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ABSTRACT 

  

This quasi-experimental research investigated the effects of metacognitive 

reading strategy instruction (MRSI) on reading comprehension of Thai EFL 

undergraduates majoring in Mechanical Engineering in an English for Specific 

Purposes (ESP) setting. Their attitudes toward MRSI and their use of metacognitive 

reading strategies in helping them comprehend the reading texts were also explored. 

The participants of the study included two intact classes. One class served as a control 

group which received traditional reading instruction whereas the other class was the 

experimental group which received the MRSI. Three instruments were used to collect 

data: a reading comprehension pretest and posttest, an attitude questionnaire and a 

semi-structured interview. In term of qualitative data analysis, it used thematic 

analysis to identify key themes in interview transcripts to capture core ideas, followed 

by grouping codes into potential themes and refining them iteratively for accuracy. In 

addition, the themes were examined for connections to construct a narrative reflecting 

participants’ perspective on the use of MRSI in understanding English reading texts, 

supported by relevant excerpts from interviews to enhance credibility. The findings of 

the study indicated a significant improvement in the participants’ reading 

comprehension after receiving MRSI, as evidenced by their higher post-test scores 

compared to pre-test scores (p < 0.05). Furthermore, the findings showed that after 13 

weeks of instruction the participants held positive attitudes towards the 

implementation of MRSI in improving their reading comprehension. Finally, the 

findings also suggested that the participants frequently used metacognitive reading 

strategies before reading, during reading, and after reading. The global reading 

strategy proved to be the most commonly used in the English Reading for Academic 

Purposes class, followed by the support strategy and problem-solving strategy 

respectively across three groups of participants (highly proficient readers, moderate 

proficient readers and low proficient readers). However, highly proficient readers 

tended to automatically employ metacognitive reading strategies to focus their 

attention, to monitor and to direct their own learning processes quite efficiently, to 

arrive at meaning, and to make necessary adjustments when something goes wrong. In 

contrast, moderate proficient readers were likely to apply metacognitive reading 

strategies for understanding and remembering purposes to understand the significance 
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of combining different aspects of the text to form a more complete comprehension, 

emphasizing a significant change towards deeper mental involvement with reading 

content. Low proficient readers aimed to strengthen their comprehension by repeating 

crucial information. Although this approach is helpful for solidifying fundamental 

understanding, it often only scratches the surface in terms of engagement. In 

conclusion, the study suggests that integrating metacognitive reading strategies 

instruction into various educational contexts, including ESP classes, can enhance 

students' reading comprehension, improve their attitudes toward metacognitive 

reading strategies instruction and facilitate their use of these strategies in 

comprehending the English reading texts. This suggests that such strategies should not 

be limited to English reading classes but should also be incorporated into other 

disciplines that involve reading activities, thereby fostering students' mastery of 

reading with strategies that facilitate comprehension. 

 

Keyword : metacognitive reading strategy instruction, reading comprehension, 

reading strategies, Thai EFL engineering undergraduate students 
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CHAPTER I 
INTRODUCTION 

This chapter provides an overview of this study. The chapter begins with the 

background of the study, followed by the purposes of the study, the research 

questions, the significance of the study, and the scope of the study. Next, the key 

terms of this study are defined. Finally, an outline of this dissertation is provided. 

1.1 Background of the Study 

Reading is a purposeful undertaking to foster comprehension of a subject or topic. It 

is an indispensable skill for individual success in various facets of life. Individuals 

remain well-informed, stay current, and cultivate thoughtful perspectives by engaging 

in reading. This activity is characterized as receptive and active, constituting a 

dynamic process wherein the reader actively seeks connections among ideas within 

the text. The cognitive demands of reading involve the deployment of numerous 

mental processes, encompassing information collection, processing, and analysis. 

Moreover, reading transcends its utilitarian function, providing individuals with a 

source of enjoyment (Li and Wilhelm, 2008). While the act of reading is undeniably 

crucial for personal and educational advancement, the concept of comprehension 

assumes even greater significance. Mere engagement with written material is 

insufficient; one must be able to deconstruct, analyze, and reorganize ideas and 

information. Comprehension entails not only the extraction of explicit content but also 

a profound understanding of the author's intended communication. 

Reading comprehension is an intricate and multifaceted cognitive skill encompassing 

many tasks. Grabe and Stoller (2002) delineate two principal types of processes 

integral to this skill: lower-level and higher-level. The former comprises word 

recognition, graphophonic, and related abilities, while the latter encompasses 

syntactic, semantic, and other cognitive processes. Proficiency in comprehending 

written material necessitates familiarity with text structure and topic, an awareness of 

reading strategies, and the adept utilization of these strategies in material processing 

and word recognition, as emphasized by Pang (2008). The definition of reading 

comprehension extends beyond mere understanding of text; it encompasses the ability 

to analyze information and interpret the author's intended meaning. According to 
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Grabe and Stoller (2002:17), no single process in isolation defines reading 

comprehension, but collectively, these processes provide a comprehensive account of 

the requisite skills for fluent reading. Earlier works by Janzen and Stoller (1998) 

identified ten processes or strategies crucial to reading comprehension, including 

identifying a purpose for reading, previewing, predicting, asking questions, checking 

predictions, connecting the text to prior knowledge, summarizing, connecting 

different parts of the text, and recognizing text structure. In a comprehensive 

definition, reading comprehension is characterized as a cognitive process wherein a 

reader selectively extracts facts, information, or ideas from printed materials, discerns 

the author's intended meanings, relates them to prior knowledge, and assesses their 

appropriateness and value in meeting the reader’s objectives (Veeravagu et al., 

2010:206). Word recognition emerges as a pivotal component of comprehension, with 

proficient readers demonstrating the ability to process words swiftly, accurately, and 

automatically (Pressley, 1998; Stanovich, 2000). As noted by Pressley (1998), good 

readers can read more challenging texts at rates of 200 words per minute and, for 

leisurely reading, between 250 to 300 words per minute, achieving this with minimal 

effort. In contrast, poor readers encounter difficulties processing complex texts, as 

reading extends beyond mere letter recognition to involve meaning and context 

determination. Information assimilation occurs through data organization into 

recognizable patterns, where direct or indirect connections are forged between pieces 

of information, ultimately culminating in comprehension development (Norris, 1998). 

Flavell (1976) introduced the concept of metacognition. Metacognition, in the context 

of reading, encompasses several key processes, including planning, monitoring, 

controlling, and evaluating ( Efklides, 2001) .  Planning occurs before reading, where 

strategic readers establish their reading objectives ( e. g. , recall or comprehension) , 

preview the text to understand its nature, activate prior knowledge, select appropriate 

strategies, allocate necessary resources ( such as reading time) , and anticipate 

outcomes (Pressley & Gaskins, 2006; Schraw & Dennison, 1994). During the reading 

process, strategic readers engage in metacognitive monitoring of text complexity 

(Joseph, 2005), their cognitive processes (Schraw, 2001), and reading comprehension 

( Dole et al. , 2014) .  Comprehension monitoring is particularly crucial ( Baker & 

Brown, 1984) , as readers must continually assess the relevance of the text to their 
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objectives and compare new information with their existing knowledge ( Pressley & 

Gaskins, 2006). Control comes into play when readers adjust their approach based on 

monitoring feedback, such as when facing difficulties (Nelson & Narens, 1990). For 

instance, if the text seems challenging, readers may reread, paraphrase passages in 

their own words, or seek assistance ( Griffith & Ruan, 2005) .  Evaluation marks the 

conclusion of the reading process, where readers assess their performance and reflect 

on the effectiveness of employed strategies ( Schraw, 2001; Schraw & Dennison, 

1994).  

The field of reading comprehension recognizes metacognitive reading strategy 

awareness as a vital factor influencing effective reading strategies. Metacognitive 

reading strategy awareness is strategies that help students regulate or monitor 

cognitive strategies. They are the notions of thinking about thinking and are defined 

as planned, intentional, goal-directed, and future-oriented mental processing that can 

be used to accomplish cognitive tasks (Salataki & Akyel, 2002; Phakiti, 2003). 

Furthermore, metacognitive strategies differ from cognitive ones because they span 

multiple subject areas. In contrast, cognitive strategies are likely to be encapsulated 

within a subject area so readers who are meta-cognitively aware know what to do 

when they face difficulties in learning. They would utilize strategies to recognize 

what they should do. Metacognitive strategies indicate one’s thinking and can 

facilitate more learning and developed performance, especially among students who 

try hard to understand the written context. Muhid et al. (2020) stated that 

metacognitive techniques impacted students' achievement in reading comprehension. 

It enhanced both the reading proficiency and effective reading utilization of the 

students. Students will develop the skills necessary to become competent, strategic 

readers by becoming accustomed to applying metacognitive methods in their reading 

activities. In addition, according to Aziz (2020), reading comprehension could be 

improved by teaching metacognitive reading skills. The results showed that there was 

a positive response to this query. According to Slaouti et al. (2013), adequate reading 

comprehension involves establishing clear objectives during reading to motivate 

themselves and heighten their awareness of various reading strategies. Ismail et al. 

(2015) elaborate on this by identifying three distinct stages of the comprehension 
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process. The first stage encompasses literal comprehension, focusing on decoding and 

recognizing explicit information. 

The second stage involves inferential skills, aiding in the analysis of decoded content 

to extract implicit meanings. Finally, the third stage, critical comprehension, entails 

making inferences and predictions based on the text, transcending its surface-level 

meaning and engaging with more profound interpretations. Generating inferences 

plays a crucial role in achieving critical comprehension, as highlighted by McNamara 

& Kendeou (2011). Mayer (1996) underscores the significant impact of metacognitive 

strategies on students' ability to generate inferences, a finding supported by extensive 

research. McNamara and Kintsch (1996) emphasize that reading processes such as 

integrating existing knowledge, inferring, and selecting pertinent information from the 

text can enhance comprehension. Best et al. (2005) further assert that employing 

effective reading strategies fosters the generation of accurate inferences, thereby 

facilitating comprehension. Follmer and Sperling (2018) argue that readers proficient 

in inference generation tend to comprehend text better and can monitor their 

performance effectively by utilizing reading strategies. Moreover, McNamara and 

Kendeou (2011) summarize several key points: firstly, early childhood education 

should prioritize teaching comprehension skills; secondly, instruction should focus on 

processes to enhance reading performance; thirdly, scaffolding is essential for 

generating inferences when text ambiguity arises; fourthly, comprehension is an 

interactive process influenced by both the reading task and the reader, necessitating 

tailored material selection for instruction; finally, educators can benefit from 

employing standardized reading comprehension assessments to gain insights into 

students' strengths and weaknesses. 

Researchers have increasingly focused on reading strategy use and instruction to aid 

readers in honing their skills and becoming strategic readers (Grabe, 2009). However, 

crafting an effective strategy instruction model poses numerous challenges for 

instructors (Billmeyer, 2006). Integrating strategies into classroom activities demands 

considerable effort from both teachers and students, necessitating planning, definition, 

and modeling to foster a sense of responsibility for learning (Nelson & Manset-

Williamson, 2006). Despite the initial difficulties, Nelson and Manset-Williamson 

(2006) advocate for integrating explicit strategy instruction into classroom activities. 



 

 

 
 5 

Nonetheless, Pressley et al. (1989) caution that not all teachers successfully 

incorporate explicit strategies into reading activities. Gooden's (2012) study revealed 

that many teachers were initially unaware of the application of their students’ 

strategies during reading. Over time, however, they gained insights into their students' 

strategy preferences and cognitive processes. Teachers must design instruction 

carefully based on their students' needs and cognitive abilities, selecting strategies 

thoughtfully before commencing the instructional process (Iwai, 2011). 

An increasing body of literature acknowledges the significance of reading within the 

context of higher education (Abd Ali, Bashar, & Khonamri, 2023; Hapsari, 2019; 

Miller & Merdian, 2020; Yapp, de Graaff, & van den Bergh, 2021; Muhid et al., 

2020; Lin & Zhang, 2011; Oxford, 1990; Acmed-Ismael, 2021; Khellab et al., 2022;). 

University students' academic success relies on their reading proficiency, as they need 

to engage with textbooks and resources to acquire substantive and procedural 

knowledge in their respective fields. Effective reading involves successful interactions 

among writer-specific, context-dependent, and text-based factors, encompassing 

fluency and automaticity in text processing, lexical resources, background knowledge, 

motivation for reading, and metacognitive reading strategies (Ghaith & El-Sanyoura, 

2019; Kung & Aziz, 2020). Some scholars argue that a notable proportion of EFL 

learners may enter tertiary education without adequate preparation for the reading 

demands of their academic programs (Cabinda, 2016; Aghajani, 2019).  

Learning to read within an English for Specific Purposes (ESP) context demands 

increased student effort. A case study involving four Iranian students revealed that, 

when tackling ESP texts, they relied heavily on their prior knowledge to aid 

comprehension (Tabataba’ian & Zabihi, 2011). Similarly, in Tunisia, traditional 

methods of teaching reading fell short in aiding students' comprehension of highly 

specialized texts in their academic fields. In contrast, instruction in metacognitive 

strategies enhanced students’ reading skills, particularly in the context of reading 

research articles (Dhieb-Henia, 2003). Simply lecturing students on reading strategies 

does not ensure their practical application. Therefore, merely presenting a list of 

strategies is insufficient. Metacognitive reading strategy instruction, especially in ESP 

courses, where proficient reading skills are crucial for students' career paths, 

addresses this issue (Dhieb-Henia, 2006).  
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The exploration of metacognitive reading strategies within ESP classroom settings has 

been investigated across various scenarios. In Iran, Ajideh's study (2009) suggested 

that while language communication is vital in ESP courses, attention should also be 

given to how students learn. Therefore, the study recommended implementing 

autonomous learning and metacognitive strategies for ESP teaching and learning. 

Additionally, research conducted at the university level with Iranian ESP students 

revealed that they were moderate users of reading strategies, prompting the need to 

enhance metacognitive awareness due to the importance of employing strategies in 

reading ESP texts (Khoshsima & Samani, 2015). This finding resonates with a study 

on metacognitive reading strategies among Croatian ESP students, which indicated 

moderate use of these strategies when engaging with academic texts. The study 

stressed the necessity of teaching the application of strategies to enable students to 

utilize effective strategies and become critical readers (Terzić, 2015). The 

effectiveness of instruction metacognitive strategies on reading comprehension was 

examined among ESP students studying Civil Engineering in Iran, revealing that 

those in the experimental groups outperformed the control group in post-test reading 

comprehension (Ahangari & Mohseni, 2016). This finding aligns with a study by 

Ajideh et al. (2018) investigating the impact of explicit instruction in metacognitive 

reading strategies among undergraduate students in Iran, which also reported positive 

results in ESP text comprehension. These studies highlight the positive effects of 

explicit instruction in metacognitive reading strategies on enhancing reading 

comprehension achievement, particularly within ESP contexts. Essentially, explicit 

instruction in metacognitive reading strategies has been shown to facilitate students' 

learning to read in ESP settings.  

In summary, the delineation of English for Specific Purposes (ESP) and its 

significance within research contexts serves as a crucial foundation, ensuring clarity 

and understanding among readers. This becomes particularly pertinent in discussions 

surrounding metacognitive reading strategies within ESP domains, exemplified by 

studies conducted in Iran, Tunisia, and Croatia. These investigations underscore the 

efficacy of explicit instruction in metacognitive reading strategies, showcasing 

substantial improvements in students' comprehension of specialized texts, a pivotal 
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skill for their academic and professional advancement. Notably, such research 

highlights the inadequacy of mere strategy enumeration, emphasizing the necessity of 

structured teaching methodologies. Through explicit instruction, students acquire the 

ability to employ effective reading strategies, fostering critical reading capabilities 

within their disciplines. Numerous studies attest to the positive correlation between 

structured guidance in metacognitive strategies and enhanced comprehension and 

learning outcomes in ESP courses. Furthermore, the findings underscore the 

transformative potential of metacognitive strategy instruction, fostering not only 

improved text comprehension but also cultivating autonomy in learning. As students 

adeptly apply these strategies, they gain proficiency in navigating complex texts 

within their fields, thereby augmenting their academic and professional success. 

Ultimately, a clear understanding of ESP and its contextual application is imperative, 

as it underpins comprehensive insights into its profound impact on students' 

educational journeys, thus paving the way for future advancements and studies in the 

field. 

The exploration of metacognitive reading strategies within ESP classroom settings for 

engineering students is a focus on this study as engineering education is a key driver 

of global sustainability and innovation (Elinwa and Agboola, 2013). It comprises an 

undergraduate degree (bachelor's or master's), as well as any further graduate work 

and specializations. As part of the criteria for a professional engineering license, 

engineering education is usually followed by extra postgraduate exams and supervised 

training. In engineering education, the application of English metacognitive reading 

strategies is crucial for fostering effective comprehension and critical thinking skills 

among students. These strategies involve the conscious monitoring and regulation of 

one's reading process, enabling students to actively engage with English texts 

encountered in their coursework. Through metacognitive reading strategies, 

engineering students learn to preview texts, set goals for comprehension, and make 

predictions about the content. Moreover, fostering metacognitive awareness in 

engineering education promotes lifelong learning skills, empowering students to 

become self-directed learners capable of adapting to new challenges and opportunities 

in their professional careers.  
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Research on metacognitive reading strategies in Thailand has also been conducted, 

primarily focusing on students' awareness of these strategies and the effectiveness of 

instruction in improving reading comprehension (Oranpattanachai, 2023; 

Ketworrachai & Sappapan, 2022; Thongwichit & Buripakdi, 2021; Banditvilai, 2020; 

Seedanont & Pookcharoen, 2019; Chutichaiwirath & Sitthitikul, 2017; Lien, 2016; 

Phaiphimai & Meesri, 2015; Akkakoson & Setobol, 2009; Pookcharoen, 2009; 

Chomphuchart, 2007; Sudachit, 2005). Many studies have advocated for integrating 

metacognitive reading strategy instruction into reading classes due to its effectiveness 

in improving reading comprehension achievement. For instance, Wichadee (2011) 

found that explicit instruction in metacognitive strategies could enhance reading 

comprehension among first-year students at a private university in Thailand. Given 

students’ various challenges during the reading process, metacognitive reading 

strategy instruction emerges as a potential solution to help students overcome these 

obstacles.  

Subsequent investigations into the awareness of reading strategies among first-year 

students from the science and social science departments at Bangkok University 

revealed that despite years of English instruction, Thai students' reading abilities 

remain limited (Munsakorn, 2012). As a result, there is a suggestion that students 

require instruction and guidance in applying various strategies to enhance their 

reading performance. Further research on Thai EFL learners' metacognitive reading 

strategies and awareness, conducted with fourth-year students in the central region of 

Thailand, concluded that issues in reading among less successful participants at the 

tertiary level might stem from focusing too heavily on individual word meanings 

rather than grasping the overall message of the text (Chutichaiwirath & Sitthitikul, 

2017). It emphasizes the importance of raising awareness of metacognitive reading 

strategies to address this problem, as understanding every word is unnecessary to 

comprehend the author’s message. Simultaneously, examining engineering and 

science students' reading strategies at King Mongkut's University of Technology in 

Northern Bangkok indicated a positive reception to instruction based on reading 

strategies, as it enhances systematic thinking and reading comprehension (Akkakoson 

& Setobol, 2009). Teachers are encouraged to use direct explanation combined with 

modeling techniques in teaching reading strategies, as this approach is more effective 
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in improving English reading competence (Akkakoson, 2012). Recent research at a 

public university in Bangkok corroborated these findings, demonstrating the positive 

impact of explicit reading strategy instruction on raising Thai EFL adult learners’ 

awareness and fostering independence (Chumworatayee, 2017). 

Examining existing literature regarding metacognitive reading strategies and their 

influence on reading comprehension, it becomes apparent that these strategies are 

pivotal in enhancing reading comprehension. Nevertheless, a noticeable research gap 

exists concerning the utilization and effectiveness of metacognitive reading strategies 

among Thai engineering students within an English for Specific Purposes (ESP) 

framework. While studies in Thailand have delved into the advantages of these 

strategies in bolstering reading comprehension among English as a Foreign Language 

(EFL) learners, there is a scarcity of research explicitly addressing their applicability 

and efficiency in engineering education. It is crucial to comprehend how 

metacognitive reading strategies can aid Thai engineering students in understanding 

technical texts and overcoming academic obstacles, thereby facilitating the 

development of tailored instructional methods and fostering academic achievement 

within this demographic. Consequently, there is a necessity for further exploration 

into the role of metacognitive reading strategies in augmenting reading proficiency 

among Thai engineering students. 

Therefore, this study was set out in order to investigate the impact of metacognitive 

reading strategy instruction on mechanical engineering students' reading 

comprehension. Firstly, the investigation aimed to assess the extent to which 

metacognitive reading strategy instruction influenced the reading comprehension 

abilities of mechanical engineering students. Secondly, it sought to elucidate the 

specific metacognitive strategies employed by these students when engaging with 

English for Specific Purposes (ESP) reading materials, thereby highlighting their 

cognitive processes and adaptive learning approaches. Lastly, the study endeavored to 

examine the attitudes of mechanical engineering students towards metacognitive 

reading strategy instruction, discerning their perceptions regarding its effectiveness in 

improving their reading comprehension skills. Through these targeted inquiries, the 

study aimed to contribute valuable insights into the efficacy and utilization of 
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metacognitive strategies in enhancing reading comprehension among mechanical 

engineering students. 

1.2 Purposes of the Study  

The current study investigated the effect of metacognitive reading strategy instruction 

(MRSI) on EFL engineering undergraduates’ reading comprehension. Moreover, this 

study explored how this instruction improved their reading comprehension.The 

research questions that guided this study are as follows:  

1. To what extent does metacognitive reading strategy instruction affect the  

reading comprehension of mechanical engineering students? 

2. How do mechanical engineering students employ metacognitive strategies to 

enhance their comprehension of ESP reading materials?  

3. What are the students’ attitudes toward metacognitive reading strategy instruction 

in improving their reading comprehension? 

1.3 Scope of the Study 

Using a mixed methods research design, this study investigated the impact of how 

MRSI on reading comprehension of engineering students in an English for Specific 

Purposes (ESP) setting. Additionally, it aimed to uncover the mechanisms by which 

this instruction improved their reading comprehension. The study also delved into the 

students' attitudes of MRSI. The study involved 145 engineering students chosen from 

two intact classes at a university located in the northeastern part of Thailand. One 

class was assigned as a control group, while the other served as an experimental 

group. They were enrolled in the English Reading for Academic Purposes class 

during the 2022 academic year, which lasted 13 weeks. Research instruments 

included a reading comprehension pretest and posttest, an attitude questionnaire and a 

semi-structured interview.   

Figure 1 depicts the conceptual framework outlining the variables examined in this 

study, along with the anticipated connections among them. The framework comprised 

one predictor variable, which was MRSI, and three outcome variables: reading 

comprehension test scores, utilization of metacognitive reading strategies, and 

attitudes toward MRSI. 
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Figure 1 Conceptual Framework 

 

1.4 Significance of the Study  

The study's findings yield significant implications for various facets of EFL reader 

instruction. With regard to students' proficiency in employing metacognitive reading 

strategies, EFL instructors and educational practitioners can utilize these results to 

design pedagogical plans aimed at enhancing EFL learners' reading comprehension 

and, consequently, improving their overall reading comprehension. When teachers 

assist students to develop strong metacognitive reading strategies, students develop a 

deeper awareness of the reading process and gain control over their own learning. 

This leads to enhanced personal capacity for self-regulation, increased ability to 

manage one’s own reading motivation, and students becoming strategic readers. 

Moreover, the insights obtained from this study were anticipated to furnish invaluable 

guidance for scholars in the domain of ESP (English for Specific Purposes). 

This study possesses significant relevance for various stakeholders involved in EFL 

reader instruction, particularly concerning the integration of metacognitive reading 

strategies (MRS) into teaching methodologies. These implications extend to 

curriculum designers, English language teachers, and engineering students, each with 

distinct roles and responsibilities in the educational process. For curriculum designers, 

the study underscores the imperative of systematically integrating metacognitive 

strategies into reading instruction. This integration necessitates careful consideration 

within foundational program curricula, supported by comprehensive teacher training 
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initiatives. The findings suggest that curriculum materials should progressively 

introduce metacognitive strategies, ensuring students could engage with higher-order 

thinking skills from the outset. By incorporating these strategies into the curriculum 

framework, curriculum designers facilitate the development of robust reading 

comprehension skills among learners, thus laying a solid foundation for their 

academic and professional pursuits. 

Furthermore, English language teachers played a pivotal role in facilitating students' 

acquisition and application of metacognitive reading strategies. The study advocated 

for educators to educate students on the rationale, timing, and relevance of various 

reading strategies, with a particular emphasis on metacognitive approaches. By 

fostering an understanding of these strategies, teachers could positively influence 

students' learning attitudes and contribute significantly to their reading objectives. 

Effective teaching involved not only imparting knowledge but also modeling the 

cognitive processes behind metacognitive strategies, potentially requiring tailored 

feedback and repetition based on individual comprehension levels. Active student 

participation in modeling activities, whether in group or individual settings, was 

crucial for deepening understanding and fostering peer collaboration. 

Finally, for Thai engineering students, the study highlighted the transformative 

potential of metacognitive reading strategies in enhancing reading comprehension 

skills within the context of learning English as a foreign language. By integrating 

these strategies into the curriculum, educators empowered students to become 

independent readers while also nurturing critical thinking abilities essential for 

success in their field. The incorporation of metacognitive strategies into English 

language instruction offered significant benefits for Thai engineering students, 

enabling them to navigate complex academic texts more effectively and enhance their 

overall academic performance. Furthermore, providing adequate training and support 

for teachers to implement these strategies ensured that students received the necessary 

guidance and resources to develop their reading skills successfully. 
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1.5 Definition of Key Terms 

The terms that are considered to be important to this study are: 

Metacognitive Reading Strategy Instruction (MRSI) in this study refers to an 

explicit instruction and guidance on various metacognitive strategies to enhance 

engineering students' reading comprehension by teaching them how to monitor, 

regulate, and reflect on their cognitive processes while reading academic texts.  

Metacognitive Awareness in this study refers to students’ metacognitive awareness 

of their thinking and selection of reading-related strategies such as making predictions 

before reading, strategy sequencing, and allocating time or attention selectively before 

beginning a reading task. 

Reading Comprehension in this study refers to the measure of students' 

achievement, as indicated by their scores on the reading comprehension pretest and 

posttest after receiving MRIS over a 13-week period. 

English for Specific Purposes (ESP) in this study refers to a category of language 

learning that focuses on teaching English to engineering students with a view toward 

meeting their specific language needs, ensuring that the language instruction provided 

is tailored to their academic and professional contexts. This involves the incorporation 

of metacognitive reading strategies aimed at enhancing students' comprehension of 

specialized texts relevant to engineering disciplines. 

Undergraduates in this study refers to 145 engineering students at a technology 

university selected from two intact classes. One class was assigned as a control group, 

while the other was assigned as an experimental group. They were enrolled in the 

English Reading for Academic Purposes class during the 2022 academic year, which 

spanned a duration of 13 weeks. 

Attitudes in this study refers to the score obtained from students’ responses to an 

opened ended questionnaire on their evaluative reaction toward MRSI and their 

reading comprehension.   

1.6 Outline of this Thesis 

This thesis includes the following six chapters; 

Chapter I provides a brief overview of the research topic and forms the basis of this 

dissertation. It lays out the main goals of the investigation and establishes the 

parameters that the research would work inside. The chapter goes into more detail on 
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the study's importance in relation to both academic and practical contexts. 

