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To everyone who believed in us, 

even if we did not. 

 

Keep on moving, keep climbing 

Keep the faith 
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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 Biobío 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 educación chilena enfrenta dos 

desafíos interconectados: una implementación limitada de estrategias de 

aprendizaje del idioma para fomentar la autonomía y el bajo rendimiento en 

comprensión lectora. Estas brechas dificultan el desarrollo académico y la 

participación en contextos globalizados. Este estudio cuasi experimental 

busca identificar los efectos de dos estrategias metacognitivas de lectura 

(estrategias globales de lectura) en la comprensión lectora en inglés entre 

estudiantes de 3° medio de un liceo público y un colegio privado en la 

provincia del Biobío. Los participantes incluyeron dos cursos por 

establecimiento; un curso por escuela asignado como grupo experimental y el 

otro como grupo control. Cada grupo rindió el examen PET for Schools y el 

cuestionario MARSI-R como pre y post evaluación, mientras que solamente 

los grupos experimentales recibieron la instrucción explícita de estrategias en 

seis módulos. Los datos fueron analizados usando estadística descriptiva e 

inferencial en RStudio, para identificar diferencias estadísticas internas. Los 

resultados demostraron que los estudiantes del liceo público mejoraron su 

comprensión lectora tras la instrucción explicita de estrategias globales de 
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lectura, aunque en la escuela privada no se observaron mejoras significativas. 

En conclusión, la instrucción metacognitiva beneficia a los estudiantes de 

manera diferente. 

Palabras clave: Estrategias metacognitivas de lectura, comprensión lectora, 

educación en Chile, educación 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 (Martínez et al., 2016). Although English language 
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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 & 

Muñoz, 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.   
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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 & González, 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 Educación, 2015). 

Subsequently, and with alignment with the Common European Framework 

of Reference (CEFR), the Chilean Ministry of Education (2019) states in the 
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Curricular Bases for 11th and 12th that students are expected to reach a B1 

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 Medición de la Calidad de la Educación program (SIMCE) 

(Ministerio de Educación, 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 Educación, 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 Educación, 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 
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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 
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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 Educación, 

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-Errázuriz et al. (2025) state that this pattern also extends 

to English examinations, where reading and listening comprehension skills 
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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 (Chumaña et al., 2019; Valenzuela, 2018); however, 
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there is 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 Muñoz (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., Köse & Güneş, 

2021). Global reading strategies aid the overall text comprehension, whereas 

other categories address specific information gaps and meaning-related 
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difficulties (Bilici & Subaşı, 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? 
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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 Biobío 

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 (Babayiğit, 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 
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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. 
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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 
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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 
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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 
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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 
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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 (Babayiğit, 

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. 

 

Note. Adapted from Mokhtari and Reichard (2002) and Mokhtari et al. (2018) 

on metacognitive reading strategies. Own adaptation. 
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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 Habók 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 & Muñoz, 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 & Muñoz, 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, Alqahtani 

(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. 

  



32 

 

CHAPTER 3. METHODOLOGICAL FRAMEWORK 

3.1 Methodology 

The present study was conducted under the positivist paradigm, which, 

according to González (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 (Hernández 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 11th 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 

Biobío province, based solely on the condition that the participants are 11th 

grade students. Within each school, two classes of 11th 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 Ángeles 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 is 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 B1 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 Educación, 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 & Neuhäuser, 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. 
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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 

is 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 ICT 

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) 
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4.1.1 MARSI-R Results Public High School 

Table 1 

MARSI-R Questionnaire Descriptive Statistics – Control Group Public High 

School 

 

 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 

 

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 

 

 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 

 

 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 
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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 

 

 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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 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 

 

 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 

 

 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). 



60 

 

Table 9 

English Reading Test (PET) Descriptive Statistics – Experimental Group 

Public High School 

 

 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 

 

 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 A1 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 A1 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 

 

 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 

 

 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 is 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 

 

 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 

 

Note. CEFR levels range from A1 (Beginner) to B2 (Upper intermediate). 

Values indicate the number of students who reached each CEFR level on the 

reading comprehension test. 

 

Figure 5 

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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 As Table 13 illustrates, the majority of students were at an A1 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 

 

 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 (ρ = 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 identified 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 

Biobío 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 Martínez 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 Habók 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 Muñoz (2024), whose study was conducted in the 

Biobío 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 (Köse & 
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Güneş, 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 is 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 Subaşı (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 (Köse & Güneş, 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 (Habók 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 
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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 A1 level in English reading 

comprehension (Agencia de Calidad de la Educación, 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 A1 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-Ávila 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 A1 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 & Muñoz, 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 & Muñoz, 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. 
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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 A1 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 Educación 

(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 Muñoz (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 A1 

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 Educación, 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 (ρ = 

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 

is an existing positive correlation between students’ metacognition and their 

reading comprehension skills. Similarly, other researchers have explored this 
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relationship. Alqahtani (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 & Subaşı, 

2022; Habók 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 



99 

 

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, Köse and Güneş (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 Biobío 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 

(ρ = .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 Educación, 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 
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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.  



108 

 

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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Appendix 4. Schedule of the Instructional Procedure in Both Schools 

Compared to the Original 

 

  



139 

 

Appendix 5. PPTs for Explicit Strategy Training per Module 
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Appendix 6. Instructional Procedure Structure 

 



145 

 

 

 

  



146 

 

 

  



147 

 

 

  



148 

 

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

2018) 

 


