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Abstract 

The thesis presents a compilation of research work on the use of metacognitive strategies 

to enhance reading comprehension in young learners. The introduction contextualises the 

thesis, discussing the notions of reading comprehension and of metacognition as a process 

that may enhance reading comprehension skills. Four papers are then presented that have 

been written for submission to professional and other journals. The first details the 

adaptation of a listening comprehension framework for use in the area of reading. The 

second explores possible predictor variables for reading comprehension levels in a sample 

group of 201 primary five students, which included the following factors: (i) proposed 

use of metacognitive strategies; (ii) reading self-efficacy: (iii) task value: and (iv) reading 

interest. The third focuses upon the metacognitive processes adopted by students in three 

classes of primary five students in Singapore, through the use of an open-ended 

questionnaire. The final paper presents a study that examined the use of a metacognitive 

approach to enhance reading comprehension developed by the author, in one class of 

young readers. This study explored the impact of this approach on students’ reading 

comprehension levels and elements of reading motivation (reading self-efficacy, task 

value and reading interest). The concluding chapter summarises and integrates the 

findings, as well as examines the implications of the research for students and 

practitioners. Recommendations are made in terms of complementing the use of 

metacognitive-based instruction with support strategies that can not only enhance young 

learners’ reading self-efficacy, task value and reading interest levels, but also, improve 

the comprehension performance of the students. It is suggested that practitioners should 
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review the nature of any metacognitive approach that they use in class, as well as the 

mode of delivery of the reading lessons, to enhance the engagement of young learners 

whilst completing reading comprehension tasks. 
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Chapter 1: General Introduction 

This thesis was completed in partial fulfilment of the requirements of a professional 

education doctorate programme, the Doctor of Education (EdD). As a professional 

doctorate degree, the research focused upon addressing a problem identified by the 

researcher within her own professional work context.  

 

The thesis has been formatted as a series of papers as per the University of Western 

Australia’s regulations (https://www.postgraduate.uwa.edu.au/students/thesis/series). In 

accordance with these regulations, it comprises four separate papers that have been 

prepared for submission to journals, with a general introduction and conclusion chapter. 

The individual papers in the thesis have, therefore, been written in accordance with the 

word limits stipulated for particular target journals.  

 

The research presented in this thesis focused on exploring links between metacognitive 

strategies, reading comprehension skills, and aspects of reading motivation in young 

learners in Singapore. In this introductory chapter, definitions of reading comprehension 

are first presented. The chapter then focuses on conceptual frameworks and research 

related to the topic of metacognition, as well as its links with reading comprehension. The 

role of motivation factors such as reading self-efficacy, task value and reading interest is 

then considered. In the final section, the Singapore context for language education and 

acquisition of reading comprehension skills, the rationale, aims and significance of the 
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research reported in this thesis are discussed, as well as the structure of the thesis as a 

whole. 

1.1. Personal Statement 

Looking for ways to make improvements in how English Language is both taught and 

learnt by teachers and students, respectively, has been an area of interest of mine in my 

job as an educator. At the time that this research was conducted, reading comprehension, 

a major driver of the language acquisition process, had been identified as an area for 

improvement within the school not just for low progress learners, but also, for both the 

middle and high progress learners. 

 

Motivation and metacognition have both been topics of considerable interest to me during 

my career. During the course of my teaching, I have observed many students’ lack of 

interest in completing reading comprehension tasks. Reading comprehension is often 

perceived by low progress students and sometimes, even middle progress students, as a 

daunting element of the reading process. Many students, especially those who are unable 

to read well, find the completion of reading comprehension tasks a chore. As a result, 

many are not motivated to persevere with these tasks. This prompted my interest in the 

study of reading motivation as a key element of the comprehension process, as well as in 

metacognition as a means by which to enhance young learners’ reading comprehension 

skills. 
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The current thesis also provided me with countless opportunities to read and learn more 

about reading comprehension, metacognition and motivation, as well as to explore and 

learn about various ways to collect data and respond to these in order to enhance my own 

teaching approaches. I hope that through this project of mine, others in the teaching 

fraternity will not only benefit, but also be inspired to venture into the world of engaging 

in, local evidence-based reading comprehension practices. 

1.2. Evolving Perspectives on Reading Comprehension 

Current perspectives depict the overall reading process as both integrative and multi-

faceted in nature (e.g., Grabe, 1991). Historically, the definition of reading 

comprehension as a subset of the overall reading process has evolved over time, most 

prominently from the 1970s to the 2000s. In that time, definitions transformed from a 

relatively simplistic view, which depicted reading comprehension as merely the 

answering of questions to show the understanding of a text, to a complex view, which 

depicted reading comprehension as a multifaceted process that encompasses a variety of 

factors such as cognitive, metacognitive, socio-affective and motivational factors. This 

section provides a brief overview of various perspectives on reading comprehension that 

have emerged and been published over the past half-century. 

 

In the 1970s, reading comprehension was primarily viewed from an assessment-centric 

perspective (Durkin, 1978), in that the focus was on the end products or behaviours 

associated with reading. Such assessments were generally designed to determine whether 
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learners were able to understand a text and answer questions related to that text. During 

the 1980s, however, the focus shifted more towards exploring ways to enhance the 

teaching of reading comprehension through the study of its constituent processes. At this 

point, the focus shifted from a product-based to a more process-based emphasis. An 

example of how reading comprehension was viewed in the 1980s can be noted in the 

interpretation of Wixon and Peters (1984), who viewed reading comprehension as a 

complex process involving the use of information based on the reader’s present 

knowledge; data gathered from the text; and the situation in which the text is being read. 

Reading comprehension research in the 1980s, according to Fielding and Pearson (1994), 

was characterized by studies that aimed to identify strategies that could be used to teach 

comprehension in reading classes. Helping students understand what they were reading 

through the use of prior knowledge to infer and make deductions (Hansen & Pearson, 

1983) and the learning of different text type structures (e.g., expository, explanatory) 

(Armbruster et al.,1987; Fielding & Pearson, 1994) are some examples of the strategies 

that were investigated during this time period.  

 

Later, in the 2000s, reading comprehension was viewed by many researchers from a more 

constructivist, activity-based standpoint (e.g., Duke & Pearson, 2002; McLaughlin, 

2012). In such views, fundamental ability levels and strategies are not the only factors 

that need to be taken into consideration, due to the complex nature of reading 

comprehension. Other factors, such as those in the affective domain (e.g., learner 

motivation, interest and engagement), are seen from this perspective as pivotal in 
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determining the trajectories of students towards becoming proficient in the area of reading 

comprehension.  

 

At around the same time, Serafini (2012) asserted that there was a need to relook at the 

way in which reading comprehension had been defined. He suggested a need to delve 

further into the socio-cultural features of reading, that is, to view readers as “culturally, 

historically and politically situated” individuals, who, in their attempts to comprehend 

what they read, would call upon a world of their own experiences in trying to extract 

meanings from texts (Serafini, 2012, p. 189). In this view, attaining success in reading 

comprehension will depend not only on the foundational abilities of the reader and the 

cognitive and metacognitive strategies they have been taught to use, but also, upon how 

motivated the learners are to engage with the texts. Current research on reading 

comprehension also recognizes that a plethora of factors which is inclusive of cognitive 

and motivational variables are in play for comprehension to take place (Catts, 2022).  

These can, in turn, determine the extent to which strategies are deployed during teaching.  

Hence, this viewpoint underscores the importance of the relationship between being 

motivated to read and success in reading, echoing the views of earlier scholars who 

highlighted the importance of this relationship (Dweck, 1986; Guthrie et al., 1996; 

O’Hara, 2007).  

 

In summary, the definition of reading comprehension has evolved significantly over time, 

and continues to evolve as the current thesis is written. Continued advancements in 

reading comprehension research have highlighted the multi-faceted nature of this 
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language skill, as well as the myriad factors that can impact upon its development. The 

latter factors include cognitive, metacognitive and socio-affective strategies, as well as 

factors in the affective domain, such as learner motivation. 

1.3. Approaches to Enhancing Reading Comprehension Skills  

Developing sound reading comprehension skills is an integral part of acquiring and 

developing proficiency in any given language. Reading comprehension is also essential 

for general academic success and success in other domains of life, with studies indicating 

consistently that children who are good at reading comprehension also outperform others 

across many other areas (Grabe 1991; Oakhill et al., 2014; Ortlieb & McDowell, 2016; 

Meniado, 2016; Snow, 2002). Aside from more directly increasing readers’ knowledge 

through text comprehension, the reading comprehension process has also been posed to 

be “a transformative experience”, which can impact significantly the thought processes 

of the reader (Clarke et al., 2013, p.9).  

 

As early as 1989, Anthony et al. commented upon the large body of research that had 

already appeared on reading comprehension by that time. An even larger body of research 

has now accumulated on the topic of reading comprehension. The specific foci of these 

studies have been diverse, with some focusing upon the learners (Li et al., 2021; Muhassin 

et al., 2021), others the texts (Bogaerds-Hazenberg et al., 2021; Kulesz, 2014; Pickren et 

al., 2021) and others still the sociocultural contexts in which reading comprehension takes 

place (Abu‐Rabia, 1996; Mardones et al., 2020; Serafini, 2012). 
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It is generally understood that reading comprehension is inherently multidimensional in 

nature (Adams, 1990; Kendeou & O’Brian, 2018). This can make it challenging not only 

to devise the best ways in which to foster the development of reading comprehension 

skills in learners, but also, to measure and study this development over time (Elleman & 

Oslund, 2019). Much research has, nonetheless, been conducted with the goal of 

understanding more about the factors that are linked to the successful development of 

good reading comprehension skills, as well as with the goal of enhancing the teaching 

and learning of these skills in classrooms (Muijs & Bokhove, 2020; Teng & Zhang, 2021).  

 

One line of research on reading comprehension thus far has focused upon the cognitive 

and metacognitive strategies used by readers when confronted with a comprehension task. 

According to Aksan and Kisac (2009), “cognition and metacognition remain at the 

forefront of reading comprehension” (p. 835).  Cognitive strategies that are applied in 

reading include summarizing and making inferences in reading comprehension tasks. 

Metacognition, on the other hand, refers to a process in which individuals ‘think about 

their own thinking’. Metacognitive strategies, accordingly, are those that learners can use 

to monitor and evaluate their own thinking processes, as well as to apply cognitive 

strategies in a systematic manner (Dunlosky & Hertzog, 2000; Flavell, 1979; Schraw, 

1994). In the words of Flavell (1976), metacognition refers to “the active monitoring and 

consequent regulation and orchestration” (p.232) of processes linked to cognition, with 

respect to the goals adopted in approaching given learning tasks.  
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In the domain of reading comprehension research, metacognitive processes have been 

posed to be an important factor in young learners’ development towards becoming skilled 

readers (Al-Qahtani, 2020; Boulware-Gooden et al., 2007; Marulis et al., 2020; 

Muijselaar et al., 2017; Myers & Paris, 1978; Paris et al., 1984; Teng, 2020). In relation 

to this, various exploratory studies have been conducted to better understand what 

metacognitive knowledge is (Annevirta et al., 2007; Baker, 2016; Kostons & Van der 

Werf, 2015; Myers & Paris, 1978); how metacognitive monitoring is used (Cain et al., 

2004; Ehrlich, 2013; Markman, 1979); and the efficacy of metacognitive training efforts 

with young learners, in addition to the impact that increased metacognitive strategy use 

has on subsequent reading comprehension performance (Duffy, 2002; Palinscar & 

Brown, 1984; Teng, 2020). 

 

Student motivation and engagement have also been posed to play a critical role in 

moderating the development of reading comprehension skills (Guthrie & Wigfield, 2005; 

McLaughlin, 2012; Orellana et al., 2020; Schiefele et al., 2016; Wigfield & Guthrie, 

1997). Motivation is generally recognized as an important element of all learning that 

occurs in schools. Students who are motivated are more likely to demonstrate persistence 

in the face of challenges, to be driven to take advantage of new opportunities, and to adapt 

to the demands of diverse learning contexts (Ferreira et al., 2011). With specific respect 

to the domain of reading, Baker and Beall (2014) saw engagement to be so entwined with 

metacognition and reading comprehension that they argued that it would not be possible 

to understand how metacognition operates together with cognition, without exploring and 

understanding more about factors involved in motivation and affect. 
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1.4. Key Elements of Metacognition in Reading Comprehension 

As noted previously, metacognition is one factor that has been posed to have a significant 

impact on students’ acquisition of reading comprehension skills (Larkin, 2009). In line 

with Grabe’s (1991) viewpoint on the use of strategies in reading, metacognitive 

strategies have been recognized to play a significant role in the development of reading 

comprehension, as well as being linked to the attainment of success in reading generally 

(Daberra et al., 2014; Paris & Myers, 1981; Teng, 2020). In light of this 

acknowledgement, much research has been conducted to better understand how 

metacognition enhances reading comprehension in learners across the lifespan (Al-

Kiyumi et al., 2021; Ceylan & Harputlu, 2015; Pressley, 2002; Schraw & Dennison, 1994; 

Tregaskes & Daines, 1989). In the following section, the notion of metacognition and its 

links to reading comprehension are discussed. 

 

1.4.1. Metacognition, Metacognitive Knowledge and Metacognitive Strategies 

As noted previously, metacognition is broadly conceptualized to refer to ‘thinking about 

thinking’ (Flavell, 1976). Metacognition is deemed to comprise two components, namely, 

metacognitive knowledge and metacognitive self-regulation. Metacognitive knowledge 

refers to the awareness of learners about their own thinking, which can manifest in three 

ways: strategy, person and task knowledge (Flavell, 1979).  Wenden (1991) defined 

strategy, person and task knowledge as follows: 
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1) Strategy knowledge refers to a learner’s knowledge of effective strategies for 

particular tasks, and knowledge about how best to approach language learning – 

this involves the use of cognitive, metacognitive and socio-affective strategies; 

2) Person knowledge refers to a learner’s knowledge about the cognitive and 

affective factors that facilitate learning, as well as what learners know about 

themselves as learners; 

3) Task knowledge refers to a learner’s knowledge about the purpose and nature of 

their learning tasks, their knowledge of the task demands, and of when deliberate 

effort is required. 

 

Metacognitive strategies come under the broad umbrella of strategy knowledge (Wenden, 

1991). These are strategies that encompass the stages of planning, monitoring, evaluation 

and problem identification within a given learning task (O’Malley & Chamot, 1990). 

Such strategies are depicted as mental ‘techniques’, which require thinking about the 

cognitive strategies used in a task (Flavell, 1976). Metacognitive strategies are also 

considered to be “high order executive skills”, which focus upon both the “process and 

product of reading” (Zhang & Seepho, 2013, p. 55). 

 

1.4.2. Metacognition and Performance in Reading Comprehension 

High levels of metacognition have been linked to enhanced reading comprehension skills 

in learners of all ages (Baker & Beall, 2014; Mistar et al., 2016; Nergis, 2013; Paris & 

Myers, 1981; Williams & Atkins, 2009). Links between metacognition and reading 

comprehension have been studied with reference to the specific elements of 
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metacognition, including metacognitive knowledge, metacognitive monitoring and 

metacognitive strategies. One early example is the study by Myers and Paris (1978), in 

which different types of metacognitive knowledge were examined in relation to learners’ 

performance in reading comprehension. Myers and Paris reported that younger readers 

and struggling readers were significantly less aware of the purpose and nature of their 

reading tasks, as compared with older and more skilled readers (respectively). Similar 

findings have been reported subsequently for the metacognitive monitoring of 

comprehension strategies for younger vs. older, and more proficient vs. less proficient, 

readers by Baker (1985), Garner (1981) and Rinehart and Platt (1984).  

 

As researchers have continued to explore and better understand the metacognitive 

knowledge and monitoring of learners, the importance of these processes for the 

development of reading comprehension skills has become increasingly apparent. For 

example, Kuhn (2000) posed that understanding “meta strategic” and metacognitive 

functions would help educators to determine when growth in reading would, and should, 

take place, as well as how best to foster such development by helping learners to develop 

and use their metacognitive strategies. These propositions have been supported in various 

empirical investigations that have since taken place.  

 

In one relatively early study conducted in Croatia, for example, Kolić-Vehovec and 

Bajšanski (2006) studied comprehension monitoring strategies as well as the perceived 

use of reading strategies in elementary students from the 5th to 8th grades. Results yielded 

important observations about the comprehension monitoring strategies used by these 
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readers, in particular, across students’ age ranges. For all age groups, comprehension 

monitoring was significantly related to text comprehension ability. The perceived use of 

reading strategies, however, significantly correlated with reading comprehension only 

among 8th grade students. Hence, previous studies such as this one highlight the 

complexity of relationships between factors such as those discussed in this review, and 

the actual development of reading comprehension skills. 

 

1.4.3. Measuring Metacognition 

To understand and learn more about the metacognitive development of learners in terms 

of reading comprehension, various instruments have been used in previous studies. These 

include quantitative measures in the form of questionnaires, surveys and inventories, such 

as the Metacognitive Awareness of Reading Strategies Inventory (Mokhtari & Sheorey, 

2002; Brantmeier & Dragiyski,  2009; Dabarera et al., 2014) and the Metacognitive 

Awareness Inventory (Schraw & Dennison, 1994; Hou, 2015), as well as qualitative 

modes of assessment in the form of oral interviews (Cross & Paris, 1988; Myers & Paris, 

1978) and ‘think-aloud’ protocols, in which students are asked to verbalise what they are 

thinking about whilst they are engaging in the reading process (Bereiter & Bird, 1985; 

Chin & Ghani, 2021; Migyanka et al., 2005).  

 

Most of the quantitative measures that have been published are intended primarily for 

older learners, with a few adaptations having been used with younger learners at the 

primary school level. In the case of qualitative measures, these have been used 

successfully with younger learners, generating an in-depth understanding of the way that 



  

25 

 

young learners think during the reading process. An example of the use of such a measure 

can be found in a study carried out by Teng (2020), who adopted a qualitative approach 

to explore young learners’ use of metacognitive knowledge by decoding their written 

responses.  Information derived from the use of such measures has provided the insights 

required for metacognitive-based lessons to be carried out in reading classrooms. Given 

that very few studies have been conducted on this topic to date, however, further studies 

that elucidate the thinking processes exhibited by young learners during the process of 

reading comprehension are warranted. 

 

1.4.4. Metacognitive Instruction  

With the progress that has been made in research on learners’ metacognitive knowledge, 

monitoring, and strategy use, designing lessons that involve some form of metacognitive 

instruction has become a more prevalent practice, not only in the area of reading 

comprehension, but also in the teaching of other language skills. Metacognitive 

instruction, as defined by Goh and Vandergrift (2012), refers generally to pedagogical 

procedures which allow learners to be sensitized to ways in which they can ‘think about 

their own thinking’ (Flavell, 1976), through the development of “richer metacognitive 

knowledge about themselves as listeners, the nature and demands of listening, strategies 

of listening” (Goh and Vandergrift, 2012, p.97).  

 

In reading comprehension specifically, the term metacognitive instruction refers to a 

broad range of procedures and approaches that can be used in classrooms to support the 

use and development of metacognitive strategies. These include Reciprocal Teaching 
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(Palinscar & Brown, 1984), Informed Strategies for Learning (Paris et al., 1984), and 

Transactional Strategies Instruction (Pressley, 2002). While these approaches vary 

significantly in terms of the actual procedures used, all encourage learners to be aware of 

their own thinking processes in relation to the use of specific reading comprehension 

strategies, and can thus be considered forms of metacognitive instruction.  

1.5. Motivation in Reading Comprehension 

Along with efforts that have been made to cultivate learners’ use of metacognitive 

strategies in reading comprehension, it has been recognized that learners’ motivation to 

use reading strategies plays a vital role in the acquisition of comprehension skills (Baker 

& Beall, 2014). This is evident in reading approaches such as Concept Oriented Reading 

Instruction (Guthrie et al., 1996; Guthrie, et al., 2004), in which there is emphasis both 

on the use of reading strategies and on enhancing students’ reading motivation. In general, 

these approaches are predicated on the notion that motivating learners to read effectively 

can help them to become better in reading comprehension, as well as to become more 

strategic readers generally (Paris et al., 1983).  

 

Definitions of motivation, like those for reading comprehension, vary considerably within 

the literature, and relate to the particular theoretical perspective that is taken. One 

framework that has been applied consistently in the primary levels of schooling, however, 

is the Expectancy Value Theory (EVT) model put forward by Wigfield and Eccles (2000). 

In this model, motivation is fundamentally seen to depend on two factors: expectancies 
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for success and subjective task values. Expectancies for success, which are often called 

self-efficacy, refer to how confident an individual is in his / her ability to succeed in a 

task. Subjective task values, on the other hand, refer to how important, useful, or 

enjoyable the individual perceives a given task or activity to be. These values can be 

broken down further into various sub-categories or types of value (Eccles et al., 1983), 

which include: 

 

• Intrinsic value, which refers to the enjoyment one gains from doing a task or 

engaging in an activity – this will relate strongly to the level of interest that the 

individual has in the task;  

• Utility value, which refers to how valuable or useful the individual perceives a 

given task or activity to be in helping him or her achieve given goals – this is 

also referred to simply as task value in some studies;  

• Attainment value, which refers to the importance of doing well on a given task 

for one’s identity; and  

• Cost, which refers to the negative consequences of engaging in a given task or 

activity – this can include both opportunity costs (e.g., the loss of valued 

alternative activities) and psychological costs (e.g., anxiety and stress). 

 

Of these, in very young learners, the first two types of value (i.e., intrinsic and utility) are 

most likely to be relevant for predicting engagement with reading activities in school, 

given that such learners may not consider factors related to identity and the loss of valued 

alternative activities in approaching their learning tasks.  
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According to Wigfield and Guthrie’s (2000) engagement model of reading 

comprehension development, when engagement is enhanced in reading, comprehension 

will also be enhanced. Aside from the factors of strategy use, social interactions and 

conceptual knowledge, in this model, motivation plays a crucial role in the development 

of reading comprehension proficiency. In the following paragraphs, and in alignment with 

the EVT model as summarized above, three factors which may assist learners to be 

engaged in their reading are discussed: reading self-efficacy (i.e., expectancies), task 

value (i.e., utility value) and reading interest (i.e., intrinsic value). 

 

1.5.1. Motivation Factor 1: Self-efficacy 

One of the constructs that aligns with the definition of motivation as conceptualized in 

the EVT model relates to readers’ expectancies for success, or self-efficacy. The term 

self-efficacy, first posed by Bandura (1977, 1982, 1986) refers broadly to an individual’s 

perception of his or her ability to complete a task or engage in an activity successfully. 

