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Abstract
The Effectiveness of using Meta-cognitive Strategies on Tenth
Graders' reading Comprehension
and Attitudes
By:
Samia Abdallah Mahdi
Supervisor:
Prof. Dr. Hassan Abu Jarad

This study aimed to investigate the effectiveness of using metacognitive
strategies on tenth graders' reading comprehension and attitudes. In order to achieve
the study aims, the researcher adopted the quasi experimental approach with two
groups pre-post design (experimental and control). The study sample consisted of
(70) female students equally divided into an experimental group and a control group.
The former included students taught reading comprehension by metacognitive
strategies, while the latter were taught reading comprehension by an ordinary way.
The experiment was accomplished in two months during the second term of the
school year (2014-2015).
A reading comprehension test was designed and administered as a pre-test
and posttest. The validity and reliability of the test were ensured. The results of the
achievement test were statistically analyzed by using T-test paired sample to measure
the differences between the performance of the experimental group and that of the
control group. T-test independent sample was used to measure the differences in
reading comprehension skills at each domain of the five skills in the posttest. The
effectiveness of using metacognitive strategies on the reading comprehension skills
was measured by Eta square and Blake modified rank.
The study results indicated that there were statistically significant differences
at ( a ≤ 0.05) between the experimental group subjects' mean scores on the prereading comprehension skills test and their mean scores on the posttest in favor of
the posttest. Similarly, there were statistically significant differences at ( a ≤ 0.05)
between the experimental group subjects' mean scores on the post reading
comprehension skills test and that of the control group subjects.
IV

T-test Independent Sample was used to measure the differences in reading
comprehension skills at each level of the five domains namely (scanning, skimming,
guessing meaning of words, recognizing reference words and inference) between the
experimental group and control group in the posttest. Furthermore, the effectiveness
of metacognitive strategies was measured by Effect Size" technique to ensure that the
effect on the domains of the reading comprehension skills has not taken place
accidentally. The researcher found that the building program on the metacognitive
strategies has impacted positively and significantly the attitudes of students in the
experimental group.
Based on the findings, English language teachers are recommended to adopt
metacognitive strategies in teaching English in general and in teaching reading in
particular. Also, the Ministry of Education is recommended to hold training courses
to train English language teachers on using metacognitive strategies.
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ملخص الدراسة
أثر استخدام استراتيجيات ما فوق المعرفة في تنمية مهارات القراءة اإلنشائية
لدى طالبات الصف العاشر واتجاهاتهم نحوها
إشراف :أ.د .حسن أبو جراد

إعداد :سامية عبد اهلل مهدي

ىدفت ىذه لدراسة إلى التحقق من أثر استخدام استراتيجيات ما فوق المعرفة في تنمية ميارات
القراءة اإلنشائية لدى طالبات الصف العاشر واتجاىاتين نحوىا .ولتحقيق أىداف الدراسة ،قامت
الباحثة بتطبيق المنيج شبو التجريبي عمى عينة الدراسة المكونة من مجموعتين ( تجريبية و ضابطة)،
والتي كان عددىم  07طالبة ،وكانت المجموعة التجريبية مكونة من  57طالبة تم تدريسيا القراءة
الفاىمة باستخدام استراتيجيات ما وراء المعرفة ،ومجموعة ضابطة مكونة من  57طالبة تم تدريسيا
بالطريقة االعتيادية .أجريت الدراسة في الفصل الثاني من العام الدراسي (. )4707 – 4706
أعدت الباحثة اختبار تحصيل قبمي وبعدي ومن ثم حساب صدق االختبار بالرجوع إلى
المحكين وحساب معادلة "كودرريتشاردسون"  40وحساب التجزئة النصفية .ولذات الغرض ،استخدمت
الباحثة اختبار "ت" لمعينة المستقمة إليجاد الفروق في أداء المجموعة التجريبية ما بين الختبار البعدي
والقبمي وباستخدام اختبار "ت" الثنائي لقياس الفروق في أداء المجموعتين في االختبار البعدي بالنسبة
لمستويات ميارات القراءة الخمسة وأيضا تم حساب فاعمية استخدام استراتيجيات ميارات ما فوق
المعرفة عمى ميارات القراءة باستخدام معامل الكسب "بالك" لمتأكد من أن حجم األثر لم يكن عشوائيا.
أثبتت نتائج الدراسة أنو يوجد فروق ذات داللة احصائية عند مستوى داللة ( )α ≤ 0.05في
أداء المجموعة التجريبية في االختبار القبمي والبعدي لصالح االختبار البعدي وفق التطبيق استخدام
استراتيجيات ما وراء المعرفة و أن ىناك فروق ذات داللة احصائية عند مستوى داللة ()α ≤ 0.05
بين مستويات ميارات القراءة الخمسة في االختبار البعدي بين المجموعتين الضابطة والتجريبية لصالح
المجموعة التجريبية ،ووفقاً لمنتائج التي أظيرتيا الدراسة.
أوصت الباحثة معممي المغة االنجميزية بضرورة تطبيق استخدام استراتيجيات ما وراء المعرفة
في تدريس المغة االنجميزية عامة ،وفي تدريس القراءة خاصة ،وأوصت الباحثة بضرورة عقد دورات
لتدريب المعممين عمى استخدام استراتيجيات ما وراء المعرفة في التدريس.
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Chapter One

Background of the Study

1

1.1 Introduction
Reading is a basic language ability and a very complicated act that everyone
should master. In many situations, reading is considered a necessary channel of
communication in an ever-widening world. It is the process of recognition,
interpretation and perception of written or printed materials. In fact, people are living
in a reading world where it is hard to succeed without.
The Holy Qur'an is the first and the greatest reference announcing the
importance of reading as a mean of learning. The existence of the concept of "read"
in the Holy Qur'an in many verses refers to the importance of teaching and learning
process in "Islam". Learning to read is one of the most important strategies learners
can accomplish in schools because it is the foundation for all academic endeavors.
The learner who does not acquire the necessary reading skills is likely to suffer
academic failures. Indisputably, for a learner to learn any discipline he has to spend
much of his time reading and comprehending information presented in text, (Abu
Shamala, 2009, p.13).
Without comprehension, there is no learning because any educational system
cannot neglect these strategies of language and students still practice reading even if
it is difficult to understand every single word. Reading is not solely a single skill but
a combination of many skills and processes in which the readers interact with printed
words and texts for content and pleasure. Through reading, one can teach writing,
speaking, vocabulary items, grammar, spelling and other language aspects. The basic
goals of reading are to enable learners to gain an understanding of the world and
themselves, to develop appreciation and interests, and to find solutions to their
personal and group problems, (Hollingsworth, 2007, p. 25).
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Hosenfeld, 1977 (as cited in Abu Shamala, 2009) writes that reading
comprehension is the process of deriving meaning from the text. The goal of all
reading instruction is ultimately aimed at assisting a reader to comprehend a given
text. Reading comprehension involves decoding the writer's words and then using
background knowledge to obtain an approximate understanding of the writer's
message (Ahmad M. M. Abdelhafez (2006)..
However, (Dean 2003, p.6) indicates that most EFL learners are unable to
comprehend a written text effectively. This is an important issue for schoolteachers
in teaching reading. They should pay attention to the strategies and techniques they
apply for the purpose of comprehension in order to avoid the difficulties that learners
face in reading comprehension.
According to (Hamouda 1999, p.107), most teachers adopt techniques and
methods of teaching which mainly depend on memorizing rules and structures.
Learners are not given the chance to acquire language skills or to use language
effectively. So we are in real need for new strategies and techniques that interpret
language not only as sentences, vocabulary, or structures, but also as practice of
thoughts and culture.
Many researchers like Mokhtar et al., (2010) and Al-Mansour,(2011)
recommended that traditional concepts related to teaching reading should be
substituted by more innovative ones. Among those innovative strategies are
metacognitive ones which are among the entertaining techniques used to develop
studentsꞌ reading comprehension skills.
Metacognition has received a considerable attention by language teaching
theoreticians and researchers alike for three main reasons. The first reason is that

3

metacognitive knowledge develops good thinkers and lifelong learners who can cope
with new situations in this rapidly changing world, (Eggen and Kaucbak , 1995 ;
Tobias et al., 1999). The second reason is that integrating metacognitive knowledge
into language instruction develops learners who can take charge of their own
learning

.The final reason is that metacognitive knowledge (Ahmad M. M.

Abdelhafez (2006). base is essential for effective language learning. As Devine
(1993 ,109 ) puts it, a successful language learner is “one who has implemented
cognitive knowledge about the self as learner, about the nature of the cognitive task
at hand and about appropriate strategies for achieving cognitive goals”.
The Palestinian society is seeking for stability and development of the first
Palestinian curriculum, as well as the improvement of the quality of teaching and
learning reading comprehension skills in the Palestinian schools.

Tenth grade

learners learn reading comprehension skills from English for Palestine 10 textbook.
This textbook includes a variety of subjects, some of them are familiar to them and
others are notfamiliar, (Hosenfeld, )1977) as cited in Abu Shamla). The teachers'
traditional techniques in teaching English can be considered a remarkable part of the
problems, (Flavell, 1979). The heavy burden which strikes the shoulders of learners
by dumping them with complicated structures taught out of context lacking
interaction and reinforcement will frustrate students.
According to the results of the achievement tests and based on the
consultations the researcher conducted with English language

teachers, the

researcher has identified many difficulties and challenges in teaching reading in
English for the Palestinian students the manifestations of which are; crowded classes,
difficult curricula, and traditional evaluation instruments. These challenges
necessitate that teachers modify or even change their teaching practices to overcome
4

these obstacles. So there is a need for adopting new techniques of teaching reading
such as metacognitive strategies. In this study, the researcher focuses on the
effectiveness of using metacognitive strategies on developing tenth gradersꞌ reading
comprehension skills, as the learners are studying a newly designed curriculum. For
this purpose, the researcher selects three/ five texts from English for Palestine 10
textbook for teaching reading comprehension by using metacognitive strategies.
In the Longman Dictionary of Applied Linguistics (1992, p.199) language
attitudes' are defined as "The attitudes which speakers of different languages or
language varieties have towards each other' language or to their own language".
1.2. Rationale of the Study
Reading comprehension texts take a large portion of the content of the
Palestinian curriculum in contrary to other language elements; listening, speaking
and writing. Moreover, they are considered as the base for the other skills specially,
vocabulary and structure. This calls for more attention to this important element
language skill.
After surveying EFL studies conducted in Gaza Governorate, it has been
found that there is not any research that deals with the same topic. According to the
learners' low achievement level in English language, the researcher seeks to tune the
teachers' attention to the importance of using metacognitive strategies in teaching
English that may improve our learners' level
Having reviewed the relevant literature, the researcher has figured out that the
field of language teaching and learning is poor in studies concerning implementing
innovative techniques used to develop reading comprehension skills. Only few
studies explored briefly the relationship between metacognitive strategies and
5

reading comprehension skills, (Ekwall, 1979). Many researchers admit that studies
on such areas are still relatively rare, and they invite other researchers to conduct
more studies.
1.3. Statement of the Problem
The problem can be stated in the following major question:
"What is the effectiveness of using metacognitive strategies on tenth graders'
reading comprehension skills and attitudes?
1.4. Research Questions:
The following minor questions are derived from the above major one:

1- Are there statistically significant differences at (α ≤ 0.05) between the
experimental group subjects‟ mean scores on the pre reading comprehension
skills test and their mean scores on the posttest?

2- Are there statistically significant differences at (α ≤ 0.05) between the
experimental group subjects‟ mean scores on the post reading comprehension
skills test and that the control group subjects?

3- Are there statistically significant differences at (α ≤ 0.05) between the
experimental

group subjects‟ mean scores on the pre application of attitudes

towards reading scale and their mean scores on the post application?

4- Are there statistically significant differences at (α ≤ 0.05) between the
experimental group subjects‟ mean scores on the post application of the attitudes
towards reading scale and that of the control group subjects?
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1.5. Hypotheses of the Study:
Based on the above research questions, the following hypotheses were formulated:

1- There are statistically significant differences at (α ≤ 0.05) between the
experimental group subjects' mean scores on the pre-reading comprehension
skills test and their mean scores on the posttest in favor of the posttest.

2- There are

statistically significant differences at (α ≤ 0.05) between the

experimental group subjects' mean scores on the post reading comprehension
skills test and that of the control group subjects in favor of the former.

3- There are statistically significant differences at (α ≤ 0.05) between the
experimental group subjects' mean scores on the pre application of the attitudes
towards reading scale and their mean scores on the post application in favor of
post application.

4- There are statistically significant differences at (α ≤ 0.05) between the
experimental group subjects' mean scores on the post application of the attitudes
towards reading scale and that of the control group subjects in favor of the former
.
1.6. Purposes of the Study:



To find out the effects of using metacognitive learning strategies on the tenth
graders' achievement in reading comprehension skills.



To investigate students' attitudes toward reading comprehension skills as a result
of using metacognitive strategies.
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1.7. Significance of the Study:

1- Curriculum Designers: It provides them with a possibility to enrich English for
Palestine with activities based on metacognitive strategies.

2- Specialists and Supervisors: It stimulates their interest in conducting training
courses for teachers to use these strategies in classes.

3- Tenth Graders: It improves their reading comprehension skills through
engaging them in verbal and nonverbal activities.

4- The study investigates the effectiveness of metacognitive strategies on the
comprehension skills among 10th graders.

5- It explores the effectiveness of metacognitive skills on the 10th graders' attitudes
towards reading English.
Thereby, the study may provide insights for all those interested in teaching
comprehension in English as a foreign language besides all those interested in the
effectiveness of metacognitive strategies on learning a foreign language. Thus, the
study will hopefully enrich the literature on these topics in addition to providing
empirical evidence to back up or refute these contentions.
Moreover, the study will provide a teacher guide for 10th grader teachers to
help them use metacognitive strategies in teaching comprehension tests.

8

1.8. Definition of Key Terms



Based on the related literature, the researcher stated the following operational
definitions:



Effectiveness: It is the degree of improvement in the learners' achievement test
of reading comprehension skills as a result of implementing the metacognitive
strategies. It is statistically measured by Eta square equation, (Ganz, 1990).



Tenth graders: they are students in final year in the upper primary stage, where
students' age is between (15-16) and they have been studying English for 10
years,



Metacognition: It is an awareness of and knowledge about strategies of
planning, monitoring, evaluation of one's learning and generating questions,
(Brown, 1983).

Metacognition strategies investigated in this study are:

1- Monitoring: in which the objective is set as concern focus; procedures sequence
is maintained, the appropriate process in context is chosen and how to overcome
the obstacles is determined.

2- Planning in which the problem objective and nature, procedures sequence,
potential obstacles and errors and methods of treating such difficulties and errors
are determined.

3- Generating questions: is one way for students to increase their reading
comprehension by generating questions about the information they encounter in
the text. This practice helps them to check their understanding and to remember

9

important details. Students can generate questions before, during, and after
reading a passage to:
a- Make predictions about what they will read.
b- Identify key facts or concepts.
c- Anticipate the ways in which they might be asked to demonstrate or apply
their learning.
d- Evaluate
Attitudes: They refer to the positive or negative beliefs, feelings and reactions that
students hold towards reading in English and their ability to comprehend what they
read.
This acceptance or refusal affects their enjoyment in learning and practicing
reading in English.
It is operationally defined in this current study as the score a student gets on
the attitudes toward reading scale specifically prepared by the researcher for this
study.
Reading Comprehension: This term is defined as the construction of meaning using
both the decoded language and prior knowledge, Feryal ÇUBUKÇU, (2008).
Reading comprehension is not just understanding words and sentences or
even texts, but involves a complex integration of the reader's prior knowledge,
language proficiency and metacognitive strategies, Karabay, A. (2015)
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Reading comprehension skills investigated in the current study are:

1- Skimming: It refers to the process of reading only for main ideas within a
passage to get an overall impression of the content of a reading selection.

2- Scanning: is a reading technique to be used when you want to find specific
information quickly. In scanning, you have a question in your mind and you read
a passage only to find the answer, ignoring unrelated information, is used to
discover required information to complete a given task such as making a decision
about what to watch on TV, or which museum to visit while visiting a foreign
city. Ask students NOT to read the excerpt before they begin the exercise, but
rather, to focus on completing the task based on what the question requires. It is
probably a good idea to do some awareness raising of the various types of
reading skills that they use naturally in their own mother tongue, (Woolley,
2005).

3- Inference: It is the act or process of deriving logical conclusions from premises
known or assumed to be true. It is the ability to discriminate among degrees of
truth or falsity of inferences drawn from given data. (Hollingsworth, 2007, p. 25).

4- Guessing meaning of words from context
5- Recognizing reference words: Certain items of language in English have the
property of reference. That is, they do not have meaning themselves, but they
refer to something else for their meaning. It is the ability to recognize unstated
assumptions or presuppositions which are taken for granted in given statements
or assertions, (Woolley, 2005).
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1.9. Limitations of the Study
The study is applied in the second semester of the scholastic year (20142015). The sample of the study is taken from the tenth graders of Al –Reyad
Secondary School – AL Nuseirat. The study is limited to teach English for Palestine
10 textbook, units (7-8-9) lesson (1), where the reading passages are available. The
experiment lasted for five weeks in February and March (2015). The study does not
include male tenth graders, which affects the generalizability of results.
1.10. Population of the Study
The population of the study consists of all tenth graders at the governmental
schools in Middle Area Government of Gaza). The population of the study includes
(1408) female learners enrolled in the tenth grade.
1.11. Procedure:
The researcher will adopt the following steps:

1- Constructing and validating an attitude scale.
2- Constructing and validating a reading comprehension skills test.
3- Ensuring equivalence between the experimental group and the control one.
4- Teaching comprehension passages for the experimental group subjects using
metacognitive strategies, while using the traditional method to teach the control
group subjects.

5- Administering the attitude scale after conducting the experiment to assess the
effectiveness of metacognitive skills on students' attitudes.
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6- Administering the reading comprehension skills test to assess the effectiveness of
metacognitive strategies on students reading skills.

7- Providing suggestions and recommendations.
Summary
This chapter viewed the background of the present study by viewing
introduction, statement of the problem, purpose, research questions, hypotheses, the
study significance, definitions of terms, limitations and procedure of the present
study. The next chapter will view the theoretical framework of the study.
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Chapter Two

Theoretical Framework
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Chapter Two
Theoretical Framework
Introduction
This chapter consists of three parts. The first part discusses the metacognitive
strategies, the second part discuses reading comprehension, the third part covers
attitudes towards reading in English Language.
Part One: Metacognitive Strategies
Metacognition defined:
Metacognition involves "active monitoring and consequent regulation and
orchestration of cognitive processes to achieve cognitive goals" (Flavell, 1976, p.
252).
Flavell (1979) included interpretation of ongoing experience, or simply issuing
judgments about what one knows or does not know to fulfill a task, as other features
of metacognition. Along with the notions of active and conscious monitoring,
regulation, and orchestration of thought process, Flavell believed through repeated
use of metacognition, it might in time become automatized.
•

Almasi, J. F. (2003). describe metacognition as "thinking about thinking." As

Anderson states, the use of metacognitive strategies kindles one's thinking and can
result in higher learning and better performance. Furthermore, understanding and
controlling cognitive processes may be one of the most prerequisite skills that
teachers can help second/ foreign language learners to develop.
Most of the early research on metacognition was descriptive in nature in that
it strived to describe general developmental patterns of children's knowledge about
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memory processes. It was mainly interested in processes concerned with conscious
and deliberate storage and retrieval of information. Nevertheless, as studies shifted
from descriptive to empirical, the kinds of methodology expanded the number of
studies increased, and the need for a scheme to categorize this growing body of
literature on metacognition arose. Several classification schemes have been used to
group, analyze, and evaluate these strategies (Flavel,; 1979) and even though there
are important differences among them, overall, three general categories consistently
appear namely cognitive monitoring, cognitive regulation, and a combination of
both.
Anderson(1991), based on previous research, has proffered five main components for
metacognition. They include:
1- Preparing and planning for learning.
2- Selecting and using learning strategies,
3- Monitoring strategy use.
4- Orchestrating various strategies, and 5) evaluating strategy use and learning.
By preparation and planning in relation to their learning goal, students need
to think about what their objectives and goals are and how they will go about
actualize(ing them. Students, with the help of the teacher via proper , adequate ,and
skilled training, can set realistic objectives within a set time for achieving that
ultimate goal. Setting clear, challenging, and realistic objectives can help students
see and feel their own progress and hopefully, by becoming consciously aware of
their progress, the students' motivation for learning would increase.
The metacognitive ability to select and use particular strategies in a specific
context for a specific purpose signifies that the learner can think and make conscious
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decisions about the learning process. Learners should be taught not only about
learning strategies but also about when and how to use them. Students should be
instructed on how to pick the best and most proper strategy in a given situation.
The next main component of metacognition is monitoring strategy:


Examining and monitoring their use of learning strategies, students have more
opportunities for success in attaining their learning goals (Anderson, 2002a).
Students should be explicitly taught that once they have selected and begun to
use the specific strategies, they need to check from time to time whether or not
those strategies have been effective so far and used as intended. For example,
when reading, they can use context to guess the meaning of some unknown
vocabulary items.



To monitor their use of this strategy, they should stop and check to see if the
meaning they guessed makes sense in the text and if not, go back and modify or
change their strategy.
Knowing how to use a combination of strategies in an orchestrated fashion is

an important metacognitive skill. Research has clearly and unequivocally shown that
successful language learners are inclined to select strategies that work well together
in a highly orchestrated way, tailored to the requirements of the language task
(Desoete,

&Veenman, 2006). These learners can easily explain the strategies they

use and why they implement them (GAMA, 2000a) According to Derry
(1992)certain strategies or clusters of strategies are closely linked to particular
language skills or tasks. For example, L2 writing, like L1 writing, benefits from the
learning strategies of planning, self-monitoring, deduction, and substitution.
Likewise, L2 speaking demands strategies such as risk-taking, paraphrasing,

17

circumlocution, self-monitoring, and self-evaluation. In the same vein ,L2 listening
comprehension benefits from strategies of elaboration, inferencing, selective
attention, and self-monitoring. Reading comprehension uses strategies like reading
aloud, guessing, deduction, and summarizing. Research unravels that use of proper
language learning strategies often causes improved proficiency or achievement
overall or in specific skill areas,(Hartman, 1998).One of the most important
metacognitive strategies is to evaluate or assess effectiveness of strategy use. Selfquestioning, debriefing discussions after strategies practice, learning logs in which
students register the results of their learning strategies applications, and checklists of
strategies used can be used to allow the student to reflect through the cycle of
learning. At this stage of metacognition the whole cycle of planning, selecting, using,
monitoring and orchestration of strategies is evaluated.
It advisable to note that different metacognitive skills interact with each
other. The components are not used in a linear fashion. More than one metacognitive
process along with cognitive ones may be working during a learning
task.Accordingly; the coordination of various strategies is an indispensible
component of second language learning in general and vocabulary learning in
particular. Assigning learners opportunities to think about and talk about how they
combine various strategies advances strategy use.
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The following list includes vital elements of teachingmetacognitive strategies:
Metacognitive strategies should be taught using explicit teaching methods.


Metacognitive strategies are accurate and efficient procedures for specific math
problem-solving situations or any other learning situation where a learner
encounters difficulties



Metacognitive strategies are memorable.



Metacognitive strategies include both student thinking and student actions
necessary for performing reading skills or any other academic activities. Students
need sufficient practice opportunities to command the use of a metacognitive
strategy.



Student memory of a metacognitive strategy is reinforced when students are
given individual strategy cue sheets and/or when the metacognitive strategy is
displayed in the classroom.

Monitor student use of strategies and reinforce their appropriate use of
strategies.
Flavell (1976,1979) considered metacognition as “a very powerful predictor
of learning performance.” Based on a meta-analysis of studies, Wang, Haertel, and
Walberg (1990) concluded that, “metacognition is the most important predictor of
learning performance in general. The distinction between metacognitive knowledge
and metacognitive skills has been generally accepted.”

Metacognitive knowledge

refers to the declarative knowledge one has about the interplay between
personal characteristics, task characteristics, and available strategies in
learning performance, (Flavell,1979). This

a

knowledge, however, is not always

applied when necessary, even when people do have it at their disposal. Alexander,
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Carr, and Schwanenflugel (1995) found a discrepancy between children‟s knowledge
about monitoring and applying monitoring skills during task performance. Winne
(1996) reported that knowledge has no impact on behavior until it is actually needed.
So, it is quite probable that learners may have knowledge of a certain strategy at their
disposal, but yet do not naturally produce those strategies. The researcher equates
this type of knowledge with theoretical knowledge.
Metacognitive skills, on the other hand, refer to the procedural knowledge
that is required for the actual regulation of, and control over one‟s learning
performance, (Brown &DeLoache, 1981). Metacognitive skills can be inferred from
students' overt behavior or utterances, i.e., from concrete metacognitive activities.
Some of these activities occur at the onset of task performance; during task
performance

(planning,

monitoring,

generating

questions

and

evaluation).

Metacognitive skills appear to be highly interdependent; consequently, the student
will be able to work according to a detailed plan which enables him/her to
monitor and control the learning process. Finally, such a clear trace of problem
solving activities, including repairs of

errors made, provides an opportunity for

learning through reflection in future occasions. The researcher believes that this type
of knowledge is the how-knowledge or practical knowledge. One can have a deep
theoretical knowledge but at the same time painfully lacks the ability to put this
knowledge to use in practical situations. For example, one can know very well the
formula and the steps of making a pancake but when asked to make it and serve for
her guests may fail to make use of this knowledge.
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Metacognitive strategies are the learner's deliberate mental behaviors for
directing and controlling their cognitive strategy processing for successful
performance. They are conceived of as a higher order executive processing that
provides a cognitive management of functional language use and other cognitive
activities. In the present study, they are composed of two distinct, but interrelated
strategies: planning, generating questions and evaluation & monitoring. Planning
strategies refer tothestudent's action of previewing or overviewing tasks to complete
in order to develop directions of what needs to be done, how and when to do it.
The importance of metacognitive strategies
Although metacognition has become a high sounding in education, it seems
that the meaning is often taken for granted. For clarification purposes, this study
adopted the definition offered by Brown&DeLoche(1981). Kuhn defined
metacognition as, "Enhancing (a) metacognitive awareness of what one believes and
how one knows and (b) met a strategic control in application of the strategies that
process new information" (p. 178).
This awareness is developmental and lies on a continuum. Efficient readers
employ one or more metacognitive strategies to perceive text. The use of such
strategies has developed over time as the reader learns which ones best fit to aid in
comprehension. Brown A&DeLoche (1981) revealed that students' comprehension
was not reinforced by merely reading more text. If the students used even one of the
strategies, for example summarizing, comprehension was bettered. If students were
given a set of strategies that they could apply at their discretion, comprehension was
greatly upgraded.
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Classroom instruction using metacognitive strategies
Research-based evidence will do education little good if findings are not
applied in classroom environments. Almasi, J. F. (2003). Even though metacognitive
strategies are considered valuable for adequate text comprehension, classroom
teachers often do not teach this process.