Furthermore, important terms related to the research are defined. The chapter ends 

with a summary of the dissertation's organizational framework, which serves as a 

guide for the parts and chapters that follow.  

Chapter II presents an extensive literature review, delving into the background of 

reading, reading in second language, Thai EFL reading, various reading 

comprehension models, metacognitive reading strategies, and their effectiveness 

based on previous studies. Finally, the chapter concludes with a summary of the 

reviewed literature, setting the stage for the subsequent chapters. 

Chapter III describes the research methodology employed in this study, encompassing 

aspects such as the research design, participants, ethical considerations, research 

instruments, data collection procedures, sample lesson plans, data analysis, pilot study 

results, and a summary of the chapter's contents. 

Chapter IV presents the quantitative results providing an understanding of the reading 

comprehension of Thai EFL engineering students as a consequence of undertaking 

MRSI. The chapter also explores the participants’ attitudes toward the implementation 

of MRSI on their reading comprehension. The chapter ends with a summary that 

recaps key conclusions and how they relate to the study's wider objectives. 

Chapter V presents thematic patterns of metacognitive reading strategies employed by 

engineering students after undertaking MRSI. Through a thorough analysis of 

qualitative data, this chapter provides rich insights into the nuanced use of 

metacognitive reading strategies among participants. Finally, the chapter concludes 

with a succinct summary, encapsulating the key thematic patterns and insights derived 

from the qualitative analysis. 

Chapter VI provides discussions and conclusion of the study, implications of the 

study, limitations and recommendations for future research.  
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CHAPTER II 

LITERATURE REVIEW 

This chapter explores existing literature on reading and reading comprehension and its 

models, reading strategies, metacognition, metacognitive reading strategies, and 

instructions, as well as previous related studies in global and EFL contexts. It ends 

with a chapter summary.   

2.1 Reading  

Engaging with written material serves as a means to delve into and grasp various 

subjects or themes, constituting a fundamental skill crucial for success in life. It 

serves to keep individuals informed, updated, and intellectually stimulated. Reading 

encompasses both receiving and actively engaging with content, involving a dynamic 

process where readers seek connections among ideas presented in the text. This 

cognitive endeavor involves employing various mental faculties to gather, process, 

and scrutinize information. Moreover, reading offers individuals a source of pleasure 

(Li and Wilhelm, 2008). However, while reading is pivotal for personal and 

educational advancement, comprehension is even more critical. Merely reading is 

insufficient; individuals must also be able to deconstruct, analyze, and restructure 

ideas and information. This entails the ability to grasp the writer’s intended message. 

Reading transcends mere recognition of letters; it involves deciphering meaning and 

grasping context. As individuals engage in reading, information is structured into 

recognizable patterns (Norris, 1998), with direct or indirect connections being 

established between pieces of information. Through this processing of information, 

comprehension is cultivated. Norris (1998) identifies two forms of information 

processing when confronted with visual stimuli: perceptual and conceptual. 

Perceptual processors receive and process input such as individual or grouped letters, 

passages, phonemics, and word forms. Meaning is derived through prior knowledge, 

discourse structure examination, and context consideration. Numan (2003) suggests 

reading comprehension is a fluid process integrating textual information with existing 

knowledge to derive meaning. 

Reading plays a crucial role in mastering language proficiency within and outside the 

classroom (Divrik et al., 2020). According to Muhid et al. (2020), reading skills are 
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vital for English as a Foreign Language (EFL) students as they enhance their overall 

English language proficiency. The improvement of reading skills in EFL students has 

a positive impact on their academic performance. Engaging with written material goes 

beyond simply deciphering the words on a page. Apart from the perceptual aspect, 

reading demands learners to undertake psychological and social activities to 

comprehend the content (Bloome & Green, 1984; Paris et al., 1983).  

Reading is also highly essential to Thai people in Thailand, particularly reading 

English. This is due to the fact that Thai people employ English as a medium 

language when collaborating with their neighbors in the AEC (Asian Economic 

Community) and other overseas nations who utilize English for various forms of 

communication (Suraprajit, 2019). However, the majority of Thai people still view 

reading as a challenging endeavor. Thailand is among the poor performers in reading 

below the Organization for Economic Co-operation and Development (OECD) 

average, which is around 20% of pupils in OECD nations, according to PISA (2015), 

the report from the program for international student assessment. The EF EPI surveys 

from 2017 likewise showed that Thais had very poor and below-average English 

proficiency. Numerous earlier research had also revealed that Thai people have 

reading problems for example Pangsapa (2012), who investigated the difficulties Thai 

editorial staff members were having reading English. Her research showed that there 

are four primary reading difficulties: not knowing the meaning of technical phrases; 

not grasping the meaning of words; dealing with lengthy, complicated sentences that 

contain several dependent clauses or paragraphs; and encountering new words. 

2.2 Reading in a Second Language 

Reading is comparable to entering large quantities of information and knowledge 

worldwide, mainly when it is conducted in English, which is regarded as an 

international language. Within academic contexts, reading typically aims to acquire 

knowledge; students navigate texts designated by educators with the gleaned 

information intended for future application (Grabe, 2012). Consequently, proficiency 

in English reading is indispensable for students pursuing higher education. Their 

ability to comprehend assigned English texts directly correlates with their academic 

progression and the fortification of their professional prospects. As articulated in the 

preceding statement, adept reading skills are fundamental for success. 
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However, reading becomes more challenging for many students when they are tasked 

with reading in a language other than their native one. One possible explanation for 

this difficulty is that comprehending a writer's message in another language requires 

more effort from students than reading in their mother tongue. For example, reading 

comprehension in English requires readers to possess both linguistic and non-

linguistic knowledge. Concerning language proficiency, it is widely believed that 

proficiency in the second language (L2) impacts reading comprehension (Aebersold 

& Field, 2004). According to the short circuit hypothesis, limited proficiency in the 

L2 could lead proficient readers in the first language (L1) to struggle when reading in 

the second language (L2) (Clarke, 1980). This theoretical assumption underscores the 

significance of L2 language proficiency in attaining reading comprehension. 

However, the emphasis on language proficiency may not always be a crucial focus in 

this context. According to Pae (2018), the disparity between lower and higher levels 

of second language (L2) proficiency might not significantly affect the transfer of 

reading skills from the first language (L1) to the second language (L2). It was 

suggested that students with lower L2 proficiency could transfer their L1 reading 

skills as effectively as those with higher L2 proficiency. Pae's study aligns with the 

linguistic interdependence hypothesis, which posits that language processes such as 

reading and writing are transferable and interconnected (Bernhardt & Kamil, 1995; 

Cummins, 1991). From this theoretical perspective, it implies that reading skills 

acquired in the L1 are accessible to students when engaging in reading tasks in the L2. 

Regarding the issue of second language acquisition, vocabulary presents a significant 

hurdle for students when reading in a different language. It is noted that while 

struggling readers may understand which strategies to employ, their challenges often 

stem from a deficiency in vocabulary or other schema-related information, hindering 

their success in reading (Anderson, 1991). However, it is also valid to assert that 

many unfamiliar words may not directly relate to the main idea of the reading passage 

and can be disregarded without impeding students’ comprehension. This exemplifies 

a characteristic of fluent reading, where readers prioritize important details while 

skimming over less crucial ones (Ur, 2012). Consequently, students who are not 

fluent readers may lack this skill and struggle to decipher every word's meaning. 
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Hence, it proves beneficial to aid students in learning to read by employing strategies 

to compensate for unknown vocabulary. By doing so, they stand a better chance of 

enhancing their reading comprehension (Kulaç & Walters, 2016). 

Another factor contributing to the increased effort required for students to achieve 

reading comprehension in another language is the contextual information presented in 

the text. It's not just the second language (L2) aspect that challenges readers but also 

the context of the points being made that must be integrated into their cognitive 

processes during reading. Without relevant background knowledge about a reading 

passage, readers cannot fully grasp its central point. This theoretical perspective 

aligns with schema theory, which emphasizes the significance of readers' background 

knowledge in reading comprehension. According to this theory, reading 

comprehension is an interactive process between the reader's background knowledge 

and the text (Carrell & Eisterhold, 2002). Moreover, under certain circumstances, 

students' background knowledge can be activated. For example, having students 

watch videos during the pre-reading stage can stimulate their prior experiences, 

enhancing their reading comprehension skills (Saeidi & Ahmadi, 2016). 

2.3 Background in Thai EFL Reading 

Reading in a foreign language (FL) presents significant challenges as it involves 

navigating between two or more languages. Previous studies on FL reading highlight 

various contributing factors to this challenge, including prior knowledge, proficiency 

in both the first language (L1) and second language (L2), and metacognitive skills. 

Consequently, mastering FL reading demands considerable time and effort for 

learners to make noticeable improvements (Phaiphimai & Meesri, 2015). In the 

context of English as a Foreign Language (EFL), reading is a fundamental learning 

skill. However, efforts to integrate practical English language skills into national 

curricula in non-Anglophone countries face numerous sociocultural barriers 

(DeWaelsche, 2015; Djamàa, 2016; Shaaban, 2014; Zhao & Zhu, 2012). Additionally, 

the role of teachers in English classrooms and learning assessment methods further 

complicate the situation (DeWaelsche, 2015; Djamàa, 2016; Fahim & Sa’eepour, 

2011; Zhou et al., 2015;). 

In Thailand, English is taught as a foreign language, yet despite years of EFL 

instruction, Thai students' reading abilities remain limited (Jaengsaengthong, 2016). 
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In response to this concern, the Ministry of Education in Thailand has attempted to 

revise the national curriculum to enhance English language proficiency. This shift in 

English language instruction has emphasized the importance of English for higher 

education and professional communication (Pookcharoen, 2009). However, despite 

these efforts, improvements in English proficiency among Thai EFL learners have 

been modest (Phaiphimai & Meesri, 2015). To address the reading proficiency issue 

among Thai EFL learners, past research has proposed the implementation of reading 

strategy instruction (e.g., Sudachit, 2005; Chomphuchart, 2007; Phaiphimai & Meesri, 

2015). It is believed that teaching specific reading strategies can aid EFL learners in 

improving their reading comprehension (Chomphuchart, 2007). Moreover, teaching 

these strategies can foster positive self-beliefs among learners, influencing their 

perceptions and management of anxiety when encountering unfamiliar texts, thus 

potentially leading to better learning outcomes (Lien, 2016). 

2.4 Reading Comprehension 

Reading comprehension is a multifaceted skill involving a variety of tasks. Grabe and 

Stoller (2002) categorized these tasks into two main types: lower-level and higher-

level, equally challenging processes. Lower-level abilities encompass tasks like word 

recognition, graphophonic skills, and others, while higher-level abilities involve 

syntactic, semantic, and other methods. To comprehend written material effectively, 

individuals must possess familiarity with text structure and topic, awareness of 

reading strategies, and proficiency in applying these strategies during processing 

information and word recognition (Pang, 2008). Reading comprehension involves 

grasping a text’s meaning, analyzing its data, and interpreting the author’s intent 

accurately. Grabe and Stoller (2002:17) state, “No one process defines reading 

comprehension by itself, but together they provide a fairly accurate account of the 

processes required for fluent reading.” In an earlier study, Janzen and Stoller (1998) 

identified ten processes or strategies crucial for reading comprehension, including 

identifying a purpose for reading, previewing, predicting, asking questions, checking 

predictions or finding answers, connecting the text to prior knowledge, summarizing, 

linking different parts of the text, and recognizing text structure. 

Reading comprehension involves a cognitive process wherein a reader selects facts, 

information, or ideas from printed materials, interprets the intended meanings of the 
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author, relates them to existing knowledge, and assesses their relevance and value in 

achieving the reader’s objectives (Veeravagu et al., 2010:206. Word recognition 

constitutes a component of comprehension. Proficient readers can swiftly and 

accurately process words, doing so automatically (Pressley, 1998; Stanovich, 2000). 

Pressley (1998) further observed that skilled readers can read more challenging texts 

at a rate of 200 words per minute, while leisurely readers manage around 250 to 300 

words per minute, accomplishing this with minimal effort. In contrast, struggling 

readers encounter difficulty when faced with complex texts. 

Comprehension extends beyond linguistic abilities; it encompasses a broader 

cognitive skillset (Walter, 2007). Walter's research drew upon Gernsbacher's Structure 

Building Framework (SBF), which consists of three key processes: establishing a 

foundation for a mental structure, integrating new information into the evolving 

mental structure, and transitioning to construct a new substructure. These processes, 

largely automatic and unconscious, rely on "memory nodes" as fundamental building 

blocks in the comprehension process, as described by Gernsbacher. These memory 

nodes are activated by (a) information presented in the input, (b) the reader's 

background knowledge, and (c) the reader's language proficiency (Walter, 2007). 

The comprehension process unfolds through three main stages. Firstly, laying the 

foundation begins at the onset of reading, progressing as the reader navigates through 

phrases, sentences, and paragraphs, gradually building comprehension of the material. 

Secondly, the mapping of new information onto the existing structure occurs. Here, 

the coherence between the two structures is pivotal, with new information being 

matched to previous details regarding time and reference, facilitating quicker 

processing and recall (Gernsbacher, 1997). The third process, shifting, occurs when 

the material read lacks coherence with the reader's existing knowledge, prompting the 

activation of alternative memory nodes and the development of new substructures. 

Comprehension is intricately linked to the accessibility of material for recall by the 

reader, which is influenced by the level of activation of the information. Additionally, 

the reader's vocabulary size plays a significant role in comprehension. Hsueh-Chao 

and Nation (2000) estimated that readers need to know approximately 98% of the 

words in a text to comprehend it without assistance, with repeated exposure necessary 

for understanding to develop (Nation & Wang, 1999). Babayiğit and Stainthorp 
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(2011:172) noted that vocabulary knowledge affects comprehension directly through 

its impact on the text's semantic understanding and indirectly through its influence on 

word reading skills. Grabe and Stoller (2002) emphasized the importance of 

addressing vocabulary size, phonemic awareness, and phonic skills in teaching 

reading. 

Moreover, understanding involves the interaction of various processes, encompassing 

knowledge and abilities, decoding, sentence structure, and cognitive functions 

(Hudson, 1996). Hudson identified several reading skills, including automaticity in 

word and sentence recognition, content and schema comprehension, strategies and 

metacognitive skills application, and understanding of reading purpose and context. 

Ultimately, reading is a complex amalgamation of these processes.  

In summary, reading comprehension is critical for both academic and personal 

growth. It entails more than just letter recognition. It also involves context knowledge 

and meaning interpretation. Challenges remain despite efforts to improve English 

language competency, requiring diversified approaches such as curriculum 

modifications and education in reading strategies. A variety of cognitive processes 

and elements, including vocabulary knowledge and familiarity with the text's 

structure, are necessary for proficient comprehension. The intricacy and significance 

of learning reading comprehension for learners in a variety of circumstances are 

highlighted by effective reading education, which includes abilities like automaticity 

and comprehension methods. 

2.5 Reading Comprehension Models  

Three important models of reading comprehension should be emphasized during the 

reading comprehension process. The three models consist of Bottom-Up, Top-Down, 

and Interactive. According to Eskey (2005), these models assist reading 

comprehension by facilitating readers in trying to interpret texts and solving problems 

while reading. These three major reading models help cognitive processes in first and 

second language learning. They influence both L1 and L2 reading research and can be 

distinguished from one another by their increasing focus on how meaning is sourced 

from a paper form. The Bottom-Up, Top-Down, and Interactive reading 

comprehension are discussed in detail as follows;  
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2.5.1 The Bottom-Up Model 

According to Gough (1972), this model focuses on the text, teachers, and readers, 

which they begin reading by perceiving the words and letters, advancing to larger 

linguistic chunks to sentences, and ending in meaning. The bottom-up model is the 

reading process recognizing each word that the learners construct meaning from 

context based on the words. It is conducted to allow the readers to utilize the process 

of becoming skilled readers. Reading activities based on the bottom-up theory include 

students learning to read from the ground up, beginning with the basics and 

progressing to concepts such as phonics and phonemic awareness.  

According to Brunfaut and McCray (2015), bottom-up reading does not cover the 

complete reading process for effective comprehension. This method involves 

interpreting letters, sounds, words, and structures to understand the meaning of a text. 

It is commonly utilized in lower-level reading. This could explain why many students 

acquire vocalized and subvocalized reading skills. In addition, Nadea (2021) state that 

this method combined perceptual precision, sound, and the capacity to identify texts, 

words, spelling patterns, and language units. Readers could generate meaning from 

the text's smallest to largest components. Bottom-up reading strategies analyze 

language units, as previously explained. Readers could also interpret text by 

developing meaning from small to large units, adjusting existing knowledge, and 

generating predictions.  

2.5.2 The Top-Down Model  

The top-down model is an attitude-driven model in which students' prior knowledge 

and expectations assist in the construction of meaning from a reading text. Eskey 

(2005) explained that it is based on the concept of "from brain to text" and focuses on 

the entire reading process.  Hairul et al. (2012) also mentioned that the top-down 

model focuses on reading skills, including prediction, summarizing, and anticipating 

from texts. It enhances the significance of prediction, guessing from the text, and 

understanding a text’s meaning in both L1 and L2 reading instruction. However, this 

model has been criticized for emphasizing a reader’s prior linguistic and conceptual 

knowledge while ignoring the importance of the text.  

Furthermore, Ardhani (2016) mentioned that the top-down reading approach referred 

to a guessing game in psycholinguistics. These reading strategies relied on schemata, 
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or prior experiences and knowledge, to comprehend literature. Its methodologies 

require strong knowledge, comprehension, and language abilities to interpret the 

meaning of the text. Also, from Nadea (2021), greater language units that concentrate 

on the reader’s knowledge could be processed to learn to read. As a result, the reader 

incorporates prior knowledge into the text. Unlike bottom-up, this approach requires 

the reader to extrapolate meaning from a text.  Until now, bottom-up and top-down 

models have been considered inadequate for explaining a good reading process. As a 

result of the insufficiency of both the bottom-up and top-down models in interpreting 

the reading process, the interactive reading model has emerged in the following 

section.  

2.5.3 The Interactive Model 

The interactive model was developed by Rumelhart in 1977. It describes a reading 

process and the way the brain processes and interprets linguistic elements to build 

meaning and memory for all learners. This model combines surface structure systems, 

such as the sensory, bottom-up aspects of reading, with deep structure systems, such 

as the thinking, or top-down, aspects of reading. Rumelhart also claimed that sensory 

and non-sensory emerge together in one place, and the reading process is the 

consequence of the combined joint application of all knowledge sources.  

According to Ahmadi and Gilakjani (2012), combining interactive models with the 

assumption of compensatory processing, which held that a deficit in any particular 

process would lead to a significant reliance on other sources of knowledge, regardless 

of their level in the processing hierarchy provided a better estimate of the available 

data on the application of orthographic, linguistic, syntactic, semantic understanding, 

and conceptual frameworks. For Babashamsi et al. (2013), the interactive model is the 

model in which the reader interacts with it and integrates various information sources, 

such as top-down schematic knowledge and linguistic or common knowledge from 

bottom-up processing. Interactive reading models offered a more accurate 

understanding of reading performance than solely top-down or bottom-up reading 

strategies.   

This model aims to gain comprehension and new knowledge; therefore, students 

should be encouraged to share their knowledge with classmates or peers when using 

this tool in the classroom. This model allows the readers to bring their prior reading 
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experience and interact with others to perceive text meanings and memories 

(Whitehurst, 2019). Additionally, they might respond to high-level processes 

whenever the readers lose the bottom-up skills required to comprehend a text. This 

circumstance explains why incompetent readers resort to high-level processes more 

frequently than skilled readers, as top-down processes emerge to compensate for the 

poor readers' limited ability to use bottom-up processes (Eskey, 2005; Stanovich, 

1980).  

Finally, readers can comprehend texts effortlessly with the help of three essential 

reading comprehension models: Bottom-Up, Top-Down, and Interactive. Bottom-up 

prioritizes linguistic components, whereas Top-Down depends on past information. 

Interactive content integrates cognitive and sensory elements, encouraging reader 

engagement to improve understanding. Every model detail reading processes and 

emphasizes the significance of combining several techniques to achieve successful 

comprehension. 

2.6 Cognitive Learning Theory: A Theoretical Framework  

Watson's (1913) behaviorism theory revolutionized educational studies by showing 

that learning can be influenced by external stimuli (Ashworth et al., 2008). This 

theory became the basis for the traditional teacher-centered teaching approach 

(Gorowara & Lynch, 2019). However, the unidirectional lecture method associated 

with this approach has been criticized for its inability to promote independent thinking 

and problem-solving. Critics argue that it may stifle students' ability to learn 

autonomously, leading to lower cognitive engagement (Serin, 2018). In light of these 

shortcomings, there has been a move towards self-regulated learning theories, which 

focus on the learner's active involvement in their cognitive development. This shift 

aims to address the limitations of behaviorism by fostering more complex cognitive 

learning processes. 

Over time, pedagogy has increasingly adopted cognitivism (Ashworth et al., 2008), 

which emphasizes the role of internal cognitive structures in learning. Piaget’s 

cognitive learning theory (1952) played a key role in this shift, concentrating on 

mental processes such as perception, memory, and problem-solving. Cognitive 

learning involves more than just acquiring information; it includes how learners 

manage and use their knowledge. As learners grow, they not only absorb information 
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but also enhance their ability to monitor their own learning progress. This shift 

towards self-regulated learning highlights the potential of these theories to explain 

complex, independent, and effective learning processes that lead to positive 

educational outcomes. Notable self-regulated learning models by Zimmerman (2000), 

Pintrich (2000), and Winne and Hadwin (1998) are significant in this regard. These 

models integrate cognitive, behavioral, motivational, emotional, and social aspects 

into a comprehensive framework for understanding learning (Zimmerman & Moylan, 

2009). They provide an alternative to behaviorism by encouraging deep engagement, 

effective management of cognitive resources, and continuous assessment and 

improvement of understanding. 

Central to cognitive learning theories, particularly self-regulated learning, is the 

concept of active learning. This concept is embedded in the forethought phase of 

Zimmerman’s (2000) and Pintrich’s (2000) models, where active learning involves 

not only activating prior knowledge but also strategically planning to integrate new 

information. This approach aligns with the shift from behaviorism to a learner-

centered model, enabling learners to critically evaluate and build upon their existing 

knowledge. 

Interactive learning exemplifies this dynamic shift from traditional teaching methods, 

incorporating feedback-driven elements of self-regulated learning. It emphasizes 

dialogue and collaboration, reflecting the monitoring and control aspects highlighted 

by Zimmerman (2000). Similarly, Winne and Hadwin’s model (1998) emphasizes 

adapting learning based on external feedback, a key component of interactive 

learning. 

Constructive learning, where learners actively construct and link new information, 

aligns with the performance and control phases in self-regulated learning models. This 

aspect promotes deeper engagement with the material, leading to a better 

understanding and application of knowledge. Reflective learning is also crucial, with 

both Zimmerman (2000) and Pintrich (2000) emphasizing the importance of self-

reflection. This practice encourages learners to regularly evaluate their understanding, 

strategies, and outcomes, thereby solidifying learning and aligning with cognitive 

processes of assimilating and refining information. 
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Collectively, these four learning processes—active, interactive, constructive, and 

reflective—challenge learners to engage deeply, manage their cognitive resources, 

and continuously assess and refine their understanding. This underscores the inherent 

cognitive rigor and self-regulated nature of these processes. Additionally, operational 

definitions of these learning processes were provided. 

2.7 Metacognition and Reading Comprehension 

Metacognition means “cognition about cognition” or “thinking about thinking” in a 

more figurative sense. The term "metacognition" is usually associated with Flavell 

(1979), who defined metacognition as cognition knowledge and cognition control. 

Flavell (1979) emphasizes the simultaneous occurrence of metacognitive information 

and experiences. The former refers to a person's knowledge or ideas about cognitive 

enterprises, while the latter refers to using metacognitive methods or regulation. 

Metacognition, in essence, involves understanding the process of knowing and 

encompasses awareness, planning, and monitoring of cognitive processes. Karbalaei 

(2010) describes it as involving various aspects such as planning, monitoring, 

repairing, revising, summarizing, and evaluating. It also encompasses selective 

attention, organizing, planning, and monitoring comprehension (Imtiaz, 2004). 

The relationship between metacognition and reading comprehension is robust. 

Metacognition encompasses awareness of one's cognitive processes, a crucial 

element. Teaching metacognitive strategies during lessons can enhance students' 

metacognitive awareness, particularly in reading comprehension, both before, during, 

and after reading (Okkinga et al., 2018b; Pressley & Gaskins, 2006). Zhang and 

Seepho (2013) suggest that before reading, a reader plans and organizes their 

approach, choosing appropriate strategies for comprehension. During reading, they 

continuously monitor their understanding and strategy effectiveness. Afterwards, 

readers assess whether they've met their reading goals and comprehended the 

material. 

Metacognition, including metacognitive awareness, can be developed through 

training, especially in problem-solving domains (Batha & Carroll, 2007). A recent 

meta-analysis examined the impact of strategy instruction on academic performance 

across various subjects, finding that instruction in metacognitive knowledge 

significantly improves reading comprehension and academic achievement (Donker et 
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al., 2014). A study by Guterman (2003) focused on fourth-grade students, revealing 

that those who received MetaCognitive Awareness Guidance (MCAG) scored 

significantly higher on reading tasks than control and placebo groups. Similarly, 

Çubukcu (2008) observed college students benefiting from instruction in 

metacognitive strategies, leading to improved comprehension outcomes. 

In summary, prior research underscores the value of metacognition in enhancing 

reading comprehension. It can be cultivated through training and involves planning, 

monitoring, and evaluating cognitive processes during reading tasks. In higher-order 

thinking contexts like problem-solving, metacognition is highly effective for 

improving reading comprehension. However, further investigation is needed to 

ascertain the applicability of these findings to engineering students and how they 

employ specific metacognitive strategies when tackling reading comprehension 

questions. 

2.8 Metacognitive Reading Strategies  

Metacognitive strategies are divided into three sub-categories. The Global Strategy 

involves identifying a purpose for reading, previewing the content, and planning what 

to read and ignore in a chapter. The Support Strategy involves using external 

reference materials to improve reading comprehension. This includes summarizing 

significant information, accessing dictionaries, and taking notes. Pammu et al. (2014) 

define problem-solving strategy as solving reading comprehension problems, such as 

increasing or decreasing reading pace and paying more attention to the text.  

These three board categories are Global Reading Strategies (GLOB), Problem Solving 

Strategies (PROB), and Support Strategies (SUP). Global Reading Strategies (GLOB) 

assist students in controlling or dealing with their reading through deliberate, carefully 

planned techniques (e.g., having a target, previewing the reading text in terms of 

design and arrangement, or utilizing graphs, tables, and figures). Problem Solving 

Strategies (PROB) are the activities and processes that readers are involved in while 

directly interacting with the text. When readers have difficulty comprehending texts, 

they use these strategies as confined, attentive techniques. For example, adjusting 

reading speed as textual information becomes simpler or even more challenging to 

understand, predicting the meanings of unknown vocabulary, and rereading the text to 

better understand the text.  
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In addition, Batang (2015) and Guo (2018) stated that problem-solving strategies are 

methods for overcoming cognitive stumbling blocks. Some research suggests that 

metacognitive reading methods and reading scores are related. In summary, 

metacognitive strategies are high-level executive skills that include thinking about the 

learning process, planning for learning, monitoring the learning task, and assessing 

how well one has learned. Meanwhile, metacognitive reading strategies are used to 

monitor and control cognitive strategies.  