Thus, in the case of reading self-efficacy, such beliefs would relate to the learner’s 

confidence in his or her ability to complete specific reading tasks. Learners’ beliefs about 

themselves as readers have been found to be linked significantly to their ability in reading 

(Lee & Jonson-Reid, 2016; Peura et al., 2019; Quirk et al., 2009), and also to depend on 

learners’ knowledge and use of reading strategies (Guthrie et al., 2007). In particular, 

learners who have a stronger sense of self-efficacy have been found to employ more 

effective cognitive and metacognitive reading strategies (Hong-Nam & Leavell, 2011; 

Pintrich & Garcia, 1991). 
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1.5.2. Motivation Factor 2: Task Value 

Another construct which comes under the umbrella of motivation is task value, which 

aligns broadly with the notion of utility value within the EVT model. According to 

Wigfield and Eccles (2002), this form of value relates to whether learners see the 

significance and importance of given tasks for meeting their own goals. If they do not 

recognize this, they are less likely to persevere with the task, particularly if they encounter 

difficulties or challenges in completing it. Learners with more positive task values are 

more likely to engage in the use of cognitive and metacognitive strategies in the context 

of reading activities (McWhaw & Abrami, 2001). Task value is thus generally considered 

an important predictor of reading comprehension skill development and proficiency (e.g., 

Anmarkrud & Braten, 2009). 

 

1.5.3. Motivation Factor 3: Reading Interest 

Reading interest aligns with the notion of intrinsic task value within the EVT model. 

According to Baker and Beall (2014), reading interest fulfills a fundamental function in 

reading comprehension, reflecting the extent to which a reader finds the texts with which 

they engage to be interesting and enjoyable (Thomas, 2001). Interest can be classified 

into two groups: (i) situational interest, which, in the context of reading, relates to the 

interest an individual has in specific texts; and (ii) individual interest, which, in the 

context of reading, relates to the interest that an individual has in broader topic areas 

(Hidi, 1990). According to Renniger (2000), readers who have higher levels of individual 
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or situational interest in a given reading activity will be more engaged and demonstrate a 

higher level of perseverance in deciphering the content that is presented to them (Miranda 

et al., 2011). In the process of so doing, they are also likely to use strategies that would 

enable them to achieve their ultimate goal of comprehending the content of these texts.  

1.6. Language Education and Acquisition of Reading Comprehension 

Skills in Singapore Primary Schools 

The nature of language education in Singapore is shaped in large part by shifting contexts 

of language use over time (MOE, 2020a, p.6). Some of the factors that can moderate these 

contexts include (i) the impact of globalization; (ii) the role played by English Language 

in the world; (iii) Singapore’s economic needs; (iv) technological advancements; (v) 

learners’ and teachers’ needs; and (vi) progress made in language education research. The 

Desired Outcomes for 21st Century EL Learners in Singapore (MOE, 2020a, p.7) has 

also been influential in shaping the nature of language education in Singapore. The four 

desired outcomes are that every individual emerges from the education system as (i) a 

confident person; (ii) a self-directed learner; (iii) an active contributor; and (iv) a 

concerned citizen. 

 

The acquisition of reading comprehension skills takes place in a progressive way in 

primary schools in Singapore. According to the English Language syllabus (2020), 

reading skills are taught and learnt by students in the following ways: 
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1) Beginning reading and viewing - During this stage, word recognition and 

decoding skills are taught with a focus on accuracy, fluency and automaticity. 

Learners are also equipped with positive reading and viewing attitudes and 

behaviour.  

2) Close reading and viewing - In this stage, enhancement of semantic competency 

takes place where students are exposed to reading of texts that involves making 

meanings at the literal and inferential levels. Close reading skills are taught 

inclusive of a range of comprehension strategies. 

3) Critical reading, viewing and appreciation – During this stage, the critical 

competency of learners is sharpened where skills of analysis, evaluation and 

appreciation of texts are imparted. Pragmatic awareness is also instilled where 

learners are taught how to be discerning readers and be aware of the intentions of 

the writers. 

4) Wide and extensive reading – In this stage, learners are exposed to a large array 

of texts where there is scope for intensive (reading with a purpose) and extensive 

reading (reading for pleasure). 

1.7. Rationale for the Present Research 

The research presented in this thesis was conducted in Singapore, in alignment with the 

broad recommendations of its Ministry of Education (MOE). In the 2010 English 

Language Syllabus prescribed by the MOE, teachers are encouraged to “develop reading 

and viewing skills, strategies, attitudes and behaviours and text type-specific 
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comprehension skills and strategies” (MOE, 2010, p.29). Hence, in addition to equipping 

students with strategies to enhance their reading skills, the emotional well-being, attitudes 

and behaviour of students also needs to be taken into consideration.  

 

The English Language Syllabus philosophy of the MOE is predicated on a number of 

assumptions and beliefs. These include the notion that “language learning involves 

cognitive and affective engagement and interaction” (MOE, 2010, p.8). Furthermore, in 

the Singapore Teaching Practice model, which guides all teachers in Singapore in terms 

of how teaching and learning should take place, under the Singapore Curriculum 

philosophy, the learning outcome, “every student is an engaged learner” is a significant 

feature (MOE, 2020a, p. 10).  The assumptions, beliefs and outcomes mentioned in this 

paragraph are well aligned with the constructs that will be studied in the research reported 

in this thesis, in relation to the use of metacognitive strategies and motivation factors 

associated with reading comprehension.  

1.8. Thesis Aims and Structure 

Whilst much has been done to identify ways in which reading comprehension can be 

enhanced at the school level in the past half-century, not all young learners are doing well 

in reading comprehension even today. Some still struggle to make sense of texts beyond 

decoding the words within them. While metacognition has been recognized as a key 

mechanism through which learners can become more skilled in reading comprehension, 
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there is insufficient research data at present about the development of metacognitive 

processes in young learners from Singapore.  

 

According to Baker and Beall (2014), even with the knowledge gained through various 

studies about how to evaluate the metacognitive development of learners, the speed at 

which metacognitive instruction is being infused in the reading classrooms is slow. 

Hence, teachers need to take a more active role in collecting their own local data on the 

use of such approaches within their own schools.  

 

The overarching aim of this thesis was to examine links between metacognitive strategies, 

reading comprehension skills and reading motivation in young learners within one 

Singapore-based primary school. It sought also to present a metacognitive approach 

developed by the student researcher for use in primary reading classrooms. Four 

individual papers were written to present the research work conducted by the candidate 

as part of this professional doctorate programme, presented in Chapters 2 through 5 of 

this thesis. A summary of all chapters within the thesis is presented in Table 1. A mind 

map of the papers presented in the thesis is also shown in Figure 1, with an infographic 

of key concepts and definitions presented in Figure 2.  
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Table 1. Summary of all remaining thesis chapters 

Chapter Focus 

2 

Paper 1: In this paper, a metacognitive-based reading comprehension 

procedure for young learners that incorporates the use of strategies adapted 

from a listening comprehension framework is presented.  

3 

Paper 2: In this paper,, reading self-efficacy, task value and reading interest 

are examined as potential predictors of primary five students’ reading 

comprehension performance in Singapore. 

4 

Paper 3: In this paper, the use of an open-ended questionnaire to understand 

young readers’ proposed use of metacognitive strategies in reading 

comprehension was explored. 

5 

Paper 4: In this paper, the use of a metacognitive approach developed by the 

author for use in reading comprehension classes was explored in terms of its 

effects on primary five students’ comprehension, reading self-efficacy, task 

value and reading interest. 

6 

This is a concluding chapter that presents a summary of previous papers and 

discusses implications of the results for practice and future research. 
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Figure 2. Mind map of Papers 1 to 4 
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(Paper 3)
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Chapter 2. Paper 1: Adapting a Listening Comprehension Framework 

to Develop a Metacognitive Reading Comprehension Procedure for 

Young Learners 

Abstract. A considerable body of research has now accumulated which suggests that the 

use of metacognitive strategies can be beneficial in helping readers in the primary years 

develop their reading comprehension skills. This paper presents an approach based on a 

metacognitive skill development procedure, which may enhance reading comprehension 

in young learners. The procedure was adapted from a listening comprehension 

framework, and is designed to provide learners with support and guidance in the 

application of planning, monitoring, evaluation, and problem identification strategies. 

The metacognitive strategies are designed to be used across three reading phases: (i) the 

pre-reading phase; (ii) the reading phase; and (iii) the post-reading phase. Potential 

benefits of using this approach to bolster reading comprehension skill development in 

young readers are discussed. 
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2.1. Introduction 

Developing learners’ proficiency in reading comprehension is a fundamental goal in the 

teaching and learning of any language. Reading comprehension, however, is a complex 

language skill to teach (Adams, 1990; McLaughlin, 2012; Sesma et al., 2009). In their 

2021 article, The Science of Reading Comprehension Instruction, Duke et al. summarized 

the outcomes of decades of research on reading comprehension and argued that reading 

comprehension instruction should begin at the same time when young learners are 

developing oral language, phonemic awareness and phonics skills. Duke et al. identified 

three main instructional foci that are critical for developing reading comprehension skills 

in young learners: (i) teaching text structures, (ii) comprehension strategy instruction, and 

(iii) vocabulary and knowledge building. The present paper focuses upon the second of 

these foci – namely, that of comprehension strategy instruction, with a more specific focus 

on metacognitive strategy instruction. 

 

The primary goal of the present paper is to outline an approach developed by the first 

author that could be used to enhance reading comprehension in young learners through 

the use of a structured metacognitive procedure. The Metacognitive Reading 

Comprehension Procedure, or MRCP, approach outlined here was adapted from a 

metacognitive skill development framework originally proposed to enhance listening 

comprehension proficiency (O’Malley & Chamot, 1990; Vandergrift, 1997). The ultimate 

goal of the approach is to provide young learners with explicit support and guidance in 

the application of planning, monitoring, evaluation, and problem identification strategies.  
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Throughout the remainder of this paper, the term ‘stage’ will be used to refer to the 

metacognitive stages of planning, monitoring and evaluation. The term ‘phase’ will be 

used to refer to different points in the reading comprehension process: that is, the pre-

reading, reading, and post-reading phases.  

 

2.1.1. The Concept of Metacognition 

Metacognition, or ‘thinking about thinking’ (Flavell, 1976), has been deemed to be 

critical for the effective acquisition of skills in both listening comprehension (Chou, 2017; 

Goh, 2008; Lynch & Mendelsohn, 2020; Maftoon & Alamdari, 2017; Maftoon & Fakhri, 

2020; Vandergrift & Baker, 2015) and reading comprehension (AlAdwani et al., 2022; 

Baker, 2016; Baker & Beall, 2014;; Fadilah et al., 2021;; Van Kraayenoord, 2010). 

Metacognition is posed to comprise both knowledge and regulatory elements. 

Metacognitive knowledge refers to learners’ awareness about their own thinking, which 

includes their strategy, person and task knowledge (Flavell, 1979). Wenden (1991) 

defined strategy, person and task knowledge forms as follows: 

 

1) Strategy knowledge refers to a learner’s knowledge of effective strategies that 

they can use in particular tasks, and knowledge about how best to approach 

language learning. This involves the use of cognitive, metacognitive and socio-

affective strategies. 

2) Person knowledge refers to a learner’s knowledge about the cognitive and 

affective factors that facilitate learning, as well as what learners know about 

themselves as learners. 



  

56 

 

3) Task knowledge refers to a learner’s knowledge about the purpose and nature of 

their learning tasks, their knowledge of the task demands, and of when 

deliberate effort will be required. 

 

Metacognitive self-regulation refers to the actions that learners choose to take based on 

their metacognitive strategy knowledge. In essence, metacognitive self-regulation 

describes the processes by which learners monitor and control their cognitive processes. 

This can include, for example, strategies that they use to check their understandings when 

confronting a text for the first time, or decisions they make about the strategies they 

should use during this process (e.g., if a given strategy is not succeeding, trying out a 

different strategy). Metacognitive strategies, therefore, can be conceptualized as a form 

of higher-order executive skill (Zhang & Seepho, 2013), which incorporates techniques 

that learners can use to ‘take charge of’ and direct their own learning processes (Flavell, 

1976; O’Hara, 2007).  

 

2.1.2. Metacognitive Instructional Approaches 

Metacognitive instructional approaches place an emphasis on the processes rather than 

merely the products of language instruction, and have emerged as a significant area of 

research interest in both the listening (Goh, 1997; Kaur, 2014; Vandergrift, 2002) and  

reading comprehension (Chin & Ghani, 2021; Soto et al., 2019).  domains. In the domain 

of listening comprehension, various metacognitive approaches, such as the use of 

checklists (Goh & Vandergrift, 2021; Vandergrift, 2002); process-based discussions (Goh 

& Taib, 2006; Mahdavi & Miri, 2019); metacognitive listening questionnaires 
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(Vandergrift et al., 2006; Wang & Treffers-Daller, 2017); the ‘Metacognitive Cycle’ 

(Haridas, 2008; Vandergrift, 2004); and the ‘Metacognitive Pedagogical Cycle’ (Cross, 

2011; Goh & Vandergrift, 2021) have all been used and evaluated. The empirical 

evaluations conducted by these authors have generally reported positive effects of these 

procedures on listening performance.   

 

In the area of reading, learners can use three main types of metacognitive strategies across 

the pre-reading, reading and post-reading phases of comprehension. Planning strategies 

are used primarily during the pre-reading phase of any comprehension task. Planning 

strategies can include learners attempting to make predictions about what is coming next 

in a given text or passage (Bulut, 2017). Monitoring strategies are used primarily during 

the reading phase of a comprehension task. Techniques such as questioning, summarizing 

and clarifying ideas are frequently used in this process (Palincsar & Brown, 1984). 

Evaluation and Problem Identification strategies are most pertinent in the post-reading 

phase of a comprehension task. These can include specific techniques such as learners 

assessing their thinking processes after reading a given text or passage (Fogarty, 1994).  

 

A considerable amount of work has now been published on how metacognitive 

instructional approaches can impact the reading comprehension performance and skill 

development of young learners (e.g., Boulware-Gooden et al., 2007; DeGennaro, 2018; 

Myers & Paris, 1978; Pressley et al, 1998; Royanto, 2012; Teng, 2020; Varga, 2017; 

Williams & Atkins, 2009; Zhang et al., 2008).  Two examples of metacognitive strategy-

based instruction in reading comprehension are Informed Strategies Instruction (Paris & 
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Jacobs, 1984), in which learners are taught how to assess and make plans in reading, as 

well as to control their understanding of a text in a strategic manner; and Reciprocal 

Teaching (Okkinga et al., 2018; Palincsar & Brown, 1984), in which the strategies of 

summarizing, questioning, clarifying and predicting are employed during discussions 

about a text.   

 

While both of the existing approaches have been used effectively to enhance 

metacognitive strategy use in young readers, none of the existing frameworks that the 

author located provided a step-by-step guide for teachers of younger learners to facilitate 

the use of metacognitive strategies in classrooms, with reference to entire comprehension 

tasks (i.e., including responding to associated comprehension questions). Teng (2020) 

argued that more can be done in the form of providing “a teaching process that explicitly 

elicits and develops students’ knowledge of the reading process” (p. 29), noting that this 

is especially needed in relation to the teaching of reading skills in young learners.  

 

The use of a step-by-step approach that incorporates the explicit teaching of 

metacognitive strategies for reading comprehension would allow practitioners to offer 

metacognitive strategy instruction in combination with the use of effective scaffolding, 

differentiated instruction and formative assessment. Such an explicit way of teaching 

reading comprehension through the use of metacognitive strategies could benefit young 

learners in particular, as it would make the process of enhancing their literacy 

development more visible (Boulware-Gooden et al., 2007). The next section of this paper 

outlines a procedure developed by the first author that can be used for such a purpose in 
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the teaching of reading comprehension for young learners. This procedure uses 

metacognitive strategies that were adapted from a ‘tried and tested’ framework of 

metacognitive strategies originally devised for use in the area of listening comprehension. 

2.2. Adapting the Listening Comprehension Framework 

The metacognitive reading comprehension procedure presented here (the Metacognitive 

Reading Comprehension Procedure, or MRCP) is an adaptation of the listening 

comprehension framework used originally by Vandergrift (1997). Vandergrift, had, in 

turn, adapted this from frameworks originally put forward by O’Malley and Chamot 

(1990), Oxford (1990), and Vandergrift (1996). The 1997 framework includes 

metacognitive, cognitive and socio-affective strategies. This framework has previously 

been adapted and applied by the first author in a Singapore-based study, in which primary 

students’ metacognitive, cognitive and socio-affective strategies in listening 

comprehension tasks were analysed (Haridas, 2008). In the current paper, however, only 

the metacognitive strategies were adapted for use. Table 3 captures the salient parts of the 

original framework that were retained in the MRCP presented here. As indicated, all 

references to ‘listening’ have been changed to ‘reading’ in the adapted framework. In 

addition, the word ‘oral text’ has been edited to ‘reading comprehension text’; while the 

term ‘Auditory Monitoring’ in the original framework was deleted, because no clear 

equivalent for Auditory Monitoring exists in the domain of reading comprehension. 



 

60 

 

Table 3. Adapting the Listening Framework for Reading Comprehension 

Stage Metacognitive Strategies Original Framework Adapted Framework 

1. Planning (a) Advance Organisation 

  

 

Clarify the objectives of an anticipated listening 

task by proposing strategies for handling it. 

Clarify the objectives of an anticipated 

reading comprehension task by proposing 

strategies for handling it. 

(b) Directed Attention 

 

Decide in advance to attend in general to the 

listening task and to ignore irrelevant distractors, 

maintaining attention while carrying out the 

listening task. 

Decide in advance to attend in general to 

the reading comprehension task and to 

ignore irrelevant distractors, maintaining 

attention while carrying out the task. 

(c) Selective Attention Decide to attend to specific aspects of language 

input or situational details that assist in 

understanding and task completion. 

Decide to attend to specific aspects of 

language input or situational details that 

assist in understanding and task completion.  
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(d) Self-management Understand the conditions that help one 

successfully accomplish listening tasks and 

arranging for the presence of these conditions. 

Understand the conditions that help one 

successfully accomplish reading 

comprehension tasks and arranging for the 

presence of these conditions.  

2. Monitoring (a) Comprehension Monitoring 

 

Check, verify or correct one’s understanding at 

the local level. 

Check, verify or correct one’s 

understanding at the local level. 

 

(b) Auditory Monitoring Use one’s ear for the language to make decisions. ----- 

(b) Double-check Monitoring 

 

Check, verify or correct one’s understanding 

across the task or during the second time through 

the oral text. 

Check, verify or correct one’s 

understanding across the task or during the 

second time through the reading 

comprehension text. 
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3. Evaluation (a) Performance Evaluation Judge one’s overall execution of the task. Judge one’s overall execution of the task. 

(b) Strategy Evaluation Judge one’s strategy use. Judge one’s strategy use. 

4. Problem 

Identification 

--- Explicitly identify the central point needing 

resolution in a task or identifying an aspect of the 

task that hinders its successful completion. 

Explicitly identify the central point needing 

resolution in a task or identifying an aspect 

of the task that hinders its successful 

completion. 

 Note: Adapted from Vandergrift (1997) and O’Malley and Chamot (1990). 
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2.3. The Metacognitive Reading Comprehension Procedure 

The current version of the MRCP comprises 14 steps that students can follow as a 

scaffolding tool in reading new texts for meaning and in answering questions related to 

those texts. The metacognitive strategies described by Vandergrift (1997) can be linked 

to all 14 steps. These metacognitive strategies include those that can be used across the 

main stages of the metacognitive process (i.e., planning, monitoring, evaluation, and 

Problem Identification). The MRCP is explained here in relation to a short excerpt from 

a comprehension text and some related comprehension questions. The description and 

explanation of the MRCP is presented in relation to the three reading phases of 

completing a comprehension task, namely, the ‘Pre-reading Phase’, the ‘Reading Phase’ 

and the ‘Post-reading Phase’.  

 

Part 1: Pre-reading Phase 

The first 5 steps of the MRCP involve the reading of questions and planning on the basis 

of these questions – that is, the pre-reading stage of the comprehension task process. Table 

4 displays the first 5 steps in the MRCP that correspond to this phase. 
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Table 4. MRCP: Pre-reading Phase (Steps 1 to 5) 

No. Steps Stage/s Metacognitive Strategies 

1 Read the questions for a general feel of 

the section. 

Planning 1) Pupils will be able to clarify the objectives of an anticipated comprehension 

task by proposing strategies for handling it (Advance Organisation). 

2) Pupils will be able to decide in advance to attend in general to the questions 

and to ignore irrelevant distractors, maintaining attention while reading (Directed 

Attention). 

2 Read the questions and identify the 

keyword that will determine the tense 

you need to use in your answer. 

Planning Pupils will be able to decide to attend to specific aspects of language input or 

situational details that assist in understanding and task completion (Selective 

Attention). 

 3 Read the questions and identify the 

keywords that help determine your 

question type. 

Planning Pupils will be able to decide to attend to specific aspects of language input or 

situational details that assist in understanding and task completion (Selective 

Attention). 
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4 Read the questions and identify other 

keywords that will help you with your 

answer. 

Planning Pupils will be able to decide to attend to specific aspects of language input or 

situational details that assist in understanding and task completion (Selective 

Attention). 

5 Write down the acronyms for the 

checking procedure:  

C  - complete sentence;  

S – spelling;  

P – punctuation;  

T – tenses;  

Sv – subject verb agreement 

Planning Pupils will be able to understand the conditions that help one successfully 

accomplish listening tasks and arranging for the presence of these conditions 

(Self-management). 

 

 

Note: Metacognitive Strategies adapted from Vandergrift (1997) and O’Malley and Chamot (1990).  
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With reference to the MRCP as reflected in Table 4, students read the questions they will 

need to answer in the task, rather than the text, at the beginning of the task. This is 

recommended as it provides them a ‘heads-up’ about the gist of the text. As stated in Step 

1, when the question is read for the first time, students can get a general idea of the content 

that will be mentioned in the text. In terms of the strategies of Advance Organisation and 

Directed Attention, students can then direct their attention to these ideas and make plans 

to search for the content in making sense of the passage.  

 

Step 2 involves the second reading of the question, during which, students are encouraged 

to pay selective attention to specific details such as the words used to indicate tenses. Step 

3 also involves the reading of the question, but students then need to direct their attention 

in a selective manner to the words that indicate the question type.  In Step 4, the focus is 

on words and phrases in relation to the content, which students can link to the text, hence 

engaging the strategy of Selective Attention in their reading of the questions. In Step 5, 

students write an acronym beside questions in order to prepare for the final checking 

stage, after all the answers have been written.  
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Table 5. MRCP: Pre-reading Phase (Steps 1 to 5 with example) 

Question: Why do you think Mrs Koh thought that Paul was avoiding her? 

Reason-oriented 

Question 

(Step 3) 

 

C  - complete sentence;  

S – spelling;  

P – punctuation;  

T – tenses;  

Sv – subject verb agreement  

(Step 5) 

 

 

 

Step 1: This step needs to be carried out for all the questions as it will give the reader a general impression of 

what the text is going to be about.  

Step 2: The words ‘do’, ‘thought’ and ‘was avoiding’ are underlined as they will help to determine the tenses to 

be used for the answer. 

Step 3: The word ‘why’ has been highlighted as this word helps to determine the question type, and in this 

question, a reason or reasons are expected to be given. 

Step 4: By reading this question, students need to take note of the presence of 2 characters (Mrs Koh and Paul).  

Step 5: A reader prepares for the checking process which will be carried out after the answer has been written 

by writing the acronym at the side of the question. The letters C, S, P, T and Sv stand for complete sentence, 

spelling, punctuation, tenses and subject verb agreement. 
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Each time students check their answers for a specific purpose such as for spelling errors, 

they need to indicate this with a tick. This step makes use of the strategy of Self-

management, as students are preparing ahead for the checking process by writing the 

acronym that reflects the conditions needed to complete the task. Steps 1 to 5 form part 

of the planning stage of the MRCP.   

