is based on the management of the
cognitive processes associated with the assimilation of knowledge.
Metacognition includes several components, with metacognitive
knowledge and metacognitive regulation acknowledged for their unique
functions in understanding and overseeing cognitive processes (Stanton et al.,
2021). Flavell (1979) explains that metacognitive knowledge refers to what
individuals know about their own thinking, including an understanding of
effective strategies and the cognitive demands of different tasks. On the other
hand, metacognitive regulation involves self-directed actions that students
undertake to effectively control their learning, such as strategies (Schraw &

Moshman, 1995).
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In the field of language education, metacognition represents a pivotal
element because, as Haque (2018) emphasizes, it is crucial for effective
learning since it demonstrates a learner's capacity to participate in efficient
and self-directed learning strategies. By consistently being aware of their
learning development and actively assessing their understanding, students
can make smart modifications and strategically direct their language learning
process in real time, improving both effectiveness and long-lasting retention
(Alhamdawee & Abbas, 2021). Therefore, incorporating metacognition into
students' educational experiences is essential, as it fosters self-regulated
learning by enhancing their self-awareness, deepening their understanding of
tasks they encounter and refining the strategies they employ, promoting
autonomous language learners (Rhodes, 2019). A network analysis
conducted by Loaiza et al. (2023) provides strong evidence that
metacognition is a key element in effective learning, and although the
concept was established years ago, its growing relevance in educational
research and its integration into instructional practice reinforce that explicit

instruction in metacognition is both beneficial and essential.
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2.4 Metacognitive reading strategies

Metacognition is applicable to learning in general and to reading in
particular, as it assists learners in progressing and achieving better
comprehension at different stages during the process (Kung & Aziz, 2020).
This can be achieved through the use and awareness of metacognitive reading
strategies (MRS), which are deliberate mental processes that enable readers
to construct meaning from texts by actively monitoring, controlling and
assessing their comprehension throughout the reading process (Babayigit,
2019). These strategies can be understood as “devices for solving problems
met during reading, while readers are deeply engaged with the text”
(Villanueva, 2022, p.15). Furthermore, Nilforoushan et al. (2023) explain
that MRS also allow learners to realize that effective reading demands more
than language proficiency alone, as it requires conscious attention to the
reading process in order to understand a text efficiently.

This study will focus on the strategy framework by Mokhtari and
Reichard (2002), which identifies three groups: global reading strategies
(GRS), problem-solving strategies (PSS), and support strategies (SRS). The
three categories mentioned emerge from an analysis conducted by Mokhtari

and Reichard (2002) during the development of the Metacognitive
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Awareness of Reading Strategies Inventory (MARSI), a self-report
instrument designed to assess students’ metacognitive knowledge regarding
the use of reading strategies in their tasks. Rather than being derived from an
existing strategy taxonomy, these categories emerged through factor analysis
of data on strategy use.

The authors of the MARSI questionnaire drew on theoretical
foundations from Flavell’s (1979) model of metacognition, which
conceptualizes the skill as a system in which, metacognitive knowledge,
metacognitive experiences, goals and actions, interact and highlight the role
of strategic planning and strategic problem-solving. Relevant concepts from
Paris and Winograd (1990b) are also incorporated into the authors’
discussion, the distinctions between cognitive knowledge and cognitive
regulation provide further insight into three regulatory processes —that were
previously established in research— known as planning, monitoring and
evaluating, which occur during the learning process and are directly
connected to metacognition or self-management. This connection is reflected
in “the plans that learners make before tackling a task, in the adjustments they
make as they work at it, and in the revisions, they make afterwards” (Paris &
Winograd, 1990b, p. 2).
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Regarding the reading processes and strategies that can be involved in
it, Mokhtari and Reichard refer to several researchers; however, only a few
will be addressed here, as their contributions significantly enriches the state
of the art. According to Jacobs and Paris (1987), metacognition in reading
involves not only knowing strategies but also when and why to use them.
Another important notion drawn from their work is troubleshooting, by
which learners identify comprehension problems during reading and select
appropriate strategies to overcome them (Jacobs & Paris, 1987). According
to Pereira-Laird and Deane (1997), metacognition is not limited to internal
processes only; it includes the strategic use of external support mechanisms
such as note-taking or dictionaries. Both types of strategies should be
encouraged to be used in a balanced manner to regulate students’ learning
(Pereira-Laird & Deane, 1997).

Therefore, the three categories that are encompassed in the MARSI
(Mokhtari and Reichard, 2002) and later incorporated into the revised and
updated version, MARSI-R (Mokhtari et al., 2018), reflect the planning,
monitoring and evaluating processes that characterize metacognitive reading

behavior through strategies.
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Originally, each category of the MARSI comprised ten strategies; yet
as previously mentioned Mokhtari et al. (2018), conducted a revision of the
instrument in 2018, with the aim of making the questionnaire shorter,
psychometrically stronger and a more universally applicable instrument.
However, one of the most important reasons was to ensure that the inventory
accurately captured how language learners —native, ESL and EFL learners—
plan, monitor, evaluate and use support strategies in reading across different
linguistic contexts (Mokhtari et al., 2018). Therefore, the MARSI-R reduced
the number of strategies to five per group. The following figure presents these

strategies and definitions for clarity.
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Figure 1

Metacognitive Reading Strategies.
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2.4.1 Global Reading Strategies

The focus of MRS will be shift specifically to Global reading strategies
(GRS), as their relevance to the present research will be addressed in
subsequent chapters. Although reading is a complex process, it becomes a
meaningful interaction between the reader and the text when comprehension
is achieved (Villanueva, 2022). Global reading strategies refer to the
deliberate techniques that students employ to plan and to monitor their
reading, particularly during the pre-reading and while-reading stages (Naz et
al., 2024). As noted by Habok et al. (2025), these strategies involve
identifying the overall structure and main ideas of the text before and during
reading in order to facilitate a better comprehension.

According to Mokhtari et al. (2018), this group of strategies comprises
the following reading tools:

1. Having a purpose in mind when reading.

2. Previewing text to see what it is about before reading.

3. Checking to see if the content of the text fits my purpose for

reading.
4. Using typographical aids like bold face and italics to pick out key

information.
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5. Critically analyzing and evaluating the information read.
GRS overall require the reader to engage in skimming, predicting, scanning,
and previewing the content of text, as these processes activate prior
knowledge that supports understanding the text’s background, structure and
organization, thus enhancing reading comprehension (Naz et al., 2024;

Villanueva, 2022).

2.5 Evidence on Metacognitive Reading Strategies use and English

Reading Outcomes

Several authors have explored the impact of students’ metacognitive
reading strategies on their reading proficiency. Pahrizal et al. (2025) states
that employing metacognitive strategies often makes learners more skilled
and strategic in their reading comprehension. Existing studies suggest a
positive impact on students’ academic achievement when emphasizing
metacognitive reading skills (Al-khresheh & Al Basheer Ben Ali, 2023;
Matamala & Muioz, 2024; Mustopa et al. 2024; Tavakoli, 2014; Yulita &
Napitupulu, 2023). This evidence is further reinforced by other authors who
have applied training on metacognitive reading strategies to strengthen
reading proficiency (Aghaie & Zhang, 2012; Matamala & Muioz, 2024;

Pahrizal et al., 2025).
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Moreover, it is suggested that regardless of English competence,
learners’ metacognitive strategy awareness in reading may vary, for instance,
low proficiency students can demonstrate high levels of MRS awareness
(Yulita, 2019). While Villanueva (2022) utilized the Metacognitive
Awareness Reading Inventory which showed that PSS was the most
frequently reported, the author concludes that prior research has
demonstrated higher levels of metacognitive awareness are related to
improvement in reading. In addition to this, Tavakoli (2014) reported a
positive correlation between metacognitive reading strategies and reading
comprehension, in this study, the EFL learners were moderately aware of
metacognitive strategies.

Studies such as Boulware-Gooden et al. (2007) have provided
evidence that supports the use of metacognitive strategies to improve reading
instruction and promote vocabulary learning in third grade students. The
authors carried out lessons of 30 minutes for 25 days in both an intervention
school and a comparison school; however, the lessons in the intervention
school were focused on systematic and direct instruction of metacognitive

strategies (Boulware et al., 2007). The results demonstrated that students
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from the intervention school improved their vocabulary and achieved higher
reading outcomes compared to the comparison school.

A study conducted by Teng (2020) examined the effects of
metacognitive reading strategy instruction on 5th grade ESL students at an
international school in Hong Kong. Research involved a control group and
an experimental group. The process consisted of 10 lessons in which
metacognitive strategies were presented explicitly. In the end, the results
indicated that students benefited from metacognitive reading strategy
instruction, enhancing their reading literacy, since the experimental group
demonstrated statistically reliable results in the post-test (p = .051).
Furthermore, in Kutluturk and Yumru’s (2017) study, participants were also
instructed in both cognition and metacognitive reading strategies the
researchers considered learning needs throughout the research. Their findings
indicated a high MRS score, however, this difference was not statistically
significant.

Additionally, an action research was conducted by Kung and Aziz in
2020 in order to explore the influence of metacognitive strategy instruction
for reading comprehension using MARSI-R questionnaire. The participants

were students from a secondary school in Malaysia. The sessions consisted
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of 50 minutes, where explicit explanation, modelled practice, and guided
practice were provided. After the training, there was an increase in learners’
awareness of MRS.

Regarding tertiary education, Babashamasi et al. (2022) led a quasi-
experimental study in a university in Malaysia. This study demonstrated that
explicit training of metacognitive strategies improved reading
comprehension in a pandemic context. For data collection, Metacognitive
Reading Awareness Strategy inventory, and semi-structured interviews were
implemented. The authors also mentioned that teachers must consider
students’ individual differences and adapt tasks. In line with this, Algahtani
(2019) also studied the relation between the same two variables, ultimately
showing a strong correlation between metacognitive approaches used and
reading.

To conclude, the reviewed studies provide relevant and beneficial
findings that enhance pedagogical practices, helping teachers and students

identify and address potential shortcomings in reading comprehension.
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CHAPTER 3. METHODOLOGICAL FRAMEWORK

3.1 Methodology

The present study was conducted under the positivist paradigm, which,
according to Gonzalez (2003), assumes it as an objective reality that runs on
fixed, discoverable laws. Furthermore, quantitative research was the selected
approach for this research, as it allows testing objective theories by analyzing
group comparison or variable relationships (Creswell & Creswell, 2022). In
this case, the data was collected through the MARSI-R questionnaire, which
quantifies participants’ metacognitive awareness of reading strategies, and
PET for Schools, which provides scoring based on the number of correct
answers. This study showed that metacognitive reading strategies produced
measurable effects on participants’ reading. Moreover, descriptive and
inferential statistics were used to examine overall performance patterns and
explore the degree of relation between variables.

Specifically, this study proposed a correlational hypothesis that
investigates the effects of metacognitive reading strategies that have an
influence on English reading comprehension using quasi-experimental

design. Quasi-experimental designs allow analysis of how the independent
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variable affects a dependent variable (Hernandez et al., 2014). Participants
included a control group and an experimental group within each school,
rather than across schools. The experimental groups received explicit
instruction in two Global reading strategies (GRS): (1) Having a purpose in
mind when reading and (2) previewing text to see what it is about before
reading (Mokhtari et al., 2018). For this study, students’ metacognitive
awareness was measured through the MARSI-R, while students’ reading
proficiency was evaluated using PET for Schools. Additionally, due to time
constraints, experimental groups were instructed only on two metacognitive

global reading strategies.

3.2 Sampling

To select the most appropriate data sources for this study, the non-
probabilistic convenience sampling was employed, as it allows the inclusion
of participants based on accessibility and convenience to the researcher
(Otzen & Manterola, 2017). This type of sampling was selected as it allows
the researchers to focus on the individuals who take the English SIMCE,

specifically 11" grade students, who are relevant for the implementation of
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strategies to improve reading comprehension, which is assessed through the

test.

The sample was drawn from two educational institutions from the
Biobio province, based solely on the condition that the participants are 111
grade students. Within each school, two classes of 11% grade students were
selected through coordination with the English department and with the direct

approval of each class’s head teachers.

The study focused on a sample of four intact classroom groups. An
experimental group and a control group were selected, one from each school.
The control group from the private school consists of 26 students, while the
control group from the public school includes 28 students. The experimental
group from the private school consists of 26 students, and the experimental
group from the public school includes 42 students, resulting in a total sample
size of 124 students. Details regarding the participating schools and their

student populations are presented below.

3.3 Participants

The public high school located in Mulchén serves students from 7th

grade to 12th grade. Currently, it has approximately 500 students enrolled,
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distributed across 19 course sections, and serves a population with important
levels of socioeconomic vulnerability. The school offers four professional
technical specialties. This high school follows the National Curriculum
established by the Ministry of Education; however, there is a team of
technical-professional teachers assigned to support the programs.

Although the sample initially planned to include two intact classes (N
= 70 students), 42 students from Class B as the experimental group and 28
students from Class C as the control group, the sample size decreased by the
end of the implementation stage. This reduction was due to students’ absence
from the pre- or post-test, or in case of the experimental group, the lack of
attendance on the modules (three modules or more). It is important to mention
that these factors were also applied to the private school’s sample. As a result,
the final public high school sample consisted of 19 students in the control

group and 31 students in the experimental group (N = 50).

The private school located in Los Angeles promotes an educational
approach that fosters human integrity and values useful for societal demands.
The educational institution does not maintain a vulnerability index, as

operates as a private school serving exclusively medium-to-upper income
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students. This educational facility follows the national curriculum at all levels
yet extends instructional hours and reinforces content understanding through
additional materials and different workbooks to foster students’ autonomy
and content integration. English classes are in line with a communicative
approach and high standards for students to develop in different areas, paying
special attention to English. The institution admits students from playgroup
level and pre-kindergarten through 12th grade, with an average enrollment of

760 students across its educational community.

The sample of this learning institution experienced the same reduction
due to the absence factors described in the public school’s sample. At the
beginning, the sample was planned to comprise both 11th-grade classes from
the school, with 26 students each (N = 52 total), where Class A was assigned
as the control group, while Class B was the experimental group, receiving
metacognitive strategy instruction. However, at the end of the

implementation, both groups encompassed 22 students each (N = 44).
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3.4 Instruments and materials

3.4.1 Metacognitive Awareness of Reading Strategies Inventory-
Revised

The instrument selected to assess students’ metacognitive awareness
regarding reading comprehension was the Metacognitive Awareness of
Reading Strategies Inventory-Revised, also known as MARSI-R, developed
by Mokhtari et al. (2018). MARSI-R is a self-report instrument designed to
assess students’ awareness and perceived use of reading strategies in
academic contexts (Mokhtari et al., 2018). This instrument comprises 3
categories of strategies: Global Reading Strategies, Problem Solving
Strategies, Support Reading Strategies, each consisting of 5 statements
(Mokhtari et al., 2018). Furthermore, it uses a 5-point Likert scale to measure
students’ awareness and usage of reading strategies (Mokhtari et al., 2018).

MARSI-R is the revised version of MARSI, created by Mokhtari and
Reichard in 2002 and widely used in research (Mokhtari et al., 2018).
However, as mentioned earlier, the updated version reduces the strategy
statements from 30 to 15, which enhances the comprehensibility of the

statements and limits academic reading contexts rather than generalized
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reading (Mokhtari et al., 2018). The MARSI-R has demonstrated reliability
with a Cronbach’s alpha coefficient of .850 (Mokhtari et al., 2018).

The questionnaire measures 15 strategies, divided into the three
categories previously explained, and scored on a Likert scale from 1 to 5.
Each student assigns a score for every strategy according to their level of
awareness. As can be seen in Appendix 1, each number on the scale
represents a specific descriptor. Items 01, 03, 05, 12, and 13 correspond to
Global Reading Strategies; items 07, 09, 11, 14, and 15 correspond to
Problem-Solving Reading Strategies; and items 02, 04, 06, 08, and 10
correspond to Support Reading Strategies

It 1s important to note that the MARSI-R was translated into Spanish
or the purpose of the study to ensure participant’s full comprehension of the
instrument and explore the metacognitive strategies they commonly use
rather than to assess students’ level of English. This instrument, requiring
about 15 minutes to complete, was administered to both the control and
experimental groups before and after the metacognitive strategy instruction.
The questionnaire applied and the validation process of the translation of this

instrument are available in Appendix 2.
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3.4.2 BI Preliminary for Schools

B1 Preliminary for Schools, commonly known as PET for Schools, is
an exam that demonstrates a student has mastered the basics of English and
effectively uses the language in everyday situations (Cambridge Assessment
English, n.d.). It measures students' English proficiency according to the
CEFR (Cambridge Assessment English, n.d.). Although the test comprises
four language skills, only the reading component was assessed to maintain
alignment with the study’s purpose and objectives.

The reading section of PET for Schols test includes six parts,
containing a total of thirty-two questions (Cambridge Assessment English,
n.d.). The parts of this material encompass the following reading sections:
multiple, matching, true or false, gapped text, multiple-choice cloze, and
open cloze. For this research, PET for Schools was used both as pre- and
post-test to measure students’ English reading proficiency as students are
expected to perform B1 level in 11th grade (Ministerio de Educacion, 2019).
In addition, in each class, a different section of the PET for Schools was
covered to teach the two selected strategies and provide guided practice of

the text format. All texts used in this study are available in Appendix 3.
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3.5 Data analysis techniques

This study followed a quantitative approach. Quantitative variables
were analyzed using both descriptive and inferential statistics to examine the
possible relationship between metacognitive strategies and reading
comprehension.