2.8.1 Different Kinds of Metacognitive Reading Strategies 

Reading strategy instruction has garnered support from numerous studies examining 

metacognitive reading strategies among native English speakers and learners of 

English as a foreign language for various reasons. It generally includes three 

metacognitive reading strategy awareness types: Declarative Knowledge, Procedural 

Knowledge, and Conditional Knowledge.  

Declarative Knowledge 

Knowing "about" things is defined as declarative knowledge. It is knowledge that 

includes information about an individual's knowledge as a learner and what factors 

influence one's performance. For example, research into meta-memory or knowledge 

about memorial processes reveals that students know the cognitive processes 

associated with memory. Declarative knowledge refers to facts or information that are 

static in nature and are stored in the memory. Declarative knowledge, also known as 

conceptual, propositional, or descriptive knowledge, describes things, events, or 

processes and their attributes and relationships to one another.  As it accumulates facts 

and is the proper tool for answering questions, declarative knowledge can be divided 

into two sub-aspects: Factual and conceptual knowledge. Firstly, factual knowledge is 

the understanding of specific details and elements or the knowledge of terminology; 

meanwhile, conceptual knowledge is the knowledge of theories, models, and 

structures that all come under declarative knowledge (Patel, 2021).     

Procedural Knowledge 

Veenman and Spaans (2005) defined procedural knowledge as knowing "how" to do 

things. It is defined as knowledge of how to carry out procedural skills. Individuals 

with high procedural knowledge use skills more automatically and are more likely to 

sequence strategies effectively and solve problems using qualitatively different 
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strategies. Higher grade groups demonstrated a greater ability to apply procedural 

knowledge in reading (e.g., Mol & Bus, 2011). This was attributed to a larger 

interaction effect between literature knowledge and reading strategies, demonstrated 

in higher-grade students compared to lower-grade students (Grabe & Mann, 1984; 

Berthiaume et al., 2010; Turnbull, 2017; MacSwan, 2017).  

Conditional Knowledge 

According to Zsigmond (2009), the conditional knowledge of "when" played a crucial 

role in determining the summarizing strategy’s purpose and effectiveness in reading 

comprehension. When the goal was to simplify complex text, summarizing served as 

a cognitive strategy aimed at advancing understanding. Alternatively, summarizing 

functioned as a metacognitive strategy when the objective was to ensure 

comprehension or monitor understanding. In this context, successful summarization 

indicated a certain level of knowledge achieved by applying either cognitive or 

metacognitive strategies. 

To conclude, three types of metacognitive knowledge in deductive domains are 

declarative, procedural, and conditional learning (Anderson, 2005; Schraw, 1998; 

Bloom, 1956). While substantial research has indicated that these three types can be 

acquired sequentially or simultaneously (Teng, 2020; Yildrim et al., 2001; Schraw, 

1998), it has also been demonstrated that each learner tends to possess a dominant 

type of knowledge depending on the educational context and learning environment 

(Kuhn, 2000; Brown, 1987). Furthermore, prior studies have shown that students' 

metacognitive knowledge can develop over time during learning (Rittle-Johnson et 

al., 2001; Baker, 1994). Therefore, adaptive interventions considering such 

developmental changes are necessary (Azevedo & Hadwin, 2005; Pintrich, 2002; 

Butler, 1998). 

2.9 The Interplay of Reading Comprehension and Metacognitive Strategies 

The challenge of developing proficiency in second language (L2) learners as readers 

has been a prominent concern for both researchers and practitioners. Numerous 

studies have delved into the connection between the application of reading 

metacognitive strategies and reading comprehension across diverse international and 

sociolinguistic contexts. Notable among these investigations are the foundational 

studies conducted by Sheorey and Mokhtari (2001) in the USA, Hosseini (2006) in 
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Iran, Hong-Nam and Leavell (2006) in China, Malcolm (2009) in Bahrain, and Park 

(2010) in Korea. Moreover, over the past six years, there has been a notable increase 

in the publication of studies focusing on the frequency of using metacognitive 

strategies and their role in English as a Foreign Language (EFL) reading 

comprehension, with this trend expected to persist. 

An overview of international studies on the reported use of global, problem-solving, 

and support categories of metacognitive reading strategies and their role in English as 

a Foreign Language (EFL) comprehension needs to be reviewed. As defined by 

Mokhtari and Reichard (2002), global strategies encompass strategies that prepare 

readers for reading, such as setting a purpose, previewing text characteristics, 

skimming, predicting, and activating prior knowledge. Problem-solving strategies 

come into play when the text becomes challenging to read, including re-reading, 

slowing down, reading aloud, guessing the meaning of a word, and visualizing 

information in the text. Lastly, support strategies are utilized to assist readers while 

they are reading, incorporating the use of outside reference aids, paraphrasing what 

was read, note-taking, and annotating. 

Previous studies have produced mixed findings regarding the connection between 

using different categories of metacognitive strategies and English as a Foreign 

Language (EFL) reading comprehension. For instance, Madhumathi and Ghosh 

(2012), as well as Meniando (2016), identified notable correlations between all 

categories of metacognitive strategies (global, problem-solving, support) and the 

reading comprehension of Indian engineering students and Saudi EFL learners in 

preparatory year programs, respectively. Conversely, Wahyuni et al. (2018) 

discovered no significant correlations between the three strategy categories and the 

reading comprehension of Indonesian college students studying EFL. Additionally, 

certain studies have found significant associations between problem-solving and 

global strategies while detecting no connection between support strategies and reading 

skills (e.g., Al-Sobhani, 2013). 

Similarly, conflicting findings arise when examining the reported frequency of 

metacognitive reading strategy use among English as a Foreign Language (EFL) 

learners in various sociolinguistic and international settings. For instance, Jafari and 

Shokrpour (2012) and Tavakoli (2014) argued that Iranian learners predominantly 
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utilize support strategies, global strategies, and problem-solving strategies. In 

contrast, problem-solving strategies were found to be the most commonly employed 

by Indian learners (Madhumathi & Ghosh, 2012), Turkish learners (Yüksel & Yüksel, 

2012), Yemeni learners (Al-Sobhani, 2013), and English language learners (ELLs) in 

the USA (Hong-Nam & Leavell, 2006). Moreover, several studies suggest that the 

problem-solving category is the most frequently used. However, there are 

discrepancies regarding whether the support category surpasses the global category 

regarding usage frequency. Specifically, Maasum and Maarof (2012), Ahmadian and 

Pasand (2017), Koshima and Samani (2015), and Shang (2017) found that EFL 

learners in Malaysia, Iran, and Taiwan tend to utilize the global category more 

frequently than the support category. Conversely, Ghwela et al. (2017), Pammu et al. 

(2014), and Meniado (2016) concluded that EFL learners in Libya, Indonesia, and the 

Kingdom of Saudi Arabia favor the support category over the global one.  

In conclusion, previous research examining the relationship between the use of 

metacognitive reading strategies and reading comprehension suggests that the reading 

proficiency of English as a Foreign Language (EFL) learners may be influenced by 

specific contextual, sociocultural, and linguistic factors. These findings underscore the 

importance of further investigation into these factors to better understand their impact 

on EFL learners' comprehension abilities. 

2.10 Metacognitive Reading Strategy Instruction  

Metacognitive reading strategy refers to strategies that assist students in controlling or 

monitoring cognitive strategies. Several types of metacognitive strategies for reading 

were identified by Mokhtari and Sheorey (2002). They categorized these into global 

reading, problem-solving, and supportive reading. Global Reading techniques assisted 

readers in clarifying their reading objective, enhancing vocabulary and 

comprehension of specific topics. Problem-solving tactics involved readers altering 

their reading speed, reviewing the material, reading aloud, and guessing the meaning 

of difficult words. Support reading strategies and additional reading techniques were 

provided through reference materials.  

However, metacognitive reading strategies could be in different aspects. For example, 

Abu-Snoubar (2017) mentioned that metacognitive reading strategies meant that 

readers were mentally active in regulating and monitoring their reading 
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comprehension process. Readers regulated their reading through global reading 

strategies in the first reading stage, which could be assumed in pre-reading activities. 

Meanwhile, readers implemented problem-solving strategies while reading if they 

faced any difficulties or distractions. Support reading strategies were employed in the 

post-reading activities to enhance comprehension. However, it could not be said that 

implementing a metacognitive reading strategy was restricted to the reading stage. 

The strategies could be used in any stage of reading. 

There are some examples of successful use of instruction metacognitive strategy for 

the instruction. As in the study of Wichadee (2011), forty English as a Foreign 

Language (EFL) university students from Thailand were involved in a research 

project. Over a period of fourteen weeks, these students underwent structured 

instruction sessions designed to enhance their understanding and application of 

metacognitive strategies. Assessments, including metacognitive questionnaires and 

reading tests, were administered at the beginning and end of the semester to evaluate 

the impact of the intervention. The analysis revealed significant improvements in 

students' reading scores and metacognitive strategy use, indicating the effectiveness of 

targeted instruction. These findings emphasize the value of metacognitive strategy 

instruction in academic settings, especially in language learning, and suggest its 

potential for enhancing student learning outcomes and skill development. 

Navigating the complexities of Metacognitive Reading Strategy Instruction requires a 

comprehensive grasp of its fundamental pillars: Planning, Monitoring, and 

Evaluation. These foundational elements guide the development of robust reading 

comprehension and retention strategies. By meticulously planning one's approach to 

reading, actively monitoring comprehension during the process, and critically 

evaluating the strategy’s effectiveness, readers can cultivate a deeper understanding of 

texts and enhance their overall learning experience. Thus, acknowledging and 

mastering these core components is pivotal in unlocking the full potential of 

metacognitive reading strategy instruction, enabling individuals to become more 

proficient and strategic readers. 

2.10.1 Planning  

According to Zare-ee (2008), planning involves selecting appropriate strategies and 

allocating resources that affect performance, for example, making predictions before 
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reading, strategy sequencing, and allocating time before beginning a task. 

Additionally, the process of thinking about and organizing the activities required to 

achieve a desired goal is known as planning (also known as forethought). The ability 

to plan is a fundamental property of intelligent behavior.  

Metacognitive reading strategy instruction, emphasizing planning strategies, emerged 

as a pivotal component in enhancing reading comprehension among diverse learner 

groups. Wichadee's (2018) study highlighted the effectiveness of planning strategies 

in this instruction, revealing a significant positive impact on the reading 

comprehension of EFL university students. This underscored the importance of 

meticulous planning in approaching reading tasks, laying the groundwork for 

improved comprehension outcomes. Such findings highlighted the value of 

integrating planning strategies into metacognitive reading instruction, providing 

learners a structured approach to navigating complex texts and enhancing their 

comprehension abilities. In the planning phase, pre-reading involves selecting 

appropriate strategies and organizing activities necessary to achieve reading goals. 

Learners can establish a structured approach to reading tasks by emphasizing 

meticulous pre-reading, laying the groundwork for improved comprehension 

outcomes.   

Pre-reading 

Pre-reading activities help to lead the way for understanding the main ideas of a text 

since some inexperienced EFL readers may find it challenging to follow along 

between lines in a text for a variety of reasons, including unfamiliar vocabulary 

(Yorio in Madaoui, 2013), unfamiliar concepts, and cultural boundaries (Bernhardt, 

2005). Before teaching the real reading materials, pre-reading exercises are employed. 

By acquainting students with the book's subject, vocabulary, and structural elements, 

pre-reading exercises help them understand it better (Bilokcuoğlu, 2011).  

One evident study of effective pre-reading activities was conducted by Weganofa et 

al. in 2020. This study was conducted to discover more about Iranian college students' 

preferences for pre-reading activities and how effective pre-reading activities affect 

their reading comprehension through quasi-experimental research. Thus, the findings 

revealed that pre-reading questioning is more effective than pre-reading vocabulary 

lists for enhancing reading comprehension. Both activities received positive feedback, 
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suggesting their value for low-level students in improving comprehension. However, 

teachers needed to recognize that instructing students to formulate "good and 

meaningful" questions required time and was not easy. Future researchers could 

explore the types of questions students generated that contributed to improved 

comprehension. 

2.10.2 Monitoring 

Monitoring refers to the conscious awareness of one’s comprehension and text 

achievement. Monitoring is demonstrated by the ability to participate in a rational and 

orderly while reading. During this process, students will monitor how well they are 

learning the material to determine the current learning state. After that, they will be 

assigned to use several strategies, such as making connections predictions, using 

context clues and text features, identifying text structures, using graphic organizers to 

pinpoint specific text information, and writing comments or questions on notes or in 

the margins. 

Exploring metacognitive reading tactics indicates the critical significance that 

monitoring techniques play in improving reading comprehension across varied learner 

populations. Lee's (2020) study emphasizes the importance of monitoring tactics 

within this framework, revealing a favorable relationship with reading proficiency 

levels among Korean EFL university students. This emphasizes the active 

participation required during the reading process, emphasizing the role of 

metacognitive monitoring in improving comprehension outcomes. Such observations 

shed light on the relationship between monitoring tactics and good reading 

comprehension, directing instructional practices to develop strategic reading habits. 

This study showed a good association between monitoring strategies and reading 

competence levels among Korean EFL learners, highlighting the necessity of active 

participation in the reading process. These findings highlight the importance of adding 

monitoring tactics into instructional approaches, giving learners the skills to actively 

check their comprehension and adapt their reading strategies, accordingly, ultimately 

leading to better comprehension outcomes. This active participation underscores the 

critical role of metacognitive monitoring in enhancing comprehension outcomes. It 

emphasizes the importance of integrating monitoring tactics into instructional 

practices to foster strategic reading habits, as mentioned below. 
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While-reading 

Monitoring was a strategy involving the analysis of information as a project 

progressed, and readers used it to keep track of their learning process. Examples of 

monitoring strategies included vocabulary comprehension, self-questioning (reflecting 

on whether they understood what they had read so far), summarizing, and inferring 

the main idea of each paragraph (Israel, 2007:450). To understand progressively 

challenging texts and the necessity for learners to be flexible in their reading 

approach, Duke and Martin (2008) underscored the importance of students acquiring 

methods that allowed them to adjust their strategies during reading and monitor their 

comprehension effectively.  

2.10.3 Evaluation 

Evaluation is assessing the conclusion and regulatory processes of an individual's 

learning. For example, evaluation involves re-evaluating a person's objectives and 

findings. The comparison of actual project impacts to accepted strategic plans is 

known as evaluation. It examines what students set out to do, what they have 

accomplished, and how they have achieved it. Many studies indicate that 

metacognitive knowledge and regulatory skills, such as planning, are related to 

evaluation and are among the most important factors that assist reading 

comprehension (Baker, 1989).  

Exploring metacognitive reading strategies reveals the critical significance that 

evaluative processes play in improving reading comprehension and language 

development. Ningsih (2019) analysis emphasized the importance of the evaluation 

step within this framework, demonstrating a considerable improvement in reading 

comprehension among Indonesian EFL learners. This stresses the value of reflective 

activities in assessing comprehension and altering techniques accordingly. Such 

findings focused on the efficiency of metacognitive evaluation procedures in leading 

learners toward better comprehension outcomes. These findings highlight the 

importance of incorporating evaluation approaches into instructional methodologies, 

allowing students to critically analyze their comprehension processes and adapt 

strategies, resulting in improved reading comprehension outcomes. This emphasis on 

evaluation transitions seamlessly to the subsequent discussion on post-reading 
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strategy, where learners reflect on their reading experience and consolidate their 

understanding of the text, as further mentioned.  

Post-reading 

Post-reading strategies play a vital role in enabling students to transfer the knowledge 

they have acquired from reading to real-world contexts. This phase serves as a 

platform for readers to articulate and record their critical insights and interpretations 

gleaned from the text, fostering deeper comprehension and application of the material 

(Akbari et al., 2018). Ahmed et al. stated in 2024 that these strategies help teachers 

assess comprehension levels and adjust lesson plans accordingly. They provide 

insight into students' progress through activities like summarizing, discussing, and 

reflecting on reading, enhancing comprehension skills significantly. In order to learn, 

store, and remember the specifics of the reading material, post-reading strategies are 

also regarded as memory techniques. In the study of improving reading 

comprehension skills through post-reading strategies, Ahmed et al. also revealed firm 

conjectural connections between post-reading strategies and reading comprehension. 

Through the use of post-reading procedures, public secondary school students were 

able to advance their critical thinking skills to the point that they could confidently 

analyze, synthesize, and summarize a wide range of English-language literature on 

their own.  

To sum up, metacognition significantly influences reading comprehension, and some 

tactics can help before, during, and after reading. A few of them are planning, keeping 

track of, and assessing comprehension. Controlling cognitive processes is made easier 

with the help of strategies including global, problem-solving, and support techniques. 

Effective understanding is aided by declarative, procedural, and conditional 

knowledge. However, the connection between awareness and metacognition differs 

depending on the situation. Effective education in metacognitive methods improves 

reading proficiency by placing a strong emphasis on preparation, observation, and 

assessment in the pre-reading, while-reading, and post-reading stages. To increase 

comprehension and learning outcomes overall, mastering these tactics is essential. 
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2.11 Metacognitive Reading Strategy Instruction (MRSI) and Reading 

Comprehension 

Metacognitive Reading Strategy Instruction (MRSI) is an instructional approach 

designed to enhance students' mastery of metacognitive knowledge and strategies 

(Goh & Vandergrift, 2021). Numerous studies have demonstrated that MRSI can 

contribute to developing learners’ awareness and ability to plan their reading process. 

It also aids in regulating their reading activities by facilitating information processing 

and managing obstacles by applying appropriate strategies. Additionally, MRSI 

supports learners in self-appraising their reading outcomes. Recognizing its 

importance, Mokhtari and Reichard (2002) have highlighted the need for further 

investigations involving diverse target groups with varying language proficiency 

levels and in different learning contexts. Such studies can provide deeper insights into 

the usage and effectiveness of metacognitive strategies. 

In response to the call for further research, global studies have revealed a positive 

causal relationship between using metacognitive strategies and reading performance 

(O’Malley & Chamot, 1990; Sheorey & Mokhtari, 2001; Shih & Huang, 2018). 

Foreign research has also supported the facilitative effects of various MetaSI 

programs on English as a Foreign Language (EFL) learners' reading performance, 

self-perceived usage of metacognitive reading strategies, metacognitive awareness of 

reading strategies, and reading behaviors (Dabarera et al., 2014; Diaz, 2015; Estacio, 

2013; Seifoori, 2018). However, some studies, such as those by Mehrdad et al. (2012), 

Korotaeva (2012), and Pammu et al. (2014), have reported different findings, 

suggesting no statistically significant effect from metacognitive strategy instruction on 

EFL learners’ reading comprehension performance. These mixed results indicate that 

investigations into the instruction of metacognitive reading strategies are still 

exploratory, and more empirical studies are needed. Compared to extensive foreign 

research on MRSI, related research in Thailand reading classrooms appears 

insufficient. Consequently, there is a need for further empirical studies to examine the 

effectiveness of using MRSI on Thai EFL learners' reading comprehension in Thai 

learning contexts. 
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2.12 Roles of Metacognitive Reading Strategy Instruction (MRSI) in Reading 

Comprehension 

MRSI is pivotal in enhancing reading comprehension by equipping students with the 

skills and strategies to navigate and understand complex texts. At its core, 

metacognition involves thinking about one's thinking processes. When applied to 

reading, it means that students not only read the text but also actively monitor and 

control their comprehension as they read. This self-awareness enables them to 

regulate their reading using specific strategies when comprehension falters, such as 

rereading a passage, asking questions, or making predictions. As a result, students 

become more engaged and proactive readers. 

Metacognitive instruction also equips students with problem-solving skills when they 

encounter comprehension difficulties. They learn to identify their specific challenges, 

whether related to vocabulary, text structure, or content knowledge. With this 

awareness, they can apply appropriate strategies to address these challenges. For 

example, if they encounter an unfamiliar word, they might use context clues or prior 

knowledge to decipher its meaning. Furthermore, metacognitive instruction introduces 

students to various comprehension strategies, including predicting, summarizing, 

making inferences, and visualizing. These strategies serve as valuable tools for 

interpreting and understanding text. Students learn when to apply these strategies and 

why they are effective, deepening their understanding of the reading process.  

In summary, MRSI is believed to provide benefits for students who start learning how 

to read and for those who attempt to overcome reading problems. It empowers 

students to participate actively in their reading process, fostering a deeper 

understanding of the text. With increasing self-awareness, the students would become 

more efficient in reading because skilled reading is the orchestration between 

awareness and monitoring of a reader’s comprehension (Mokhtari & Reichard, 2002).  

2.13 Previous Studies on MRSI and Reading Comprehension 

Many researchers have attempted to examine the impact of MRSI on reading 

comprehension of EFL learners (Zhang and Seepho, (2013); Ismail and Tawalbeh, 

(2015); Hapsari, (2019); Muhid et al. (2020); Acmed-Ismael (2021); Babashamasi et 

al. (2022); Khellab et al. (2022); Abd Ali et al. (2023). This review delves into the 
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existing literature on this subject within both a global context and specifically within 

the Thai EFL context. 

In China, Zhang and Seepho (2013) examined the metacognitive approaches 

employed by English significant students during academic reading at Guizhou 

University in China. The participants consisted of third-year English majors. Data 

collection involved the utilization of a Metacognitive Strategy Questionnaire (MSQ), 

semi-structured interviews and a reading comprehension assessment. The findings 

depicted the overall utilization of metacognitive strategies among Chinese EFL 

(English as a Foreign Language) students in academic reading comprehension, 

irrespective of their proficiency levels. Moreover, a detailed examination of the 

distinctions between high and low proficiency levels was presented. The results 

highlighted a significant positive relationship between the utilization of metacognitive 

strategies and English reading proficiency. This study carries important implications 

for the pedagogical approach to teaching reading skills to EFL learners. 

Similarly, in Saudi Arabia, Ismail and Tawalbeh (2015) used a quasi-experimental 

research methodology to evaluate the effectiveness of MRSI among 21 female 

university students divided into an experimental group (10 students) and a control 

group (11 students). Analysis of pre-and post-test data aimed to gauge the 

intervention's impact on these students' reading comprehension. The results revealed 

significant differences between the experimental and control groups in post-test 

reading comprehension scores and reading strategies questionnaire responses, 

indicating significant improvement in reading comprehension among the experimental 

group. Furthermore, significant differences were observed between pre-and post-test 

results within the experimental group, demonstrating enhanced reading skills after 

program participation, as evidenced by post-test performance.  

Hapsari (2019) explored the application of Metacognitive Reading Strategy 

Instruction (MRSI) among English Language Teaching Department students. A 

standardized English reading comprehension test similar to EPT/TOEFL® was 

administered, consisting of multiple-choice questions (A, B, C, and D), to assess 

students' proficiency. Pretest scores were used to establish baseline performance, 

while posttest scores evaluated the instructional intervention's impact. The researcher 

analyzed the data by tabulating test results, conducting statistical analyses such as t-
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tests using IBM SPSS Statistics Version 20, and testing hypotheses based on the 

results. The findings indicated that students who received training in metacognitive 

strategies outperformed those taught through conventional methods in reading 

comprehension.  

In a study conducted in Indonesia, Muhid et al. (2020) explored whether there was a 

significant difference in students' reading comprehension achievement scores when 

utilizing metacognitive strategies and investigated the specific metacognitive 

strategies employed by students to enhance their reading comprehension. The 

participants included students in the eleventh grade of Senior High School. Data 

collection involved administering a Reading Comprehension Test (RCT) and a 

Metacognitive Strategy Questionnaire (MSQ). Results revealed a positive impact of 

metacognitive strategies on students' reading achievement with a large effect size. The 

study identified nine sub-categories of metacognitive strategies contributing to 

students' reading comprehension achievement: Advance Organizer, Self-management, 

Comprehension Monitoring, Production Monitoring, Self-assessment, Self-evaluation, 

and Self-reflection. Among these, the most frequently implemented metacognitive 

strategies in reading comprehension were Selective Attention and Organizational 

Planning, with Selective Attention being the highest and Self-reflection the least 

utilized strategy. 

In Malaysia, Babashamasi et al. (2022) conducted a study to assess the effectiveness 

of explicit training in metacognitive strategies on online reading comprehension 

among undergraduate students during the pandemic. Both experimental and control 

groups participated in 14 training sessions, with the experimental group also 

undergoing interviews and assessments. Results showed significantly higher scores in 

the metacognitive group than in the conventional reading group. Students exhibited 

greater awareness of global and supporting reading strategies but less utilization of 

evaluative strategies. Challenges identified included a lack of vocabulary knowledge, 

dependence on teachers, and inadequate strategy training, suggesting the need for 

EFL teachers to integrate metacognitive reading strategies into their teaching 

practices. 

Acmed-Ismael (2021) conducted a study focusing on primary school students to 

examine the impact of metacognitive learning practices on the reading comprehension 
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abilities of fifth-grade pupils through four phases. Initially, both experimental and 

control groups underwent assessment through a Personal Background Questionnaire 

(PBQ) and the Strategy Inventory for Language Learning (SILL) developed by 

Oxford (1990) before the commencement of strategy instruction. The PBQ 

complemented the SILL assessment by providing contextual information on student 

characteristics, thereby aiding in the interpretation of results (Oxford, 1990), while the 

SILL evaluated the frequency of participants’ utilization of various language learning 

techniques. The study yielded several key findings: firstly, metacognitive strategy 

instruction significantly enhanced reading comprehension. Secondly, both 

metacognitive and traditional strategies effectively improved comprehension, 

suggesting the continued relevance of conventional teaching methods. Thirdly, using 

authentic texts proved more effective in teaching reading comprehension. 

Additionally, metacognitive strategy instruction increased learners' awareness of their 

metacognitive processes.  

In a study conducted in Libya by Khellab et al. (2022), an experimental approach was 

employed to evaluate the effectiveness of metacognitive strategy training on the 

reading proficiency of computing engineering students. The researchers utilized the 

Survey of Reading Strategies (SORS) and a reading comprehension exam based on 

Boechner and Brown's 'Oxford English for Computing manual. The training 

implemented the CALLA model, focusing on various metacognitive strategies such as 

skimming, predicting, paraphrasing, revisiting, guessing unfamiliar words, and 

visualizing information. Descriptive statistics and statistical analysis, including t-tests, 

were used to assess the impact. Results showed improvement in students' awareness 

and application of metacognitive strategies. The study recommends integrating MRSI 

into English for Specific Purposes (ESP) courses and similar contexts, suggesting the 

development of a specialized metacognitive strategy framework tailored to ESP 

instruction.  

In Iraq, Abd Ali et al. (2023) researched the impact of metacognitive strategies on 

reading comprehension among female Iraqi students. They utilized a quasi-

experimental design and quantitative methodology, dividing students into 

experimental and control groups. The experimental group underwent instruction in 

metacognitive methods, while the control group did not. The evaluation was done 
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using the specialized comprehension subtest of the Test of Reading Performance 

(TORP) and a questionnaire assessing students' abilities using online platforms. The 

study emphasized the importance of long-term solutions for improving adolescent 

reading comprehension, including addressing factors like background knowledge and 

comprehension skills. Collaboration among researchers, educators, and policymakers 

was crucial for effective literacy programs. The research filled a gap in understanding 

reading comprehension ability in Iraqi schools and underscored the positive impact of 

metacognitive strategies. The study recommended integrating reading comprehension 

strategy instruction into university-level courses. 