Table 5 provides an example of how the five steps can be incorporated in the context of 

an actual comprehension question.  

 

Part 2: Reading Phase 

Steps 6 to 9 of the MRCP involve the reading of the text, which makes use of the planning 

and monitoring stages of the metacognitive strategies. Table 6 displays Steps 6 to 9 of the 

MRCP. Step 6 begins with the reading of the text with the objective of understanding the 

main idea/s. In this stage, students are encouraged to use the strategy of Comprehension 

Monitoring to check on their understanding of the text. Students also need to use the 

strategy of Directed Attention here to steer clear of distractions and focus on the main 

thrust of the text. Step 7 requires students to read the text again for the purpose of educing 

the main idea of each paragraph. The strategy of Comprehension Monitoring would again 

be used here for the purposes of checking and verifying the core idea/s in each paragraph, 

together with the use of the strategy of Directed Attention.  
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Table 6. MRCP: Reading Phase (Steps 6 to 9) 

No Steps Stage/s 

 

Metacognitive Strategies 

6 Read the text once to get an overall 

impression of the main point of the text. 

Jot down the main idea beside the text. 

Planning 

/Monitoring 

1) Pupils will be able to check, verify or correct one’s understanding at the 

local level (Comprehension Monitoring). 

2) Pupils will be able to decide in advance to attend in general to the questions 

and to ignore irrelevant distractors, maintaining attention while reading 

(Directed Attention). 

7 Read the text again to understand the 

main point of each paragraph. Jot down 

the main idea of each paragraph beside 

the specific paragraphs. 

Planning 

/Monitoring 

1) Pupils will be able to check, verify or correct one’s understanding at the 

local level (Comprehension Monitoring). 

2) Pupils will be able to decide in advance to attend in general to the questions 

and to ignore irrelevant distractors, maintaining attention while reading 

(Directed Attention). 
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8 Before you begin answering all your 

questions, ensure that you have 

understood certain words, phrases and 

sentences where the meanings are not 

explicitly given. Annotate the text 

wherever, necessary. 

Planning 

/Monitoring 

1) Pupils will be able to decide to attend to specific aspects of language input or 

situational details that assist in understanding and task completion (Selective 

Attention). 

2) Pupils will be able to check, verify or correct one’s understanding across the 

task or during the second  time through the text (Double-check Monitoring). 

9 Read the text again to locate all the 

sections where the answers for the 

questions can be derived from.  

Planning 

/Monitoring 

1) Pupils will be able to decide to attend to specific aspects of language input or 

situational details that assist in understanding and task completion (Selective 

Attention). 

2) Pupils will be able to check, verify or correct one’s understanding across the 

task or during the second  time through the text (Double-check Monitoring). 

 

Note: Metacognitive Strategies adapted from Vandergrift (1997) and O’Malley and Chamot (1990)  
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Table 7. MRCP: Reading Phase (Steps 7 to 9 with example) 

(Step 7) Main idea of paragraph  

-Paul was ignoring Mrs Koh. 

(Step 8) The word ‘it’ refers to Paul’s 

use of the mobile phone. 

(Step 9)-  

Answer to a question 

At the dinner table, Mrs Koh started a conversation with Paul. She wanted to find out about Paul’s day at 

school. Paul who was upset with Mrs Koh kept looking down at his food and continued eating it. Instead of 

speaking to Mrs Koh, Paul gobbled his food quickly and then started looking at his mobile phone. It had 

helped him to be pre-occupied with his own work. Mrs Koh noticed Paul’s actions and realised what was 

happening.  
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In Step 8, students are encouraged to look out for words and phrases in which the 

meanings are unclear. The strategy of Selective Attention is used here to identify specific 

language items, and, when meanings are made clear, the strategy of Double-check 

Monitoring is used.  For Step 9, the text is read again for the purpose of locating sections 

that might help in making judgements about the answers to questions. For this latter stage, 

the strategies of Comprehension Monitoring and Selective Attention are used.  

 

Table 7 shows an example of how Steps 7, 8 and 9 can be incorporated in the context of 

a task involving a short text.  

 

Part 3: Post-reading Phase 

Steps 10 to 12 and Steps 13 to 14 all fall within the post-reading phase. Steps 10 to 12 are 

related specifically to the phase of a comprehension task in which students actually 

answer the questions posed to them. Table 8 displays Steps 10 to 12 of the MRCP. In Step 

10, students are encouraged to focus on writing out their answers for the various 

comprehension questions, applying the strategy of Comprehension Monitoring in the 

process of doing so. At this point, students need to check the manner in which their 

answers are written, taking into account the correct use of tenses and subject verb 

agreement; whether they are addressing the needs of the question types; and whether they 

are giving answers based on the expected content. Hence, in the process of following 

these steps, students are checking, verifying and also correcting their understanding of 

the text concurrently.   
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Table 8. MRCP: Post-reading Phase (Steps 10 to 12) 

No Steps Stages Metacognitive Strategies 

10 Now, it’s time to answer the questions. Monitoring Pupils will be able to check, verify or correct one’s 

understanding at the local level (Comprehension 

Monitoring) 

11 Each time you have answered a 

question, please use the acronyms to edit 

your answers. 

Monitoring Pupils will be able to check, verify or correct one’s 

understanding across the task or during the second  time 

through the oral text (Double-check Monitoring) 

12 Check your answers by reading the text 

again and ensure that your answers are 

also relevant in terms of content. 

Monitoring Pupils will be able to check, verify or correct one’s 

understanding across the task or during the second  time 

through the oral text (Double-check Monitoring) 

 

Note: Metacognitive Strategies adapted from Vandergrift (1997) and O’Malley and Chamot (1990)  
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In Step 11, the Double-check Monitoring strategy is used for checking answers. As in 

Step 5, checking is done in relation to the use of complete sentences, correct spelling, 

punctuation, tenses and subject verb agreement. The final step in this section of the MRCP 

is Step 11, in which students check on the content presented in their answers by reading 

the text again for confirmation. This involves the strategy of Double-check Monitoring. 

 

Steps 13 and 14 of the MRCP are part of the post-reading phase. These two steps are 

followed by students after the evaluation of their answers has been carried out. These 

steps encourage students to think about their own learning during the pre-reading and 

reading phases. In Step 13, once feedback is given by the teacher in relation to the 

performance of the students via the use of a feedback form or some other kind of 

formative assessment, the students can reflect again on their answers. In the next step, 

Strategy Evaluation takes place, in which the teacher goes through the answers with the 

class while giving students an opportunity to reflect on their use of strategies. The teacher 

can, in this step, prompt students to think about why they were not able to get the 

appropriate answers in such cases. This is designed to encourage students to make use of 

strategies related to Problem Identification. Table 9 displays Steps 13 and 14 of the 

MRCP. 
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Table 9. MRCP: Post-reading Phase (Steps 13 to 14) 

No Steps Stages 

 

Metacognitive Strategies 

13 Check your marks after teacher has 

marked. Teacher returns a feedback 

form or any form of formative 

assessment tool. 

Evaluation Pupils will be able to judge one’s overall execution of the 

task (Evaluation-Performance Evaluation) 

 

14 Teacher together with the pupils analyse 

both the text and the questions. Students 

will need to state the problems, which 

they encountered in their work and write 

down possible solutions. 

Evaluation/Problem 

Identification 

1)Pupils will be able to judge one’s strategy use (Strategy 

Evaluation) 

2)Pupils will be able to explicitly identify the central point 

needing resolution in the compre task or identify an aspect 

of the task that hinders its successful completion (Problem 

Identification) 

 

Note: Metacognitive Strategies adapted from Vandergrift (1997) and O’Malley and Chamot (1990)  
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2.4. Potential Benefits of Using the MRCP 

In this section, the potential advantages of using the MRCP in a reading comprehension 

classroom are highlighted. The first is that the MRCP can be used by practitioners for the 

purpose of teaching reading comprehension in a structured way, as it involves explicit 

steps for all three phases involved in addressing a reading comprehension task (i.e., pre-

reading, reading, and post-reading). It provides a clear and organized way for teachers to 

carry out instructions in class, as well as for learners to acquire reading comprehension 

skills while aligning the steps with various metacognitive strategies. The ways in which 

learning content or classroom activities are organized play a role in the manner in which 

learners acquire knowledge (Van Patten et al., 1986). Apart from the acquisition of 

pedagogical knowledge, because the MRCP is presented in a structured way, with clear 

instructions and linkages to metacognitive strategies, it can also help to boost the morale 

and confidence levels of learners, and in particular, young learners who need more 

support in their learning.  

 

The MRCP can also be used by teachers as a scaffold for young learners, introducing the 

various steps and skills involved in comprehension in a sequenced way. The steps and 

metacognitive strategies found in the MRCP can be unpacked into the various sections 

and used in class in a step-by-step manner. The steps from the MRCP can also be 

modelled by the teacher while explanations are given for every part. This can then be 

followed by teachers and learners, who can follow the procedure together in a class-

directed reading comprehension lesson. Effective use of the MRCP can take place with 
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the use of scaffolds initially, slowly weaning the students off this support by allowing 

them incrementally to complete their comprehension tasks independently. The segmented 

nature of the MRCP makes it easy for teachers to use the framework in a gradual and 

deliberate way. This aligns with the notion of gradually releasing responsibility to 

students in Fisher and Frey’s (2016) instructional framework. The MRCP also aligns with 

the idea of instructional scaffolding to help bring learners through increasing levels of 

proficiency as they develop (Raymond, 2000; Vygotsky, 1978). 

 

The MRCP may also act as a ‘handy’ tool for teachers to teach the use of metacognitive 

strategies in an explicit manner, i.e., to engage in explicit strategy instruction. Through 

the MRCP, learners become aware of the use of various metacognitive strategies. For 

example, they learn how to plan, monitor and evaluate their understanding of 

comprehension texts. The MRCP provides a platform through which learners can become 

reflective thinkers, because there is also a section in the procedure for them to think about 

the steps they have used, and evaluate their performance.  Hence, the MRCP makes it 

feasible for teachers to directly teach metacognitive strategies to students.  

 

Explicit teaching has clear benefits, especially for learners who are not very proficient. It 

has been suggested that learners who struggle in reading comprehension are most likely 

to learn the skills of reading if instruction is done in an explicit way (Rupley et al., 2009). 

In a study conducted by Ortlieb (2013), for example, with the use of anticipatory reading 

guides, explicit instruction in reading strategies was found to improve the reading 

comprehension performance of third graders. It has also been suggested that through 



  

78 

 

explicit teaching, levels of metacognition can be enhanced alongside the learning of 

broader reading comprehension skills and attitudes (Ballou, 2012; Baker, 2016: Carrell, 

1998; Filderman et al., 2022).  

 

Finally, the MRCP may provide an opportunity for lessons to be carried out by 

practitioners using a process-oriented teaching approach. Instead of focusing only on the 

product in the form of the answers to comprehension questions, the MRCP, through its 

various steps grounded in metacognitive strategy use, provides the scope for a reading 

comprehension lesson to be process-based. Process-oriented approaches allow learners to 

engage in appropriate “learning and thinking activities to construct, change and utilize 

their knowledge of a particular subject domain” (Vermunt & Verschaffel, 2000, p.209). 

These approaches are strongly supported in the teaching of reading comprehension skills 

(Collins & Smith, 1980; Teng, 2020).  

2.5. Conclusion 

This paper presented a reading comprehension procedure adapted from a listening 

comprehension framework (Vandergrift, 1997; O’Malley & Chamot, 1990) that is 

strongly grounded in the theory of metacognition (Flavell, 1976). Both the procedure used 

in the adaptation of the listening comprehension framework, and the various steps in the 

framework, were described. The MCRP has the potential to be a feasible and practical 

approach to enhancing the use of metacognitive strategies within classrooms, by 

providing a step-by-step guide for teachers to use with younger learners. The availability 
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of such tools may, in turn, encourage more teachers to incorporate metacognitive 

strategies into their day-to-day teaching practices, thus ensuring that students are afforded 

the best opportunity to develop into proficient and strategic consumers of written texts. 
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Chapter 3. Paper 2: Metacognitive Strategies and Reading Motivation 

Variables as Predictors of Young Learners’ Reading Comprehension 

Performance in Singapore 

Abstract. While various researchers have proposed important links between reading 

comprehension proficiency, metacognitive strategy use and reading motivation, few 

studies have appeared on this topic with respect to young learners in the Singapore 

context. This study was conducted to determine whether such children’s proposed use of 

metacognitive strategies (i.e., their awareness of such strategies), reading self-efficacy, 

task value and reading interest significantly predicted their actual performance in a 

reading comprehension test. Data were collected from 201 primary five students in 

Singapore. Each was asked to complete an open-ended questionnaire in which they 

nominated the metacognitive strategies they would use at different points in the reading 

process, as well as measures of three elements of reading motivation (self-efficacy, task 

value and interest). Stepwise multiple regression analyses indicated that both proposed 

metacognitive strategy use and reading self-efficacy were significantly related to reading 

comprehension performance. An in-depth analysis of the metacognitive strategies 

proposed by the students through univariate analyses of variance indicated that the 

metacognitive strategies of Directed Attention, Selective Attention, Comprehension 

Monitoring and Double-check Monitoring were all linked significantly to scores on the 

reading comprehension measure. Recommendations for the explicit teaching of 

metacognitive strategies such as Strategy and Performance Evaluation in reading 

comprehension lessons are discussed. 
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3.1. Introduction 

Fostering high levels of proficiency in reading comprehension (i.e., the ability to 

understand and interact effectively with written texts), is the ultimate goal of reading 

instruction for learners across the lifespan. While the process of teaching reading 

comprehension is complex for learners of all ages, young readers will typically need more 

support from teachers than those who are more developmentally advanced. Owing to their 

developmental stage, young readers need to acquire a multitude of reading skills 

concurrently, which include decoding, extracting meanings from texts, understanding the 

purpose of various texts, and, at a somewhat more advanced level, critiquing texts 

(Freebody & Luke, 1990). Given the complex and multi-layered nature of instruction that 

must be offered to learners at this age, reading comprehension may not always receive 

the level of priority that is warranted in the overall reading instruction process.  

 

The notion of reading comprehension has transformed over the years, from views that 

focus primarily on the assessable products of comprehension (Durkin, 1978), to more 

complex perspectives that incorporate the processes involved in comprehension, and in 

particular, the use of ‘strategic’ reading processes (e.g., Paris et al., 1983; Janzen, 2002; 

Miller & Faircloth, 2014). Given the myriad tasks that young learners need to undertake 

to develop proficiency in reading comprehension, as well as the importance of these skills 

for future academic and general life pursuits, practitioners and researchers have invested 

much effort into identifying ways in which to help young learners to progress more 

effectively and efficiently towards mastery in this domain (Baldwin, et al.,1985; Duke et 
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al., 2021; Paris & Myers, 1981; Rombot et al., 2020; Solheim, 2011; Teng, 2020; Wolters 

et al., 2022). 

 

Many such efforts have focused upon increasing the extent to which young learners 

engage in ‘strategic reading’. For one to be a strategic reader, Paris et al. (1983) argued 

that both the use of ‘skill’ (e.g., cognitive and metacognitive strategies) and of ‘will’ (e.g., 

high levels of reading motivation and engagement) are essential (Paris et al., 1983; Miller 

& Faircloth, 2014; Schmidt & Paris, 1983).  In addition to the use of cognitive strategies 

that include making inferences from a text (Anderson & Pearson, 1988) and summarizing 

salient points within texts (Honig et al., 2000), metacognitive strategies are considered 

essential in the development of reading comprehension skills (Brown et al., 1986; Eilers 

& Pinkley, 2006; Marulis et al., 2020; Muhid et al., 2020; Muijselaar et al., 2017; Sheorey 

& Mokhtari, 2001).  

 

Another factor that is considered essential for the development of reading comprehension 

efficiency is that of reading motivation. Elements of motivation such as reading self-

efficacy, task value and reading interest have been posed to be important for keeping 

students engaged in their reading tasks (e.g., see Anmarkrud & Bråten, 2009). High levels 

of engagement in reading will, in turn, determine the time that learners are prepared to 

invest in their reading tasks, as well as in using effective reading strategies to comprehend 

texts. In other words, as stated by Guthrie and Klauda (2015), motivation in reading will 

produce higher levels of reading engagement, which will, in turn, lead to higher levels of 

reading proficiency.  
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While there is broad recognition of the importance of both metacognition and motivation 

for young learners to develop good comprehension skills, it is equally recognized that 

harnessing this information in practice can be difficult due to the learners’ developmental 

level (Paris & Jacobs, 1984; Paris & Hamilton, 2014). One of the key challenges that 

often confronts practitioners is that while they may know intuitively that metacognition, 

reading motivation and reading skill development are inherently interrelated in broad 

terms, relationships amongst specific elements of these different variables (e.g., specific 

metacognitive strategies or motivational elements) are less clear. As a result, teachers can 

find it difficult to determine which of these should be focused upon in the classroom. 

Teachers could, therefore, benefit from a more detailed and in-depth understanding of the 

specific metacognitive strategies and motivation factors that are most strongly related to 

young learners’ comprehension proficiency and skill development. 

 

3.1.1. Metacognitive Strategies in Reading Comprehension 

The term metacognitive strategies comes under the umbrella of metacognition, which has 

generated considerable interest in the field of reading comprehension research over the 

last few decades (e.g., Block, 1986; Zimmerman, 2008; Varga, 2017; Teng & Zhang, 

2021). Though the term metacognition has been defined by scholars in various ways, the 

definition that is most broadly recognized is the one put forward by Flavell (1976). This 

depicts metacognition as a process of ‘thinking about thinking’ or, in other words, 

thinking about cognition itself. Metacognition is considered to incorporate both 

metacognitive awareness or knowledge (i.e., person, task and strategy knowledge – see 
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Wenden, 1991) and self-regulation via the use of metacognitive strategies. These can 

include planning, monitoring and evaluation processes in the case of learning tasks 

(O’Malley & Chamot, 1990). Metacognitive strategies are often viewed as higher-order 

executive skills concerned with the awareness and effective management of lower-order 

cognitive skills and strategies (Hartman, 2001).  

 

In various previous studies, the use of metacognitive strategies by young learners has 

been found to have a positive impact on their overall reading comprehension performance 

(Al-Qahtani, 2020; Boulware-Gooden et al, 2007; Brown & Palincsar, 1982). A few 

studies have also been conducted to develop a better understanding of the strategies used 

by learners across different age groups, as well as those used by proficient and struggling 

readers. One such example is the study by Myers and Paris (1978), who observed students 

from the 2nd and 6th grades in relation to their metacognitive awareness of reading 

comprehension. Results indicated that older students were better informed about the 

metacognitive strategies that they could use to enhance their own reading comprehension. 

Better readers were also found to demonstrate greater metacognitive knowledge than 

those who were assessed to be less proficient in standardized tests.  

 

Subsequent studies carried out on young learners have affirmed and extended the findings 

of Myers and Paris (1978) (Van Kraayenoord & Schneider, 1999; Zhang et al., 2008). 

Baker and Beall (2014), however, noted that despite studies such as the one conducted by 

Myers and Paris (1978) and then, 28 years later, Eme et al.’s (2006) evaluation, which 

produced similar insights into the strategies employed by skilled and less skilled readers, 
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relatively little progress has been made in helping learners to become better readers in 

classrooms. This underscores the fact that there is a still-current need for studies in this 

area, not just in terms of examining the use of metacognitive strategies in such learners, 

but also in terms of exploring how these can work together with other important factors 

in reading comprehension, such as learner motivation.  

 

3.1.2. Motivation in Reading Comprehension 

Motivation is recognized to be a significant aspect of the language acquisition process, 

and has been studied more in recent times in relation to literacy development (Miller & 

Faircloth, 2014). Motivation has been found to be strongly linked with reading 

comprehension development (Becker et al., 2010; Dweck, 1986; Retelsdorf et al., 2011). 

Given the inherent complexity of the reading comprehension process, developing 

proficiency in this area involves myriad challenges for the young learner. These learners, 

as a result, will require high levels of motivation to persist with the process through the 

inevitable challenges they will confront (Barber & Klauda, 2020; Guthrie et al., 2004).  

 

One of the most widely applied theories of motivation in schools is the Expectancy-Value 

Theory (EVT) model. This was first developed by John William Atkinson in the 1950s 

and 1960s, then elaborated for application to education contexts by Eccles and colleagues 

during the 1980s (Spence, 1983). According to this theory, students’ achievement 

outcomes and achievement-related choices will be a product of two main factors: 

expectancies for success (i.e., the level of confidence an individual has in his or her ability 
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to succeed in a given task) or self-efficacy; and subjective task values (i.e., how important, 

useful, or enjoyable the individual perceives the task to be). 

 

In the EVT model, expectancy beliefs are linked conceptually to concepts like self-

efficacy (i.e., beliefs about one’s own abilities and competence levels), while subjective 

task values can be categorized further into four types (Eccles, 1983): 

 

1. Intrinsic value (i.e., the level of enjoyment or interest the individual derives from 

engaging in the task); 

2. Utility value (i.e., the perceived usefulness or relevance of the task for the 

individual);  

3. Attainment value (i.e., the importance of the task for an individual’s identity or 

sense of self); and  

4. Cost (i.e., the negative consequences associated with engaging in the task, such 

as loss of time and valued alternatives). 

 

The EVT model aligns well with views of motivation in the area of reading. In this area, 

motivation is considered ‘a multifaceted construct with multiple constituents’ (Guthrie et 

al., 2007, p.282), including factors such as interest, preference for challenge, 

involvement, self-efficacy, competition, recognition and grades (Wigfield & Guthrie, 

1997). For very young learners, three of the five sub-constructs in the EVT model 

(expectancies, intrinsic value, utility value, attainment value and cost) are likely to be 

most relevant as elements of reading motivation, given that at this age level, it is unlikely 
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that children will be able to consider factors such as loss of valued alternatives and how 

important reading is to their sense of identity.  

 

In the following sections, three elements of motivation (self-efficacy, task value and 

reading interest) that align with the subconstructs in the EVT model and Wigfield and 

Guthrie’s (1997) conceptualisation of reading motivation are discussed. 

 

3.1.2.1. Reading Self-efficacy (or Expectancies for Success in the EVT model). One 

extensively studied motivation factor is self-efficacy, which was defined by Bandura 

(1977, 1986, 1997) as a person’s perception of his or her ability to carry out a given task 

or activity. Reading self-efficacy relates more specifically to readers’ perceptions of their 

ability to read or complete reading tasks successfully (Guthrie & Coddington, 2009). 

Bandura (1982) posited that self-efficacy can have a significant impact on individuals’ 

achievements, as well as on the effort they are prepared to invest in specific tasks. In 

various studies carried out in the area of reading comprehension previously, positive 

relationships have been found between reading self-efficacy and comprehension 

development (Boakye, 2015; Naseri  & Zaferanieh, 2012; Shang, 2010). Gains in reading 

performance have also been linked to higher levels of self-efficacy in younger learners 

(Hornstra et al., 2013; Lee & Jonson-Reid, 2016; Peura et al., 2019; Solheim, 2011; 

Wigfield and Guthrie, 1997), although other studies have found no significant 

relationships between self-efficacy and reading performance (Hager, 2017). Hence, the 

relationship between reading self-efficacy and reading comprehension achievement has 

been reported somewhat inconsistently in previous studies.  