Pressley, et al. (1998) conducted a

qualitative research on 10 fourth- and fifth-grade classrooms to investigate
instructional practice regarding reading, writing, motivation, classroom management,
use of materials, and instructional goals. Teachers were interviewed twice during a
yearlong period and monthly observations were carried out. They reported that direct
teaching of comprehension strategies was of minimal benefit. At the same time, the
teachers affirmed to teach reading comprehension strategies. Some of the teachers
did mention strategy use but did so in a passive manner without actively and directly
teaching the strategies. Some teachers felt like they taught the use of the strategies by
using summarizing, predicting, and imagery as an assessment tool. This, however,
does not validate that students used the strategies during the act of reading text.
While some teachers used these more often than others did, the majority of
the teachers did not think it necessary to see that the students were conscious of the
use of such strategies.
Barnett, M. (1988). managed to identify four activities they believe work in
comprehension-fostering and comprehension-monitoring activities. These activities
are self-questioning, summarizing, clarifying, and predicting. The technique used by
Palincsar and Brown was termed reciprocal teaching (RT). While research has
proved that the strategies employed in RT are effective (Rosenshine& Meister,
1992),
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the strategy tends to be too time- consuming for teachers to carry out, and
modifications are often indispensible for implementation.

Brown,

Armbruster,

an&d Baker, 1983).
Teacher Role in Teaching Metacognition8
Educators and practitioners believe that classroom teachers have a significant
role to play in assisting their students to be metacognitive learners. They managed to
identify three well – informed steps .
1- Teaching students that their ability to learn is mutable: Teachers are advised
to teach their students that their ability to learn is not fixed. Understanding
that one's ability to learn is a skill that develops over time rather than a fixed
characteristic trait that is inherited at birth is key to student's ability to
become a metacognitive learner. Students who believe that their ability to
learn can improve over time are reported to earn high grades, even after
controlling for previous achievement •Hosenfeld, C. (1977). These learners
become able to set reasonable learning goals for themselves and build the
self-efficacy to select and implement the productive learning strategies, which
can lead to learning gains. More importantly, they can be taught that their
ability to learn can improve over time. Those who learn this simple lesson
demonstrate increased motivation levels to learn and improved grades
•(Anderson, N. (1991). Teach students how to set goals and plan to attain
them: Many students cannot or do not set explicit learning goals for
themselves, or make plans to meet any goals they might have . report that
students who received no more than half an hour of training on the process of
self- regulated learning outperformed students who did not the training in
several important ways. First, they learned more. Additionally, they planned
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how they would spend their time in the learning task, spend more of their
time in goal-oriented searching and periodically reminded themselves of their
current goal.
2- Give students opportunities to practice self- monitoring and adapting:
Accurate self- monitoring is quite difficult. Many students are over- confident
so they need to be skillfully trained to be realistic concerning their abilities or
grades they think they would be able to secure in academic courses. This
helps them to have a sensible and realistic image which in turn would make
them expend the necessary effort to achieve sussccess.
Xu (2012 PP 1432 – 1433) reports that students should be trained to use
metacognitive strategies in their learning English language skills. Besides he believes
that students must be trained to monitor themselves and this can be done in three
aspects:
 The first is to instruct student to self-monitor their learning plan and regulate
the plan accordingly.
 The second is to guide students to cultivate self-monitoring methods
including diaries, which is a reflective first hand account by a student of his
language learning experience, and his refection on reaction to the process.
Additionally, it is useful to guide

students to write stage summary, which

summaries' his progress or limitations of a certain kind of stage. The
teacher‟s supervision, by pointing out the students limitations, is also
beneficial to students learning of English. From monitoring, students can
check verify and correct his errors of the cores of learning.
 The third is to direct the students to strengthen self-monitoring on their
autonomous learning process under internet. Teachers should create a
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harmonious and supportive classroom atmosphere in oral English class under
internet, and teacher' role can be changed from teacher-centered into studentcentered.
Regarding strengthening the evaluating strategy, he confirms that evaluation
strategy training is very important as self-evaluation can help learners get a better
control over the whole learning process. Evaluation strategy training can be
enhanced in the flowing aspects:
1- Making students aware of the importance of self-evaluation. According to
Oxford's metacognition strategy theory, self-evaluation enables the students
to have a constant and subjective comment on their study, which in turn will
make them more conscious of their progress and more confident and
interested in study. Correct self-evaluation can help learners seek more
realistic and appropriate learning strategy.
2- Two methods can be adopted, namely "top-down" and bottom-up' tune
students' evaluation ability. The teacher's and classmate's evaluation can
serve as guidance and reference when a student evaluates themselves.
Conversely, self-evaluation can affect his teacher's and classmate's
evaluation to some extent. Thus a student can adjust his evaluation
according to the evaluations he receive from different sources and so gain
a clearer picture of his own achievement and difficulties.
Zimmerman 1998 identified three reasons for student's reluctance of using
self-mongering: (1) students might be unaware of the effectiveness of selfmonitoring on learning, so they might not have desire to use the strategies; (2)
students might have low self-efficacy in using self-monitoring, so they may not have
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the confidence to apply these strategies; (3) students might not value the learning to
be inquisitive in their pursuits.
Explicit Instruction and Training in Metacognition (focus on reading)
Svjetlana, et. al. (2014) state that meta-cognitive knowledge of the reading
strategies is key to and essential for successful monitoring and control of reading
with the purpose of good text comprehension. The students need to know reading
strategies and he must be willing to use them as appropriate. The knowledge and use
of various meta-cognitive strategies assist students to effectively learn from
texts.Meta-cognitive knowledge of strategies contributes to an awareness of the ways
to achieve a learning goal, the conscious use of these strategies during reading helps
readers to recognize the relevant information in a text and to activate background
knowledge as well as to monitor and regulate learning strategies in order to enhance
comprehension. They proceed to maintain that meta-cognitive knowledge of reading
strategy use is consistently related to reading comprehension. Pei (2014) reports that
there is a consensus view that strategic awareness and monitoring of the
comprehension process are critically important aspects of skilled reading, explicit
strategy instruction raises learner consciousness both of their strategy use and the
existence of other strategies. Carrel et. al. (1989) explored two types of metacognitive strategy training for ESL reading, which are semantic mapping and the
experience –text –relationship (ETR) methods and concluded thatmeta-cognitive
strategy instruction is effective in enhancing second language reading. In the same
vein, Dhieb-Henia (2003) reported how meta-cognitive strategy training influenced
upper-intermediate readers' declarative and procedural knowledge, and their choice
and use of strategies while reading research articles. The findings showed that such
training improved subjects' familiarity with and proficiency in reading research
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articles. Takallou (2011) reported the effect of meta-cognitive strategies instruction
on learners reading comprehension performance regarding authentic and inauthentic
texts in EFL contexts. The results showed that subjects under instruction performed
much better in the authentic readingcomprehension texts.
Cubukcu(2008)argues that unskilled readers can become skilled readers and
learners of texts if they are given instruction in effective strategies and taught to
monitor and check their comprehension while reading. In the same vein, Al Melhi
(2000) asserts that training in meta-cognition in language learning strategies helps
learners to develop their listening and reading skills and raise their language
proficiency levels. Similarly, Eluemuno and Azuka-Obieke (2013) maintain that the
meta-cognitive skills acquired in reading can promote the acquisition of language
skills such as listening, speaking, reading and writing. They proceed to say that
students meta-cognitive skills could be enhanced through direct explicit
strategyinstruction. The purpose of direct instruction is to provide explicit
explanations on the notion and construct of meta-cognition so that students who used
to be, most of the time, unaware of their own cognitive activities will become aware
of their mental actions when they perform cognitive tasks. The direct explicit
instruction strategy of metacognition should be regarded as a strategy that provides
learners with knowledge and confidence that enables them to manage their own
learning and also empower them.
Metacognition and Language Proficiency
Xu (2012 PP 1432 – 1433) elaborates on this issue of explicit instruction or
training in metacognitive strategies in language learning saying that there is a
positive relation between metacognitive strategies use and language proficiency. It is
reasonable to assume that if students have well developed meta-cognitive knowledge
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and meta-cognitive regulatory skills and they make use of their meta-cognition they
will excel academically (Young & Fry, 2008, p.2). Everson and Tobias (1998)
investigated knowledge monitoring accuracy and found the greatest relationship to
be between students' estimates of their knowledge and verbal domain. Knowledge
monitoring ability and students' end of course grade in English, humanities and
students overall GPA were related. They also found that the measure of metacognitive relation was related to academic achievement in college and it was a good
predictor of success in college. Schraw (1994) also found that test performance was
also correlated with meta-cognitive regulation in reading. Additionally, Nietfled et.
al. (2005) found that students' performance on tests was related to monitoring
accuracy.
Eluemuno and Azuka-obieke (2013) found a positive relationship between
meta-cognitive skills and academic performance in English language.
Goal setting: Goal setting is an important part of self –regulation and can be
essential to other self-regulation strategies. When implementedeffectively, the
process of goal setting provides students with an opportunity to observe their own
learning behavior and identify meticulously areas of improvement and areas that
need to be worked on more effectively: it helps them pinpoint what they are bound to
do, allows them to see how they are progressing and more importantly motivates
them to act more productively.
Students need to be trained to set goals for themselves that are both specific
and challenging, but not too difficult.A goal should be quickly achievable so students
can experience or relish success or a sense of accomplishment and move on more
energetically to tackle the next more demanding one.
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Self – regulation: One effective tool that students can use to upgrade
academic performance, regardless of ability, is self-regulation.Self- regulation is the
process by which students take charge of their own learning, monitoring their
behavior and progress and making adaptations along the way to get from idea to
execution. It is the transformation of thought into purposeful action.
Planning
Metacognitive planning strategies, according to Kluwe, (1982:212), are those
directed at the regulations of the course of the students' own thinking. They help to:
1- Allocate sources to the current task.
2- Determine the order of steps to be taken to complete the task; and to set the
intensity or the speed at which one should work on the task.
Planning Strategy
At the onset of a learning activity, teachers should make learners aware of
strategies, rules and steps in problem solving. Time restrictions, goals and ground
rules connected to the learning activity should be made explicit and internalized by
the learners. Consequently, learners will keep them in mind during the learning
activity and assess their performance against them. During the learning activity,
teachers can encourage learners to share their progress, their cognitive procedures
and their views of their conduct. As a result, learners will become more aware of
their own behavior and teachers will be able to spot problem areas in the learners‟
thinking, (Costa, 1984, p. 59). When learning is planned by someone else, it is
difficult for learners to become self-directed, (Blakey& Spence, 1990, p.3).
According to Kluwe (1982: p. 212), metacognitive monitoring strategies help to:
1- Identify the task on which one is currently working.
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2- Check on the current progress of that work.
3- Evaluate that progress and predict what the outcome of that progress will be.
Garner, (1987) concluded that overall reading comprehension is influenced by
how accurately one can monitor comprehension during reading.

Some

researchers pointed out that self-regulated behavior occurs in response to
comprehension monitoring.

According to many models of self-regulated

learning, readers begin to study by establishing “a desired state of learning for the
to-be-learned material,” (p. 66). In this process, they monitor how well they are
learning the material, which is a step toward determining the current level or state
of learning. If the current state of learning meets the learners‟ desired state of
learning, the learners will terminate their study.
On the other hand, if the current state of learning does not fulfill the desired
state of learning, the learners would continue studying, thereby selecting [new]
material for study or allocating additional study time to the material at hand, (Garner,
R. 1987).
Accurate monitoring of one‟s comprehension is important, because it
provides guiding information on the learners‟ self-regulated study, (Garofalo,
J.Andlester, F. K. (1985).
To take charge of their reading, proficient readers monitor their own
comprehension. In the reading phase, many readers use rereading for answering
close-reading questions. Monitoring one‟s reading also designates implementing
inter-textual features such as rhetorical structures, complex sentence structure, as
well as markers-like words, to help integrate new material in reading, (Schiff &Calif,
2004).
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In fact, monitoring one‟s reading could be reinforced thanks to other
metacognitive strategies such as think-aloud, self-questioning, and self-regulating,
which I discuss below.
Livingston (2003) noted that,"self-questioning strategy may be employed in
reading as a means of tapping knowledge (cognitive) or as a means of monitoring the
activity of reading (metacognitive)".Rosenshine and Meister ( 1992) indicated
that,"question generation may be an efficient strategy for promoting higher-level
thinking. According to the researchers, for learners to generate questions, they need
to search the reading text and combine information, because these two sub-strategies
aid them in comprehending what they are reading". Wilson and Smetana (2011, 1)
cited a classroom teacher simulating the self-questioning strategy in front of her
students, saying: Before I read, I have to activate my prior knowledge. I read the title
first... and I ask myself, „What do I already know about this topic?‟ To answer this
„On my Own‟ question, I remind myself that in class yesterday we talked about how
the Battle of Bull Run was the first major battle of the Civil War. Then I wonder,
„Why am I reading this?‟ Another „On my own‟ question! Now, I need to create a
purpose. My purpose is developed from the title. It is to learn about the Battle of Bull
Run and what it has to do with the Civil War.
Along with self-questioning, monitoring one‟s comprehension in reading may be
enhanced when learners or readers test themselves. According to Rawson, (O‟Neil,
and Dunlosky (2011), "self-testing has two benefits. First, it improves learners‟
monitoring accuracy, which in turn results in the effectiveness of controlling their
learning. Second, like self-questioning, self-testing can directly sharpen memory of
the learned concepts, so that readers can correctly remember and better retain the
learned material. The researchers‟ study examined the effectiveness of incorporating
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support for self-testing and monitoring into the learned materials. Overall, selftesting indirectly and positively affects learning; it improves monitoring",(Rawson et
al., 2011)
Self -Monitoring:
O'Malley and Chamot (as cited in Safosto, 2015, P. 16) classify selfmonitoring and self-evaluation as meta-cognitive strategies. Self-monitoring has
been underlined in instruction of reading skills as part of learners' taking
responsibility for their own learning. It supplies learners with both the opportunities
and strategies to continue their learning beyond the classroom (Velde, Zhuang, and
Kang, 2012). Jensen (2011) defines self-monitoring as paying close attention to one
specific aspect of language in terms of grammar or pronunciation. It helps learners
remember to produce the accurate version of language. Fortunately, in due course
with practice, learners will be able to produce the accurate form in free speech even
when they aren't paying attention in high pressure conditions like giving academic
presentations.
Covarrubias and Stone (2014) define self-monitoring as the extent to which
students regulate or monitor their behaviors in classroom and believe that it is an
important factor in performance and endorse that self-monitoring strategies correlate
positively with academic achievement. They proceed saying that there are reliable
differences in the extent to which people monitor, regulate, or control their behavior
in social situations. In academic context, learning to self-monitor would enable
students to adopt behaviors that lead to academic success.
Learners with high levels of self – monitoring have a proactive nature to
modify and regulate. Moreover, they have the characteristics to read both the context
and the audience and perform their role in accordance with the desired setting.They
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also express their true inner self regardless of the situational demands. However,
those with low self-monitoring lack the characteristics to modify and adjust their
behavior (Khan , Qureshi .Rasli,2014 ,46 ). Hsu reports the findings some
researchers reached saying that the application of self –monitoring strategies can
improve academic performance. He proceeds to say that low involvement of selfmonitoring strategies prevented his students from learning effectively.
The following tips have been found useful to foster self-monitoring in reading
among learners. EFL learners should be assisted and trained to:
1- Identify a specific language feature.
2- Practice self-monitoring even if it seems to slow the learner's rate of
speech. At first it will be difficult, but the more the learner practices, the
easier it will become.
3- Evaluate how successful they were at monitoring the specific feature of
English they selected.
4- Self-monitor, in the beginning, only during low stress conversations. When
a particular conversation makes the learners tense or it is very important
for him, it is harder to improve just one specific feature of his speech.
5- They should be made aware that even with the practice, changes do not
happen in a short period of time. They need to persevere (Jensen, 2011).
Hsu (n.d.) considers self-monitoring as an influential sub-process for the
success of self-regulation. Lan, 1998 (as cited in Hsu, n.d., p.2) reports that a number
of researchers have found that through the application of self-monitoring, learners
can improve their academic performance. In English speech skills, low involvement
of self-monitoring prevents students from learning effectively. In order to learn
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successfully and effectively in college, learners need to practice self-monitoring.
More importantly, teachers can provide external cues to stimulate self-monitoring
process to help students involve in self-monitoring when studying English speech.
Monitoring refers to supervision of activities in progress to ensure that
everything is under control, thus the performance goal can be effectively met.
Monitoring is what we take to keep track of how the learning process is going .These
strategies assist notice that they are encountering a hurdle in comprehension and
concentration. As a result, they can find problems and correct them timely.
Generating Questions
Blakey and Spence (1990, p. 2) stated that, “learners should ask themselves
what they know and what they do not know at the beginning of a research activity.
As the research activity progresses, their initial statements about their knowledge of
the research activity will be verified, clarified and expanded”. Ratner (1991, p. 32)
views the questioning of given information and assumptions as a vital aspect of
intelligence: Learners should pose questions for themselves before and during the
reading of learning material and pause regularly to determine whether they
understand the concept; if they can link it with prior knowledge; if other examples
can be given; and if they can relate the main concept to other concepts. Here Muijs
and Reynolds (2005, p. 63) argue that the connection of prior knowledge and new
concepts should take place during the lesson and not only when a new concept is
introduced. This integration of prior knowledge and new concepts enables the learner
to understand the unified and interconnected nature of knowledge, while also
facilitating profound understanding of subject matter, (Ornstein &Hunkins, 1998, p.
240).
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Metacognitive generating questions
Generating questions while reading is an important way for students to
improve comprehension of text. Initially, teachers can model and teach students
when and how readers ask themselves questions as they read. Students will learn that
good readers are constantly questioning while engaged with text. (Duke & BennettArmistead, 2003). Students can then practice by generating questions for peers to
answer. As their skills develop, students will develop awareness of their own
cognitive processes and be able to generate questions independently as they are
reading on their own.
Asking appropriate questions during reading improves comprehension in
several ways. It helps students to:


Recall information.



Focus on important information.



Make connections to background knowledge.



Read actively.

Generating Different Kinds of Questions
Various kinds of questions should be asked. These can be modeled explicitly
so the students learn to generate different kinds of questions when they read. One
method of generating different kinds of questions is by using a template like
Question-Answer Relationship (QAR) that delineates between two categories and
among four kinds of questions, (Fisher & Frey, 2004).
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In-the-Book Question Types:
Right-there questions that can be answered from a sentence or two of the text.
Think-and-search

questions:These

can

be

answered

by

combining

information from several paragraphs or pages.
In-my-Head Questions
Author-and-me questions that make connections between the text and
students' background knowledge.
On-my-own questions that ask students to reflect on concepts within the text,
but do not require pulling any information from the text. (Duke & BennettArmistead, 2003).
The following documents will be helpful in understanding how to teach
questioning/answering skills and at what grade levels various types of questions are
appropriate.
Generating Questions of the Author or Text
Another questioning strategy students can be taught is questioning the Author
(QtA). In this questioning strategy, the reader is asking questions about the author's
message-what the author is trying to say, why the author is saying it, and why the
author said it in a particular way. In QtA the reader assumes the author is fallible and
may not communicate the message clearly or may communicate it in a biased way.
QtA is first done as a discussion. However, the goal is for students to generate the
same types of questions as they read on their own, (Duke, N. & Bennett-Armistead,
V. (2003)).
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In classroom textbooks and other non-fiction text questions can be generated using
text features as a guide. Under each heading or subheading, students can be taught to
generate several questions they think will be answered in the text segment. Questions
of this sort might also be generated around tables and charts, maps, or pictures,
(McKeown, M., Beck, I. & Worthy, M. (1993)).
Finally, it is particularly helpful with younger readers to teach them how to
generate questions based on text structures they are encountering. The questions
asked while reading a cause-effect passage would explicitly draw out the cause(s),
effect(s), and relationship between the two, while questions asked within a factopinion passage would help students notice the differences between the factual
information and opinions based on the facts.
It is important to remember that teachers initially need to model these
strategies for generating questions, (Vacca&Vacca, (2002). Then, using the gradual
release of responsibility framework, the strategies must be transferred to the students.
It is by internalizing these strategies that students become competent readers.
To begin teaching students how to generate questions while reading, the
classroom teacher may begin with explicit instruction in the strategy. During the
explicit instruction [link me], the teacher will describe how to use the strategy and
why it improves reading comprehension. The teacher will model the process of
generating questions by verbalizing the thought process involved.
When using the Gradual Release of Responsibility, the teacher will involve
the group in generating and answering questions together, (Wilhelm, 2001). This
may be done with a large group, or during small group instruction. It's important to
emphasize that the questions should not be formed to "trick" others, but rather to help
everyone better understand the text. Next, students should be given the opportunity
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to generate questions collaboratively in small groups or pairs. During this time, the
classroom teacher may work with students who are having trouble mastering the
technique. Finally, students should be given the opportunity to practice the strategy
independently. This may at first be done in writing so that the classroom teacher can
assess how effectively students are using the strategy. Written samples may also be
collected from time to time throughout the course to continue monitoring use of the
strategy.
Self-evaluation: self-evaluation and self – assessment are used almost
interchangeably in literature. This strategy entails assessing either general language
progress or progress of any of the four language skills or any learning activity.
Global impressions are often erroneous, and the more specific the learner is in
self –evaluation, the more accurate the evaluation.
Any self – evaluation must consider the difficulty of the situation or the
language items required to be used in this situation.Checklists, diaries, or portfolios
can assist learners to evaluate their progress.
In reading, there are many ways to self-assess. One of them requires learners
to record their own speech and then listen to the recording to discover how they
sound compared with native speakers.
Smith (2015, 42-44) states that the ability to make precise and accurate self –
assessment is a core component of self –regulated learning which is more familiar
among English teachers as learner autonomy. Blanche and Merino (as cited in Smith
2015 ) indicate that previous research, such as that of Munoz and Albarez (2007) and
the meta-analysis by Blanche and Merino (1989 ) indicate that self-assessment is
positively linked to motivation , and learner can assess with relative accuracy .
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Ariafar&Fatemipour (2013, 8, 9) maintain that traditional methods of
assessment are of limited value for the evaluation of the learners' achievement
because they provide limited opportunities for learners to reflect on their learning
and to monitor their own progress fruitfully.
As a remedy for this dilemma, Harris (1997 ) ( as cited Ibid ) advocates
training learners in the skill of self-assessment which can play an essential role in
assisting students to monitor their learning progress or to judge their language
proficiency or language ability. By engaging them in the assessment process,
students are assisted to learn the qualities needed for good performance, how to
judge their performance and achievement, how to set personal objectives and goals,
and finally develop the habit of self –reflection.
Moreover, if learners can do self – assessment accuratelyenough, they can
minimize their reliance on their teachers' opinions, and can make them aware of their
individual needs.
There are some good reasons why self- assessment practices should be
encouraged, particularly in contexts where traditional assessment procedures are still
prevalent.
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Rolheiser& Ross (1998 ,10 ) believe that self-assessment enhances students'
attainment and learning because of four reasons (1 ) self- evaluation will focus learn
attention on the objectives measured,(2) self – assessment provides teachers with
information they would otherwise lack, (3) learners will pay more attention to the
assessment,(4) student motivation will be strengthened.
Oscarson 1989 ( as cited in Ariafar&Fatemipour ,2013 ) introduces six
reasons why self-assessment can be useful for language learning: promotion of
learning , raised level of awareness , improved goal orientation , expansion of range
of assessment , shared assessment burden , and useful post course effects.
Cassiddy, 2007 (as cited in Ariafar&Fatemipour, 2013) asserts that students‟
ability to self –assess effectively, if properly and adequately trained, develops over
time and with experience.
So a variety of instruments and strategies can be fruitfully employed such as
self-rating, portfolios, pre and post course writing, learner contracts, student progress
card , learner diary, self –assessment questionnaires, videotapes, teacher – learner
interviews, journals, and rating scales.
These techniques require learners' awareness in terms of language and
communicative objectives.
Chamot and O'Malley (1994) believe that self-assessment requires the learner
to practice a various set of strategies and higher order thinking skills that provide
feedback to the learner besides direction for future learning.
Blue 1994 (as cited in Mei Chen,n.d )managed to identify the following
gains of self-assessment as encouraging learners to expend more efforts,raising self-
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confidence, boosting awareness of the difference between competence and
performance in addition to self-consciousness of learning strengths and weaknesses .
In brief, there can be no learning and no real autonomy without learner self –
evaluation and self- assessment (Hunt,Grow & Burns,1989 as cited in Ibid )
The purpose of an evaluation is the reason why you are doing it. It goes
beyond what you want to know to why you want to know it. It is usually a sentence
or, at most, a paragraph. It has two parts, (Paris, Wasik& Turner, 1996).