Research conducted in diverse global contexts consistently indicated the efficacy of 

MRSI in enhancing reading comprehension. Studies consistently showed that students 

who received such instruction outperformed those taught through conventional 

methods. This instruction improved students' comprehension skills and fostered their 

metacognitive awareness, enabling them to become more strategic and efficient 

readers. Using authentic texts in teaching enriched the learning experience, providing 

students with real-world contexts to apply their comprehension skills. Collaborative 

efforts among educators, researchers, and policymakers were crucial for 

implementing effective literacy programs integrating metacognitive reading strategies 

into educational curricula. By prioritizing developing reading comprehension skills 

through targeted instruction and instructional approaches, educators empowered 

students to become proficient and confident readers, thus enhancing their overall 

academic success. 

In Thailand, many researchers have explored how MRSI impacts the reading 

comprehension of Thai students across various educational levels. The following 

section offers a detailed overview of studies conducted within the Thai educational 

context.  

Expanding their knowledge of EFL reading concepts, Seedanont and Pookcharoen 

(2019) conducted an experimental study to investigate the impact of MRSI on Thai 

EFL students' awareness of reading strategies. The study involved 43 male Thai EFL 

students from a private school in Bangkok, Thailand. Participants underwent an initial 

assessment with the Survey of Reading Strategies (SORS) and IELTS reading 

proficiency test, instruction sessions spanning 18 sessions, and a final assessment 
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phase with a new set of IELTS reading tests and SORS. The independent variable was 

Thai EFL classrooms, and the dependent variable was metacognitive reading 

strategies. Results revealed significant improvements in students' awareness of 

reading strategies across subcategories and their IELTS reading test scores.  

Focusing on university students, Banditvilai (2020) conducted a study to assess the 

impact of reading strategies on the reading comprehension of second-year English 

major students at Kasetsart University's Faculty of Liberal Arts and Science. The aim 

was to determine whether students, following training in reading strategies, could 

effectively utilize these strategies during their reading activities. Data were gathered 

through questionnaires, reading tasks, and semi-structured interviews. Results 

indicated that the implementation of reading strategies had a positive influence on 

students' reading comprehension. Participants exhibited favorable attitudes towards 

techniques such as skimming, scanning, prediction-making, and questioning and 

demonstrated their ability to apply these strategies, leading to improved text 

comprehension.  

In previous studies conducted in the Thai EFL context, researchers investigated the 

impact of metacognitive reading strategy instruction on students' reading 

comprehension abilities. They found significant improvements in students' awareness 

of reading strategies and reading proficiency following metacognitive strategy 

instruction. Strategies like skimming, scanning, predicting, and questioning enhanced 

comprehension and fostered positive attitudes towards these strategies. Moreover, 

consistent progress was observed in students' metacognitive reading strategies and 

reading comprehension. The relationship between test-taking strategies and reading 

comprehension performance was highlighted, emphasizing the positive impact of test-

taking strategies on comprehension. Additionally, the research explored the 

correlation between reading strategy use, reading self-efficacy, and reading 

comprehension, revealing a positive association among these factors. These findings 

underscore the importance of metacognitive reading strategy instruction in enhancing 

reading comprehension skills among diverse Thai EFL students. 
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2.13.1 Metacognitive Reading Strategy Instruction and Reading Comprehension 

in ESP Classrooms 

Learning to read in the context of English for Specific Purposes (ESP) demanded 

greater effort from students, as seen in various studies that explored metacognitive 

reading strategies. For example, a case study involving four Iranian students showed 

that they heavily relied on their prior knowledge to comprehend ESP texts 

(Tabataba’ian & Zabihi, 2011). However, a traditional reading instruction approach in 

Tunisia proved ineffective for students trying to understand specialized texts in their 

academic domains. Conversely, metacognitive strategy training had a positive impact 

on students' comprehension of research articles (Dhieb-Henia, 2003). Simply 

providing lectures on reading strategies was not enough to guarantee students could 

apply them effectively; therefore, explicit metacognitive strategy training emerged as 

a viable solution, particularly in ESP courses where reading skills were crucial for 

students' career development (Dhieb-Henia, 2006). 

In Iran, Ajideh's 2009 study emphasized the importance of language communication 

in ESP courses and recommended the use of autonomous learning and metacognitive 

strategies to enhance teaching and learning in ESP. Likewise, a study at the university 

level in Iran revealed that ESP students used reading strategies moderately and 

suggested increasing metacognitive awareness to improve reading ESP texts 

(Khoshsima & Samani, 2015). Similarly, Terzić (2015) highlighted the importance of 

teaching strategy application explicitly to enable students to develop critical reading 

skills. Research among ESP students specializing in Civil Engineering in Iran showed 

that explicit instruction on metacognitive reading strategies improved students' 

reading comprehension abilities, as evidenced by their performance in post-test 

reading comprehension (Ahangari & Mohseni, 2016). In Thailand, studies focused on 

students' awareness of metacognitive strategies and their effectiveness in improving 

reading comprehension. Wichadee (2011) found that metacognitive strategy 

instruction enhanced first-year students' reading comprehension at a private university 

in Thailand. 

Investigations into the awareness of reading strategies among first-year students in 

science and social science departments at Bangkok University showed that Thai 

students' reading abilities were limited despite their extended exposure to English 
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learning. Munsakorn (2012) recommended training students on applying various 

strategies in reading to improve their performance. Further research on metacognitive 

reading strategies in Thailand revealed that less successful tertiary-level students 

faced difficulties due to focusing on understanding each word instead of the broader 

context (Chutichaiwirath & Sitthitikul, 2017). Raising awareness of metacognitive 

strategies was proposed to address this issue. A study at King Mongkut’s University 

of Technology in Northern Bangkok indicated that instruction based on reading 

strategies positively influenced engineering and science students' systematic thinking 

and reading comprehension. Teachers were advised to use direct explanation with 

modeling techniques for teaching reading strategies to improve English reading 

competence (Akkakoson & Setobol, 2009). More recently, Chumworatayee (2017) 

found that explicit reading strategy instruction positively impacted Thai EFL adult 

learners, contributing to their independence in learning. Thongwichit and Buripakdi 

(2021) examined MRSI in an ESP context using mixed-methods research. Students in 

a Tourism Business Management Program benefited from metacognitive reading 

strategies and thinking-aloud protocols. The study concluded that MRSI helped 

improve reading comprehension and students' attitudes towards instruction were 

positive. These findings suggested that students needed instruction in these strategies 

to apply them correctly in different reading situations, while teachers benefited from 

understanding the reading process. 

Despite increasing research on MRSI in educational settings, limited studies in 

Thailand specifically addressed MRSI in ESP contexts. ESP, a mainstream approach 

in English teaching in the 21st century (Chen, 2018), required further exploration. 

This research aimed to provide valuable insights into MRSI in ESP classrooms, 

offering pedagogical implications for undergraduate students in non-English majors. 

These insights could guide teachers in ESP courses, helping them approach reading in 

the ESP context and apply these findings to their teaching practices. 

2.14 Previous Studies on Metacognitive Reading Strategies Used by Proficient 

Readers and Non-Proficient Readers 

Since the 1970s, there has been a growing body of research examining language 

learning strategies overall, with a specific focus on reading strategies. In this section, 
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we will outline some studies that investigate the reading strategies employed by both 

successful and unsuccessful readers. 

An important study contributing to the investigation in this field is conducted by 

Block (1986). In this study, Block utilized the categories of "general comprehension" 

and "local linguistic," mirroring Hosenfeld's (1977) binary classification of strategies. 

The aim was to compare the reading comprehension strategies employed by native 

English speakers and ESL students enrolled in a remedial reading course at the 

university level. The strategies introduced were categorized into two types: general 

strategies and local strategies. Among the ESL students in the study, those with higher 

comprehension scores reported utilizing "general strategies" such as integrating new 

information in the text with existing knowledge, distinguishing between main ideas 

and details, drawing upon their background knowledge, and concentrating on the 

overall textual meaning. Conversely, readers with lower comprehension scores 

seldom differentiated between main ideas and details, rarely drew upon their 

background knowledge, infrequently focused on textual meaning, and seldom 

integrated information. 

In the same year, Ebrahimi (2012) and Saeed et al., (2012) conducted separate studies 

aiming to explore the cognitive strategies employed by EFL graduate students while 

reading a hypermedia text. Ebrahimi's study involved 8 Persian students, while Saeed, 

Maedeh, and Mohsen's study involved 23 Persian students. Data from both studies, 

collected through methods such as think-aloud protocols, interviews, and 

questionnaires, revealed significant differences in the strategies utilized by groups 

with high and low reading proficiency. The proficient group predominantly employed 

strategies such as skimming and drawing upon prior knowledge. In contrast, the less 

proficient group relied more on paraphrasing, translating into their first language, and 

consulting a dictionary for unknown words. These findings align with the results of 

Jun Zhang (2001) and Yau's (2005) studies, which also observed significant 

differences between advanced and less advanced readers. Proficient readers 

demonstrated effective strategies such as monitoring comprehension, skimming for 

key ideas, and inferring meaning, while less advanced readers relied heavily on 

dictionaries for word meanings and translated passages from English into their native 

language. Similarly, Malcolm (2009) found comparable results when comparing the 
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reported academic reading strategies of medical students at Bahrain University with 

varying levels of English proficiency. The study revealed that students with lower 

English proficiency utilized more translation strategies and reported using fewer 

overall strategies compared to their higher-proficiency counterparts. Additionally, 

Alsheikh's (2011) study also highlighted the heavy reliance on translation among less 

proficient readers. 

In the actual process of reading, proficient readers demonstrate superior performance 

compared to less skilled readers by employing metacognitive strategies. In studies 

conducted by Yin and Agnes (2001), Zhang and Seepho (2013), and Shikano (2013), 

the Metacognitive Awareness of Reading Strategies Inventory (MARSI) (Mokhtari & 

Richard, 2002) was utilized as a common instrument to gather data on readers' 

utilization of metacognitive strategies. Among these studies, Yin and Agnes (2001) 

found that proficient readers exhibited greater awareness of metacognitive knowledge 

and utilized metacognitive strategies more frequently compared to less skilled readers. 

Furthermore, research by Dhieb-Henia (2003), Swanson and De La Paz (1998), and 

Zhang (2001) on the use of strategies by proficient and less proficient readers 

highlighted that proficient readers tended to employ a higher number of metacognitive 

strategies while reading. 

On the contrary, Shokrpour and Nasiri (2011), in their study examining the utilization 

of cognitive and metacognitive reading strategies among ninety-four Iranian academic 

IELTS test takers categorized as either proficient or less proficient, found no 

significant differences in the use of cognitive strategies between the two groups. 

Similarly, Shikano's (2013) research involving sixty Japanese university students also 

revealed no significant disparities between high- and low-reading-proficiency groups 

in terms of cognitive strategy employment. Furthermore, Zhang et al. (2013) 

conducted a study on twenty-two Chinese third-year English major undergraduate 

students and discovered that both high- and low-proficiency students exhibited similar 

levels of metacognitive strategy use at a medium level. These findings align with the 

results of Anderson (1991) and Yayli (2010), who observed that proficient and less 

proficient readers tended to employ similar types of strategies during reading 

activities. However, students with higher scores appeared to apply strategies more 

effectively and appropriately. 
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However, a study conducted by Oranpattanachi (2010) on ninety Thai engineering 

students revealed that both high and low proficiency readers encountered both distinct 

and common challenges in their reading processes. These differences were 

categorized into two aspects: the frequency of perceived strategy utilization and the 

frequency of perceived top-down strategy utilization. Additionally, similarities in 

their reading processes were categorized into two aspects: the rank ordering of 

perceived strategy utilization and the manner in which they processed text. 

According to Auwalyah (2020) who investigated reading strategies used between 

proficient and low proficient readers, the proficient readers comprehended their 

tactics and the rationale for their use better than poor readers. While low readers 

might lack the capacity to identify and execute appropriate systems or use the most 

efficient procedures, they might nevertheless explain their own reading approaches, 

albeit less successfully. After exploring through various reading strategies, throughout 

the learning process, proficient readers often made greater use of global and supported 

techniques, whereas low readers mostly relied on support tactics. Even though both 

competent and low-proficient readers used "support reading strategies" such as 

highlighting, paraphrasing, taking notes, and referencing literature, they were less 

likely to use "problem reading strategies," 

In 2022, Li et al. conducted a study comparing reading strategy measures and readers' 

efficiency across different reading tasks. Their research focused on EFL readers at 

university levels, encompassing both proficient and less proficient individuals. The 

study revealed that these readers tended to favor six decoding procedures. However, 

the findings highlighted a notable gap between the awareness of various reading 

strategies and their actual implementation during reading tasks. Despite being 

cognizant of a wide range of reading strategies, participants in the study either 

overlooked most of these strategies or failed to utilize them to the extent they believed 

they did. This disparity was evident both in survey responses and verbal reports used 

to assess strategy use. Particularly in L2 reading, there existed a significant contrast 

between the strategies readers were aware of ("what they know") and those they 

actually applied. 

In summary, across studies examining the strategies employed by successful and 

unsuccessful readers, most findings indicate differences in strategy usage between 
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these two groups. Researchers generally agree that readers with higher reading 

proficiency tend to employ a broader range of effective reading strategies more 

frequently, whereas those with lower proficiency use strategies less frequently and 

with lower effectiveness. Successful readers demonstrate a greater variety and 

frequency of strategies, which are more task-appropriate and thus more effective. 

However, some studies show no significant disparities in overall strategy usage 

between the two groups, particularly in terms of the total number of strategies 

employed. Instead, differences are observed in the types and frequency of strategies 

utilized. Proficient readers commonly use strategies such as integrating new 

information with existing knowledge, making inferences, predictions, and 

elaborations, as well as skimming and guessing. Conversely, less proficient readers 

often rely on less effective strategies like paraphrasing, translation into their first 

language, and consulting a dictionary for unknown words. 

2.15 Chapter Summary 

This chapter reviews metacognitive reading strategies, reading comprehension, and 

their link. Reading comprehension is essential for understanding text, with three 

models: bottom-up, top-down, and interactive. Reading strategies improve 

comprehension through metacognition, involving declarative, procedural, and 

conditional knowledge. Past research shows a connection between these strategies and 

comprehension. MRSI involves crucial stages, namely planning, monitoring, and 

evaluation. The chapter also covers the impact of MRSI in global and Thai contexts, 

emphasizing research gaps. Proficient readers excel in diverse materials, while non-

proficient readers struggle with decoding and context. Differences in comprehension 

monitoring, especially for second language learners, warrant further study. The next 

chapter details research methods: design, participants, instruments, data collection, 

instruction, and analysis. 
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CHAPTER III 

RESEARCH METHODS 

This study aimed to investigate the effect of metacognitive reading strategy 

instruction (MRSI) on EFL engineering undergraduates’ reading comprehension. 

Moreover, this study examined the ways in which this instruction helped improve 

their reading comprehension. Finally, the students’ attitude towards metacognitive 

reading strategy instruction (MRSI) was also explored. This study was conducted for 

3 hours a week, including 13 weeks, during the second semester of the 2022 academic 

year. This chapter describes the research design/paradigm, participants and setting, 

research instruments, data collection procedure, and data analysis.  

3.1 Research Design/Paradigm 

Employing mixed-methods research designs, this research examined the effect of 

metacognitive reading strategy instruction on the reading comprehension of 

undergraduate students at a public university in Thailand. Mixed methods research 

designs entail blending qualitative and quantitative research methods within a specific 

study. Incorporating postpositivist and interpretivist philosophical frameworks in 

mixed-method designs offers several advantages for addressing complex research 

inquiries (Fetters, 2016). Additionally, it furnishes a logical foundation, 

methodological flexibility, and a comprehensive comprehension of individual cases 

(Maxwell, 2016). Utilizing mixed methods empowers researchers to explore research 

questions with sufficient depth and breadth (Enosh, Tzafrir, & Stolovy, 2014), 

facilitating the generalization of findings and implications from the studied issues to 

the entire population. This approach embraces diverse perspectives and experiences 

(Greene, 2007). In this study, quantitative data were obtained from the reading 

comprehension pretest and posttest to investigate how MRSI helped improve their 

reading comprehension. Moreover, the participants’ attitudes toward MRSI and their 

improved reading comprehension was also examined using an attitude questionnaire. 

Finally, qualitative data were obtained from a semi-structured interview to explore 

how mechanical engineering students used metacognitive reading strategies in 

enhancing their comprehension of ESP reading materials. 
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Moreover, this study adopted quasi-experimental research. A quasi-experiment refers 

to a practical intervention study aimed at gauging the causal influence of an 

intervention on a specific population without resorting to random assignment. While 

resembling traditional experimental designs or randomized controlled trials, quasi-

experimental research notably lacks random assignment to treatment or control 

groups. Instead, it commonly involves the researcher directing the assignment to the 

treatment group based on criteria other than random selection, such as a 

predetermined eligibility threshold. This study investigated how MRSI 

(Metacognitive Reading Strategy Instruction) impacted the reading comprehension 

skills of Thai EFL undergraduate students. The research comprised two distinct 

groups of participants drawn from separate intact classes: a control group and an 

experimental group. The control group received conventional textbook-based 

instruction, while the experimental group received instruction focused on MRSI 

techniques. 

3.2 Participants and Setting 

Participants in the study were drawn from a pool of one hundred and forty-five Thai 

EFL engineering students. Subsequently, sixty-three students were assigned to the 

control group, while eighty-two students were assigned to the experimental group 

randomly. The control group received instruction through traditional reading methods, 

following the teacher's manual and the English Reading for Academic Purpose 

(ERAP) textbook. Traditional teaching involved presenting the social function, stages, 

and important language features of the texts being studied. Conversely, the 

experimental group underwent metacognitive reading strategies instruction (MRSI). 

All participants were second-year undergraduate students, aged between 18 and 22, 

enrolled in a Mechanical Engineering (EME) bachelor's degree program at a 

technology university situated in the northeastern region of Thailand. The students’ 

English proficiency was relatively similar, as indicated by the mean score of their 

entrance exam (62.50 for the control group and 64.73 for the experimental group).  

Before enrolling in the English Reading for Academic Purposes course, these 

Mechanical Engineering (EME) students underwent two prerequisite English courses: 

"00-000-031-101 English for Study Skills Development"and "00-000-031-102 

English for Communication."Upon finishing these courses, the students were 
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equipped with knowledge about reading strategies, academic vocabulary, and various 

English structures essential for academic reading purposes.  

The students covered a total of seven units during the course: Unit 1: Getting Started, 

Unit 2: Definition, Unit 3: Classification, Unit 4: Signs & Notices, Unit 5: Describing 

a Process, Unit 6: Comparison and Contrast, and Unit 7: Causes and Effects. Each of 

the seven units was tailored to provide students with opportunities to practice English 

reading comprehension skills and acquire knowledge through two teaching 

approaches: metacognitive reading strategy instruction and traditional reading 

instruction. 

The setting of this study was the technology university in the northeastern region of 

Thailand, which was first established as a government university. Due to its 

technology qualification, this university has been focusing on providing practical 

programs for all faculties, including Engineering, Technical Education, and Business 

Administration. Students in these faculties are expected to be equipped with practical 

reading skills to understand various academic texts. 

3.3 Research Instruments 

The four research instruments used in this study were the Reading Comprehension A 

(Pre-test), Reading Comprehension B (Post-test), Students’ Attitude toward MRSI 

Questionnaire, and a semi-structured interview. These instruments are described in 

detail below.  

3.3.1 Reading Comprehension A (Pre-test) and Reading Comprehension B (Post-

test)   

Two sets of reading comprehension A (pre-test) included A1 and A2 with the 

following details. 

Reading Comprehension A1 

The Reading Comprehension Test: Version A1 was an assessment designed to 

evaluate participants' proficiency in English reading comprehension. It comprised 60 

items and was divided into two sections, each with its unique set of instructions. 

Participants were allotted one hour to complete the test and were prohibited from 

taking any materials, including the booklet, out of the test room. 

Section 1 focused on assessing participants' reading comprehension of various 

passages. Passage 1 (Items 1-5) presented a bar graph depicting the preferred snack 



 

 

 
 53 

choices of students at a Thai university. Participants were required to study the graph 

and select the most appropriate answers. Passage 2 (Items 6-10) provides a survey 

table concerning housing types in Northeast Thailand, and participants must answer 

related questions. Passage 3 (Items 11-15) featured pie charts, and test-takers needed 

to complete a passage using the information from these charts. Passage 4 (Items 16-

20) displayed a table comparing three states of Australia, and participants were 

expected to choose the best answers by examining this table. 

Section 2 continued to evaluate participants' reading comprehension. Passage 5 (Items 

21-25) required participants to choose the correct answers to complete a passage. 

Passage 6 (Items 26-28) included pie charts and a related passage on solid waste 

materials in Khon Kaen Municipality in 2020. Participants must answer questions 

based on this information. Passage 7 (Items 29-33) involved selecting the best 

answers to questions related to a given passage. Passage 8 (Items 34-38) required 

reading a passage and choosing the most appropriate answers. Passage 9 (Items 39-

43) was about corrosion, where participants must read the passage and select the 

correct answers. Passage 10 (Items 44-46) focused on motorcycle accidents, with 

candidates choosing the appropriate answers after reading the passage. The test 

continued with Passage 11 (Items 47-51), where participants read a passage and 

selected the best answers based on it. Passage 12 (Items 51-55) provided instructions 

on how to move a heavy load, and participants were expected to choose the most 

appropriate answers after reading the passage. Lastly, Passage 13 (Items 56-60) 

discussed the possible causes of bushfires in Victoria, Australia. Participants needed 

to read the text and choose the correct answers. Overall, this test assessed a wide 

range of reading comprehension skills, including interpreting graphs, tables, and 

charts and understanding and responding to written passages on diverse topics. 

Participants were expected to be able to extract key information and make informed 

choices based on the provided content. 

Reading Comprehension A2 

The Reading Comprehension Test A2 was a language assessment aimed at evaluating 

participants’ English reading comprehension. It comprised 60 items and was divided 

into two sections, each with specific instructions. Participants were given one hour to 
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complete the test and were not allowed to take any materials or related items outside 

the test room.  

Section 1 assessed participants’ language ability in reading through various passages. 

Passage 1 (Items 1-5) presented a table comparing three states in the United States of 

America, and participants must answer questions related to this table. Passage 2 

(Items 6-10) provided a survey table concerning housing types in Northeast Thailand, 

and participants needed to answer questions based on this information. Passage 3 

(Items 11-15) featured pie charts, and participants were required to complete a 

passage using the data from these charts. Passage 4 (Items 16-20) focused on favorite 

snacks for Thai people, presented as percentages, and participants were expected to 

answer questions based on this data. 

Section 2 continued to evaluate participants’ reading comprehension. Passage 5 

(Items 21-25) required participants to read a passage and choose the best answers 

related to it. Passage 6 (Items 26-28) included pie charts and a related passage on 

solid waste materials in Khon Kaen Municipality in 2020. Participants must read the 

passage and answer questions based on the charts and text. Passage 7 (Items 29-33) 

involved selecting the best answers to questions related to a given passage. Passage 8 

(Items 34-38) provided instructions on disconnecting a car battery, with a step-by-step 

process outlined. Participants were required to read the passage and choose the best 

answers based on the provided information. Passage 9 (Items 39-43) discussed 

corrosion, and participants must read the passage and select the best-related answers. 

Passage 10 (Items 44-46) marked the beginning of another section with several 

passages for participants to read. Passage 11 (Items 47-51) continued the second 

section, where participants read multiple passages and answer questions accordingly. 

Passage 12 (Items 51-55) provided instructions on how to move a heavy load, and 

participants must read the passage and choose the best answers based on this 

information. Finally, Passage 13 (Items 56-60) discussed the possible causes of 

bushfires in Victoria, Australia. Participants needed to read the text and choose the 

correct answers.  In conclusion, this test assessed candidates' reading comprehension 

by presenting various data types, charts, and textual information across different 

topics. Participants must extract essential information, interpret it accurately, and 

make informed choices based on the content provided.  
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Reading Comprehension B1 

The Reading Comprehension Test: Version B1 was designed to assess participants’ 

English reading comprehension. This test comprised 50 items and was divided into 

three types of questions, each with specific instructions. Participants were given one 

hour to complete the test and could not take any materials or related items outside the 

test room. 

In Passage 1 (Items 1-5), participants were instructed to examine the classification of 

Combustion Engines and choose the most appropriate answers based on the 

information provided. Passage 2 (Items 6-10) required the participants to match 

warnings with their possible results, testing their ability to connect different pieces of 

information. Passage 3 (Items 11-15) presented a diagram illustrating the 

manufacturing process of soft drinks. The participants needed to study the diagram 

and complete a process description based on their understanding. Passage 4 (Items 16-

20) asked the participants to choose the best answers to complete a passage. 

Passage 5 (Items 21-25) focused on matching data changes with the correct verb 

expressions, assessing participants’ ability to associate data with appropriate actions. 

Passage 6 (Items 26-30) involved interpreting a graph depicting Thailand's 

automotive sales volume in 2021. The participants were required to identify TRUE or 

FALSE statements based on the information in the graph. Passage 7 (Items 31-35) 

discussed how to escape from a fire, and participants must read the passage and 

provide their answers. Passage 8 (Items 36-44) pertained to the Anglo-French 

Concorde and Boeing 747, with participants tasked with completing a table based on 

the passage and answering related questions. Passage 9 (Items 45-50) gave the 

participants climate causes and effects. The participants were instructed to read the 

passage and complete a table by writing specific letters (a, b, c, d, e, f, or g) based on 

the information in the text. 

Overall, this test assessed a wide range of reading comprehension, including 

understanding diagrams and graphs, connecting warnings and consequences, 

interpreting manufacturing processes, and matching data changes with appropriate 

expressions. The participants were expected to demonstrate their ability to 

comprehend and synthesize information from various types of texts and visual 

materials. 
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Reading Comprehension B2 

The Reading Comprehension Test: Version B2 was designed to assess the 

participants’ English reading comprehension. The test consisted of 50 items and was 

divided into three types of questions, each with specific instructions. The participants 

were given one hour to complete the test and could not take any materials or related 

items outside the test room. 

In Passage 1 (Items 1-5), the participants were required to examine the classification 

of electronic components and choose the most appropriate answers based on the 

information provided. Passage 2 (Items 6-10) required the participants to match 

warnings with their possible results, testing their ability to connect different pieces of 

information. Passage 3 (Items 11-15) presented a diagram illustrating the waste 

recycling process. The participants needed to study the diagram and complete a 

process description based on their understanding. Passage 4 (Items 16-20) asked the 

participants to choose the best answers to complete a given passage. 

Passage 5 (Items 21-25) focused on matching data changes with the correct verb 

expressions, assessing the participants' ability to associate data with appropriate 

actions. Passage 6 (Items 26-30) involved interpreting a graph depicting Thailand's 

automotive sales volume in 2022. The participants were required to identify True or 

False statements based on the information in the graph. Passage 7 (Items 31-35) 

discussed how to escape from a fire, and the participants must read the passage and 

provide their own answers. Passage 8 (Items 36-44) involved the Anglo-French 

Concorde and Boeing 747, with the participants tasked with completing a table based 

on the passage and answering related questions. Passage 9 (Items 45-50) dealt with 

climate causes and effects. The participants were instructed to read the passage and 

complete a table by writing specific letters (a, b, c, d, e, f, or g) based on the 

information in the text. 

Upon examination of the two reading comprehension tests, prominent distinctions in 

content and varying levels of difficulty became evident. 

The following was a breakdown of the key differences among these four test levels.  
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Reading Comprehension A1: 

• Proficiency Level: Beginner (A1 on the Common European 

Framework of Reference for Languages - CEFR) 

• Number of Items: 60 items 

• Sections: Two sections with various types of questions 

• Content: Focuses on basic reading comprehension skills such as 

interpreting simple graphs, tables, and charts, as well as understanding 

and responding to written passages on straightforward topics. 