  

96 

 

 

3.1.2.2. Task Value (or Utility Value in the EVT model). Another reading motivation 

variable that warrants attention with respect to younger learners is that of task value (or 

utility value in the EVT model). This element of motivation relates to “beliefs about the 

importance of, interest in, and value of” a task (Pintrich, 1999, p. 462). In making such 

judgements, learners will take the usefulness, significance and costs of a task into 

consideration (Eccles, 1983; Parsons & Goff, 1980; Wigfield & Eccles, 2002). The nature 

of a task and the value one assigns to it will clearly have an impact on the level of 

motivation an individual will have to complete that task. Similarly, according to 

researchers such as Atkinson (1952), learners will tend to do tasks that they value 

positively, whilst avoiding tasks that value negatively (Wigfield & Eccles, 1992).  

 

In support of the above viewpoints, a positive correlation was found by Anmarkrud and 

Braten (2009) in relation to task value and reading comprehension performance. In this 

study of ninth-grade learners, task value was also found to be a stronger predictor of actual 

reading comprehension performance than reading self-efficacy. Furthermore, in another 

study by Keskin (2014) with fifth to eighth grade students, in which both reading self-

efficacy and task value were examined in relation to the use of metacognitive strategies, 

reading self-efficacy was found to have an impact on task value itself. In light of this 

finding, it is possible that self-efficacy may have both direct and indirect effects on 

reading comprehension proficiency, exerting effects on this variable also via its impact 

on mediating variables such as task value. 
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Further to the impact of reading motivation variables on comprehension proficiency itself, 

it has been suggested that learners are likely to employ better reading strategies, inclusive 

of both cognitive and metacognitive strategies, if reading tasks are judged to have a higher 

overall value to them (McWhaw & Abrami, 2001). This again suggests the possibility of 

an indirect effect of an element of reading motivation on eventual reading comprehension 

levels. In this case, task value would have an indirect effect on reading comprehension 

proficiency via the mediating variable of cognitive and metacognitive strategy use. 

 

Given the various ways in which reading motivation variables have been posed to impact 

reading comprehension levels, further empirical research is warranted to better 

understand how these processes can be harnessed to enhance the reading comprehension 

skills of young learners in normal classroom settings.  

 

3.1.2.3. Reading Interest (or Intrinsic Value in the EVT model). The third reading 

motivation variable that has been linked to reading skill development in younger learners 

is that of interest (or intrinsic value in the EVT model). Reading interest has been 

categorised into individual interest, which relates to the interest displayed in terms of a 

topic; and situational interest, which is linked to interest displayed in terms of a text and 

the textual features (Hidi, 1990; Schiefele, 1991). Significant positive links have been 

posed between reading interest and the ability to perform in reading comprehension tasks 

(Baker & Wigfield, 1999; Eidswick, 2009; Kirby et al., 2011). According to Wigfield et 

al. (2015), reading interest is a significant factor in comprehension because this provides 

the fundamental stimulus for learners to think about their learning outcomes. Wigfield et 
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al.’s (2015) notion aligns with earlier ideas published by McKenna (1994), who argued 

that students’ levels of engagement in text reading will depend upon their initial interest 

levels.  

 

Again, these notions are aligned with the outcomes of empirical studies published 

previously in the area of reading comprehension. For example, in a study carried out on 

primary school learners in the first and third grades from Finland and Estonia, Tang et al. 

(2017) found positive correlations between learners’ reading interest levels and their 

eventual comprehension of those texts.  In another study with 220 Estonian primary 

school learners from the third grade by Kasper et al. (2018), positive correlations were 

again found between reading interest and reading comprehension. Studies such as these 

point to the need for further investigations into how the reading interest levels of young 

learners relate to their comprehension levels.  

 

3.1.3. The Present Study 

Previous research has affirmed positive correlations between reading comprehension 

levels, the use of metacognitive strategies and reading motivation (Baker & Beall, 2014; 

Connor 2016; Fisher & Frey, 2020; Miyamoto et al., 2019). It is possible that both 

metacognition and reading motivation may contribute to a ‘downward spiral effect’ for 

struggling young learners in developing their reading comprehension skills. In other 

words, those who are less successful in reading may be less motivated to engage actively 

in reading tasks, and may as a result make less use of cognitive and metacognitive 

strategies in approaching these tasks (Morgan et al, 2008). These readers’ disengagement 
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with the reading process will then produce further delays in the development of reading 

proficiency, which will in turn reduce motivation to engage and use strategies further.  

 

Further research is needed at this point to better understand how metacognition and 

motivation factors are linked with comprehension proficiency in young learners. The 

purpose of the present study was to extend and contribute to our current understanding of 

the relationships between reading comprehension performance, metacognitive strategies, 

reading self-efficacy, task value and reading interest in young learners. The study was 

conducted in the Singapore context, in which very little research has appeared on this 

topic previously. The specific research questions posed for the study were: 

  

(i) To what extent do proposed metacognitive strategy use (i.e., awareness of 

metacognitive strategies), reading self-efficacy, task value and reading interest 

predict reading comprehension proficiency in young learners in Singapore?  

(ii) Which specific proposed metacognitive strategies are associated with 

differences in the reading comprehension proficiency of young learners?  

3.2. Method 

3.2.1. Participants 

The initial pool of prospective participants comprised 235 primary five students from one 

school in Singapore. Following the process of securing parental and student consent, a 

final pool of 201 primary five students then participated in the study. Participants’ ages 
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ranged between 10 years 6 months to 11 years 9 months of age. These students were 

enrolled across six primary five classes in the school (i.e., were drawn from all classes 

within one year level). English was the main medium of instruction for all students in the 

school.  

 

Within the school, students are allocated into different progress groups (low, middle and 

high) based on their annual end-of-year examination results across the subject areas of 

English, Mathematics and Science. In the English examinations conducted by the school, 

students’ language competency is assessed through the four different skills of listening, 

speaking, reading and writing.  Given that participants were drawn from all classes in an 

entire year level, the students who participated in this study were diverse in terms of their 

overall academic progress levels.  

 

3.2.2. Instruments 

Two instruments were used to collect data within the study. The first was a survey 

questionnaire, while the second was a reading comprehension test that was completed by 

all students in their regular Standard English classes. 

 

3.2.2.1. Questionnaire. The questionnaire was used to measure students’ reading self-

efficacy, task value, interest and knowledge of metacognitive strategies. This 

questionnaire comprised two main sections (see Appendix A). Section A comprised 20 

Likert-like item statements, to which participants were asked to respond on a 1 (‘I strongly 

do not agree’) to 5 (I strongly agree’) scale. The items in Section A (Parts 1 and 2) were 
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drawn and adapted from the Motivation Scale used by Solheim (2011). This earlier scale, 

in turn, drew items from the Motivation for Reading Questionnaire by Wigfield and 

Guthrie (1997) and the Motivation Inventory by Anmarkrud and Braten (2009).  In the 

present study, some minor rewording of specific items was undertaken to ensure that the 

items were relevant for use in the current context (e.g., reference to the 6th grade was 

changed to ‘Primary 6’, given that this is the terminology used in Singapore). 

 

In the adapted version of the questionnaire for the present study, items 1 to 8 measured 

reading self-efficacy, while items 9 to 15 measured task value. Items 16 to 20 measured 

reading interest, and these questions were crafted by the researchers rather than being 

adapted from existing instruments. The reading interest items in the questionnaire were 

constructed directly from the concept of individual interest (i.e., in this case, reading 

interest related to a particular topic) as defined by Hidi (1990).  

 

Section B of the questionnaire comprised three open-ended items that were included to 

capture data on students’ metacognitive strategy awareness or knowledge across three 

different phases of the reading comprehension process. These were the pre-reading, 

reading and post-reading phases. In this part of the questionnaire, a paragraph extracted 

from a comprehension text, accompanied by two comprehension questions, was provided 

for students as a stimulus prompt. The purpose of the short paragraph and questions was 

to activate students’ thoughts in terms of what they would typically do in the process of 

approaching their reading comprehension tasks. Students then needed to answer the 

following three questions: 
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(i) What would you do before you read the passage? (Pre-reading Phase) 

(ii) What would you do while reading the passage? (Reading Phase) 

(iii) What would you do after answering the questions? (Post-reading Phase) 

 

Thus, with reference to the text and questions, students reported on the strategies they 

would use during all three phases of the reading comprehension process. The data 

gathered from the students’ responses in the questionnaire were collated and analysed 

using a combination of deductive and inductive coding (Graebner et al., 2012). Deductive 

coding, in which codes are generated through an existing theoretical framework, was used 

first to code the responses (Linneberg & Korsgaard, 2019). A theoretical framework 

proposed originally for use in listening comprehension tasks (Vandergrift, 1997; 

O’Malley & Chamot, 1990) that was adapted by the first author to be used in reading 

comprehension was used for the purpose of the deductive coding phase. Table 15 shows 

the metacognitive strategies included in the adapted listening comprehension framework 

that were used to code the responses to the questionnaire. 
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Table 10. Metacognitive Strategies  

No Stages Metacognitive 

Strategies 

Description 

1 Planning 

 

 

(a) Advance 

Organisation 

Clarify the objectives of an 

anticipated reading comprehension 

task by proposing strategies for 

handling it 

Planning 

 

(b) Directed 

Attention 

 

Decide in advance to attend in 

general to the reading 

comprehension task and to ignore 

irrelevant distractors, maintaining 

attention while carrying out the 

task 

Planning 

 

(c) Selective 

Attention 

Decide to attend to specific 

aspects of language input or 

situational details that assist in 

understanding and task completion  

Planning 

 

(d) Self-management Understand the conditions that 

help one successfully accomplish 

reading comprehension tasks and 

arranging for the presence of these 

conditions  

2 Monitoring 

 

(a) Comprehension 

Monitoring 

Check, verify or correct one’s 

understanding at the local level  

Monitoring (b) Double-check 

Monitoring 

 

Check, verify or correct one’s 

understanding across the task or 

during the second  time through 

the reading comprehension text  
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3 Evaluation 

 

(a) Performance 

Evaluation 

Judge one’s overall execution of 

the task  

(b) Strategy 

Evaluation 

Judge one’s strategy use  

4 Problem 

Identification 

 

--- Explicitly identify the central point 

needing resolution in a task or 

identifying an aspect of the task 

that hinders its successful 

completion 

 Note: Adapted from Vandergrift (1997) and O’Malley and Chamot (1990) 

 

The first author assessed and categorised all of the responses that were received. All 

responses from the open-ended questions for each class were first entered into an excel 

worksheet, then classified according to the various metacognitive strategies in the 

framework and assigned a total score. To derive this total score, students were given a 

score of 1 for every strategy that they mentioned. The total score then reflected simply 

the sum of all strategies nominated by the student. Following the deductive coding of the 

data, an inductive approach was used to code any responses from students that did not 

map to this existing theoretical framework. In this process, codes were generated “from 

the data by using phrases or terms used by the participants themselves” (Linneberg & 

Korsgaard, 2019, p. 12). Thus, any remaining responses of students which did not fit into 

the framework used were coded into new categories. 

 

To monitor reliability in the coding process, both intra-rater and inter-rater reliability 

evaluations were carried out. After the first author had established the codes for the 
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students’ responses, an independent researcher who was not involved in the study 

sampled 20% of the students’ responses. This was followed by a series of discussions on 

any points of divergence, during which, some of the codes were re-evaluated. 

Adjustments were then made in terms of matching the responses to the codes. In the 

process of these discussions, the data were subjected to at least five rounds of checking, 

which were carried out at different points by the first author to evaluate and ensure intra-

rater reliability. Any data that had been wrongly classified were corrected before the final 

scores were assigned.  

 

3.2.2.2. Reading Comprehension Task. The reading comprehension task (Appendix B) 

was part of the comprehension examination protocol that was used by the participating 

school at the time that the study was conducted.  This task comprised a text of about 550 

words and a corresponding set of 10 open-ended questions. The text involved three 

characters and a theme based on the character values of compassion and responsibility, 

which was part of the school curriculum. A variety of question types was used within the 

10 questions, which included vocabulary-based questions; reference questions; reason-

oriented and evidence-based questions; sequencing questions; parallel ideas questions; 

action-based questions; cause and effect questions; and finally, comparison questions. 

The structure of the answers ranged from single-word answers to full-length answers.  

 

3.2.3. Data Collection  

Approval to conduct the study was first obtained both from the researchers’ university 

and from the participating school. Consent to participate in the study was also obtained 
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from the parents and/or guardians of the students and from the students themselves. Only 

those who consented contributed data to the study. The completion of the questionnaires, 

which were distributed in hard-copy format during class, was overseen by the first author. 

This process was completed in approximately 30 minutes per class, inclusive of the time 

taken to explain the purpose of the study and the questionnaire completion. In the 

sessions, the teacher-researcher read out and explained each and every item in the 

questionnaire to ensure that participants understood the questions, even if they were 

struggling readers. The data gathered from Section A of the questionnaire were then 

entered into an Excel spreadsheet.  

 

Students’ responses to the open-ended questions in Section B were then collated in the 

same Excel spreadsheet. The standard framework described above was then used to assign 

proposed metacognitive strategy use scores to each student, across three different phases 

of reading comprehension (pre-reading, reading and post-reading). This open-ended 

approach, whilst more time-consuming to implement, has been posed to be superior to 

using self-report questionnaires in the assessment of metacognitive strategy use in young 

learners. This is due to the fact that students at this level are unlikely to be able to self-

report accurately on their own metacognitive awareness levels in response to a closed-

ended questionnaire format (e.g., Schraw & Dennison, 1994).  

 

Immediately after the questionnaire was completed, the teacher of each class then 

delivered the comprehension task to students. In delivering these tasks, teachers followed 

a set of standardised instructions from the first author to ensure that administration 
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integrity was maintained. The task was completed by all students in 45 minutes. After 

students completed the comprehension tasks, their scripts were handed to their teachers, 

who delivered them to the first author for marking. All 201 answer scripts were marked 

by the first author with the use of an answer key. The marking was done by a single 

marker to ensure standardisation in the process of marking. The marking of the scripts 

was also checked multiple times to ensure standardisation in the marking process. 

  

3.2.4. Data Analysis 

To address Research Question 1 (To what extent do proposed metacognitive strategy use, 

reading self-efficacy, task value and reading interest predict reading comprehension 

proficiency in young learners in Singapore?), bivariate correlations between the variables 

of proposed metacognitive strategy use, reading self-efficacy, task value, reading interest 

and reading comprehension scores were examined. The scores derived from the 

questionnaire, as well as the marks given to the students for the comprehension task, were 

first entered into SPSS v.27. A stepwise multiple regression analysis (MRA) was then 

performed to analyse relationships amongst these variables, with reading comprehension 

scores as the dependent variable, and proposed metacognitive strategy use, reading self-

efficacy, task value, and reading interest scores entered as predictor variables. A stepwise 

MRA approach was used in this case given the exploratory nature of the study. In light of 

this, there was no theoretical basis on which to assign priority to any of the predictor 

variables a priori (i.e., to pre-determine order of entry for the predictor variables). 
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Subsequently, in order to address Research Question 2 (Which specific proposed 

metacognitive strategies are associated with differences in the reading comprehension 

proficiency of young learners?), after obtaining the results through the MRA, 

relationships between individual proposed metacognitive strategies and reading 

comprehension scores were examined through the use of individual univariate analyses 

of variance (ANOVAs). In each analysis, total reading comprehension scores were 

entered as the dependent variable, while nomination of each particular strategy 

(nominated vs not nominated) was entered as the single independent variable. 

3.3. Results and Discussion 

The results are discussed in this section in line with the two research questions posed for 

the study. Prior to conducting any analyses, data screening was performed to ensure that 

the score distributions were aligned with any underlying MRA or ANOVA assumptions. 

Whilst some level of skew was observed in the score distributions for Section A of the 

questionnaire, given the robustness of F to violations in terms of skew, this would not 

affect the outcomes of the tests performed (Tabachnick & Fidell, 2013). All other 

screening evaluations produced satisfactory results. 
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3.3.1. Research Question 1: To what extent do proposed metacognitive strategy use, 

reading self-efficacy, task value and reading interest predict reading comprehension 

proficiency in young learners in Singapore? 

As noted, in the stepwise MRA performed, comprehension scores were entered as the 

dependent variable, with reading self-efficacy, task value, reading interest, and total 

proposed metacognitive strategy use scores entered as predictor variables. This analysis 

enabled us to address Research Question 1, and determine which of the potential 

predictors was significantly related to the reading comprehension scores. The MRA 

outcomes also enabled us to identify the most important predictor/s from the set. 

Descriptive statistics and bivariate correlations for this analysis are shown in Table 11. 

 

The MRA outcomes are shown in Table 12. As indicated, total scores in terms of proposed 

metacognitive strategy use were the most significant predictor of comprehension  scores, 

followed by reading self-efficacy. Proposed metacognitive strategy use accounted for 

28.60% of the total comprehension score variance. After entering metacognitive strategy 

use, reading self-efficacy then made a significant unique contribution to predicting 

comprehension scores, accounting for a further 6.30% of variance in reading 

comprehension scores over and above that accounted for by proposed metacognitive 

strategy use. Neither task value nor reading interest contributed significantly to prediction 

after taking into account metacognitive strategy use and reading self-efficacy. 
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Table 11. Descriptives and correlations for variables in the MRA (n=201) 

 M (SD) Comprehension Self Efficacy Task Value Interest Proposed 

Metacognitive 

Strategies 

Comprehension 7.06 (4.10) -- .41** .29** .25** .54** 

Reading Self Efficacy 3.53 (.66)  -- .44** .55** .33** 

Task Value 3.85 (.66)   -- .58** .28** 

Reading Interest 3.68 (.97)    -- .23** 

Metacognitive strategies 4.46 (2.12)     -- 

**  Significant at the .001 level
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Table 12. Multiple Regression Analysis Outcomes 

 

Predictors β R R2 R2
Adjusted SE Change Statistics 

R2
Change FChange df1 df2 Sig. FChange 

Proposed Metacognitive Strategy Use .45 .53 .29 .28 3.47 .29 79.70 1 199 <.001 

Proposed Metacognitive Strategy Use; 

Self-efficacy 

.27 .54 .35 .34 3.32 .06 19.27 1 198 <.001 
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The MRA outcomes indicate that students’ proposed metacognitive strategy use was the 

strongest predictor of reading comprehension scores, which suggests that students’ 

awareness of metacognitive strategies is closely linked to their success in reading 

comprehension tasks.  This finding aligns with previous studies in which young learners’ 

metacognitive knowledge in reading comprehension has been explored. For example, in 

the early study by Myers and Paris (1978) discussed previously, comparisons were made 

between students from the 6th grade who were good and poor in reading comprehension. 

It was found that good readers had more metacognitive knowledge of monitoring and 

comprehension-related strategies than their less proficient counterparts.  

 

The results from the current study also corroborate the results of a study by Garner and 

Kraus (1981–82), which was deemed a milestone study in the review of research on 

metacognitive processes in reading comprehension published by Baker and Beall (2014). 

In this previous study, it was found that good readers had more metacognitive knowledge 

and more metacognitive control than poorer readers, confirming a positive correlation 

between such strategies and actual comprehension proficiency (Baker & Beall, 2014).  

 

The results of the present study also indicated that reading self-efficacy made a significant 

unique contribution to predicting reading comprehension performance, over and above 

that already predicted by proposed metacognitive strategy use. This result also aligns with 

ideas put forward previously within the field. For example, Henk and Melnick (1995) 

posed that young learners who have confidence in themselves as readers are more likely 

be able to interact with reading texts in a positive way than those who are less confident. 
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The result also affirms findings reported in previous empirical studies within this area 

(e.g., McCruden et al., 2005).  

 

The third potential predictor variable, task value, did not make a significant unique 

contribution to predicting comprehension scores, contrary to expectations based on the 

propositions of other scholars (e.g., Ghasemi & Dowlatabadi, 2018; Joo et al., 2013). 

Hence, this result did not support the notion that task value would predict reading 

comprehension achievement. This result may be attributable in part to the developmental 

age of the participating students. For example, results from some previous studies (e.g., 

McWhaw & Abrami, 2001; Schiefele, 1992) have suggested that learners who employ 

deeper cognitive and metacognitive strategies will be better placed to value a task 

(Neuville et al., 2007). Given the age of the participants in the present study, their relative 

lack of knowledge of deeper metacognitive strategies could have had an impact on their 

evaluations of the value of the reading task. Also, being young, these participants might 

not have had the capacity to think about the long-term value of different learning 

activities, and in particular, the implications of doing well in reading comprehension 

tasks.   

 

Reading interest also did not make a significant unique contribution to predicting 

comprehension test scores. One possible reason for this could be that the students were 

not able to relate to the survey questions used to assess this predictor. According to 

Schiefele (1991), as individual interest needs time to be developed in young learners, it 

is possible that the primary five students who took part had yet to form specific individual 
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reading interests. It is also possible that the impact of interest on reading comprehension 

proficiency may not become apparent in the short-term – that is, the link with this variable 

may only surface in the longer-term (i.e., with older students), because it could operate 

indirectly through other variables such as cognitive and metacognitive strategy use.  

 

3.3.2. Research Question 2: Which specific proposed metacognitive strategies are 

associated with differences in the reading comprehension proficiency of young 

learners? 

Given the importance of metacognition as a predictor of reading comprehension scores, 

we then investigated whether comprehension scores differed significantly across learners 

who nominated, or did not nominate, each of the metacognitive strategies that were coded 

using the framework described in the Method section. Any individual strategy that was 

not nominated by at least 10 learners was excluded from this analysis, given that the low 

cell numbers would make it difficult to draw meaningful comparisons.  

 

Descriptive statistics for each of the remaining strategies are shown in Table 12. A series 

of univariate ANOVAs was used to compare the comprehension scores of students who 

did, and did not, nominate each metacognitive strategy. Given the number of individual 

ANOVAs performed, each was conducted at a Bonferroni-adjusted alpha level of .006, 

thus providing a stringent test of the difference between the groups.  
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Results of the univariate ANOVAs are also shown in Table 13. These indicated 

significant differences in the comprehension scores of students who did and did not 

nominate every one of the strategies listed, based on a Bonferroni-adjusted alpha level of 

.006. In every case, as indicated by the means, those who reported that they would use 

that strategy had a significantly higher comprehension score than those who did not. 

Focusing on the effect sizes obtained, the nomination or otherwise of each strategy 

accounted for between 5 and 10% of the total variance in comprehension scores. Given 

the many factors that can affect such scores concurrently, this is a finding of considerable 

practical importance. 