What you

want evaluated; to what end you want it done. Examples of an evaluation purpose
could be: to provide the organization with information needed to make decisions
about the future of the project;to assess whether the organization/project is having
the planned impact in order to decide whether or not to replicate the model
elsewhere;and to assess the program in terms of effectiveness, impact on the target
group, efficiency and sustainability in order to improve its functioning. The purpose
gives some focus to the broad evaluation process
Metacognitive Awareness and Reading Comprehension
Research in the area of reading has also begun to focus on the role of
metacognition. While previous research has focused on strategy use, researchers are
examining readers' awareness of strategies during the reading process - their
metacognitive awareness. Metacognition is a relatively new label for a body of
theory and research that addresses learners' knowledge and use of their own
cognitive resources (Garner, 1987). Metacognitive knowledge or awareness is
knowledge about ourselves, the tasks we face, and the strategies we employ (Baker
& Brown, 1984). Knowledge about ourselves may include knowledge about how
well we perform on certain types of tasks or our proficiency levels. Knowledge about
tasks may include knowledge about task difficulty level. For example, in the area of
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reading, we may know that familiar-topic material is easier to understand than
unfamiliar material; explicit sentences assist us in tasks that require reduction of texts
to their gist. About strategies, we may know that verbal rehearsal and elaboration of
material assist in retrieval, or that prediction of article content based on titles
improves comprehension, and so forth. Metacognitive awareness therefore, also
involves the awareness of whether or not comprehension is occurring, and the
conscious application of one or more strategies to correct comprehension, (Baumann,
Jones, & Seifert-Kessel, 1993). This body of work has enormous explanatory power
for description of the reading process in both the L1 and L2 contexts. First language
reading researchers, most notably(Baker and Brown 1984) have investigated several
different aspects of the relationship between metacognitive ability and effective
reading. Two dimensions of metacognitive ability have been recognized: 1)
knowledge of cognition or metacognitive awareness; and 2) regulation of cognition
which as stated includes the reader's knowledge about his or her own cognitive
resources, and the compatibility between the reader and the reading situation. For
example, if a reader is aware of what is needed to perform effectively, then it is
possible to take steps to meet the demands of a reading situation more effectively. If,
however, the reader is not aware of his or her own limitations as a reader or of the
complexity of the task at hand, then the reader can hardly be expected to take actions
to anticipate or recover from difficulties (Carrell, 1989).
Related to this is the reader's conceptualization of the reading process.
(Devine 1983) has investigated L2 readers' conceptualizations about their reading in
a second language. Analysis of transcripts of reading interviews provided
information on beginning ESL readers' theoretical orientations toward reading in
their second language. Devine's results are reminiscent of first language reading
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research which has generally shown that younger and less proficient readers tend to
focus on reading as a decoding process rather than as a meaning-making process
(Myers and Paris, 1978; Garner & Krauss, 1982). Some of these first language
studies using self-report data have also found a lack of correlation between what
readers say they do and what they actually do when reading. While at other times, a
reader does not describe how to use a particular strategy but in fact does use it when
reading. To explain this, Baker & Brown (1984) point out that "knowing that"
(declarative knowledge) is different from "knowing how" (procedural knowledge),
and that knowledge that a particular strategy is useful (awareness) precedes its
routine use, which in turn precedes the ability to describe how it is used.
Some studies have shown that better readers are also better strategy users.
(Carrell 1989) for example, conducted a study to investigate the metacognitive
awareness of second language readers about reading strategies in both their first and
second language, and the relationship between their metacognitive awareness and
comprehension in both first and second language reading. Two groups of subjects of
varying proficiency levels including forty-five native speakers of Spanish enrolled at
an ESL intensive program at a university, and seventy-five native speakers of
English studying Spanish were involved in the study. A metacognitive questionnaire
was developed to elicit relevant information from subjects to tap their metacognitive
awareness and judgments about silent reading in their first and second language.
Subjects were also tested in both their first and second languages by reading a text in
each language and then answering comprehension questions pertaining to the text.
The findings of the study yielded some interesting results. For reading in the L1,
local reading strategies such as focusing on grammatical structures, sound-letter,
word meaning and, text details tended to be negatively correlated with reading
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performance. For reading in the L2, there were some differences between the
Spanish L1 and the English L1 groups. The ESL group, of more advanced
proficiency levels, tended to be more global (used background knowledge, text gist,
and textual organization) or top-down in their perceptions of effective and difficultycausing reading strategies, while the Spanish-as-a-foreign language group, at lower
proficiency levels tended to be more local or bottom-up, perhaps because they may
have been more dependent on bottom-up decoding skills. Carrell (1989) cautions
these results are to be taken as suggestive as further research in this area is needed.
In another recent study of L2 reading involving 278 French language
students, Barnett (1988) investigated the relationships among reading strategies and
perceived strategy use on reading comprehension. The initial part of the study
required students to read an unfamiliar passage and write in English what they
remembered. The second part of the study asked the students to answer a series of
background knowledge questions before reading a text, and the third part of the study
required students to continue the ending of a text. The final part required the subjects
to answer a seventeen-item questionnaire in English about the types of reading
strategies they thought best described
The way they read. "Background knowledge scores", "comprehension scores"
and "strategy-use scores" were used for analysis which revealed that students who
effectively consider and remember context as they read, (ie. strategy use) understand
more of what they read than students who employ this strategy less or less well.
Moreover, students who think they use those strategies considered most productive
(i.e. perceived strategy use) actually do read through context better and understand
more than do those who do not think they use such strategies" (p. 156).
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Reading is a basic language skill that any learner needs. Unfortunately, how
to teach reading has not been given due care in our schools. In the past, according to
the traditional view, reading begins with the child's mastering the names of the
letters, then mastering the letter-sound relationship, then learning some easy words in
isolation, and finally reading simple stories with highly controlled vocabularies.
Researchers and teachers as well, have complained that most learners are not able to
understand what they read. Cubukcu (2008) states that reading comprehension
depends on direct cognitive effort, referred to as meta-cognitive processing, which
consists of knowledge about and regulation of cognitive processes.
During reading, meta-cognitive processing is expressed through strategies,
which are procedural, purposeful, effortful, willful, essential and facilitative in
nature. The reader must purposefully, intentionally, or willingly invoke strategies and
does so to regulate and enhance learning from text. Through meta-cognitive
strategies a reader allocates significant attention to controlling, monitoring and
evaluating the reading process (Alexander & Jetton, 2000 as cited in Cubukcu,
2008).
What do we know about teaching reading?
Reading comprehension is a multifaceted process (Adams, 1990). For
students to adequately comprehend text, they will need an awareness of print, which
can be obtained through multiple channels to facilitate word recognition.
Aebersold, J., & Field, M.L. (1997) found that the lack of phonological
sensitivity did impede reading, but other factors came into play as students
progressed through the different levels of reading comprehension. These factors are
evident because children who receive phonological awareness training do not
necessarily become fluent readers, (Pressley, M. 2002). In addition to decoding
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skills, students need vocabulary knowledge and metacognitive skills so they can
monitor their understanding and reflect on what has been read.
Competent readers learn these components simultaneously and fluently In
addition, if either component is inadequate, comprehension can be impeded.
One of the most widely spread classificationsof metacognitive learning is that of
O’Malley and Chamot (1987).
Metacognitive strategies: These involve executive processes in planning for
learning, monitoring one‟s comprehension and production, and evaluating how
well one has achieved a learning objective.
Cognitive strategies: The learner interacts with the material to be
learned by manipulating it mentally (as in making mental images or relating new
information to previously acquired concepts or skills) or physically (as in
grouping items to be learned in meaningful categories or taking notes on or
making summaries of important information to be remembered).
Metacognition and Attitudes towards Reading
Educators believe that motivation and affect are relevant for activating metacognitive knowledge of reading strategies with the aim of better text comprehension.
An affect in the form of attitudes are related to meta-cognitive knowledge of self,
task and strategies because attitudes have cognitive and behavioral components in
addition to affective ones. It is widely accepted that attitudes towards reading directly
and indirectly, through meta-cognitive knowledge, predict reading comprehension
(Kolic-Vehovec et. al., 2014).
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Summary:
Using metacognitive strategies help students become better readers and to be
active thinkers while they read. It also facilitates engagement and interaction by
keeping students motivated through activating their prior knowledge. On the other
hand, metacognitive strategies enable the students to be more active in learning
process. In the metacognitive strategies the teacher doesn't direct learner, but
provides support from them to be able to learn on their own. While in traditional
methods, there is a teacher – centered classroom which neglected the students' role.
Metacognitive strategies help students to be more interactive in their teaching.
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Part Two: Reading Comprehension
Reading is a process which needs the learner to interact with the text deeply
to be perceived and understood. It is strongly connected with the term
comprehension since the ultimate goal of all instructional reading is to create learners
who are able to comprehend different sorts of texts (Lenz, 2005, p.5). In this part,
the researcher displays definitions of reading and levels of comprehension8
Definition of Reading
Many definitions for reading are found in the literature. The researcher
provides some of these definitions according to different points of views. Rasinski,
T. &Padak, N. (2000) defines reading as realizing written symbols, pronouncing
them, translating the ideas, and understanding the text to interact with the words and
respond to those symbols.
While Lynskey, A. &Stillie, M. (2009) mentions that reading is a mental
contemplative process where the readers understand and interact with written
symbols in order to take advantage, solve problems, and use them in life situations.
According to (Razi, 2004), reading is a mental process which includes psychological
interpretation of symbols received by the reader through the eye, thus creating a
linking between personal experience and meanings of these symbols.
Kibry, J. (2006) states that reading is a sensory process in language, which is
linked to the linguistic psychology, where it begins with writing symbols and ends at
the sense explained by the reader and this is the basic interaction between language
and thinking in reading.
It is clear from what has been mentioned above that reading is a process of
interacting between symbols and the reader intellectually, mentally, and visually,
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which leads to identifying mental attitudes about reading and employing these
attitudes in shape of behavioral patterns, which are directed by individual
experiences.
Moreover, the researcher thinks that it is the most essential skill needed to acquire
knowledge in which is based on higher mental processes and contains all the patterns
of thinking, evaluation, analysis, reasoning, and problem-solving, and not only an
optical activity for understanding the significance of printed symbols. Therefore, the
researcher assumes that reading is "the cognitive abilities by which learners interact
with the reading comprehension texts in order to construct meaning and understand
the content."
Levels of Comprehension
Reading is an intellectual activity. This process entails deriving meaning from
the printed words or symbols. It is assumed that learners would be able to read at
different levels of meaning or comprehension. In this case, many educationalists
categorize levels of comprehension in relation with different depths of understanding
and different analyses of what is meant. These are as follows:
Lynsky and Stillie (2009, p.43) classify the levels of reading comprehension into five
main ones:


Literal level in which the learners answer questions by direct reference to the
text, where the answers are explicitly stated in the passage. This is not a difficult
task and it is suitable for beginners but it is not enough.



Reorganization level in which the learners classify, collect, and organize
information explicitly stated in the passage, where the data is collected from
more than one source.
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Inferential level in which the learners detect information implied in a passage,
which demands thinking and deduction beyond the lines. This is called reading
between lines. Learners need to be trained in this level. It is noteworthy to say
that this is a hiking ability and not a purely linguistic one but at the same time
requires the use of specific language in terms of vocabulary and structures as
well. This level is suitable for intimidate language learners



Evaluation level in which the learners interpret and evaluate the writer's
assumptions through his opinion, the attitude he adopts, and the tone he employs.



Appreciative level in which the learners respond to a passage with an awareness
of its language, usage, and emotions. This is a critical type of reading that suits
advanced learners as it demands respondents to comprehend, analyze, and issue
judgments based on universally and academically accepted criteria.



Collage (2004, pp. 1-3) divides the levels of comprehensions into three levels:



Literal level, read between the lines. Here the learners attempt to get facts and
data from the text without need to understand the full meaning or see the
implication of these dates and facts applied to other situations; however, they
memorize the information. This is suitable for scanning.



Interpretive level (read between the lines). The learners attempt to understand
what the author means. It is supposed that they have already memorized certain
facts at the literal level and now they are attempting to decipher the implications
of the author„s words between the lines.



Applied level or read beyond the lines, where the learners have already reached
the previous two levels and they are trying to raise their thinking to critical level,
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read between the lines, examine the message from the author, and attempt to
implement that message to other settings.


Megan

(2006,

p.17)

distinguishes

between

three

levels

of

reading

comprehension:


Independent level; the highest level, in which the learners' comprehension
remains high through the engagement or reading



Instructional level; the higher level, in which the learners engage in the material
and exhibit much higher rates of time on-task.



Frustration level; the lowest level, in which the learners continue to exhibit high
rates of off- task behavior through classroom tasks. This means that they keep
wandering off the reading task and not paying attention.

Franz (2009, pp. 1-2) sorts reading comprehension into four levels:


Independent level; the highest level, in which the readers observe fluent reading,
personal satisfaction, and freely selected materials. This is called reading for
pleasure and enjoyment.



Instructional level; the highest level of teaching, in which the readers do
independent work with the help of their teacher.



Frustration level; the lowest level, in which the readers tackle obvious difficulties
that cause confusion, frustration, and tension in the reading situation.



Capacity level; the highest level of information, in which the learners cannot
receive any more data.

Abed El Qader (2012, p.8) classifies reading comprehension skills into three levels:
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Literal level; reading on the lines, in which the learners answer shallow
questions.



Interpretive level, i.e. reading between the lines, in which the learners analyze the
information included in the text.



Critical level that is reading beyond the lines, in which the learners recognize and
judge the given information in the text in accordance with certain values

In the light of the above-mentioned divisions, the researcher categorizes reading
comprehension skills into three levels:


Literal level or read on the lines : this takes place when the student reads and
interacts with the written form to recognize the main idea, identify supporting
details, scan text for specific information, skim for the gist or general impression
of text, spot the main idea of a reading text, and make predictions about reading
text. At this level, the learners would not have to understand the true meaning of
a paragraph. This can be achieved through the skills of skimming and scanning.



Interpretive level; read between the line, happens in case the learner has the
capability to read for deeper meaning in order to recognize the author's purpose,
deduce meaning of unfamiliar words using context, interpret information and
distinguish facts from opinion, develop awareness of synonyms and antonyms,
retell or summarize reading text, and read familiar material with correct
pronunciation. At this level, readers have already memorized certain facts at the
literal level and now they are attempting to see the implications of the author„s
words.



Inferential level; read beyond the lines, exists when the learner reads and realizes
diverse concepts of the written language text so that he /she may answer factual,
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inferential questions, make inferences about reading text, recognize pronouns
referent, generate referential questions about reading text, assess whether the
ideas are true or false, develop awareness of semantic fields, draw conclusions,
interpret information, and perceive implied meaning. In other words, the learner
does not simply read the words but he reads ideas, thoughts springing from the
relationship of various assertions.
At the end of this part, the researcher offers issues related to English for Palestine
10 such as: the components of the textbook, and general and specific skills of reading
lessons for tenth grade.
Vocabulary and Comprehension
Vocabulary acquisition has also been found to be a high predictor of reading
comprehension. Biemiller and Slonim (2001) stated that students who were behind in
vocabulary knowledge in third grade would lag behind throughout the duration of
their schooling. Biemiller and Slonim found that students in grade 2 in the highest
quartile of vocabulary knowledge acquired an average of 7,100 root words and
students in the lowest quartile an average of 3,000 root words. The authors observed
that the lower quartile children could be brought up to grade level, but to do so would
take extensive vocabulary instruction and most schools do not advance such
programs.
Reading Comprehension Skills
Reading comprehension skills permit learners to read efficiently, learn
effectively, problem-solve, strategize, conceptualize, and prosper in life. Reading
comprehension skills are based on earlier stages of reading development, including
oral reading and reading fluency. Without developing these earlier reading skills,
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learners necessarily and continually focus on decoding letters and words to the
detriment of the reading process, rather than pursuing the progression to meaning and
understanding (Razi, 2004, p.19).
According to the Ministry of Education Handbook (1999, pp. 16-17)), there are
general skills of reading comprehension for tenth grade as follows:


Comprehend basic facts in the text.



Obtain information from a text to make a summary.



Discover relationships, concepts, or generalizations in written texts.



Use knowledge generated from text in relevant real-life situations.



Activate background information necessary for proper text comprehension by
using the proper strategies and skills.



Read critically, i.e. to form opinions and make judgments about text .Identify the
organizational pattern of text.



Recognize the rhetorical devices used in the text.



Recognize special linguistic features of texts.



Identify intention, attitude, and bias, if there is any, in texts.



Respond sensitively to texts with diverse social, historical and cultural
dimensions.



Project the reader's personal experiences and knowledge of the world onto the
text.
Otherwise, the Ministry of Education (1999) identifies certain skills for

reading to be achieved. So, reading passages and topics are carefully chosen with
54

different themes of text; from fiction to factual, from diagrams to recipes. In
addition, the students' levels and age are considered. This variety of topics
encourages the teacher to use a variety of techniques and teaching methods.
The specific skills of reading comprehension for tenth grade, which are devoted by
the Ministry of Education, are clarified in the following points:
Answer factual, inferential questions.
Read familiar material with correct pronunciation, and intonation recognize
pronouns referents, generate referential questions about reading text.
Retell or summarize reading text.
Make predictions about reading text.
Make inferences about reading text.
Develop awareness of synonyms and antonyms.
Develop awareness of semantic fields.
Identify the main idea of a reading text.
Recognize coordinating conjunctions.
Guess the meaning of unfamiliar words using contextual clues.
Recognize visual survival materials.
Scan text for specific information.
Skim for the gist or general impression of text graphics.
Distinguish fact from opinion.
Interpret information in diagrammatic display.
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The researcher adopts the above-mentioned skills as a source of constructing
the content analysis card to determine reading comprehension skills. The researcher
believes that the previously mentioned skills are nearly the main skills needed for
learners in Palestinian schools. These skills are of different levels of comprehension,
and that means they represent the needs of all learners in a normal classroom.She
also thinks that the teachers of English should be aware of these skills to help their
learners achieve the objectives of teaching and learning reading in English as a
foreign language.
To conclude, reading is an product of integrated visual and cognitive
processes, and it involves activating many areas of brain, as students will be taught
according to their strengths or learning styles (Rasinski and Padak, 2000,
p.28).Consequently , the researcher adopts metacognitive strategies to activate
reading comprehension lessons because she has noticed that most teachers in Gaza
are teaching reading comprehension by ordinary techniques, which constitutes a
teacher-centered approach rather than a learner – centered one.
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Relation between Strategies and Skills
The relationship between the reading strategies and reading skills can be
confusing. However, it recently started to be clear that a strategy is used “to describe
aspects of reading that involve intentional control and deliberate direction of
behavior”(Afflerbach, et al 2008, p. 363). In other words, students must consciously
decide to employ a particular strategy in order to construct meaning from a text. In
addition,(Geary2006, p. 66) mentions, “Reading strategies are part of a set of skills
that students need to use as they read. Students engage in the use of not only one, but
probably several strategies as they read”. This means that students can learn more
than one strategy and apply them to understand a certain text.
In a study done by McKown and Barnett's (2007), they stated that teaching
children reading strategies helped them improve their comprehension skills. They
added that, reading strategies helped children who had learning problems and had
troubles with organizing their thoughts. Regarding comprehension strategies
instruction, teachers discovered that reading comprehension is not something that
students can acquire as they read but it requires a teaching plan that focuses on
teaching reading strategies.
Moreover, Zimmerman and Hutchins )2003, pp. 5-6) think that in order to
help children become more proficient readers, certain reading strategies should be
explicitly taught in order to help students grow as readers. These specific strategies
include:
a- Creating mental pictures of what they are reading;
b- Using background knowledge to make connections;
c- Asking questions before, during, and after they read;
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d- Making inferences during and after reading;
e- Determining the most important ideas or themes;
f- Synthesizing information.
g- In contrast, a skill is defined as “an acquired ability to perform well or
proficiently. However, skill is also used to refer to parts of acts that are primarily
intellectual, as those involved in comprehension or thinking” (Afflerbach, et al
2008, p. 363). Afflerbach (2008) conducted an inquiry with teachers, graduates
and undergraduates of education, and professors of education to understand the
relation or the differences between skills and strategies. The answers of the
selected sample are as follows:

1- Skills make up strategies;
2- Strategies lead to skills;
3- Skill is the destination, strategy is the journey;
4- We learn strategies to do a skill;
5- Skills are automatic; strategies are effortful and mediated;
We use strategies as tools Strategies that work require a skill set. Bader ElDeen in her study (2009, p.15) stated that reading skills “are subconscious automatic
processes employed by a good reader to understand texts.” In the present study, the
researcher will work with her students to improve three particular reading
comprehension skills.
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Definition of Reading Skills
The researcher adopted the following definitions of reading skills included in
this study. These skills are intended to be developed through the experiment, they are
presented as following:
Guessing the Meaning of Words from Context
The researcher adopts (Bader El-Deen 2009, p .9), she states, “Guessing the
meaning of the words refers to the reader's attempt to predict or to assume meaning
of unfamiliar words taking help of clues from the context. Students should be
required to master this skill in order to keep going in understanding the story. In this
context, (Duffy 2009, p. 85) argues “the most efficient way to learn the meaning of a
new word when reading is to figure it out through thoughtful use of context. When
readers encounter an unknown word in the text, they can use the clues embedded in
the text around the new word to figure out for them what the word means.” In
learning this strategy, readers improve techniques for increasing vocabulary
independently and quickly.
The Purpose of Reading Comprehension
The purpose of reading to connect the ideas on the page to what you already
know. If we do not know anything about a subject, then pouring words of text into
your mind is like pouring water into your hand. One does not retain much, (Martin,
1991). While Lenz (2005) states that the goal of all reading instruction is ultimately
at helping a reader to comprehend the text. The researcher sees that the purpose of
reading comprehension is to enable the students to understand what is being read, it
is the process of constructing meaning from a text.
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Goldenberg (1992-1993) states that proficient reading depends on the ability
to recognize words quickly and effortlessly. If word recognition is difficult, students
use too much of their processing capacity to read individual words, which interferes
with their ability to comprehend what is read.
Categories of Reading Comprehension
There are five categories for reading comprehension according to Lynskey
and Stillie (2002:43). These categories are:

1- Literal comprehension: answering questions by direct reference to the text. These
answers are usually explicitly stated in the passage.

2- Reorganizational comprehension: classifying, collecting and organizing
information may be collected from more than one source.

3- Inferential comprehension: detecting information implied in a passage. This
demands thinking and deduction beyond what appears in the passage.

4- Evaluation comprehension: interpreting and evaluation the writers assumptions
or intensions, often by comparison with the readers own experience or opinions.

5- Appreciative comprehension: responding to a passage with enjoyment, and with
awareness of its language usage and emotion. It is obvious here that these skills
are not clear-cut and separate. There is a considerable overlap between
categories.
Certainly, the high-level skills ability to appreciate and evaluate written material
require the child to exercise literal and re-organizational skills in order to reach
decisions.
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How to Interact with the Text Successfully?
According to (Rivers, 2001:133), to comprehend a reading passage in a
foreign language, students should make the following:

1- Knowing the topic of the text.
2- Read around words you do not know.
3- Make use of all the variable information in the paragraph to comprehend
unfamiliar words.

4- Take chances and predict meaning.
5- Guess the meaning of unfamiliar words from the context.
6- Remember that all words in a reading passage are not of equal importance.
7- Skip unfamiliar words that are inconsequential to the meaning of the total phrase
or paragraph.

8- Try to find that part of the meaning that is determined by the syntax of the
sentence.

9- Expect the text to make sense and be sequential.
10- Do not make constant translations.
11- Look for cognates.
12- Have confidence in yourself.
13- If you are not sure of the meaning of the word, look it up in the dictionary.
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The Role of the Teacher in Reading Comprehension Strategy
Reading comprehension entails more than knowledge of vocabulary and
syntax. It also requires ability to perceive the exact nature of the passage being
communicated-and deeper form of understanding sometimes called "reading between
the lines." Students must learn to detect mood and intensions as well as factual detail.
Papalia (2004, p74) suggests the role of the teacher as follows:
In Promoting Interaction with the Text, the Teacher Should:

1- Provide a meaningful context by discussing in the classroom related topics to aid
with inference from the text.

2- Encourage students to learn words for the things they want to know about.
3- Use the message of the text as a point of departure for discussion rather than the
syntactic features.

4- Develop meaning for the text cooperatively by using a problem solving approach
whereby students offer a variety of answers that requires a great deal of
inferencing.

5- Create a learning climate where students feel comfortable about making mistakes
and are therefore willing to venture interpretations. Teachers should concentrate
on promoting interaction with the reading lesson, as it is important to encourage
students to learn, and interact successfully with the text by using games in
teaching the skills of reading.
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In Removing Difficulties
Teachers may aid students in extracting meaning in a number of ways:

1- By discussing possible meanings of new vocabulary, giving explanations
only when necessary and then, as far as possible, in the target language by
using synonyms.

2- Antonyms and cognates.
3- By encouraging students to work at meaning through analysis of related
stems and examinations of prefixes and suffixes.

4- By giving or requesting paragraphs of segments in which the problem words
occur.

5- By encouraging students to draw inferences from the context about structural
as well as semantic elements expanding.

6- By demonstrating analogies with structure or idioms previously learned.
7- By demonstrating parallelism with native – language structures where
applicable.
According to Pabalia, (2004:76), these activities should be followed by a
consecutive reading of the complete text to draw together, in the whole, what has
been learned from the parts.
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In Checking for Comprehension
Teachers may involve students in:

1- Assigning a new title to the reading selection.
2- Completing true / false or multiple choice exercises on the content.
3- Asking fellow students questions that penetrate the surface, beyond the obvious.
4- Developing a different conclusion.
5- Developing a dialogue related to the reading selection that brings out the
relationship among protagonists. but there are other factors or elements, which
affect reading comprehension in the class. The next part will view these factors
are as follows.
Factors Affecting Reading Comprehension in Class
The process of comprehending a text is not so exact; for different readers will
interpret a message in different ways. Comprehension is affected by:
1- The readers' knowledge of the topic:
Knowledge of language structure, knowledge of test structure and genres,
knowledge of cognitive and metacognitive strategies, their reasoning abilities, their
motivation, and their level of engagement, (Lenz, 2005).
2- Quality of the reading material:
Some writers are better than others, and some writers produce more complex
reading material than others, a text that is well organized and clear is called "a
considerate text" and a text that is poorly organized and difficult to understand can be

64

called "an inconsiderable text". The more inconsiderable the text, the more work will
be required of a reader to comprehend the text.
Readers who do not have the background, abilities, or motivation to
overcome the barriers presented in an inconsiderable text will have more difficulty
comprehending this types of text, (Mei-Yum, 1994).
3- Students Who Had Trouble Learning
Students who have trouble learning to decode and recognize words often will
have difficulty with reading comprehension. Students who struggle with decoding
rarely have a chance to interact with a more difficult text and often learn to dislike
reading. As a result, these students don't have sufficient opportunities to develop the
language skills and strategies necessary for becoming proficient readers, (Lunzer,
and Gardner, 1977:99).
4- The Type of Instruction
Papalia (2004) states that the type of instruction a student receives will also
affect reading comprehension. Strategies for improving reading comprehension must
be taught directly by teachers. Simply providing opportunities or requiring children
to read will not teach students the comprehension strategies they need to be
proficient readers.
These need to be taught directly as students learn to read simple sentences,
and that this direct instruction needs to continue in different forms throughout a
student‟s elementary and second school experience, (Lenz, 2005:86).
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How can teachers teach comprehension strategies?
There are many ways to think about reading comprehension and many factors
that affect reading comprehension as mentioned above. Teachers should keep in
mind one overriding question: namely how to teach reading comprehension.
This question is "How can the teachers teach reading comprehension strategies"?
According to Lenz,( 2005:77), the stages of instruction that are most often cited as
being effective in helping a student learn a comprehension strategy are :

1- Orient students to key concepts, assess, and ask students to make a commitment
to learn.

2- Describe the purpose of the strategy, the potential benefits, and the steps of the
strategy.

3- Model thinking aloud the behavioral and cognitive steps / actions involved in
using the strategy.

4- Lead verbal practice and elaboration of the key information and steps related to
the strategy.

5- Provide for guided and controlled practice of the strategy with detailed feedback
from the teacher and / or knowledgeable peers.