Reading Comprehension A2: 

• Proficiency Level: Beginner (A1 on the Common European 

Framework of Reference for Languages - CEFR) 

• Number of Items: 60 items 

• Sections: Two sections with questions related to graphs, tables, charts, 

and written passages 

• Content: Builds on A1 and includes slightly more complex reading 

comprehension tasks, focusing on basic data interpretation and 

understanding written passages. 

Reading Comprehension B1: 

• Proficiency Level:  Elementary (A2 on the CEFR) 

• Number of Items: 50 items 

• Sections: Three types of questions 

• Content: Included tasks such as understanding diagrams, matching 

warnings with consequences, interpreting manufacturing processes, 

and matching data changes with appropriate expressions. Content is 

more challenging than A1 and A2. 

Reading Comprehension B2: 

• Proficiency Level:  Elementary (A2 on the CEFR) 

• Number of Items: 50 items 

• Sections: Three types of questions 

• Content: Similar to B1 but with increased complexity. Required 

candidates to understand complex diagrams, match warnings with 
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consequences, interpret advanced data in graphs, and handle more 

detailed and intricate textual information. 

 

It is important to note that B1 and B2 reading comprehension tests were more difficult 

than A1 and A2 tests because they focused on assessing the participants at higher 

proficiency levels on the Common European Framework of Reference for Languages 

(CEFR). Several vital reasons contributed to the increased difficulty of B1 and B2 

tests: 

Language Complexity:  

B1 and B2 tests included more complex vocabulary, sentence structures, and 

idiomatic expressions than A1 and A2. The participants at these levels were expected 

to have a broader and more understanding of the language. 

Inference and Synthesis:  

At the B1 and B2 levels, the participants were expected to make inferences, draw 

conclusions, and synthesize information from multiple sources. They needed to go 

beyond simple comprehension and demonstrate the ability to analyze and evaluate 

information. 

Depth of Content:  

The content in B1 and B2 tests covered more specialized or technical subjects, 

requiring the participants to understand various topics more deeply. This contrasted 

with the simpler and more general topics in A1 and A2 tests. 

Question Complexity:  

Questions in B1 and B2 tests involved more complex task types, such as matching 

warnings with consequences, completing process descriptions, and matching data 

changes with appropriate expressions. These tasks demanded higher-order thinking 

skills. 

Length and Quantity:  

B1 and B2 tests had fewer items when compared to A1 and A2, but the questions 

tended to be more involved and time-consuming. Participants must manage their time 

effectively to complete the tests within the allotted duration. 

Overall Proficiency:  

B1 and B2 represented intermediate and upper-intermediate proficiency levels, 

respectively, whereas A1 and A2 were considered beginner and elementary levels. As 
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participants progressed in their language learning journey, they were expected to 

handle more complex linguistic and cognitive challenges. 

Assessment Criteria  

The evaluation principle for the A1 and A2 tests, which comprised 60 questions each, 

categorized students' performance into Low, Moderate, and High groups based on 

their scores. In the A1 test, scores from 1 to 20 classified students into the Low group, 

reflecting foundational skills, while scores from 21 to 40 placed them in the Moderate 

group, indicating a moderate level of proficiency. Scores ranging from 41 to 60 

categorized students into the High group, demonstrating proficiency in handling more 

complex tasks. 

Similarly, in the B1 and B2 tests, which consisted of 50 questions each, students' 

scores determined their group placement. Scores from 1 to 16 in the B1 test indicated 

the Low Group, reflecting proficiency in fundamental skills, while scores from 17 to 

32 placed students in the Moderate Group, signifying a moderate level of proficiency. 

Scores from 33 to 50 classified students into the High Group, indicating proficiency in 

handling more challenging tasks. This tiered scoring system provided a clear and 

objective assessment of students' proficiency levels across different skill sets, aiding 

in understanding their academic progress. 

Test Format 

Test format encompassed the structure and arrangement of a test, including question 

types, instructions, and layout, designed to evaluate knowledge, skills, or abilities. 

This study used various test formats, such as multiple choice, true/false, short answer, 

essay, matching, fill-in-the-blank, short response, and performance tasks, each suited 

for different assessment purposes and subjects.  

In summary, as the participants advanced from A1 to B2 in reading comprehension 

tests, they encountered a gradual increase in complexity. The challenges intensified 

with more intricate tasks, including interpreting advanced graphical data and 

synthesizing information from various types of texts. These tests assessed 

participants’ reading comprehension across a range of proficiency levels, 

encompassing those who were just beginning their language journey to those who had 

reached an upper-intermediate stage. The transition from A1/A2 to B1/B2 entailed a 

shift towards higher linguistic and cognitive demands, necessitating a deeper and 
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more understanding of the language. The participants at these levels were expected to 

navigate complex textual and graphical information with proficiency, signifying their 

development in reading comprehension and analytical abilities as they progressed 

through the CEFR proficiency scale. 

Lastly, in terms of reading comprehension tests effects, these tests covered different 

complexity levels, starting with A1 and A2 for beginner and elementary proficiency 

levels, respectively, and advancing to B1 and B2 for intermediate and upper-

intermediate proficiency levels. The choice of test versions directly impacted data 

interpretation, as higher levels (B1 and B2) demanded greater language complexity, 

including a broader vocabulary, intricate sentence structures, and idiomatic 

expressions. Additionally, B1 and B2 involved advanced tasks such as inferring, 

synthesizing information, and evaluating data from diverse sources, in contrast to the 

simpler comprehension tasks of A1 and A2. The quantity and type of questions also 

differed, with B1 and B2 focusing on complex tasks and specialized content, while 

A1 and A2 were more general and straightforward. These factors contributed to the 

comparative analysis of the participants' reading comprehension abilities, highlighting 

their progression across different proficiency levels. 

3.3.2 Students’ Attitudes toward MRSI Questionnaire (SAQ) 

In this study, an attitude questionnaire (SAQ) was developed to examine the 

participants’ attitudes towards the metacognitive reading strategies instruction. This 

questionnaire consisted of 30 items and a 5-point Likert scale. The questionnaire 

included two parts. Part 1 included personal information such as gender, age, 

program, year, and duration of learning English, and Part 2 consisted of specific 

questions about students’ attitudes towards the metacognitive reading strategies 

instruction. Students were asked to answer each question using a scale ranging as 

follows; 

 1 = “I strongly disagree.” 

 2 = “I disagree.”  

 3 = “I neither agree nor disagree.”  

 4 = “I agree.”  

 5 = “I strongly agree.”  
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Using the Likert Scale’s scoring criteria and scale-ranging numbers, these data were 

decoded into the following average scores;  

 Average score  4.21 – 5.00 = Very High 

 Average score  3.41 – 4.20 = High  

 Average score  2.61 – 3.40 = Moderate  

 Average score  1.81 – 2.60 = Low  

 Average score  1.00 – 1.80 = Very Low 

 

The questionnaire underwent translation into Thai to avoid potential language barriers 

for students during its completion. Subsequently, five experts were asked to assess the 

reliability and validity of this instrument. The back-translation process was 

meticulously overseen by a qualified translator possessing more than ten years of 

experience in the field. Utilizing her profound knowledge of linguistic analysis and 

cross-cultural communication, the translator upheld the integrity and precision of the 

original text in the back-translated rendition. Appendices D and E presented the 

English and Thai iterations of the Students’ Attitude Questionnaire (SAQ).  

3.3.3 A Semi-Structured Interview  

After the experiment, a semi-structured interview was used to obtain qualitative data 

on the participants’ use of metacognitive reading strategies in comprehending English 

reading texts. Fifteen students were purposively selected to answer interview 

questions. Based on the reading comprehension scores as a selection criterion, five 

students were chosen from the high-level group, five from the middle-level group, and 

five from the low-level group. Five participants from the high-level group were coded 

H1, H2, H3, H4, and H5, while five participants from the middle-level group were 

coded M1, M2, M3, M4, and M5; finally, five participants from the low-level group 

were coded L1, L2, L3, L4, and L5. The interview sessions, conducted in Thai to 

avoid language barriers, took place simultaneously so that the researcher could 

conveniently record whatever the interviewees shared. Each interview lasted 30 

minutes. The actual two versions, English and Thai, of the semi-structured interview 

and informed consent forms are shown in Appendix H, Appendix I, Appendix J and 

Appendix K, respectively.  
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3.4 Data Collection Procedure  

This study comprised 145 participants selected from two intact classes. Participants in 

Class 1 were assigned as the control group, while participants in Class 2 were 

assigned as the experimental group. The control group, comprising 63 participants, 

underwent regular English classes without specific instruction on MRSI. In contrast, 

the experimental group, consisting of 82 participants, received explicit instruction on 

Metacognitive Reading Strategy Instruction (MRSI) based on the framework 

proposed by Mwaniki (2015).  The study employed a pen-and-paper test format, with 

each part (i.e., each test) being systematically numbered and uniquely identified. Two 

separate tests (Reading Comprehension Test A1, 60 items for multiple choices and 

Reding Comprehension Test B1; 50 items for multiple choices, gap fillings, true or 

false, answering the questions, and matching) and (Reading Comprehension Test A2; 

60 items for multiple choices and Reding Comprehension Test B2; 50 items for 

multiple choices, gap fillings, true or false, answering the questions, and matching) 

were administered to all participants at two distinct time points: a pretest conducted 

before the treatment and a posttest administered after the treatment. The participants 

were given one hour to complete the tests and could not take any materials or related 

items outside the test room. Data analysis included only participants who completed 

all tests. Those who did not participate in the examinations, either by providing 

patterned responses to multiple-choice questions, submitting blank tests, or having 

over 50% missing data, and those who wrote answers irrelevant to the questions, were 

excluded from the data analysis. 

Both reading comprehension tests, A and B, were administered in the first week and 

the last week, and they were conducted on the same day for all participants. 

Furthermore, a 20-minute interval was incorporated between each test to mitigate 

participant fatigue. All participants received test instructions, explanations, and 

examples in their mother tongue, Thai. 

A five-point Likert questionnaire, adapted from Mokhtari, K., & Reichard, C. (2002), 

examined their attitudes toward MRSI. Subsequently, it was translated into a Thai 

version and presented to participants after completing the tests—this questionnaire 

aimed to assess the attitudes of EFL undergraduate participants towards metacognitive 

reading strategy instruction.  
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Finally, fifteen participants were selected for a semi-structured interview, including 

five students from the high-level, middle-level, and low-level groups. The aim was to 

gather in-depth perspectives on using metacognitive reading strategies to help them 

comprehend the English reading texts. 

 

A comprehensive overview of the data collection procedure is presented in Figure 2. 

 

 

 

 

 

 

 

 

 

 

Figure 2 Data Collection Procedure 

 

3.5 Lesson Plans 

In Week 1 of the course "00-000-031-203 English Reading for Academic Purposes," 

students embark on their academic journey on a specified date. The course opens with 

Unit 1: Getting Started – Word Structure Clues, designed to unfold over three hours 

(180 minutes). This introductory unit targets undergraduate students to acquaint them 

with the basics of word analysis. It specifically focuses on understanding prefixes, 

stems (roots), and suffixes, alongside developing the skill to deduce the meanings of 

unfamiliar words by analyzing these word parts. 

The lesson plan features a variety of activities to engage students and foster learning. 

It begins with an orientation, introducing students to the course structure and 

expectations. A Reading Comprehension Pretest follows this to assess initial reading 

skills, and a pre-MRSI questionnaire to evaluate metacognitive awareness of reading 



 

 

 
 64 

strategies. Activities throughout the session include asking and answering questions, 

analyzing word structures, describing word meanings, and practicing with given 

examples. Additionally, group discussions facilitate collaborative learning, while 

class discussions aim to consolidate understanding of the concepts taught. 

Materials required for the lesson encompass English Reading for Academic Purposes 

textbooks for both students and the teacher, worksheets for practice, and a Microsoft 

PowerPoint slide presentation for structured content delivery. The use of desktop or 

laptop computers, along with a projector and a whiteboard with markers, supports the 

digital and interactive aspects of the lesson. Internet access enhances the learning 

experience through the use of YouTube, multimedia resources, various applications, 

and mobile phones, making the lesson both engaging and informative. 

The lesson plan outlines the teaching procedures for both control and experimental 

groups in a study focusing on the effectiveness of traditional reading instruction 

versus metacognitive reading strategy instruction (MRSI) in English Reading for 

Academic Purposes (ERAP). 

In contrast, the experimental group undergoes a more structured and interactive 

approach through MRSI. This method is divided into distinct phases: Warm-up, Pre-

reading, While-reading, and Post-reading, totaling a comprehensive session of 180 

minutes. 

Warm-up involves greeting students, providing an orientation about metacognitive 

reading strategy instruction, and administering a pretest and pre-questionnaire to 

assess their initial reading abilities and strategies. 

Pre-reading focuses on planning and preparation. The teacher sets the objectives and 

engages students in discussing their prior knowledge of word structures. Following 

this, examples of prefixes, suffixes, and stem/roots are given and practiced, 

emphasizing pronunciation collectively and individually. 

During the While-reading phase, students are monitored through interactive and 

collaborative activities. They complete worksheets individually, exchange these with 

peers for correction, and then engage in group discussions to identify word structures 

within given passages. The teacher facilitates, monitors, and provides feedback during 

these activities, culminating in a collective review of the answers and further 

explanation of the concepts. 
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The final phase, Post-reading, is focused on evaluating the students’ learning. It 

begins with positive reinforcement through compliments, followed by assessments 

derived from worksheets, textbook practices, and an extension task for homework. 

These evaluations aim to measure the effectiveness of the MRSI model by assessing 

students' ability to apply metacognitive reading strategies. 

In summary, the control group follows a traditional, teacher-led approach to learning 

about word structure clues in reading. In contrast, the experimental group experiences 

a dynamic and interactive MRSI model that emphasizes metacognitive strategies for 

understanding and applying knowledge of word structures in reading. 

Since cognitive strategies were most likely enclosed within a subject area, 

metacognitive reading strategies were used to cover various topics. Therefore, this 

study was conducted through metacognitive reading strategies, which provided a step-

by-step breakdown of the lesson content above. It listed tasks that students completed 

along with the instructional models. The teaching plan was derived from the English 

Reading for Academic Purposes (ERAP) textbook, which included seven topics 

covering 13 weeks of teaching. 

This study included 13 lesson plans, with three hours allocated to each plan. Each 

plan consisted of a lecturer’s name, week number, course title, date, topic, duration, 

objectives, level, activity, materials, teaching procedure (both in control and 

experimental groups), and evaluation. An example of the lesson plan for the unit 

Getting Started: Word Structure Clues. In this lesson, students were taught that they 

could sometimes guess the meaning of an unknown word by breaking it down into 

parts and then using each part to provide clues to the meaning of the whole word.  

 

To understand the meaning of difficult words, there were three parts of English 

words: a prefix, a stem (root), and a suffix. This lesson focused on analyzing and 

building words, and students were taught how to analyze prefixes, suffixes, and 

stem/root). The prefixes included re- un-, while the suffixes lesson included -er, -or, -

s, -es, -ion, -ive, -ing, -ed, -ic, -ful, -ly. Students were also taught about parts of 

speech. Classroom activities were included to motivate students to read for better 

reading comprehension.  
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In conclusion, for the control group, traditional teaching methods were utilized across 

three 60-minute sessions, focusing on specific topics like word structure clues, basic 

sentence structure, and punctuation marks, employing textbook materials, lectures, 

practice exercises, and group discussions for instruction and assessment. Conversely, 

the experimental group underwent a structured and interactive approach centered 

around metacognitive reading strategy instruction (MRSI), with a 180-minute session 

divided into warm-up, pre-reading, while-reading, and post-reading phases, 

incorporating activities such as collaborative worksheets, group discussions, and 

individual feedback from the teacher. 

For the integration, metacognitive reading strategy instruction (MRSI) was integrated 

into the experimental group's instruction through a step-by-step breakdown of the 

lesson content, derived from the English Reading for Academic Purposes (ERAP) 

textbook. The teaching emphasized the analysis and understanding of prefixes, 

suffixes, and stems/roots, with classroom activities motivating students to improve 

reading comprehension by teaching them to analyze and build words using word 

parts. The teaching procedure involved three stages: pre-reading (planning), while-

reading (monitoring), and post-reading (evaluating), with activities such as multiple-

choice questions and gap-filling items aimed at reinforcing learning. 

3.6 Data Analysis 

In this study, the data were analyzed using different types of statistics. The analysis of 

the pretest and posttest scores was conducted through paired-samples t-tests, 

comparing the mean scores of participants before and after the instructional 

interventions. For both the experimental and control groups, separate paired-samples 

t-tests were performed on reading comprehension scores for versions A and B. These 

tests aimed to determine if there were significant differences in reading 

comprehension performance before and after the intervention. Effect sizes (Cohen's d) 

were also calculated to assess the magnitude of these differences. Results showed 

statistically significant improvements in reading comprehension scores from pre to 

post-test in both groups, with moderate to large effect sizes observed, indicating the 

effectiveness of the instructional interventions in enhancing reading comprehension 

among Thai EFL engineering students. The attitudes of Thai EFL engineering 

students towards Metacognitive Reading Strategy Instruction (MRSI) were analyzed 
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using mean, percentage and standard deviations. Finally, the data obtained from a 

semi-structured interview were analyzed using thematic analysis. A thematic analysis 

involved an initial examination, coding of data, identifying themes, and reporting the 

findings. This process in the study could be summarized into six steps. The first step 

was familiarization, where the researcher became acquainted with the data through 

reading, re-reading, and transcribing it. The aim of this step was to generate initial 

thoughts about potential themes, which could then be used to start assigning codes. 

The second step was coding. In thematic analysis, codes were utilized to pinpoint 

ideas and topics in the data for easy reference. The third step was identifying themes 

by grouping the results of the coding process, creating themes that linked the codes 

into meaningful categories. The fourth step was reviewing themes. Once the themes 

were established, the researcher reviewed them to ensure they accurately represented 

the coded data extracts. The fifth step was defining and naming themes. In this step, 

the researcher refined the themes and labeled them more precisely. The final step was 

writing up. Here, the researcher compiled a detailed report of the codes and themes, 

the underlying concepts and findings from the data, and any additional insights 

discovered during the analysis. 

3.7 Establishing the reliability and validating of the research instruments   

The content validity and reliability of the tests and the questionnaire were evaluated 

by a panel of five experts in English education. These experts collectively possessed 

over ten years of teaching experience in English within Thai EFL contexts, including 

expertise in English Language Teaching, Translation Teaching, and Statistics 

Teaching. The experts' opinions were gauged using a rating scale, where each expert 

provided assessments based on their expertise and experience. 

+1 =  The item is appropriate   

  0 =  Not sure   

-1 =  The item is not appropriate  
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The IOC (Index of Item-Objective Congruence) was then used to measure the  

consistency of each item.   

I𝑂𝐶 = ∑ 𝑅  

    N 

IOC  means  the index of congruence   

R  means  the total score from the experts’ opinions   

N  means  the number of experts   

 

The evaluation of the tests and questionnaire involved assessments by a panel of five 

experts. Following the comprehensive evaluation process, revisions were made to 

both the tests and questionnaire based on the feedback provided by the experts. Items 

with an Index of Content Validity (IOC) value exceeding 0.5 were retained, while 

those scoring below 0.5 were excluded from the final versions. 

The pilot study ensured that the language and layout of both tests were appropriate for 

the target participants. Specifically, it aimed to assess the suitability of the test and 

enhance its validity and reliability in preparation for the main study. The internal 

consistency reliability for all reading comprehension tests was computed through 

Cronbach’s Alpha. The resulting reliability ranged from 0.89 to 0.94, signifying that 

the instruments employed demonstrated acceptable to high levels of reliability, 

consistent with the established cutoff point of 0.7 for ability tests. The Reading 

Comprehension Test A was ranked at 0.92, and Reading Comprehension Test B was 

ranked at 0.90. The instruments utilized demonstrated reliability within the acceptable 

to high range, meeting the established cutoff point of 0.7 for ability tests. 

The reliability and validity of the test underwent a pilot phase involving 60 

engineering students from a different field who were not part of the main study. The 

research instruments were subjected to pilot testing, and the scores obtained from the 

pilot test were analyzed to assess the test's reliability. Reliability, in this context, 

refers to the consistency of a test or a score, as defined by Mackey and Gass (2005). 

Cronbach’s Alpha was employed to assess internal consistency and reliability, 

revealing high levels across the tasks and the questionnaire items. The Cronbach 

Alpha coefficient ranged from 0.89 to 0.94. According to DeVellis (2003), 

Cronbach’s Alpha coefficient for a scale should surpass 0.70, and indicators of 
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internal consistency for a well-developed test should approach 0.80, as suggested by 

Dörnyei (2007). The observed coefficients in this study fall within the recommended 

range, affirming the reliability of the instruments. Moreover, the difficulty and 

discrimination index were analyzed for all tasks. The findings revealed that the item 

quality fell from 0.30 to 0.70 for the difficulty and discrimination index. 

3.8 Pilot Study Results 

This section presents the results from the reliability and validity measures of the 

English reading comprehension test and students’ attitudes toward MRSI. Analysis 

related to the appropriateness of the items used is also presented. 

3.8.1 The Pilot Results of the English Reading Comprehension Test 

As part of strength testing for the new instruments, a pilot study was conducted to 

create robust test items for the English reading comprehension test. The pilot study 

examined the validity and reliability of the test. The content validity was assessed by 

five experts in the area of English education who had taught English in Thai EFL 

contexts for more than ten years. The test was piloted with 60 Thai EFL 

undergraduate students to determine its reliability. The item difficulty and 

discrimination were also analyzed to identify the best available items for the final 

form of the test. 

The descriptive statistics in the pilot study consisted of the mean, standard deviation, 

skewness, and kurtosis. After that, the raw total test scores were converted into 

percentages. 

 

Table 1 Descriptive statistics of the pilot results of the English reading 

comprehension test (N = 60) 
 

 

 

English reading 

comprehension version: A test 

Min Max 𝒙 Total (%) S

D 

Skewness Kurtosis 

9 45 21.1

9 

42.50 7.

51 

0.89 0.44 

English reading 

comprehension version B test 

6 38 15.4

1 

36.86 6.

37 

0.85 0.96 

 

The pilot results revealed that the participants knew less than half of the items for the 

English Reading Comprehension Version A test (42.50%) and English Reading 

Comprehension Version B (36.86%). The distribution of scores was examined for 

normality. Skewness and kurtosis were around 0 and less than 2.0 Kunnan, 1998). 
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Therefore, there was no violation of the statistical assumption of normal distribution 

(Larson-Hall, 2016). 

3.8.2 Content Validity of the Attitude Questionnaire  

Five raters, each with approximately ten years of experience teaching English as a 

foreign language (EFL) in Thailand, were asked to verify the content validity of the 

attitude questionnaire. The raters were required to rate the content validity of the 

instruments’ items on an Index of Item-Objective Congruence (IOC) ranging from -1 

to +1 across the two instruments. The raters were informed about rating -1 for 

responses that did not measure the targeted points, 0 for unsure or unclear responses, 

and +1 for responses that measured the targeted points. The retention threshold was 

greater than 0.5 (Lynn, 1986). The content validity analysis revealed that all means in 

all instruments were greater than 0.5, as shown in Table 2. 

 

Table 2 Content validity by the IOC (five raters) 
Instruments 𝒙 Items Total of items 

Students’ attitudes toward the 

MRSI questionnaire  

0.80 3, 5, 6, 8, 12, 13, 14, 19,28 9 

0.60 1,2,4,7,9,10,11,15,16,17, 

18,20,21,22,23,24,25,26,27,29,30 

21 

 

3.8.3 Test Item Analysis of the English Reading Comprehension Test 

To ensure that the best available items are used in the test, an analysis of test item 

difficulty and discrimination can be used to select and discard target items based on 

the difficulty and discrimination values (Hopkins & Antes, 1990). This analysis was 

used to identify and discern appropriate items for participants. The items were 

considered moderate in terms of difficulty, ranging from 0.20 to 0.80. The items were 

easier if the value was higher than 0.80 and more difficult if the value was lower than 

0.20. In terms of item discrimination, the suitability range for the item property was 

0.20 to 0.80. The items with values of 0.20 or 0.80 or less must be adjusted. 
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Table 3 Item difficulty and discrimination for the English reading comprehension test 

(N = 60) 

Items Difficulty 

index 

Discrimination 

index 

Total of 

items 

Results 

1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 

13, 14, 15, 16, 17, 18, 19, 20, 21, 

22, 23, 24, 25, 26, 27, 28, 29, 30, 

31, 32, 33, 34, 35, 36, 37, 38, 39, 

40, 41, 42, 43, 44,  45, 46, 47, 

48, 49, 50, 51, 52, 53, 54, 55, 56, 

57, 58, 59, 60 

0.20-0.80 0.20-0.80 60 moderate 

1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 

13, 14, 15, 16, 17, 18, 19, 20, 21, 

22, 23, 24, 25, 26, 27, 28, 29, 30, 

31, 32, 33, 34, 35, 36, 37, 38, 39, 

40, 41, 42, 43, 44, 45, 46, 47, 48, 

49, 50 

0.20-0.80 0.20-0.80 50 moderate 

 

3.8.4 The Reliability of the Attitude Questionnaire  

A Cronbach’s Alpha measure of internal consistency and reliability was used to 

examine and verify the reliability of a test or a score (Mackey & Gass, 2005). 

According to DeVellis (2003), a scale’s Cronbach’s Alpha coefficient should be 

greater than 0.70, and internal consistency indicators for a well-developed test must 

be greater than 0.80 (Dörnyei, 2007). As shown in Table 4, the pilot results indicated 

that the internal consistency reliability estimates for instrument formats, e.i., the 

students’ attitudes toward the MRSI questionnaire, were accepted (all Cronbach’s 

values were ≥ 0.82). 

 

Table 4 Test Reliability 

Instruments N Cronbach’s α 

Students’ attitudes toward the MRSI questionnaire       60      0.90 
 

3.9 Ethical Considerations 

The present research received endorsement and approval (Project No. 318-273/2565) 

from the Ethics Committee of Mahasarakham University. Authorization was also 

granted by the Vice-Rector of the university. The recruitment process for all 

participants adhered to a meticulously designed set of formal procedures. In 

preparation for the study, prospective participants were furnished with a Participant 

Information Sheet (PIS) elucidating the research details and a Consent Form (CF) 

outlining their involvement. These documents were made available in the Thai 

language and underwent translation from English under the auspices of the accredited 
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Center for Translation and Interpretation within the Faculty of Humanities and Social 

Sciences at Mahasarakham University. 

Prior to their involvement, participants were actively sought to provide informed 

consent. The Consent Form (CF) and the Participant Information Statement (PIS) 

were disseminated to potential participants. These individuals were then requested to 

return the CF, indicating their willingness to participate in the study. Only those 

participants who submitted written informed consent forms bearing their signatures 

were subsequently included in the study. Strict confidentiality measures were 

employed for all collected participant data.  

The written instructions were meticulously crafted to mitigate any potential 

psychological or emotional distress among participants. Specifically, in the unlikely 

event that task difficulty caused distress, participants were reassured with the 

following message: the study was not an evaluation of their personal attributes but 

solely an assessment of their language skills. Importantly, the study did not involve 

any considerations of physical harm. 