3.5.1 Descriptive Statistics

The data collected from each quantitative variable, namely
metacognitive strategies and reading comprehension, were described using
descriptive statistics in RStudio Integrated Development Environment (IDE)
to identify general tendencies. RStudio IDE, a free open-source software
(Posit PBC, n.d.), was used not only to calculate measures of central tendency
and dispersion to describe data's behavior variability, but also to generate
graphical representations, such as boxplots, that present the distribution of
the results.

3.5.2 Inferential Statistics

In the first instance, the Shapiro—Wilk (S-W) test, available in RStudio
IDE, was applied to assess whether the data from both the MARSI-R and
PET tests follow a normal distribution. This test provides a reliable method

designed to evaluate whether sample follows a specific distribution, using the
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criterion that p-value is greater than .05 indicates normality, while p-value is
less than or equal to .05 indicates non-normality (Okoye & Hosseini, 2024).
The results showed that the data was non-parametric; therefore, an
appropriate test was selected to determine whether the MARSI-R and PET
scores obtained in the pre-test were significantly higher in the post-test for
both the control and experimental groups. Given the non-parametric nature
of the data, the Wilcoxon-signed-rank, also referred to as the Wilcoxon test,
was used, as it is a non-parametric test commonly used as an alternative to
the t-test (Rey & Neuhduser, 2011). This test is recognized for comparing
two dependent samples and determining the statistical significance of the
median values differences between the two groups. (Okoye & Hosseini,
2024).

Since the data did not meet the assumptions of normality, the
relationship between metacognitive strategy awareness and reading
comprehension was analyzed using Spearman’s rank correlation coefficient
(Spearman’s rho, or Spearman’s correlation test) in RStudio. This is a non-
parametric test that measures the dependence or degree of relationship

between two sets of variables (Okoye & Hosseini, 2024).
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3.6 Data Analysis

The data gathered from both instruments will be processed using
RStudio IDE, due to the quantitative nature of this research. RStudio is an
intuitive interface for statistical analysis, as it provides users with a clear view
of data tables, graphs, source code, and output simultaneously, which makes

it particularly suitable for the aims of this study (Okoye & Hosseini, 2024).

The results obtained from this instrument support the discussion by
highlighting trends and variations in student performance relevant to the
research objectives. Furthermore, the outcome of pre- and post-intervention
in each school will be compared using the program. This comparison will
help determine any variations in reading comprehension resulting from the

implementation of metacognitive strategies.

3.7 Ethical considerations

To ensure this research aligns with principles of voluntariness and
confidentiality, each student’s legal guardian received a consent form
outlining the research implementation process. This document clarified that

no collected data was used to evaluate the student’s academic performance.

42



Additionally, considering the underage status of the participants,
students were provided with an informed assent form. This allowed them to
ask questions and clarify concerns regarding the study. These documents
were presented and discussed with each grade’s head teacher to ensure full
understanding and transparency throughout the research process before the
implementation of the study. Furthermore, as recognition of participation, the
research findings will be shared with participating schools and visible to

students’ legal guardians.

3.8 Instructional Procedure

The following chapter outlines the procedures that structured the
instructional processes implemented in the participating public and private

educational institutions.

In accordance with the requirements of the educational institutions,
the implementation of this study was limited to one 45-minutes session per
week. The intervention spanned eight weeks and was organized into three
phases: a pre-test phase, in which the PET for Schools test and MARSI-R
instruments were administered. Then, the instructional phase, during which

the modules explicitly integrated the two Global reading strategies (GRS)
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mentioned —having a purpose in mind when reading and previewing text to
see what it is about before reading— into the reading practice of the
experimental group. And finally, a post-test phase, where the instruments
were completed once again by both control and experimental groups. Due to
time constraints, the PET for Schools and MARSI-R were administered
during an exclusive one-hour session at the pre- and post-test phases in both
the experimental and control groups across institutions. To ensure clarity
regarding the implementation of the phases and procedures, refer to
Appendix 4, which outlines the original planned schedule and the variations

that were required due to the institutions’ tight scheduling.

The study, as mentioned earlier, included the explicit instruction of two
out of the five global reading strategies from the Metacognitive Reading
Strategies (MRS). These two strategies were distributed in modules of their
explicit training and practice through six modules. The first module only
encompassed the introduction of the term metacognition and the presentation
of the first strategy mentioned —having a purpose in mind when reading—
while the second module reinforced the notion of metacognition while also
introducing the second strategy of the study —previewing text to see what it

1s about before reading—. The remaining four modules focused on the
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integration of both strategies to ensure participants would include these into
their reading processes; the presentations used in these modules can be found
in Appendix 5. Wharton-McDonald and Swiger (2009, as cited in Gutiérrez
& Ruiz, 2017) suggest that in order to enhance effectiveness of the
instruction, explicit strategy should focus on teaching them separately at the
early training stages and later integrate them in the instruction to strengthen

their understanding.

The modules reflected regular classroom dynamics and followed a
structured format, including prior knowledge activation, a brief explanation
of the correspondent global strategy with guiding questions to better
understanding, guided reading practice, and a closing activity integrating [CT
tools. As Griffiths (2014) states, strategies should be instructed as an
approach that enhances language learning and serves as a supportive element
incorporated into regular classroom activities. The instructional procedure,
detailed by phase and modules, can be found in Appendix 6 for further

insight.
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CHAPTER 4. RESULTS

In this chapter, the outcomes of the study are presented from a
quantitative, quasi-experimental design standpoint. The results are organized
according to the variables derived from the study’s hypothesis, which serve
as a framework for presenting the findings based on the instruments applied
to the student sample. Accordingly, the chapter begins with the MARSI-R
questionnaire results, representing the independent variable, metacognitive
reading strategy awareness, and then the PET for Schools reading test results,
which correspond to the participants’ reading comprehension level. Firstly,
each instrument is reported by the results from the public high school, which
included 50 students across the experimental and control group, followed by
the results from the private school sample of 43 students, in order to facilitate

a better understanding of the findings.

The results are presented using a consistent sequence. First, the pre- and
post-test results of the control group are described in a brief manner. This is
followed by descriptive statistics for the general scores obtained from each
instrument for the experimental group where peeper reports are provided by

different tables and figures. However, for the MARSI-R questionnaire,
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additional detailed information is included, since the scoring differs slightly
due to the metacognitive awareness scales of reading strategies assessed in

the instrument and examined throughout the study.

4.1 Results of the MARSI-R Questionnaire

The MARSI-R self-report instrument is designed to measure students’
awareness and perceived use of metacognitive reading strategies in academic
texts (Mokhtari et al., 2018). The MARSI-R results will be reported in two
distinct manners: the composite scores, which consider the overall
performance of the sample, and the scale scores, in which each category is
examined to determine the learners’ level of awareness and use of the

different groups of reading strategies (Mokhtari et al., 2018)

47



4.1.1 MARSI-R Results Public High School

Table 1

MARSI-R Questionnaire Descriptive Statistics — Control Group Public High

School
First
N¢ of Third Standard
Test Minimum  Quartile  Median ) Maximum Mean o
Sample Quartile (Q3) Deviation
Q1)
MARSI-R Pre-
19 28 37 42 48 53 41.95 7.34
Test
MARSI-R Post-
19 30 37.5 39 48 63 43.37 8.75

Test

Table 1 shows a summary of the descriptive statistics for the control

group MARSI-R results obtained during the pre- and post-stages, which

include pre- and post-test samples, minimum and maximum values,

quartiles, the median, the mean, and the standard deviation. The mentioned

table presents MARSI-R scores obtained in both pre- and post-stages from

the control group (N = 19) of the public high school. Both the minimum and

maximum values, mean, and standard deviation had a slight increase.

Moreover, the first quartile (Q1 = 37) and third quartile (Q3 = 48) remained

practically unchanged across both tests, however, the interquartile range
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(IQR) mildly decreased from 42 to 39. The Wilcoxon signed-rank test for
paired samples was utilized to obtain the p-value. According to this test, the

results were not statistically significant (p = .20).

Table 2

MARSI-R Questionnaire Descriptive Statistics — Experimental Group Public

High School
First .
N° of Third Standard
Test Minimum  Quartile ~ Median ) Maximum Mean o
Sample Quartile (Q3) Deviation
Q1)
MARSI-R Pre-
31 28 47 54 58.5 68 52.45 8.75
Test
MARSI-R Post-
31 35 48 33 56.5 66 52.58 6.82

Test

In table 2, MARSI-R pre-test scores (N = 31) ranged from 28 to 68, while
post-test scores ranged from 35 to 66, indicating a higher minimum but a
modestly lower maximum value. Additionally, the mean showed minimal
variation, rising slightly from 52.45 to 52.58. Nevertheless, the standard
deviation decreased from 8.75 to 6.62, reflecting a more homogenous
distribution after the application of the intervention modules. The Wilcoxon
signed rank test indicated that the variation in scores between both phases

was not statistically significant (p = .39).
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Figure 2

MARSI-R Questionnaire Boxplot — Experimental Group Public High School
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Figure 2 depicts the MARSI-R questionnaire scores from the
Experimental group in both stages using a box plot (or box-and-whisker plot),
which illustrates data distribution through quartiles. Regarding the
distribution of the MARSI-R results, Q1 declined modestly from 48 to 47
points. However, both IQR and Q3 indicated a downward trend, decreasing

from 54 to 53 and 58.5 to 56.5 points, respectively.
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The whiskers of the boxplot ranged from 35 to 66 in the pre-test. While
the box-plot whiskers showed an upward shift in the post-test, ranging from
39 to 68. In addition, there was an unexpected lower score of 28 in the post-

test, therefore an outlier was detected.

Table 3

MARSI-R Category Means — Experimental Group Public High School

Mean Mean
Increase (%) P-value
Pre-Test Post-Test
Final Score 3.50 3.51 0% 0.59
Global Reading Strategies 3.30 3.46 5% 0.18
Problem-Solving Strategies 3.77 3.73 -1% 0.64
Support Strategies 341 3.33 -2% 0.83

Table 3 shows the mean scores for MARSI-R categories in the
experimental group before and after the intervention. Overall, the results
showed minimal variation across all strategy categories. The final score
remained stable throughout the tests, reflecting 0% improvement and no

statistical significance (p = .59).
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Among all categories, GRS showed the most striking change,
increasing 5% respecting the previous test, improving from 3.30 to 3.46,

representing a medium level of MRS awareness.

Conversely, both PSS and SRS declined in the post-test, and neither
change was statistically significant, with all p-values above .05 (p = .64 and
p = .83, respectively). PSS decreased slightly from 3.77 to 3.73. Similarly,
SRS followed the same downward trend, decreasing from 3.41 to 3.33, which

reflects a 2% reduction.

4.1.2 MARSI-R Results Private School

Table 4

MARSI-R Questionnaire Descriptive Statistics — Control Group Private

School
First .
N° of o ) ‘ Third . Standard
Test Minimum  Quartile  Median ) Maximum Mean o
Sample Quartile (Q3) Deviation
Q1)
MARSI-R Pre-
22 41 46 55 61 74 55.09 9.20
Test
MARSI-R Post-
22 40 51,25 57 64,75 75 57.50 10.09

Test
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Table 4 illustrates the MARSI-R score distribution for the control
group of the private school (N = 22), comparing both pre- and post-test
phases. In the pre-test, scores ranged from a minimum of 41 points to a
maximum of 74, with a median of 55, while in the post-test the range shifted
slightly from 40 to 75, with a median increased slightly to 57 points. This
general upward trend is further reflected in the mean scores, which increased
from 55.09 to 57.50. The pattern of improvement in score distribution is
supported by the results of the Wilcoxon test, which indicated a p-value of

.03.

Table 5

MARSI-R Questionnaire Descriptive Statistics — Experimental Group Private

School
First
N° of Third Standard
Test Minimum  Quartile  Median ] Maximum Mean o
Sample Quartile (Q3) Deviation
(Ql)
MARSI-R Pre-
21 48 52 55 57 70 55.19 5.02
Test
MARSI-R Post-
21 42 54 59 63 67 58.14 6.73

Test

Table 5 presents descriptive measures for the MARSI-R questionnaire

applied during the study to the experimental group (N = 21). These statistics
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provide a general view of the data; however, complementing details will be
provided in the following paragraphs. Overall, the mean for the experimental
group increased from 55.19 to 58.14 of MARSI-R scores across the pre-test
and post-test stages, reflecting a general shift upward in the students’
metacognitive awareness of reading strategies. Regarding variability, the
standard deviation increased from 5.02 in the pre-test to 6.73 in the post-test,
indicating that scores became more dispersed after the intervention.

Figure 3

MARSI-R Questionnaire Boxplot — Experimental Group Private School
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Figure 3 presents a box-and-whisker plot that visually displays the
distribution and extreme values. Based on the figure, the pre-tests scores
show a median of approximately 53, with the first quartile being 52 points
and the third quartile around 56. The whiskers extended from 48 to 62 points,
and two outliers are present at approximately 27 and 70. In contrast, the post-
test scores display a higher median of about 57, with quartiles spanning from
53 (Q1) to 63 (Q3). The whiskers range from 42 to 67, and in comparison to
the pre-test, it only shows one outlier near 24 points. Overall, the post-test
distribution showed a slight upward shift in quartiles resulting in a widening
of the interquartile range, from 5 to 9 points, suggesting a broader dispersion
of typical scores in the post-test.

Finally, the Wilcoxon signed-rank test supports this interpretation by
showing that, with 95% of confidence, the median MARSI scores are higher
in the post test than in the pre-test (p = .04).

Table 6

MARSI-R Category Means — Experimental Group Private School
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Mean Mean

Increase (%) P-value
Pre-Test Post-Test
Final Score 3.68 3.88 5% 0.04
Global Reading Strategies 343 3.85 12% 0.02
Problem-Solving Strategies 422 437 4% 0.13
Support Strategies 3.39 3,41 1% 0.43

Regarding the scale scores of the MARSI, which provide data
regarding the three reading strategy categories as a group, Table 6 presents
the mean scores for the experimental group for each category, the increase
observed in each category, and whether this increase was statistically

significant.

Overall, the experimental group began with a mean score of 3.68 as
the composite but showcased an increase of approximately 5% in the post-
test, ending with a mean of 3.88 for the group. This represents a statistically
significant result (p =.04), as demonstrated in the data presented in previous

figures and tables.

Specifically, regarding the three categories, the only notable change

observed is the 12% increase in Global Reading Strategies (GRS), rising from
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3.4 in the pre-test to 3.85 in the post-test. This change was supported by the
Wilcoxon test, resulting in a p-value of .02, indicating a statistically
significant change. Regarding the remaining two categories, a statistically
significant difference is not perceivable. For instance, Problem-Solving
Reading Strategies (PSS) only displayed a 4% increase, from 4.22 to 4.37
points in the pre-test and the post-test respectively, which does not indicate a
statistically significant shift. The same situation is observed with the Support
Reading Strategies (SRS), where the shift from 3.39 points in the pre-test to
3.41 points in the post-test is depicted in the 1% increase, and the p = .43

indicates that the change is not significant.

4.2 Results of the PET for Schools Test

The B1 Preliminary for Schools reading section was used in order to
measure students’ reading comprehension levels. It is important to note that
the PET for Schools assesses students' English reading proficiency according
to its own scoring scale of scores, which can be translated into CEFR

standards, which will be reported in this section.
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4.2.1 PET Results of the Public High School

Table 7

English Reading Test (PET) Descriptive Statistics — Control Group Public

High School
First )
N° of Third Standard
Test Minimum  Quartile  Median ) Maximum Mean o
Sample Quartile (Q3) Deviation
QD
PET Pre-Test 19 0 1.5 4 6 12 4.37 344
PET Post-Test 19 1 3 5 5.5 8 4.32 1.83

Table 7 displays the distribution of the control group’s PET scores (N
= 19) during the pre- and post-test. During both stages, no significant changes

were observed overall in the distribution.

In the pretest, the students obtained a Q1 score of 1.5, an IQR of 4, and Q3
score of 6. Moreover, the mean was 4.37, and the data also showed a
variability of 3.44 points relative to the mean. However, in the post-test, it
can be seen that the most noticeable shift was the increase in Q1 and IQR,
and a decrease in the standard deviation to 1.83. No statistically significant

differences were observed (p = .45) according to the Wilcoxon signed-rank
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test, indicating that there was no significant change in students’ reading

performance.

Table 8

Students English Reading Comprehension Level — Control Group Public

High School
N° of Sample N° of Sample
CEFR Level
Pre-test Pot-test
Al 19 19
A2 0 0
Bl 0 0
B2 0 0

PET for schools is an English language examination from Cambridge
that assigns levels up to upper intermediate band. Table 8 presents
participants' English reading comprehension levels obtained from 19
students, based on the PET reading section, according to the CEFR. Both
reading tests outcomes from the control group indicated low performance,

corresponding to a beginner level (A1).
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Table 9

English Reading Test (PET) Descriptive Statistics — Experimental Group

Public High School
First ]
N of o . . Third ‘ Standard
Test Minimum  Quartile ~ Median i Maximum Mean o
Sample Quartile (Q3) Deviation
Q1)
PET Pre-Test 31 1 4 7 9 13 6.84 3.34
PET Post-Test 31 1 6 12 20.5 29 13.52 8.48

Table 9 presents an overview regarding the results from pre- and post-
stages of the PET exam. It provides a comprehensive summary of the
distribution and variability of students’ results, encompassing minimum and
maximum values, quartiles, median, mean, and standard deviation.