6- Gradually move to more independent and advanced practice of the strategy with
feedback from the teacher and / or knowledgeable peers.
Once the comprehension strategy is learned, the teacher must then ensure that
students begin to transfer to generalize the strategy to new and different situations.
To (Lenz, 2005:54): generalization includes four distinct phases:

1- Orientation and awareness of situations in which the strategy can be used.
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2- Activation by preparing for practicing strategies in content-area classes.
3- Adaptation of the strategy steps for use in other tasks.
4- Maintenance of the strategy for continued application in a variety of real life
learning and work place setting.
The researcher believes that after comprehending a text, the student is
expected to be able to generalize, transfer, and make inference. But the question
which may be aroused by the teachers, is how could students improve their reading
comprehension? The next part will answer the question.
How to Improve Your Reading Comprehension?
Reading comprehension requires motivation; mental framework for holding
ideas, concentration and good study techniques. Martin (1991) suggested these steps
to improve reading for meaning:
1- Develop a board background:
The learner should broaden his/her background knowledge by reading
newspa-pers, magazines and books interested in world events.
Within the framework of this research, the researcher encouraged her students
to read any short book or a story in English so that they could develop their reading.
She also asked them to summarize what they had read in a paper. At last, the
researcher gave a prize to the best summary to encourage students.
2- Know the structure of paragraph:
Good writers construct paragraphs that have a beginning, middle and end.
Often, the sentence will give an overview that helps provide a framework for adding
details. Also, look for transitional words, phrase or paragraphs that change the topic.
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3- Identify the types of reasoning:
Does the author use cause-and-effect reasoning, hypothesis, model building,
including or deduction systems of thinking? In my opinion, this step of improving
reading comprehension does not suit children; it can be used for adults.
4- Anticipate and predict:
Smart readers try to anticipate the author and predict future ideas and
questions. If the readers are right, this reinforces their understanding. If they are
wrong, they make adjustments quicker.
5- Look for the method of organization:
The students must look if the material is organized chronologically, serially,
logically, functionally, spatially or hierarchically.
6- Create motivation and interest:
The students must preview material, ask questions, discuss ideas with
classmates. The stronger the interest is, the greater the comprehension, (Martin
1991:122).
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7- Pay attention to supporting cues:
The students should study the pictures, graphs and headings and read the first
and last paragraph in any chapter, or the first sentence in each section. The first
paragraph of any text is very important, because it gives the reader an idea about the
whole text, what the lesson or the text is talking about.
Highlight, summarize and review:
Just reading a book once is not enough. To develop understanding, one has to
highlight, summarize and review important ideas.
 Build good vocabulary:
For most educated people, this is a lifetime project. The best way to improve
your vocabulary is to use a dictionary regularly. One might carry around a pocket
dictionary and use it to look up new words. Or, one can keep a list of words to look
up at the end of the day. One needs to concentrate on roots, prefixes and endings.
 Use systematic reading techniques like SQR3:
Teachers should develop a systematic reading style, like the SQR3 method
and adjust it, depending on priorities and purposes. The SQR3 steps include Survey,
Question, Read and Review.
 Should learners vocalize words?
Although it is faster to form words in your mind rather than on your lips or
throat, eye motion is also important. Frequent backtracking slows you down
considerably. That is why reading specialists ban the process of vocalizing words.
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What are The Key Principles of Reading Instruction?
Instruction in comprehension strategy often involves the gradual release of
responsibility, wherein teachers initially explain and model strategies. Overtime, they
give students more and more responsibility for using the strategies until they can use
them independently.
Teach reading comprehension skills and strategies at all levels of the reading
development.
Students need teachers to teach and draw attention to the appropriate strategy
used in the textbook, especially in content areas where there are many reading
demands, (Lenz, 2005:96).
Reading comprehension instruction must be responsive:
Using progress assessment in learning makes specific instructional
accommodations to meet individual student's needs, and provides individualized and
elaborated feedback, (Rayner and Pollatesk, 1989).
Reading comprehension should be based on the content:
Content based instruction play a great role in reading instruction, that it has
the potential to motivate students strongly, and to develop strategic readers, (Martin,
1991).
Reading comprehension instruction must be systematic:
Systematic reading instruction is instructed, connected, scaffolded, and
informative. Structured instruction is characterized by lessons that are organized, and
that group new knowledge and skills into segments that can be sequentially presented
in a clear manner, (Rivers, 1999).
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Reading comprehension instruction must be intensive:
Intensive reading instruction means that sufficient time is used wisely and
with high students' engagement. It provides direct instruction for students to master
the reading skills and strategies they need, (Murphy, 2005).
Reading comprehension instruction should involve authentic reading at all
stages:
Authentic reading involves incorporating a variety of "real" reading materials,
such as books, magazines, and newspapers into the instructional process, (Nagy,
1988).
Reading comprehension instruction involves providing opportunities to read for
pleasure:
All teachers play either a primary or a secondary role in teaching students to
read. All classroom teachers who expect students to learn the content of specific
subjects need to be teaching reading, (Lenz, 2005).
To sum up this section, the researcher believes that a majority of research
indicate that the most successful way to teach comprehension strategies to students
with limited reading proficiency is to use very direct and explicit instruction of
cognitive and metacognitive strategies.
Some researchers like (Razi, 2004) found some useful steps to teach
comprehension strategies:
1- Orient students to key concepts, assess, and ask students to make a
commitment to learn.
2- Describe the purpose of comprehension, the potential benefits, and the steps
that students should follow to comprehend the text.
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3- Ask your students to write list of three important facts or ideas or events
contained in the text.
4- After reading the text about something or someone in which the name of the
person or object or even the title is not revealed, students in small groups try
to guess who or what is being talked about, or drew a picture of the person or
object.
5- The first two or three sentences of the passage are highlighted to students,
and then they formulate questions to which they expect to find answers in the
way to the completion of the text. The questions are written on the board.
When students finish reading the text, they discuss the answers to the
questions.
6- After reading the text, students supply a suitable title. This can be a large
group activity, allowing student to discuss why they agree or disagree on the
titles proposed.
7- Students work together to paraphrase a reading text without changing the
original meaning. This forces students to pay close attention to nuances of
meaning and the author's intent.
8- Students in small groups rearrange a series of sentences into a logical
paragraph. The sentences should parallel the kind of material read or at least
deal with familiar subject matter.
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Summary:
Reading is fundamentally related to meaning, particularly with the transfer of
meaning from mind to mind (the transfer of a message from writer to reader).
Reading comprehension is commonly known as an interactive mental process
between a reader's linguistic knowledge, knowledge of the world, and knowledge
about a given topic. In the setting of English as a Foreign Language (EFL), it is
frequently supposed that reading comprehension is the fundamental way of learning
new information and it is the most significant skill required for the students' success.
Comprehension relies on two kinds of information: that which is received from the
text and that which is retrieved from reader's memory. The schemata of the past
experiences and prior knowledge that are contained in the readers‟ memory are
critical in assisting readers to construct meaning from the text. By relating new ideas
encountered in the text to familiar ideas and mental constructions, readers construct
an understanding of the text material, and comprehension occurs. Nevertheless,
reading comprehension can be simply defined as the capability to perceive and
understand the meanings communicated by texts. While reading, the reader is viewed
as an equal and active partner with the text in the meaning-making process of
comprehension. That is in accordance with schema theory comprehension is the
result of the interaction between he background knowledge of the reader and the text.
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Part Three
Attitudes toward Reading in English language
Attitude Definition
Learning a language is closely related to attitudes towards reading in English,
(Starks &Paltridge 1996, p.218). Researchers in the fields of psychology and
education, especially language learning, give several definitions of attitude which
mention different meanings from different contexts and perspectives.
In the Longman Dictionary of Applied Linguistics (1992, p.199) language
attitudes' are defined as "The attitudes which speakers of different languages or
language varieties have towards each other' language or to their own language".
Gardner (1985) states that an attitude is an evaluative negative or
positiveresponse to some referent or attitude object, that can be inferred on the basis
of the individual‟s beliefs , opinions about ,or behavior towards the referent.
“Attitude is thus linked to a person‟s values and beliefs and promotes or discourages
the choices made in all realms of activity, whether academic or informal.” Gardner‟s
argument led (Wenden 1991) to present a comprehensive definition of the attitude
concept. He classified the term “attitude” into three interrelated and interdependent
components namely, cognitive, affective and behavioral. The cognitive element
involves the beliefs, thoughts or viewpoints about the object of the attitude. The
affective ingredient refers to the individual‟s feelings and emotions towards an
object, whether he/she likes or dislikes. The behavioral component entails the
tendency to adopt particular learning action.
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Attitudes
Students‟ attitudes significantly influence their level of engagement with
reading. Attitude has been described as “a state of mind, accompanied by
feelings and emotions that make reading more or less probable” (Kush & Watkins,
2001, p. 315). Students‟ attitudes are “perceived to be a function of the effect
associated with the beliefs a person holds about the object” (Fishbein&Ajzen,
1972, p. 507). Reading attitudes are learnt characteristics that influence whether
students engage in or avoid reading activities and they can be influenced by
societal, familial, and school-based factors (Baker, 2003; Cole, 2002; McKenna et
al., 1995; Miller, 2003; Willis, 2002). Societal

factors

influence

students‟

developing sense of identity and attitudes of themselves as readers. Reading is
a socio-cultural practice that has its roots in the relationships and interactions
of parents/guardians and children even from an early age (Morrow & Young,
1997). At a young age boys and girls begin to position themselves into
masculine and feminine mindsets as they observe significant adults in their
immediate world interacting in daily activities (Alloway& Gilbert, 1997).
Through their own experiences young students construct an understanding of gender
– thus often dividing people and activities into two distinct categories male and
female (Alloway&

Gilbert,

reinforced by television

and

1997).
other

Stereotypical gendered behaviors can be
popular

media,

books

and

everyday

discourse. Students‟ developing notion of gender influences the extent to and
purpose for which they engage in reading activities at home and in school contexts.
The social and cultural beliefs of families define children‟s attitudes of themselves as
readers. Parents/guardians expose their children to real-life reading practices, and
so influence their attitudes towards reading through example and by the texts
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they choose to read (Alloway& Gilbert, 1997; Power, 2001). Types of texts
read by parents/guardians are often influenced by gender with males showing a
marked preference for non-fiction or information texts and females preferring
fictional texts (Levine & Turner, 2001; Power, 2001). Males assert functional
reasons for reading engagement while females often indicate they seek pleasure
and relaxation when reading (Power, 2001). These findings reflect general
trends in parent/guardian reading behavior, but do not reflect practices of all
families.

Parents/guardians convey

text

type

preferences

consciously

and

unconsciously and as such influence 3 their children‟s reading habits, attitudes
and text choices. These factors impact upon the extent to which students may
engage in reading activities at school. The

diversity of

students‟

needs

is

acknowledged in National, State, System and school documents (Catholic
Education Archdiocese of Brisbane, 2006; Ministerial Council for Education
Employment Training and Youth Affairs MCEETYA, 1999; Queensland Studies
Authority, 2005a). Teachers cannot assume all students approach reading with the
same social and cultural understandings as “there is no one set of literacy
practices common to all communities” (Anstey & Bull, 1996, p. 158). A „one size
fits all‟ classroom reading program cannot guarantee reading success for all
students because students of today are motivated by a number of very different types
of texts and activities (Cazden et al., 1996; Cole, 2002). Each student has his/her own
reading personality to be catered for in class reading programs (Cole, 2002).
Consequently, teachers today must plan and implement reading activities which meet
students‟ varying levels of reading ability whilst using texts that are both socially and
culturally appropriate. Students‟ level of academic achievement in primary school
influences their education and employment choices in the future. Young students
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may avoid reading and the associated readingtasks in school because they lack the
necessary skills and conceptual knowledge to effectively engage with a broad range
of texts. As students get older and move through the primary years, task
avoidance

strategies

are

often employed by struggling students as their self-

efficacy, beliefs and general attitudes to reading may become increasingly negative
(Woolfolk-Hoy, 2005; Pajares, 2003). This decline in students‟ academic reading
achievement levels was reflected in National Literacy figures whereby 92.4%
of Year 3 students, compared to 89.4% of Year 7 students achieved the
National Reading Benchmark (Davies, 2005). This data have caused concern at
the National level as students‟ low academic reading achievement and negative
attitudes can impact directly on society and the workforce of the future (Allum,
2005). Students‟ motivation and level of engagement in recreational reading can
change over time. Students who are motivated to read for pleasure typically do
so for about 20 minutes longer per day than students who are less motivated
to read (Wigfield& Guthrie, 1997). Fifty-four percent of 9 year old students read for
pleasure; although by 413 years of age only 28% of students read for pleasure each
day (Campbell, Hombo&Mazzeo, 2000). Data highlights that as students get
older they engage in less recreational reading on a daily basis. Sporting and
employment constraints may impact upon students‟ recreational time, and also their
sense of personal identity and the social pressures from influential peers impacts on
recreational reading engagement (Pajares, 2003).

These

later

constraints

powerfully influence students‟ attitudes and account for 80% of students
preferring to

read

recreationally

at

home,

rather

than at school (Davies

&Brember, 1993). The research problem centers on students‟ attitudes to
recreational and academic reading. During primary school years students
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develop reading skills and attitudes towards engaging in reading and these may
impact upon life choices in adulthood. The way various texts and reading
activities are presented to students reflects the perceptions teachers have of their
students as readers and learners (Sweet, Guthrie & Ng, 1998). Though teachers
agree students‟ readingattitudes are important, limited class time appears to be
devoted towards fostering positive reading attitudes (Kush & Watkins, 2001). If
students are taught to read, but have limited desire to do so, then teachers will have
only partially succeeded in their role as a teacher of reading (Morrow, 2004).
Those students who can read but choose not to are a significant concern for
educators.
The importance of attitudes
Educators argue that language learning is considered as the cornerstone of
human existence. Knowing the language can assist us to voice our opinion,hopes,
and even our dreams (Tavil, 2009). In foreign language learning context, there are
several different factors that influence the learning process such as motivation,
attitudes, anxiety, learning achievements, aptitudes, intelligence, age, personalities,
to mention a few (Gardner, 1960; Lehmann, 2006, cited in Shams (2008).
Reid (2003) advocates that “Attitudes are important to us because they cannot
be neatly separated from study" Attitude is considered as basic factor affecting
language performance (Visser, 2008). Achievement in a target language depends not
only on intellectual capacity, but also on the learner's attitudes towards language
learning.
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Aspects of Language Attitude
Learning process is conceived of as a positive change in the individual‟s
personality in terms of the emotional, psychomotor (behavioral) as well as cognitive
domains, because when one has learned a specific subject, he/she is expected to think
,feel ,and act in a different manner and one‟s beliefs have been distinguished (Kara,
2009).
Furthermore, the learning process has social as well as psychological aspects
besides the cognitive one. Attitude concept can be seen from these three dimensions.
Each one of these has different features to effect language attitude results. Thus, the
attitude concept has three components i.e., behavioral, cognitive and affective. These
three attitudinal aspects are based on the three theoretical approaches of behaviorism,
cognitivism and humanism respectively. In the following, the three aspects of
attitude concept i.e., behavioral, cognitive, and emotional aspects are concisely
described.
1- Behavioral Aspect of Attitude
The behavioral aspect of attitude is concerned with the way one behaves and
reacts in a given situation. In fact, the successful language learning stimulates the
learners to identify themselves with the native speakers of that language and acquire
or adopt various aspects of behaviors which characterize the members of the target
language community.

Kara (2009) stated that “Positive attitudes lead to the

exhibition of positive behaviors toward courses of study, with participants absorbing
themselves in courses and striving to learn more. Such students are also observed to
be more eager to solve problems, to acquire the information and skills useful for
daily life and to engage themselves emotionally.”
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2- Cognitive Aspect of Attitude
This aspect of attitude includes the beliefs of the language learners about the
knowledge that they get and their understanding in the process of language learning.
The cognitive component can be involve four interrelated steps namely ; connecting
the previous knowledge and the new one, creating new knowledge, checking new
knowledge, and finally applying the new knowledge in many situations. The last step
manifests the learner's ability to transfer leaning to new situations and this all
language learning is about.
3- Emotional Aspect of Attitude
Feng and Chen (2009) confirmed that, “Learning process is an emotional
process. It is affected by different emotional factors. The teacher and his students
engage in various emotional activities in it and varied fruits of emotions are yielded
.”Attitude can help the learners to express whether they like or dislike the objects or
surrounding situations. It is agreed that the inner feelings and emotions of FL
learners influence their perspectives and their attitudes towards the target language
(Choy &Troudi, 2006).
Summary
Learning a language is greatly affected by the attitudes towards that language.
Thus, attitudes are important to students because they cannot be neatly separated
from study and they are considered as an essential factor influencing language
performance.
This means that learning a language should be approached primarily as a
social and psychological phenomenon rather than as a purely linguistic one. This
confirms that negative attitudes towards reading in English is the most effective and
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psychological factor that results in the students' poor performance, and that the
positive attitudes toward reading in English lead to the exhibition of positive
behavior towards it. It is clear that the importance of attitude is due to the effect it
may have on the students' achievement.
The respondents‟ obvious negative attitude towards English may lead to the
conclusion that they are not well aware of the importance of English and they learn it
as a compulsory subject. Briefly, the attitude concept is considered as an essential
component in language learning. So, a positive attitude should be the umbrella of
language learning. EFL teachers should respect and care about students‟ feelings,
beliefs and behaviors before the cognitive abilities. English curriculum and
classroom activities should involve affective aims that address the students‟ needs
and their individual differences to build up positive attitudes towards English. It is so
important to study learners‟ personalities. Cognitive performance can be achieved if
the EFL learners possess positive attitudes and enjoy acquiring the target language.
For that reason, the affective perspective, especially attitude, should be considered in
language research.
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Chapter Three

Previous Studies
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Chapter Three
Previous Studies
This section poses the previous studies related to the present study. They are
divided into two domains: The relation between metacognitive skills and reading
comprehension and the attitudes of students towards employing metacognitive skills
in reading comprehension.
Effectiveness of

a Meta Cognitive reading Strategies Program for

Improving Low Achieving EFL Readers(2014)
Is a study aimed to assess the effectiveness of metacognitive reading
strategies instruction (MRSI) on Taif University EFL students who achieved low
results in reading. The sample of this study was (21) female university students. The
sample was divided into two groups; the experimental group, which consisted of (10)
girls, and the control group, which consisted of (11) girls. By using the quasi
experimental-research methodology, three research objectives were addressed in this
study: (a) to examine whether there were significant differences between the
experimental group and the control group on the employment of metacognitive
reading strategies and reading comprehension post-tests): (b) to explore whether
there were significant differences between the mean scores of pre- and post-tests on
the English Language reading test: (c) to find out whether there were any significant
differences between the mean scores of the post-test and the follow up of the use of
metacognitive reading strategies and the English Language reading comprehension
test given to the experimental group. Data from pre- and post-test measurements
were used to investigate the impact the intervention had on EFL low achievers in
reading. Statistical analyses of the data showed that there were statistically
significant differences between the experimental group and the control group on the
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post-test reading comprehension test as well as the reading strategies questionnaire.
These showed a significant improvement in the reading skill in the experimental
group. They also revealed that there were statistically significant differences between
the pre-test and post-test results for the experimental group on the reading
comprehension test and the reading strategies. This showed that the experimental
group improved in reading skills after the students participated in the program, as
seen on the post-test. In the light of these results, the study provided a number of
procedural recommendations that may contribute to raising the importance of
metacognitive reading strategies training for the students with low achievement in
reading.
Ahmad M. M. Abdelhafez (2006)
Studied the effect of training in metacognitive language learning strategies on
Developing Listening and Reading Comprehension of university EFL Students. The
present study aimed at investigating the effects of a suggested training program in
some Metacognitive Language Learning Strategies (MLLS) on developing listening
and reading comprehension of first year EFL students. The sample of the study
consisted of 80 first year EFL majors at the Faculty of Education, Minia University.
Subjects were divided into two equal groups: one as experimental (forty students)
and the other as control (forty students). The study adopted a pre-post experimental
and control groups design. The experimental group was trained in some
metacognitive language learning strategies embodied in listening and reading
comprehension tasks, while the control group completed the tasks without any
metacognitive training. A listening comprehension test, a reading comprehension test
and an English Proficiency Examination were used to measure the effects of the
programme. The findings revealed that the experimental group surpassed the control
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group in post-measurement of the listening comprehension test, the reading
comprehension test and the English Proficiency Examination. It was concluded that
training in metacognitive language learning strategies helped develop EFL learners'
listening and reading skills and raise their language proficiency levels. Discussion of
these findings, recommendations and suggestions for further research were made.
Dr. Feryal ÇUBUKÇUi (2008)
This article aims at presenting a study of the teacher trainees in the English
department who have received instruction in metacognitive awareness for reading
comprehension. Metacognition or "thinking about thinking" involves the awareness
and regulation of thinking processes. Metacognitive strategies are those strategies
that require students to think about their own thinking as they engage in academic
tasks. Within this study, students have been taught metacognitive strategies for
reading in a five-week program they have joined voluntarily. The students have used
the reading logs to reflect on their own thinking processes as they have been engaged
in reading tasks. The purpose of the study is to determine the effectiveness of
systematic direct instruction of multiple metacognitive strategies designed to assist
students in comprehending text. Specifically, the reading comprehension and
vocabulary achievement of 130 third-year university students has been investigated
to determine whether instruction that incorporated metacognitive strategies has led to
an increase in the reading comprehension of expository texts. In addition, the
investigation is also designed to determine the impact of the metacognitive strategies
on vocabulary. This study provides further evidence for the benefits of metacognitive
strategy training. All the students, especially those who have comprehension
problems, now have tools that can help them understand what they read. The
experimental group achieved significantly better results than the control group. The
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results of the present study have confirmed that reading comprehension could be
developed through systematic instruction in metacognitive language learning
strategies. Systematic explicit instruction about the concept of metacognitive strategy
Dabarera, Renandya, & Zhang, (2014)
Reported a study that investigated the impact of metacognitive strategy instruction on
reading comprehension in English as a second language (ESL) among 67 Year- 1
Secondary students in Singapore. AS to the tools, the Metacognitive Awareness of
Reading Strategies Inventory (MARSI) and the University of New SouthWales,
International Competitions and Assessments for Schools, (UNSW ICAS) English
competition Paper F (2008) were respectively used to measure the students‟ extent of
metacognitive awareness and reading comprehension ability. Additionally,
qualitative data on student experiences with metacognitive strategy instruction was
collected via semi-structured interviews. The intervention involved the explicit
teaching of metacognitive strategies via the Reciprocal Teaching approach. The
findings corroborated previous research that there is a relationship between
metacognitive awareness-raising and reading comprehension improvement. In
addition, metacognitive strategy instruction was found to be effective in increasing
metacognitive awareness, and was linked to small but statistically significant reading
comprehension gains.
Yüksel & Yüksel, (2012)
Found out that metacognitive awareness is considered as the key factor for proficient
strategic reading, particularly, for academic reading. The present study was designed
to determine the Turkish university students' metacognitive awareness of academic
reading strategies. Thus, through the Survey of Reading Strategies, the students'
metacognitive awareness of Global, Problem-Solving and Support reading strategies
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used in academic reading were investigated.

The results indicated that the

participants usually used academic reading strategies so they were often aware of
these strategies. They mostly used and got aware of problem-solving strategies but
the supporting strategies was leastly used in academic reading.
Fatemeh Khonamri and Maryam Ahmadi (2014)
This paper reports on a study investigating the effect of metacognitive and reading
comprehension strategy training on reading ability of Iranian Elementary EFL
learners. There were two experimental groups and one control group at elementary
level. The first experimental group was taught reading comprehension strategies and
the second one received metacognitive strategy training. Seventy five (75) nonEnglish major students at three groups, both male and female, took a reading
comprehension test at the beginning of a reading course and again at the end of the
course. Descriptive statistics were used to describe the respondents‟ reading
performance on the reading test. The one-way ANOVA analyses indicated that the
participants‟ reading ability in the two experimental groups has increased.
Furthermore, the results of paired t-test illustrate that metacognitive strategy training
had more significant effect on students‟ reading ability compared to reading
comprehension strategy instruction. In short, the findings of this study suggest that
strategy awareness significantly contributes to reading ability of students and the
higher their knowledge of reading processes, the better their reading ability.
Negretti & Kuteeva (2011)
Asserted in their study "Fostering metacognitive genre awareness in L2 academic
reading and writing: A case study of pre-service English teachers" that although the
concept of metacognition has received considerable attention for its impact on
learning across disciplinary areas, it has not been sufficiently discussed in the context
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of L2 academic reading and writing. In this paper, the researchers brought together
two theoretical frameworks, genre analysis and metacognition theory, and discuss the
concept of metacognitive genre awareness.

The researcher used a questionnaire

and sin structured interviews to collect data. Drawing on the analysis of the data
collected from a group of pre-service English teachers at a major Swedish university,
the researchers examine the process of building this awareness within genre-based
academic reading and writing instruction and show how it influences L2 students‟
ability to interpret and compose academic texts.

It was found that all study

participants developed declarative (what) and procedural (how) metacognitive
knowledge of genre-relevant aspects of academic texts, but only a few demonstrated
conditional (when and why) knowledge of the genre in their reading analyses and
writing assignments. It is concluded that using a metacognition framework to study
L2 academic writing provides us with new insights and practical applications for L2
instruction.
Senay Sen, (2009)
Aimed at detecting the differences (in terms of finding the main idea, guessing the
end of the text, achievement scores) between the reading comprehension skills of
students who learnt how to use metacognitive strategies and those who continued
using traditional educational methods. This was comprised of 228 individuals; 222
students who were in the 5th grade of primary school in the 2001- 2001 education
year, and 6 teachers. Students who did not participate in each step of the whole
implementation, who did not participate in either pretest or post-test and who gave
wrong answers to any of these tests were excluded from the scope of the study. The
study was carried out with 190 students; 95 in the experimental group and the
remaining 95 in the control group. Data collection tools are: Reading Comprehension
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Test (RCT), Metacognitive Strategies Awareness Scale (MSAS) and Teacher
Observation Form (TOF). By using Kuder- Richardson (KR 20) the formula,
reliability coefficient of RCT wasfound to be .92 and that of MSAS was found to be
.82. To determine the level of student skills in “finding the main idea” and “guessing
the end of the text”, a pretest was administered to students in both the experimental
and the control group. According to the results of the t-test used to compare the
pretest scores of students, no statistically significant difference was found between
the pretest scores of the experimental group and the control group students. A
statistically significant increase was recorded in the reading comprehension
achievement scores of the experimental group students who learned how to find the
main idea and to guess the end of the text with the help of metacognitive strategies
when compared with those of the control group students who continued with
traditional training.
Temura, Kargin, Bayar, & Bayar, (2010)
The purpose of the study was to investigate the differences among 6th, 7th, and 8th
grades in respect to their metacognitive awareness in the field of reading. The
research was conducted using a correlational method. The study group consisted of
101 students from a public school in Kutahya province of Turkey. In that school,
there are four classes for each grade level from 6-8. The participants consisted of one
randomly selected class from each grade. The Metacognitive Awareness of Reading
Strategies Inventory (MARSI), which is designed to assess 6th- through 12th grade
students‟ awareness and perceived use of reading strategies while reading academic
or school-related materials. MARSI was developed by Mokthari and Reichard
(2002).