3.10 Chapter Summary 

In this study, two groups were involved: the experimental group, which received 

instruction in metacognitive reading strategies, and the control group, which followed 

the traditional teaching method based on the English textbook. Before the 

commencement of instruction, both groups underwent a series of preliminary 

assessments, including the completion of a Consent Form (CF), a Participant 

Information Statement (PIS), and a reading comprehension pretest. Following the 

instructional period of 13 weeks, all participants were again engaged in assessment 

activities, completing a students' attitudes questionnaire (SAQ) and a reading 

comprehension posttest. Furthermore, 15 participants from the experimental group 

were asked to participate in a semi-structured interview to gather deeper insights 

about their use of metacognitive reading strategies in comprehending English reading 

texts. The subsequent analysis of data derived from these research instruments 

provided valuable insights into the effectiveness of the different instructional 

approaches. 
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CHAPTER IV 

QUANTITATIVE RESULTS 

This chapter presents the results of the study through the analysis of descriptive and 

inferential statistics to answer RQ 1 and RQ3, which examined the effect of MRSI on 

reading comprehension among Thai EFL engineering students and their attitudes 

toward MRSI. The chapter consists of two main sections. The first section reports the 

effect of MRSI on Thai EFL engineering students’ reading comprehension. The 

second section presents Thai EFL engineering students’ attitudes about using MRSI to 

improve their reading comprehension. 

4.1 Reading Comprehension in Thai EFL Engineering Students 

This section addressed how MRSI affected reading comprehension in Thai EFL 

engineering students. Two parallel reading comprehension tests, consisting of two 

versions (A and B), were administered to assess the engineering students’ reading 

comprehension after completing two different types of instruction over a 13-week 

duration. The tests were administered to the experimental and control groups before 

and after the instruction. The quantitative data were analyzed using descriptive and 

inferential statistics of the Statistical Package for the Social Sciences (SPSS) 26 

software tool. The descriptive statistics included the mean, standard deviation, 

skewness and kurtosis. The raw scores were converted into percentages for 

comparison. The percentages were used to compare reading comprehension test 

scores, which differ between versions. 

Table 5 illustrates the summary of descriptive statistics for the reading comprehension 

tests. The results showed that engineering participants in both groups scored higher at 

posttests than pretests at both Versions. Specifically, the participants in the 

experimental group achieved a mean score of 35.30% on reading comprehension 

version A (SD=12.90) before MRSI. In contrast, the participants in the control group 

achieved a mean score of 35.58% (SD=8.00). The participants in the experimental 

group obtained a mean score of 50.04% (SD=13.24), whereas the participants in the 

control group achieved a mean score of 43.28% (SD=9.75) after the instruction. Other 

relevant information is presented in Table 5. 
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The results from the reading comprehension test version B indicated improvements in 

reading comprehension for both the participants in the experimental group and those 

in the control group. More precisely, the participants in the experimental group 

obtained a mean score of 30.97% (SD=12.56) before the MRSI, whereas they gained 

a mean score of 43.41% (SD=13.87) after the MRSI. Similarly, the participants in the 

control group got a mean score of 31.39% (SD=11.50) before receiving the 

instruction, while they had a 6.76% increase after the instruction. These findings 

indicated that MRSI positively affected reading comprehension in Thai EFL 

engineering students.  

Table 5 A summary of descriptive statistics of the reading comprehension test 

Version Group Time Mean (%) SD Skewness Kurtosis 

A 

Control (n=63) 
Pre-test 21.67 35.58 8.00 0.112 -0.619 

Post-test 25.00 43.28 9.75 0.029 -0.945 

Experimental (n=82) 
Pre-test 15.00 35.30 12.90 1.494 1.899 

Post-test 31.67 50.04 13.24 1.210 0.959 

B 

Control (n=63) 
Pre-test 12.00 31.39 11.50 0.322 -0.738 

Post-test 18.00 37.90 11.23 -0.049 -0.711 

Experimental (n=82) 
Pre-test 14.00 30.97 12.56 0.923 1.055 

Post-test 18.00 43.41 13.87 0.935 0.979 
    

The distribution of scores was also examined for normality. Skewness and kurtosis 

were found to be normal across two test versions. As illustrated in Table 5, 

approximately 95% of case values lay within two standard deviations from the mean. 

Therefore, there appeared to be no violation of the statistical assumption of normal 

distribution (Larson-Hall, 2016). However, the overall scores of the participants in the 

control group on the version B test were slightly negatively skewed, indicating that 

the participant’s scores in the version B test clustered closer towards higher scores.  

A paired-samples t-test analysis was also conducted to determine whether there was 

any significant difference between reading comprehension test performance before 

and after receiving the instruction within the same group of participants. Effect sizes 

(d) were further conducted to calculate the strength of metacognitive reading strategy 

instruction. 

As shown in Table 6, based on the scores of the participants of the experiment group, 

the two times (pre-test and post-test) of the reading comprehension version A were 

significantly different, indicating a large effect size (t=29.15, p < 0.001, d=1.12). The 
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two times (pre-test and post-test) of the reading comprehension version B were also 

statistically different, revealing a large effect size (t=19.76, p < 0.001, d=0.94). In 

contrast, the results of the controlled group only showed that there was just a 

significant difference between the pre-test and post-test in the reading comprehension 

version A with a large effect size (t=8.85, p < 0.01, d=0.86), and the two times 

(pretest and posttest) of reading comprehension version B were also statistically 

different, revealing a large effect size (t=15.24, p < 0.01, d=0.57). 

Table 6 Comparisons between pre-test and post-test 

 Pre-test  Post-test t-value Effect size (d) 

Experimental group 

(n = 82) 

Read A VS Read A 29.15 1.12 

Read B VS Read B 19.76 0.94 

Controlled group 

(n = 63) 

ReadA VS ReadA 8.85 0.86 

Read B VS Read B 15.24 0.57 

Notes: ***p < 0.001, **p < 0.01  

 

 

Figure 3 Experimental group performance 

 

Figure 3 illustrates the summary of the paired-samples t-test analysis of the 

experimental group performance. The analyses of the results showed that reading 

comprehension version A and reading comprehension version B tests were 

significantly different with large effect sizes at both pre-test (reading comprehension 

version A versus reading comprehension version B; t=3.40, p < 0.001, d=3.27) and 
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post-test (reading comprehension version A versus reading comprehension version B; 

t=2.57, p < 0.001, d=0.43).  

 

  

 Figure 4 Control group performance  

 

Figure 4 shows the analysis of the paired-samples t-test of the control group's 

performance. The results indicated that there was a significant difference with large 

effect sizes at both pre-test (reading comprehension version A versus reading 

comprehension version B; t=15.72, p < 0.001, d=3.27) and post-test (reading 

comprehension version A versus reading comprehension version B; t=14.57, p < 

0.001, d=3.40). 

An independent-samples t-test analysis was also performed to examine whether there 

were any significant differences between two groups of engineering participants 

(experimental and control) at two different points in time (pre-and-post times). The 

effect sizes were also calculated and presented.  

The post-test results from Table 7 indicate a higher mean score in the experimental 

group for both Read A (M=3.40) and Read B (M=2.57) compared to the control 

group. The t-values of 0.58 for Read A and 0.43 for Read B suggest that the 

differences between the experimental and control groups are not statistically 

significant. However, the trend indicates potential benefits in reading comprehension 

for the experimental group, warranting further investigation into the efficacy of the 

experimental teaching methods. 
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Table 7 Comparisons between two experimental groups in the post-test 

Groups Tests 
Post-test 

t d 

Experiment Read A 
3.40 0.58 

Control Read A 

Experiment Read B 
2.57 0.43 

Control Read B 

 

 

Figure 5 Post-test score between experimental and controlled groups 

 

As illustrated in Figure 5, the analysis of the results showed that there were 

statistically significant differences and medium effect sizes on the reading 

comprehension version A test between experimental and control groups in the post-

test (t=3.40, p > 0.01, d=0.58) and also on the reading comprehension version B test 

in the post-test (t=2.57, p > 0.01, d=0.43). 

 

Figure 6 Comparison between experimental and controlled groups with the combined 

reading comprehension version A and reading comprehension version B tests 
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As shown in Figure 6, the comparison between experimental and control groups from 

the combined reading comprehension version A and reading comprehension version B 

tests was significantly different, revealing a large effect size (t=26.55, p < 0.001, 

d=0.55). More specifically, the participants of the experimental group scored better on 

reading comprehension version A at about 93.45% (M=46.72, SD=12.48) than the 

participants in the control group’s scores of approximately 67.65% (M=40.59, 

SD=9.18). Following the treatment, it became evident that the participants in the 

experimental group obtained a higher score on the reading comprehension test 

compared to those in the control group, showing an increase of approximately 

25.80%. 

4.2 Participants’ Attitudes towards MRSI   

This section presents the results of the attitudes of Thai EFL engineering students 

towards MRSI to enhance their reading comprehension. The five-point Likert scale 

questionnaire was used to obtain quantitative data. The results were presented using 

the mean, standard deviation and percentage.  

Table 8 The participants’ attitudes towards MRSI  

Metacognitive strategies No. of items Mean % SD Meaning 

Planning 10 4.22 84.32 0.65 very high 

Monitoring 10 4.20 84.05 0.63 high 

Evaluating 10 4.15 82.95 0.66 high 

Total 30 4.19 83.77 0.65 high 

Note: N=82  

 

The results of MRSI aimed at improving the reading comprehension of Thai EFL 

engineering students are displayed in Table 8. The total mean score representing their 

attitudes towards MRSI was at 4.19 (equivalent to 83.77%), with a standard deviation 

of 0.64, indicating a strong agreement regarding MRSI. In particular, planning 

strategies obtained an average score of 4.22 (84.32%) among the participants, with a 

standard deviation of 0.65. Based on this data, the participants considered planning 

strategies beneficial in enhancing their reading comprehension. Likewise, with a mean 

score of 4.20 (84.05%) and a standard deviation of 0.63, the participants demonstrated 

a substantial degree of agreement regarding the advantageous nature of monitoring 
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tactics in enhancing reading comprehension. Furthermore, the efficacy of evaluation 

strategies in improving reading comprehension was also acknowledged, as indicated 

by the substantial degree of agreement expressed on the Likert scale survey (M=4.15 

(82.95%), S.D.=0.66). To conclude, the present findings suggested that the explicit 

instruction of the metacognitive reading strategies (i.e., monitoring, evaluating, and 

planning) was beneficial for improving the reading comprehension of engineering 

students. 

Table 9 The participants’ attitudes towards planning strategies   

Rank Statement Mean % SD Meaning 

1 Creating a detailed plan for my reading is an 

essential step that significantly improves my overall 

experience. 

4.51 90.24 0.55 very high 

2 Trying different planning strategies is an exciting 

way to explore and enrich my reading experience. 

4.33 86.59 0.61 very high 

3 I consistently take the time to plan my reading, 

finding it essential for a better understanding. 

4.32 86.34 0.61 very high 

4 Planning my reading provides structure and 

guidance, helping me stay focused on the reading 

material. 

4.29 85.85 0.64 very high 

5 Setting specific goals for my reading tasks is crucial 

to enhancing my comprehension. 

 

4.28 85.61 0.65 very high 

6 I consider that planning the reading strategies is so 

beneficial. 

4.27 85.37 0.61 very high 

7 I recognize the importance of planning my reading 

tasks and try not to skip this step. 

4.26 85.12 0.68 very high 

8 I adapt my reading strategy based on the type of 

material, ensuring a tailored approach for each. 

4.02 80.49 0.75 high 

9 Flexibility in planning approaches, allowing me to 

explore various methods. 

3.95 79.02 0.65 high 

10 I believe that planning impacts my overall reading 

experience. 

3.93 78.54 0.73 high 

 

 Total 4.22 84.32 0.65 very high 

 

The data from Table 9 provides insightful details regarding participants' attitudes 

towards planning strategies for their reading endeavors. A resounding 84.32% of 

respondents collectively exhibit a very high level of appreciation for planning 

methodologies. Notably, the majority (90.24%) regard creating a detailed plan for 

their reading as an indispensable step, emphasizing its significant role in enhancing 

their overall experience. Furthermore, a substantial proportion (86.59%) expresses 

enthusiasm towards exploring diverse planning strategies, viewing it as an avenue to 

enrich their reading journey. This sentiment is echoed in the affirmation of 86.34% of 
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participants who find that planning imparts structure and guidance, aiding in 

maintaining focus on the reading material. Similarly, 85.85% assert that consistent 

planning is pivotal for achieving a deeper understanding of the content.  

Moreover, 85.61% acknowledge the importance of not bypassing the planning stage, 

recognizing its inherent value in facilitating effective reading tasks. Setting specific 

goals for reading tasks is deemed crucial by 85.37% of respondents, underscoring the 

significance of goal-oriented approaches in bolstering comprehension. Additionally, a 

substantial portion (80.49%) emphasizes the necessity of adapting reading strategies 

based on the nature of the material, advocating for a tailored approach to optimize 

learning outcomes. Although a minority (78.54%) holds a contrasting belief, stating 

that planning significantly impacts their reading experience, the overwhelming 

consensus among participants towards planning strategies signifies a prevalent 

inclination towards structured methodologies to enhance reading comprehension and 

overall engagement. 

Table 10 The participants’ attitudes towards monitoring strategies   

Rank Statement Mean % SD Meaning 

1 Monitoring my comprehension is a crucial aspect that 

significantly contributes to my overall reading 

satisfaction. 

4.51 90.24 0.57 very 

high 

2 Monitoring my comprehension enhances my overall 

reading achievement. 

4.37 87.32 0.62 very 

high 

3 Adjusting my reading pace based on comprehension is 

a practice I find valuable for a more effective reading 

experience. 

4.29 85.85 0.53 very 

high 

4 I consistently notice when I lose focus while reading 

and actively address it. 

4.24 84.88 0.56 very 

high 

5 I believe that being aware of time limitations 

contributes significantly to my reading. 

4.21 84.15 0.64 very 

high 

6 I actively consider the effectiveness of my reading 

strategies, reflecting on my approach to enhance 

comprehension. 

4.18 83.66 0.67 high 

7 I find it essential to adapt my reading pace based on the 

complexity of the material. 

4.17 83.41 0.66 high 

8 I am attentive to time constraints, ensuring I allocate 

my time wisely during reading sessions. 

4.16 83.17 0.69 high 

9 I consistently check my understanding as I progress 

through a text, ensuring a thorough grasp of the 

content. 

3.95 79.02 0.65 high 

10 Reflecting on my reading habits interest me; I prefer to 

read without analyzing my approach. 

3.94 78.78 0.74 high 

 Total 4.20 84.05 0.63 high 

  



 

 

 
 81 

The findings from Table 10 elucidate participants' attitudes towards monitoring 

strategies within the context of reading comprehension research. Notably, the data 

underscores a pervasive recognition among participants of the paramount importance 

of monitoring comprehension, with an overwhelming majority (90.24%) endorsing its 

crucial role in fostering overall reading satisfaction. This sentiment is further 

corroborated by 87.32% of respondents who attribute their reading achievement to 

effective comprehension monitoring, indicating a widespread acknowledgment of its 

instrumental role in academic or personal reading goals. 

Moreover, the high percentage (85.85%) of participants valuing the practice of 

adjusting reading pace based on comprehension underscores the integration of 

metacognitive awareness into reading strategies. This aligns with existing research 

highlighting the positive correlation between metacognitive monitoring and reading 

comprehension performance. Similarly, the proactive approach demonstrated by 

84.88% of participants in addressing lapses in focus during reading sessions resonates 

with the literature on attentional control and its implications for reading 

comprehension.  

Furthermore, the participants' emphasis on time management, with 84.15% 

acknowledging its significance in reading, reflects a cognizance of the temporal 

constraints inherent in reading tasks. Additionally, reflecting on reading strategies and 

adapting reading pace according to material complexity (83.66% and 83.41%, 

respectively) underscores the integration of self-regulatory processes into reading 

behaviors. 

Overall, these findings provide valuable insights into the attitudes and behaviors of 

readers regarding monitoring strategies, highlighting their relevance within the 

broader research landscape on reading comprehension and metacognition. 

Table 11 Engineering students’ attitudes of evaluating strategies  

Rank Statement Mean % SD Meaning 

1 Note taking is the appropriate strategy that promote 

reading comprehension. 

4.48 89.51 0.61 very high 

2 I see value in restating information in my own words to 

deepen my understanding of the content. 

4.23 84.63 0.61 very high 

3 I have confidence in the effectiveness of my reading 

strategies, believing they significantly impact my 

comprehension of the text. 

4.22 84.39 0.61 very high 
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Table 11 reveals engineering students' attitudes towards evaluating strategies in their 

reading practices, demonstrating a notable emphasis on metacognitive engagement 

and comprehension verification. With a collective endorsement of 82.95%, 

participants predominantly value evaluation methodologies, highlighting a proactive 

approach to optimizing reading comprehension. Notably, the majority (89.51%) 

underscore the significance of self-testing and textual evidence verification, indicative 

of a strong commitment to ensuring understanding—a strategy aligned with cognitive 

psychology's emphasis on self-testing as a practical learning tool. 

Moreover, participants prioritize restating material in their own terms (84.63%) and 

assessing confidence in understanding (84.39%), reflecting a metacognitive awareness 

of comprehension processes. This aligns with research suggesting that restructuring 

information aids comprehension and that metacognitive strategies enhance learning 

outcomes. Additionally, participants’ recognition of stress cues (83.41%) and 

consistent assessment of reading efficacy (83.17%) further emphasize integrating 

affective and reflective components into reading comprehension, showcasing a 

holistic approach towards comprehension enhancement. Despite a minority 

expressing a higher priority for assessing performance (76.83%), the prevailing trend 

towards valuing evaluating strategies underscores their perceived importance in 

optimizing reading comprehension and learning outcomes among engineering 

students. 

4 I recognize the importance of verifying whether I 

comprehend the content or task during reading. 

4.17 83.41 0.64 high 

5 I put my concentration on the text content for the 

appropriateness of the reading purposes. 

4.16 83.17 0.64 high 

6 Achieving reading goals and objectives is a priority for 

me, as it enhances my overall reading comprehension 

of the material being read. 

4.15 82.93 0.74 high 

7 I actively evaluate the success of my reading 

experiences, seeking continuous improvement. 

4.13 82.68 0.68 high 

8 Comparing the effectiveness of different reading 

strategies is a valuable practice that helps me refine my 

approach. 

4.12 82.44 0.64 high 

9 I regularly reflect on my reading skills and habits, 

engaging in self-assessment for continual growth. 

3.98 79.51 0.68 high 

10 I believe that evaluating my own performance and 

progress through reading tasks is important; I just read. 

3.84 76.83 0.71 high 

 Total 4.15 82.95 0.66 high 
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4.3 Chapter Summary 

This chapter investigated the impact of Metacognitive Reading Strategy Instruction 

(MRSI) on the reading comprehension of Thai EFL engineering students. Two 

parallel reading comprehension tests (Versions A and B) were administered to 

experimental and control groups before and after 13 weeks of instruction. Descriptive 

and inferential statistics, including mean scores and standard deviations, were utilized 

to analyze the quantitative data. The results indicated significant improvements in 

reading comprehension for both groups following MRSI, with effect sizes indicating 

large to medium effects. Furthermore, the findings suggested a positive impact of 

MRSI on participants' attitudes towards reading comprehension strategies, with high 

levels of agreement regarding the effectiveness of planning, monitoring, and 

evaluating strategies. These results underscored the importance of metacognitive 

engagement in enhancing reading comprehension outcomes among engineering 

students. 

The study also examined the distribution of scores for normality and conducted 

paired-samples t-tests to assess differences in comprehension performance before and 

after instruction within each group. Additionally, independent-samples t-tests 

compared performance between experimental and control groups at different time 

points, revealing potential benefits in reading comprehension for the experimental 

group. Effect sizes further demonstrated the strength of MRSI in improving 

comprehension outcomes. Moreover, the chapter presented detailed reading 

comprehension test scores analyses, highlighting statistically significant differences 

and medium to large effect sizes between experimental and control groups.  

The results align with both the global and Thai contexts, indicating a convergence in 

recommendations regarding the integration of metacognitive reading strategies. 

According to the study of Aziz (2020), the findings endorse the practice of 

periodically assessing students' knowledge of metacognitive reading strategies and 

integrating instruction on these strategies into ESL classes. This resonates with the 

observed significant improvements in reading comprehension following MRSI, 

emphasizing the efficacy of metacognitive engagement in enhancing reading 

outcomes. Similarly, in the Thai context (Thongwichit and Buripakdi, 2021), the 

suggestion to integrate metacognitive reading strategies across various subjects 
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echoes the broader applicability of these strategies beyond English reading classes. 

This alignment underscores the importance of incorporating metacognitive strategies 

into teaching practices to enhance students' mastery of reading comprehension across 

diverse educational settings.  Overall, the findings supported the efficacy of MRSI in 

enhancing the reading comprehension skills of Thai EFL engineering students, 

providing valuable insights into the role of metacognitive strategies in academic 

achievement. 
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CHAPTER V 

QUALITATIVE RESULTS AND DISCUSSIONS 

This chapter presents the findings of the qualitative analysis, addressing the third 

research question concerning the utilization of metacognitive reading strategies by the 

participants across three different proficiency levels: low, medium, and high. This 

study exclusively relied on interview data as the only qualitative source to explore 

answers to the research question. The chapter describes each emergent theme 

thoroughly before providing a summary. The qualitative research conducted in this 

study offers additional insights that the quantitative findings alone could not 

sufficiently capture. This supplementary perspective serves to validate the conclusions 

drawn from the quantitative data. 

5.1 Identifying the thematic patterns of metacognitive reading strategies 

This section aims to understand the nature of strategy use (i.e., metacognitive 

strategies) among Thai engineering undergraduates. In this section, the primary focus 

is the analysis of the interview data and the qualitative description of the 15 

participants after receiving the MRSI to enhance reading comprehension skills. Based 

on the results of a reading comprehension posttest, the engineering students were 

categorized as having high, moderate, or low reading proficiency. The reading 

comprehension exam result of high proficiency (H) students was at least 70%. The 

reading comprehension test performance of the learners classified as low proficient 

(L) was at or below 40%. The reading comprehension test results of the learners 

classified as moderately skilled (M) ranged from 41% to 69%. The fundamental 

premise guiding these three participant groups was that individuals with greater 

competence levels would employ a greater variety and frequency of methods than 

those with lower proficiency levels. In Chapter 3, further pertinent reasons for the 

selection of these situations are detailed. 

The essential qualities of the metacognitive methods are detailed in Table 12. 

Metacognition is comprised of three fundamental components: (1) formulating an 

action plan, (2) overseeing or regulating the plan, and (3) assessing the plan (Cohen, 

1998; Pressley, 2002). Students devised a strategy before engaging with a given text. 

For instance, they might assess the precedence of their tasks. Then, while reading the 
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context, students supervise this course of action by employing metacognitive 

methods. They might consider what crucial details they should retain or what course 

of action they should pursue if they cannot comprehend the context. Ultimately, upon 

assessing their strategy, these pupils contemplate the potential applications of the 

reading strategies to additional reading challenges and determine whether any 

misunderstandings require further clarification. To summarize, metacognitive reading 

techniques can be classified into three key components: (1) strategies employed 

before reading (planning), (2) strategies monitored during reading, and (3) strategies 

applied after reading (evaluation). Thus, these three components guided the thematic 

analysis of the qualitative data in the current study. 

Table 12 Taxonomic themes of metacognitive strategies used by Thai engineering 

students 
Strategies stages Salient attributes/characteristics 

Planning Pre-reading 

strategies 

• establishing and keeping reading goals 

• skimming and scanning and guessing what a text is about; 

overviewing 

• determining what and when to read; deciding which reading 

materials or documents are appropriate to the specific goals of 

the reading 

Monitoring While-reading 

strategies 

• paying attention to key points by focusing on words and 

phrases 

• self-questioning or self-regulating 

• guessing meanings from context clues 

• problem-solving; rereading and adjusting the reading speed; 

using fix-up strategies for reading problems 

• translation; converting L2 to L1 for better comprehension. 

• using background knowledge 

Evaluating Post-reading 

strategies 

• summarizing and checking comprehension; creating a concept 

mapping 

• judging the key message of the text, determining what is 

essential 

• retelling or synthesizing 
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The pre-reading strategies were associated with scanning and guessing what a text is 

about or predicting the subject matter of a text, as seen in Table 12. During this phase, 

students determined which reading materials and papers corresponded to the 

particular objectives of their reading. Once students have assessed the appropriateness 

of the reading materials, they may engage in self-inquiry, speculate on the information 

based on its context, and reflect on the subject matter. 

The while-reading strategies involved self-questioning, self-reflection, self-

monitoring and problem-solving. By asking themselves questions regarding the 

significance of the text or reading material, students engaged in self-questioning and 

focused on their reading. As part of self-monitoring, students assessed their 

comprehension and focus on their strategy. Students might additionally resolve their 

reading issues or problems through problem-solving techniques. 

Post-reading strategies consisted of assessment and feedback on assessment. Students 

may assess their techniques by self-reflection regarding their reading objectives, the 

efficacy of their implementation, and additional considerations about the assigned 

reading passage. Each of these inquiries enabled them to assess the effectiveness of 

their proposed course of action and subsequently adjust their response. 

5.2 The use of metacognitive strategies among engineering students 

5.2.1 Pre-reading strategies used by engineering students with different 

proficiency levels 

The study’s data analysis showed that the participants actively used varied 

metacognitive strategies to understand their reading. More precisely, reading 

strategies that participants used included scanning the text, paying attention to the key 

points, determining the topic sentences, focusing on the keywords or phrases, using 

background knowledge, guessing meaning from contextual clues, consulting the 

dictionary, re-reading, summarizing after reading, translating English into Thai, and 

asking themselves questions related to the subject matter or topic. During the pre-

reading stage, research participants employed supplementary themes, establishing and 

keeping reading goals, skimming and scanning for general information (overviewing 

texts), and determining what and when to read, as elaborated below. 
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Establishing and keeping reading goals 

Engineering students across different levels of reading proficiency utilized various 

metacognitive strategies during pre-reading activities to enhance their comprehension 

of texts. These strategies seemed to align with their proficiency levels and reading 

goals. 

Students with low reading proficiency tended to prioritize immediate comprehension 

tactics that assisted in quick understanding. Their planning stage often involved 

setting goals to read the questions to pinpoint answers directly or identify familiar 

words and guess their meaning from context. This approach was more about saving 

time and relying on direct clues within the text to build understanding. During the 

reading process, they may use strategies like scanning the text for specific information 

that matched the questions they had read beforehand. Their comprehension was likely 

to focus on whether they could find answers or recognized words rather than a deeper 

understanding of the text. The following excerpts could support these claims: 

[1] My goal is to read the question first to find the answers.  (L1) 

[2] I usually plan or set my goal before reading each time. This helps me read faster. (L2) 

[3] I set my reading goal to read the context first and then look for other supports. (L5) 

Moderate proficiency readers displayed a more balanced approach in their 

metacognitive strategy use. Their planning included carefully considering the subject, 

visuals, and context before diving into questions. This indicated a shift from seeking 

immediate answers to understanding the broader context of the reading material. The 

following excerpts could support the above arguments: 

[4] I carefully consider the subjects, visuals, and situations before making reading the 

questions my primary priority to meet my reading objectives. (M1) 

[5] I usually read the context first and then check over the questions to make sure I’ve met 

my reading objectives. (M3) 

[6] I read each sentence carefully to get the major point in keeping with my reading 

objectives. (M4) 

High-proficiency students demonstrated a strategic approach to setting clear, subject-

specific reading goals. Planning for these students involved establishing goals that 

guided their study sessions, helping them stay focused and motivated. Their 

monitoring strategies included staying on track with progress and ensuring their 

reading aligned with the established goals. This level of metacognitive strategy use 
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indicated a deep engagement with the text and a long-term commitment to improving 

reading skills. The following excerpts could argue the above assertations: 

[7] I have set clear reading objectives for each topic, which has helped me stay focused and 

motivated. Establishing reading goals has been crucial because it guides my study sessions 

and keeps me on track with my progress. (H1) 

[8] Reading goals have been instrumental in my progress in providing a sense of direction 

and purpose to my study sessions. I've found that setting specific reading goals helps me stay 

motivated and accountable for my learning. (H3) 

[9] I always prioritize my reading goals for my learning journey, and they keep me motivated 

to achieve my objectives. I've affirmed that setting and keeping reading goals helps me stay 

disciplined and committed to improving my English skills. (H5) 

In summary, engineering students with varying levels of reading proficiency 

employed different metacognitive strategies in pre-reading activities based on their 

immediate and long-term reading goals. Low-proficiency students focused on quick 

comprehension tactics, moderate proficiency students balanced understanding the 

context with finding answers, and high-proficiency students emphasized setting clear, 

subject-specific goals for focused study sessions and motivation. This differentiation 

in the strategy used showcases the adaptive nature of metacognitive strategies to 

individual reading goals and proficiency levels. 