In the pretest, the results ranged from 1 to 13 points. Afterwards, the
distribution showed a change in the results: the minimum remained at 1, but
the maximum score increased to 29. The mean doubled compared to the pre-
test (13.52 after the intervention). Moreover, the standard deviation of 3.34
reflected moderate variability within the range; however, post-test variation

became more dispersed and increased to 8.48.
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Moreover, this improvement in students’ reading proficiency is supported by
the Wilcoxon test results, which demonstrated that the difference between the

pre- and post-test is statistically significant (p = .00).

Table 10

Students English Reading Comprehension Level — Experimental Group

Public High School
N° of Sample N° of Sample
CEFR Level
Pre-test Post-test
Al 29 16
A2 2 9
Bl 0 5
B2 0 |

In table 10, students’ scores were converted into CEFR levels to
determine their English reading proficiency. As Table 10 illustrates, the
majority of students achieved an Al level in the pre-test, while only 2
participants of the sample reached an A2 level. However, an improvement in

their performance can be observed; 16 students registered at Al level, 9
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students attained A2 level, 5 students reached an intermediate level (B1), and

1 student achieved an upper intermediate level (B2).

Figure 4

English Reading Test (PET) Boxplot — Experimental Group Public High

School
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Figure 4 allows for the observation of changes between the pre- and
post-tests from the Experimental group of the public high school. For this
study, a box plot was utilized to allow observation of central tendency and

extreme values. Overall, the present figure shows an improvement in
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students’ English reading proficiency. In the pretest, participants obtained 1.5
points in Q1, showing that 25% of the students scored below that number;
nevertheless, after the metacognitive intervention modules, this score grew
to 6 points. The improvement is also reflected in the IQR and 3 values,
particularly in the Q3. The IQR showed an upward trend, increasing from 4
to 12 points. The most striking change occurred in Q3, where students raised

their score from 6 to 20.5 points in the post-test.

In this case, the lower and upper whiskers coincide with the minimum
and maximum values because outliers were not found. Thus, the lowest score
in the group was 1 in both reading tests, whereas the highest score rose from

13 to 26, nearly twice the pre-test result.

4.2.2 PET Results of the Private School

This subsection from the private school’s outcomes presents the results
of the control group, which did not receive any intervention during the study.
This group was assessed only to establish a baseline for comparison with the

Experimental group.
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Table 11

English Reading Test (PET) Descriptive Statistics — Control Group Private

School
First
N° of o ) ] Third ] Standard
Test Minimum  Quartile  Median ] Maximum Mean o
Sample Quartile (Q3) Deviation
Q1)
PET Pre-Test 22 3 7.5 10 14 30 11.68 6.74
PET Post-Test 22 2 7.25 10.5 14.5 26 12.00 6.28

Table 11 presents descriptive statistics for the pre- and post-test scores
of the control group. In the pre-test, scores ranged from 3 to 30 with Q1 at
7.5, median at 10, Q3 at 14, a mean of 11.68, and a standard deviation of
6.75. Post-test scores ranged from 2 to 26 points, with Q1 at 7.25, median at
10.5, Q3 at 14.5, a mean of 12.00, and a standard deviation of 6.28.

According to the Wilcoxon signed-rank test, no statistically significant
difference was found in students’ reading comprehension levels (p = .44).
This outcome i1s reflected in the following table, which presents the number
of students who, based on CEFR criteria, achieved each proficiency level

during the pre-test and post-test phases.
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Table 12

English Reading Test (PET) Descriptive Statistics — Experimental Group

Private School
Ne° of First Third Standard
Test Minimum  Quartile  Median . Maximum Mean ..
Sample Q1) Quartile (Q3) Deviation
PET Pre-Test 22 3 6 10 26 30 14.55 10.66
PET Post-Test 22 3 6.25 18 25.75 31 16.68 10.22

Similar to the control group, table 12 provides a general overview of
the descriptive statistics acquired across the application of the PET exam
assessment for the experimental group from the private school, outlining the
results more clearly; however, these will be presented in depth in the
following graphs. In general, mean scores rose from 14.55 in the pre-test to
16.68 in the post test, showing a difference of 2.3 points. The minimum score
remained at 3 in both stages, while the maximum changed from 30 to 31. The
interquartile range stayed similar, with Q1 shifting from 6 to 6.25 and Q3

from 26 to 25.75.

These values present a broad perspective on the data and general
trends, offering an initial overview of participants’ performance on reading

comprehension.
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Table 13

Student Distribution by CEFR Level Pre-test and Post-test — Control Group

Private School
N° of Sample N° of Sample
CEFR Level
Pre-test Post-test
Al 13 13
A2 7 6
Bl 1 3
B2 1 0

Note. CEFR levels range from Al (Beginner) to B2 (Upper intermediate).
Values indicate the number of students who reached each CEFR level on the
reading comprehension test.

Figure S

English Reading Test (PET) Boxplot — Experimental Group Private School
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Figure 5 illustrates through a boxplot the data distribution of PET
scores for the private school’s experimental group before and after the
instructional implementation stage of the study. In the pre-test, the minimum
score was 3 and the maximum 30 and the median, or central tendency,
remained at 10 points. The quartiles of this test were Q1 = 6 and Q3 = 26,
which represent the lower and upper bounds of the middle 50% of the
distribution. Based on these values, the interquartile range in the pre-test
corresponded to 20 points, reflecting considerable variability within the

group. Then, the post-test PET scores in this test phase show that minimum
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values remain the same as the pre-test, at 3 points, and the maximum value
slightly increased to 31, suggesting a small gain among top performers. The
quartiles in this test remained similar to the pre-test (Q1 = 6.25 and Q3 =
25.75) while the measures of central tendency increased, with the median
rising to 18 points, indicating a clear upward shift in the group’s typical
performance. The test portrayed a standard deviation of 10.22.

Overall, these values are sustained by the Wilcoxon signed-rank test,
which showed no statistically significant difference in students’ reading
performance (p =.06). This result is supported in the following table,
which reports the number of students who reached each CEFR proficiency in

both the pre-test and post-test.

Table 14

Student Distribution by CEFR Level Pre-test and Post-test — Experimental

Group Private School
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N° of Sample N° of Sample

CEFR Level
Pre-test Post-test
Al 12 10
A2 2 1
Bl 5 7
B2 3 4

As Table 13 illustrates, the majority of students were at an Al level in
the pre-test, with 12 students, while only a few reached A2 or higher levels.
In the post-test, the distribution changed slightly: 10 students remained at A1,
7 students reached B1 level, and the numbers at A2 decreased and in B2

increased 1 each.
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4.3 Correlation between MARSI-R and PET Results

4.3.1 Correlation between MARSI-R and PET Results Public High
School

Figure 6

Scatter Plot of PET and MARSI-R Scores — Public High School
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Lastly, the correlation between PET scores and MARSI-R results of
the experimental group were examined after the intervention is shown in
Figure 7. For this study, Spearman’s correlation test was selected since the
dataset did not meet assumptions of normality. The scatter plot above
illustrates the relationship between the two variables, in which each dot

represents a student and the upward line determines the trend according to
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Spearman’s correlation. The results from Spearman's rank correlation
coefficient yielded a significant p-value of .043, demonstrating a mild
positive correlation (p = 0.36) between the two variables. This suggests that
a greater performance in one of the tests is associated with a slightly better
performance on the other, indicating certain consistency between PET for
Schools and MARSI-R questionnaire results regarding students’ progress.
4.3.2 Correlation between MARSI-R and PET Results Private
School

Figure 7

Scatter Plot of PET and MARSI-R Scores in the Experimental Group
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As a complementary analysis, the relationship between PET scores and
MARSI-R scores were examined to determine whether higher reading values
corresponded to higher levels of metacognitive awareness in regard to
reading strategies following the intervention. The scatterplot shown in Figure
8 displays a dispersed distribution of points, with a slight increase indicated
by the trend line, indicating a weak positive pattern between the two
variables. However, the Spearman correlation test revealed no statistically
significant association (p = .121) indicating that the apparent tendency
mentioned does not represent a reliable statistical relationship between PET
and MARSI-R scores in this sample. Overall, the statistical results do not
provide sufficient evidence to conclude that improvements in reading
proficiency are linked with changes in metacognitive awareness in the

experimental group.
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CHAPTER 5. DISCUSSION

In this chapter, the results are examined in relation to the study’s
hypothesis, which proposed that implementing an explicit metacognitive
strategy instruction program would influence the EFL metacognitive reading
strategies awareness and reading comprehension scores of 11th-grade
students, in which significant differences would emerge between a private
school and those from a public high school. The MARSI-R results alone from
the public high school were not statistically significant; however, the
correlation between the MARSI-R and PET scores was significant. This was
reflected in the upward shift in the results of the reading proficiency test (PET
exam) of the post-intervention scores. Despite the presence of positive
statistical evidence in the MARSI-R results for both the experimental and
control groups from the private school, the results did not follow the same

pattern observed in the public school’s PET test outcomes.

The discussion is organized according to the variables derived from
the hypothesis. First, the raw values of the MARSI-R questionnaire will be
interpreted to address the independent variable, metacognitive reading

strategies, assessed separately within the public and private school context.
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Then, the PET tests results, which represent the dependent variable, reading
comprehension, where the results will be analyzed separately. The
interpretation will acknowledge contextual connections between the public
and private school results; however, no direct comparisons between

institutions will be drawn.

This approach is adopted to ensure a results examination that does not
rely on direct cross institutional interpretations. The findings will be
discussed in relation to existing literature, highlighting similarities and

distinctions i1dentified within each school context.

5.1 Metacognitive Reading Strategies Awareness

This subsection examines the results obtained from the MARSI-R
questionnaire, acknowledging overall outcomes for the control and
experimental group across a public high school and a private school in the
Biobio region. This section seeks to address the first objective of the study:
To determine the initial and final levels of reading comprehension in the
English language using the PET for Schools exam. The findings indicated
that the public school did not show statistically significant results while the

private school demonstrated that both groups displayed improvement in
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metacognitive reading strategy awareness. In particular, only the
metacognitive reading strategies categories or subscales of the experimental
group will be addressed, since they were the only group that received the
metacognitive training modules. The findings are explored in the following

paragraphs in relation to previous literature.

5.1.1 Public High School Metacognitive Reading Strategies

Awareness

The MARSI-R assessment results from both control and experimental
groups in the public high school had minimal changes within each group
between pre- and post-stages. Neither group achieved statistically significant
results, with a p-value of .20 for the control group and a p-value of .39 for
the experimental group, although both groups increased slightly their
minimum and mean scores while also increasing overall consistency.
Moreover, it is essential to highlight that only the experimental group
received the 6-week intervention modules designed for this study. The
control group only completed the questionnaires and did not receive

metacognitive training from either the researchers or their English teacher.
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The control group outcomes indicated that all students possess medium
level awareness of metacognitive reading strategies, while the experimental
group reached a higher level of awareness. A possible factor is that English
teaching in Chile often emphasizes reproduction-based content rather than
the development of metacognitive processes, with little to no promotion of
these cognitive tools (Yilorm, 2016). Likewise, according to Martinez et al.
(2017), this situation becomes a pattern that is commonly seen in Latin
American contexts. Although students in both groups obtained low scores in
their reading tests, participants from the experimental group were highly
aware of metacognitive reading strategies. Similarly, a study by Yulita (2019)
suggested that, regardless of low English competence, learners can show high
levels of metacognitive reading strategies awareness. Additionally, another
pattern is noted in a study by Kutluturk and Yumru (2017), in which learners
obtained higher scores in the final test of the survey; however, this difference
was not significant. In this research, participants were also instructed in
cognition and metacognitive reading strategies, considering learners' needs
when comprehending texts in English in order to adjust the instructional

procedure (Kutluturk & Yumru, 2017).
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In addition, students’ outcomes may be explained by Grabe and Stoller
(2011), who suggest that in many contexts, L2 learners develop linguistic
awareness as a resource of reading, which may also contribute to the
development of their metacognitive awareness in L2. While they may also
approach L2 reading using many tacit resources from their L1, especially in
foreign language contexts where learners begin to read in L2 after learning
reading skills and content knowledge acquired in their L1 (Grabe & Stoller,
2011). In contrast, results from Kutluturk and Yumru (2017) research suggest
that even though learners were trained with metacognitive strategies in their
L1, they were not able to apply it in the L2; however, insights from learners’
interviews indicated that they became more aware of using metacognitive
strategies to assist their reading after the instruction and were more motivated

to complete daily tasks.

Regarding the MARSI-R categories or subscales —global, problem-
solving and supporting strategies—, only the data from the experimental group
of the public high school will be explored, as they participated in the
intervention modules on two specific metacognitive reading strategies. This
section investigates the consistency and significance of the MRS category

scores of the MRS categories in pre- and post-tests results, giving particular
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attention to global strategies, as these were explicitly taught during the
modules. Overall, the results indicated that in both stages of the experiment,
students showed medium levels of awareness in global reading strategies and
support strategies, while demonstrating higher levels of awareness of

problem-solving strategies.

In the pre-test, global reading strategies were the least used by
students. Participants’ mean score for this strategy was 3.30; however, after
the intervention, it increased by 5% to 3.51, showing an improvement in their
level of awareness. Although there are no statistically significant results
between the questionnaires (p = .18), global strategies had the greatest
improvement compared with the other two. The mean remained consistent
(M = 52). In addition, the maximum value declined slightly. However, the

minimum score increased, indicating less dispersed responses.

Conversely, students' awareness of problem-solving strategies and
support strategies decreased by 1% and 2%, respectively. Despite global
strategies being the focus of the intervention, students attained high levels of
awareness of problem-solving strategies (pre-test M = 3.77, post-test M =

3.73). A possible reason for this may be that less proficient learners, such as
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the sample from this high school, do not effectively use MRS to their full
potential (Yulita & Napitupulu, 2023). The authors also suggest that learners
tend to focus more on support strategies and problem-solving strategies rather
than global strategies. Since less proficient readers require reading strategies
to compensate for their limited linguistic competence to solve reading
breakdowns (Nilforoushan et al., 2023). The present research may aid in
filling the gap in this area by targeting global strategies for low proficiency
readers. In addition to this, Nilforoushan et al. (2023) suggest that reading
comprehension in L2 demands more than linguistic competence and that

metacognitive reading strategies may help learners.

5.1.2 Private School Metacognitive Reading Strategies Awareness

In relation to the results from the private school on metacognitive
reading strategies awareness, the data revealed a gradual improvement in
both the experimental and control group. When considering the p-values for
both groups, the experimental group obtained a p- value of .04, after actively
engaging in six modules of explicit training on global reading strategies,

whereas the control group also showed a statistically significant p-value of
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.03. However, this group did not receive any form of metacognitive

awareness instruction or explicit strategy training from the researchers.

Although both improved statistically, the patterns of their progress
differ notably. Both test means began at similar levels, approximately 55
points each; however, the experimental group increased more in score to
around 58 points, while the control group rose only to 57. The median for the
experimental group also increased more sharply, moving from 53 points to
57, in contrast to the control group, whose median changed by only two
additional points. Overall, these results indicate that while both groups
improved, the experimental group displayed a pattern of change that suggests
deeper changes and shifts, consistent with expected effects of explicit
instruction. In contrast, control group scores showed a small yet steady
increase, suggesting natural progression rather than the effects of targeted

training.

There are many interpretations of these results and why both groups
reflected improvement over the duration of the study. To begin with, it is
important to consider that, according to the educational planning and the

overall pedagogical focus of the school, students may have been exposed to
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certain learning strategies implicitly. In other words, they may have
incidentally acquired strategies or gotten the general sense of their use, even
if these were not taught under explicit labels. Furthermore, a study conducted
in Hungary by Habok et al. (2025), using the same set of strategies with a
similar sample of secondary-level students but focusing on online reading,
found that although some reading strategies developed in L1 can transfer to
L2 reading, the transfer is neither automatic nor uniform, since learners often
adapt or modify their strategies depending on proficiency levels, linguistic

demands and task load.

However, it is important to note that although both groups
demonstrated overall improvement, the experimental group reflected certain
patterns of progress, suggesting that, beyond students’ prior knowledge of
metacognitive strategies, the explicit instruction contributed to strengthening
their overall strategic awareness. First, the interquartile range and higher
standard deviations suggest that students were actively experimenting with a
wider range of strategies than just a specific category of strategies. At the
same time, the reduction in outliers indicates increased consistency in how
strategies were being used across the group. Furthermore, the greater increase

in mean and median for the experimental group, compared to the control
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group, indicates a more pronounced pattern of improvement that aligns with

the explicit instruction.

Moreover, it is important to mention that the study of Babashamasi et
al. (2022) reported comparable findings, showing significant improvement in
the control and experimental group regarding the teaching of metacognitive
strategies to develop critical thinking skills. In their study, the p-values (p <
.001 experimental; p = .005 control) indicate a much stronger effect than in
the present study, where the differences were much more modest (p = .04
experimental; p = .03 control). Moreover, this contrasts with the results
reported by Matamala and Muiioz (2024), whose study was conducted in the
Biobio region and focused on different but still metacognitive set of reading
strategies, followed a more typical pattern the study did not show significant
differences between the pre-test and post-test (p = .586) but the experimental

groups demonstrated significant gains, with p-values below .05.

Even though research designs that directly compare a control group
and an experimental in MRS explicit instruction are limited, there are several
studies that sustain the effectiveness of developing metacognitive awareness

through explicit instruction in metacognitive reading strategies (Kose &
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Glines, 2021; Pahrizal et al., 2025; Villanueva, 2022). In spite of the limited
availability of comparable experimental studies, the available research
demonstrates consistent improvements in learners’ metacognitive awareness,
which would suggest that the implementation in the present study aligns with

these broader findings.