The Inventory consists of 30 items. In order to assess students‟

metacognitive reading awareness an adopted version was used.
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The finding of the

study shows that lower grade students more frequently use supportive strategies and
achieved better result in reading comprehension when compared with the older
ones and suggested that different school levels and larger sample size may give
different information. When some similar researches are done on some different
kinds of students, such as successful readers and less successful readers or boys and
girls, different results can be found.
Mehrdad, Ahghar, & Ahghar, (2012)
This study is an attempt to find out whether teaching "cognitive and meta-cognitive
strategies" affects EFL students‟ reading comprehension across proficiency levels.
To that end, one hundred and eighty B.A. students majoring in English from Azad
University were randomly selected and were divided into three proficiency groups on
the basis of their scores on the quick Test of Michigan. Subsequently, the subjects at
each proficiency level were divided into two equal sub-groups, and were randomly
assigned to the control and experimental groups. The subjects in each experimental
group were taught the desired cognitive and metacognitive strategies, whereas those
in the control groups received some sort of instruction on vocabulary and structure.
At the end, all the subjects were given reading comprehension tests geared at their
proficiency levels. The data thus collected were then analyzed by SPSS statistical
package to find out the difference between the means of the groups through the
estimation of independent samples t-tests. The results revealed that "teaching
cognitive and metacognitive strategies" had no significant effects on the reading
comprehension of elementary students, neither did it have any effect on the reading
comprehension of advanced students. However, teaching such strategies had
significant effects on the reading comprehension of intermediate students.

90

Rizan, Maasum, & Maarof, (2012)
This paper aims to explicate the metacognitive reading strategies employed by a
group of EFL undergraduates when reading academic texts at a public university. A
quantitative research design is used to collect data from a group of 41 respondents. A
questionnaire which consists 30 items that are categorized into 3 components: global
reading strategies, problem-solving strategies and support reading strategies are used
as the main research instrument. Data is analyzed quantitatively. The findings
showed that there is a range of moderate to high level of metacognitive strategy use
among the undergraduates. The overall mean scores for all the three categories are
Global (M= 3.73) Support (M= 3.38) and Problem solving (M= 4.10). The findings
showed that the respondents are conscious of their process of constructing meaning
from the reading text. They are able to utilize a wide array of these reading strategies
to achieve comprehension. These findings support many other studies which assert
that effective L2 readers, like their native counterparts, are aware of a multitude of
metacognitive.
Royanto (2012)
this study is carried out to demonstrate that an intervention program based on
scaffolding is effective to improve metacognitive strategies in reading.

Pretest

posttest control group design is conducted to year 3 students for two months. There
are three activities in the intervention: reciprocal teaching in the classroom, peer
tutoring, and home reading. The students involved in this research are year 3 students
with average or above average intellectual ability. They have no emotional or social
problems and they can read fluently. Before selecting reading materials that will be
used, the researcher did a little survey to understand their topic of interest in reading.
Two groups of students (experiment group and control group) are engaged in
91

different program. In the Indonesian language class, the experiment group is taught
by the teacher with reciprocal teaching and peer tutoring, while the control group is
taught in the regular program. To assess the students‟ general ability, Progressive
Matrices Coloured for Children is used. A survey sheet to explore the interest in
reading material and some materials in reading are also provided to investigate
metacognitive strategies the students used in reading. Reading comprehension test is
also given to select the students that will be involved in the experiment. The result is
that the intervention is effective for helping novice students to use metacognitive
strategies. The intervention program activates the strategies that are being „saved‟
and not used effectively before. Their scores in reading comprehension have raised.
Tajalli & Satari, (2013)
In their study the main purpose of this research was identifying the effectiveness of
metacognitive strategies for improvement of reading skills of students with hearing
disorders. Research design was pretest posttest randomized group.
The sample was formed from 10 students with hearing disorders, 9-10 years old
whom were matched and assigned randomly to experimental and control groups. For
assessing reading skills, kiyadarbandsari (2007) reading test was administered.
Students of experimental group participated in an intervention program for 8 sessions
(each session 45 minutes). The study was carried out during the second semester of
2010 in one of the elementary schools of students with hearing disorders in Tehran.
Since the research design was pretest-posttest randomized group; at the beginning of
the study, both groups answered to the reading skills (pre-test). Then, the program of
teaching metacognitive strategies was administered only to an experimental group (8
sessions, each one 45 minutes). At the end of the study both groups answered in the
reading skills test (post-test).The T - student test was used to analyze data. Results
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indicate metacognitive strategies training were useful for improving reading skills of
students with hearing disorders. According to findings, experimental group reported
significantly higher reading skills than control group. It means there was a significant
difference between experimental and control Groups in terms of reading skills; after
the administration of the metacognition program.
Metacognitive Reading Strategies of Less Proficient Tertiary Learners: A Case
Study of EFL Learners at a Public University in Makassar, Indonesia (Pammu,
Amir, Rizan, & Maasumc, 2014)
This paper addresses the profiles of metacognitive reading strategies of the less
proficient EFL learners in Indonesia based on a case study research conducted at
English Department, Hasanuddin University. Data were gathered from forty (40) less
proficient learners using MARSI questionnaire (Metacognitive Awareness Reading
Strategy Inventory) that has been used in both English as a second and foreign
language contexts. The questionnaires were analyzed using descriptive and
inferential statistics which showed the level of metacognitive awareness on the three
sub-scales of the inventory. Findings showed that there is a high level of
metacognitive awareness for the Problem Solving Strategy but only at medium level
for both Global and Support Strategy .The finding warrants emerging needs of the
reading strategy instruction that concerns the global analysis of the text as well as the
use of outside reference materials in order to generate their metacognitive awareness
to improve their proficiency level.
Razia & Çubukçub(2014)
conducted a study entitled as "Meta cognition and reading: Investigating intervention
and comprehension of EFL freshmen in Turkey" This study investigated the impact
of a metacognitive reading strategy training program (METARESTRAP) on
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metacognitive reading strategies and reading comprehension. The quasi-experimental
study was conducted with 93 freshmen in the English Language Teaching
Department of CanakkaleOnsekiz Mart University. After pre and post reading tests
and a metacognitive reading strategy questionnaire were administered, the six-week
metacognitive

practice

was

implemented.

The

results

demonstrated

that

metacognitive practice significantly fostered reading comprehension skills by
providing awareness of metacognition along with declarative, procedural, and
conditional knowledge about metacognitive reading strategies. It can be concluded
that METARESTRAP worked well specifically for matching- type cohesion,
coherence, text structure, and global meaning questions along with multiple- choicetype main idea, opinion, detail, and reference questions.
Bowers, Lemberger, Jones, & Rogers, (2015)
The purpose of this study was to extend the Student Success Skills (SSS) literature to
include the durability of treatment dosage, and also further add to the growing SSS
literature that connects changes in students‟ learning and behavioral expressions with
academic achievement outcomes. To this end, the researchers constructed a quasiexperimental, between subjects' design to investigate the causal effects of a second
exposure to the SSS classroom guidance group to a sample of 8th grade students. The
research questions respond to the specific constructs of school connectedness,
executive functioning, and academic achievement. Participants for the study were 8th
grade students at a rural school in the Southwest United States. These 8th grade
students received the SSS intervention during their 7th grade year as a part of their
normal school guidance curriculum. Results from multiple path analyses indicated
model fits based on SSS, Including metacognitive skills, participation for behavioral
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regulation for the treatment group, feelings of connectedness for females in the
treatment group, and reading growth for low-achieving students.
Roohani &Asiabani (2015)
In their study said that in most academic courses, success in school depends, in large
part, on students‟ ability to read effectively and implement the reading content to
their future learning and the lack of evidence-based instructional strategies in reading
makes reading comprehension in a foreign language more difficult. In this light,
learning about reading strategies has become an important issue because it provides
the basis for a substantial amount of learning in literacy education and foreign
language teaching/learning.
This study then examined the effectiveness of a reading comprehension instruction
(self-regulated strategy development, (metacognitive strategy) on Iranian EFL
learners‟ reading comprehension of argumentative texts, and compared the
effectiveness of such an instruction with nonstrategic-based (i.e., traditional)
instruction. Additionally, it examined the metacognitive effects of participation in the
nonstrategic-based instruction and strategic-based one, drawing on the TWA strategy
(i.e., thinking before reading, thinking while reading, and thinking after reading). To
achieve of this study aims, 70 Iranian EFL learners from a language school
participated in the study with a pre-test and post-test control-group design. To collect
data, reading summaries and a metacognitive awareness inventory (MAI) were used.
Also, EHT, Oxford Placement Test was used to ensure the homogeneity of the
participants at the entry phase, in terms of the target language(English) level. The
analysis of covariance on the data indicated that the strategic-based i.e. SRSD,
instruction had a positive impact on the participants‟ reading comprehension of
argumentative texts in the experimental group. Also, the effect of SRSD instruction
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on the participants‟ reading comprehension of argumentative texts was significantly
greater in the SRSD group than the non-SRSD (control) one. In addition, SRSD
instruction significantly improved the L2 participants‟ metacognition (including
metacognitive awareness and regulation). The results draw L2 teachers‟ attention to
the importance of teaching self-regulated strategies as a way to improve
argumentative reading and metacognition of L2 learners.
Second Domain
Students' Attitudes Towards utilizing Metacognition Strategies
Praphaithong Sitthiprom(2012)
conducted a

study

under the title "The Development of English Reading

Comprehension Ability of Grade 11 Students Using Metacognitive Strategies" The
purposes of this study were to compare the English reading comprehension abilities
of Grade 11 students before and after using metacognitive strategies and to study the
students‟ attitude towards teaching English reading comprehension using
metacognitive strategies. The sample group consisted of 21 Grade 11 students in a
secondary school in UdonThani, Thailand during semester 2 of the 2011 academic
year. A cluster random sampling technique was used. The research instruments were
comprised of 9 lesson plans, an English reading comprehension ability test and an
attitude questionnaire. The instruments in each cycle of the action research consisted
of a teaching observation form, a learning observation form, lesson plan quizzes,
cycle quizzes and a student interview form. Percentage, mean, standard deviation and
t-test for dependent samples were used to analyze data. Three cycles of action
research were employed in this study. The findings revealed as follows. 1. the
students‟ average pretest and posttest scores on English reading comprehension
ability were 55.83% and 80.24%, respectively. The students‟ English reading
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comprehension found to be significantly higher after learning using metacognitive
strategies at the .05 level. 2. The students‟ attitude towards teaching English reading
comprehension was at a good level.
Asieh Zarra-Nezhad1 , ZohreGoniband Shooshtari1 &Sedighe Vahdat1 2015
Accepted (2015) conducted

a study entitled as "The Effects of Attitude &

Motivation on the Use of Cognitive & Metacognitive Strategies among Iranian EFL
Undergraduate Readers" investigated Studies in reading strategies focusing on the
assumption that individual characteristics may influence reading performance;
different readers may process the same text in different ways, depending on their
purposes, motivation, attitudes, interests and background knowledge. The research
aims to study the effect of motivation and attitude on the use of cognitive and
metacognitive reading strategies among EFL undergraduate students who passed all
reading comprehension modules. For this purpose, University of Ahvaz of Iran was
chosen as a case study. 72 students have had this feature. Among these students, 51
homogenous students, based on their performance on Michigan Test of English
Language Proficiency (2010) were selected to take part in this study to fill two
questionnaires and took a reading. After checking the reliability and validity of the
instruments, a normality parametric test was used to ensure normality distribution of
data using SPSS 20 software. To analyze the data, t-test and Pearson correlation test
were performed. The findings of the research pointed to the impact of EFL learners‟
level of motivation and attitude, on their reading comprehension ability indicating a
relatively high direct correlation (0.67). The results also revealed that the highly
motivated students were in favor of using cognitive and metacognitive strategies
more than less motivated ones. Overall, the finding suggests that learners' individual
differences in terms of their motivation and attitude levels should be taken into
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account in their development of reading comprehension skills and reading strategy
use.
Students Aysel Memiş and Metin Bozkurt Bulent Ecevit, (2013)
Conducted a research which aims at investigating the relationship between metacognitive awareness, reading motivations, reading levels and reading comprehension
success of fifth grade students using comparative relative scan model. There were
577 students. In the result of the research, in which data were collected with four
scales, it was concluded that reading comprehension level of independent level
readers was high and anxiety level decreases reading comprehension. There was not
a differentiation in distribution according to sex and independent readers had the
highest reading comprehension scores in both sexes. There is a moderately
significant relation between reading comprehension and metacognitive reading
comprehension, internal-external motivation and reading level. Metacognitive
reading comprehension expresses 33% of total variance including internal-external
motivation and reading level variables. According to standardized regression coefficient, predictor variables on reading comprehension are reading level,
metacognitive reading comprehension, external motivation and internal motivation
respectively in significance order.
Sonleitner (2001)
This study was conducted using students enrolled in an Introductory Biology class.
Students were asked to complete a survey, indicating the frequency with which they
used different reading comprehension strategies. The results of this survey were
analyzed to examine differences between male and female students, self-perceived
good and fair/poor readers, and different majors. Students were also asked to
complete a survey measuring their attitude towards reading their biology text. The
98

attitude survey was analyzed to identify the relationship between strategy use/nonuse and positive/negative attitudes toward reading the biology text. Additionally, a
small group of students met with the researcher once a week for eight weeks for
instruction in and practice with using reading strategies. The attitude of these
students toward reading the text was measured at the beginning of the study using the
attitude survey. After four weeks of practice, changes in the students‟ attitudes were
addressed during an interview with the researcher. The results of the small group
study were analyzed qualitatively and showed the

positive effect of practiced

comprehension strategies on attitude toward reading biology text.
Lumma-Sellenthin (2012)
This study aimed at exploring the relationship of students‟ attitudes towards learning
communication skills to demographic variables, metacognitive skills, and to the
appreciation of patient-oriented care.
The cross-sectional survey study involved first- and third-term students from two
traditional and two problem-based curricula (N= 351). Demographic variables,
attitudes towards communication skills learning, patient orientation, and awareness
of learning strategies were assessed. Differences in attitude measures were assessed
with t-tests and univariate comparisons. With multiple linear regressions predictor
variables of students‟ attitudes towards communication skills learning and patientoriented care were identified. A positive attitude towards learning communication
skills was predicted by a caring patient orientation, self-regulation of learning
strategies, and female gender. Students‟ caring patient orientation was predicted by
their attitudes towards learning communication skills, female gender, and higher age
(R2= 0.23; F (9,307) = 13.48; p < 0.001). Students from a traditional curriculum
were least interested in learning communication skills (F (3, 346) = 26.75; p <0.001).
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Students‟ attitudes towards learning communication skills and their caring patient
orientation are interrelated. However, communication skills are considered as more
positive by students with good self-regulatory skills. Early training of self-regulation
and the training of communication skills in mixed-gender groups are recommended.
OZSOY, MEMIS, & TEMUR(2009)
Conducted a study "Metacognition, Study Habits and Attitudes "to investigate the
relationship between fifth grade student's metacognition levels, and their study habits
and attitudes. Participants of the study consist of 221 students, 125 females and 96
males, enrolling to six public primary schools in Turkey. Metacognitive Skills and
Knowledge Assessment (MSA-TR). In order to assess students‟ metacognitive
knowledge and skills an adapted version of MSA (Metacognitive Skills and
Knowledge Assessment) was used. The Maws developed by Desoete, Roeyers and
Buysse (2001) and adapted into Turkish by Ozsoy (2007). The results revealed that
there is a medium positive relationship between metacognitive knowledge and skills
and study habits (r = .351, p < .05), study attitudes (r = .415, p < .05)and study
orientation (r = .434, p < .05). Additionally, the results of the study showed that there
is no significant relationship between metacognition and study habits and attitudes
for low and medium achievers but, there is a significant relationship for high
achievers.
Kristiani, Susilo, Rohman, &Corebima, (2015)
This study is a correlational study to determine the relationship between student's
metacognitive skills and scientific attitude towards their academic achievements.
This correlational study was conducted from June until December 2014. The
population of this study was one hundred and eighty students taken from one school.
Twenty-three students of the population (13 girls and 10 oys) were randomly taken
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as the samples of the study, and all of the students were from urban areas. The age of
students ranged between 14 to 15 years old. The students were taught using TEQI
strategy. The classes used as the samples of this study were initially tested to know
their equality by using a placement test consisting of 40 multiple- choice items on
biology materials of the junior high school level. The analysis of the equality test was
carried out by using the analysis of variance (ANOVA) using SPSS 17.0 for
Windows.
The instruments used to measure metacognitive skills were in the form of essay tests
integrated with cognitive learning tests with as much as 25 items. The instruments
used were validated before using expert validation and empirical validation. The
expert validation encompassed content and construct validations. Empirical
validation was carried out by testing the instruments on 36 students of class XI of
Senior High School 1 Malang, Indonesia. The validity of the test items were tested
using product moment correlation, and the reliability of the test items was tested by
Alpha Cronbach test. The scientific attitude observation sheets were developed by
the researchers referring to the Indonesian National Curriculum, in which the
students had to choose yes or no towards particular statements relating to scientific
attitude.
The research results showed that metacognitive skills and scientific attitudes
contributed 71.42% to students' academic achievements. The contribution of
metacognitive skills towards students‟ academic achievements was much greater
(61.93%) than that of scientific attitude (9.49%). Teachers should consider
implementing a learning strategy which can empower students‟ metacognitive skills.
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The Impact of Using Meta Cognitive Learning Strategies onAl-Hussain Bin
Talal University Students' Achievement in and Attitudes towards Health
Concepts in "Tenet of Worship" Course
This quasi experimental study aims at investigating the impact of a Meta Cognitive
Learning Model (MCLM) on the achievement of Al-Hussein Bin Talal University
students and their attitudes towards health concepts included in the course "Tenet of
Worship". The total sample of the study is120 students at Al-Hussein Bin Talal
University was selected purposively; then divided into two groups: a control group
and an experimental group. Two instruments were used to achieve the aims of this
study: a) written test on the health concepts in "Tenet of Worship"; and (b) attitude
scale towards healthy concepts included in the course "Tenet of Worship". In order to
verify the level of variable significance between the two groups with regard to the
two instruments mentioned above, means of students' scores have been calculated
according to each variable in each group.
Data was analyzed using (ANCOVA). The findings of the study indicated: a
significant difference between the mean scores of the experimental and control
groups in the achievement test on the health concepts in " Tenet of Worship", in
favors of the experimental group. a significant difference between the mean scores of
the experimental and control groups in the students' attitudes towards the health
concepts in " Tenet of Worship" in favors of the experimental group. On basis of
these findings, the study recommends the use of the MCLM in teaching healthy
concepts in the course "Tenet of Worship" with other university students. The study
concludes that it is vital to design thelearning material in accordance with this model;
and to carry out training courses for instructors of the health concepts in the course"
Tenet of Worship" to enable them to apply this strategy. (Al-Khateeb, 2011)
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Commentary on the Previous Studies
Concerning the objectives of the first domain of the previous studies, all revolve
in the same circle aiming to investigate the impact of utilizing meta cognitive
strategies on achieving progress in reading comprehension. All of them highlight
the importance of utilizing meta cognitive strategies as supporting

strategies

helping monitoring and problem solving. This behavior of the upper mentioned
researchers has incited the present researcher to adopt this strategy (utilizing meta
cognitive strategies on achieving progress in reading comprehension) in an
attempt to develop the target students' ( grade 9) reading comprehension skills
At the level of the tools used to collect data. The tools involved pre-posttests,
questionnaires, surveys different types of scales

which

helped the

present

researcher in selecting the most appropriate instrument to collect data in her
study.
The participants targeted in the previous studies included students from different
levels and ages who generally have problems in reading comprehension or they
lack knowledge ofreading

comprehension supporting strategies which is an

encouraging factor to benefit from the target strategyamong grade nine students
in the Palestinian context.
The result of the previous studies showed consensus on the positiveness and
potentiality of utilizing meta cognitive strategies on achieving progress in
reading comprehension. These results act as a piece of advice to the research to
benefit from the metacognitive strategy practice in reading comprehension class
to solve the problem of her student weakness in reading comprehension.
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The second domain which investigates the impact of utilizing meta cognitive
strategies on students attitudes towards reading comprehension is similar to the
first domain at all dimintions; objectives, participants, tools and results. The
researcher has benefited from the scales and the questionnaire items
to construct her own questionnaire to explore her students' attitudes towards
utilizing meta cognitive strategies to improve their performance in reading
comprehension.
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Chapter Four
Research design and Methodology
 Research Design
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 Sample of the Study
 Research tools
 Statistical Methods
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CHAPTER FOUR
Research Design and Methodology
This chapter covers the practical aspects and procedures followed throughout
the study. It provides a complete description of the methodology of the study:
research design, the population, the sample, the instrumentation, the pilot study, the
description of the study tools, and validity and reliability. Moreover, it introduces the
statistical technies used in this study.
4.1. Type of Research Design
The researcher used the quasi experimental approach, which is considered
"the only way to establish cause effect relationships between dependent and
independent variables. It involves manipulation of the independent variable, while
trying to keep all variables constant. The researcher used an experimental group and
a control one. Metacognitive strategies were used in teaching reading comprehension
to the experimental group, while the traditional method was used with the control
group.

The study includes three variables; the first variable is Metacognitive

Strategies, the second variable is reading comprehension, while the third is the
students' attitudes towards reading in English. The experiment lasted for eight weeks.
Both groups were taught by the same teacher, the researcher, (Encclopedia.com),
www. encyclopedia.com/doc/1062-experimentalmethod.hotmail
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4.2. The Population of the Study
The population of the study consists of all female tenth graders who count
(560) students according to the records of the Directorate of Education in the Middle
Governorate –Gaza (2015). They are enrolled at the governmental schools in the
second semester of the scholastic year (2014-2015).
4.3. Sample of the Study
The sample of the study consisted of (70) tenth grade female students chosen
randomly from the study population. The sample was equally divided into two
groups: a control group and an experimental one. The following table distributes the
sample of the study.
Table (1)
Distribution of Sample of the Study
Group

Experimental

Control

Total

Female

35

35

70

4.4. Pilot Study
The pilot sample of the study consisted of 70 members of 10th grade students
purposefully chosen from AL Reyad Secondary

School for Girls in Nuseirat

Camp.(Middle Area). They were selected randomly from the poulation of the study.
The use of the pilot study aimsed to ensure the validity and reliability of the study
tools.
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4.5. Research Tools
The researcher designed two tools in order to achieve the aims of the
research: the first one is a test used to measure the students‟ achievement level in
reading English skills, and the other is an attitude scale designed for measuring the
attitudes of 10th grade student towards reading English language.
4.5.1. The first tool of research (reading English achievement test)
The tool is an achievement test aimed to measure English reading
comprehension skill level among 10th grade students. It consisted of 29 items
distributed among 5 skills as shown in table (2):

Table (2)
Domains of reading comprehension test and numbers of items

N

Skills

Numbers of items

1

Scanning

13

2

Skimming

6

3

Guessing the meaning

3

4

Inference

4

5

Recognizing word

3

Total

29
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4.6. The Referee Validity
Mackey and Gass (2005, p. 107) state that content validity examines what the
test is intended to measure. In order to check the content validity, the researcher
introduces the test to a group of specialists, including professors from different
universities, supervisors of English language, and highly qualified teachers of the
tenth grade. The test was modified according to their valuable remarks. The final
draft of the test is showed in Appendix (3).
4.7. Internal Consistency
Internal consistency is the strength of correlation between the score of every
item of the test with its domain and the score of correlations between every domain
and the total score of test, (Alagha, 2004: p. 110). The researcher calculated Pearson
correlation coefficients between the scores of pilot sample on all domains and those
of items of reading English achievement test and their total scores in order to
determine the internal consistency as shown in the table (3):
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Table (3)
Pearson correlation coefficient and the significance level for all the items of
study tool and their domains.
N

Correlations
coefficients

Sig level

1st domain (scanning)

N

Correlations
coefficients

Sig level

16.

0.558

0.01

1.

0.821

0.01

17.

0.687

0.01

2.

0.709

0.01

18.

0.631

0.01

3.

0.815

0.01

19.

0.788

0.01

4.

0.556

0.01

5.

0.570

0.01

20.

0.659

0.01

6.

0.626

0.01

21.

0.768

0.01

7.

0.758

0.01

22.

0.751

0.01

8.

0.551

0.01

9.

0.854

0.01

23.

0.827

0.01

10.

0.806

0.01

24.

0.915

0.01

11.

0.884

0.01

25.

0.689

0.01

12.

0.717

0.01

26.

0.838

0.01

13.

0.745

0.01

2nd domain (skimming)

3rd domain (guessing the meaning)

4th domain (Inference)

5th domain (Recognizing words)
27.

0.895

0.01

14.

0.605

0.01

28.

0.907

0.01

15.

0.624

0.01

29.

0.995

0.01

** r, critical value at degree of freedom 32 and sig level 0.01=0.449
* r, critical value at degree of freedom 32 and sig level 0.05=0.349

The above table shows that Pearson correlation coefficients for all items with
its domain are higher than r critical value at degree of freedom 32 and significance
level 0.01, which shows a high internal consistency of all items and their domain.
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Internal Consistency of Reading Skills Test's Domains
Pearson correlation coefficient of every domain with the total score of
reading skills test was calculated in order to verify the internal consistency of the test
domains as shown in table (4):
Table (4)
Pearson correlation coefficient and the significance level for all domains of
study tool and their total score
Domains

Scanning

Skimming

Guessing
the meaning

Interface

Recognizing
word

Scanning
Skimming

0.568**

Guessing
the meaning

0.795**

0.469**

Inference

0.512**

0.531**

0.442**

Recognizing
word

0.478**

0.366*

0.554**

0.767**

TOTAL

0.878**

0.811**

0.828**

0.708**

0.786**

** r, critical value at degree of freedom 32 and sig level 0.01=0.449
* r, critical value at degree of freedom 32 and sig level 0.05=0.349

The above table shows that the correlations coefficient value between the test
domains and the total score of test are statistically significant at the degree of
freedom 32 and sig level 0.01. This result shows that the test is consistent and valid
for conducting this study.
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4.8. Study Tools Reliability
To determine reliability of reading achievement test, the researcher used halfsplit method, which depends on splitting the test into two parts, and calculating the
correlation between the parts, then making a correction for the correlation coefficient
by Spearman – Brown Prophecy Formula or Guttmann equation as shown in the
table (5):
Table (5)
Reliability coefficient for all test domains before and after modification
Correlations coefficients

Numbers
of items

Before modification

After
modification

Scanning

13

0.783

0.874

Skimming

6

0.471

0.641

Guessing the meaning

3

0.708

0.829

Inference

3

0.579

0.733

Recognizing word

4

0.621

0.725

29

0.802

0.858

Domains

TOTAL

Table (5) shows that reliability coefficient value is 0.858, which is of a very
high value and indicating that reading the achievement test is highly reliable to be
applied to study sample.
Cronbach's Alpha Method
The researcher calculated reliability of reading English achievement test by
using Cronbach‟s alpha formula as shown in table (6):
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Table (6)
Cronbach's alpha for every domain of Achievement test and its total score
N

Domains

Number of items

Cronbach's alpha
coefficients

1.