 

Looking across the results presented in this section, the planning strategies of Directed 

Attention and Selective Attention significantly differentiated comprehension scores in 

both the pre-reading and reading phases, while the strategy of Directed Attention in all 

the three reading phases was a significant differentiator. Considering briefly here also the 

strategies from the framework that were not reported in high enough numbers to be 

included in the ANOVAs, the low numbers of students who reported intent to use the 

planning strategies of Advance Organisation and Self-management aligns with the 

propositions of Schraw and Moshman (1995) and Lai (2011), who posed that planning 

strategies tend to develop late for young learners.  Hence, it is possible that the primary 

five learners from the current study had yet to develop awareness of these planning 

strategies.  
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Table 13. Descriptive statistics for each reported metacognitive strategy 

Stage Variable Use reported? M(SD) N ANOVA Outcome 

Pre-reading 

Planning - Directed Attention 

No 4.83(3.92) 49 

F(1,199) = 21.07, p < .001, partial 2 = .10 

Yes 7.77(3.90) 152 

Planning - Selective Attention 

No 6.18(3.89) 155 

F(1,199) = 36.22, p < .001, partial 2 =.15 

Yes 10.00(3.38) 46 

Monitoring- - Comprehension Monitoring 

No 6.24(3.91) 158 

F(1,199) = 34.25, p < .001, partial 2 = .15 

Yes 10.06(3.33) 43 

Reading 

Planning - Directed Attention 

No 5.37(3.64) 69 

F(1,199) = 19.39 and p < .001, partial 2 = .10 

Yes 7.94(4.06) 132 

Planning - Selective Attention 

No 6.30(4.14) 120 

F(1,199) = 10.70, p < .001, partial 2 = .05 

Yes 8.18(3.79) 81 
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Monitoring- - Comprehension Monitoring 

No 5.24(3.87) 83 

F(1,199) = 19.39, p < .001, partial 2 = .10 

Yes 8.34(3.77) 118 

Post Reading 

Planning - Directed Attention 

No 4.76(3.74) 44 

F(1,199) = 19.24, p < .001, partial 2 = .09 

Yes 7.70(3.97) 157 

Monitoring - Double-check Monitoring 

No 5.24(4.09) 45 

F(1,199) = 11.93, p < .001, partial 2 = .06 

Yes 7.58(3.96) 156 
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The low numbers who reported intent to use Advance Organisation and Self-

management, which are macro-level strategies, is similarly in alignment with findings 

reported by Bereiter and Scardamalia (1987) in their study of good and poor writers. 

Performance and Strategy Evaluation are also macro-level strategies that were not 

nominated by any learners in the current study. This is possibly because learners at this 

stage may focus more on making sense of the text rather than evaluating their 

understanding of a text or of the strategies they should use (Johnston & Afflerbach, 1985; 

Paris & Hamilton, 2014). In contrast, both the strategies of Comprehension and Double-

check Monitoring were evident in the responses of at least some students. 

3.4. Conclusion 

Results from this study have underscored important links between both metacognitive 

strategy awareness and reading self-efficacy and reading comprehension proficiency in 

young learners. Given the importance of students’ awareness of different metacognitive 

strategies, explicit instruction of these strategies could benefit younger learners in 

developing their reading comprehension skills. There is also a need for teachers to be 

more aware of, and to monitor, students’ reading self-efficacy levels, as these factors may 

also be important predictors of reading comprehension development. Monitoring 

strategies such as ‘Think-aloud’ (Newell and Simon, 1972) protocols, in which learners 

verbalise their thinking processes and in turn, evaluate their understanding of a text, may 

prove useful in this respect. Explicit instruction of metacognitive strategies may also 
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assist learners to be better in reading comprehension as well as develop them as 

independent learners (e.g., Chamot & Harris, 2019). 

 

Future studies could extend upon the results of the present study by studying the actual 

use of metacognitive strategies during comprehension tasks. This form of analysis would 

require significant engagement with individual students, which was not feasible in the 

current study. Such a study would, however, permit inferences about how students enact 

metacognitive regulatory behaviours, rather than just their metacognitive awareness 

levels. Second, future research could investigate links between metacognitive strategy 

knowledge in learners from a broader age range (e.g., the primary one to four levels and 

beyond in Singapore) to identify developmental changes in these relationships over time. 

Further consideration could also be given to other variables in the ‘affective’ domain (e.g., 

situational interest) in future studies (Baker & Beall, 2014). 
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Appendix A. Questionnaire 

Section A. Listed below are statements about three areas. Five numbers follow each 
statement (1, 2, 3, 4, 5) and each number means the following: 
1 means “I strongly do not agree.” 
2 means “I do not agree.” 
3 means “I am not sure.” 
4 means “I agree.” 
5 means “I strongly agree.” 
After reading each statement, circle the number (1, 2, 3, 4, or 5) that applies to you using 
the scale provided. Please note that there are no right or wrong answers to the 
statements in this questionnaire. 
 

Part 1: How good do you think you are as a reader? Responses 

1. I am a good reader. 1 2 3 4 5 

2. If a text is interesting, I do not care how hard it is to read. 1 2 3 4 5 

3. It is easy for me to understand what a book is about. 1 2 3 4 5 

4. I will not have any problems understanding what is in the 
books in primary six. 

1 2 3 4 5 

5. Compared with others in my class, I am a good reader. 1 2 3 4 5 

6.If a book interests me, I read it even if it is long. 1 2 3 4 5 

7. I think I am doing well in reading this year. 1 2 3 4 5 

8. I know that I will do well in the reading comprehension 
exercises in primary six. 

1 2 3 4 5 

Part 2: How important do you think reading is?  Responses 

9.I always think it is important to understand what I read. 1 2 3 4 5 

10. Being a good reader is useful for all my subjects. 1 2 3 4 5 

11. Being a good reader is important to me. 1 2 3 4 5 

12. I often talk to my friends about the things I read. 1 2 3 4 5 

13. Being a good reader is useful when I have to learn new 
things. 

1 2 3 4 5 

14. Being a good reader is important to get a good job. 1 2 3 4 5 

15. I do not think it is possible to do well at school without 
being good at reading. 

1 2 3 4 5 

 

Part 3: How interested are you in reading? Responses 

16. I really like reading. 1 2 3 4 5 

17. I read even when I do not have to read. 1 2 3 4 5 

18. I enjoy my reading lessons. 1 2 3 4 5 

19. Time passes by quickly when I am reading something. 1 2 3 4 5 
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20. I look for new things to read in my spare time. 1 2 3 4 5 

 
Section B. Look at the following passage and the questions attached to it (you do NOT 
need to answer the comprehension questions). In your own words, describe what 
strategies you would use to understand the passage and answer the questions. Please 
tell us what you would do. 
 

Passage: Chad and Ron were eager to score a windfall when they 
spotted Devi alighting from a taxi at the taxi bay, resplendent in 
her finery. “Why, there must be tons of gold in that heavy 
suitcase!” whispered Chad excitedly as he rubbed his hands in 
glee. Ron looked at the jewellery Devi was draped in and then, 
her outfit, with great interest. Such Italian clothes cost a bomb. 
Ron had always dreamt about wearing such designer clothes. 
Badly wanting to make it come true, Ron narrowed his beady 
eyes and hissed, “Let’s go! Here’s our chance!”  
 

Question 1: 
Why did Chad and 
Ron think that 
Devi was a 
wealthy person? 
Question 2: 
What does ‘it’ in 
line 7 refer to? 

1. What would you do BEFORE you read the passage? 
 
 
 

2. What would you do WHILE you are reading the passage? 
 
 
 

3. What would you do AFTER you have finished answering the questions? 
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Appendix B. Reading Comprehension Task 

Read the passage below and answer questions 1 to 10.                  (20 marks) 
 

          Sam frowned at a small brown stain which he spotted on his grey uniform. Knowing 
that the 2.30 pm bus was almost arriving at the bus stop, he contemplated changing into 
a new set of uniform but decided to leave the house to catch the bus. He prided himself 
in always being the first person to reach his workplace and he had no intention to break 
that “record”.  
          When Sam boarded the bus, he smiled and gave the bus captain a friendly wave. 
On the bus, there were many passengers but Sam managed to find an empty seat. After 
he sat down, he massaged his knee and grimaced softly.  
           At the next stop, a frail elderly man hobbled up the stairs. Sam thought, “I should 
give up my seat to him.” Gritting his teeth as pain shot through his knee, Sam hoisted 
himself up and touched the man on his shoulder. He jabbed towards the vacant seat and 
the elderly man flashed a grateful smile. Three stops later, Sam reached his destination 
and alighted.  
          Once he reached the fast-food restaurant, Sam put on his apron and started taking 
orders from customers. Even when the pain in his knee became excruciating and rivulets 
of perspiration rolled down his forehead, he still put up a brave front and tried his best 
to be polite and efficient.  
          When there were no more customers queuing, he shuffled slowly to the storeroom 
to take a box of chilli sauce sachets. It was pitch-dark in the storeroom. Sam flicked on 
the switch and started looking for the box.  
           “Hey! Am I invisible?” a thunderous voice boomed from the service counter.  
          Turning his head, Sam saw a woman turning red with fury. With an accusatory tone, 
the woman screamed at him, “I demand to know why you refuse to serve me! When you 
saw me heading towards you, you immediately turned your nose up at me and went to 
the storeroom!” Then, she taunted, “I saw you hobble just now! What kind of fast service 
can you provide if you are hobbling like an old man?” Sam lowered his head. He was 
driven up the wall but he bit his lip so that he would not argue with the customer.   
         Hearing the commotion, the restaurant manager, Mr Tan, hurried over. Mr Tan 
asked what had happened. The woman launched into a tirade about how rude Sam was 
by not wanting to take her orders on purpose. Lastly, the woman stared at Sam and said 
in a tone dripping with sarcasm, “Feeling guilty now, I suppose? Nothing to say, right? 
Manager, you should just fire this person!”  
         Upon hearing the woman’s words, Mr Tan quickly apologised and even offered to 
pay for her meal. The woman folded her arms and insisted that she would only forgive 
Sam if he apologised too. Mr Tan went on, “Our restaurant employs handicapped people 
to give them a second shot at life. Sam is an amputee wearing a prosthetic leg…” The 
woman gasped as she realised how mean she had been.  Mr Tan said, “Let’s listen to 
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what he has to say. Sam has been with us for some time and customers love Sam. Come 
over here. Sam! Where are you?” Without informing anyone, Sam had dropped his apron 
on the floor and slipped out of the restaurant. Feeling as if he had been punched in the 
stomach, he disappeared into the night. 
 

 
 
ALL ANSWERS MUST BE IN COMPLETE SENTENCES.  
 
1. Which word in paragraph 1 suggests that Sam was very particular about the  
cleanliness of his uniform?  [1m] 
 
 
 
 
2.     What does ‘record’ in line 5 refer to? [2m] 
 
__________________________________________________________ 
 
__________________________________________________________ 
 
 

3. Write 1, 2 and 3 in the blanks below to indicate the order in which the events 
occurred in the story. [1m] 

 
  _____ Sam began to use an artificial limb.   
 
  _____ Sam hobbled to the storeroom to look for something. 
 
  _____ Sam attended to customers by asking for their orders. 
 
 

4. Based on the story, state whether each statement in the table below is true or  
           false, then give one reason why you think so. [3m] 
 

 True/False Reason 

Sam was standing in 
the bus just before he 
alighted.  

  
 
 
 

Sam was cordial with 
the bus captain. 
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Sam gave himself a 
break when he was 
having pain in his knee 
at his workplace. 

  
 
 
 
 

 
5. Which three-word phrase from lines 24 to 30 tells us that Sam had to control his 

anger? [1m] 
  
 
 
 
 

6. Choose words from lines 31 to 45 which have similar meanings as the phrases 
below.  [4m] 

 

a long and angry speech 
 

 

demanded forcefully  
 

 

quality of sound 
 

 

confused and noisy disturbance 
 

 

 
7. Which sentence tells us that Mr Tan did not want to blow up the matter between 

Sam and the woman? [2m] 
 
         _______________________________________________________________ 
 
         ______________________________________________________________. 
 
 

8. Which two actions did the woman expect Mr Tan to take in relation to Sam? [2m] 
 
         _______________________________________________________________ 
 
         ______________________________________________________________. 
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9. Based on information from lines 22 to 47, fill in the blanks in the following table. 
[2m] 

          

How the 
woman 
felt 

What made the woman feel 
that way 

What the woman did as a result 

angry The woman thought that on 
seeing her, Sam had headed 
towards the storeroom. 
 

 

 Mr Tan told the woman that 
his restaurant gave jobs to 
people with physical 
disabilities. 
 

The woman tried to catch her 
breath with her mouth opened. 

 
10.    In what way had Sam changed by the end of the story? [2m] 
 
 __________________________________________________________ 
 
 __________________________________________________________. 
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Chapter 4: Paper 3. Primary Five Students’ Awareness of 

Metacognitive Strategies in Reading Comprehension 

 

Abstract. This paper presents results of a study that was designed to make explicit the 

metacognitive strategies that 101 primary five students in Singapore proposed to use 

during their reading comprehension lessons. All participants were drawn from one 

primary school in Singapore. Both quantitative and qualitative data were collected 

through the use of an open-ended questionnaire, in which students’ written thought 

processes were recorded. The responses given by the students during the pre-reading, 

reading and post-reading phases were coded based on a listening comprehension 

framework by Vandergrift (1997). Through the students’ proposed use of strategies, 

similarities and differences in the types of metacognitive strategies known by high, 

middle and low progress learners were examined. The strategies of Directed Attention, 

Selective Attention, Comprehension and Double-check Monitoring were nominated by 

many of the students, though there were apparent differences across the various progress 

groups.  Strategies linked to evaluation and Problem Identification were not nominated 

by any students. Results may provide a better understanding of students’ metacognitive 

awareness at this level. Recommendations for the use of explicit metacognitive 

instruction in reading classrooms to cater for the needs of various progress groups are 

made. 
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4.1. Introduction 

Reading comprehension is a complex process (Catts, 2022; Kirby, 2007; Duke & Pearson, 

2002; Kendeou & O'Brien, 2018; Nouwens et al., 2021) that involves the active 

interaction between the reader and a text in constructing meanings (Lipson & Wixson, 

1986; Pourhosein & Sabouri, 2016). Reading comprehension is generally deemed to be 

essential skill for literacy development, as well as for attaining success more broadly in 

education contexts. Comprehension is also deemed by many scholars to be the ultimate 

goal of reading instruction. In the words of Van Kraayenoord (2010, p. 279), the goal that 

“lies at the heart of reading”, is to construct meanings from texts – in other words, to 

acquire proficiency in the area of reading comprehension.  

 

According to McLaughlin (2012), many factors can moderate the rate and extent to which 

reading comprehension skills develop effectively. These range from learners’ beliefs, 

teacher attributes, and reader attributes, to modes of teaching and learning.  Amongst 

these many factors, however, relationships between metacognition and reading 

comprehension have been of particular interest to researchers in recent decades (Baker & 

Brown, 1984; Christian et al., 2019; Filderman et al., 2022; Ghaith & El-Sanyoura, 2019; 

Myers & Paris, 1978; Winne, 2021; Teng & Zhang, 2022).    

 

Metacognition, a term first introduced by Flavell (1976), is linked to “one’s knowledge 

concerning one’s cognitive processes” (p.232) or, put more simply, to ‘thinking about 

thinking’. Flavell (1979) further classified metacognitive knowledge into three main 
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domains: person, task and strategy knowledge, which were then elaborated by Wenden 

(1991). Strategy knowledge refers to knowledge about the strategies that should be used 

for particular tasks and about how best to approach language learning. This includes the 

use of cognitive strategies, metacognitive strategies and socio-affective strategies. Task 

knowledge refers to knowledge about the purpose and nature of tasks, knowledge of task 

demands, and knowledge of when deliberate effort is required. Person knowledge refers 

to knowledge of the cognitive and affective factors that facilitate learning, and what 

learners know about themselves. The present paper focused only on the first of these 

forms of metacognitive knowledge (i.e., strategic knowledge), given that the focus of the 

research was on learners at an early developmental stage.  

 

A subset of strategy knowledge is the use of metacognitive strategies, which formed the 

the focus of the present paper. Metacognitive strategies refer to the planning, monitoring, 

evaluation and Problem Identification strategies that can be used to monitor and regulate 

learning processes (O’Malley & Chamot, 1990; Vandergrift, 1997). Metacognitive 

strategies are generally characterized in the area of reading comprehension as follows: 

 

1) Planning in reading comprehension involves a reader getting ready for the 

execution of a comprehension task by deciding to pay attention to certain areas of 

the task. This includes looking into the objectives of a task (Zimmerman, 2008) 

and making use of planning procedures in the pre-reading phase (Brown & 

Palincsar, 1982).  Strategies that may be used in the planning stage of 
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metacognition include Advance Organisation, Directed Attention, Selective 

Attention and Self-management.  

2) Monitoring involves a reader checking on his or her understanding of a text. The 

effective use of monitoring skills has been shown to be important for the 

development of proficiency in reading comprehension (Elleman & Oslund, 2019; 

Oakhill et al., 2005). Strategies that can be used in the monitoring stage of 

metacognition include Comprehension Monitoring and Double-check 

Monitoring.  

3) Evaluation refers to the process of assessing one’s work after a task has been 

completed. With regards to reading comprehension, this is viewed as a post-

reading strategy (Schiff & Calif, 2004) that involves strategies such as reflection, 

Performance Evaluation and Strategy Evaluation.  

4) Problem Identification in reading comprehension is related to the identification of 

a specific aspect of the reading task that a learner needs to find a solution for 

(Vandergrift, 1997; O’Malley & Chamot, 1990).  

 

4.1.1. Importance of Metacognition for Reading Comprehension 

Metacognition is deemed to be critical in the development of text comprehension skills 

(Ahmadi et al., 2013; Afflerbach et al., 2013; Brown et al., 1986; Maasum & Maarof, 

2012; Ozturk, 2017;  Zhang, 1999). In line with this proposition, more proficient readers 

have been found to use a larger number and range of metacognitive strategies in empirical 

investigations (Anastasiou & Griva, 2009; Boulware-Gooden et al., 2007; Cobb, 2017; 

Lau & Chan, 2003; Paris & Myers, 1981). Given this, it is not surprising that extensive 
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research has been conducted to identify methods by which to improve students’ use of 

metacognitive strategies in reading comprehension classrooms (e.g., Beach et al., 2020). 

Numerous researchers have also focused upon increasing reading practitioners’ 

understanding of how young learners develop in the area of metacognition during the 

primary school years (Kelssy et al., 2021).  

 

While many studies on this topic have emanated from America, interest in this topic has 

been international in scope (AlAdwani et al., 2022; Fitrisia et al., 2015; Paris & Jacobs, 

1984; Paris & Winograd, 1990). Some studies from Singapore, the setting for the current 

paper, include the work of Gu et al. (2005) and Zhang et al. (2008). These previous studies 

have indicated clear links between metacognitive strategy use and developmental levels 

of reading comprehension proficiency. Both studies also, however, underscored 

challenges in identifying the metacognitive strategies used by learners at the early 

developmental stages through approaches such as think-aloud protocols, highlighting in 

particular the often prohibitive time investments that these require to implement.  

 

There is, as a result, a need for more further research on primary school students’ 

knowledge and use of metacognitive strategies in the Singapore context. In particular, 

more locally-generated studies are needed given that language strategy use can depend 

upon learners’ language backgrounds. As a result, in a country such as Singapore, in 

which learners are frequently bilingual, results obtained may differ from those that are 

generated in other contexts. The study presented in this paper was conducted to build 
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upon current work that has been conducted in recent years by researchers in Singapore 

on the metacognitive awareness of children within the primary school years. 

4.1.2. Measuring Students’ Metacognition 

Despite the fact that there is an agreed definition of what metacognition means in relation 

to reading, different measures of metacognition have appeared that focus on somewhat 

different elements of the metacognitive process. Many of the studies on metacognition 

have been based on quantitative measures, which ask students specific questions about 

what they do while they are reading. Quantitative measures have been used in the form 

of questionnaires, surveys and inventories to gauge the level of metacognitive knowledge 

that young learners possess. Some examples are the Metacomprehension Strategy Index, 

or MSI (Schmitt, 1990, 2003), and the Index of Reading Awareness, or IRA (Jacobs & 

Paris, 1987).  Other quantitative measures such as the Metacognitive Awareness 

Inventory, or MAI (Schraw & Dennison, 1994), which was developed originally for 

adults, have also been adapted for use with younger learners (Sperling et al., 2002).  

 

The MSI is a questionnaire comprised of 25 items that were designed to measure young 

learners’ knowledge of the strategies involved in reading (Schmitt, 1990). In each of the 

25 questionnaire items, learners need to make a choice among four options, which 

corresponds to what they think they would do during the reading process in order to 

understand a text better. The MAI developed by Schraw and Dennison (1994) includes 

52 items to measure the knowledge that learners possess about cognitive strategies, as 

well as how they control their cognitive knowledge with the use of strategies that involve 
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planning, information management strategies, Comprehension Monitoring strategies, 

debugging strategies and evaluation (i.e., metacognitive strategies).   

 

As noted, several of the quantitative instruments used to assess metacognition in reading 

comprehension in younger learners are ‘downward extensions’ of instruments originally 

designed for older students. Some researchers, like Sperling et al. (2002), have reported 

the use of quantitative measures like inventories to be easy to administer with young 

learners, referring to such measures as the “least problematic” (p.54) in terms of 

administration and data analysis with large sample sizes. However, one disadvantage of 

administering self-report inventories is that very young learners may not be able to report 

accurately upon their own thinking processes. As such, a qualitative approach in 

collecting data has also been recommended by various scholars in the field.  

 

Oral interviews overcome some of the problems with quantitative inventories in the sense 

that students are not prompted by pre-determined responses, but are simply asked for a 

rating on a scale. These have also been used since the 1970s. One such example is the 

procedure developed by Myers and Paris (1978). In this study, oral interviews were used 

to gather data from 20 second graders and 20 sixth graders on their reading strategy use. 

The oral interview comprised 18 questions, crafted to gather students’ metacognitive 

knowledge in relation to the three domains (person, task and strategy knowledge).  

 

Whilst Paris and Jacobs (1984) recognized the potential advantages of oral interviews as 

a data collection method, they also argued that many studies that had used interviews 
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“have reported the frequencies of responses only, without judging the quality of answers” 

(p.2084).  In line with this idea, Paris and Jacobs adapted the oral interviews used by 

Myers and Paris (1978) to measure students’ metacognitive knowledge both 

quantitatively and qualitatively. Again, approaches of this kind do overcome some of the 

problems associated with the use of quantitative surveys (e.g., they do not prompt the 

students in the same way as quantitative surveys). They are, however, extremely time-

consuming to implement, and as a result, are often not practical for use in larger-scale 

studies.  

 

Think-aloud protocols have also been used in reading comprehension research to learn 

more about students’ cognitive and metacognitive knowledge and use. This is a procedure 

in which participants are asked to “verbalize whatever crosses their mind during the task 

performance” (Jääskeläinen, 2010, p.371). These thought processes are then captured in 

the form of written transcripts. The think-aloud protocol is a measure that can be used to 

collect both quantitative and qualitative data on young learners’ thought processes. In a 

study conducted by Omar et al. (2016), for example, a think-aloud protocol was used to 

understand the difficulties faced by 10 primary five students in reading comprehension. 

This measure helped the researchers to evaluate and comprehend both the cognitive and 

the metacognitive strategies used by the students, which were coded both in terms of 

quantitative frequency counts, and based on an in-depth analysis of the actual thought 

processes of the students. Although the use of think-aloud protocols can be beneficial, 

these procedures can again be time-consuming to implement (Sperling et al., 2002). As a 
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result, while this method may be useful for very small groups or individuals, the approach 

would not be practical for everyday use by teachers dealing with large classes.  