Now, turning to the scale means derived from the tests, only the
experimental group will be analyzed, as this group received the explicit
instruction in metacognitive strategies and therefore provides the appropriate
basis for evaluating instructional impact. This section examines whether the
changes observed in the pre- and post-test scores across global, problem-
solving and support strategies were consistent and meaningful, and how these
results contributed to the overall findings obtained from the private school

sample.

Firstly, it 1s important to consider that, as reported in the results, the
sample from the experimental group achieved an overall mean score of 3.68
that later progressed to 3.88. Although the p-value indicated statistically
significant improvement, it is noteworthy that the group already started at a

high level of metacognitive awareness, given that, according to the MARSI-
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R interpretation table, which is available in the Appendix 7, the results fall
within the “high awareness” category. Thus, even if the growth was
statistically significant, the students had already demonstrated a strong
metacognitive awareness of their reading processes prior to the intervention.
As Mokhtari et al. (2018) explain, higher performance, in any subscale or the
overall scale, reflects greater strategy awareness and perceived use of reading

strategies during reading tasks.

Regarding the specific subscales, the mean results show notably
different patterns across categories. For the experimental group, and with
respect to the strategies that were explicitly taught, the Global strategies mean
in the pre-test that was a 3.43, which, according to the interpretation scale,
reflects a medium level of strategic awareness. In contrast, the post-test
results indicate that this category was the only that increased substantially —
by approximately 12%— reaching the mean of 3.85. These findings suggest
that the explicit instruction of two strategies within this five-strategy category
contributed directly to the observed increase in students’ perceived use and
awareness of the global reading strategies. The study conducted by Bilici
and Subas1 (2022) with university students in Turkey portrays similar results.

It indicated a significant enhancement in the participants' metacognitive
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awareness and their reported use of global reading strategies following the
explicit instruction of the strategies. Similar results are also supported by
other researchers who evidenced the growth of global reading strategies into
high awareness levels after the instruction (Kose & Giines, 2021; Kung &
Aziz, 2020; Villanueva, 2022). Global reading strategies comprise several
activities that assist learners in determining their purpose for reading and
identifying useful and relevant information in a text (Habok et al., 2025).
Therefore, high level of awareness on this category indicates that EFL readers
are able to effectively manage and support their reading processes (Naz et al.,

2024).

Regarding the second scale, Problem-solving strategies, which showed
the highest mean score among all categories at the pre-test stage (M = 4.22),
there was only a slight increase of approximately 4% to the post test, with the
mean rising to 4.37 points. Although this difference was not statistically
significant, Problem-solving strategies remained the highest scoring category
in both measurements. This suggests that participants' awareness and use of
these strategies in their reading processes and comprehension were already
high before the intervention and continued to be high afterwards. Readers

tend to apply Problem-solving strategies whenever they encounter challenges
85



in understanding a text (Naz et al., 2024). Consequently, this group of
students demonstrates a high level of awareness regarding how to overcome
the challenges during the comprehension of a text. This result can be further
explained by Pahrizal et al. (2025), who argue that high awareness of
problem-solving strategies is common among EFL learners, as these
strategies are usually their first resource when reading comprehension

problems arise.

Finally, regarding the Support strategies, students began the study with
a mean score of 3.39 and showed only a minimal increase of 1% reaching a
post-test mean of 3.41. It is relevant to point out that Support strategies were
the only category that maintained the same overall level of awareness
throughout the study. According to the interpretation scale, the group
remained at a medium level of awareness regarding the use of these
strategies, indicating a cautious but not fully conscious or strategic use of
them. According to Naz et al. (2024), support strategies involve the use of
supplementary materials such as dictionaries to enhance comprehension, as
well as techniques like taking notes and highlighting key information.
However, aligning with the medium levels of metacognitive awareness

reported by Villanueva (2022), suggests that many students perceive
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activities such as note taking or consulting using a dictionary while reading
as potentially distracting, as these practices may become a source of

distraction from the text and reduce overall comprehension.

5.2 Levels of Reading Comprehension

Following the interpretation of the MARSI-R results, this subsection
focuses on the PET reading comprehension outcomes from the control and
experimental group in both private and public educational intitutions and
examines results considering connections grounded in previous research.
According to the study’s hypothesis, students’ reading comprehension would
be influenced after the intervention with the metacognitive reading strategies
program; therefore, making it essential to beforehand determine students’
initial and final levels of reading proficiency, corresponding to the second
objective of the present study. The results of this research can be attributable

to several reasons, discussed in the following paragraphs.
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5.2.1 Public High School Reading Comprehension

As presented in the previous chapter, overall, the public high school
obtained low scores in reading comprehension during the pre-test in both the
control and experimental groups, with most students achieving an A1 English
level according to the CEFR and only a minority reaching A2. These
outcomes align with the 2017 SIMCE results, in which students from low and
medium-low  socioeconomic  backgrounds  demonstrated limited
performance, to a great extent scoring at the Al level in English reading
comprehension (Agencia de Calidad de la Educacion, 2018). As noted in the
theoretical framework, the English SIMCE test evaluates only receptive skills
and, overall, 68% of students scored at A1, while the remaining achieved A2
or B1 levels. Furthermore, another reason could be that EFL learners often
encounter difficulties when comprehending written texts (Al-khresheh & Al

Basheer Ben Ali, 2023).

During the post-test, the control group from the public educational
institution, which did not receive the metacognitive intervention between the
two measurements, maintained at the A1l level and showed no significant

differences between pre- and post-stages (p = .45). This outcome may be
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explained by how the Chilean education system operates. Torrico-Avila et al.
(2021) alluded to the correlation between educational quality and the
socioeconomic differences in Chilean schools, noting the influence of
external factors common in Public education, such as reduced hours of
English per week, large-sized class, scarce resources, and limited guardians’
support in academic activities, that often constrain students’ overall English

performance.

The previous outcomes contrast with the experimental group, where
more pronounced changes were evident. The experimental group from the
same school obtained more varied results in the post-test and showed a
statistically significant improvement after participating in the intervention
modules (p = .00). While Al still remained at the most predominant
proficiency level, a considerable number of students moved to higher ones;
more students reached A2 level, some attained B1 level and even one student
achieved B2 level, demonstrating a clear improvement in reading
performance among students who received the intervention. Overall, the
distribution of English reading proficiency after the intervention in the

experimental group could suggest that metacognitive reading strategies
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enhanced participants’ reading comprehension (Mokhtari & Sheorey, 2002;

Teng, 2020).

These results may also be attributed to the effectiveness of the
metacognitive instruction, aligning with other authors who have applied
training on metacognitive reading strategies to strengthen reading proficiency
(Aghaie & Zhang, 2012; Matamala & Mufioz, 2024; Pahrizal et al., 2025).
Moreover, existing studies suggest a positive impact on students’ academic
achievement when emphasizing metacognitive reading skills (Al-khresheh &
Al Basheer Ben Ali, 2023; Matamala & Muioz, 2024; Mustopa et al., 2024).
This will be further explained in the following subsection, where the

correlation of MARSI-R and PET for Schools results are analyzed.

Both the control and experimental groups obtained low scores on the
PET for Schools compared to what is expected from 11th-grade students in
Chile. Nevertheless, the experimental group showed meaningful
improvements and obtained higher scores in the final PET assessment,
Nilforoushan et al. (2023) argued that awareness of strengths and limitations
helps low proficiency readers to recognize how metacognitive strategies

contribute to their reading and processing skills.

90



5.2.2 Private School Reading Comprehension

On the other hand, in the private school, pre-test results regarding
reading comprehension tests scores indicated that the control group and the
experimental group showed no statistically significant difference in students’
reading performance, and most of the results remained stable, considering the

minimal gain in the median of each group.

However, we must consider that even though the results from the
control group regarding the conversion of the scores to the CEFR remained
almost unchanged, most students did not move between proficiency levels.
The results suggest that the control group did not experience substantial
progress across proficiency levels as they did not receive any additional

instruction about metacognitive reading strategies.

Overall, the samples from the experimental group mostly did not vary;
in the pre-test, the majority of students were placed at the Al level with 12
students, with only a small number retaining A2 or higher proficiency levels.
The initial distribution highlights the generally low starting proficiency of the
group, which is in line with what the Agencia de Calidad de la Educacion

(2018) states regarding the low levels of reading comprehension among
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medium- to high-income students —who are the same population that attends
this educational institution—. After the intervention, the post-test results
revealed a modest but meaningful shift. Although 10 students remained at
A1, a notable change occurred at the higher levels, where A2 decreased to 1
learner; 7 students reached B1, meanwhile one additional student advanced

to the B2 level, resulting in a total of 4 students.

This movement indicates that the intervention on metacognitive
reading may have facilitated gains for learners from lower levels of
proficiency (A1 and A2) to move to intermediate and high levels (B1 and B2)
because of the explicit strategy instruction on metacognitive strategies. These
results are supported by Matamala and Mufioz (2024) who emphasize that
explicit instruction in metacognitive strategies supports L2 reading
proficiency, as it helps learners monitor their comprehension and fosters
more effective learning. Though the persistence of a large group at Al
underscores the challenges that students may face in achieving higher
proficiency in reading, the fact that a similar number of learners showed no
change from the pre-test to the post-test (from 12 students to 10 students)
suggests that their initial level of English was not sufficient to understand the

overall text, and consequently they may have not been able to apply reading
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strategies effectively. As Wallace et al. (2021) explain, readers with
insufficient linguistic resources struggle both to comprehend the text and to
use strategies that would support their understanding. Any further
intersection between the metacognitive awareness variable and reading

comprehension will be made in the correlation section.

Even though there was not a statistically significant change according
to the p-value, the comparison between the experimental and control group
from this educational setting shows a slight increase in scores. This increase
may not be substantial, but it still reflects a difference between the group that
did not receive explicit training in metacognitive reading strategies from the
one that did receive the instructional intervention. This outcome could be
attributed to several contextual factors. Students in the private schools tend
to receive greater exposure to English in the classroom, as the L2 is
implemented continuously through the subject hours which are actually more
than is mandatory, accordingly it is noteworthy to mention that students from
higher socio-economic backgrounds, who commonly enroll in private
schools, tend to achieve higher levels of English proficiency (Agencia de
Calidad de la Educacion, 2018; Barahona et al., 2024). This is demonstrated

through the basic and intermediate levels achieved (A2 and B1) of reading
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comprehension proficiency shown by the participants. However, it is relevant
to mention that some students received focused preparation for English
assessments such as the KET and PET in elective hours, which was
implemented according to the institution’s educational plan and emphasis on
communicative English and language refinement, as part of preparing

students for a certification process.

5.3 Correlation between Metacognitive Reading Strategies Awareness

and Level of Reading Comprehension

This subsection is directly related to the specific objective number
three, which focuses on comparing the reading comprehension scores with
the results from the self-report instrument within the experimental of each
educational institution. To examine the relationship between these two
variables, a Spearman's correlation test was conducted. Overall, the public
high school showed only a weak correlation, indicating the association
between the metacognitive reading strategies awareness and level of reading
comprehension performance was limited. In contrast, the private school

displayed no correlation according to the Spearman test, suggesting that the
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explicit implementation of metacognitive reading strategies did not translate

into improvements in reading comprehension within this group.

5.3.1 Public high school’s Correlation between Metacognitive
Reading Strategies Awareness and Level of Reading

Comprehension

For the experimental groups, and as presented in the results chapter, to
determine whether students’ metacognitive reading strategy awareness was
related to their reading comprehension performance, Spearman’s correlation
test was utilized. This test indicates the degree of correlation between the two
variables and their statistical significance. The descriptive analysis showed
statistically significant findings observed in the dataset (p = .043) and a mild
positive correlation between MARSI-R and PET for Schools outcomes (p =

0.36).

The findings for this group align with prior studies suggesting a
possible correlation and impact of the metacognitive strategy application for
developing reading comprehension. As Mustopa et al. (2024) suggests, there
1s an existing positive correlation between students’ metacognition and their

reading comprehension skills. Similarly, other researchers have explored this
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relationship. Algahtani (2019) also investigated the relation between these
two variables in tertiary education, ultimately showing a strong correlation

between metacognitive approaches used and reading.

Tavakoli (2014) reported a significant positive correlation between
variables, where EFL learners were moderately aware of metacognitive
strategies. This pattern also occurs with the results of the experimental group,
particularly regarding medium levels of awareness in global and support
strategies. Although Tavakoli’s (2014) study applied the Survey of Reading
Strategies (Mokhtari & Sheorey, 2002), this survey categorizes
metacognitive reading strategies in a way equivalent to the MARSI-R
questionnaire, dividing it into global, problem-solving and support strategies.
Moreover, the author suggests that skilled readers tend to use more strategies
in comparison to less proficient readers, which would promote greater

reading abilities in higher-proficient learners (Tavakoli, 2014).

The outcomes of the present research resemble a similar pattern to
Pahrizal et al. (2025), where metacognitive reading strategies have a
significant but weak effect on reading comprehension, resulting in small

variability. The author suggests that regularly applying metacognitive
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reading strategies can enhance reading performance as it makes learners more
strategic and skilled in planning, monitoring, and evaluating their reading

comprehension.

Therefore, it is essential for EFL and ESL teachers to explicitly teach
and integrate metacognitive reading strategies into instruction (Yulita &
Napitupulu, 2023). The pedagogical value of these strategies should be

considered and included within the curricula (Yulita & Napitupulu, 2023).

5.3.2 Private school’s Correlation between Metacognitive Reading

Strategies Awareness and Level of Reading Comprehension

Even though the private school students demonstrated high levels of
metacognitive strategy awareness towards reading, and despite the
significant gains reflected in the descriptive analysis made, the Spearman
correlation test did not reveal a meaningful association between increases in
reading proficiency and changes in metacognitive awareness in the
experimental group (p = .121). This result contrasts with existing literature,
which consistently reports that high levels of metacognitive awareness
support readers in navigating and understanding challenging texts increasing

their comprehension (Pahrizal et al., 2025). Moreover, previous studies have
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shown that higher levels of metacognitive awareness are usually associated
with measurable improvements in reading comprehension (Bilici & Subasi,
2022; Habok et al., 2025; Kung & Aziz, 2020; Villanueva, 2022). In the
present study, however, although MARSI-R scores indicated an increase in
students' metacognitive awareness, it did not translate into corresponding
gains in reading comprehension, which differs from the patterns commonly

reported in literature.

According to the PET results reported in section 5.2.2, the variation in
scores was not particularly noticeable, as the minimum and maximum values
remained nearly identical between the pre-test and post-test. This suggests
that both the lowest and highest performing students maintained similar
levels of performance across the two testing stages. Although the
experimental group showed an overall increase in metacognitive reading
strategies, particularly in Global strategies, the lack of substantial change in
PET scores can be explained by Nilforoushan et al. (2023), who argue that
effective use of metacognitive strategies requires sufficient knowledge of the
target language, meaning that lower proficiency English learners typically
struggle to apply these strategies compared to high proficiency learners.

Likewise, Wallace et al. (2023) reflects that lower proficiency learners may
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attempt to use any available strategy to make sense of a text, often because
they lack the linguistic resources needed to apply metacognitive strategies in

a consistent manner.

On the other hand, Kdse and Giines (2021) signal that as reading
achievements increase, so does students’ use of global reading and problem-
solving strategies. This might be similar to the current findings, though not
statistically significant, and may help explain the number of students who
moved from lower proficiency levels towards intermediate or higher levels.
However, since this study did not include a direct comparison between
metacognitive strategy use and proficiency level, just a correlation between
them, these interpretations remain speculative. Nevertheless, Nilforoushan et
al. (2023) note that students who make greater use of problem-solving and
global strategies tend to become skilled readers, which is consistent with the

fact that these were the most frequently used strategy categories in this group.
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CHAPTER 6. CONCLUSION

This chapter provides the conclusions obtained from the results,
establishing their connection to the general objective, and examining the
extent to which the specific objectives were achieved, concluding with a final

reflection of the hypothesis.

The purpose of this study was to analyze the effects of two
metacognitive strategies on EFL reading comprehension in 11th-grade
students from schools in the Biobio province. As initially proposed in the
hypothesis, major differences between the public high school and the private
school were observed when examining the performance on both MARSI-R
questionnaire and PET test. The student sample from the public school,
showing no significant variation in their awareness of metacognitive
strategies, demonstrated an improvement in the English reading
comprehension after the explicit strategy instruction. On the other hand,
students from the private school strengthened their high awareness of
metacognitive strategies for reading, yet their reading proficiency did not

show substantial change.
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Regarding the first specific objective which encompassed assessing
the initial and final levels of metacognitive reading strategy awareness using
the MARSI-R in both public and private schools. The results showed
different results from what is usual in literature, coming from the results from
both schools. In the public sample, no statistically significant differences
emerged between pre- and post-test results. Although GRS awareness
increased after the explicit strategy instruction, the overall lack of change
suggests that alternative forms of metacognitive strategy instruction may be
needed to better address students’ needs. On the other hand, in the private
school sample, the experimental group demonstrated overall consistently
high awareness in both test phases and showed a significant increase in GRS
awareness following the explicit instruction. However, an irregularity was
reported, as the control group also exhibited an increase in awareness levels
from the initial test. This may be explained by the institutional emphasis on

developing strategic learning skills to enhance students’ overall proficiency.