Scanning

13

0.901

2.

Skimming

6

0.703

3.

Guessing the meaning

3

0.710

4.

Inference

4

0.838

5.

Recognizing word

3

0.897

29

0.913

TOTAL

Table (6) shows that Cronbach's alpha coefficient value for every domain and
total score of the test is of a very high value, which indicates that the reading English
achievement reading test is reliable to be applied to study sample.
Second Tool (attitudes towards reading English scale)
The researcher designed an attitude scale in order to measure attitudes of 10th
grade students towards reading English. The scale consisted of 35 items distributed
among four domains as shown in table (7):
Table (7)
Distribution of attitude scale items on their domains
N

Domains

Number of items

1.

Interest in reading English

9

2.

Behavior toward reading English

8

3.

Feelings towards reading the English language

9

4.

Opinion about reading English

9

Total

35
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4.9. The Referee Validity
The researcher introduces (the attitude towards reading English scale) to a
group of specialists, including professors from different universities, supervisors of
English language, and highly qualified Arabic teachers of the tenth grade. The
attitude scale is modified according to their valuable remarks. The final draft of the
test is shown in Appendix (2).
Internal Consistency of the Attitude Scale Items
The researcher calculated the correlation Pearson coefficient between the
scores of study sample for every item and their domains of the attitude scale in order
to determine the internal consistency of the scale as shown in the following table.
Table (8)
Pearson correlations coefficients of all items of every item with their domains
and the level of significance
No

Items

1st domain (interest in reading English)
1. I think that I'm shortened in reading English.
2. I prefer the reading in English on reading in Arabic.
3. Reading English deserves my interest.
4. I prefer to replace English lesson instead of art
5. Ilesson.
prefer to listen to songs instead of reading English.
6. Reading English develops the other language skills.
7. I study English language for exams only.
I'm interested in application of reading English
8.
subjects in my daily life.
9. I don't like reading English.
2nd domain (behavior towards reading English)
1.
2.
3.
4.
5.
6.
7.
8.

I don't prefer to buy English books.
I avoid the situation which requires me to read in
IEnglish.
avoid sharing in reading English lessons.
I prefer English lesson on the others lessons.
Reading English made me to think in high levels.
I read the texts in the school book in English.
I do my best to learn English language.
I go to school library in order to read English books.
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Correlations
Coefficient

Sig
Level

0.624
0.705
0.706
0.466
0.627
0.683
0.516

0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01

0.550
0.491

0.01

0.491
0.479
0.494
0.440
0.552
0.533
0.677
0.470

0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01

No

Correlations
Coefficient

Items

Sig
Level

3rd domain (Feelings towards reading the English language) : Correlations
Coefficient
0.05
1. I feel that I have high level of culture when I read in
0.667
2. English.
I feel that reading in English is very easy.
0.496
0.01
3.
4.
5.

I feel uncomfortable when I read in English.
Reading in English provide me new knowledge's.
I feel unhappy when English lesson canceled.

0.725
0.740
0.662

6.

I feel satisfied toward my level in reading English.
I feel tens and afraid when I started reading in
English.
I read English against my will.

0.554

7.
8.
9.

I enjoy reading in English.

0.754
0.699
0.610

0.01
0.01
0.01
0.01
0.01
0.01
0.01

4th Domain (Opinion about reading English) : Correlations Coefficient
1.
2.
3.
4.
5.
6.
7.
8.
9.

I think that Reading in English will help me in future
position. English will give me better marks in this
Reading
term. in English is very important to
Reading
communicate
with
others.
Reading English
helps
me in learning the other
Reading
subjects. in English is not necessary.
Reading English don't improve social status.
Reading English is very interesting.
I think that reading English material is easy to
Reading
forget. English doesn't satisfy my interests.

0.647
0.470
0.581
0.606
0.477
0.440
0.587
0.743
0.459

0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01

** r, critical value at degree of freedom 32 and sig level 0.01=0.449
* r, critical value at degree of freedom 32 and sig level 0.05=0.349

Table (8) shows that the correlations coefficient values of all items of every
domain of the scale are significant at the degree of freedom and significance level
0.01. This result shows that the scale is suitable and consistent.
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Internal consistency of the attitude scale domains
The researcher calculated Pearson correlation coefficients in order to ensure
the internal consistency of all domains of attitude scale as shown in table (9).
Table (9)
Pearson correlation coefficients between attitude scale domains and their total
score and the level of significance

Domains

Interest
in reading
English

Behavior
toward
reading
English

Feelings
toward
reading the
English

Opinion
about
reading
English

Interest in reading English
Behavior toward reading
English
Feelings toward reading

00.451**

0.399**

0.395*

Opinion about reading English

0.551**

0.545**

0.412*

Total scores

0.788**

0.721**

0.684**

English

0.843**

** r, critical value at degree of freedom 32 and sig level 0.01=0.449
* r, critical value at degree of freedom 32 and sig level 0.05=0.349

Table (9) shows that all study tools correlates with total score at degree of
freedom 32 and significance level 0.01, which indicates that the attitude scale is
highly consistent and valid to be applied on the study actual sample.
Reliability of Attitude Scale
The researcher used two techniques to calculate the scale reliability:
Split-half Method
It depends on splitting the test into two parts, and calculating the correlation
between the parts, then making a correction for the correlation coefficient by
Spearman – Brown or Guttmann Formula.
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Table (10)
Correlation coefficients for every domain of the attitude scale before and after
modification
Correlations coefficients
Numbers
of items

Domains

Pre
modification

Post
modification

9

0.548

0.700

8

0.471

0.641

9

0.743

0.837

Opinion about reading English

9

0.679

0.754

Total scores

35

0.737

0.822

Interest in reading English
Behavior toward reading
English
Feelings towards reading
English

The results on table (10) show that reliability coefficient value of the attitude
scale is very high, which indicates that the scale is reliable.
Table (11)
Cronbach's alpha coefficients for all scale domains and the total score
N

Skills

Number of
items

Cronbach's alpha
coefficients

1.

Interest in reading English

9

0.811

2.

Behavior toward reading English

8

0.789

3.

Feelings towards reading English

9

0.891

4.

Opinion about reading English

9

0.796

35

0.877

TOTAL SCORE

Table (11) shows that the values of Cronbach alpha coefficients are very
high, which means that the scale is reliable for applying on the study sample.
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Pre-test
Equivalence of the study samples according to reading English comprehension level
To ensure that the sample of the study is equivalent in their previous English
language reading skills, the researcher applied the reading skills test before starting
the experiment. The results of the subjects were recorded and statistically analyzed
by using independent sample T-test. Table (12) shows the mean and the standard
deviation of each group in English language reading skill backgrounds.
Table (12)
Mean, standard deviation, t value, and significant level for control and
experimental group on English reading skills pretest
Domains
Scanning

Skimming
Guessing the
meaning
Inference
Recognizing
word
Total

groups

N

Mean

Experimental

35.00

9.69

Std.
deviation
2.72

Control

35.00

9.01

2.43

Experimental

35.00

3.60

1.63

Control

35.00

3.74

1.24

Experimental

35.00

1.46

1.04

Control

35.00

1.63

0.97

Experimental

35.00

0.63

1.11

Control

35.00

0.86

0.97

Experimental

35.00

1.63

1.03

Control

35.00

1.66

0.76

Experimental

35.00

17.00

5.30

Control

35.00

16.89

4.39

t
value
1.093

0.412

0.713

0.914

0.132

0.091

Sig level
Not
significant
Not
significant
Not
significant
Not
significant
Not
significant
Not
significant

** t, critical value at df 68 and sig level 0.01=2.65
* t, critical value at df 68 sig level 0.05=2.00

Table (12) shows that the computed (t) value was less than the critical (t)
value at the degree of freedom 68 and significance level 0.05. This shows that there
are no statistically significant differences between the control and the experimental
groups on the pre test. Table (12) also shows that each computed (t) value of each
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domain is less than the critical (t) values. This indicates that there is no statistically
significant difference between the control and the experimental groups in terms of
their marks in the pre test. Hence, both groups were equivalent in terms of their
strengths in English reading skills.
Equivalence of the Study Samples in the Attitude Level
To ensure that the sample are equivalent in their attitudes towards reading
English, the researcher applied the attitude scale before starting the experiment The
results of the subjects were recorded and statistically analyzed by using independent
sample T-test. Table (13) shows the mean and the standard deviation of each group
in attitudes towards reading in English. This result means that both groups were
equivalent in terms of their attitudes towards English reading comprehension.
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Table (13)
Mean, standard deviation, t value, significant level between control and
experimental group in attitudes pretest
Domains

Groups

N

Mean

Interest in
reading English
Behavior toward
reading English

Control

35.00

26.11

Behavior toward
reading English

Feelings towards
reading English
language

Opinion about
reading English

Std.
t value
deviation
3.60

Experimental

35.00

25.60

3.87

Control

35.00

24.17

3.64

Experimental

35.00

23.57

3.48

Control

35.00

28.77

3.79

Experimental

35.00

27.74

3.87

Control

35.00

28.18

2.18

Experimental

35.00

27.86

4.15

Control

35.00

107.24

7.90

Total
Experimental

35.00

104.77

Sig level

11.62

0.575

Not
significant

0.704

Not
significant

1.124

Not
significant

0.406

Not
significant

1.037

Not
significant

** t, critical value at df 68 and sig level 0.01=2.65
* t, critical value at df 68 sig level 0.05=2.00

Table (13) shows that the computed (t) value is less than the critical (t) value
at the degree of freedom of 68 and significant level 0.05 for the total average score
on the attitude scale. This shows that there are no statistically significant differences
between the control and the experimental groups in terms of attitudes pre test. Table
(13) also shows that each computed (t) value of each domain is less than the critical
(t) values. This indicates that there is no statistically significant difference between
the control and the experimental groups in terms of their marks in the pre test. Hence,
both groups are equivalent in terms of their levels in attitudes towards reading
English.
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Statistical Methods
The researcher analyzed the data by SPSS (statistical package for social
science program) using the following statistical methods:


Frequency, percentage, mean, and standard deviation.



Cronbach's alpha, Spearman brown, Guttmann formulas for measurement of the
reliability of study tools.



Pearson correlation formula to calculate the internal consistency of study tools.



T-test Independent Sample was used to measure the statistical differences in
means between the experimental and the control groups in the results of the posttest and pre-test.



T-test Paired Sample was used to measure the differences in developing students'
proficiency in English reading comprehension skills between the pre- test and
post-test of the experimental group.



Eta square and Cohen's coefficient were used to ensure that the size effect of the
meta cognitive strategies on the experimental group reading comprehension skill
levels and their attitudes towards reading comprehension.
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Procedures


The study progressed according to the following steps:



Previous studies related to the effectiveness of using Metacognitive Strategies on
Reading Comprehension and studies related to students' attitudes towards reading
in English Language.



A pilot study was conducted to measure the suitability of the study instruments.



A pre reading comprehension test, and pre application of the attitude scale were
applied on both the experimental and the control groups in the second term of the
scholastic year (2014-2015). The results were recorded and statistically analyzed.



The researcher made sure that both groups were equivalent and then conducted
the experiment.



A post reading comprehension test, and the application of the attitude scale were
applied on both the experimental and the control groups. The results were
recorded and statistically analyzed.



Presenting the summary.

Summary:
Chapter four showed the procedures of designing and applying the
instruments, the subjects and the statistical analysis that the researcher adopting in
analyzing the results of 1) the pre and post reading comprehension test; 2) the pre
and post application of the attitudes scale towards reading in English Language.
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Chapter 5

Results, Discussion, and
Recommendations
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Chapter 5
This chapter discusses the results of the study. It summarizes the conclusions
which will be deduced in the light of the study results and the pedagogical
implications of the study. It involves suggestions and recommendations for further
studies as well. Such suggestions are expected to be beneficial for course designers,
tenth grade teachers of English, supervisors, students and educators. They could help
improve teaching English language in general and teaching reading comprehension
skills in particular.
5.1. Results:
5.1.1. Test of the First Hypothesis
The first hypothesis stated that "There are statistically significant
differences at (α ≤ 0.05) between the experimental group subjects' mean scores
on the pre reading comprehension skills test and their mean scores on the
posttest".in favor of the posttest.
To test the first hypothesis, the researcher used T- test Paired Sample to
calculate the differences between the scores of experimental sample in English
reading skills pre-test and post-test. The results are shown in table (14):
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Table (14)
Mean, standard deviation, t- value, and significance level between the
experimental group scores on English reading comprehension skills pretest and
post test
Skills

Groups

Mean

N

Std.
deviation

Pre-test

9.69

35.00

2.72

Scanning
Post- test

12.77

35.00

0.60

Pre-test

3.60

35.00

1.63

Post- test

5.49

35.00

0.74

Pre-test

1.46

35.00

1.04

Post- test

2.86

35.00

0.36

Pre-test

0.63

35.00

1.11

Skimming

Guessing the
meaning

Inference

Recognizing
word

Post- test

2.17

35.00

0.86

Pre-test

1.54

35.00

1.04

Post- test

2.11

35.00

0.72

Pre-test

16.91

35.00

5.23

Post- test

25.39

35.00

1.99

Total

t
value

Sig level

6.514

Sig at 0.01

6.952

Sig at 0.01

7.248

Sig at 0.01

6.948

Sig at 0.01

2.719

Sig at 0.01

9.283

Sig at 0.01

** t, critical value at df 34 and sig level 0.01=2.750
* t, critical value at df 34 sig level 0.05=2.042

Table (14) shows that the computed (T) value is larger than the critical (T)
value at degree of freedom 34 and significance level (0.01) for total average score.
This shows that there are statistically significant differences between experimental
group‟s reading comprehension on pre-test and post-test in favor of posttest. Table
(14) also shows that the computed (T) value of each domain is more than the critical
(T) values ( 0.01). This indicates that there are statistically significant differences
between the mean, standard deviation, t value, and significance level of the pre-test

125

and post-test in favor of post-test. This result confirms the effectiveness of metacognitive strategies in developing the students' reading comprehension skills. To
elaborate, the total mean scores on the pretest of reading comprehension is (16.91)
whereas it is (25.39) on the post test. The difference between the two means is very
high and statistically significant. Similarly, whereas the mean scores of the subjects
in scanning are (9.69) on the pretest, it is (12.77) on the posttest. The skimming skill
on the pretest is (3.60) and it is (5.49) on the posttest. Guessing the meaning of new
words is (1.46) on the posttest and (2.86) on the posttest. Inference, likewise, is
(0.63) on the pretest and (2.17) on the posttest. Recognizing reference words is
(1.54) on the pretest and (2.11) on the posttest. These figures undoubtedly show a
great progress in the students' performance in all the reading comprehension skills
and this advancement is caused by the intervention represented in using
metacognitive strategies in teaching the experimental group subjects.
This result agrees with the results of the following researchers: Ahmad M. M.
Abdelhafez (2006) who used metacognitive strategies to improve reading disabilities
and proved their effectiveness; Dr. Feryal ÇUBUKÇUi (2008)who emphasized the
influence of metacognitive strategies on critical thinking skills when individuals use
them to increase the probability of a desirable outcome; Dabarera, Renandya, &
Zhang, (2014)who found that the use of metacognitive strategies in learning how to
read positively improved the subjects' reading achievement; Yüksel & Yüksel,
(2012), who proved that telling and reading metacognitive stories by the teacher may
have a significant positive effect on learners' reading comprehension; as well as
Fatemeh Khonamri and 2Maryam Ahmadi (2014), who found that students
performed better in drawing connections between pieces of information when using
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metacognitive strategies and that metacognitive strategies can enhance English
comprehension among L2 readers.
5.1.2. Test of the Second Hypothesis
The second hypothesis stated that "There are statistically significant
differences at (α ≤ 0.05) between the experimental group subjects' mean scores
on the post reading comprehension skills test and that of the control group
subjects".in favor of the experimental group
To test this hypothesis, the mean scores of the experimental group and control
group results on the post- test were computed. To do this, the researcher utilized Ttest independent sample statistics to analyze the data. The results are shown in table
(15):
Table (15)
Mean, standard deviation, t value, significance level between the control and the
experimental group on English reading skills post test

Skills
Scanning

Groups
Experimental

Control
Experimental
Skimming
Control
Guessing the Experimental
meaning
Control
Experimental
Inference
Control
Experimental
Recognizing
word
Control
Experimental
Total
Control

N

Mean

Std.
deviation

35.00

12.77

0.60

35.00
35.00
35.00
35.00
35.00
35.00
35.00
35.00
35.00
35.00

8.03
5.49
3.26
2.86
1.49
2.17
1.14
2.11
1.46
25.39

3.39
0.74
2.15
0.36
1.20
0.86
1.24
0.72
0.89
1.99

35.00

15.37

5.99

t
value

Sig level

8.134

Sig at 0.01

5.804

Sig at 0.01

6.497

Sig at 0.01

4.037

Sig at 0.01

3.409

Sig at 0.01

9.939

Sig at 0.01

** t, critical value at df 68 and sig level 0.01=2.66
* t, critical value at df 68 sig level 0.05=2.00

The results of table (15) indicate that the T- computed value is higher than Ttabled in the test for every domain and total score at the degree of freedom (68) and
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significant level (0.1), which means there are significant differences at sig. level
(0.01) between the scores of experimental and those of the control group in reading
comprehension post-test in favor of the experimental groups. This result confirms
that metacognitive strategies improved the reading comprehension level of
experimental group.
This result agrees with the result of the following researchers: Fatemeh
Khonamri and 2Maryam Ahmadi (2014)), who proved that using other techniques
such as computerized packages can develop reading skills for the students and that
this technique can be adopted to teach English in general and reading in English in
particular; Negretti & Kuteeva (2011), who found that the use of guided discovery
approach can develop reading comprehension skills; and Senay Sen, (2009), who
confirmed that using linguistic games can be effective in improving students' reading
comprehension skills.
To elaborate, the total mean score of the control group students is (15.37) on
the test, but it is (25.39) among the experimental group subjects. Likewise, the mean
scores of scanning is (3.26) in the case of the control group, whereas it is (5.49) for
the experimental group. Regarding guessing, it is (1.49) with control group and
(2.86) with treatment group. Inference is (1.14) for the control group and (2.17) for
experimental group. Finally, recognizing words is (1.46) and (2.11) for control
group and experimental groups, respectively.
To show the effectiveness of using metacognitive strategies on developing
reading comprehension skills for the experimental group, the researcher used the
"Effect Size" technique, Eta Square and Cohen's coefficient by using the following
equations:
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where
η2=eta square
t= t value
df= degree of freedom
√
where
d=Cohen's coefficient
t= t value
df=degree of freedom
Table (16)
The critical value of effect size level
Effect size levels
Scale
Small

Medium

Large

η2

0.01

0.06

0.14

D

0.2

0.4

0.8

The result of " η2" and "D" values shown in table (16) indicate the large effect of
using metacognitive strategies in the post test.
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Table (17)
Eta Square and Cohen's coefficients of the Effect Size of metacognitive
strategies on reading comprehension skills among the experimental group
subjects
Reading skills

T value

Df

η2

D

Effect size

Scanning

8.134

68

0.49

1.97

High

Skimming

5.804

68

0.33

1.41

High

Guessing the meaning

6.497

68

0.38

1.58

High

Inference

4.037

68

0.19

0.98

High

Recognizing word

3.409

68

0.15

0.83

High

Total

9.939

68

0.56

2.41

High

Table (17) shows that the effect size is large for each level of the reading
comprehension skills and for the total score of the whole test. This means that the
participants' performance has dramatically changed as a result of teaching them
reading comprehension skills using metacognitive strategies.

The descending

sequence of the effect size figures under "d" and "η2" indicates that the change of
scanning levels takes the highest rank with the effect size on (d = 1.97), and (0.49) on
η2. The next rank is guessing the meaning level with the effect size on ("d"= 1.58),
and (0.38) on "η2". Skimming level comes next in the rank with the effect size on
("d" = 1.41), and (0.33) on "η2". Inference comes the next skill in rank with effect
size on ("d" = 0.98), and on ("η2"= 0.19). The last skill in rank is recognizing
reference words with an effect size on ("d" = 0.83), and (0.149) on "η2". The table
also shows that the effect size on the total score is (2.41) on "d", and (0.56) on "η2".
These results show that the effect size of using metacognitive strategies on
improvement of reading comprehension skills among 10th grade secondary students
is large.
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5.1.3. Test of the Third Hypothesis
The third hypothesis stated that "There are statistically significant
differences at (α ≤ 0.05) between the experimental group subjects' mean scores
on the pre application of the attitudes towards reading scale and their mean
scores on the post application".in favor of the post application.
To test this hypothesis, the researcher used T- test Paired Sample to calculate
the differences between the scores of experimental sample in their attitudes towards
reading English on the pre-application and post-application of the attitude scale
toward reading. The results are shown in table (18):
Table (18)
Mean, standard deviation, t- value, and significance level between experimental
groups’ mean scores on the pre application and post application of attitude scale
Domains

Test

Mean

N

Std.
deviation

Interest in
reading English

Pre-test

25.60

35.00

3.87

Post-test

33.00

35.00

3.35

Pre-test

23.57

35.00

3.48

Behavior toward
reading English
Feelings towards
reading English
language
Opinion about
reading English

t value

Sig level

10.103

Sig at 0.01

Sig at 0.01
7.69

Post-test

29.91

35.00

4.38

Pre-test

27.74

35.00

3.87

Post-test

33.74

35.00

3.82

Pre-test

27.86

35.00

4.15

Sig at 0.01
7.79
Sig at 0.01
7.835

Post-test

35.03

35.00

3.40

Pre-test

104.77

35.00

11.62

Post-test

131.68

35.00

12.18

Total

Sig at 0.01
11.277

** t, critical value at df 34 and sig level 0.01=2.750
* t, critical value at df 34 sig level 0.05=2.042

Table (18) shows that the calculated value of (T) for each domain and the
total score at degree of freedom (3) and significance level (0.1) is larger than critical
T-value, which indicates that there are statistically significant differences between
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the attitudes of the experimental group towards reading comprehension on the pretest
and posttest following the application of metacognitive strategies in favor of posttest.
This result confirms the effectiveness of metacognitive strategies in developing the
10th grade students' attitudes towards English reading comprehension.
This result agrees with the result of Temura, Kargin, Bayar, & Bayar, (2010),
who found that the students' attitudes towards English reading were positive due to
the effectiveness of using a program based on activating prior knowledge of a given
topic among learners to improve their reading comprehension skills, and with that of
Mehrdad, Ahghar, & Ahghar, (2012), who proved that the students' attitudes towards
English reading comprehension changed before and after using the strategy of
increasing motivation to improve their reading achievements.
To state in detail, the experimental group subjects' total mean scores on the
pre administration of the attitude scale is (104.77), whereas on the post test it is
(131.68), which means that there is a large improvement in students' attitudes
Similarly, the mean scores of the first rank (opinion about reading in English)
is (27.86) on the pre application, whereas it is (35.03) on the post application.
Feelings toward reading English, which is the second domain of the attitude scale,
occupies the second rank as it is (27.74) on the pre application and (33.74) on the
post application, the third domain of the scale, is Interest in reading English as it
(25.60) on the pre application and (33.00) on the post application, The fourth domain
of the scale, Behavior towards reading English, gets a mean score of (23.57) on the
pre application and (29.91) on post application .
The figures above show that students' attitudes towards reading in English
improved a lot as a result of the intervention , which means that teaching the
subjects reading comprehension texts using Metacognitive strategies caused students
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to develop a liking towards reading in English . To elaborate, students‟ opinion about
reading English soared high which means that their opinion positively changed.
Likewise, their feelings towards reading in English, which constitutes the core of
attitudes, were upgraded dramatically. Interest in reading English also progressed.
However,
(behavior towards reading English) improved and came last.
5.1.4. Test of the Fourth Hypothesis
The fourth hypothesis stated that "There are statistically significant
differences at (α ≤ 0.05) between the experimental group subjects' mean scores
on the post application of the attitudes towards reading scale and that of the
control group subjects".
To examine the fourth hypothesis, the mean scores of results of the
experimental group and that of the control group on the post- test were computed. Ttest independent Sample statistics were used to analyze the data statistically. The
results are shown in table (19):
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Table (19)
Mean, standard deviation, T-value, significance level between the mean scores on
the post application of the attitude scale of the control and experimental groups .

Domains

Interest in reading
English behavior
Behavior toward
reading English
Feelings towards
reading English
Opinion about
reading English

Groups

N

Mean

Std.
deviatio
n

Control

35

25.5143

5.65359

Experimental

35

33.0000

3.35191

Control

35

23.0000

5.11054

Experimental

35

29.9061

4.38169

Control

35

26.9143

3.99538

Experimental

35

33.7429

3.82209

Control

35

27.0286

5.26635

Experimental

35

35.0286

3.39970

Control

53

1754.351

144557..

t
value

Sig level

6.738

Sig at
0.01

6.069

Sig at
0.01

7.306

Sig at
0.01

7.550

Sig at
0.01

8.505

Sig at
0.01

Total
Experimental

53

1514465.