Skimming and scanning for general information (Overviewing texts) 

Engineering students employed varied metacognitive strategies in the pre-reading 

stage, adapting their approach according to their reading proficiency levels. These 

strategies, primarily skimming for a general overview and scanning for specific 

details, were critical for enhancing text comprehension and were distinctly utilized by 

students across different proficiency levels. 

Students with low reading proficiency focused on immediate comprehension tactics. 

Their strategy involved a rudimentary level of skimming, where they aimed to 

identify the overall context and any familiar words that could help them grasp the 

text's meaning. This was often followed by a glance at the questions, aiming to save 

time by directly searching for answers within the text. They highlighted and 

underlined relevant information, indicating an initial scan for familiar words or 

phrases before attempting a deeper understanding. This approach suggested a 
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preference for straightforward, direct clues in the text that aid in building a basic level 

of comprehension. 

[10] I look for overall contexts to find which words I can remember or translate, and I will 

know the meaning if I can find keywords. (L1) 

[11] I will read and translate the context first. (L3) 

[12] I will first examine the questions and observe the paragraph for some familiar words. 

(L4) 

Moderate reading proficiency students took a slightly more engaged approach. They 

enhanced their skimming by taking notes on unfamiliar words and paying attention to 

supplementary materials like pictures to understand the topic better. When scanning, 

these students exhibited a structured method by first understanding the context and 

then addressing the questions, underlining the answers they found. This method 

balanced grasping the general context and searching for specific details, showcasing a 

progression from simply identifying keywords to actively engaging with the text to 

extract meaningful information. 

[13] I take notes on unfamiliar words and refer to pictures to understand the topic. (M1) 

[14] I read the context first, looked at the questions, and then underlined and found the 

answers. (M3) 

[15] I like looking at pictures and gaining new vocabulary from games. (M5) 

High-proficiency students demonstrated a sophisticated utilization of both skimming 

and scanning. They began with a quick skim to grasp the general structure and main 

ideas, showcasing an advanced understanding of how to overview a passage 

efficiently. This was followed by a focused scan for specific details required to 

answer questions, where they efficiently pinpointed keywords or phrases. This 

systematic search for information indicated a deep engagement with the text and a 

systematic approach to retrieving relevant sections swiftly. High proficiency students’ 

strategy highlighted a strategic blend of gaining a broad understanding through 

skimming and delving into the specifics through scanning, reflecting a high level of 

reading comprehension and efficiency. 

[16] Before delving into the text, I quickly scan the questions to understand the required 

information. Skimming the passage gives me a broad understanding of the main ideas, 

while scanning helps me locate specific details mentioned in the questions. (H1) 

[17] I get a general sense of the passage through a quick skim. Once I have an overview of 

the content, I switch to scanning, focusing on specific sections to extract key details. (H3) 
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[18] My reading process starts with a glance by skimming. To explore the details, I 

transitioned to scanning for systematically searching any specific information needed to 

answer questions. (H4) 

In summary, the metacognitive strategies of skimming and scanning played a pivotal 

role in how engineering students across varying levels of reading proficiency 

approached the pre-reading stage. While low-proficiency students prioritized quick 

comprehension by identifying keywords and direct answers, moderate-proficiency 

students engaged more deeply with the text by note-taking and analyzing visual aids. 

On the other hand, high-proficiency students employed a highly effective, strategic 

combination of skimming for overall understanding and scanning for detailed 

information. This adaptive utilization of pre-reading strategies enhanced 

comprehension and reflected the nuanced nature of metacognitive strategy application 

tailored to individual proficiency levels. 

Determining What and When to Read 

In engineering education, where students were inundated with many reading 

materials, adopting metacognitive strategies for optimizing reading comprehension 

was paramount. This research delved into how engineering students, categorized by 

their low, moderate, and high reading proficiency levels, employed metacognitive 

strategies to effectively determine what and when to read, aiming to enhance their 

academic success. The findings revealed distinct approaches used by each proficiency 

group. Low reading proficiency students prioritized a structured, sequential approach, 

beginning with examining topics and questions before delving into the contexts. Their 

strategies were characterized by skimming and scanning to identify relevant contexts 

and keywords and a significant emphasis on translating unfamiliar terms, indicating a 

careful planning phase and a focus on incremental comprehension improvement. Here 

are some examples of low proficient readers’ strategy use: 

[19] I will read the topic, question, and context, respectively. (L2) 

[20] I will look at the questions and then use skimming to see the related contexts. (L3) 

[21] I will find the familiar words first, then guess from the context clues and use a 

translation tool for the words I can’t translate. (L4) 

Moderate reading proficiency students, on the other hand, blended foundational 

tactics with more interactive learning strategies. Their approach included repetition, 

active engagement with the material, and using visual aids and language games to 
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expand vocabulary and solidify understanding. This group actively monitored their 

comprehension by underlining critical parts of the text and re-reading passages, 

reflecting a balanced method of engaging with reading materials. Below are moderate 

proficient readers’ excerpts:  

[22] I start by reading the passage, then look at questions, underline key parts, and find the 

answers. (M3) 

[23] For questions, I read them first, find keywords, and then go through each sentence to 

get the answer. (M4) 

[24] I look at pictures and play language games to learn new words, making it a fun way to 

expand my vocabulary. (M5) 

High reading proficiency students showcased advanced metacognitive strategies, 

emphasizing deep engagement with texts through summarization, visualization, and 

active recall exercises. These students employed a systematic approach to reading, 

starting with an overview of text structures such as headings and subheadings and 

paying close attention to bolded or italicized terms that signify essential concepts. 

Their strategies highlighted an advanced level of planning and a commitment to 

reinforcing memory and comprehension through discussions, teaching, and periodic 

material review. 

[25] I summarize each section to solidify my understanding further. Once I've grasped the 

main concepts, I engage in active recall exercises to reinforce my memory. (H1) 

[26] To remember content, I often engage in discussions or teach the material to someone 

else. I periodically review previously learned material to maintain retention and prevent 

forgetting. (H4) 

[27] Before diving into a text, I preview headings, subheadings, and summaries to 

understand the structure and key points. While reading, I notice bolded or italicized words, 

which often indicate important terms or concepts. (H5) 

Low-proficiency students prioritized quick comprehension tactics, while moderate-

proficiency students engaged more deeply with the text. High-proficiency students 

demonstrated a strategic approach, setting clear goals for focused study sessions. 

Similarly, in skimming and scanning for general information, low-proficiency 

students employed rudimentary techniques, while moderate-proficiency students 

enhanced their strategies with note-taking. High-proficiency students efficiently 

overviewed passages and pinpointed specific details. Overall, the students' strategies 
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reflected the adaptability of metacognitive approaches to individual reading goals and 

proficiency levels. 

The study on pre-reading strategies among engineering students revealed a nuanced 

relationship between proficiency levels and metacognitive approaches, shaping 

reading comprehension outcomes. Low-proficiency students prioritize quick 

comprehension tactics, moderate-proficiency students balance understanding the 

context with finding answers, and high-proficiency students emphasize setting clear, 

subject-specific goals. This underscores the importance of tailored strategies for 

enhancing comprehension and academic success in engineering education. 

5.2.2 While-reading strategies used by engineering students 

Throughout the while-reading process, participants utilized additional themes: paying 

attention to the main points of a text (i.e., focusing on keywords and/or phrases), 

guessing meanings from context clues, self-questioning, problem-solving (i.e., 

rereading; adjusting reading speed, translation, and using background knowledge, as 

described below. 

Paying attention to the main points of a text (i.e., focusing on keywords and/or 

phrases) 

The engineering participants realized that locating the primary idea of a reading text is 

essential. The participants sought to identify the main idea while reading. Therefore, 

they highlighted the most important sentence, conveying each paragraph’s central 

idea or crucial details. According to their account, they determined the key concept of 

a paragraph by examining its opening sentence, as instructed in the metacognitive 

approach training. When the initial sentence could not identify the central notion, the 

individual endeavored to conceive it independently. They examined the passage's 

supporting facts after locating it through the use of the Wh-Questions (i.e., who, what, 

where, when, how, and why) during the reading process, and they identified the key 

theme. They believed that knowing the supporting details enhanced their 

comprehension of the reading materials, whereas these WH questions helped them 

grasp the big picture. 

The low reading proficiency students used to review the questions to efficiently guide 

the reading process, followed by locating answers in the text and underlining essential 

information. This approach reflected prioritizing time-saving techniques and reliance 
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on question-answer relationships for comprehension. The second strategy emphasized 

identifying familiar words within the text, supplemented by guesswork using context 

clues. Additionally, using a translation tool for unfamiliar vocabulary aided in 

understanding the main points of the passage. Both strategies underscored the 

importance of employing specific techniques to overcome comprehension challenges 

and extract essential information from the text. 

[28] I will look at the questions first because I need to save time. Then, I will find the 

answers and then underline them. (L2) 

[29] I will find the familiar words first, then guess from the context clues and use a 

translation tool for the words I can’t translate. (L4) 

For moderate reading proficiency students, several effective strategies for 

comprehending and remembering the main points of a text were identified. One 

strategy involved reading the text repeatedly and focusing on surrounding words to 

extract meaning from context. Another approach entailed reading the context first, 

examining questions and underlining relevant information to find answers. 

Additionally, some students adopted a question-driven method, analyzing questions, 

identifying keywords, and scrutinizing each sentence to determine the most suitable 

answer. These strategies emphasized active engagement with the text and the use of 

systematic techniques to enhance comprehension and retention of essential 

information. 

[30] I find it beneficial to read repeatedly, focusing on the surrounding words to grasp 

meanings. (M1) 

[31] I will read the context first, look at the questions and then underline and find the 

answers. (M3) 

[32] I will read the questions first, then find the keywords and look at each sentence to see 

which one should be the answer. (M4) 

High reading proficiency students employed various effective strategies to 

comprehend and retain the main points of a text. They demonstrated a keen ability to 

recognize substitution or connection words, which enhanced their comprehension of 

the context and overall message. Additionally, these students emphasized focusing on 

the context and main ideas to grasp fundamental concepts and themes presented in the 

text thoroughly. They also utilized strategic techniques such as underlining important 

phrases or concepts while simultaneously considering the context, facilitating the 
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identification of crucial information. These approaches highlighted the advanced 

metacognitive awareness and skillful utilization of reading comprehension strategies 

among high reading proficiency students. 

[33] I already recognize substitution or connection words, enabling me to comprehend the 

context more effectively enhancing my understanding of the overall message. (H1) 

[34] I focus on the context and main ideas, ensuring that I grasp the fundamental concepts 

and themes presented in the text. (H2) 

[35] I underline important phrases or concepts while simultaneously focusing on the 

context without initially considering the topic, thereby aiding in identifying crucial 

information. (H4) 

In conclusion, low reading proficiency students primarily relied on time-saving 

techniques, such as reviewing questions first and using familiar words supplemented 

by guesswork and translation tools. Moderate proficiency students actively engaged in 

repeated readings, examined context, and employed question-driven approaches to 

identify essential information systematically. In contrast, high-proficiency students 

demonstrated advanced metacognitive skills, recognizing substitution words, focusing 

on context and main ideas, and strategically underlining crucial information. These 

findings underscored the importance of tailored strategies to overcome 

comprehension challenges effectively, highlighting the progression in reading 

proficiency levels. 

Guessing meanings from context clues 

Participants in this study deduced the meaning of unfamiliar words by examining the 

relationships between the sentences in which these words appeared while reading. The 

participants consulted a dictionary when the terms were critical and required 

comprehension. However, when the question words were not essential, the students 

omitted them. Instead, they focused on the subject, verb, object, and complement 

forms of the sentences as the following statements from each student, which could be 

categorized into reading proficiency levels. 

Low reading proficiency students primarily relied on recognizing familiar words and 

using context clues to guess the meanings of unfamiliar words. They often resorted to 

translation tools for assistance and focused on guessing the general idea of the text. 

[36] I will find the familiar words first, then guess from the context clues and use a 

translation tool for the words I can’t translate. (L2) 
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[37] If I don't know a word, I look at the words around it to guess what it means. (L4) 

[38] When I see a new word, I try to guess its meaning. (L5) 

With moderate reading proficiency, students employed strategies, including guessing 

word meanings from the surrounding context and checking related sentences for 

clues. They actively engage with the text to infer meanings, occasionally using 

dictionary applications for verification.  

[39] I guessed from the sentence that I didn’t know the meanings and then looked at the 

other sentences to see the related contexts. (M1) 

[40 When I don't understand a word, I reread the sentence and try to guess its meaning 

based on the other words. (M4) 

[41] If there's a word I don't know, I check for other words nearby that give me a clue. (M5) 

High reading proficiency students demonstrated advanced skills in deducing word 

meanings from context. They utilized sophisticated strategies such as skimming and 

scanning, examining word forms and structures, and paying attention to surrounding 

words to make educated guesses about unfamiliar vocabulary. Their approach 

emphasized a deep understanding of the text's context and linguistic features. 

[42] Indeed, context clues, particularly word forms and structures, often guide me in 

deducing meanings during reading. (H2) 

[43] When faced with unfamiliar words, I read word by word, relying on context clues and 

surrounding words to make educated guesses about their meanings. (H4) 

[44] When encountering a 'fire extinguisher,' I notice words like 'fire' and 'safety 

equipment' nearby. This helps me understand that it's probably a device to extinguish fire. 

(H5)  

Students across different reading proficiency levels demonstrated various strategies 

for guessing meanings from context clues. Low-proficiency students primarily relied 

on recognizing familiar words and utilizing translation tools. In contrast, students with 

moderate proficiency actively guessed by examining surrounding sentences and 

occasionally resorted to dictionary applications. In comparison, high-proficiency 

students employed advanced techniques such as skimming, scanning, and analyzing 

word forms and structures to infer meanings effectively. Their approach emphasized a 

deep understanding of the text's context and linguistic features, showcasing their 

advanced metacognitive skills in reading comprehension. 
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Self-questioning 

The participants reported self-questioning to confirm comprehension before, during, 

and after the reading process. They posed queries to themselves to predict the subject 

matter of the textbook before reading. They then questioned themselves while reading 

to validate the integrity of their hypotheses. Furthermore, when they encountered 

difficulties comprehending lengthy, intricate sentences, they employed the who, what, 

when, where, why, and how inquiries to ascertain the passage's central argument. 

They reinforce their comprehension by asking themselves additional questions 

following the initial reading. 

Low reading proficiency students primarily utilized self-questioning to maintain focus 

on the context and facilitate comprehension. They set their questions to guide their 

understanding of the material and ensure they extract relevant information from each 

paragraph. 

[45]. I will set my questions for each paragraph to find the answers. (L1)  

[46] I question myself about what information is needed to answer the questions. (L2) 

[47] Setting questions helps me keep focusing on the context. (L4)  

Moderate reading proficiency students actively engaged in self-questioning to 

enhance comprehension and retention of key information. They created mental 

questions while reading, cross-checking their understanding by setting questions 

independently and verifying their responses with the text. 

[48]. I try to set the questions for exercises first and then check my answers by rereading 

the context. (M1) 

[49] I questioned myself about whether I understood the main points. I create mental 

questions while reading to keep myself actively involved. It aids in better understanding and 

retention. (M2) 

[50] Before moving on to exercises, I set the questions independently and cross-check my 

responses with the text to ensure accuracy. (M5)  

High reading proficiency students demonstrated advanced self-questioning techniques 

to target essential information and ensure a thorough understanding of the text. They 

formulated questions both before and during reading, strategically guiding their 

comprehension process and contributing to improved reading efficiency. 

[51]. Formulating questions before and during reading helps me target key information, 

ensuring a comprehensive understanding. (H1) 



 

 

 
 98 

[52] Self-questioning plays a pivotal role in my reading strategy, ensuring I extract 

meaningful information and contributing to improved reading efficiency. (H3) 

[53] By formulating questions before and during reading, I strategically target essential 

information, enriching my comprehension and ensuring a thorough understanding of the 

text. (H5)  

In summary, students employed self-questioning to enhance comprehension and 

reinforce understanding before, during, and after reading. While low-proficiency 

students used self-generated questions to focus on context and cope with reading 

problems, moderate-proficiency students actively engaged in mental questioning to 

stay involved and ensure comprehension. High-proficiency students utilized self-

questioning as a pivotal tool to target essential information, enrich comprehension and 

contribute to improved reading efficiency. These findings underscored the importance 

of self-questioning as a metacognitive strategy that evolves with increasing reading 

proficiency. 

Problem-solving (i.e., rereading, adjusting reading speed) 

The theme of problem-solving, encompassing techniques like rereading and adjusting 

reading speed, is prevalent. Participants across different proficiency levels 

demonstrated problem-solving by relying on repeated readings to extract meaning 

from complex texts and adjusting reading speed based on the difficulty of the 

material. The interviews shed light on how these problem-solving strategies varied in 

complexity and efficiency among Thai engineering students, providing insights into 

their distinct approaches to enhance reading comprehension as the following 

statements;   

Low reading proficiency students employed problem-solving strategies primarily 

through repeated readings to enhance understanding. They relied on rereading as a 

key technique to ensure comprehension and capture all the details presented in the 

text. 

[54]  I will read repeatedly for reading because it helps me understand better. (L1) 

[55]  I often go back and reread to ensure I capture all the details. (L2) 

[56]  Rereading is important to ensure the context's information. (L5) 

Moderate reading proficiency: students demonstrated problem-solving skills by 

adjusting their reading speed based on the complexity of the material. They slowed 
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down or speeded up as needed to comprehend challenging passages effectively, 

employing rereading when necessary to grasp the content fully. 

 [57] My reading speed has increased, aided by the strategies learned, and I comprehend 

contexts more thoroughly when faced with unfamiliar words. (M1) 

[58]  When dealing with challenging texts, I find it helpful to adjust my reading speed to 

ensure thorough comprehension. (M3) 

[59]  Sometimes, I need to slow down and reread sections to understand them; other times, 

I can skim through familiar content. (M5) 

High reading proficiency students exhibited advanced problem-solving abilities by 

dynamically adjusting their reading speed and strategically rereading to dissect 

complex passages and extract essential information. They deliberately reviewed 

challenging sections to deepen comprehension and maintain focus, showcasing a 

sophisticated approach to problem-solving in reading. 

 [60] I deliberately review passages that are difficult for me and dynamically modify my 

reading speed. Using this method, I can ensure I understand the material and pick up on its 

subtleties. (H1) 

[61] Rereading is a strategic practice I employ to dissect intricate passages and extract 

essential information. Adjusting my reading speed accordingly allows me to maintain focus 

and comprehension. (H2) 

[62]  A crucial component of my problem-solving strategy is dynamically adjusting my 

reading speed and strategically rereading. I can successfully explore hard books thanks to 

these strategies. (H5) 

To sum up, participants demonstrated problem-solving strategies in reading, including 

rereading and adjusting reading speed. Low-proficiency students relied on repeated 

readings to enhance understanding, while moderate-proficiency students adjusted 

their speed to comprehend challenging passages effectively. High-proficiency 

students employed advanced techniques such as dynamic speed adjustment and 

strategic rereading to dissect complex texts and maintain focus. These findings 

showed the varying levels of problem-solving skills among Thai engineering students 

and their distinct approaches to enhancing reading comprehension.  

Translation 

As reported by the participants, translation was employed in situations where their 

comprehension of the original English text was inadequate. As soon as the 

participants finished reading the English text, they translated it from English to Thai. 
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Additionally, they stated that they did not translate the text from English to Thai word 

for word but rather summarized the central meaning of the paragraph in Thai after 

reading it in its entirety. Nevertheless, they lamented that translating a chapter into 

Thai was a laborious process and disrupted their reading flow. They said it was 

unnecessary to translate the section if it had few difficult words and was 

straightforward. 

When participants could not comprehend what they read directly in English, 

translation was reportedly utilized. The individuals engaged in a cognitive shift from 

English to Thai as they read. Additionally, they stated that they condensed the entire 

meaning of a paragraph into Thai after reading it in its entirety rather than translating 

it word for word from English to Thai. Although they did comment that translating a 

chapter into Thai was time-consuming and disrupted the flow of their reading, they 

did not elaborate. Furthermore, they stated that translation was unnecessary if the 

piece was simple and had few problematic terms. 

Low reading proficiency students heavily relied on translation tools to overcome 

language barriers and enhance comprehension. They found value in translating 

contexts effectively and used dictionary applications to aid understanding when faced 

with unfamiliar words.  

[63]  I can translate the contexts more effectively. (L1) 

[64]  I can't translate some words, so I use a dictionary application. (L2) 

[65]  Translation tools are valuable for me. (L4) 

With moderate reading proficiency, students utilized translation as a key strategy 

when encountering challenging English texts. They prioritized summarizing the main 

ideas in Thai after reading the passage rather than translating word-for-word to 

reinforce comprehension. 

[66] I summarize the main ideas in Thai after reading the passage rather than translating 

word-for-word. (M1) 

[67] Translation plays a key role when I struggle with certain English texts. After reading 

the passage in English, I mentally switch to Thai. (M2) 

[68]  After reading the text in English, I will translate the main points into Thai to reinforce 

my comprehension. (M4) 

High reading proficiency students demonstrated a nuanced approach to translation, 

prioritizing summarizing the main ideas in Thai to ensure comprehension while 
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avoiding the disruption of translating every word. They strived to comprehend 

English texts directly but acknowledged the necessity of translation, especially with 

highly intricate passages. 

[69] However, I prioritize summarizing the main ideas in Thai after reading the entire 

paragraph rather than translating word-for-word. (H1) 

[70] After reading the text, I mentally summarize the main points in Thai to ensure 

comprehension, although I find that translating every word disrupts the flow of my reading. 

(H2) 

[71]  While I strive to comprehend English texts without translation, there are occasions 

when I find it necessary, especially with highly intricate passages. (H4) 

 

In conclusion, participants applied translation to enhance comprehension when faced 

with challenging English texts. Low-proficiency students preferred translation tools to 

overcome language barriers, while moderate-proficiency students prioritized 

summarizing main ideas in Thai after reading to reinforce comprehension. High-

proficiency students demonstrated an approach that prioritizes summarizing main 

ideas in Thai while striving to comprehend English texts directly. These findings 

highlighted the varying approaches to translation among Thai engineering students 

and their strategies for overcoming comprehension challenges in English reading. 

Using background knowledge 

According to the participants, background knowledge or prior experience was crucial 

when reading English academic texts. The individuals could forecast the information 

contained when they previously knew the reading passage. They also readily 

understood the concepts of the English academic texts. Moreover, according to the 

participants, their personal experiences enhanced their comprehension of the idea 

conveyed in the book and piqued their interest in it. According to their findings, 

individuals who lacked prior information encountered reading challenges. 

Regarding the utilization of prior knowledge, the individuals with limited competence 

in reading English expressed that they could comprehend the content of a given piece 

more effectively when this approach was implemented. As a result, individuals 

attempt to decipher a text and forecast the significance of unfamiliar words by 

drawing connections between the text and their personal experiences or prior 

knowledge. In contrast, individuals lacking prior knowledge or experience with the 
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subject matter would selectively read the portions of the text that aligned with their 

understanding, omitting unfamiliar words, phrases, and convoluted sentences. On the 

other hand, those with a high level of English reading competence recognized the 

criticality of prior knowledge and experiences when it came to their academic English 

reading, despite the fact that they also utilized alternative reading strategies to 

comprehend a book. The individuals claimed that when they lacked prior knowledge 

regarding a particular text, they employed diverse reading strategies, such as deducing 

meanings using contextual cues or examining grammatical structure. They reported 

that their prior knowledge enhanced their comprehension of the material and bolstered 

their enthusiasm for reading. Additionally, they stated that they might employ their 

prior knowledge to approximate its content when uncertain about the meaning of 

specific phrases. 

Low reading proficiency students relied on personal experiences and background 

knowledge to comprehend English texts. They found that relating the material to their 

own lives makes the content more accessible and aids in navigating through 

challenging passages. 

[72]  I often rely on my personal experiences to try and grasp the meaning. (L1) 

[73] English texts become much easier when I can relate the material to my background 

knowledge. (L2) 

[74]  I've found that relying on my prior knowledge helps me navigate challenging English 

passages. (L5) 

Moderate reading proficiency: students had learned to integrate background 

knowledge with other reading strategies when encountering complex English texts. 

They prioritized words they could relate to their experiences, improving their 

comprehension of academic English materials. 

 [75] I’ve learned to blend my background knowledge with other reading strategies when 

facing complex English texts. (M1) 

[76] When encountering unfamiliar vocabulary in English texts, I try to prioritize words that 

I can relate to my experiences. (M2) 

[77] Understanding academic English texts has improved as I've learned to integrate my 

background knowledge with other reading techniques. (M3) 

High reading proficiency students demonstrated a deep understanding of the 

importance of background knowledge in comprehending English texts. They 

seamlessly integrated prior experiences with other reading strategies, unlocking 
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deeper layers of meaning within the text and appreciating the significant impact of 

background knowledge on their comprehension skills. 

[78]  Integrating my background knowledge with other reading strategies has become 

second nature when tackling challenging English texts. It's like weaving together different 

threads of understanding. (H1) 

[79] I've found that my prior experiences play a pivotal role in my ability to comprehend 

complex English passages. Drawing on what I already know can unlock deeper layers of 

meaning within the text. (H2) 

[80] Reflecting on my reading journey, I've come to appreciate the significant impact of 

background knowledge on my comprehension skills. It's like having a solid foundation 

upon which to build my understanding. (H4) 

During the while-reading process, engineering students employed various strategies 

based on their proficiency levels. Low-proficiency students relied on time-saving 

techniques and translation tools, while moderate-proficiency students engaged in 

mental questioning and adjusted reading speed. High-proficiency students utilized 

advanced techniques like dynamic speed adjustment and strategic rereading. They 

also integrated background knowledge, with low-proficiency students heavily relying 

on personal experiences, while high-proficiency students seamlessly integrated prior 

experiences with other strategies. These findings showcased diverse while-reading 

approaches among Thai engineering students and their impact on comprehension 

across proficiency levels. 