The following specific objective, which sought to determine the initial
and final levels of reading comprehension in the English language, was
completed through the completion of the PET for Schools exam. Findings

indicated that the majority of students in the public high school sample began
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at the initial level of reading proficiency, according to the CEFR standards.
Nonetheless, several students progressed beyond this, attaining A2, B1, and
even B2 levels by the conclusion of the intervention. Conversely, the private
school sample remained largely unchanged. Although a small number of
students advanced from A1 and A2 to intermediate and high levels, variations

were not statistically significant.

Lastly, the statistical correlation between the scores of the MARSI-R
and PET test among the experimental groups was examined using a
Spearman’s correlation test applied to both test phases. In the public high
school sample, Spearman’s correlation revealed a mild positive relationship
(p = .36, p =.043), suggesting that higher performance on the MARSI-R is
modestly associated with better performance on the PET for Schools and
therefore the participants’ reading proficiency. Concerning the experimental
sample from the private school, the results differ once again. The scatter
graph indicated a dispersed distribution with a slight upward trend, but
Spearman correlation was not statistically significant (p = .121), indicating

no reliable relationship between the instruments in this group.
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Overall, these findings support the hypothesis to different extents. The
study proposed that explicit metacognitive strategy instruction would
influence students’ metacognitive reading strategy awareness and reading
comprehension, with variations between the two school contexts. In the
public high school, this influence was partial, as metacognitive awareness
showed only slight variation while reading comprehension improved. In the
private school, the instruction led to an increase in metacognitive awareness,
particularly in GRS, although reading comprehension scores varied slightly
and without statistical significance. Altogether, the findings support that the
instructional program demonstrated an observable impact on both contexts,
but its effects manifested differently depending on the characteristics of each

educational setting.

6.1 Limitations

Like all research, this study is subject to certain limitations that shape
how its findings should be understood. In the following subsection, we will

structure these in the different types of limitations that were encountered.

Even though the overall sample size was sufficient to recognize certain
patterns in the data, the limited number of participants in each group, along
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with their withdrawal of the study, which further decreased the sample size,

made it insufficiently representative.

Another limitation to consider would be the use of the self-reported
instrument completed by the students. Although these instruments met the
appropriate research validation standards, it cannot be assured that students
answered the questionnaire truthfully or that their responses accurately

reflected their actual awareness of metacognitive reading strategies.

Regarding the data collection conditions, several situations arose
during the term in which the study was applied due to the different activities
taking place in both institutions. These situations caused the students’
completion of the instruments during the pre- and post-test to be interrupted
multiple times during the assigned times, even requiring the rescheduling of

these assessments to other days in order to complete them.

One of the major limitations encountered was the inconsistent
engagement of the participants. Since this study was an addition to their
regular school tasks, there were many instances where limited participation
in the intervention or low levels of involvement with the instrument were

observed. This could be attributed to the extra workload the study represented
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inside the classroom or even to the characteristics of the age group,

considering that the participants were 11th graders.

Another limitation encountered was the students’ attendance, once
again related to the various activities that emerged in the schools during the
study period. Students often had to miss the modules or were not available to
join because they were supporting or organizing school events. These
activities interfered with the schedule established for the study, stretching the
process further than anticipated. Refer to Appendix 4 for additional

information.

Throughout the implementation of the modules and the administration
of the instruments, countless constraints were faced within the school
environment. In addition to the emerging activities and unpredictable
disruptions that interrupted evaluation or intervention sessions, there were
planned holidays and English-related events that resulted in the cancellation
or delaying of modules, creating gaps in the intervention. Overall, the other
major limitation was the time constraints faced during the scheduling of the
study. A single weekly session of 45 minutes was the only viable option

offered. Considering the many factors that intersect during a class and with a
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sample of students who participate in many activities and have their own
plans and tasks to fulfil, the actual time available to apply the instruments or

carry out the interventions was considerably condensed.

Acknowledging these limitations enables the study to offer
transparency regarding the circumstances that might have impacted the
results. Although these constraints shaped the scope and depth of the
intervention, the results still offer meaningful insights into the use of

metacognitive strategies in EFL Chilean contexts.

6.2 Further Research

Metacognition has become a key element in learning processes,
allowing learners to become aware of their thinking and to take an active role
in monitoring and managing their own learning (Loaiza et al., 2023).
However, it is the teacher’s responsibility to provide appropriate guidance on
how to integrate this skill into students’ learning processes in a smooth yet
explicit manner (Ministerio de Educacion, 2021). This study underscores the
importance of incorporating such tools into classrooms across different
contexts, but most importantly giving guidance to students who are
continuously developing their learning towards English language. Although

106



this study does not offer generalized answers, it does provide valuable
insights into metacognitive reading strategies and the impact of their explicit
training. These findings may contribute data for further research within the
EFL Chilean context and in the broader field of strategies to improve reading
comprehension. The following points offer several recommendations for
future research that may help further develop the lines of inquiry explored in

this study.

First and foremost, future research should incorporate a larger sample
size to better analyze and compare potential changes resulting from the
explicit instruction of metacognitive strategies. It is essential that these
students come from diverse contextual backgrounds, allowing for a broader
examination of how and whether such instruction may result in distinct
outcomes depending on the context within the Chilean educational system.
Additionally, including high school students from younger cohorts would be
beneficial, particularly in anticipation of the reactivation of the national
standardized English evaluation, as it would provide valuable insights and

stronger evidence regarding improvements in reading performance.
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In the second instance, the inclusion of the remaining three
metacognitive global reading strategies in an explicit strategy-instruction
intervention would allow researchers to examine whether a greater number
of strategies would contribute to increased student awareness of
metacognitive reading tools and as suggested by the findings, to
improvements in reading proficiency. Additionally, shifting the focus from
global reading strategies to the two remaining categories would be valuable
for determining whether the positive outcomes observed with the global

strategies can be transferred to these other types of strategies.

Finally, considering the time constraints encountered, it is advisable
for further research to secure longer intervention periods, as forty-five
minutes proves insufficient when conducting a study within a classroom
setting, particularly including the personal factors of the students during the
number of weeks involved and the administration of data-collection
instruments. It is also recommended that future studies be scheduled during
a period of the academic term that is not overloaded with school activities or
interrupted by external holidays, as such factors can hinder the researcher’s
ability to fully supervise or adjust the intervention and may create gaps in the

development and internalization of the explicitly taught strategies.
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Additionally, future research could compare the MRS most commonly
used by students with lower reading proficiency strategies to those employed
by more proficient reader withing the Chilean context. Another possible line
of research could involve qualitative studies interviewing educators or
academic coordinators about the explicit and implicit strategy instruction

practices implemented in different Chilean educational settings.
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APPENDICES

Appendix 1. Categorization of MRS Items in the MARSI-R

Global Reading Strategies

Problem-Solving Strategies

Support Strategies

1. Having a purpose in

mind when I read.

7. Getting back on track
when getting sidetracked or

distracted.

2. Taking notes while

reading.

3. Previewing the text to see
what it is about before

reading it.

9. Adjusting my reading
pace or speed based on

what I’m reading.

4. Reading aloud to help me
understand what I'm

reading.

5. Checking to see if the
content of the text fits my

purpose for reading.

11. Stopping from time to
time to think about what

I’'m reading.

6. Discussing what I read
with others to check my

understanding.

12. Using typographical
aids like bold face and
italics to pick out key

information.,

14. Re-reading to make sure
[ understand what I'm

reading.

8. Underlining or circling
important information in the

text.

13. Critically analyzing and
evaluating the information

read.

15. Guessing the meaning
of unknown words or

phrases.

10. Using reference
materials such as
dictionaries to support my

reading.
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Appendix 2. MARSI-R Instrument and Translation Validation Process

Validated MARSI-R

Inventario Revisado de Estrategias Metacognitivas de Lectura (MARSI-R)

Nombre: Edad: Curso:

El siguiente cuestionario es el Inventario Revisado de Estrategias Metacognitivas de Lectura
(o MARSI-R en inglés). Este cuestionario describe 15 estrategias que los lectores usan al
leer materiales académicos (como libros, articulos o cuentos).

Pasos a seguir:
e Paso 1: Lee cada estrategia y piensa si la conoces o la usas al leer.
e Paso 2: Evalla cada estrategia usando esta escala:
1 — Nunca habia escuchado de esta estrategia.
2 — La conozco de nombre, pero no sé cémo funciona.
3 — Creo que entiendo en qué consiste.
4 — Sé como y cuando usarla.
5 — La uso frecuentemente al leer.
e Paso 3: Marca con un nimero (1 al 5) en el espacio junto a cada estrategia, segun
tu experiencia.

Tus respuestas son personales, no hay correctas ni incorrectas. El cuestionario toma
7 a 10 minutos completario.

01. Tengo un propdsito en mente mientras leo.
02. Tomo notas mientras leo.

__03. Reviso el texto para ver de qué trata antes de leerlo.

04. Leo en voz alta para ayudarme a entender lo que estoy leyendo.
05. Verifico si el contenido del texto se ajusta al propésito de lectura.
06. Converso con otros lo que leo para verificar mi comprension.

07. Retomo mi lectura cuando me distraigo.

08. Subrayo o encierro informacién importante en el texto.

09. Ajusto mi ritmo o velocidad de lectura seguin lo que estoy leyendo.

10. Uso herramientas como diccionarios para apoyar mi lectura.

1

Y

. Me detengo de vez en cuando para pensar sobre lo que estoy leyendo.
12. Uso elementos como negrita y cursiva para identificar informacion clave.
13. Analizo y evalto criticamente la informacion leida.

14. Vuelvo a leer para asegurarme de que entiendo lo que estoy leyendo.

15. Infiero el significado de palabras o frases desconocidas.
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Translation Validation Process of the MARSI-R (Ordered by response

order)

PhD student Caterin Diaz Vargas.

Validation of the translation iaptation of the MARSH R

Thank you for agreeing o vaidate he ransiafon of the questionnaire MARSI-R (Mokntari et

al., 2018), which will serve as a pre- and postiest © assess students’ awareness of their

metacognifve reading srategies. In this document, you will find fhe detais of our research

project along with the instrument hat will be used to collect he data.

To clarify, this quessonnaire s being ranslated o ensure paricipants fully understand the

instrument and 1o expiore the metacognifve strategies they commonly use, rather than to
3 their English proficiency.

Research questions:

L General question: What is the impact of expicit instucton of metacognitive
strategies on EFL reading comprehension among 11th-grade students fom 3
private school and a public high schoolin Chie?

Il Specific question: What is e initial and final level of metacognifve awareness
and reading profiGency of students, as measured by e Metacognifve Awareness
of Reading Stagies Imentory-Revised (MARSI-R) and B1 Preiminary for
Schoois (PET for Schooks), among 11-grade students from a private school and
a public high school in Chie?

Objectives:
1. General objective: To explore the efiects of five metacognitve strategies on EFL
reading comprehension in 11t-grade students ¥om schools in e Bicb o province.
I Specific objectives:
A

language using e PET for Schools exam.

B. To determine the intial and of reading
s¥ategies hirough a seffreportinstrument namely e MARSI-R, in both public
and private educations| establishments.

i ining egies, especially
targetng ing Srateg R for parkcip
¥om both public and private educational insftutions.

To compare reading comprehension scores as measured by the sandardized

assessment instruments (PET for Schools) and the results of e seif-report

R) groups within each
educatonal estabishment's sample, employing stastical analysis methods
alongside speciaized software for analyss

e

Validation Guidelines
In the proposal section you will find e original statement from e MARSI-R questionnaire
alongside our proposed transiations.
For each statement, pleass indicate whetherto:

+ Keep: The translaton is accurate and appropriate.

+ Delete: The statementis irelevant or problematc.

+ Reformulate: Translation needs adjustment.
Feel fee to add any additional comments for specifc items or general feedback at the end.
Your feedback wil play a crucial role in refining fhe vaidity and rekabiity of our research
instrument.

MARSIR questionnaire:
I Instucions:

The statements fisted on this inventory describe 15 strategies or actions readers use when
reading academic or schook-related materials such as book chapters, joumnal aricies, stories,
ete.

Directions:

Step 1:Readeach you these srategies
when you read.

Step 2: Use fhe following scale to show your strategy awareness andor use

1. 1have never heard of this strategy before.

2.1have heard of this strategy. but | don't know what it means

3.1 have heard of this strategy. and | think | know what it means

4.1 know this strategy, and | can explain how and when  use it

5.1know this sirategy quite well and | ofienuse it when | read.

Step 3: Afterreading 7 1.2.3.4.

preceding each staiement to show your level of awareness andior use of each strategy.

There are no right or wrong answers {o the statements in this inventory. k takes about 7-10
minutes 1 complete he inventory

Translation and adaptation proposal for the instruction:

& siguiente cuesfonario es ¢ Inventario Revisado de Estrategias Metacognitivas de
Lectura (o MARSI-R en ingkés). Este cuestionario describe 15 estrategias que los lectores
usan al leer materiales académicos (como Rros, articulos o cuentos).

Pasos a sequir:
+ Paso 1:Lee cada estrategia y piensa sila conoces o la usas al leer.
+ Paso2:Evakia cada estrategia usando esta escala:

1 Nuncahabia escuchado de esta estrategia

2+ La conozoo de nombre, perd no sé cémo findona.

3 Creo que enfiendo en qué consiste.

4 Sé cémoy cudndo usaria.

5 La uso Fecuentemente al leer.
+ Paso 3:Marca con un nimero (1 al 5) en el espacio junto a cada estrategia, segin &

experiencia.

Tus respuestas son personales. no hay comecas niincomectas. El cuestionario toma
7.2 10 minutos completarfo.

Keep Delete Reformulate

Comments:

0. Statements

Original: 1. Having 2 purpose in mind when | read.
Transiaton proposal: 1. Tengo un propdsio en mente mientas ieo. |
Delete [Rebrmulate | Comment |

Original: 2. Taking notes whie reading.
Translaton proposal: 2. 1omo notas mientras leo. 1
Delete | Reformulate | Comment. 1

Original:

Previewing the text 1o see whatit is about before reading it

[ 3. de qué ¥ata antes de leerlo. ]
Keep | Deete Comment: Sugiero modiicar previsuaizo. por una

| | redacsénmas sencila.

Original: 4. Reading aloud 1o help me understand what Im reading.
[Transiaton proposal 4. Leo en voz aita para ayudarme a entender loque esby leyendo. |
| Keep | Delete | Reformuiate | Comment:

Original: 5. Checking 1o see ifthe content of e text fits my purpose for reading.
Transaton proposal: 5. Venfico si €l contenido Gel 1exto 5e austa a mi Proposto de

lectura
| Keep [ Delete [Reformuiate [ Comment: |

Original: 6. Discussing what | read with others to check my understanding.
[ fon proposal: 8. Converso con otros o que leo para vericar mi & 1
| Keep [ Delete | Reformuiate [ Comment: 1

Original: 7. Geting back on track when getiing sidevacked or distracted.
7. Retomo mi dis¥ aigo. 1
[Ke=p [ Dekete | Refomuate | Comment: |

Original: 8. Underiining or cirding important information in e text.
8. Subrayo o dn impor@nie en el texo. 1
| Keep [ Delete [ Reformulate [ Comment: |

Original: 9. Adjusting my reading pace or speedbased on what Im reading.

[ 9. Ajus gin o que estoy leyendo. |
| Keep [ Delete | Reformuiate | Comment: 1

Original: 10. Using reference materials such as dicionaries to support my reading.
Transiaton propo: Uso hermramientas como diccionarios para apoyar mi lectura
Keep | Delete | Reformuiate | Comment

Original: 11. Stopping from §me to fme 1o think about what m rea
Transiation proposal 11. Me Getengo de \eZ en cuando para pensar s0bre [0 que esty

| leyendo.

[Keep [ Delete [ Reformuiate [ Comment: |

Original: 12. Using typographical aids iike boid face and italics © pick out key information.
Transiation proposal: 12. Uso fipografias como negria y cursna para identhicar
informacién importante.

Keep | Deiete Comment ia palabra pograiias puede ser confusa.
Quizas simpificar con “uso elementos como negrita y

cursiva...”

Original: 13, Critically analyzing and evaluating fhe information read.
Translation proposal: 13. Analizo y evalio crifcamente la informacion leida. |
Keep | Delete | Reformulate | Comment |

Original: 14, Re-reading 1o make sure | understand what I'm reading.
Transiation proposal: 14. Leo olra vez para esiar seguro de que enbendo o que esby
eyendo |

[Keep | Detete [ Reformuiate | Comment: ]|

Original: 15. Guessing e meaning of unknown words or phrases.

[Transiation proposal: 15. Adivino el significado de palabras o Fases desconoadas. |
Keep | Delete Comment: adivino suena aazar. Quizas mhero’ o
"decifro”.

General comments:

Thank you for providing your valuable feedback fo ourinvestigaton.
Kind regards,
Marcela Arteaga Seguel and Camila Vinet Rivas.

References
Mokitari, K., Dimitrov, D. M., & Reichard, C. A. (2018). Revising the metacognitive awareness.

of Reading Strategies Inventory (MARSI) and testing for factorial ivarance. Studies
in  Second Language Leaming and Teaching, 8(2), 219-246.
htips:idoiorg/10.14748/ss82018.8.2.3




PhD student Maria José Cares Geoffroy.

Validation of the translation ion of the MARSHR

Thank you for agreeing o vaidate e ¥anslafon of the questonnaire MARSI-R (Mokhtari et

al.. 2018), which will serve as a pre- and postiest B assess students’ awareness of ther

metacomie radig skaiagies: b this dosimsal. you wl fnd e detals of o resesrch
with be used

To chnfy. #his questonnaire is being ¥ansiated © ensure paricipants fully understand the

instrument and 1o explore the metacogniive strategies they commonly use, rather than to

their proficiency.