 

Very few studies have looked at using open-ended written questionnaires to bring to light 

the cognitive and metacognitive awareness of young children. In such approaches, 

students are asked to describe, in their own words, the strategies they would or have used 

in the context of an actual reading task. In particular, open-ended written questionnaires 

have rarely been used to assess these processes in younger students. While young learners 

may have difficulties in expressing themselves fully, if the open questions are structured 

well, it is likely that they would be able to report sufficiently upon their thinking processes 

to allow examiners to educe their strategy knowledge from their answers.  

 

In one of the few studies that has used open-ended written questionnaires with younger 

students, Teng (2020) implemented this approach on a group of primary five learners in 

Hong Kong. Teng’s approach was used in the context of a process-based reading lesson. 

In the study, a single open-ended question was posed: “What I think about my reading 

ability after the reading lessons?”. Responses to this broad question were coded in terms 

of their declarative awareness (person knowledge); procedural awareness (strategy 

knowledge); and their conditional awareness (task knowledge). The data derived from the 

students’ reflections were deemed to “[shed] light on learners’ metacognitive awareness 

of their own strategies” (Teng, 2020, p.35). Hence, it is possible to use the written 

reflections of young learners to gather information about their metacognitive knowledge. 
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While the study by Teng (2020) did make use of the open-ended written responses, these 

were obtained in response to a question about students’ self-perceptions of their reading 

ability. The open-ended questions were not structured in a way that they would solicit 

specific, targeted information about the reading strategies used by students. This was 

possibly due to the fact that this source of information was only one aspect of the study, 

in which various other measures were also used. What remains to be seen is whether a 

more structured open-ended instrument can be used as the sole source of information on 

students’ metacognitive strategy use. 

  

4.1.3. The Present Study 

The present study used an open-ended, but structured instrument to gather information on 

metacognitive strategy awareness in three classes of primary five students in Singapore. 

Data were gathered through the use of a survey that included open-ended questions in 

which students nominated the strategies that they would use to complete a given reading 

comprehension task. The primary goal of the study was to gather information on how 

much young learners from the Singaporean context knew about metacognitive strategies 

that could be used to assist in the understanding of a given text, and how this knowledge 

varied across low, middle, and high progress students.  

 

This overarching study goal was adopted to contribute to research on the role that 

metacognition might play in the development of reading comprehension skills. While this 

question has attracted significant research attention previously, few studies have provided 

a ‘granular’ view of how primary school students think during reading comprehension 
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lessons, and how these processes vary across reading comprehension progress groups.  

Without knowledge of how much learners already know about metacognitive strategies 

and how these should be used, it is difficult for educators to ascertain how best to 

introduce such strategies to improve the reading comprehension proficiency of learners. 

Thus, the following central research question was addressed in the study: What types of 

metacognitive strategies are known to primary five students in Singapore, and do high, 

middle and low progress learners demonstrate differential levels of such knowledge? 

4.2. Method 

4.2.1. Participants 

One hundred and one students, from 10 years 6 months to 11 years 9 months of age, 

participated in the study. These students were drawn from three primary five classes in 

one government school in Singapore. These three classes were part of a larger study being 

conducted by the authors within the school. This larger study involved all six classes 

within the primary five year level. The three classes that participated in the current study 

were chosen because each represented, homogenously, one particular progress band 

within the English language area based on their English language examination scores 

from the previous year. In other words, these classes were chosen because they 

respectively represented clearly learners who could be considered High Progress (HP), 

Middle Progress (MP) and Low Progress (LP) learners in the language area. The overall 

mean scores for the mid-year English Language examinations, which had been completed 

just prior to the study start-date, indicated that the average marks for the HP, MP and LP 
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students fell within the top 25%, middle 50%, and lower 25% of their year group, 

respectively. These marks affirm the differential proficiency levels of the students across 

the three groups.  

 

4.2.2. Instrument and Data Collection 

This study formed one element of a larger-scale study on children’s metacognitive 

strategy use in Singapore that was being conducted by the authors. Data were collected 

through a questionnaire that all three groups had completed as part of this broader study 

(see Appendix A). The section of the questionnaire that related to the results presented in 

this paper comprised two parts. In the first, a short comprehension text and two questions 

based on the text were presented. Students did not have to complete the comprehension 

task, but were told instead to refer to it before going on to the second part of the section. 

The first part of the questionnaire thus acted as a stimulus for the students to activate their 

thought processes about what they would do during a reading comprehension task.  

 

In the second part of the section, students responded to three open-ended questions, which 

are presented in Table 14. The students’ responses based on the three questions were 

designed to capture data on the students’ metacognitive strategy awareness across three 

different phases of the reading comprehension process: the pre-reading, during-reading 

and post-reading phases. The questionnaire was administered by the first author, who also 

explained the questions to the students. The students were informed that they needed to 

describe the strategies they would use to understand the passage and answer the questions.  
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Table 14. Open-ended Questions 

No Stages Questions 

1 Pre-reading phase What would you do BEFORE you read the 

passage?  

2 Reading phase What would you do WHILE you are reading the 

passage? 

3 Post-reading phase What would you do AFTER you have finished 

answering the questions? 

 

 

 

4.2.3. Data Coding 

The data gathered from the students’ responses to the questionnaire were collated and 

analysed using a combination of deductive and inductive coding (Graebner et al., 2012). 

Deductive coding, in which codes are generated from an existing theoretical framework, 

was used first in this process (Linneberg & Korsgaard, 2019). The coding performed in 

this stage was based on an established theoretical framework on metacognitive strategy 

use in listening comprehension (Vandergrift, 1997; O’Malley & Chamot, 1990), that had 

previously been adapted for use in reading comprehension by the first author. The 

strategies in this framework included those used in the planning, monitoring, evaluation 
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and problem identification stages of the metacognition process. Table 15 shows the 

metacognitive strategies listed in the adapted version of the listening comprehension 

framework first posed by Vandergrift (1997) and O’Malley and Chamot (1990). 

 

Table 15. Metacognitive Strategies 

No Stages Metacognitive 

Strategies 

Description 

1 Planning 

 

 

(a) Advance 

Organisation 

Clarify the objectives of an 

anticipated reading comprehension 

task by proposing strategies for 

handling it 

Planning 

 

(b) Directed 

Attention 

 

Decide in advance to attend in 

general to the reading comprehension 

task and to ignore irrelevant 

distractors, maintaining attention 

while carrying out the task 

Planning 

 

(c) Selective 

Attention 

Decide to attend to specific aspects of 

language input or situational details 

that assist in understanding and task 

completion  

Planning 

 

(d) Self-management Understand the conditions that help 

one successfully accomplish reading 
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comprehension tasks and arranging 

for the presence of these conditions  

2 Monitoring 

 

(a) Comprehension 

Monitoring 

Check, verify or correct one’s 

understanding at the local level  

Monitoring (b) Double-check 

Monitoring 

 

Check, verify or correct one’s 

understanding across the task or 

during the second  time through the 

reading comprehension text  

3 Evaluation 

 

(a) Performance 

Evaluation 

 Judge one’s overall execution of the 

task  

(b) Strategy 

Evaluation 

Judge one’s strategy use  

4 Problem 

Identification 

 

--- Explicitly identify the central point 

needing resolution in a task or 

identifying an aspect of the task that 

hinders its successful completion 

 Note: Adapted from Vandergrift (1997) and O’Malley and Chamot (1990) 

 

The first author assessed and categorised all responses that were received. Students’ 

responses from the open-ended questions for each class were first entered into an excel 

worksheet, then classified according to the various metacognitive strategies. A score was 

then assigned to each student based on these responses. In assigning these scores, a score 
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of 1 was simply assigned to each coded metacognitive strategy that was nominated by the 

student. A total score was then generated simply by summing up all individual strategy 

scores for each student. Following the deductive coding of the data, an inductive approach 

was then used to code any responses that did not map to the existing theoretical 

framework. In this stage, codes were generated “from the data by using phrases or terms 

used by the participants themselves” (Linneberg & Korsgaard, 2019, p. 12). Thus, any 

remaining responses of students were coded into new categories. 

 

To establish reliability in the coding process, both intra-rater and inter-rater reliability 

evaluations were conducted. After the first author had established the codes for the 

students’ responses, an independent researcher not involved in the study sampled 20% of 

the students’ responses. This was followed by a series of discussions over any divergent 

code assignments, and adjustments were made to the codes based on these discussions. 

In the process of the discussions, the data were subjected to at least five rounds of 

checking at different points in time by the first author in order to ensure intra-rater 

reliability. Any data that had been wrongly classified were corrected through this process. 

Table 16 displays samples of the proposed metacognitive strategies nominated by the 

primary five students, alongside the codes that these were assigned (please note that not 

all of the strategies from the framework were mentioned by students). 
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Table 16. Codes Assigned to Nominated Metacognitive Strategies 

Reading phase Metacognitive Strategies 

(Metacognitive Stages) 

Samples of Students’ Responses 

 

Pre-reading: 

(What would you do before you 

read the passage?) 

Directed Attention (Planning) Look at the questions first. 

I will read the questions.   

I will read the questions to find clues.  

Selective Attention (Planning) I underline and highlight the parts that are possible important.   

Highlight main characters.   

Directed Attention /Selective 

Attention (Planning) 

I will read the questions and underline key points for answers.   

Comprehension Monitoring 

(Monitoring) 

I would use the questions to make up what the story is.   

I will identify the question types.   

Directed Attention (Planning)/ 

Comprehension Monitoring 

(Monitoring) 

I would read the questions beside the passage because after reading 

the questions, we can guess the story and know how to write later.   

I would read the questions and identify question types.   

 

 

Directed Attention I will read the passage carefully.   

I would look at the passage and read.  
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Reading: 

(What would you do while you 

are reading the passage?) 

Selective Attention I will highlight some good phrases.   

I will highlight the difficult words.   

Highlight sentences which may be useful to the questions.   

Selective Attention/ Comprehension 

Monitoring 

I annotate the characters, time and places in the story. I annotate 

the clues in the story that lead to the answer. Highlight the 

answers. 

Comprehension Monitoring I will write what happened at the side of the paragraph.   

Annotate the passage, the main point of the paragraph, person, 

where, when, highlight where I got the answer.   

Directed Attention/ Comprehension 

Monitoring 

I will concentrate and try to imagine the text.   

Post Reading: 

(What would you do after you 

have finished answering the 

questions?) 

Selective Attention I will highlight important points.   

Comprehension Monitoring I will try to understand what the passage is saying.   

I will annotate the passage and the question.   

I will read my answers and link it to the passage.   
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Directed Attention/Double-check 

Monitoring 

I will check my answers.   

I would check for errors.   

I would check my work and re read the passage to see if my 

answers are correct.  

Check my answers for mistakes like spelling and tenses and 

punctuation. Check if I have missed out any points.  

I would check my answers in terms of language and content.   



 

161 

 

Based on the framework used, the following classifications were assigned within the 

deductive coding stage: 

• Directed Attention: The strategy of Directed Attention is used when a reader 

decides in advance to pay attention in general to the reading task.  This code was 

assigned when students’ responses indicated that they would focus their 

attention on three general areas (the questions, passage and answers) in the pre-

reading, reading or post-reading phases.  

• Selective Attention: The strategy of Selective Attention is used when a reader 

pays attention to a particular part of ‘language input or situational detail’ of the 

reading task. This code was assigned when students mentioned that they would 

pay attention to the keywords in the questions by underlining or highlighting 

main characters, good phrases, difficult words and even sentences that might be 

of help to them.  

• Monitoring strategies: Monitoring strategies include both Comprehension 

Monitoring (the checking, verifying or correcting of one’s understanding at the 

local level) and Double-check Monitoring (checking, verifying or correcting 

one’s understanding throughout the entire task or otherwise for the second time 

while reading the text). Comprehension Monitoring specifically involves reading 

the questions and making out the content expressed in the text (pre-reading 

phase); annotating the passage in terms of aspects such as the main point of the 

passage and about what happens at the paragraph level (reading and post-reading 

phase). Double-check Monitoring was nominated to be used by students 

predominantly in the post-reading phase, in which they mentioned that they 
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would check their work and answers for errors in terms of content and language 

aspects such as spelling, punctuation and tenses. Some students also mentioned 

that they would re-read the passage to check if their answers are correct.  

• Use of more than one metacognitive strategy: Apart from the use of single 

strategies, in some of the responses by the students, use of more than one 

metacognitive strategy is evident in all the three reading phases. In the reading 

phase, for example, students reported wanting to focus both on the text (Directed 

Attention) and on trying to imagine the text (Comprehension Monitoring). 

Another example of the proposed use of more than a single strategy is when 

students indicated that they would want to annotate the characters, time and 

places in the story (Selective Attention), and in addition, annotate the clues in 

the story that might lead them to the answers (Comprehension Monitoring). 

 

After all data were coded, scores were assigned against each code (1/0 – nominated/not 

nominated) for each student. These frequency scores were then used to address the central 

research question posed for the study, What types of metacognitive strategies are known 

to primary five students in Singapore, and do high, middle and low progress learners 

demonstrate differential levels of such knowledge? 

4.3. Results and Discussion 

To address the central research question posed, the percentages presented in Table 17 

were examined to gauge overall awareness of metacognitive strategies across the full 
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sample, as well as to determine whether specific progress groups (high progress, middle 

progress, and low progress) demonstrated differential knowledge patterns across these 

strategies. No students in any progress group reported that they would use the strategies 

of Advance Organisation, Self-management, Strategy Evaluation, Performance 

Evaluation and Problem Identification. The only strategies that any student indicated they 

would use were Directed Attention, Selective Attention, Comprehension Monitoring, and 

Double-check Monitoring, with some also indicating that they would use the combined 

strategies of Directed Attention/ Comprehension Monitoring, and Directed Attention/ 

Double-check Monitoring. Of these, the metacognitive strategies nominated most 

frequently were the planning strategies of Directed Attention and Selective Attention, as 

well as the monitoring strategies of Comprehension and Double-check Monitoring. The 

frequency with which these were nominated also varied in terms of the reading phases. 

 

Despite the young age of these participants, it is clear from the results that an open-ended 

questionnaire can be used effectively to explore students’ metacognitive strategy 

awareness. In cases where participants are even younger or less advanced than those who 

participated in the present study, the approach could be tailored to meet the needs of 

specific students, by including more differentiated questions or scaffolds so that even 

students from very low progress groups can comprehend the questions. Piloting of the 

questionnaire with a small group of students should also, however, be carried out before 

such an instrument is used.  
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Table 17. Reported Strategy Use Across Progress Groups 

Reading phase Metacognitive Strategies Metacognitive 

Stages 

Progress Group Overall 

Low Middle High 

Pre-reading 

phase 

Advance Organisation Planning 0% 0% 0% 0% 

Directed Attention Planning 48.6% 76.7% 100% 73.5% 

Selective Attention Planning 0% 10% 74.3% 29.4% 

Self-management Planning 0% 0% 0% 0% 

Comprehension Monitoring Monitoring 0% 13.3% 77.1% 30.4% 

Double-check Monitoring Monitoring 0% 0% 0% 0% 

Strategy Evaluation Evaluation 0% 0% 0% 0% 

Performance Evaluation  Evaluation 0% 0% 0% 0% 

Problem Identification -- 0% 0% 0% 0% 
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Directed Attention/ Selective Attention Planning 0% 6.7% 71.4% 26.4% 

Directed Attention/ Comprehension 

Monitoring 

Planning/ 

Monitoring 

0% 10% 77.1% 29.4% 

Reading phase Advance Organisation Planning 0% 0% 0% 0% 

Directed Attention Planning 45.9% 56.7% 91.4% 64.7% 

Selective Attention Planning 10.8% 56.7% 62.9% 42.2% 

Self-management Planning 0% 0% 0% 0% 

Comprehension Monitoring Monitoring 16.2% 60% 100% 57.8% 

Double-check Monitoring Monitoring 0% 0% 0% 0% 

Strategy Evaluation Evaluation 0% 0% 0% 0% 

Performance Evaluation Evaluation 0% 0% 0% 0% 

Problem Identification -- 0% 0% 0% 0% 
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Directed Attention/ Comprehension 

Monitoring 

Planning/ 

Monitoring 

0% 40% 91.4% 43.1% 

Selective Attention/ Comprehension 

Monitoring 

Planning/ 

Monitoring 

0% 30% 62.9% 30.4% 

Post-reading 

phase 

Advance Organisation Planning 0% 0% 0% 0% 

Directed Attention Planning 43.2% 90% 97.1% 75.5% 

Selective Attention Planning 0% 6.7% 0% 2.0% 

Self-management Planning 0% 0% 0% 0% 

Comprehension Monitoring Monitoring 0% 6.7% 5.7% 3.9% 

Double-check Monitoring Monitoring 51.4% 80% 94.3% 74.5% 

Strategy Evaluation Evaluation 0% 0% 0% 0% 

Performance Evaluation Evaluation 0% 0% 0% 0% 
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Problem Identification -- 0% 0% 0% 0% 

Directed Attention/ Comprehension 

Monitoring 

Planning/ 

Monitoring 

0% 0% 5.7% 1.9% 

Directed Attention/ Double-check Monitoring Planning/ 

Monitoring 

43.2% 86.6% 91.4% 68.6% 
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With regards to the central research question, as noted, none of the students in any 

progress group reported that they would use the strategies of Advance Organisation, Self-

management, Strategy Evaluation, Performance Evaluation and Problem Identification. 

Therefore, at the primary level, it appears that these strategies tend to be less well-known 

by students. These strategies require students to take a broader perspective in their 

reading, and thus, awareness of these strategies may require some form of explicit 

instruction to be used by students in this age range.  The strategies mentioned previously 

that involve reflection and evaluation were also less well-known by students, which aligns 

with findings from previous listening comprehension studies (Haridas, 2008).  

 

In the pre-reading phase, for the full sample, the most frequently nominated strategy was 

Directed Attention (73.5%). This strategy was nominated by 100% of the high progress 

students, 76.7% of the middle progress students, and 48.6% of the low progress students.  

The strategy of Double-check Monitoring was also nominated by most students (74.5% 

overall), 51.4%, 80% 94.3% for low, middle and high progress groups, respectively. 

Based on the results, most students knew that they should be focusing their attention in 

general based on the questions posed across all three reading phases, as well as checking 

their work at the post-reading phase. While there were differences across the progress 

groups, at least some students within each of the groups nominated these strategies.  

 

The strategies that seemed to differentiate most clearly between the low, middle and high 

progress groups were Selective Attention, Comprehension Monitoring, and the combined 
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use of Directed Attention/ Comprehension Monitoring and Directed Attention/ Double-

check Monitoring. These results are now considered for each reading phase in turn.  

 

Pre-reading phase. Overall, only around one-third of students reported that they would 

use Selective Attention and Comprehension Monitoring (29.4% and 30.4%, respectively) 

in the pre-reading phase. The frequency with which Selective Attention and 

Comprehension Monitoring were nominated differed sharply across the high, middle and 

low progress groups. In the full sample, around a third reported that they would use these 

strategies (Selective Attention: 29.4%; Comprehension Monitoring: 30.4%). Many high 

progress students in particular nominated the use of these strategies (74.3% and 77.1%, 

respectively). In contrast, few of the middle progress students reported that they would 

use either (10% and 13.3%, respectively); and none of the low progress students reported 

that they would use these. A high percentage of high progress students reported that they 

would use more than one strategy in this phase (Directed Attention/Selective Attention: 

71.4% & Directed Attention and Comprehension Monitoring: 77.1%). A small number 

of middle progress students also reported that they would use some collective strategies 

(6.7 and 10%, respectively), but no low progress students nominated any of the combined 

strategies coded. 

 

Reading phase. In contrast to the pre-reading phase, all progress groups reported that 

they would use the strategies of Selective Attention and Comprehension Monitoring in 

the reading phase. For Selective Attention, high and middle progress students were 

comparable in their nominations of this strategy, in comparison to only 10.8% of the low 
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progress group.  Comprehension Monitoring was also nominated more frequently in the 

reading phase than in the pre-reading phase (57.8% vs 30.4%, respectively). The use of 

annotation skills to comprehend a text was also nominated by all respondents in the high 

progress group, with a lower proportion of students from the middle and low progress 

groups nominating this strategy in the Comprehension Monitoring process (middle 

progress – 60%; low progress – 16.2%). In addition, both middle and high progress 

students reported the use of more than one metacognitive strategy within a single 

response, as compared with low progress students who did not report that they would use 

any combined strategies. A high percentage of high progress students, in comparison with 

the middle progress students, also reported that they would use multiple strategies (e.g., 

Directed Attention/Comprehension Monitoring and Selective Attention/Comprehension 

Monitoring) in this phase.  

 

Post-Reading phase. A very low percentage of students from the middle progress group 

reported that they would use Selective Attention in the post-reading phase. As compared 

with the pre-reading and reading phases, the use of Comprehension Monitoring was also 

relatively low in this phase overall (3.9%). There was, however, a substantial increase in 

the reported use of Double-check Monitoring in this phase, with an overall percentage 

across all groups of 74.5%. Some students from each of the high, middle and low progress 

groups reported that they would use this strategy in the post-reading phase, though 

percentages were markedly lower in the low progress group (94.3%, 80% and 51.4%, 

respectively). All groups also showed an interest in wanting to check their answers in this 

phase. With respect to the use of multiple strategies, high progress students reported that 
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they would use both Directed Attention and Comprehension Monitoring. Some 68.6% of 

all students reported that they would use both Directed Attention and Double-check 

Monitoring, with high percentages in the high and middle progress groups. In addition, 

for the first time, some students from the low progress group reported that they would use 

more than one strategy in this phase, in the form of both Directed Attention and Double-

check Monitoring. The frequency with which low progress students nominated this 

combined strategy was lower, however, than for high and middle progress students. 

4.4. Conclusion 

The present study confirmed that an open-ended questionnaire can be used to study the 

metacognitive strategies used even in primary-aged students. The application of the 

adapted listening framework was not only effective in classifying the proposed strategies, 

but also in highlighting potential areas for further development in students. In general, 

the students in this study nominated the planning and monitoring strategies for use in their 

reading comprehension tasks. The nomination of various strategies differed considerably 

across progress groups. This included the proposed use of Comprehension Monitoring 

and Selective Attention. This latter result highlights a potential need for a differentiated 

approach that provides more scaffolding in the use of these strategies for lower progress 

students. Future research could focus upon applying the framework used in this study to 

analyse the metacognitive strategy awareness levels in other age groups and across 

different settings and contexts.  
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Appendix A. Questionnaire Used 

Look at the following passage and the questions attached to it (you do NOT need to 

answer the comprehension questions). In your own words, describe what strategies you 

would use to understand the passage and answer the questions. Please tell us what you 

would do. 

 

Passage: Chad and Ron were eager to score a windfall when they 

spotted Devi alighting from a taxi at the taxi bay, resplendent in 

her finery. “Why, there must be tons of gold in that heavy 

suitcase!” whispered Chad excitedly as he rubbed his hands in 

glee. Ron looked at the jewellery Devi was draped in and then, 

her outfit, with great interest. Such Italian clothes cost a bomb. 