15415363

** t, critical value at df 68 and sig level 0.01=2.660
* t, critical value at df 68 sig level 0.05=2.00

Table (19) shows that the calculated value of (t) for each domain and the total
score at the degree of freedom (68) and the significance level (0.01) is larger than
critical T-value (0.01), which indicates that there are statistically significant
differences in the posttest attitudes towards reading between the experimental group
and the control one after using the metacognitive strategies in favor of experimental
group. This result confirms the effectiveness of the metacognitive strategies in
developing the 10th grade students' attitudes towards reading in English.
The total mean score of the control group on the post application of the
attitudes toward reading scale is (102.4571) and that of the experimental is
(131.6834). Regarding the mean scores of the first domain of the scale, interest in
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reading, is (25.5143) and that of the treatment group is (33.0000). Additionally,
behavior toward reading, the second domain of the scale, the mean scores of the
control group is (23.0000) whereas that of the experimental group is (29.9061).
Likewise, feelings toward reading English have the mean scores (26.9143) in the
case of the control and treatment group is (33.7429) in the case of the treatment
group. The final domain of the scale, opinion about reading English, the mean scores
of the control group is (27.286) while that of the treatment group is (35.286). The
above figures mean that the attitudes of the subjects of the experimental group
developed and improved as a result of the treatment.
To calculate the effect size of metacognitive strategies on developing the
attitudes of the experimental group towards reading in English, the researcher used
Eta Square and Cohen's coefficient effect size techniques as shown in table (20):
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Table (20)
T-value, degree of freedom, η2 and d for each domain
and total score of attitude scale
T value

Df

η2

d

Effect size

Interest in reading
English

6.738

68

0.40

1.63

High

Behavior toward
reading English

6.069

68

0.35

1.47

High

Feelings towards
reading English
language

7.306

68

0.44

1.77

High

Opinion about
reading English

7.55

68

0.46

1.83

High

8.505

68

0.52

2.06

High

Domains

Total

Table (20) shows that the effect size is large for each domain of attitudes
toward reading in English as represented in the total score of the scale and each
domain as well. This means that the participants' attitudes have dramatically and
significantly increased as a result of teaching the experimental group reading
comprehension by implementing metacognitive strategies. The descending sequence
of the effect size figures under "d" and "η2" indicates that the domain of opinion
about reading English ranks first where the effect size on d = 1.83, and (0.46) on η2,
followed by the feelings towards reading in English domain where the effect size on
"d"= 1.77 and (0.44) on "η2", interest in reading English domain comes third in the
rank where the effect size on "d" = 1.63 and (0.40) on "η2", the behavior towards
reading English domain comes last where the effect size on "d" = 1.47 and 0.35 on
"η2". The table shows that the effect size on the total scale is (2.06) on "d" and
(0.52) on "η2". This means that the effect size of using metacognitive strategies in
improving attitudes towards reading comprehension among 10th grade secondary
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students is large. Therefore, using these strategies in teaching English reading skills
has great impact on motivating the students and on developing their self-assessment,
confidence in reading comprehension skills. This has led to the improvement of their
attitude toward reading in English with all its domains.
5.2. Discussion
The research questions in the current study were set out to determine whether
the use of metacognitive strategies would develop the students' reading
comprehension or whether they positively change the students‟ attitudes towards
reading in English language.
Based on the findings of this study, the results showed that using the
metacognitive strategies has a significant positive effect on both the students' levels
of reading comprehension skills and their attitudes towards English.
To illustrate this, the study revealed that the experimental group showed
progress in their performance in the five reading comprehension skills namely,
skimming, scanning, inference, guessing meanings of words, and recognizing
reference words. The researcher attributes this progress to the training process which
is based on instructing students explicitly on utilizing metacognitive strategies to
achieve comprehension.
To illustrate, metacognitive strategies refer to planning, monitoring,
generating question and evaluation. Each strategy is a thinking process which has its
positive impact on reading comprehension.
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First: Planning level
As to planning, it means that a reader specifies a goal and sub objectives. In
order to achieve that goal and objectives, he / she states on a map of regular steps to
be followed. He / She doesn't work randomly or haphazardly, he is aware of what
he

is doing and his steps are deliberate and conscious which means that he's

practicing deep thinking process and he's capable of finding solution to the obstacles
he faces.
Planning to achieve full comprehension is a sequential analytical process
which facilities learning and helps a reader to pass from a step to another regularly,
and when finishing a step he/she enjoys his achievement and is motivated to pass to
the next one. For more examples, a metacognitive plan of approaching a reading
comprehension text could follow the coming steps:
1- Investigating the little and the accompanied picture to predict what the text is
about.
2- Brain storming to revive the schemata information as a base to the new
information he/she will receive in the text. That activity enables them to put the
first brick in understanding the target texts or to draw the borders of the mental
image of the text and to focus his thinking in this area.
3- Skimming to get the gist. It helps eliciting the main idea of the text.
4- Scanning to explore the details of the text.
5- Guessing the meaning of the words in the text to find relation between the new
words and the text and to find clues which enables the reader to guess the
meaning of the new words.

138

6- Inference to help complete the mental image of the text. A reader reads behind
lines to get the hidden message the author wants to deliver. All the previously
mentioned steps of the plan are controlled, regular, conscious, deliberate thinking
processes that naturally result in achieving understanding and cognition. The
researcher builds her judgment on Allah‟s directions to human beings to think in
order to, to achieve cognition, to recognize universal phenomena and to solve
problems.
Second: Monitoring levels
Monitoring is an analytical thinking process which takes place gradually
while reading a text. In this phase, a reader asks himself whether he is going on the
right track. Which pieces of information are central or key ones? Whether he should
change his procedure, whether he understands the meaning of the key words, and
how he can solve the problems of misunderstanding in case of any. A reader not
only investigates his procedures, but also he monitors the text components
analytically; he evaluates grammaticality sentences, the cohesiveness among
propositions in the text,
the structural cohesiveness of the ideas or paragraph of the text, the internal
consistency or whether the ideas expressed in thetext are logically consistent with
one another, whether the facts presented in the text are true and consistent with what
he already knows and whether the text provides all the information necessary for full
understanding.
To conclude, in all those monitoring processes, readers are trying to achieve
full comprehension of the text employing the cognitive and metacognitive reading
comprehension skills. They are aware of what they are doing. They deliberately and
consciously examine the text to fill in the gaps in their understanding. In case lack of
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any of upper mentioned characteristic of a text which may obstruct understanding, a
reader makes his effort to compensate for the gaps in his comprehension. He tries to
find clues in the text or in his previous knowledge or he may take help from a teacher
or peers to discuss and understand certain points. These activities are: analytical,
controlled planned thinking process which, more or less, achieves deep
comprehension of the text.
Third: Generating questions
Generating questions is a mental process which stimulates thinking and
challenges mind to find logical answers. It is a controlled, deliberate thinking that
reflects reader's awareness of his needs to achieve comprehension. It represents core
of metacognitive processes that leads to achieving comprehension. Generating
questions is a continuous process starts from the first second of reading
comprehension activity to the last one. The effort exerted to answer questions
facilities understanding and participates in analyzing the text and synthesizing a full
mental image of it.
For instance, when a reader skims a text to get the gist, he poses question
such as: what do I want to know exactly? What is the topic sentence in each
paragraph? How are they related to the topic? Answering these questions lead to
deep understanding,
In the light of the previous studies related to utilizing metacognitive skills to
achieve full of comprehension of reading texts, it is found that evaluation is a post
reading metacognitive thinking skill which enables a reader to decide whether he
achieves his goals of comprehending the text, gets the main and the supporting ideas.
He also checks whether the text adds something to his previous knowledge and he
examines the effectiveness of the strategies he uses. He decides on the validity of the
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text and explores bias if any. All these notions are metacognitive controlled high
order thinking skill which enhance drawing the last lines of the mental image of
a reader wants to create of the text. This analysis is in consistence with (Schiff &
Calif, 2004) who stated "evaluating is considered as a post-reading strategy that
reveals the needs of students to summarize the core ideas for comprehension of
certain material and to find supplementary evidences for outside needs”. Moreover,
the previous analysis matches Benchmark‟s (2011) analysis which declares that
evaluating represents a metacognitive process in judging the meaning of the text and
thus fulfilling the needs of readers. This strategy helps readers to make a suitable
conclusion of the text and make a way to guess the meaning appropriately by
planning for further reading strategies. To conclude, the use of metacognitive
strategies in reading comprehension is positively effective.
The findings of the study have revealed that student's attitudes towards
reading comprehension have improved after utilizing metacognitive strategies to
achieve reading comprehension. This is a sequential result of the improvement
which happens at the cognitive level. When one‟s scores rise and his goals are
achieved, one feels that he can achieve his goals and that he is independent and
self-directed, he feels confident and happy and his interest in what he does increases.
This interpretation of the improvement that happened in the experimental group‟s
attitudes towards utilizing metacognitive strategies goes with (Dickinson, 1987).
Who explained “Metacognition strategies can enable students to take responsibility
for their own learning by enhancing learner autonomy, independence and self direction”
The current study is in consistence with the finding of the previous studies of
the same concern. Authors like Procedia (2015), Rasha Abdellah (2014), Mark, R.
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Tregaske s& Delva Daines (2010), are in full consensus that utilizing metacognitive
strategies to achieve comprehension is positively effective. In addition, they
suggested that metacognitive strategies are powerful factors that enhance learning
process.
The researcher feels confident that regular, deep, controlled thinking process
leads to elevated learning, solving problems and discoveries because Allah orders us
to think and to use our minds to discover the universe to learn and to build
civilization. Metacognitive strategies are thinking processes which pave the way to
achieve those goals
5.3. Pedagogical Implications
In the lights of study results, the following suggestions are put forth:


Using the metacognitive strategies in the teaching-learning process
encourages students to be active and motivated when doing an activity as a
result of the students' being enabled to plan, monitor and self – evaluate their
learning. Planning is a good habit of the productive mind and essential to
successful learning, including learning English as a foreign language.



Teachers should be aware of the importance of the metacognitive strategies in
developing students' reading comprehension skills. Moreover, they should be
trained by educational supervisors on how to employ these strategies in
teaching all English language skills, including reading.

This training is

highly promising as it will enable them to, in turn, enable their students to
make use of these metacognitive strategies, which ultimately will help create
autonomous and self- regulated learners who are both initiative and
responsible for their own learning.
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Using metacognitive strategies develop students' vocabulary and its retention.
Through self-monitoring and self –assessment, learners come to know that in
order for them to succeed in comprehending reading texts they need to master
vocabulary items and store them in such a way through which they can
retrieve them easily when necessary.



Using metacognitive strategies enables students to enhance their attitudes
towards learning in general and towards learning English language in
particular. When learners become autonomous and independent as a result of
being properly made aware of the importance and effectiveness of
metacognitive strategies in addition to being effectively and skillfully trained
on implementing the strategies, students perform much better in reading
comprehension passages and this creates self-confidence in them and this
confidence brings about more liking of English .



Metacognitive strategies help to reduce the gap between teachers and learners
when interacting together. Training and teaching students through
metacognitive strategies requires both parties to work closely together and
this reduces the gap between learners and their teacher.



Metacognitive strategies are suitable for almost all ages. All learners
regardless of their age, academic level, achievement level, gender, and
ethnicity can be assisted to master, make use of, and benefit from
implementing metacognitive learning strategies .



Using metacognitive strategies activate students' prior knowledge and this
operates students' thinking and restores their experience about the topic.
Metacognitive learning strategies by their very nature involve learners in
reflection on and assessment of how they learn and most probably make use
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of the students' prior knowledge of the topic at hand. This prior knowledge
enables learners, if properly manipulated, to comprehend easily what they are
learning.
5.4. Recommendations
In the light of the study results, the researcher provides the following
recommendations

for

curriculum

designers

and

decision

makers,

school

administrators and supervisors, teachers of English and for further studies.
5.4.1. Recommendations for Curriculum Designers and Decision Makers
The researcher suggests the following recommendations to the curriculum
designers and decision makers:


Curriculum designers and decision makers should consider strategies such as
metacognitive strategies to activate students' prior knowledge while building
the curriculum activities included in textbooks.



Developing and enriching the teacher's guide with activities and modern
strategies such as metacognitive strategies which activate and increase prior
knowledge.



Supplying schools with necessary materials for employing innovative
strategies as metacognitive strategies.



Promoting teachers' abilities in teaching English and motivating them to
implement active strategies such as metacognitive ones.
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5.4.2. Recommendations to School Administrators and Supervisors
The researcher suggests and recommends the following:


Conducting training courses to motivate the use of innovative strategies like
metacognitive strategies and to develop teachers' abilities in teaching
English.



Providing teachers of English with modern strategies such as metacognitive
strategies and with lesson plans thereof.



Encouraging teachers to exchange visits and hold periodical meetings to
discuss new strategies of teaching like metacognitive strategies, to use peercoaching, training lessons and demonstration lessons for teaching different
language skills through metacognitive strategies.

5.4.3. Recommendations to Teachers of English
Teachers of English are recommended the following:


Providing support for the learners to be able to learn on their own through
using new strategies such as metacognitive strategies.



Implementing modern strategies that activate students' prior knowledge
such as metacognitive strategies.



Holding training sessions on how to use metacognitive strategies in
teaching.



Teachers should adopt metacognitive strategies to improve students'
reading comprehension skills.
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5.4.4. Recommendations to the Students
The researcher recommends the following:


Students are encouraged to use metacognitive strategies to activate their
prior knowledge.



Students need to learn how to build positive attitudes towards English
because they motivate students and help them exert the necessary effort to
learn English.



Students need to learn to employ effective learning strategies such as
metacognitive strategies to learn English.

5.4.5. Recommendations for Further Studies
In the light of the findings of this study, the researcher recommends the
following:


Conducting further researches to investigate the effectiveness of similar
strategies at different levels of education in Palestine.



Conducting studies based on metacognitive strategies on other
comprehension skills as listening, speaking and writing and at different
levels and grades.



Examining the Palestinian teachers' perceptions of utilizing language
learning skills and metacognitive strategies in teaching English language.



Conducting studies to investigate the impact of metacognitive strategies on
other variables such as creative thinking, critical thinking and selfconception.
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5.5. Conclusion
In this chapter, the researcher discussed the results of the study; the results
showed

that

the

adopted

metacognitive

strategies

for

teaching

reading

comprehension skills enhanced students' use of new vocabulary, enabled learners to
employ a better method in dealing with different kinds of texts and improved their
comprehension skills. The researcher highlighted the fact that students needed more
time to change their learning habits and nurture positive attitudes towards reading in
English.
Based on the findings derived from the results of this study, the following
conclusions were reached:

1- The metacognitive strategies increased the students' interaction in class as they
are new strategies for them and very easy to use.

2- The metacognitive strategies improved the teacher's instruction as they assist
teachers to involve learners actively in the learning process and transform
students' role from passive recipients to active participants and teachers' role
from knowledge givers to facilitators and organizers of language learners.

3- The metacognitive strategies save a lot of time.as they lessen the teachers'
burden and heighten the students' thus saving classroom instructional time
because they assign the responsibility of learning on the students' shoulder.

4- The metacognitive strategies also increased the students' motivation and
involvement in the classroom.

5- The metacognitive strategies are suitable for all levels of students.
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6- The metacognitive strategies are easy to use in presenting the lessons as
employing them in classroom instruction is neither demanding nor tiring for
instructors. All they need is a willingness to implement them.

7- The metacognitive strategies consider the individual differences among
learners. Because they allow and require learners to be responsible for their
own learning, students learn at their own pace and set appropriate and
attainable objective's and goals for their own learning.

8- The researcher provided several recommendations for ELT practitioners,
supervisors, students and researchers, including the importance of providing
friendly atmosphere and continuous encouragement for students' language
productivity.
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Appendix (1)
Test of Study

Al- Azhar University-Gaza
Deanship of Postgraduate Studies

Faculty of Education
Department of Curriculum and Teaching Methods

Dear Mr. / Mrs…………….
The researcher is conducting a study entitled

The Effectiveness of Using Metacognitive Strategies on Tenth
Graders' Reading Comprehension and attitudes

So as to obtain a Master Degree in Curriculum and Methodology.
In order to achieve the purpose of the study, the researcher prepared the following:
Instruments
1- Attitudes toward reading English scale.
2- Reading comprehension test
You are kindly requested to check each instrument and write your response
respectively.
Your notes and response will be highly appreciated.

Many thanks for your kind cooperation
The Researcher
Samia Abdallah Mahdi
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Before Modification
حعلَواث الوقَاس
٠رى ْٛاٌّم١اط ِٓ( )48ػثاسج ٚاٌّطٍٛب ِٕه أْ ذد١ة ػٕٙاا خّ١ؼاا ب ت ٛاغ ةااسج (×) فا ٟاٌماٛط
اٌزٛ٠ ٞافك سأ٠ه ف ٟاٌؼثاسج
أوافق
بشدة

الفقرة

الرقن

-1

أحظ إٕٔ ٟر ٚثمافح سف١ؼح ػٕذِا ألشأ اٌٍغح االٔدٍ١ض٠ح

-2

ػٕذِا ألشأ اٌٍغح االٔدٍ١ض٠ح أعرط١غ أْ أذطٍغ ػٍ ٝأةىاي ِرؼذدج ِٓ
اٌّؼٍِٛاخ

-3

ػٕذِا ألشأ اٌٍغح االٔدٍ١ض٠ح أةؼش تاالٔضػاج

-4

لشاءج اٌٍغح االٔدٍ١ض٠ح ذف١ذٔ ٟفِٕٙ ٟر ٟاٌّغرمثٍ١ح

-5

أر٘ة ٌٍّذسط ألٔالشٗ ف ٟأِٛس ذخض اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح أ

-6

أورغة ِؼاسف أخش ٜػٕذِا ألشأ تاٌٍغح االٔدٍ١ض٠ح

-7

لشاءج اٌٍغح االٔدٍ١ض٠ح ذؼط ٟٕ١دسخاخ أفضً ف ٟاٌفظً اٌذساعٟ

-8

أفضً اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ػٍ ٝغ١ش٘ا ِٓ األٔشطح

-9

اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح طٛسج ِٓ طٛس اٌر ٟذؤد ٞاٌ ٟاٌرّ١ض اٌؼٍّٟ

-10

٠ظؼة ِّاسعح اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ف ٟاٌح١اج اٌ١ِٛ١ح

-11

ٌٓ ألشأ تاٌٍغح االٔدٍ١ض٠ح تؼذ االٔرٙاء ِٓ اٌؼاَ اٌذساعٟ

-12

اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ِض١ؼح ٌٍٛلد

-13

ذغاػذٔ ٟاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ف ٟذؼٍُ تال ٟاٌّٛاد اٌذساع١ح

-14

ذغرحك اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ِٕ ٟوً ا٘رّاَ

-15

ذّىٕٕ ٟاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ِٓ ذط٠ٛش ِٙاساذ ٟاٌح١اذ١ح
شٚس٠ح ف ٟاٌٛلد اٌحا ش

-16

ذؼذ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح غ١ش

-17

أفضً االعرّاع ٌألغأ ٟػٍ ٝاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-18

أػضف ػٓ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-19

ذؼًّ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ػٍ ٝذط٠ٛش لذساذ ٟاٌٍغ٠ٛح

-20

أفضً ةشاء اٌىرة تاٌٍغح االٔدٍ١ض٠ح ػٓ غ١ش٘ا

-21

أذدٕة اٌّٛالف اٌر ٟذرطٍة ِٕ ٟاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-22

اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ال ذحغٓ أعٍٛتٌٍ ٟرؼاًِ اٌِ ِٟٛ١غ إٌاط

-23

أصٚس اٌّىرثح ٌٍمشاءج تاٌٍغح االٔدٍ١ض٠ح
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-24

اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ال ذحغٓ اٌّىأح االخرّاػ١ح

-25

إخادج اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ذشؼشٔ ٟتاٌرفٛق ػٍ ٝا٢خشٓ٠

-26

ألشأ تاٌٍغح االٔدٍ١ض٠ح ِٓ أخً االِرحأاخ

-27

أةؼش تاٌغؼادج ػٕذِا ذٍغ ٝحظح اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-28

أذاتغ اٌّٛالغ االٌىرش١ٔٚح اٌر ٟذٙرُ تّٛ ٛع اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-29

ال أِاسط اٌمشاءج تاٌٍغح االٔدٍ١ض٠حب

-30

اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ةائمح ِّٚرؼح

-31

أِاسط اٌرفى١ش ف ٟاٌّغر٠ٛاخ اٌؼٍ١ا تغثة اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-32

أحث اٌطٍثح ٔح ٛاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-33

االٌّاَ تاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح أِش  ُٙ٠اٌّخرظ ٓ١د ْٚغ١شُ٘

-34

ألشأ تاٌٍغح االٔدٍ١ض٠ح إٌظٛص اٌّٛخٛدج تاٌىراب اٌّذسع ٟفمظ

-35

أطثحد أذظً تاألخأة ٔر١دح لشاءذ ٟتاٌٍغح االٔدٍ١ض٠ح

-36

أحث ِٓ ح ٌٟٛػٍ ٝاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-37

أذدٕة إٌذٚاخ اٌّرؼٍمح تاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-38

اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ال خذِٕٙ ٜٚا

-39

أعرّرغ تاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-40

ألشأ تاٌٍغح االٔدٍ١ض٠ح تشىً ِٟٛ٠

-41

اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ذؼدض ػٓ ذٍث١ح احر١اخاذٟ

-42

٠ضػدٕ ٟاٌّذسط اٌز٠ ٞحثٕ ٟػٍ ٝاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-43

أِاسط اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-44

ألشأ تاٌٍغح االٔدٍ١ض٠ح ٌٛاصع دٟٕ٠

-45

أػرثش ٔفغِ ٟمظشاب ف ٟاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-46

لشاءج اٌٍغح االٔدٍ١ض٠ح ِّٙح ٌٍحظٛي ػٍٚ ٝظ١فح

-47

ٕ٘ان أة١اء أُ٘ ِٓ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح تإٌغثح ٌ ٟف ٟإٌّٙح اٌّذسعٟ

-48

ػٕذِا ألشأ تاٌٍغح االٔدٍ١ض٠ح ذمً حغاع١رٔ ٟح ٛاٌثمافح االٔدٍ١ض٠ح
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Department of Curriculum and Teaching Methods

األخ االعرار /اٌذورٛس............................................................................
ذم َٛاٌثاحثح تؼًّ دساعح ػٓ  "/فاػٍ١ح اعرخذاَ اعرشاذ١د١اخ ِا فٛق اٌّؼشفح ػٍِٙ ٝاساخ اٌمشاءج
ٌٍظف اٌؼاةش األعاعٚ ٟاذدا٘اذٔ ُٙح٘ٛا ".
وها بَن أٍدٍكن هو هقَاس احجاه نحو القراءة  ,قاهج الباحثت بإعداده4
ٚذرطٍة اٌذساعح إٌ ٝإػاذاد أداج ٌم١ااط اذدااٖ اٌطاحب ٔحا ٛاٌماشاءج ِٛٚلفاٗ ِٕٙاا ٚدساعارٙا
ػٍ ٝاٌظاف اٌؼاةاش االعاعا ٟػٍّاا تابْ اٌثاحثاح ػشفاد االذدااٖ اخشائ١اا " ذؼث١اش اٌرٍّ١از ػآ سأ٠اٗ,
عٍٛوِٗٚ ,شاػشٖ ٔح ٛاٌمشاءج تاٌغٍة أ ٚاإل٠داب"
أرجو هن سَادحكن االطالع علي الوقَاس وإبداء رأٍكن حول هدى

-1
-2
-3
-4

ٛ ٚذ ذؼٍّ١اخ ِم١اط االذداٖ .
ِٕاعثح اٌؼثاساخ ٌّغر ٜٛذحِ١ز اٌظف اٌؼاةش األعاع. ٟ
دلح ط١اغح اٌثٕٛد ِٚذِ ٜحئّرٙا ٌّم١اط االذداٖ.
ِذ ٜاسذثاط اٌؼثاساخ تاٌّداي اٌر ٟذظٙش ذحرٗ.

ةىشاب ٌحغٓ ذؼأٚىُ
اٌثاحثح  :عاِ١ح ػثذهللا ِٙذٞ
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)Appendix (2
ِم١اط اذداٖ ٔح ٛاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح
٠رى ْٛاٌّم١اط ِٓ ( )35ػثاسج ٚاٌّطٍٛب ِٕه أْ ذد١ة ػٓ خّ١ؼٙا
ت ٛغ ةاسج ( )xت ٓ١اٌمٛعٓ١
الرقن

أوافق
بشدة

الفقرة
الوحور األول 8االهخوام بقراءة اللغت االنجلَزٍت

-1
-2
-3
-4
-5
-6
-7
-8
-9

أػرثش ٔفغِ ٟمظشاب ف ٟاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح.
أفضً اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ػٍ ٝاٌمشاءج تاٌٍغح اٌؼشت١ح
.
ذغرحك اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ِٕ ٟوً ا٘رّاَ .
٠غشٔ ٟاعرثذاي حظح اٌرشت١ح اٌفٕ١ح تحظح اٌمشاءج تاٌٍغح
االٔدٍ١ض٠ح.
أفضً االعرّاع ٌألغأ ٟػٍ ٝاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح.
ذؼًّ اٌمشاءج ػٍ ٝذط٠ٛش تم١ح اٌّٙاساخ اٌٍغ٠ٛح .
ألشأ تاٌٍغح االٔدٍ١ض٠ح ِٓ أخً االِرحأاخ.
أ٘رُ ترطث١ك ِٛ ٛػاخ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح فٟ
ح١اذ ٟاٌ١ِٛ١ح.
ال أحة اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح .
الوحور الثانٌ  8سلوكٌ نحو القراءة باللغت االنجلَزٍت

-10
-11
-12
-13
-14
-15
-16
-17

-18
-19
-20
-21
-22
-23

أفضً ةشاء ورة اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح .
أذدٕة اٌّٛالف اٌر ٟذرطٍة ِٕ ٟاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح .
أذدٕة اٌّشاسوح ف ٟدسٚط اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح .
أفضً حظح اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ػٍ ٝغ١ش٘ا ِٓ
اٌحظض .
أِاسط اٌرفى١ش ف ٟاٌّغر٠ٛاخ اٌؼٍ١ا تغثة اٌمشاءج تاٌٍغح
االٔدٍ١ض٠ح .
ألشأ تاٌٍغح االٔدٍ١ض٠ح إٌظٛص اٌّٛخٛدج ف ٟاٌىراب
اٌّذسع. ٟ
أتزي خٙذ ٞف ٟذؼٍُ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح .
أر٘ة إٌِ ٝىرثح اٌّذسعح ٌإلطحع ػٍ ٝورة اٌمشاءج تاٌٍغح
االٔدٍ١ض٠ح.
الوحور الثالث 8هشاعرً نحو القراءة باللغت االنجلَزٍت
أحظ إٔٔ ٟر ٚثمافح سف١ؼح ػٕذِا ألشأ تاٌٍغح االٔدٍ١ض٠ح.
أةؼش أْ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح عٍٙح.
أةؼش تاالٔضػاج ػٕذِا ألشأ تاٌٍغح االٔدٍ١ض٠ح .
أةؼش إٔٔ ٟأورغة ِؼاسف أخش ٜػٕذِا ألشأ تاٌٍغح
االٔدٍ١ض٠ح .
أةؼش تؼذَ اٌغؼادج ػٕذِا ذٍغ ٝحظح اٌمشاءج تاٌٍغح
االٔدٍ١ض٠ح .
أةؼش تاٌش ا اذداٖ أدائ ٟتاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح .
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-24

أةؼش تاٌرٛذش ٚاٌخٛف ػٕذِا أتذأ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح

-25
-26

.
أةؼش تبٕٔ ٟأِاسط اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح سغّا ب ػٕ.ٟ
أعرّرغ تاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح .
الوحور الرابع  8رأٌٍ بالقراءة باللغت االنجلَزٍت

-27
-28
-29
-30
-31
-32
-33
-34
-35

لشاءج اٌٍغح االٔدٍ١ض٠ح ذف١ذٔ ٟفِٕٙ ٟر ٟاٌّغرمثٍ١ح .
لشاءج اٌٍغح االٔدٍ١ض٠ح ذؼط ٟٕ١دسخاخ أفضً ف ٟاٌفظً
اٌذساع. ٟ
أس ٜأْ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ِّٙح ٌٍرٛاطً ِغ
.ا٢خشٓ٠
ذغاػذٔ ٟاٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ف ٟذؼٍُ تال ٟاٌّٛاد
اٌذساع١ح.
ذؼذ اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح غ١ش شٚس٠ح .
اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ال ذحغٓ اٌّىأح االخرّاػ١ح.
اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ةائمح ِّٚرؼح.
أس ٜأْ ِادج اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح عش٠ؼح إٌغ١اْ .
اٌمشاءج تاٌٍغح االٔدٍ١ض٠ح ذؼدض ػٓ ذٍث١ح ا٘رّاِاذ.ٟ
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Pre & Post Attitude Scale towards Reading in English Language for Tenth
Graders' after Modification

Dear student,
The researcher is conducting a study entitled The Effectiveness of Using
Metacognitive Strategies on Tenth Graders' Reading Comprehension and
Attitudes to obtain master's degree in curriculum and English teaching methods.
The main goal of this study is to investigate tenth graders' attitudes towards
reading in English Language. Your answer will help the researcher , EFL teachers,
and educators to understand EFL students' feeling. The researcher wants to know to
what extent do you agree with the following items.
The following items ask about your attitudes towards reading in English
language .
Remember there are no right or wrong answers ; just answer as accurately as
possible.
Please read the statements below carefully and tick the appropriate choices
that reflect your attitudes towards reading in English language.
Many thanks for your kind cooperation

The researcher
Samia Abdallah Mahdi
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Note : Please ,tick (×) in front of the suitable degree of importance using the scale below
to answer the questionnaire items.
1- Strongly Disagree
Agree.
NO.