Research questions:

L General question: What is the impact of expicit instucton of metacognitive
strategies on EFL reading comprehension among 11th-grade students ¥om 3
private school and a public high school in Chie?

1. Specific question: What is the initial and final level of metacognifve awareness
and reading proficency of students, as measured by he Metacognifve Awareness
of Reading Stawgies Inventory-Revised (MARSI-R) and B1 Preiminary for
Schools (PET for Schooks). among 11#-grade students from a prvate school and
a public high school in Chie?

Olqs:mes
General objective: To explore the effects of five metacognifve strategies on EFL
reading comprehension in 11-grade students from schools in e Biobio province.
n Specﬁc objectives:

language using e PET for Schools exam.
B. To determine the
staegies hirougha sameponnsmneu namely e MARSI-R, in both public
andprivate educational establishm:
c. ¥aining svategies, especially
parkcip

geing
fom both public and private educatonal ins§utions.
To compare reading comprehension scores as measured by the standardized
assessment nsiruments (PET for Schods) and the resuls of e sek.report
groups within each
educatonal esbishment’s sampie, employing statstial analysis methods
alongside specialized software for analyss.

Validation Guidelines
In the proposal section you will find the original statement from e MARSI-R questionnaire
alongside our proposed transiasons.
For each staement, please indicate whe her to:

« Keep: The transiaon is accurate and appropriate.

« Delete: The statement s imelevant or problematc.

« Reformutate: Transiation needs adjusiment
Feel ¥ee to add any additional commenis for specific items or general feedback at the end.
Your feedback will play a crucial roke in refining e validty and refiabiity of our research
instrument.

MARSIR questionnaire:
I instructions:

The statements isted on this inventory describe 15 strategies or actions readers use when
reading academic or schook-related materials such as book chapters, joumal aricles, stories,
ete.

Directions:

Step 1: Read each you these svategies
when you read.

Step 2: Use e following scale to show your strategy awareness and/or use:

1.1 have never heard of this strategy before.

2.1have heard of this strategy. but | don't know what it means.

3.1 have heard of this strategy. and | think | know what it means.

4.1know ths strategy. and | can explain how and when B use it

5.1 know this strategy quite well, and | ofien use it when | read.

Step 3: After reading 1.2.3.4.

preceding each statement to show your level of awareness andlor use of each strategy.

There are no right or wrong answers to the statements in this inventory. k takes about 7-10
minutes 1o complete he inventory

Translation and adaptatic 1 for

£l sguente cuesfonario es ¢ Inventario Revisado de Estrategias Metacognitivas de
Lectura (o MARSI-R en inglés). Este cuestionario describe 15 estrategias que los lectores
usan 3l leer materiales académicos (como foros, articulos o cuentos).

Pasos a seguir:
+ Paso 1:Lee cada estrategia y piensa sila conoces o 2 usas alleer.
+ Paso 2:Evaiia cada estrategia usando st escala

1 Nuncahabia escuchado de esta estrategia.

2 La conozoo de nombre, pero o sé cémo funcona.

3 Creo que enfiendo en qué consiste.

4 Sé cémoy cuindo usaria

5 La uso fecuentemente 3l leer.
« Paso 3:Marca con un nimero (1 3l 5) en el espacio junto a cada estrategia, segin 1

experiencia

Tus respuestas son personales, no hay comec@s ni incomectas. El cuestionario toma
7. 10 minutos completario.

Keep | Delete Reformulate

Commenss:

1. Statements

Original: 1. Having a purpose in mind when | read.
[Fransaton proposal: 1. Tengo un propdsio en mente mientas leo. |
[[Keep [ Delete [Reformulate [ Comment: |

Original: 2. Taking notes while reading.
[Transiaton proposal 2. Tomo notas mieniras leo. ]
[[Keep [ Delete [ Reformulate [ Comment: 1

Original: 3. Previewing the text 1o see what it is about before reading it
Transiaton proposal: 3. Previsuaizo e €x0 para ver de qué fa antes de leerlo.
Keep | Delete | Reformulate | Comment: Reviso ol texto para ver Ge qué irata antes
de leerio. Previsuaizo” suena forzado en este contexio

Original: 4. Reading aloud 1o help me understand what Im reading.
Lecenvozaia 3 entender lo que estoy leyendo. |
[ Keep [ Defete | Reformuiate [ Comment 1

Original: 5. Checking to see if the content of the text fis my purpose for reading.
Transaton proposal: 5. Verfico i & contenido Gel 1exio Se ajusta a mi proposito de
lectura.

[Keep [ Deiete | Reformuiate | Comment |

Orignal: 6. Discussing what | read with others to check my understanding.
Transiaton proposal: 6. Converso con otros o que leo para verficar mi comprension.
Keep | Delete | Reformuiate | Comment

Orignal: 7. Gaﬁnbka\rack when geting sidevacked o Estracted.
7_Ret aigo.
[Keep [ Delete |Rd«mmn]<:ommm |

Orignal: 8. Underining or Grding important information in fhe text.
imporiante en el tex. |
[[Keep [ Detete | Rebrmulate [ Comment: |

Onwul 9. Adusting my reading pace or spesd based on what Im reading.
9. Ajusto mi rim segin lo qu y leyendo. |
|Knepl Delete | Reformuiate | Comment |

Original: 10. Using reference materials such as dicfonaries to support my reading.
Transaton proposal: 10 Uso herramientas como diccionanos para apoyar m lectura
Keep | Delete | Reformuate | Comment

Original: 11. Stopping from $me to me 1 think about what Im reading.
Transiation proposal: 11. Me detengo 0e Vez €n cuando para pensar Sobre 1o que esiy

leyendo.
| Keep | Delete | Reformulate | Comment: |

Original: 12. ng aids like boid face and italics © pick out key information.
Transiation proposal: 12. Uso tpografas como negria y cursha para ensficar
informacién importante.

Keep | Delete | Reformulate [ Comment Uso elementos tipograficos comonegnta y
cursiva para identifcar informacion cave

“Tipografias™ puede induci a error (tipo de letral; mejor
“elementos fpograficos™. Se podria explicar Por
fipografia se entiende...

Originai: 13. Critically analyzing and evaluating e information read.
[Transiation proposal: 13. Anakzo y evakio critcamente 1a nformacion leida. |

| Keep | Delete | Reformuiate | Comment: |

Original: 14, Re-reading 1o make sure | understand what I'm reading.
Transiation proposal: 14. Leo Oira vez para estar seguro Oe que entendo 0 que esby
leyendo.

Keep | Delete Comment: a
entiendo lo que esy leyendo.
“Leo o¥a vez” es vaiido pero menos natural que Vueho
aleer” o reled’.

Original: 15. Guessing e meaning of unknown words or phrases.

Transiation al: 15. Adwino el signd palabras o ¥:
Delete | Reformuiate | Comment: nhmdsqrﬁxdooepsabm oFases
desconocidas Adivinar” puede sonar poco académico;

“infer” esmas. -dmndo en contextos educativos.

General comments:

s an accurate translation of the instrument.

Thank you for providing your valuable feedback 1 ourinvestigaton.
Kind regards,
Marcela Arteaga Seguel and Camila Vinet Rivas.




Mg. Paula Barra Fierro.

Validation of the wranslation f the MARSH R

Thank you for agresing © vaidate he ¥ansiaton of the questonnaire MARSI-R (Mokhiar et
al., 2018), which will serve as a pre- and posttest 1 assess students’ awareness of their
metacognifve reading stategies. In this document, you wil find e detais of our research
project along Wit the instrument 3t will be used tocollect fe data.

To clarfy, this questonnaire is being translated 1 ensure paricipants fuly understand the
instrument and 1o explore the metacognifve strategies they commonly use. rather than to

level of their profic

Research questions:
L General question: What is the impact of expicit instruction of metacognitive
strategies on EFL reading comprehension among 11th-grade students fom a

private school and a public high schoolin Chie?

I Specific question: What is e intial and final level of metacogniive awareness
and reading proficency of students, as measured by e Metacognifve Awareness
of Reading Svategies Imentory-Revised (MARSI-R) and B1 Preiminary for
Schoois (PET for Schooks), among 11f1-grade students from a private school and
2 public high school in Chie?

Objectives:
1. General objective: To explore the effects of five metacogniive strategies on EFL
reading comprehension in 11-grade students from schools in fhe Biobio province.
I Specific objectives:
A

language using the PET for Schools exam.

B. To determine the inial and i of reading
sraieges fougha seleportinsirumen namely e MARSLR, inbot sunic
andprivate educational establishments.

c. Toi ing svaiegies, especially

targetng i R, for paricip:

from both public and private educasonal insitutions.

To compare reading comprehension scores as measured by the standardized

assessment nstruments (PET for Schools)and the resuts olhe seffreport

the ups within each
educatonal establishment's sample, employing stafstical Mss methods
alongside speciaized sofware for analysis

o

Validation Guidelines
In the proposal section you will find he original statement from he MARSI-R questionnaire
alongside our proposed transiatons.
For each statement, pleass indicate whetherto:

 Keep: The translaton is acourate and appropriate.

+ Delete: The statement s imelevant or problemasc.

« Reformuiate: Translation needs adjustment.
Feel Fee to 3dd any additional comments for specifc tems or general feedback 3t the end.
Your feedback wil play a crucial role in refining e validity and rekabiity of our research
instrument.

MARSIR questionnaire:
1. Instructions:

The statements Ested on this inventory describe 15 strategies or actions readers use when
reading academic or schook-refated materials such as book chapters, joumal aricles, stories,
ete.

Directons:

Step 1: Read each statement o indicate wheher you are aware of andlor use hese sralegies
when you read.

Step 2: Use fhe following scale to show your strategy awareness and/or use:

1. 1have never heard of this strategy before.

2.1 have heard of this strategy. but | don't know whatit means.

3. I have heard of this sirategy. and | think | know what it means.

4.1 know this strategy. and | can expiain how and when 1 use it

5. | know this strategy quite wel, and | oflen use it when | read.

Step3:After (1.23.4,

preceding each statement to show yourlevel of awareness andior use of each strategy.

There are no right or wrong answers to the statements in this invenory. | takes about 7-10
minutes % complete he inventory

Translation and adaptation proposal for the instruction.

El siguiente cuesfonario es e Inventario Revisado de Estrategias Metacognitivas de
Lectura (o MARSI-R en inglés). Este cuestionario descrive 15 estrategias que 1os lectores
usan al leer materiales académicos (como Boros, articulos o cuentos).

Pasos a sequir:
« Paso 1:Lee cada estrategia y piensa sia conoces o la usas alleer.
+ Paso 2:Evaia cada estrategia usando esta escala:
1 Nuncahabia escuchado de esta estrategia.
2 La conozoo de nombre, pero no sé cémo funciona.
3 Creo que entiendo en qué consiste.
4 Sé cémoy cuindo usaria.
5 La uso fecuentemente al leer
« Paso 3: Marca con un nimero (1 3l 5) en el espacio junto a cada estrategia, segin &
experiencia.
Tus respuestas son personales. no hay comecws ni incomectas. El cuestionario toma
7.2 10 minutos completario.

Keep | Delete Reformulate

Comments:

1. Statements

Original: 1. Having a purpose in mind when | read.
1.Tengo un mienvas leo. 1
[[Keep | Delete [Reformulate | Comment |

Original: 2. Taking notes whie reading

Transiaton proposal: 2. Tomo notas mieniras 160

[[Keep | Delete | Reformulate | Comment. 1

Original: 3. Previewing the text 0 see whatitis about before reading it

[Transiason proposal: 3. Previsuaizo el exto para ver de qué Yata antes Ge leerlo. 1
Keep | Delete | Reformuiate | Comment: Reviso el 1exio para ver de QU traia antes

| | I de leerio. “Previs o |

Oniginal: 4. Reading aloud 1 help me understand what Im reading.
Leoen vozala. 3 entender lo que estoy ley 1
[[Keep [ Delete | Reformuiate [ Comment: 1

Original: 5. Che cking to see i the content of the text fits my purpose for reading.
Transaton proposal: 5. Verfico si & contenido del texto s& austa a mi propdsto de

lectura.
[[Keep [ Delete | Reformuiate [ Comment: 1

Original: 6. Discussing what | read with others to check my understanding.
Transiaton proposal: 6. Converso con oiros 1o que 160 para veriicar mi comprension.
Keep | Delete | Reformuiate | Comment

Original: 7. getting sidevacked or distracted.
7_Retomo mi me distaigo. ]
[ Keep [ Delete [ Reformuiate [ Comment: 1

Original: 8. Underiining or cirding important information in fhe text.
[[Transiaton proposal: 8. Subrayo o encierroinformacion importante en el texio. 1
[[Keep [ Delete [ Reformulate | Comment: 1

Original: 9. Adjusting my reading pace or speed based on what I'm reading.
z segin lo que estoy leyendo. |
[[Keep | Detete [ Reformulate | Comment: |

Original: 10. Using reference materiais such as dictonaries 1o support my reading.
10. Uso i ios para apoyar mi lectura. |
[Keep | Dekte | Reformutate | Comment |

Original: 11. Stopping from §me to §me 1 think about what fm reading.
Transiation proposal: 11. Me detengo de \ez en cuando para pensar sobre 1o Gue esby
leyendo.

[Keep | Delete [ Reformuate | Comment: |

Original: 12. Using typographical aids fike bokd face and talics 10 pick out key information.
Transiation proposal: 12. Uso tipografias como negrita y cursiva para identficar
informacién importante .

“elementos §pogrificos”. Se podria expicar Por
tipografia se entiende...

Original: 13, Criticaly mu\qm evaluating e information read.
[Transiation proposal: 13. eida. |
[Keep | Delete | Reformulate’ ]Coment 1

Original: 14. Re-reading 1o make sure | understand what I'm reading.

Transiation proposal: 14. Leo oira vez para estar seguro de que eniendo [0 que esby
leyendo.

Keep | Delete | Relormulate | Comment: Vuelvo 3 leer para asegurarme de que
entiendo lo que esioy leyendo.

“Leo o¥a vez” es vilido pero menos natural que Vuehvo
aleer o relec”.

Original: 15. Guessing fhe meaning of unknown words or phrases.

Translation proposal: 15 Adino & signficado de palabras o Fases desconoodas.
Delete | Reformuiate | Comment: Infero & signficado de paiabras o Fases
desconocidas.“Adivinar” puede sonar poco académico;
“inferi” es mis adecuado en conextos educativos.

General comments:

Itis an accurate translation of the instrument.

Thank you brpltmdmg your valuable feedback fo ouriniestigaton.
Kind r

Marcela Anmga Seguel and Camila Vinet Rivas.
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Appendix 3. PET Test Reading Texts

Pre-test

Questions 1-5
For each question, chouse the comoct answer

armangement

Hollins Farm Campsite
s Nogroupsofaormon |
unless by previus

A All campers must reserve a place in advance.

B Groups bigger than four are not allowed on
this site,

€ Groups of mare than three sheuld contact
the campsite before arriving.

A Those wha dont pay punctually wont be
to Onford,

Schoolplay

|
previous experence welcome bt ot
vl g il revied
W nemed

3

before being involved in the play.

It s necessary 10 fing & new drector to tran
the actors.

‘Students must write detailed notes on this
week's experiment

Elh s e and knows how 15 ride her ks, but isnt confident

about starting and siopging. Shed kove to meet oher cyclists.
With 3 similar abity and have fun with them. "

Leocancrcle yet. and wants g jearn on i own with he,
'd prefar a course with sessions hwice 2 weel. He'd

offer 3 securs practice gromnd,
Excellet tralaers snd leads of fun

)
e ~yhen

usmg safewy. You'l be in 2
group of pupls of "

Improve your cycling skils and emgoy
‘Touret = e e tine’ Open 031

S T0.30 3 12,00 .

‘Students shoukd check that their work last
L able to go term
o i it o i
— L few piaces € Students need 1o look at previous work while
hardod o the schoc ofion by
Wodnoscay lnchtms at s test e doing an experiment.
ot you vl ok yiur pch.
© The o
regster for the Osord tr.
3
A You must have signed permission to take
I partin sports day.
School sports day
W interested In taking
", B You have to it the rumber of sports day
‘bt nots you are in
permtied 1o enter na
mae
€ You need to wite your rame here to get
more iformation about $ports day.
2 3 Turn over »
Part2 Cycling Courln
On Your Bike!
6-10 A Two Wheels Good!
IFOF 8 Qubdaon, /1086 T CCmEct B i Rivers Forastal wCaann'e trokd?e D a0 bk ew yoertry b O nf
Quroff-road course offers
0 get out o the ciy. Youl e el o
it p o o e s taaching in afe sur
s iy, et s o akes learning to <y
your bike in good condition exciting and easy
opmertrtars oy 0 110 amand
200pm-7.005m Thursdays 200 o
o cyce sai T schooi on busy city roads.
¢ STy e ot e weoends v
©  FunandGames O Pedal Powar
. s an axcallent cycist and he wanis o excier Acourse for able cycksts, We
iang on cou anct woodland racks. He d aisa e 1o o me
7 1 o about ooking afler h bise. Ha can ‘35 oW 1o manage dif)

hoavy vafic.
30d ches. We guivaniea that by he
el et

crossroads wil
Siiriars 200 i b o

F o Bike Dactors
Have b doing oo may ks on
o Toen 4 by o =
come vender foving care, Bk
s o rusdtin s
Bike. (Some banc wwm y

Ages. 11-19 Tocudays 00 -1 2 e
Wodnesdays3 Dl 600 pm.