Ron had always dreamt about wearing such designer clothes. 

Badly wanting to make it come true, Ron narrowed his beady 

eyes and hissed, “Let’s go! Here’s our chance!”  

 

Question 1: 

Why did Chad and 

Ron think that 

Devi was a 

wealthy person? 

Question 2: 

What does ‘it’ in 

line 7 refer to? 

1. What would you do BEFORE you read the passage? 

 

 

 

2. What would you do WHILE you are reading the passage? 

 

 

 

3. What would you do AFTER you have finished answering the questions? 
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Chapter 5. Paper 4: Impact of a Metacognitive Approach to Reading 

Comprehension in one Primary Classroom in Singapore 

Abstract. The preliminary study reported in this paper investigated the effects of adopting 

a metacognitive approach to reading comprehension on primary-aged students’ reading 

comprehension task performance; reading self-efficacy; task value; and reading interest 

within one class in Singapore. Thirty primary five students in Singapore participated in 

the study. A within-participants design was used across six reading comprehension 

lessons, in which two different learning approaches were compared using an alternating 

treatments design. The first condition (control) was modelled on a learning mode used at 

times by reading teachers within the school. The second was a metacognitive strategy 

approach designed by the first author. Results indicated no significant (p < .05) 

differences in the students’ reading comprehension task performance or reading self-

efficacy scores across the two approaches. Differences across the two approaches in terms 

of task value and reading interest did, however, approach significance (p = .07), 

suggesting a modest positive effect of the metacognitive approach on task value, but a 

modest negative effect on reading interest. The findings underscore the need to review 

how metacognitive instruction is conducted within reading classrooms to support the 

development of metacognitive processes and reading comprehension in young readers. 
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5.1. Introduction 

To many young learners from the ages of 7-12, completing a reading comprehension 

exercise can be a daunting task. Reading comprehension tasks not only require students 

to understand texts and provide appropriate answers to questions on the content of these 

texts, but also, rely upon the application of relatively high-level decoding skills which 

begins from the word level. As Paris and Hamilton (2014) put it, “Comprehension 

demands integration of meaning across words, sentences and passages” (p. 38). The 

process of comprehension is inherently complex, drawing upon a variety of factors such 

as “constructive beliefs, influential teachers, active readers, text and type of instruction” 

(McLaughlin, 2012, p. 432). For these reasons, many young learners who excel in specific 

areas of reading may still struggle with comprehension-based reading tasks. 

 

Metacognition has been posed to play a vital role in assisting young learners to become 

more proficient in the area of reading comprehension (Allen & Hancock, 2008; Al-

Qahtani, 2020; Baker, 2016; Boulware-Gooden et al., 2007; Filderman et al., 2022;  

Kolić-Vehovec & Bajšanski, 2006; Teng & Zhang, 2021).  Metacognition refers broadly 

to the process of ‘thinking about cognition’ (Flavell, 1976), and comprises two basic 

elements: knowledge about cognition, and regulation of cognition (Brown, 1978; Paris & 

Hamilton, 2014, p. 375). Knowledge of cognition simply refers to learners’ awareness of 

their own thinking processes. Regulation of cognition refers, on the other hand, to 

learners’ active management of their own thinking processes through the use of 

deliberate, goal-directed actions and strategies.  
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Learners who possess more metacognitive knowledge are generally considered to be 

better placed to improve their own comprehension skill development (Block, 1986; 

Johnson, 2019; Paris & Jacobs, 1984). Effective comprehension relies upon the use of a 

range of metacognitive strategies (which include planning, monitoring and evaluation 

strategies) across the pre-reading, reading, and post-reading phases of a comprehension 

task (Ahmadi et al., 2013; Aisah & Nurjamin, 2021; Carrel et al., 1998; Dabarera et al., 

2014; Paris & Myers, 1981).  

 

In light of this, the explicit modelling and teaching of metacognitive strategies is often 

advocated for young learners, who may lack the ability to acquire these skills in other 

ways (Eilers & Pinkley, 2006; Moir et al., 2020; Teng, 2020; Wall & Hall, 2016). 

Metacognitive-based instructional approaches have been recommended for use in reading 

classrooms by numerous scholars and researchers over the last few decades (AlAdwani, 

et al., 2022; Houtveen & Van de Grift, 2007; Mejia, 2022; Schraw & Gutierrez, 2015).  

Though much of the research work on the use of such strategies to bolster reading 

comprehension has focused primarily on the effective acquisition of reading 

comprehension skills as an outcome variable (e.g., Van Kraayenoord, 2010), there is also 

a growing interest in the effects of metacognition on other important outcomes of reading 

instruction, such as reading motivation (e.g., Wigfield & Guthrie, 2000).  
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5.1.1. Metacognitive Instruction and Motivation in Reading Comprehension 

Metacognitive instruction in reading comprehension involves explicit instruction in the 

use of metacognitive strategies. According to Cohen (1998), the main purpose of such 

strategy instruction is to provide learners with tools that allow them to regulate their own 

learning of language. Metacognitive instruction typically incorporates procedures or 

activities that equip learners with the skills to monitor and regulate their learning 

processes.  In terms of regulating learning, such instruction aims to make learners aware 

of the metacognitive strategies that enable them to plan, monitor and evaluate their 

thinking processes across different phases of the reading process (O’Malley & Chamot, 

1990), as well to regulate their use of important cognitive strategies such as prediction, 

skimming and scanning (Ozek & Civelek, 2006).  

 

Various approaches to metacognitive instruction have been introduced previously in 

classrooms for young learners. Information Strategies Instruction, or ISI (Paris et al., 

1984) is one example of such an approach. ISI is a metacognitively-oriented reading 

comprehension approach that aims to make learners aware of ‘declarative, procedural, 

and conditional knowledge’ that they can use to assist them in comprehending texts. ISI 

also guides students in the use of the metacognitive strategies of planning, monitoring 

and evaluation as tools in the reading comprehension process. In the original study of 

Paris et al., the use of ISI was found to increase 3rd and 5th grade students’ awareness of 

different metacognitive strategies and, in turn, enhance their reading performance.  
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Reciprocal Teaching (RT) is another example of metacognitively-oriented instructional 

approach, which was first introduced by Palincsar and Brown (1984) and validated by 

other researchers (Kula, 2021; Navaie, 2018; Oczkus, 2018; Pilten, 2016).  In the RT 

approach, classroom discussions take place using the comprehension strategies of 

summarizing, questioning, clarifying and predicting within a text. Students also work 

with peers in enacting these processes within class, taking specific assigned roles in this 

collaborative process. In their study with 7th graders, Palinscar and Brown found that 

these four strategies not only helped learners to understand texts better, but also, gave 

them a chance to monitor their own comprehension processes. With the use of the ‘dual 

function’ of ‘comprehension fostering and comprehension-monitoring’, these students 

were found to significantly improve their strategy-use and comprehension levels over the 

course of the experiment. Similar results were also reported by Spörer et al. (2009), based 

on a study with 3rd to the 6th grade children, which used the RT approach. The use of RT 

has also been found to enhance the motivation levels of learners, and in particular, those 

from low progress groups (Ismail et al., 2012; Palinscar & Brown, 1984). Therefore, RT 

may be beneficial for the development of reading comprehension via two mechanisms – 

the metacognitive route and the motivational route. 

 

Transactional strategy instruction (TSI - Brown et al., 1995), another metacognitive 

approach, involves the teaching of a “repertoire of research validated strategies” (p.256). 

Learners then need to think about their own learning, and take responsibility for choosing 

the strategies that they will use in their reading tasks. These can include predicting 

upcoming content; drawing links between the text and prior knowledge; asking questions 
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about what they are reading; seeking clarifications when they are unclear about the 

meaning of the text; and summarizing meanings in the process of reading. In addition to 

enhancing metacognitive strategy use, the transactions among the learners, the texts and 

teachers are deemed to enhance readers’ perceptions of themselves (Casteel et al., 2000), 

which is a key element of many reading motivation frameworks.   

 

Another form of metacognitive instruction in reading comprehension that focuses on the 

use of strategies as well as on enhancing reading motivation is Concept Oriented Reading 

Instruction, or CORI (Boulhrir, 2017; Guthrie et al., 1996; Guthrie & Klauda, 2014; 

Wigfield, 2004; Wigfield et al., 2008). Together with the use of authentic science texts, 

cognitive strategies such as questioning and summarizing are introduced, and learners 

must employ metacognitive regulation when they make decisions about which strategies 

to use. Paris and Hamilton (2014) posed that CORI includes four distinct approaches: (i) 

metacognitive discussions about effective comprehension strategies; (ii) use of socio-

supported practices for strategy use; (iii) use of motivating activities to learn about 

strategies; and (iv) emphasis on personal agency and control. It is posed that these 

approaches allow learners to take more responsibility for their own learning.  

 

As indicated, various approaches to promoting the use of metacognitive strategies 

amongst young learners have already appeared in the literature. All have been reported to 

have positive effects both on comprehension proficiency and on elements of reading 

motivation. For readers at a very young age, however, it can be important to provide a 

concrete, step-by-step guide that is linked to specific comprehension tasks, which 
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scaffolds them into the process of metacognitive strategy use. Concrete guides of this 

kind can be used as a precursor to, or in tandem with, the other approaches to 

metacognitive instruction reviewed previously. In such a structured approach, 

metacognitive strategies can be imbedded within the overall steps taken by learners to 

decode texts and respond to relevant questions about them. While more advanced readers 

may not require this concrete approach, younger readers could benefit having models that 

not only suggest the strategies that they can use in approaching comprehension tasks, but 

also, the sequence in which these should be adopted at different points.  

 

The present study was a preliminary evaluation of one such approach within one 

Singapore classroom. This approach, based on a listening comprehension framework 

(Vandergrift, 1997; O’Malley & Chamot, 1990), was adapted for use in reading 

comprehension previously by the first author (the Metacognitive Reading Comprehension 

Procedure, MRCP), though it represented a simplified, or ‘scaled down’ version of this 

approach to accommodate the developmental stages of the participating students.  

 

In the MRCP approach, students are given explicit instructions on the strategies that they 

should use in their attempts to comprehend a given text (including how to respond to 

questions about that text), and a checklist is used to guide the learners’ thinking whilst 

completing the task. This approach was compared with a control condition which was 

modelled on an approach that was in use within the participating school. In this control 

condition, some metacognitive strategy use was encouraged and modelled by teachers, 
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but not taught in an explicit step-by-step manner. The following research questions were 

posed to guide the study: 

  

▪ Research Question 1: What is the effect of the MRCP approach on primary five 

students’ reading comprehension performance?  

▪ Research Question 2: What is the effect of the MRCP approach on primary five 

students’ reading self-efficacy? 

▪ Research Question 3: What is the effect of the MRCP approach on primary five 

students’ reading task value? 

▪ Research Question 4: What is the effect of the MRCP approach on primary five 

students’ reading interest? 

5.2. Method 

5.2.1. Participants 

Thirty students from the primary five level in Singapore (between the ages of 10 years 6 

months and 11 years 9 months) took part in the study. All were from one school class in 

the participating primary school. English was the main medium of instruction in this class. 

Based on results of the school-based English Language proficiency examinations 

conducted by the school on an annual basis, the participating students fell within the 

‘middle’ progress group in the primary five level in the school. None had been exposed 

to all of the specific steps in the MRCP approach previously. The first author conducted 

all lessons with the students over the study period. While the author was a teacher within 
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this school, she had no previous experience in teaching the students who participated in 

the research.  

 

5.2.2. Instruments 

The study was conducted over six weekly reading lessons. During each session, students 

were presented with a single comprehension passage (six in total across the six classes), 

with associated comprehension questions for each passage. Students completed these 

questions during the lesson as their comprehension task. At the end of each session, 

students also completed short probes to measure their reading self-efficacy, task values 

and interest levels with respect to the passage they read in that session. The materials and 

instruments used in the study are described in more detail in the next subsections. 

 

5.2.2.1. Reading Comprehension Passages. Six comprehension passages that formed 

part of the existing school curriculum were modified for use in the study (see Appendix 

A for an example of the passages used in the study).  The passages were narrative texts 

with themes that were based on the school’s English Language curriculum. These themes 

all related to typical students’ background experiences, and were about broad matters 

such as students’ experiences in their homes, school and neighbourhoods. The number of 

words for each passage ranged between 220 to 250 words, and each passage involved two 

to three main characters. The difficulty level of each passage was analysed and compared 

with all other passages using two online readability tests: (i) the Gunning Fox (or FOG) 

Readability Formula, which placed all six texts within the text scale of 8 (i.e., classified 

as ‘fairly easy to read’); and (ii) the Flesch Reading Ease Score, in which all six passages 
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were identified to fall within the text scale range of 72.7 to 77.7 (i.e., classified as ‘fairly 

easy to read’). In light of this analysis, the difficulty levels of the six passages were 

deemed to be comparable and suitable for use within the study. 

 

5.2.2.2. Reading Comprehension Questions. The comprehension questions attached to 

each passage comprised a set of six open-ended questions, which were scored to provide 

a maximum total score of 10 marks. All six texts were accompanied by similar types of 

open-ended questions, which included: (i) vocabulary-based questions; (ii) reason-

oriented questions; (iii) sequencing questions; (iv) parallel ideas questions; and (v) 

reason-cum-evidence-based questions. The structure of the open-ended questions was 

similar across the six comprehension texts. The scores obtained for each comprehension 

task were used as the indices of comprehension proficiency within the study. An example 

passage with its associated comprehension questions is provided in Appendix A. 

 

5.2.2.3. Single Item Probes for Reading Self-Efficacy, Task Value and Interest. Single 

item probes were also used in the study at the end of each of the six lessons to assess 

levels of student self-efficacy, task value and interest with respect to each of the passages 

used (see Appendix B for the format of the probes used in the study). As the students 

were young, and given that students had to complete these at the end of every lesson, the 

use of single item probes was considered tenable. In these probes, students were asked to 

rate themselves using the following items, which were linked to a 10-point scale: 
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1. Reading self-efficacy: How confident are you that you understood the passage 

you read today? 

2. Task value: How valuable was reading this passage for you for improving your 

reading comprehension? 

3.   Reading interest: How interesting did you find today’s passage to be? 

5.2.3. Procedure 

In the participating school, it was not possible to secure more than one class for the 

purposes of this preliminary evaluation. Given this, it was not feasible to use a between-

case control group design in the study. Instead, therefore, a within-case approach was 

used to establish warrant for causal inferences about the relative effects of the two 

instructional modes (i.e., the control condition vs. the MRCP approach) based on the 

study results. Specifically, this design was based on a form of alternating treatments 

design across the six lessons in which the study took place. Alternating treatments designs 

are described by the American Psychological Association as follows: 

 

In alternating treatments designs, the experimental condition or treatment assigned to 

participants changes from session to session or within sessions. For example, a researcher 

comparing two methods for eliminating the disruptive classroom behavior of a student 

might have the teacher use one method throughout the morning and the other method 

throughout the afternoon and then evaluate the student’s behavior with each technique 

(American Psychological Association, 2020, online). 
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In some alternating treatments designs, the treatments received by participants change on 

a rapid or random basis, which would not be feasible in a classroom setting. Thus, in the 

present study, the two learning conditions were alternated each week on a fixed basis. 

Specifically, across the six sessions conducted, all odd sessions were completed using the 

control condition approach, while all even sessions were based upon the MRCP approach 

devised by the student researcher. Each passage to be used in the study was then assigned 

at random to one of the six lessons. 

 

The purpose of using the alternating treatments design was to ensure that all students 

underwent both the learning conditions and acted as their own controls, thus increasing 

statistical power given the small sample available for the study. The two conditions that 

were compared in the study were as follows. 

 

The Control Condition Approach essentially followed the procedures that were used in 

reading comprehension classes within the school. This approach was used in lessons 1, 3 

and 5. The teacher first introduced the passage that would form the focus of that lesson 

(approximately 5 minutes), and, from Lesson 2 onwards, used this time to return the 

marked questions from the previous lesson and discuss each of the correct answers to the 

questions given. Following this introductory session, students then read the passage for 

that lesson and completed the associated reading comprehension questions individually. 

While the teacher was available to address specific questions raised, no efforts were made 

in these classes to guide the students in terms of how they should approach their reading 

of the passage. In the last 5 minutes of the class, the teacher collected the student 
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submissions, which included both the completed comprehension questions and the brief 

probes on students’ reading self-efficacy, task value and reading interest in relation to the 

passage for that day. 

 

MRCP condition: The Metacognitive Approach condition was based on a ‘scaled down’ 

version of the MRCP approach devised by the first author (Authors, in preparation). This 

approach was used in lessons 2, 4 and 6. This approach was designed to explicitly support 

students in reflecting on the strategies they used as they read through the passage for each 

lesson. These lessons followed the same format as the one used in the control approach 

for the first and last 5 minutes of each session. In MRCP lessons, however, students were 

provided with the step-by-step procedure devised (see Appendix C) for completing their 

reading comprehension tasks.  

 

The MRCP is a reading comprehension procedure based on the theory of 

metacognition (Flavell, 1976), though the use of metacognitive strategies in the 

procedure was adapted from a taxonomy of listening comprehension strategies by 

Vandergrift (1997). The MRCP approach used in the present study was a ‘scaled-

down’ or simplified version of the original MRCP procedure.  In this simplified 

version, the terms used in the materials distributed to students were simplified from 

the original version, to make the process more ‘learner friendly’ and understandable 

given the developmental stages of the participants. The number of strategies given to 

students was also reduced from the 14 steps in the original MRCP procedure to only 

5 (which still covered all three reading phases – pre-reading, reading, and post-
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reading). It should be noted that the MRCP was designed originally to be scalable in 

this way, to cater for learners at different developmental stages. 

 

In the MRCP lessons, students were given a copy of the adapted version of the MRCP, 

which only showed the steps needed to complete the task, and the metacognitive 

stages (planning, monitoring, evaluation and problem identification stages). The 

names of the metacognitive strategies and detailed descriptions of these strategies 

were removed, as it was thought that this information would be too much for the 

middle progress students to grasp. However, the teacher’s copy of the MRCP had all 

the information about the metacognitive strategies for reference.  

 

In the MRCP approach, teacher intervention was very predominant and explicit. In 

the pre-reading phase of the lesson, students were given the MRCP and the teacher 

explained the steps as well as the metacognitive stages. The various steps and the 

inter-linking strategies were then discussed, and students were instructed on how to 

use these in decoding the text.  The students then followed the steps in the MRCP to 

complete the comprehension task. The teacher reinforced the key ideas from the 

MRCP procedure during all class-directed segments of the lessons. The teacher also 

monitored each individual student to check that they were using the MRCP as directed 

while they were completing the task. In addition to the explicit instruction provided, 

students also had to complete the checklist shown in Appendix C. 
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5.3. Results 

Prior to conducting analysis of the data collected, scores from the three control condition 

approach classes (i.e., lessons 1, 3 and 5) and from the three MRCP Approach classes 

(lessons 2, 4 and 6) were averaged to create a single score for each condition. Four 

repeated measures analyses of variance (ANOVAs) were then used to compare the 

averaged scores for reading comprehension, reading self-efficacy, task value and reading 

interest across the two conditions using SPSS v.27. Prior to the analysis, the score 

distributions were evaluated to ensure that these complied with underlying ANOVA 

assumptions. Though some degree of negative skew was evident in the reading self-

efficacy, task value and reading interest scores, these levels of skew were modest, and 

thus would not affect the F-ratio obtained (Tabachnick & Fidell, 2013). No other potential 

violations of assumptions were observed, affirming that the use of repeated measures 

ANOVA was tenable. In this section, results are presented in accordance with the four 

research questions posed.  

 

5.3.1. Research Question 1: What is the effect of the MRCP approach on primary five 

students’ reading comprehension performance?  

The repeated measures ANOVA on averaged reading comprehension scores indicated 

that, while the mean score for the MRCP Approach condition was higher (M=14.03, 

SD=6.42) than for the control condition (M=13.69, SD=4.91), this difference was not 

significant at the .05 level, F(1,29) = .21, p =.65, partial 2 = .007. Therefore, there was 
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no evidence that use of the MRCP approach significantly enhanced students’ daily 

comprehension levels. 

5.3.2. Research Question 2: What is the effect of the MRCP approach on primary five 

students’ reading self-efficacy? 

The repeated measures ANOVA on reading self-efficacy scores also indicated that while 

the mean score for the MRCP Approach condition was higher (M=7.97, SD=1.52) than 

for the control condition (M=7.72, SD=1.50), this difference was not significant at the .05 

level, F(1,29) = 1.87, p =.18, partial 2 = .06. Therefore, again, there was no evidence 

that use of the MRCP approach significantly enhanced students’ daily self-efficacy levels. 

 

5.3.3. Research Question 3: What is the effect of the MRCP approach on primary five 

students’ task value? 

In contrast to the results obtained for comprehension and self-efficacy, the difference 

between the two learning conditions did approach significance at the .05 level for task 

value scores, F(1,29) = 3.54, p =.07, partial 2 = .11. Based on the means across the two 

conditions, this indicated that the mean score for the MRCP Approach condition was 

marginally higher (M=6.97, SD=1.52) than for the control condition (M=6.52, SD=1.77). 

Therefore, there was some evidence, albeit marginal, that use of the MRCP approach had 

a positive impact on students’ daily task values. 
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5.3.4. Research Question 4: What is the effect of the MRCP approach on primary five 

students’ reading interest? 

The difference between the two conditions also approached significance at the .05 level 

for reading interest scores, F(1,29) = 3.42, p =.08, partial 2 = .11. Based on the means 

across the two conditions, however, this result suggested that reading interest levels were  

marginally lower in the MRCP Approach condition (M=6.29, SD=1.99) than in the 

control condition (M=6.78, SD=2.22). Therefore, this result suggested that the MRCP 

approach had a negative impact on students’ daily interest levels in the passages that they 

were reading. It should be re-iterated here that these passages were assigned at random to 

the six study lessons. 

5.4. Discussion 

The purpose of this study was to provide a preliminary evaluation of the MRCP approach 

on primary five students’ comprehension proficiency, as well as on their daily reading 

self-efficacy, task value and reading interest levels. The results for comprehension 

proficiency and reading self-efficacy indicated no significant differences between the two 

learning conditions. This result does not align with previous studies that have suggested 

that young learners’ comprehension performance (Boulware-Gooden et al., 2007; 

DeGennaro, 2018; Teng, 2020) and confidence levels (Keskin, 2014; McCruden et al., 

2005; Miyamoto et al., 2019; Wigfield, et al., 2016) can be enhanced through the use of 

explicit metacognitive instruction in comprehension lessons.  
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Several plausible explanations can be posed for the absence of effects seen on the 

comprehension and self-efficacy measures used in the study. The first is simply that the 

approach was ineffectual in producing gains in these domains, and needs to be revised 

further in order to have such beneficial effects. In order to do this, a more in-depth study 

of how the approach works at the individual learner level would be needed to identify any 

problems in the use of the procedures. A second possibility is that the duration of the 

study was too short to observe any significant differences between the conditions in these 

areas. In particular, while students are still becoming used to applying the MRCP steps, 

the additional demands imposed by this procedure may offset any benefits it has for 

metacognitive strategy use, by distracting learners from their main task. If this is the case, 

we would expect to see the modest mean differences in favour of the MRCP approach 

increase over time. A longer-term study would clearly be needed to determine whether 

this possible explanation is tenable. 