2- Disagree

3- Neutral

Items

4- Agree

1

1st domain (interest in reading English)
1.

I think that I'm shortened in reading English.

2.

I prefer reading in English to reading in
Arabic.

3.

Reading English engages my interest.

4.

I prefer the English lesson substitutes the art
lesson.

5.

I prefer to listen to songs instead of reading
English.

6.

Reading English develops the other
language skills.

7.

I study English language for exams only.

8.

I'm interested in applying reading English
themes in my life.

9.

I don't like reading English.
2nd domain (behavior towards reading
English)

1.

I don't prefer to buy English books.

2.

I avoid the situations which require me to
read in English.

3.

I avoid participating in reading English
lessons.

4.

I prefer English lessons to the other lessons.

5.

Reading English makes me think in high
levels.

6.

I limit my reading in the school to English
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2

5- Strongly

3

4

5

NO.

Items

1

book.
7.

I do my best to learn English language.

8.

I go to school library in order to read
English books.
3rd domain (Feelings towards reading
the English language)

1.

I feel that I have high level of culture when I
read in English.

2.

I feel that reading in English is very easy.

3.

I feel uncomfortable when I read in English.

4.

Reading in English provides me with new
knowledge's

5.

I feel unhappy when English the lesson gets
canceled.

6.

I feel satisfied toward my level in reading
English.

7.

I feel tense and afraid when I start reading in
English.

8.

I read English against my will.

9.

I enjoy reading in English.
4th Domain (Opinion about reading
English)

1.

I think that Reading in English will help me
in my future career.

2.

Reading English will give me better marks
in this term.

3.

Reading in English is very important to
communicate with others.

4.

Reading English helps me in learning the
other subjects.

5.

Reading in English is not necessary.
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2

3

4

5

NO.

Items

1

6.

Reading English doesn't improve social
status.

7.

Reading English is very interesting.

8.

I think that reading English material is
easily forgotten.

9.

Reading English doesn't satisfy my interests.
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2

3

4

5

Appendix (3)
Reading Comprehension Test
Al- Azhar University-Gaza
Deanship of Postgraduate Studies

Faculty of Education
Department of Curriculum and Teaching Methods

Dear educators,

The researcher is conducting a study entitled The Effectiveness
of Using metacognitive Strategies on Tenth Graders' Reading
Comprehension and attitudes to obtain a Master's Degree in
Curriculum & English Teaching Methods.

One of the requirements of this study is to conduct pre-post
reading comprehension test. Please, you are kindly requested to look
carefully at the attached test and fill in the following form whether the
items of the test are suitable or unsuitable. Your notes and responses will
be highly appreciated and confidential

Many thanks for your kind cooperation

The Researcher
Samia Abdallah Mahdi
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Pre-test Refereeing Checklist
Name..................................…

Job: ……………………………

The Items

Yes

1- The test items reflect the objectives.

2- The test items suit tenth graders' level.

3- The instructions are clear.

4- The test includes the reading comprehension skills for the
10th grade.

5- The layout is acceptable.

6- The questions are gradually arranged.

7- The time assigned is suitable.
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No

Neutral

Al- Azhar University-Gaza
Deanship of Postgraduate Studies

Faculty of Education
Department of Curriculum and Teaching Methods

Reading Comprehension Test for the Tenth Grade after
Modification

Dear student,
This test is designed for a specific research purpose. The result of it will
not affect your school scores.
Thank you for your participation.
Instructions:
Please, pay attention to the following:
1 .Read the passage carefully.
2 .The test consists of (8) main questions including (29) items.
3. Read each question carefully before answering.
4 .Answer all the questions.
5 .Pay attention to the test time
The researcher appreciates your cooperation and wishes you good luck.
Many thanks for your kind cooperation
The researcher
Samia Abdallah Mahdi
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29

Reading Comprehension Test
The Tenth Grade

Time: 45 M.

Name:

ــــــــــــــــــــــ

Read the Passage and answer the questions:
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Scanning Questions:

(13marks)

Q1- Illustrate the following from the passage8
1- In which year did hurricane Andrew did enormous damage? ـــــــــــــــــ
2 -Which country did hurricane Andrew hit? ـــــــــــــــــــــــــ
3- In 1970 , how many people died? ــــــــــــــــ
4- What is the name of the hurricane which hit Florida? ـــــــــــــــــــــــ

Q 2- True or False
1- Humans can stop the hurricanes

)(

2 -In Florida Hurricane 1992 many people died

)(

3 -We can't live without the sun's heat

()

4 -We deal with hurricanes better than before

( ).

Q 3- Complete these sentences using the following words as suitable
(5M.)
(natural -hurricane –destructive – helplessly – weather- heat )
1-  ــــــــــــــــــــــــforce.
2 -Wait ــــــــــــــــــــــــــ
3-  ــــــــــــــــــــballoons
4-  ـــــــــــــــــــــــــــstorm
5- Sun's ـــــــــــــــــ
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Skimming Questions :

(6marks)

Q4-Complete these sentences8
1- This passage is ــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
2- Many people die in hurricanes ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
3 -Hurricanes are produced ــــــــــــــــــــــــــــــــــــــــ

Q 5- Fill in the spaces with one of the suitable from the given list
(3M.)
(transport –space satellite – strong - poor –weather balloons – weather station - killers)

1 -Information about hurricane is collected from ــــــــــــــــ, ـــــــــــ
ـــــــــــــــ,
2 -In East Pakistan (now Bangladesh) the  ـــــــــــsystem was so bad and
people were so  ــــــــــــthat they could not escape.
3 -We are not  ــــــــــــenough to stop the force of nature

Guessing the meanings of the words

(3marks)4

Q6- According to the passage guess the meaning of the words8 (3M.)
1 -damage means ـــــــــــــــــــــــــــــــــــ:
a- destruction

b- build

c-huge

2- Huge means ــــــــــــــ
a- enormous

b-few

c- little

3 -Alarm means ــــــــــــــــــــــ
a- lesson

b- example
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c- warning

Inference Questions :

(4marks)

Q7- Answer the questions:
1- In the future , are people going to suffer more because of hurricanes?
2 -Do you think that people will control hurricane in the future ?
3 -How did people know what they needed to do to escape the storm?
4- What made Hurricane Andrew famous than other violent storms?

Recognizing reference words:

(3marks)

Q8- Say What the underline words refer to? (3M.)
1 -These in line 2 refers to.  ــــــــــــــــــــــــــ2 -It in line 23 refers to
-ــــــــــــــ
3- Them in line 45 refers to ـــــــــــــــــــــــــ

Teacher's Guide and Lesson Plan
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Appendix (4)
Teacher's Guide
Al- Azhar University-Gaza
Deanship of Postgraduate
Studies & scientific Research
Faculty of Education
Dear Sir / MS. ……………………

Dear referee,……………………..

The researcher is conducting a study to obtain a Master Degree in
Curriculum and Methodology entitled
The Effectiveness of using Metacognitive Strategies on Tenth
Graders' Reading Comprehension and Attitudes
In order to achieve the purpose of the study, the researcher
prepared Teachers‟ guide and lesson plan; you are kindly invited to write
your notes in the following terms:

1. The clarity of instructions.
2. Meeting the study purposes .
3. Suitability to the students' level .
4. The time of the sessions.
5. The layout.
Any further comments are highly appreciated
The Researche
Samia Abdallah Mahdi
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Teacher's Guide
The researcher has prepared a teacher's guide which includes
lesson plan for the chosen lessons of reading allowed in student's book
English for Palestine10.
a. The General Aim of the Teacher's Guide and Reading
Comprehension Lesson Plan

In order to guide the teacher who will carry out the experiment
and teach the sample of the study, the researcher designed the teacher's
guide which is based on the guided discovery approach (Appendix 4).
b. The Sources of Designing the Teacher's Guide The researcher
reviewed to related literature, the previous studies and methodology
references and her long experience as a teacher, headmistress and
supervisor of English to design the teacher's guide and the lesson plan.
c. Description of the Teacher's Guide For the teacher's guide, the
researcher prepared a teacher's guide including an explanation for the
guided discovery approach and how to deal with reading comprehension
passages in the textbook of the 10th grade. Furthermore, it includes the
objectives of the lessons, definitions of the guided discovery and the
reading comprehension skills and the teacher's intervention in the guided
discovery approach (Appendix 4). The researcher suggested a lesson
plan that would make up a model for teaching the reading lessons
according to the purpose of the study each lesson includes: (the
objectives, key words, key structure, resources and teaching aids,
procedures and techniques and homework). Below is a description of the
components of the lesson plan:

1. The Objectives:
The objectives of each lesson are respectively derived from the reading
texts. The researcher took into consideration the reading comprehension
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skills intended to be developed in this study and student-centered
activities.
2. Key Words:
The key words were chosen from the highlighted words in the reading
texts.
1. Key Structure:
The key structure of each reading lesson is chosen to help in
understanding the text. Moreover, its function is related to the topic and
the main theme of the text.
4. Resources and Teaching Aids:
The textbook, the worksheets, the evaluation sheets, video, photos, maps,
newspaper, lap top and other materials are used as resources and
teaching aids. They are selected appropriately for each lesson.

Objectives:
The lesson plan and the activities aimed at developing students reading
comprehension skills in for the 10th graders.
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Specific Objectives:
By the end of the lesson students are expected to be able to:
1- Identify the main idea of reading texts.
2- Deduce meaning of unfamiliar words from a text and realia.
3- Relate text to personal experience, opinion or evaluation.
4- Distinguish between the main ideas from the supporting details.
5- Distinguish facts from opinion.
6- Make inferences about reading text.

The Teacher's Guide consists of the Following.
1. The general aims of the lessons included in the study.
2. Learning objectives of each lesson.
3. Teaching resources.
4. Activities used by the teachers to help students in learning.
5. Procedures to be followed by the teachers.
6. Worksheets & Evaluation sheets.

4. The Steps of Metacognitive Strategies:
The teacher is going to follow the following steps to teach a reading
lesson successfully through metacognitive strategies:
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1- Identifying the strategies they are already using.
2- Developing their Metacognitive awareness of the relationship
between their own mental process and effective learning.
3- Explaining the importance of Metacognitive learning strategies.
4- Students read comprehension texts with the help of the teacher.
5- Planning pupils' time in order to accomplish the task.
6- Setting specific goals to be mastered from the textbook within a
certain time frame.
7- Checking students' reading the text.
8- Evaluating their understanding by answering worksheets on the
text.
Only the experimental group received explicit instruction on
metacognitive strategies beginning from the second day of the course.

1. Preparation: The purpose of this phase was to help students identify
the strategies they are already using and to develop their
metacognitive awareness of the relationship between their own
mental processes and effective learning. In this step the teacher
explained the importance of metacognitive learning strategies and a
handout including different metacognitive strategies was distributed
to the students. In relation to vocabulary learning, which was the
subject of this study, students with the help and guidance of the
teacher set specific goals for mastering the vocabulary from certain
chapters in the textbook within a certain time frame, and they planned
their time in order to accomplish the task (time-management).

2. Presentation: This phase focused on modeling the learning strategy.
The teacher talked about the characteristics, usefulness, and
applications of the strategy explicitly and through examples and
illustrated his own strategy use through a reading task in relation to
unknown vocabularies. Learners were explicitly taught about the
variety of strategies to use when they do not know a vocabulary word
they encounter in a text and they judge the word to be important to
the overall meaning of the text. But more importantly, they received
explicit instruction on how to use these strategies. They were told that
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no single vocabulary learning strategy would work in every case. For
example, word analysis strategy (dividing the word into its
component morphemes) may work with some words but not with
others. Using contextual cues for guessing the meaning of unknown
words may be effective in some rich-context cases but not in contextreduced texts. The preparation and planning, the selection of
vocabulary learning strategies, monitoring of strategy selection and
use, orchestrated use of several strategies, and evaluation of
effectiveness of metacognitive strategies for vocabulary learning were
illustrated through several examples.

3. Practice: In this phase, students had the opportunity of practicing the
learning strategies with an authentic learning task. They were asked
to make conscious effort using the metacognitive strategies in
combination with vocabulary learning strategies. The students, by the
teacher's assistance practiced monitoring while using multiple
strategies available to them. The students became aware of multiple
strategies available to them by teaching them, for example, how to
use both word analysis and contextual clues to determine the meaning
of an unfamiliar word. Students were shown how to recognize when
one strategy isn't working and how to move on to another. For
example, a student may try to use word cognate to determine the
meaning of the word football. But that strategy won't work in this
instance The English equivalent of the word Persian Football is
soccer. The students need to be able to turn to other strategies like
using contextual clues to help them understand the meaning of the
word.

4. Evaluation: The main purpose of this phase was to provide students
with opportunities to evaluate their own success in using learning
strategies, thus developing their metacognitive awareness of their
own learning processes. Activities used to develop students selfevaluation insights included self-questioning, debriefing discussions
after strategies practice, learning logs in which students recorded the
results of their learning strategies applications, checklists of strategies
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used, and open-ended questionnaires in which students expressed
their opinions about the usefulness of particular strategies.

5. Expansion: In this final phase students were encouraged to: a) use the
strategies that they found most effective, b) apply these strategies to
new contexts, and c) devise their own individual combinations and
interpretations of metacognitive learning strategies. They were asked
to consider not only vocabulary learning but also other domains of
language learning.
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UNIT 7
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Lesson 1-Student Book , 4
Holy Land to the World

Class 10th............
Date:..../..../2015
Day/……….
Objectives
Students are expected to
1. Identify the main idea of a reading text.
2. Deduce meaning of unfamiliar words using context
3. Skim for the gist or general impression of text graphics.
4. Scan text for specific information.

Keywords:
Archaeological, ascend, monotheistic, pilgrim, architectural,
Judaism, architectural, inscription.

Resources &: Teaching Aids
SB, Worksheets, Photos, LCD, video.
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Procedures and Techniques
1. Show the pictures to the pupils.
2. Explain that in this unit the pupils are going to talk about the things
that make Palestine a special place.
3. Talk with the pupils about the special features of Palestine.
4. Ask them questions such as:
- What are special buildings there in Jerusalem?
- What religions have a historical connection to Jerusalem?
- What do other parts of Palestine have a special connections to religion?
5. Help the pupils with the vocabulary they need to express their ideas.

Stage One: (Warming-up) 5M.
The teacher: greets students and shows them a short video about
Palestine.
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Time
10 M

Strategy

objectives

Presentation

1-planning Pupils are expected to :
1- Plan how to tackle a 1-T. guides pupils to look at the
certain text.
capital letter.
2- Plan how to skim a 2- Guides students to number.
certain text.
3- T. asks pupils simple questions
3- plan how to scan the a
by:
certain text
Showing a picture, stating facts
4-How do you plan to
about a topic or by telling a
answer the easiest quest
riddle or joke.
ion?
4- The pupils jot down their
answers in a few words.

10 M

2-Genrating 1- T divides pupils into 1- Pupils should generate
question
heterogeneous
group.
different kinds of questions
Each graph has six
when they read.
pupils from different
- Yes or No questions.
levels.
2-ss should know the - wh questions
easiest question and the 2-T. asks them to answer the
most difficult question.
questions on work sheet and
each student should think
without help.
ss think about what they know,
and discuss the questions with
themselves.
-Pupils should identify the
answers they think are best,
most convincing or most
unique.

10 M 3- Monitoring

1- T. may let students to

- Do you need the capital letters
fast?

Read the paragraph. Then
wait
- Do you pay attention to words in
Bold?
2-T. Asks them what they
did.
- Do you pay attention to
pictures?
3-How do you find yourself
- Do you read questions before
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Evaluation

reading the text.

reading?

- Moving your eyes over
the text quickly.
- feeling a habited from the
text.
- Taking more time to skim.
3- Monitor their progress in
reading.

10 M

4- Evaluation

1- Pupils are expected to:

1- T. should use worksheet :

1- Evaluate their reading - To what extent do you think you
(time- skills)
can read faster and better?
2- T. should use a timer to - Do you need more time to read?
tell pupils how long they
to read. T. says (please - Do you feel understanding when
you read?
begin
2- Demonstrate by pointing - Can you paraphrase the new
vocabulary?
to the first word in the
passage.
3- T. should use stop
watch.
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Worksheet (1)
Unit 7
Lesson 1-Student Book, 4
Holy Land to the World
Dear students,

You're going to read the lesson again, and then answer the following
questions with your group.

Q1: answer the questions:
1. The Dome of the Rock was completed ………… years ago.

2. In Gaza, you do not usually and find ancient that are …………

3. ………. Is a wonderful destination for both tourists and pilgrims?

4. The great golden dome was built in Ad……………..
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Q2: Put True (T) or False (F) next to each sentence:
1. Jerusalem lies at the crossroads of three countries. (

)

2. Many thousands of people visit this city every year . (

)

3. The golden Dome looks beautiful. (

4. Muslims see Jerusalem as a holy city. (

)

)

Q3: Say what the underlines words refer to:

1. Line 6:…………often in its ancient cities.

2. Line 10: at its centre …………………

3. Line 34: It is also the lowest…………...

Good
Luck
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UNIT 8
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Unit 8 - Lesson 1
Student Book, 18
Good news from the doctors
Class 10th............

Date:..../..../2015s

Objectives
Students are expected to
1. Make predictions about reading text.
2. Identify the main idea of a reading text.
3. Deduce meaning of unfamiliar words using context
4. Recognize visual survival materials.
5. Skim for the gist or general impression of text graphics.
6. Scan text for specific information.
7. Answer factual, inferential questions.
8. Develop awareness of synonyms and antonyms.
9. Recognize pronoun referents.
Key words:
Diary, hole, wheelchair, development, discovery, invention, worrying,
recover, and bionic.
Resources & Teaching Aids
SB., Worksheets, Photos, LCD, Recorder
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.Procedures and Techniques:
1. Show the pictures to the pupils.
2. Explain that in this unit they are going to be talking about modern
medicine.
3. Talk with the pupils about hospitals and medical treatments in
Palestine.
4. Ask them questions such as:
- Which are the biggest hospitals in Palestine?
- Have you ever been in a big hospital?
- Have you ever had an operation in a hospital?
5. Help the pupils with the vocabulary they need to express their ideas.

Stage one: (Warming-up)

5M.

The teacher greets students and asks them about the number of hospitals
in Palestine?

Good Luck
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Time

Strategy

10 M 1-planning

objectives

presentation

Pupils are expected to:
1- Plan how to tackle a
certain text.

1-T. guides pupils to look at
the capital letter.

2- Plan how to skim a
certain text.

2- Guides students to
number.

3- plan how to scan the
a certain text

3- T. asks pupils simple
questions by:

4-How do you plan to
answer the easiest
question?

Showing a picture, stating
facts about a topic or by
telling a riddle or joke.
4- The pupils jotted down
their answers in a few
words.

10 M 2Genrating
question

1- T divides pupils into
heterogeneous group.
Each graph has six
pupils from different
levels.

1- Pupils should generate
different kinds of questions
when they read.

2-ss should know the
easiest question and
the most difficult
question.

- wh questions

- Yes or No questions.

2-T. asks them to answer the
questions on work sheet
and each student should
think without help. ss think
about what they know ,
and discuss the questions
with themselves .
-Pupils should identify the
answers they think are
best, most convincing or
most unique.
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Evaluation

10 M 31- T. may let students to
Monitoring
read the paragraph,
and then wait.

- Do you need the capital
letters fast?
- Do you pay attention to
words in Bold?

2-T. Asks them what
they did.

- Do you pay attention to
pictures?

3-How do you find
yourself reading the
text.

- Do you read questions
before reading?

- Moving your eyes over
the text quickly.
- feeling a habited from
the text.
- Taking more time to
skim.
3- Monitor their
progress in reading.
10 M 4Evaluation

1- Pupils are expected
to:

1- T. should use worksheet :

1- Evaluate their reading
(time- skills)

- To what extent do you think
you can read faster and
better?

2- T. should use a timer - Do you need more time to
to tell pupils how long
read?
they to read.
- Do you feel understanding
T. says (please begin).
when you read?
2- Demonstrate by
pointing to the first
word in the passage.

- Can you paraphrase the new
vocabulary?

3- T. should use stop
watch.
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Worksheet (2)
Unit 8 Lesson 1Student Book, 18
Good news from the doctors
Dear students,

You're going to the lesson again, and then with your partner, answer the
following questions:

Q 1: Read the passage and answer the questions:

1. How have you met the woman above before?

2 .Who might the woman on the left be? (You met her last year)

3. What are the two women doing?

4. Where does each one seem to be?
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Q 2: Complete the following sentences:

1. The problem Waleed has: …………………………………….

2. The operation Waleed needs: …………………………………..

3. The help Jenan can offer: ………………………………..

4. The result of the operation: …………………………………..

Q3: Read the lesson again and find the following from the passage:

The meaning of begin = .............. actions .................

The opposite of hate x ............... safe x ................

The pronoun his in line four refers to .................

Q4: The best title for the lesson is ...............................

Good Luck
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UNIT 10
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Unit 10
Lesson 1Student Book, 46
Healthy eating – healthy body
Class 10th............
Day:…………….

Date:..../..../2015

Objectives
Students are expected to
1. Identify the main idea of a reading text.
2. Deduce meaning of unfamiliar words using context
3. Recognize visual survival materials.
4. Skim for the gist or general impression of text graphics.
5. Scan text for specifics information.
6. Interpret information in diagrammatic display
Key words:

Balanced, calorie, calcium, vitamin, base, yogurt, average, pie, portion,
teenager, and gram.

Resources &: Teaching Aids

SB., Worksheets, Photos, LCD, pictures.
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Procedures and Techniques:
1. Show the pictures to the pupils.
2. Explain that in this unit they are going to be talking about healthier
food.
3. Talk with the pupils about American teenagers and sport.
4. Ask them questions such as:
- Have you ever eaten breakfast?
- What do many American teenagers not to do in the morning?
- Have you ever made a balanced daily diet?
5. Help the pupils with the vocabulary they need to express their ideas.
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Stage one: (Warming-up)

5M.

The teacher: greets students and asks them about the food that they like?

Time

strategy

10 M

1-planning

Objectives

presentation

Pupils are expected to :
1- Plan how to tackle a
certain text.

1-T. Guides pupils to look at
the capital letter.

2- Plan how to skim a
certain text.

2- Guides students to
number.

3- plan how to scan a
certain text

3- T. asks pupils simple
questions by showing a
picture, stating facts about
a topic or by telling a
riddle or joke.

4-How do you plan to
answer the easiest
quest ion.

4- The pupils jot down their
answers in a few words.
10 M

2Genrating
question

1- T divides pupils into
heterogeneous group.
Each graphhas six
pupils from different
levels.

1- Pupils should generate
different kinds of questions
when they read.

2-ss should know the
easiest question and
the most difficult
question.

- wh questions

- Yes or No questions.

2-T. asks them to answer the
questions on work sheet
and each student should
think without help. ss think
about what they know, and
discuss the questions with
themselves .
-Pupils should identify the
answers they think are
best, most convincing or
most unique.
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Evaluation

10 M

31- T. may let students to
Monitoring
Read the paragraph.
Then wait
2-T . Asks them what
did you do?

- Do you need the capital
letters fast?
- Do you pay attention to
words in Bold?
- Do you pay attention to
pictures?

3-How do you find
yourself reading the
text.

- Do you read questions
before reading?

- Moving your eyes over
the text quickly.
- feeling a habited from
the text.
- Taking more time to
skim.
3- monitor their progress
in reading
10 M

4Evaluation

1- Pupils are expected
to:

1- T. should use worksheet :

1- Evaluate their reading
(time- skills)
2- T. should use a timer
to tell pupils how long
they to read.

- To what extent do you
think you can read faster
and better?
- Do you need more time to
read?
- Do you feel understanding
when you read?

T. says (please begin).
2- Demonstrate by
pointing to the first
word in the passage.

- Can you paraphrase the
new vocabulary?

3- T. should use stop
watch.
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Worksheet (3)
Unit 10
Lesson 2-Student Book, 46
Healthy eating – healthy body
Dear students,

You're going to going to the lesson again, and then with your partner

Q1: Read and answer the questions:

1. Why is it a problem that American teenagers are less active than they
used to be?

2. When young people do not eat breakfast, what are immediate effects?

3. What are the differences between people who eat breakfast and do not
eat?

4. What effects can this have on people when they get older?

Q2: Choose the correct answer from a, b, or c

1. Carrie hasn't eaten breakfast since she was in.......... grade
a. a. second
b.. fourth
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c. third

2. …….of Americans teenagers are not very overweight.
a. 20%
b. 18%
c. 17%

Q3: What is the opposite of young………

Opposite of teenagers…………..
The pronoun themselves in line 21 refers to …………..

Good Luck
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Appendix (5)

Referee Committee

No.

Name

Qualification

1. Dr. Mohammad Hamdan

Ph. D in Methodology

2. Dr. Bsil Skaik

Ph. D, in TESOL

3. Mrs. Maha Barzq

M.A. in methodology

4. Dr. Shawki Ghannam

Assistant Professor

5.

6.

Dr. Mohammed Ateya
Abdl Rahman
Dr. Sadek Salem
Firwanan

7. Dr. Akram Habeeb

Assistant Professor

Assistant Professor

Assistant Professor

Ph. D. in English
8. Dr. Ahmed Al Nakhala

Literature and Applied
Linguistics

.
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Institute
Al- Aqsa UniversityGaza
Al- Azhar UniversityGaza
Al-Qatan Centre
Al- Aqsa UniversityGaza
Al- Aqsa UniversityGaza
Islamic University Gaza
Islamic University Gaza

Al- Quds Open
University- Gaza
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