H  Setting Ot
Seimroxdeg saley lor e iy Acouse for bsoue begers
"“*J"“"'....“"..'”"ﬁ"";::" o tn & perect st We s g
o, All ages wakcome from 10+, evice o, g, v o
Trursaays § 00 am- 11,00 am e

to oyl
rmywmamn 00am

Tumn over
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Questions 11- 15
For each question, choose the correct answer

Play to wi

win
16-year-old HarryMoorewritesabout his hobby, tennis.

My parents have always: loved tennis and they're members: of a fennis chib. My older brother w
Tealy good ai & and ey Supporied Nem - taing i o lessons al ihe ime. S | guess when |
announced that | wanted (o be  tennis champion when | grew up | just intended for them o no
me. My mother aughed. possbiy be serous, |

Harry thinks he said that he wa going to ba a tennis champion in arder ta

A please his parents.
B get some atiention

€ amay his older brother.

D porsuada people that hawas serious.

How did Harry feel after his first important competition?

confused about s defeat
proud o be a member of the winning team.

‘ashamed of the way he teatad another player.
amazed that he had got so far i the toumarment

coam >

Later 1 joined the club's junior proper conlest, 13 What does Harry iry to remember when he's on the court?
o wall Wa won, whi $ 1
e : A Don'tletthe other player surprse you
d st - | know B mwyamg.m.u.n
T the bater playe. Bt avery e | atacked, 1o ther m:ym-uimn-n ml\umly I couldnit € Respocttn
exptain the resul B Donitoep birbing st your mistakes.
After that, of tps. | realised that 14 What doss Harry say about is behaviour I taumamenis?
You need e fight alltde to b a winner. On Gourt | hae a plan but Sometmes the oiher guy wil A ot .
o someing unespecied so Y change . W losea okt | dormy bet o foret tand fd 3 vy e e racke! e when he was engry.
win the B Ho stays away from playets who behave bady.
€ He tries 1o keep caim during the game
e players anger. Lots of players can be 0 He found it diffcult 1o deal with one judge's decisions.
negative — including myself sometimes. Once | got 50 angry hat | neary broke my rackel! But my
has helped me develop ways to conlrol hose feelings. After al, the Judges have a hard job ) .
and you just have 1o accept their decisions. 15 Whatmight a sports joumalist write about Harry now?
B
Hr-rw:nnvymm fm sirong right o the end of a toumament A
1o and I begring to reaise that wit har. oy needs o beliee i his v Homy bas ey gromn up sce i
work thert's a chance: maﬂmuldb'z:mmomonnd:y s 2o g o first toumament and discovered
3 3 stop depends ok e bl 8 i ct
good lud play: oot rackets.
c o
Harry could be a great player but
Hary looked extaustd when e Hamy coutd e & grmek player
ished somapbe him all the way to the big
e should think about warking out: compeitors.
6 7 Tum over »
Parta
Questions 16 - 20 )
For each question, choose the correct answer
There ara ihrae exira seniences which you 40 not neod 1o use.
Planting trees
by Mark Rothéfam, agedt 13
This spring. our teacher sugoested we should el involved in a green project and plant some rees|
‘around the school. Everyone thought it was a great idea. so we started looking online for the bast A Sowe bied 1o avoid areas where students were very aciive.
roes 10 buy. 1BIE Waplod ther to grow properly. they had 1o be the right type — but
thera were so many availsble! So ook for B Howsver, our parents did offer to help with the digging!
irees that grew naiuraty in our partofthe workl 17Tiney  afso be more sultable for the
widife here. € That could mean the free had a disease.
B But we soon found that chaosing rees was quite complicated
Then about planting the trees ara nappiest
where they have: 60 10 Grow, with pienty of space for heir branches. The wrees might get € Itcan ba quta good for young trses, theugh.
damaged case 1o the school piaygrounds, for exampie. [TBT ] Finaly. we found a
close o the school garden - perfect! F We knew they'd gel as much pleasirre from them as we had.
G But atleast we were doing it in the right season.
Onca we'd planted tha tross, we know we had to look after tham carofully. Wa all took tums fo
check the leaves reqularly and make sure they had no strange spots or marks on them H Thatway,the s woukd b umed ol condiions,

[18 | And wa decided to check the following Spring in case the leaves tumed yellow 100 500N,
a5 hat could also mean the tree was sick

We e row tall. and that was,
a bit sad. i at
fho schaol. [T | And that thought really choered us up!

s Tum over »

131




Part6

Pans
Questions 27 - 32
Guessions 21~ % For sach question, wita tha corract answer.
For each question, choose the comect answer. Write one word for each gap.
This car runs on chocolate! Our new skatepark!

by Jack Fletcher
‘Scientists have buit a 300kph racing car that uses chocolate as a fuell The project s (21) ...

- y. The car meets al racing car
@) part from i fue. This is & mixture of waste chocolate and vegetabie oil, and such
“bicfusis” ars not (24). .in the sport yet. It has 1o ba mecad with norma fusl 50 that all parts
of the car kesp working.

I3 here a great skatepark In your town’? Weve now 9ot 1 (27).
andits all because of my fiends and me!

faniastlc skatspark ever,

equipment, 50 none of us But we al agreed
e had a betier skalspark in our lown, we'd use it And tsenagers might come
other fowns o join us, too.

oot used to make some parts inside " Even
the mirrors are made from potataes! The sides of the car (25) ......-.... @ mixture of natural
materials from plants as wel as ofher recycled materials.

Solset tofind out(30) local I asked them
whether ouroid oukd a completely new one. People.

The project is st young, s0 the scienists have not yet found out how ‘green’ the car is. They are
planning many experments (o COMPare its (26) ... against that of normal racing cars.

Than we o payfort In half the cost, and the
local council paid the rest. 1t (32) finally finished last month. So come and try it - youll have
a great timal
2 A intended B wished c decided L] insisted
2 A develop B mowo ©  bocome D amwo
3 A levels B standards < grades. o orders
24 A alowed B et € nied D agreed
25 A swore B involve c collect o contain
26 A cperaton B perormance C  display D techique
10 1"
Reading
N pupils who want
Test 3 Having problems wh your schoolwork? | i
Froe homewark sessions in the library A 10 help their classmates after school.
after schoo
Teachers avaiable 1o no¥p with L 8 50me suppOt with thair homework.
READING (45 mirutes) any subject
" c study time at school.
Part1
Questions 1-6 5 Ken is offering to

For each question, choose the cormact answer. A heiplnm:nd:lmlm’w
= ma

1 8 Inform the coach whather Jack i

avaiable on Thursday.

Jon is asking Tom to
A choose one of her ideas for their
project title.

C expiain to the tennis coach why Jack
B toll Mr Groen which project tkio they s
have chosen.

© confiem that he can see her to discuss
their project titke,

What does the sign say?
A A ticket is noeded o see the
ant exhibition.

B Cameras must be feft at the.

baggage desk.

C Only smail bags can be taken into
the exhbition.

A Students must be in teams of four to
‘enter the competiton
B Students have to enter this school
advance.

© Students get a prize if they read all the
books on the reading fist
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Module 2

Test3

Part2

Questions 6-10

For each quoston, choose the comect answer.

The people below are all doing , and to
help them.

‘websites about the weather.

Sami is Interested in how technology is used 10 predict the weather.

Information to ook for patterns in local weather.

/, Such @8 very Strong winds, and kearn about 1he reasons:
for It She'd also like to see photos of these events.

Uy hects he
Dianet. She wants to see diagrams showing how this happens, and

Joseph would

He wants information about changes In weather, such as when &t

A

Weather websites

MetBureau
Get cloas, helohul tips on how 10 record
daly

ran and sea temperature. And on this

B Tempes
This webiite has clear mape and etailed
drawings explining how the oceans move
warm ud cold water aroud, and influcose
semperature aad westher patteres amud the

wedaite, of some
professicnal who have
taken beautifl photos of the sky, such as
st sunriss and sunset.

Weather Watch
Interested in huge storms and orher extreme
weather conditions! There’s information

world Yo with
b el e the o whe sy
the weather!

Elemental
This website follows changes in local weather
- ek an the map t0 1ee your area! Clear
and oceans

here about why

influence your weather, 3nd explain the
weather

, and
which couniries are mos ikely 1o
There

pictures ke ofstoms and clouds,taken
by peaple who follow these weather

clouds. Find decalls of clubs I your area
5 mest young pecple who share your

conditions using complex technology: earese 100
Weather Eye F  Suncial

This website Weatrer Iike storms, and
and space satelbees watch weather conditions ais0 heatwaves, which bring very high

around the workd and produce forecasts,

‘summer temperatures, are happening
his

9P
yonur own weather station 4nd keeping daily
ecodsof wind st chods,bighsnd low

the rmasons and gives 1ps on how fo be
ready for them. Find out, to, about clubs.

area,to see if

trends are changing

MetMonitor

you bve,
up weather stations, and ook at all the.
nformation they've collected.

H Motes

Look . and
discover how boch computers and studying

main types of cloud form, and whet they

high temperatures, and sec how forecasts
‘warn us about theso events. Uplosd weather
information you'

s gong 1o ran Experts will gve you tps

Module 3

becomes unusually hot, and 1o learn about ways pecple can prepare gl better # you share them on the website,
for these events.
a7
6
Test3 i
% 11 Alicia says that when she first started playing footoall, she
A immadiatery discoversd she hac a talent for the game.
Questions 11-15 B Wwas 100 busy wih other activitos to play very often.
For each question, choose the comact answer. C  tried to find more girs to piay footbail with er
D feit no one believed she'd be interested in # for long.
Football and me!
12 When Alicia was asked 10 join & women's footbal ciub, she was.
Sixteen-year-old Alicia Hughes looks back at how she started out in football A coniioad SaTihe vousA L
! strtd ieying footoelwhen | was seven. 'd rush home from schod to play wih B worried that the invitation might be a mistake.
mmmm oved &, and after 8 while, | wean', & b plvec Howeve, my
phe € sure that her skills wouldn't be 0cod enouch.
they thought the same thing wouid happen wih footbal. But i nevor <. D surprised that women's clubs even existed.
Infact, | when | was oider. And
Y 13 When Akcia od Iub maten,
the opportunty came sooner than I'd hoped. | often played in local tourmaments, and s I 3o 4 i
molmmmmlm-mmmnmmmw A was keen not to dissppoint the rest of the team.
:mlu w.nmnn:m |wwdg:wm“ and 1 had no idea | E§ sl oty
n’ = my age wrong, no
that young girs could join women's clubs. But was impressed, and | O pemesienc hackel ha sl ristepe facon & ol
started reguiar training with a big cub as a young 13-year-0id. D was embaassed at the atention she got after the match,
muulmm-dmmnomcmmwwu-m1wmwmn. e e i S
myunu\db‘wtlnmyuﬁ Mm-muqmmmu-mmwm A rosult in more of them playing for their local teams.
B8 who could
e i layare 1o a1 fo g, Then by e ke 98 g G g RV
| usual, in spite of the large crowd, | couid clearly hear my coach’s voice chesring me Q' show il
‘on, and after the match, the team carried me round the pitch. | fet fantastic! D introduce them to leenagers i their area who also want 10 start playing
Since then, I've scored lots more winning goals! And next month, my coach and | What would coschiwiieibeid
are running a football toumament for teenagers in my area. The aim is o give them a i b e bucoilisindage bl =
. It ot Adcia wented to prove to other
environment, and encourage them 1o feel they could play for a top team, # they're | gl whoy aald ahe Wit gosd ::hmw‘s:m-w-v
rmances 50 far, and helped to
9ave anough that they were wrong
me - you'll have good times, but be prepared for bad times, 100, I've had very few of ,,,,,,,,:z”“w,,, wia many maichos. And I stil shout
those, though - 0 I've been lucky! bl b vinte mora loudly than anyone elve!
c o
I'm impressed that Alcia has m glad Allcia took my advice about
never given up, even during the needing to change cubs reguary to
many trnes Her
going wel. amtude's completely changed now.
+0p120




Module 4

Test 2

Part4
Questions 16-20

For each question, chooss the corect answer.

Thera are three extra sentences which you o not noed 10 use.

The lost

Have you ever gone 1o the coast for  lovely family day out - only to discover when you

camera

the beach?

He put his camera on top of a rock 50 that he.

playing, [ 18 S0 Willam and his family wenit home, with the camera still on

Reading

That's exactly what happened to  young Brtish boy caled Wiliam during a beach o, A But that was exactly what they'd planned

COud make a video of himself and his sister
B Sother's rarely anything left on the beach by vistors.

the rock. Later, the sea.

‘away. In fact, 10 an istand off the coast of Germany.

it away - € They hoped this would heip them to find the person who'd fimed 1.
o

But that isn't al he expects to find.

on the isiand by

for birds, and 1o one eiso is allowed on the lsiand without permission.

Save ¥ protecked s € It had bagun its exiraordinary journey across the sea.

Howaver, trings that the sea has brought In are regularly found there, like fishing F  They were o great success.
- @ Unfortunately, he then forgot all about it, and left t there.
Luckly, the camera was waterproof, 50 the ssawater hadn't damaged . When the couple Wl Ty i couphs
nputer, Willam's

beach trip. The last few seconds, however,
b

mmymummmuwm-mmwmmn
1 Then, amazingly, a special computer programme used for finding bosts

y
only the water around the camera.

the exact piace i the north
the video!

ciscovered 10 see for themseives where 1t had

A friend of William's read about the video in & newspaper and tokd the famiy.
William and his father were invited 10 the island where the camera was

glar

finaly ended upt

32

Module 5

Test4

Part5
Questions 21-26
For each question. choose the correct answer.

A popular song
Yesterday, a song by the British group The Beatles, is one of the world's most popular
English-language songs. Originally (21) . . by The Beaties in 1965, a huge

22
‘witten. in 2000, o
choose the best pop song of all time, and Yesterday won.

g,
In a dream. Wnen he woke up, he immediatsly played it on a piano 10 (24) ...

forgetting it.
McCartney found writing the song than writing the music. When
he first played it to the other (25) +vseicec.. Of the band, ho stil hadn't written any

words. So he sang ‘Scrambled eggs' instead of 'Yesterday'. Over 50 years later, Yesterday

has (26) . up baing 0ne of the worid's most popular songs!
21 A designed B invented C recorded D copied
2 A varieties B forms C types D versions
A voted B picked C supported D approved
24 A fail B provent C miss D avoid
25 A assstants B partners C members D coleagues
2 A come B ended C set D tumed
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Module 6

Roading

Part 6
Questions 27-32

For each question, write the correct answer.
Write one word for each gap.

Match report: Schools Tour

by William Jacobs, football captain
Last Saturday, our school football team took part in the National Schools Tournament. It was:
along day = we got to school very early as the bus (27) .. e
the tournament had to leave by 7 a.m, (28) an hour's drive we arrived at
the City Stadium, where the competition was taking (29) e Playing in such
(30) was an experi never forget.

. would take us to

We played against some of the top teams from around the country, and we came first! This
was amazing because the other teams were much stronger this year (31)
they were last year.

We were given our prize, a beautiful siver cup, and then we went on a tour around the
stacium. We all agreed that it (32) ...... ... been an incredible day, and we hope to
be able to return next yeart

@53 7~
CHAPTER 1.
Post-test

Test 1

A toling members to prepare for
the cycling 1o be cancelled due to

READING (45 minutes) 8 warning memoers tat he expects them

10 be on time for the cycling races
Part 1 C offering to give members advice on the.
Ouasiicnii -8 cycing race for them to enter
For sach question, choose the correct answer.
D P What does the note sey? . Melanie wants Jack to
A Katy and Amelia have gone to school to ‘x:"m""‘""mw

practise for the concert.

B Thece's too much noise at Amelia's 8 pass on 8 message to someone.

® © give her a ift somewhere.
© Amefia and Katy can practise at Amelia’s
2 Sue s texting to
A remind Jenny to find some information
for the music project.
8 suggest they should meet 10 talk about
the music project. 5 A There!
© recommend a websits that wil be good for members to create a new iogo.
the project. 8 The wianing drama club logo wil be
chosen by Mr Thompson.
© The drama club members have decided
they need a new Iogo.
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Test 1

Part2 Eight great wildlife parks to visit
Questions 6-10 A Halimouth Wildiife Park L] (n--yWHKM
For each question. choose the commect answer. by
areas full of monkeys, graffes and 4&.p-«m.u-m_¢v—mm
The pecple below all want 10 vist wildife parks. There's aiso a special play -h-hm-hlmlkn'-.n‘ﬂum
rea for younger vistors. The
nd they from Adtica and E: u..w.h..
b 0 at the park - stay oy
by joining thew weeidy online chat on the M-nﬁ.‘mﬂ.llm&ll-n-um
park’s webste'
. heoy
Ty € Rainforest Fun D Jumblehouse Wildiife Park:
The main attraction is 3 huge glass building Ac jumblehouse, you'l see many peces From
from a caeorn
where animals and birds move amund {prafies.The shop sells some great books.
freely. Although
Asl .l 10 ewtetain young chideen or acklts i park. There's 10 much to 8o here. you
& for a whole day. it stil an interesting migh neod two days, 50 why not book 3 room
experience. Doa't miss the sharks in the 2 our horel
building nevs dooe and the Larger animaks
A i the rest of the park!
E  Naturatastic F  Kingston Wildiife Park
s b hidi ng up 2o N {1l sec the
at the park, sy beastiful 18th-centary house and, beside it, ‘station, Kingston's a great place o watch
the clephants and sebess. There are plenty of ‘wildite from around the workd, including
their work 1 you'e Jocky, you may aleo see Every hous,join Other visitors in the
2 nformation sbout the amanng widite
Gabrieta oy the world, i the park They can also answer any
L] Questions you may have.
tour while they're there.
G Clifiop Widfe Park W Bridwell Cross Wildife Park
With creaares from every continent, Clifflop The perect place for learning sbout
5 the bggest wildlsfe park in the area Ity ‘animals - there are daily taks sbout
et for younger vistors - sl wil allow many of the species here The yma farm,
y hem to hokd many of the small rendly where you can feed the sheep and goats,
1 nimals. They take groupe arcund the rest 450 has rabbits that visitors can pick up.
nformation on 8 of the anemais there. of the park tov. and tell then about al the There's & wide range of books about
animals The nearby hotel i gress value animals available in the shop.
10 -+0p9% n
Test 1 Reading
a 11 When Tom's father was offered the job at the castie, his tamily
were delighted that he was going 10 be promoted.
Questions 11-15

For each question, choose the correct answer.