 

The results also indicated differences that approached significance between the two 

conditions for task value and reading interest scores. These marginal differences, 

however, were in the opposite direction to one another, suggesting a modest positive 

impact on task values, and a modest negative impact on reading interest. Whilst this 

overall pattern was unexpected, it is intuitively reasonable. The MRCP approach 

appeared to be seen by students as helpful for their learning, as reflected by the modest 

favourable difference seen in task value scores. However, in line with the explanation 

proffered for the absence of differences in reading self-efficacy and comprehension 

scores as discussed above, given that the approach was not used typically by students, it 
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may actually have distracted students from focusing upon the content of the passages in 

the short term. This would make the comprehension process somewhat more mechanistic, 

and reduce the time available to students to become deeply engaged with the narratives 

within the passages. Such an effect would be expected to dissipate over time, as students 

become more familiar with the process and eventually internalize the processes. Again, 

however, in the absence of individual-level observational data, this explanation is purely 

speculative at this point. 

 

As a preliminary evaluation of the MRCP approach, this study had inherent limitations 

that would need to be addressed in any future evaluations of the procedure. First, although 

the class size of n = 30 should have produced sufficient statistical power for performing 

the study comparisons given the within-case design used, the scores were quite variable 

within the group, which would have attenuated this statistical power. Therefore, a larger 

sample would be needed in future studies. Second, this study only included middle 

progress students – it is possible that different results would have been obtained had low 

or high progress students been included. It is also possible that, given the within-case 

design used, the students did begin to internalize and generalize the processes they learned 

from the MRCP sessions to their ‘control’ lessons. This would also have attenuated any 

differences observed between the conditions. Thus, to avoid this contamination effect, 

further studies would need to be based on a between-case experimental design. As noted, 

in the current research, it was not possible to have two separate groups with relevant 

permission given by the participating school. One last limitation that should be noted here 

is that no in-depth qualitative data were gathered to assist in the interpretation of the 
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quantitative results. Given this, future studies could adopt a more mixed-method data 

collection approach, to help enrich the researchers’ understanding of reasons why the 

approach did, or did not, have the effects anticipated. 

5.4. Conclusion 

This preliminary study evaluated the use of a metacognitive approach to reading 

comprehension instruction that would be feasible for use in primary level classrooms. 

The MRCP approach provides a step-by-step guide for young leaners to scaffold their 

metacognitive strategy use. The results did not provide conclusive support for the efficacy 

of this intervention. However, the study did highlight some important lines for future 

research that could be undertaken to explore the potential effects of this approach further. 

Revisions to the approach in light of the study findings could include simplifying the 

processes further when introducing it to young readers for the first time (i.e., scaffolding 

the students into the use of the approach more gradually), and using the approach 

alongside other instructional approaches that support the use of metacognition in 

comprehension. Such approaches may, including the use of collaborative groupwork, 

assist learners to master the steps used in the approach more quickly.  
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Appendix A. Sample Comprehension Task 

Read the passage below and answer questions 1 to 6. (10 marks) 

 

           From young, Jessica had always been afraid of the dark. The little shadows which 

looked like monsters in her room caused her to be scared of the dark. Her parents had 

attempted to tell her that there were no such things but it was of no use. Jessica did not 

understand what her parents had told her about the dark. She was still afraid whenever 

it was dark. 

         One day, Jessica’s fifty-year-old aunt visited her. She was an amazing woman who 

was known as Aunt Dorothy. When Aunt Dorothy was in her forties, she was in the news 

for discovering an underwater cave. She had also gone on many other journeys of 

adventure. These interesting journeys had been made into movies which allowed others 

to get to know her. Jessica wanted to be brave. She asked her aunt how she had become 

so brave and whether she had ever been frightened before. 

 “Many times, Jessica,” answered her aunt. “I remember when I was a small girl, 

I was terribly afraid of the dark. I couldn’t even stay in the dark for a moment.” Jessica 

sat beside her aunt and started listening to her carefully. She had always known her aunt 

to be a brave person who would do anything without fear. Jessica was surprised that her 

aunt was once afraid of the dark. She then realized that she can learn to overcome her 

fear of the dark just like her aunt. 

 

 

 

 

 

 

ALL ANSWERS MUST BE IN COMPLETE SENTENCES.  

 

1. What made Jessica feel afraid of the dark? [2m] 

 

_________________________________________________________. 
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2    Choose two words in the passage that has the same meaning as the  

      following words and phrases: [2m] 

tried 

 

 

finding 

 

 

 

3. Why did Jessica not listen to her parents when they told her about the dark? [2m] 

         _______________________________________________________________ 

         _______________________________________________________________. 

 

4. Based on the passage, state whether each statement in the table below is true or 

false, then give one reason why you think so. [2m] 

 

 True/False Reason 

Aunt Dorothy became 

famous because of her 

journeys of adventure. 

  

 

Jessica was not interested 

in overcoming her fear  

of the dark. 

  

 

 

 

5.   Which sentence tells us that Jessica was taken aback when she found out that Aunt 

Dorothy was afraid of the dark?  [2m] 

  

         _______________________________________________________________ 

 

         _______________________________________________________________. 
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Appendix B. Procedure to complete a comprehension task 

Part 1: Before reading the passage 

No Steps What am I doing? 

1 Read Questions 

A)what passage is about 

B)look out for tenses 

C)type of question 

D)plan for checking: 

S (spelling) 

P (punctuation) 

T (tenses) 

I am making plans. 

Part 2: While reading the passage 

No Steps What am I doing? 

2 Read the text 

A)main idea of text 

B)main idea of paragraph 

C)challenging words 

D)find answers 

I am planning and checking. 

Part 3: After reading the passage 

No Steps What am I doing? 
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3 Answer questions and check answers 

-  (A)read text to check answers 

-  (B)use SPT to check answers 

I am checking and also trying 

to solve any problems. 

4 Teacher shows answers  

(A)check answers 

I am checking my answers 

and knowing how many 

marks I could get. 

5 Think about what you have done by putting 

a tick in the boxes by using the reflection 

checklist. 

I am looking at what I have 

done and how I can do better. 
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Appendix C. My Reflection Checklist 

Steps Put a tick. 

Part 1: Before reading the passage I did this. 

 

(1) Read the questions 

(A) Decide what passage is about  

 

(B) Look out for tenses  

 

(C) Type of question  

 

(D) Use of SPT  

 

Part 2: While reading the passage  I did this. 

 

(2) Read the text 

(A) Main idea of text  

 

(B) Main idea of paragraph  

 

(C) Challenging words  

 

(D) Find answers  

 

Part 3: After reading the passage I did this. 

(3) Answer questions 

and check answers 

 

(A) Read text to check answers 

 

 

(B) Use SPT to check answers  

 

 



  

214 

 

Chapter 6. General Conclusions 

Reading comprehension has been recognized as a core foundational competency that will 

influence learners’ eventual academic success across many domain areas (Oakhill et al., 

2014). As a result, much work has already been done to help practitioners understand how 

reading comprehension works, what it entails (e.g., Catts, 2022; Durkin, 1978; Duke et 

al., 2021; Fielding & Pearson, 1994; Pearson & Duke, 2002; Serafini, 2012), and how it 

should be taught (e.g.,Muijs & Bokhove, 2020; Teng & Zhang, 2021). In the area of 

reading comprehension, metacognitive strategy use is cited regularly as an approach that 

can assist learners confront the challenges that they will encounter in their journeys to 

becoming proficient readers (Aksan & Kisac, 2009; Ceylan, & Harputlu, 2015; Filderman 

et al., 2022; Teng, 2020; Van Kraayenoord, 2010). Previous researchers have also 

acknowledged the potential influence of motivational factors in the development of 

reading comprehension proficiency (Baker & Beall 2014; Logan et al., 2011; Orellana et 

al., 2020, Wigfield et al., 2016). The importance of both factors has been affirmed by the 

results of the research reported in this thesis. 

 

The overarching aim of this research work was to examine the use of metacognitive 

strategies in primary five students in one school in Singapore. It also examined 

relationships between proposed metacognitive strategy use, specific reading motivation 

variables (reading self-efficacy, task value and reading interest) and reading 

comprehension performance, as well as the impact of a metacognitive approach on 

primary five learners’ reading comprehension development in one classroom. 
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Often, young learners are at a relatively early stage of metacognitive strategy use in 

reading comprehension processes. Learners from the primary level have typically not 

grasped all the strategies needed to comprehend a text (Paris et al., 1991), and moreover, 

do not see why they should use certain reading strategies in confronting reading 

comprehension tasks (Myers & Paris, 1978). Young readers typically commence their 

text reading by first directing their attention to decoding, only moving onto what is needed 

to comprehend these texts at a later point. Even later still, they might move along to the 

monitoring of texts, in which they begin to think about their own comprehension 

approaches (Samuels et al., 2006). Using the kind of structured approach outlined in this 

thesis, however, it may be possible to introduce metacognitive strategy awareness and use 

at an earlier developmental stage for these readers. This may operate not only to enhance 

their reading comprehension skills, but also, other reading skills such as word recognition 

and importantly, their overall enjoyment of the reading process. 

 

In relation to the local Singapore context, a small number of studies have been conducted 

to explore links between metacognition and reading comprehension in children. Zhang et 

al. (2008) carried out a study on students from the primary four to six levels from selected 

schools in Singapore to examine the students’ use of reading strategies in terms of 

metacognitive, cognitive and socio-affective strategies. Results from the study showed 

that there were differences in the way students from different language proficiency levels 

had used reading strategies. With specific reference to students’ metacognitive awareness, 

better readers were found to have more awareness of the use of reading strategies, what 
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the reading tasks entailed as well as knowledge about themselves as readers when 

compared with poor readers who were concentrating more “on decoding the print, without 

showing much evidence to suggest that meaning was of any primary concern” (p. 21). 

With the knowledge made available about students’ use of strategies, it has been 

advocated that strategy instruction could be carried out with the use of scaffolding. In 

another study carried out on secondary one students in Singapore by Dabarera et al., 

(2014), a positive relationship was found between the use of a metacognitive-based 

reading instruction, reciprocal teaching and students’ performance in reading 

comprehension. Findings of the study also point to the explicit use of strategy instruction 

to raise the metacognitive awareness of learners and in turn enhance the performance in 

comprehension.  

 

Also, in the English Language Syllabus for primary schools in Singapore, metacognition 

has been featured prominently in terms of pedagogical practices for the purpose of 

assisting primary school students “to develop knowledge of language” in terms of 

‘effective and affective language use’ (MOE, 2020a, p.18). The current study is 

significant as it has followed this trend of thought with the use of a metacognitive-based 

approach in teaching comprehension with primary five students. It has also sought to 

understand more about the students’ perception of metacognitive strategies and examine 

the role motivation factors play. 
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6.1. Summary of Findings 

6.1.1. The MRCP Procedure for Young Learners 

The purpose of this paper was to present a reading comprehension procedure that was 

adapted from a listening comprehension framework to guide young learners in applying 

metacognitive strategies in the context of reading comprehension tasks. Paper 1 presented 

this procedure, and detailed how the listening comprehension framework (Vandergrift, 

1997), in relation to metacognitive strategies, had been adapted. A step-by-step 

description and explanation of the Metacognitive Reading Comprehension Procedure 

(MRCP) through the three reading phases (i.e., Before reading the passage; While reading 

the passage; and After reading the passage) was then provided. For each reading phase, 

apart from the description of the steps involved in completing a reading comprehension 

task, the inter-related metacognitive stages of planning, monitoring, evaluation and 

problem identification stages as well as the specific metacognitive strategies with detailed 

definitions are also presented. The potential advantages of using the procedure were also 

discussed in terms of enhancing the comprehension proficiency levels of young learners 

and acting as a teaching framework which practitioners can use readily in the reading 

classroom. Scaffolding instruction, differentiated instruction and process-based teaching 

approaches are some of the factors which teachers will need to take into consideration 

when they use this procedure. 
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6.1.2. Relationships between Metacognitive strategies, Motivation and Comprehension 

 In Paper 2, links between reading comprehension levels, awareness of metacognitive 

strategies (gleaned from their proposed use in an open-ended questionnaire) and the 

reading motivation factors of reading self-efficacy, task value and reading interest were 

explored in a sample of n=201 students from one primary school in Singapore. Through 

a series of stepwise multiple regression analyses, metacognitive strategy awareness and 

reading self-efficacy were the only two factors that significantly contributed to the 

prediction of reading comprehension scores. Neither task value nor reading interest made 

a significant unique contribution to prediction. Of the two significant predictors, 

metacognitive strategy awareness was the most strongly related to comprehension scores. 

 

Further analysis of individual metacognitive variables indicated significant in 

comprehension scores between students who did, and did not, propose to use every one 

of the metacognitive strategy variables coded in the study. These included the strategies 

of Directed Attention, Selective Attention, Comprehension and Double-check 

Monitoring. The findings of this study underscored the importance of metacognitive 

strategy awareness as a predictor of reading comprehension performance, and thus, the 

importance of developing classroom strategies to scaffold students into becoming more 

aware of these in their everyday comprehension activities.  
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6.1.3. Primary Five Students’ Proposed Use of Metacognitive Strategies 

In Paper 3, the metacognitive strategy awareness of 101 primary five students was 

examined in more depth to provide insights into how these differed across three progress 

groups (low, middle and high). In this study, it was found that most students in this study 

nominated the planning and monitoring strategies for use in their reading comprehension 

tasks. The extent to which the proposed use of Comprehension Monitoring and Selective 

Attention, however, varied considerably across the progress groups, with few students in 

the low progress group demonstrating an awareness of these strategies. There may, 

therefore, be a need for the use of a more differentiated approach to metacognitive 

instruction within schools, in which further support for the development of these 

strategies is afforded to students who are less proficient in the area of reading 

comprehension.  

 

6.1.4. Effects of a Classroom-based Metacognitive Approach 

The final paper reported upon an intervention study that was designed to evaluate the 

effectiveness of a metacognitive procedure developed by the researcher (the 

Metacognitive Reading Comprehension Procedure, or MRCP) for use with young 

learners. Results indicated no significant effects of the MRCP on either daily reading 

comprehension performance or reading self-efficacy. In relation to task value, a 

marginally positive difference in favour of the MRCP approach was seen in the results. 

However, the results also indicated a marginally significant negative impact of the MRCP 

on daily reading interest. It was suggested in this paper that further research, with larger 



  

220 

 

samples, was needed to make conclusive statements about the use of the MRCP approach 

and its impact on reading comprehension and motivation outcomes. 

6.2. Implications 

Chapters 2, 3, 4 and 5 presented four studies that were conducted to understand more 

about the processes and correlates of metacognition in young learners in Singapore. 

Although each study had different objectives to fulfil, they were inter-related. 

Implications drawn from the findings of all four studies are now discussed. 

 

The first implication is a simple one. The results of the research presented in this thesis 

highlight strong links between metacognition and reading comprehension in young 

learners – thus, reading teachers should assign the teaching of metacognitive strategies a 

commensurate level of priority in reading classrooms. Given also that the specific 

elements of metacognition that are critical for readers at all ages may vary across contexts 

(e.g., with the language being taught), teachers can also do their own locally-based 

investigations of what works best for their students within their own classrooms. Owing 

to the complexity of reading as a skill, the results of such so-called ‘scholar-practitioner’ 

research could make a significant contribution to the overall progress that is made in our 

collective efforts to enhance the quality of instruction offered in reading classrooms 

worldwide. 
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The second implication is that teachers can draw upon frameworks that do not strictly fall 

within the domain of reading comprehension to guide their development of instructional 

approaches for reading classrooms. In the research presented in this thesis, a listening 

comprehension framework that was based heavily on metacognitive strategy use was 

found to be readily adaptable for use in the reading domain. This procedure may be useful 

to provide beginning readers with a structured approach in which they learn not only 

about reading comprehension overall, but also, about the various metacognitive strategies 

that can be used in addressing different challenges they confront in completing 

comprehension tasks. The use of such structured guides may have other benefits for the 

overall reading process as well, which include helping to lower the anxiety levels of 

learners and in turn, motivate them to persist in their efforts to become more proficient in 

reading comprehension. 

 

While the use of the MRCP did not produce significant benefits in terms of reading 

comprehension and reading self-efficacy in the research reported, as noted in Paper 4, the 

means were somewhat higher in the MRCP lessons than in the control condition lessons. 

As also noted in that paper, it is possible that the lack of significant differences seen 

reflected the short time frame in which the study was conducted. There was, however, 

also some indication that the use of the structured approach reduced learners’ interest in 

the passages they read each day. While this effect might have reduced over time, this 

result does suggest that with young learners, introducing a structured approach with 

multiple elements at once may in the short-term serve both as a focusing instrument and 

as a distraction that interferes with intrinsic enjoyment of the process. If that effect 
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endures, teachers could supplement the procedure with other approaches that reduce the 

cognitive load associated with its introduction. Drawing upon peers through co-operative 

learning and collaborative work, as well as introducing the process more gradually and 

offering more differentiated instruction may assist in this respect.  

 

The MRCP procedure lends itself well to use within a differentiated instructional 

approach. In relation to the differentiation of content, the reading procedure can be edited 

and either scaled either up or scaled down, depending on how much guidance and 

scaffolding learners require. If high progress learners do not require scaffolds in terms of 

the basic planning and monitoring strategies, more emphasis can be placed on the 

strategies involved in the evaluation and problem identification stages. This sort of 

customisation would allow learning to be carried out in a more meaningful manner and 

as a result, learners may have the ‘cognitive space’ to focus on the content of the texts, 

which could in turn enhance their interests in the texts.  

 

For low progress learners, though they would need help in the use of most of the 

metacognitive strategies, learning based on the MRCP can take place through the 

introduction of ‘bite-sized’ elements of the approach. More time can also be allocated for 

this learning to take place. As a more gradual, scaffolded approach is generally needed 

with such learners, the process can commence with teachers taking a relatively ‘heavy-

handed’ role in guiding the process, but gradually releasing responsibility to students as 

their proficiency in the use of the strategies develops. 
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Also, in terms of content differentiation, instead of just relying on the use of words in 

implementing the MRCP procedure, for low progress learners, pictorial forms can be used 

as a teaching aid. Process differentiation could also be used in terms of how the procedure 

is used.  For example, instead of providing hard copies of the procedure, online versions 

of the procedure can be developed for use with students who are more ‘technologically 

savvy’. Furthermore, in terms of process differentiation, students who are independent, 

able to be on task and are proficient in the language, could be provided with the procedure 

to apply to their own reading individually, while teachers work more intensively with 

learners who are less independent. Again, however, the use of collaborative work 

strategies (i.e., having students work in pairs or groups of three and four) could also be 

called upon in process differentiation efforts.  

 

Results presented in this thesis also highlight the fact that variables in the affective 

domain – including reading self-efficacy, reading interest and task value – should not be 

ignored within reading classes. In particular, reading self-efficacy emerged as a 

significant predictor of reading comprehension proficiency over and above the variance 

that was predicted by metacognitive strategy use. As argued previously in this thesis, 

challenges in the development of specific competencies in reading comprehension 

(including the use of metacognitive strategy use) can interact with variables in the 

affective domain to create something of a ‘downward spiral effect’ for struggling readers. 

As such, it is important to diagnose such issues quickly and adjust the pace or difficulty 

level of instructional materials to ensure that such readers do not disengage from the 
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process as a whole, which will then produce further delays in skill development, and, in 

turn, further disengagement from the process as a whole. 

6.3. Suggestions for Future Research 

While the research reported in this thesis affirmed clear links between the use of 

metacognitive strategies and reading comprehension proficiency that have been reported 

in previous studies (AlAdwani et al., 2022; Choo et al., 2011; Mokhtari, 2016; Muhid et 

al. 2020; Paris & Myers, 1981; Şen 2009; Zhang & Seepho, 2013), more can still be done 

in terms of identifying specific elements of metacognition that are critical for 

comprehension development in different age and progress groups. The optimal sequence 

in which these should be introduced to learners is also unclear from current research 

findings. Thus, much fruitful research can still be done to better ‘unpack’ or unravel the 

complex relationship between the use of metacognitive strategies and development in 

reading comprehension.  

 

The four papers presented also give rise to a number of specific directions that can be 

taken in future studies based on the results obtained. First, all three of the empirical papers 

presented drew upon readers from a single primary school in Singapore. While this was 

appropriate in the context of a professional doctorate programme, re-examining the 

questions addressed in these studies in a larger and broader sample of participants would 

be very useful for affirming these results, but also, in some cases, to highlight any context-

sensitive differences that need to be heeded in the practice of metacognitive instruction 
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across borders. These samples could be broadened in terms of various attributes, 

including the starting proficiency levels of the readers; their ages; and the cultural 

contexts in which the instruction takes place. 

 

Secondly, the metacognitive reading comprehension procedure used in the study 

conducted within Paper 4 represented a ‘scaled down’ version of the one introduced in 

Paper 1. Hence, the full version as presented in Paper 1 has yet to be evaluated in its full 

form. It is anticipated that the full version might be suitable for use with high progress 

learners, either in the primary five or six levels. As argued previously in the current 

chapter, it is anticipated that the MRCP procedure can readily be revised to cater for 

readers at different developmental stages. However, these revisions should also be 

subjected to some form of evaluation, which can be pursued in future studies. 

 

As noted in Paper 4, the study conducted and presented had been conducted as a 

preliminary evaluation of the MRCP approach. It was not possible in the context of that 

study to draw upon a larger participant group from the school. Thus, one clear direction 

for future research is to conduct a more rigorous evaluation of the approach using a 

randomised control group design, which would overcome potential problems highlighted 

in terms of possible contamination of effects across conditions. Other variations to the 

base MRCP approach, including the incorporation of peer collaboration to help scaffold 

struggling readers into the process, can also be explored.  
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Last, instead of only exploring the correlation between metacognitive strategy awareness 

and reading comprehension performance, future research could explore interrelationships 

between metacognitive strategy awareness, reading comprehension performance and 

reading motivation factors such as self-efficacy and interest. According to Keskin (2014), 

these more complex links have not yet been studied in detail. In particular, establishing 

links between metacognitive strategy awareness and factors such as self-efficacy and 

reading interest could provide teachers with valuable information on how these factors 

may work together to drive the development of reading comprehension skills. Armed with 

such knowledge, teachers will be better placed to anticipate challenges that some learners 

may confront, and adapt their instructional approaches to assist students to bypass these 

‘roadblocks’ to development. 

6.4. Concluding Statement 

It is hoped that the work presented in this thesis has made some contribution to 

unravelling the complex interrelationships amongst metacognitive strategy awareness, 

elements of reading motivation, and reading comprehension proficiency. It is hoped also 

that the MRCP approach outline may serve as a starting point for other teachers in 

Singapore and other countries to develop their own ways to introduce metacognitive 

strategies to young learners in a structured way. The broader hope is that future research 

and practice in reading comprehension instruction will continue to evolve, to ensure that 

metacognitive strategy use is afforded its rightful place as a key approach to assist readers 

of all stages and ages to enhance their own comprehension skills and proficiency. 
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