I'm Tom, I'm 15 years old, and three years ago my family and | moved into a
casti on  smal sand! I o started when my father was nvited to be the casti’s
{looks

manager. He works for
He was pleased, oo e
such a great chance again, and the rest of s knew this was true, but it was a while
before we agreed he shouid take the job. We were just focused on what ife on the
like. wouldn't

istand

‘our cosy home just across the water, and there was no school.

Once we'd moved, though, we gﬂ.—nnmmo The castle isn't
beautiul,

many teenagers adults all support
mmmmmwmmwmwmm ‘which often involves lots of

The biggest change for me was traveling by boat every day, back to my old school.

come home 1o stay with me, I'm always tellng them to hurry up!

‘We do get the most fantastic views. Visitors like watching the sun go down over
the sea. but | love to see the sun come up. Some days, though, s so fogay that
you can't see a thing, then within minutes it's briliant sunshine again - it still seems
Incredible when that happens, even after living here all this time. Of course, we do
get awul storms, mlmmmnwm\mmmm

But then | s -andit's
stil standing!

needad time 1o decide whether it was a good idea
didn't mind leaving their family home.

oow>

was for him

12 What does Tom say about Iving on the island in the second paragraph?
A He's disappointed there are 50 fow people his age.
B He's anjoying heiping others when they need it.
C  Hewiess
o mwmmmm-mmmr

13 Tom feeis that travelling 1o and from school by boat
A Is the most exciting part of his day.
B means he can't invite friends back after school.
©  is st enjoyable even when the weather is bad.
D makes him stressed about gatting home.
14 How does Tom feel about the views from the castie?
A He's especially impressed by the evening sunsets.
B He's sad when he sometimes can’t see very far.
€ He's amazed at how tha weather changes 50 quickly.
D He's worried when he sees storms damaging the castie.

15 What would be 2 sultable title for this anicle?
B
Living on an istand - the good and
[anmhlmhnam | o ok 80 Goodl

Do you want an easier ife? Then
move to an island!

c

A droam that finally came true |




Test 1

Part4
Questions 16-20

Five sentences have been removed from the text below.
For each question, choose the correct answer.
‘There are three extra sentences which you do not need to use.

Jamie Marshall - teenage magician!

Doing magic tricks that only older I've just been ina
competition for teenage magicians - and lots of people my age took part. But the best
thing was - | won! | did a trick involving taking a ring 3

Both the audience and the judges were really impressed by that unusual
‘way of ending the trick.

My interest in magic started with a child's magic set that | got for my birthday a few
years ago. | began practising a lot, doing tricks whenever | had a spare moment.
7 But that never happened, and | went on to develop lots of new tricks.

My grandad loves magic, too. He was always doing things fike producing coins from
behind my ear ~ his way of giving me pocket money! [18 ]| | So he never showed
me any of his secrets and | just had 1o ind out for myself

1 ais0 loved performing tricks for friends at school. And as | got better, | started
performing at events like family weddings and parties. At first, | thought I'd be really
nervous, but n fact, |'ve always been completely relaxed when I'm performing.

What made the biggest difference to my routine, however, was taking up drama classes.
when | was 15. That really helped a fot. It wouid be great | couid work n the worid of
magic when | get older - and even become a famous magiciani I'm not realy sure what
my future will hold, though. | might go into acting instead. [20| | hat would be
‘cooll But whatever | end up doing, | know I'm going to really enjoy itt

Reading

And | don't think I'd be 50 confident now without their help.
My parents probably thought I'd get bored with it after a while.
Actually, I'd love to be able to do both.

1 still needed to do some more work on that, though.

t's surprising really, as | used to be quite shy!

The next time they saw it, it was inside a melon that I'd cut open.
It made me start thinking about all sorts of possibilties.

But of course, people who do magic tricks never tell you how they'rs done.

Test 1

Part5
Questions 21-26
For each question, choose the correct answer.

Jane Goodall

Jane Goodall is well known for her research into animals called chimpanzees. From early

childnood, she (21) . of going to see them in their natural environment
in Africa.
In order to (22) .

the journey, she did a variety of part-time jobs. When she
was 23, it
with the country. She was (23) . ajob studying chimpanzees in a national
park. At the time, she had no special training for working with animals. She was surprised to
find that this (24) ... . helped her, as she had to (25) ... ... herown
‘way of watching and recording the chimpanzees' actions.

She discovered many new things about the animals, like the fact that they ate meat. Before
that, scientists thought they only ate plants, but Jane (26) . that this was
not true.

Reading

Part6
Questions 27-32

For each question, write the correct answer
Wite one word for each gap.

21 A imagined B dreamed C hoped D wished
A afford B pay C spend D eam
A appled B provided C offered D accepted

24 A completely B specially C propery D actually
A develop B reach € control D gan
A persuaded B agreed C intended D proved

Science-fiction film
Hi Sam,

Have you.seen the new science-fiction film, Rocket? | was really interested in
seeing it because it was based (27) the book called Spacemen,
which is (28) ........ . of my favourite novels. To be honest, | always find
(29) ... .. difficult when something that I've read and enjoyed is turned into
a film, because it's never exactly the same as | imagined! But (30) ... =
time | really wasn't disappointed ~ the acting was great, and the main characters were
very similar to how the author described them in the novel.

@ .. you haven't seen it yet, why don't you come round to my house
and watch it online (32) me? I know y fiction, so it would
be great to hear what you think of the film!

Let me know!

Carys
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Appendix 4. Schedule of the Instructional Procedure in Both Schools

Compared to the Original

Months July August September October
Weeks 1 1213141112134
Apply B1 Preliminary
Test (PET)
(Pre- test)
Conduct MARSI-R
survey.
(Pre- test)
Module 1
(GLOB strategy 1)
Module 2
(GLOB strategy 2)
Module 3
(GLOB Strategies
Integration)
Module 4
(GLOB Strategies
Integration)
Module 5
(GLOB Strategies
Integration)
Module 6
(GLOB Strategies
Integration)
Apply B1 Preliminary
Test (PET)
(Post- test)
Conduct MARSI-R
survey.
(Post- test)

72 ¢ B B = = N B e B o B B v

. Original Schedule . Public School’s Implementation Private School’s Implementation
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Appendix 5. PPTs for Explicit Strategy Training per Module

Module 1 Presentation

.o 'Ia'(g"moou.s ) ,‘q‘?’ @
* TACOGNITIVE ¥~ HAVE YOU EVER
READING STOPPED TO THINK
STRATEGIES

ABOUT HOW YOU
. LEARN BEST?

UNMVERS0AD

ACOGMTION 45 A SELL AN SECOGNTT
TR FRT GLOBAL READIG STRATEGY GEFORE ENCAGNG WiTH & TPXT.

L X  METACOGNITION
WHAT DO YOU USUALLY

METACOGNITIONIS THINKINGABOUTHOW
DO WHEN YOU DON'T YOU LEARN.
UNDERSTAND SOMETHING

YOU'RE READING? @3 Rpy |
? -
R S

. o N
STRATE! :
SETTING A PURBOSEWHEN READING * b WHAT DO | NEED TO DO WITH THIS TEXT?
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- WHAT DO | NEED TO FIND? =
+ WHAT IS THE GOAL OF THIS READING?
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sl Pave chosen
e
Guiding Questions: [roraiephostaly c cn:fm that ;‘-“cxmww discuss
+ What do x need to do with this text? Send m & the e week. project

Mot T Aing Porh

0O | NEED TO ANSWER QUESTIONS, OR
UNDERSTAND THE MAIN IDEA? WHAT AM | LOOKING FOR?

.
p——— R ———ryr Jon Is asking Tom to
S0 X P —— P00 x A choosscrwfhrkdess o e
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TEXT 3 - WHAT DO | NEED TO FIND?
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‘::;-.—mu-r-u: ant exhibtion o ° tsost
e | e s
i

Loons o P reecng e
© Oriy sl bage can be taken into
rbon,

1.What do 1 need to do with this text?

Mhat do I need to do with this text?
2. Do 1 need to answer questions, or 3. s, T tasd s mmmc quretiones oc
understand the maln fdes? understand the main

3. What am I looking for?

3. What am I looking for?

i

? TEXT S - WITHOUT HELP
TEXT 4 - YOUR TURNI

[
Tha nctice i fer pupis who want

A
O

[
===
 mars indepenent sy e ot schoot

[OSRENR—

I.What do T need to do with this text?

2. D0 I nesd to answer quastions, or
understand the main 1dea?

3. What am I looking for?




Module 2 Presentation

MODULE 2 @
METACOGNITIVE™ WHAT DO WE
READING REMEMBER ABOUT

STRATEGIES METACOGNITION?

UNVEGSOAD DE CONCERCION
VNET GVAS
MARCELA ARTEAGA SEGUEL

STRATEGY 2:
PREVIEWING TEXT TO SEE WHAT IT iS

LEARNASMUCHAS YOUCAN ABOUT THETEXTINA
=

WHAT WAS THE IT MEANS LOOKNG AT,
STRATEGY 1  The pToRes

ABOUT? ANy HONLGHTED woRDS
WHAT DO | NEED TO DO WITH THIS TEXT?

GUIDING GUESTIONS:

_ WHAT KEY WORDS CAN YOU FIND?
\_ WHY DO | NEED THIS INFORMATION?

NEED THS
NFORMATION? - INFORMATION?

HOW WAS THE SESSION?

JOIN AT
MENTI.COM
2109 57238

Module 3 Presentation

& Module 3 (\/&Q / . & V

METACOGNITIVE U . -
GLOBAL READING What two strategies did
STRATEGIES we learn to use before
Universidad de Concepeion reading a text?
Marcela Arteaga Seguel

Camila Vinet Rivas

Y 4 v
" apply them betors reading to complete a text.

> Strategy 1: \
Strategy 1 Settog R euysa. When\_
SwAanPu‘; g What do | need t:
* What do | need to
b do with this text?

* Do | need to answer

uestions, or
ndarslang the

Strategy 2 main Idea
Previewing Text to * What am | looking
see What It Is About for?
Before Reading




* What do you
expect to read
about?

* What key words
can you find?
* Why do | need

thig Information?

b

Let’s check!

Join at Slido.com:
250920

g

Module 4 Presentation

) 4

Module 4
METACOGNITIVE
What two things can we
GL‘,’-?&%%EDS'NG do to help understand
Sy the text?
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I St meion? %h' s
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\/

Let’s check!
Joinmyquiz.com:

Strategy 1:
Setting a Pul When
ng
* What do | need to
do with this text?

* Do | need to
or

the
main idea?
o mm am 1 looking

o
o, 50 b sang Beramed s e of Ve . Ovr S0 ymes e, Yoy | S
has g .. .. 49 o8 07 1 s most Pl g8

Module 6 Presentation

Module 6 =\

METACOGNITIVE Which two things can we
GLOBAL READING check to know what the
STRATEGIES text is about?
Uercac Asoga Segus
Camila Vinet Rivas @ + LJ oo
P 4 ojectve

e befors reading ta compiete o txt-based acty
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& o
stra@g:ﬁ s..g 1

Setting a Pur
Wheh Reading

Strategy 2
Previewing Text to
See What It Is About
Before Reading

Setting a Pu When
Readlng
* What do | need to
do with this text?

* Do I need to answer
questions, or

main idea?
. gha! am | looking
e

nmw:

Previewi to see

what it is ut before
reading

* What do you
expect to read
about?

* What key words
can you lind?

* B R i mation?

Strategy 2:

Provieding
toxt to see
what ItIs

bof
reading
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Appendix 6. Instructional Procedure Structure

Stage of the

] Time Objective Procedure Assessment Resources
Intervention
Students completed the
PET test in 45 minutes to
To analyze the ] ] )
determine their reading
effects of two .
- proficiency level.
metacognitive PET test PET test
] Afterwards, they spent
60 strategies on
Pre-Test . . 15 minutes completing
minutes  EFL reading MARSI-R MARSI-R
_ the MARSI-R o o
comprehension . . Questionnaire Questionnaire
. questionnaire to measure
in 11th-grade . .
their metacognitive
students. ]
awareness of reading
strategies.
First, prior knowledge
was elicited regarding
o metacognition as a
Participants ] .
o learning skill. Then, a Computer
will identify . .
N brief explanation of the
metacogmition .
Module 1: . first global reading Data
. as a skill and PET test .
Setting a . strategy, supported by projector
45 recognize the . . . activity
Purpose . guided reading practice
minutes first global .
When . using Part 1 of the PET . PPT
. reading . . Mentimeter
Reading test. Finally, a closing
strategy before o ]
) . activity using PET
engaging with .
Mentimeter was workshest

a text.
completed to check

overall understanding the

concepts.
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Stage of the

) Time Objective Procedure Assessment Resources
Intervention
First, prior knowledge
Participants was activated to check
. . Computer
will recognize understanding of
Module 2:
o the second metacognition. Next, the
Previewing Data
global reading second global reading PET test .
text to see projector
45 strategy and its  strategy was explained activity
what it 1s . ) ) .
minutes role in and practiced with part 2
about . PPT
metacognition  of the PET test. Finally, = Mentimeter
before
before through a Mentimeter
reading PET
engaging with activity, the overall
. worksheet
a text. comprehension was
assessed.
Students’ prior
Module 3:
Participants knowledge of the global
Integration ] ) Computer
¢ will explain strategies was refreshed
]
) and identify by reviewing their icons
strategies: Data
. metacognitive to support recognition. PET test ]
“Setting a projector
45 reading Then, the strategies were activity
purpose” : . . .
minutes  strategies and applied through guided
and ) PPT
o apply them and independent practice Slido.com
“Previewing
before reading with part 3 of the PET
the text” PET
to complete a  test. Finally, a Slido poll
before worksheet
) text activity. assessed overall
reading.

understanding.

145



Stage of the

. Time Objective Procedure Assessment Resources
Intervention
First, prior knowledge of
the previously taught
Module 4: o p }’ g
. Participants global strategies was
Integration . . . . Computer
. will explain activated by revisiting
o
. and identify their icons to support
strategies: . ) Data
) metacognitive  recall. Next, the reading PET test .
“Setting a i ] . projector
45 reading strategies are applied activity
purpose” : : : .
minutes  strategies and  through guided practice
and i o PPT
o apply them and then independently Quizziz
“Previewing . .
before reading using PET Part 4.
the text™ . o PET
to complete a Finally, a Quizziz
before o o worksheet
. text actrvity. activity is used to
reading.
evaluate student’s
comprehension.
As in previous modules,
ior knowledge of the
Module 5: o P g
. Participants global strategies was
Integration . . o Computer
. will apply activated by reviewing
o
. metacognitive  their icons and guiding
strategies: ) . Data
) reading questions. Students then PET test ]
“Setting a ] ) . o projector
45 strategies by applied the strategies activity
purpose” . . )
minutes  using them with reduced support
and . PPT
o before reading from the researcher Padlet
“Previewing | through g
to complete a wrough PET reading
the text™ P N ) - PET
text-baszed section 5. Finally, a
before o worksheet
] activity. Padlet entry collected
reading.

their reflections on the

strategies.
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Stage of the

. Time Objective Procedure Assessment Resources
Intervention
As in previous modules,
the final session began
Module 6:
] Participants by activating prior
Integration ) Computer
; will apply knowledge through a
0
metacognitive review of guiding
strategies: ] . Data
) reading questions. Students then PET test .
“Setting a . . . . projector
45 strategies by applied the strategies activity
purpose™ . . . .
minutes  using them with minimal support
and PPT
o before reading from the researchers Padlet
“Previewing . )
to complete a using PET Reading
the text” PET
text-based Activity 6. The session
before o . . worksheet
. activity. ended with brief
reading.
metacognitive questions
due to time constraints.
Students completed the
PET test in 45 minutes to
To analyze the
determine their reading
effects of two
» proficiency level.
metacognitive PET test PET test
. Afterwards, they spent
60 strategies on
Post-Test 15 minutes completing
minutes  EFL reading MARSI-R MARSI-R
the MARSI-R
comprehension Questionnaire Questionnaire

in 11th-grade
students.

questionnaire to measure

their metacognitive
awareness of reading

strategies.
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Appendix 7. MARSI-R Results Interpretation Scale (Mokhtari et al.,

2018)
Level of Awareness Score Range Interpretation
High 3.5 or higher Strong, consistent use of strategies
Medium 25-34 Occasional, moderate use of strategies
Low 2.4 or lower Minimal or inconsistent use of strategies
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