In summary, the study highlighted how while-reading strategies vary among 

engineering students based on their proficiency levels, influencing reading 

comprehension outcomes. Low-proficiency students relied on time-saving tactics and 

translation tools, hindering deeper understanding. Moderate-proficiency students 

engaged in active reading methods, leading to improved comprehension. High-

proficiency students demonstrated advanced skills in recognizing context clues, 

facilitating comprehensive understanding. These findings underscored the correlation 

between tailored strategies and enhanced comprehension outcomes across proficiency 

levels among engineering students. 
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5.2.3 Post-reading Strategies Used Engineering Students 

During the post-reading process, participants applied supplementary themes: 

summarizing, retelling or synthesizing, and judging the key message of the text, as 

outlined below. 

Summarizing 

The participants explored the reading strategies by summarizing, checking 

comprehension, and creating concept maps. Participants with different proficiency 

levels shared insights into how these strategies enhanced their understanding of 

complex academic English texts. They condensed information through summarizing 

and employing concept mapping as a visual aid to organize and consolidate 

information. Insights from low, moderate, and high-proficiency readers offer a 

comprehensive view of these strategies’ impact on reading efficiency among Thai 

engineering students as follows;  

Low reading proficiency students emphasized the value of summarizing in 

understanding complex English texts. They stated that summarizing helped them 

break down information and enhanced their comprehension of English materials. 

[81] Summarizing is valuable for me in understanding difficult English texts. (L1) 

[82] I’ve found that summarizing English texts helps me break down the information. (L4) 

[83] Summarizing the information helps me understand English texts. (L5) 

Moderate reading proficiency students highlighted the importance of summarizing as 

a powerful tool for organizing information from academic English texts. They viewed 

summarizing as a transformative strategy that guides them through the complexities 

of English reading. 

[84] Summarizing English texts requires me to carefully select the most important 

information by focusing on key points. (M1) 

[85] Summarizing is a powerful tool for organizing information from academic English 

texts. (M3) 

[86] Summarizing has revolutionized how I approach studying English texts. It's like 

creating a roadmap that guides me through the complexities. (M5) 

High reading proficiency students demonstrated a mastery of summarizing as a skill 

that facilitated a deeper understanding of complex English texts. They also 

emphasized checking comprehension and using concept maps to visualize 

connections between concepts, enhancing their comprehension and study approach. 
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[87] Summarizing English texts has become second nature to me. It's a skill that allows me 

to distil complex information into its essential components, facilitating deeper 

understanding. (H1) 

[88] Checking comprehension is a critical step in my reading process. I employ various 

strategies, including summarizing and paraphrasing, to ensure I fully grasp the material. 

(H2) 

[88] Using concept maps has improved my approach to studying English texts. It's like 

creating a blueprint that illuminates the structure and summarizes my understanding of its 

complexities. (H5) 

Students with various reading proficiency showed the importance of summarizing as a 

critical strategy in understanding complex academic English texts. Low-proficiency 

students found summarizing valuable in breaking down information, while moderate-

proficiency students viewed it as a transformative tool for organizing materials. High-

proficiency students mastered summarizing and utilizing additional strategies such as 

checking comprehension and using concept maps to enhance their overall 

comprehension and study approach. These findings highlighted the varied approaches 

to summarizing among Thai engineering students and their significant impact on their 

reading efficiency and comprehension of English materials. 

Retelling or synthesizing 

Retelling or synthesizing has been proven to be a useful strategy by students looking 

to strengthen their understanding of academic materials. Using this approach, 

important information must be painstakingly extracted from the text and presented in 

the author's own words. Students who participated in this reflective activity hope to 

improve their retention and general comprehension of the subject matter by 

internalizing and reinforcing the knowledge. 

Low reading proficiency students emphasized the importance of retelling or 

synthesizing academic material to improve comprehension. They focused on 

extracting essential information from the text, aiding their understanding of complex 

concepts. 

[89] Retelling has become an essential strategy for me. (L1) 

[90] I've discovered that retelling academic material improves my ability to comprehend it. 

(L2) 

[91] When I retell or synthesize academic texts, I focus on extracting the most important 

information. (L5) 
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With moderate reading proficiency, students integrated retelling or synthesizing into 

their study routines as a method of sense-making and clarification. They viewed this 

process as essential for deepening their understanding and strengthening their grasp of 

academic texts. 

[92] Writing summaries or summarizing academic content has become essential to my 

study routine. (M1) 

[93] Retelling or synthesizing is a sense-making process to clarify my understanding and 

strengthen my grasp. (M4) 

[94] Retelling or synthesizing academic materials is like weaving together threads of 

knowledge that create my comprehension and retention. (M5) 

 

High reading proficiency students demonstrated a mastery of retelling or synthesizing 

as a reflective practice that enhances their learning. They articulated complex ideas in 

their own words, consolidating their understanding and internalizing the material. For 

them, retelling or synthesizing was not merely regurgitating information but a process 

of genuinely comprehending and owning the content. 

[95] Retelling or synthesizing academic materials has become second nature to me. By 

articulating complex ideas in my own words, I deepen my understanding and solidify my 

grasp of the material. (H1) 

[96] I've found that retelling or synthesizing is an effective way to consolidate my learning. 

I reinforce key concepts and enhance my comprehension by reconstructing the content in my 

own words. (H2) 

[97] Retelling or synthesizing academic texts allows me to engage with the material deeply. 

I strengthen my understanding and retention by distilling complex information into clear and 

concise summaries. (H3) 

All participants emphasized the significance of retelling or synthesizing to strengthen 

their understanding of academic materials. Low-proficiency students focus on 

extracting essential information, while moderate-proficiency students integrate this 

practice into their routines for sense-making and clarification. High-proficiency 

students demonstrated a deep understanding of retelling or synthesizing as a reflective 

practice that enhances their learning and solidifies their grasp of complex concepts. 

These findings underscored the importance of retelling or synthesizing as a valuable 

tool for improving comprehension and retention among Thai engineering students. 
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Judging what is the key message of the text 

Students use the post-reading technique of identifying the main idea in texts with 

skill. After their reading sessions, these students were adept at recognizing and 

grasping the main ideas, condensing the most important details for improved 

comprehension and memory. Their dedication to synthesizing knowledge and 

deriving significant insights from academic content was emphasized by this strategic 

approach according to these statements;  

Low reading proficiency students emphasized the importance of identifying the main 

idea in texts as a crucial skill for comprehension. They consciously tried to recognize 

and grasp the central message after their reading sessions, significantly enhancing 

their understanding. 

[98] Identifying the main idea in texts has become a crucial skill for me. (L1) 

[99] After my reading sessions, I made a point of identifying the main idea. (L2) 

[100] Focusing on identifying the main idea after reading sessions boosts my 

understanding. (L5) 

With moderate reading proficiency, students prioritized identifying the main idea of 

texts to strengthen their comprehension and gain deeper insights. They viewed this 

post-reading strategy as essential for synthesizing knowledge effectively and retaining 

key details long after completing their reading sessions. 

[101] Recognizing the main idea strengthens my comprehension and solidifies my 

understanding of complex academic content. (M1) 

[102] I prioritize identifying the text’s main idea to synthesize knowledge effectively and 

gain deeper insights. (M2) 

[103] Through practice, I've become adept at identifying the main idea in texts to recall key 

details long after reading. (M5) 

High reading proficiency students demonstrated a mastery of identifying the main 

idea in texts as a fundamental step in post-reading analysis. They effortlessly distilled 

the essence of the material, synthesizing key details to enhance comprehension and 

derive significant insights into complex academic content. 

[104] For me, identifying the main idea of a text is a fundamental step in post-reading 

analysis by synthesizing key details into complex academic content. (H1) 

[105] After completing my reading sessions, I effortlessly identify the text’s main idea. This 

strategic approach allows me to synthesize knowledge effectively. (H3) 
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[106] I've mastered identifying the main idea in texts, which has developed my approach to 

post-reading analysis. I enhance my comprehension and gain deeper insights into 

academic content by synthesizing key details. (H5) 

During the post-reading phase, engineering students applied various strategies to 

enhance their understanding of texts. They emphasized summarizing as a crucial tool, 

with low-proficiency students focusing on breaking down information, moderate-

proficiency students viewing it as transformative, and high-proficiency students 

mastering it along with checking comprehension and using concept maps. Retelling or 

synthesizing was also valued, with all proficiency levels seeing it as essential for 

comprehension and retention. Lastly, identifying the key message of the text was 

highlighted, with students across proficiency levels recognizing its importance in 

strengthening comprehension and gaining deeper insights. 

Post-reading strategies vary among Thai engineering students based on their 

proficiency levels, impacting reading comprehension outcomes. Low-proficiency 

students rely on summarizing to understand complex texts, while moderate-

proficiency students integrate it for sense-making. High-proficiency students master 

summarizing as a reflective practice, deepening their understanding. Similarly, 

retelling or synthesizing progresses from basic comprehension aid to a reflective 

exercise, and identifying the main idea evolves from simple recognition to strategic 

synthesis. These findings highlight the adaptive nature of metacognitive strategies 

across proficiency levels, emphasizing their crucial role in enhancing comprehension 

and academic success among Thai engineering undergraduates. 

5.3 Metacognitive strategies used by low, moderate, and high engineering 

students 

The study of metacognitive strategy use among Thai engineering university students 

reveals insightful distinctions across various levels of reading proficiency. Through an 

analysis that incorporates participants’ interviews, an understanding emerges of how 

students at different proficiency levels—high, moderate, and low—navigate through 

the stages of reading: pre-reading, while-reading, and post-reading, employing 

strategies that are intricately linked to their comprehension abilities. 

Moreover, it examined how Thai engineering students of varying reading proficiency 

levels employed metacognitive strategies across different stages of reading. In the pre-
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reading phase, low-proficiency readers focused on immediate comprehension, while 

moderate readers engaged more deeply with the context, and high-proficiency readers 

set clear, intentional goals. During reading, low-proficiency students employed 

straightforward strategies, while moderate and high proficiency readers demonstrated 

deeper comprehension through evolved techniques. Post-reading strategies showed a 

progression from basic to sophisticated approaches across proficiency levels, with 

high-proficiency readers exhibiting mastery over complex material. These findings 

highlighted the adaptive nature of metacognitive strategies and their role in enhancing 

comprehension and academic success in engineering education. 

In the pre-reading phase, establishing and keeping reading goals varies significantly 

across the proficiency spectrum. Low-proficiency readers, such as those represented 

by excerpts from L1 and L2, focus on direct comprehension tactics, often aiming for 

immediate understanding through surface-level engagement with the text. For 

example, L1’s strategy to “read the question first to find the answers” typifies a 

pragmatic approach aimed at efficiency rather than depth. Conversely, moderate 

proficiency readers, illustrated by M1’s contemplative strategy to “carefully consider 

the subjects, visuals, and situations,” display a more nuanced engagement that seeks 

to understand the broader context. As shown in H1’s excerpt, high-proficiency readers 

exhibit a strategic approach by setting clear, subject-specific goals indicative of a 

deeper, more intentional engagement with the material. 

During the reading process, attention to the main points and the ability to guess 

meanings from context clues highlight further distinctions. Low-proficiency students 

rely on straightforward strategies, exemplified by L2’s focus on questions first for 

time-saving. In contrast, moderate and high proficiency readers demonstrate an 

evolved strategy use. M1’s engagement with the text through repeated readings and 

H1’s sophisticated analysis, recognizing “substitution or connection words,” 

showcases a deeper comprehension and a strategic manipulation of text to glean 

meaning. 

Post-reading strategies reveal a significant progression in the complexity and 

effectiveness of metacognitive strategy across proficiency levels. Summarizing, for 

instance, evolves from a simple breakdown of information by low-proficiency 

readers, as L1 finds summarizing helpful in understanding complex texts, to a 
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sophisticated analytical tool for high-proficiency readers. H1’s approach to 

summarizing, allowing for the distillation of complex information, underscores a 

mastery over material that enhances comprehension. Similarly, retelling or 

synthesizing moves from a straightforward exercise for low-proficiency readers, 

aiming to improve comprehension by extracting key information, to a reflective 

practice for high-proficiency readers. H1’s ability to articulate complex ideas in their 

own words deepens understanding and solidifies their grasp of the material. 

Identifying the main idea post-reading, from L1’s basic recognition to H1’s strategic 

synthesis, further illustrates the depth of comprehension achievable through advanced 

metacognitive strategies. 

These findings illustrate the adaptive nature of metacognitive strategies across 

different reading proficiency levels among Thai engineering undergraduates. While 

low-proficiency readers prioritize immediate comprehension tactics, moderate-

proficiency readers balance understanding context and seeking answers. On the other 

hand, high-proficiency readers demonstrate a sophisticated engagement with texts, 

employing strategic approaches that enrich comprehension and academic 

performance. This tailored approach to reading underscores the importance of 

metacognitive strategies in navigating the academic demands of engineering 

education, highlighting their role in enhancing comprehension and fostering academic 

success. 

5.4 Chapter Summary 

This chapter delves into the use of metacognitive strategies by Thai engineering 

undergraduates, segmented by their reading proficiency into high, moderate, and low 

levels. It emphasizes the structured approach to reading comprehension by employing 

pre-reading, while-reading, and post-reading strategies tailored to enhance students’ 

understanding based on their proficiency levels. Metacognitive strategies significantly 

influenced reading comprehension among engineering students across proficiency 

levels. Low-proficiency individuals favored quick comprehension tactics prior to 

reading, while moderate-proficiency students aimed for a balance between 

understanding context and finding answers, and high-proficiency learners prioritized 

setting clear, subject-specific goals. During reading, low-proficiency students' reliance 

on time-saving methods impeded deeper understanding, unlike moderate-proficiency 
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students who utilized active reading for enhanced comprehension. High-proficiency 

students excelled in recognizing context clues for comprehensive understanding. Post-

reading, summarizing transitioned into a reflective practice, and identifying the main 

idea advanced into strategic synthesis. These findings highlighted the adaptable nature 

of metacognitive strategies and their substantial impact on reading comprehension 

across engineering students' proficiency levels. 
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CHAPTER VI 

DISCUSSIONS AND CONCLUSION 

This chapter will delve into the research findings from both quantitative and 

qualitative perspectives. It will contextualize the results within the theoretical 

framework that guided the study, offering an interpretation of these findings while 

drawing comparisons with prior research to highlight any parallels or distinctions. The 

analysis of the present findings is expected to shed light on the effectiveness of 

instruction in metacognitive reading strategies in enhancing the reading 

comprehension skills of Thai EFL undergraduate students. Furthermore, this chapter 

intends to delve deeper into the qualitative data, providing a richer understanding of 

how students utilize metacognitive reading strategies and their perceptions of MRSI. 

It will also explore the broader implications of these findings and suggest directions 

for future research in this area. 

6.1 The Effects of Metacognitive Reading Strategy Instruction (MRSI) on the 

Reading Comprehension 

The study investigated the impact of Metacognitive Reading Strategy Instruction 

(MRSI) on the reading comprehension abilities of Thai EFL engineering 

undergraduate students, revealing significant improvements in reading comprehension 

following MRSI. Analysis of pretest and posttest scores showed substantial increases 

in reading comprehension for the experimental group, with significant differences and 

large effect sizes indicating the effectiveness of MRSI. While differences between the 

experimental and control groups’ post-test scores were not statistically significant, the 

trend suggests MRSI's potential to enhance reading comprehension, meriting further 

exploration. 

The experimental group’s post-test performance demonstrated a significant 

enhancement in reading comprehension, with a substantial improvement in scores 

from the pretest to the posttest. This improvement highlights MRSI’s role in enriching 

reading proficiency and suggests its ability to improve reading comprehension 

outcomes significantly. The findings align with existing research, emphasizing the 

benefits of cognitive and metacognitive strategy instruction in enhancing reading 

comprehension (Oranpattanachai, 2023; Ketworrachai & Sappapan, 2022). This body 
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of work supports the effectiveness of explicit strategy instruction and the positive 

impact of metacognitive strategies in fostering deeper text understanding and more 

effective reading practices, underlining the cognitive, social, and linguistic advantages 

of employing metacognitive strategies in the reading process.   

The observed improvement in reading comprehension among study participants can 

largely be ascribed to the MRSI’s instructional approach, which emphasized planning, 

monitoring, and evaluation as crucial components. In the planning stage, students 

were encouraged to strategize their reading through pre-reading, active reading, and 

post-reading phases. This stage involved anticipatory activities like considering the 

reading material’s topic and remarkable elements to prepare a preliminary 

understanding of the text. Tools such as images, diagrams, titles, and subtitles played 

a critical role in this phase, helping students to hypothesize about the text’s content. 

During the reading (monitoring) phase, students practiced self-assessment to track 

their understanding and progress, employing a range of metacognitive reading 

strategies to navigate the text effectively. These strategies, which included connecting 

with the text, making predictions, inferring, recognizing textual structures, and using 

visual organizers, facilitated their ability to pinpoint and annotate critical information 

within the text. Fogarty (1994) observed that such strategies are pivotal in enhancing 

comprehension.  

In the final evaluation phase, students critically reflected on their reading, evaluating 

the relevance, reliability, and utility of the information they gathered and reflecting on 

their engagement and development as readers. This reflective process, as described by 

Fries-Gaither (2012) and based on the frameworks by Zimmermann and Pons (1986), 

involved assessing the quality of one’s reading and learning. A participating student, 

H1, noted the value of learning and applying these strategies in reading sessions, 

which facilitated overcoming reading challenges and improving comprehension 

scores. The methodology of explicitly teaching metacognitive reading strategies, 

followed by guiding students towards autonomous application, as recommended by 

Beers (2003), Collins (2005), and Yang & Wilson (2006), appears to boost 

engineering students’ metacognitive strategy awareness significantly. This approach 

has shown a clear link with enhanced reading comprehension performance, 

demonstrating the effectiveness of MRSI in fostering better reading outcomes. 
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Additionally, the observable improvements in reading comprehension among the 

study’s participants post-MRSI could be linked to the strategic emphasis on 

leveraging their existing knowledge base to enhance understanding and retention of 

the reading materials. Within the MRSI framework, educators deliberately involved 

students in exercises designed to tap into their prior knowledge of the subject before 

introducing new reading materials. This preparatory step encouraged students to 

mentally organize and predict the content and structure of upcoming texts, thereby 

priming them for a more effective engagement with the main ideas. Engaging in 

preliminary discussions about the text’s title and analyzing any associated imagery 

helped students frame an initial comprehension of the core concepts they were about 

to encounter. Moreover, providing definitions and context for key vocabulary terms 

relevant to the upcoming content further prepared students for a deeper understanding 

of the material. Beginning sessions with the instructor reading the text aloud offered 

students a general overview of the text’s main themes and content, setting a 

foundation for more detailed exploration. This approach is supported by existing 

literature, which posits that activating students’ background knowledge before reading 

plays a crucial role in enhancing their organizational skills and overall comprehension 

of the material (Johnson & Keier, 2010; Marzano, 2004; Kintsch, 1998; Willingham, 

2007). Reflecting on this, a participant identified as M1 shared, “The method our 

teacher used to make us reflect on what we already knew about the topic and the 

vocabulary we were familiar with, before building on this base to understand the 

lesson’s content, was effective for me.” This indicates that strategies focused on prior 

knowledge activation and the structured teaching of metacognitive reading strategies 

significantly contribute to improved comprehension skills. 

Thirdly, the study’s duration and the structured reading tasks were deemed effective 

for applying MRSI. Student feedback indicated a steady improvement in reading 

comprehension throughout the study. The selected 13-week period for MRSI was 

effective in demonstrating significant enhancements, consistent with Chamot’s (2005) 

findings on the necessity of integrating MRSI with ongoing instruction over a 

considerable timeframe. This observation is supported by research indicating that 

metacognitive skills enhance gradually with time, especially with direct instruction 

that encourages the independent use of metacognitive strategies (Hacker, 1998; 
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Livingston, 1997; Paris & Winograd, 1990). Additionally, the emphasis on the need 

for commitment and consistent effort in mastering these strategies was highlighted 

(Garner, 1992). For students not accustomed to strategic reading, creating tasks that 

are challenging yet achievable with effort can encourage the development of strategic 

reading habits (Garner, 1992; Veenman & Beishuizen, 2004). 

In conclusion, evidence from both the reading comprehension assessments (Version A 

and B) and detailed interviews demonstrates that students exposed to the 

Metacognitive Reading Strategy Instruction (MRSI) exhibited notably higher 

advancements in their understanding and use of metacognitive strategies than those 

who did not receive this instruction. Developing metacognitive skills involves several 

phases, transitioning from conscious control to semi-automatic and finally to fully 

automatic application. Achieving automaticity in using these strategies is challenging, 

particularly within a brief timeframe and with minimal practice. Given that first 

language (L1) learners require considerable time to master and employ metacognitive 

reading strategies, second language (EFL/ESL) learners will understandably need 

even more time. Students require ample time to fully assimilate the metacognitive 

strategies that are explicitly taught through the instruction, enabling them to 

effectively oversee and guide their reading practices (Alvermann & Phelps, 2002). 

This process ultimately leads to enhanced reading comprehension skills. 

Further depth is added to these findings through qualitative data obtained from semi-

structured interviews and classroom observations, which elucidate the impact of 

MRSI across students of varying reading proficiencies. For instance, students 

identified as low-proficiency readers initially faced challenges with comprehension 

and engagement. Still, after the MRSI intervention, they reported significant 

improvements in their ability to understand and interact with texts. These students 

particularly benefited from the planning and monitoring phases of MRSI, which 

equipped them with strategies to approach reading materials more effectively and 

assess their comprehension in real-time (Fogarty, 1994). 

Moderate-proficiency readers valued the evaluative component of MRSI, which 

encouraged them to critically assess the reading process and the authenticity and 

applicability of the information encountered. Activities designed to activate prior 

knowledge, such as discussing the text’s title and examining related visuals, were 
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instrumental in deepening these students’ engagement with and understanding of the 

reading materials (Johnson & Keier, 2010; Marzano, 2004). 

High-proficiency readers already possessing strong reading skills found that MRSI 

further refined their metacognitive awareness and strategic reading practices. This 

group highlighted the advanced strategies and reflective practices introduced through 

MRSI, which enhanced their analytical capabilities and overall comprehension of 

complex texts. The targeted instruction in metacognitive strategies facilitated these 

students’ ability to navigate academic texts with greater proficiency, thereby 

improving their academic performance (Beers, 2003; Collins, 2005). 

The qualitative findings provide context to the quantitative improvements, illustrating 

how MRSI caters to the diverse needs of learners across different proficiency levels. 

This detailed account shows that MRSI, through its emphasis on planning, 

monitoring, and evaluating reading strategies, significantly contributes to the reading 

comprehension of EFL engineering students, supporting their academic success in a 

challenging discipline. By blending quantitative outcomes with qualitative insights, 

this research underscores the comprehensive impact of MRSI, affirming its 

effectiveness as an essential pedagogical approach for enhancing reading 

comprehension among EFL learners in engineering education (Alvermann & Phelps, 

2002; Chamot, 2005). 

6.2 Positive Attitudes Toward MRSI  

The study on Metacognitive Reading Strategy Instruction (MRSI) among Thai EFL 

engineering undergraduate students showed a positive reception and attitudes towards 

this instructional method, underscored by the significant majority—over 80%—of 

students reporting favorable opinions towards planning, monitoring, and evaluating 

strategies. These findings highlight the effectiveness of MRSI in fostering an 

encouraging learning environment and improving reading comprehension skills. 

The overwhelmingly positive response of Thai EFL engineering students towards 

Metacognitive Reading Strategy Instruction (MRSI) significantly highlights the 

crucial role student attitudes play in enhancing their reading comprehension skills. 

Through MRSI, students engage with metacognitive strategies—planning, 

monitoring, and evaluating—tailored to improve their approach to reading complex 

academic texts. This approach has resonated well with the engineering students, as 
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evidenced by their feedback, reflecting a keen appreciation for the structured support 

provided by MRSI in navigating their academic readings. 

For instance, the planning phase of MRSI encourages students to actively think about 

the reading material before beginning the reading process. A student identified as ST7 

(L2) noted the support and guidance provided by teachers in overcoming difficulties, 

which empowered them to communicate more openly and inquire further. This 

indicates that learners’ initial planning and support in setting reading goals 

significantly bolster their confidence and willingness to engage with the reading 

material. 

During the monitoring phase, students assess their understanding in real time, 

adjusting their reading strategies as needed. ST5 (M2) shared their excitement in 

recalling vocabulary taught during classroom activities, highlighting the joy and 

satisfaction derived from applying learned strategies to recognize and remember new 

words. This reflects the effectiveness of monitoring strategies in enhancing 

engineering students’ engagement with the text and their ability to recall and 

understand the content better. 

The evaluation phase allows students to reflect critically on their reading and the 

strategies employed. ST2 (H1) expressed how participating in group work and 

dividing tasks within the group helped them realize their significant contribution, 

instilling a sense of pride. This sentiment underscores the value of evaluating the 

effectiveness of strategies used and the contribution of collaborative learning to 

reinforcing comprehension skills. 

Furthermore, the positive attitudes towards MRSI extend beyond individual strategy 

use, influencing students’ overall engagement with English reading comprehension. 

For example, ST13 (L5) remarked on the boost in confidence and understanding 

gained through MRSI activities, even if their comprehension was not perfect. That is, 

the positive attitudes of engineering students towards using metacognitive reading 

strategies are instrumental in this process. As students grow more confident in their 

ability to manage and overcome reading challenges through these strategies, their 

motivation and engagement with reading tasks significantly improve. This positive 

feedback loop—wherein successful application of metacognitive strategies leads to 

enhanced comprehension, which in turn reinforces the value of these strategies—
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cultivates a positive learning environment. This highlights the key benefit of MRSI in 

fostering a positive learning environment where students feel more confident and 

motivated to tackle reading challenges. 

The feedback from these engineering students underscores a transformation in their 

approach to reading, moving from passive to active engagement, facilitated by their 

positive reception of metacognitive reading strategies. The structured nature of MRSI, 

coupled with the supportive role of teachers, has improved students’ reading 

comprehension and encouraged a shift towards autonomous learning. As students like 

ST11 (L4) take pride in independently completing assignments, it is clear that MRSI 

has instilled a sense of ownership and responsibility towards their learning process. 

In summary, the engineering students’ excerpts serve as convincing evidence of the 

effectiveness of MRSI in enhancing reading comprehension through metacognitive 

strategies. These strategies, embraced with enthusiasm by the students, have led to 

significant improvements in their reading skills, as manifested in the quantitative 

results analysis, demonstrating the significant impact of positive attitudes towards 

metacognitive reading strategy instruction on academic success. 

6.3 Conclusion   

This comprehensive study delves into the effectiveness of Metacognitive Reading 

Strategy Instruction (MRSI) on Thai engineering university students, elucidating how 

different levels of reading proficiency among students significantly dictate their 

approach to and success in reading comprehension. The investigation reveals a 

spectrum of strategies employed by students across varying proficiency levels—low, 

moderate, and high—each utilizing metacognitive strategies differently, from direct 

comprehension to analytical engagement and strategic intentionality. This 

understanding of student approaches underscores the necessity for pedagogical 

interventions tailored to meet the diverse needs of learners, enhancing their 

comprehension and engagement with academic texts. 

The study further demonstrates the positive impact of MRSI on students’ reading 

comprehension abilities. Through a 13-week instructional period, significant 

differences were noted between the experimental group, which received MRSI, and 

the control group, which underwent conventional reading instruction. This difference 

was not only quantitative, reflected in the pretest and posttest scores, but also 
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qualitative, with students expressing a positive shift in attitude towards the use of 

metacognitive reading strategies. Such attitudes were distinct among students of 

varying proficiency levels, who reported employing a range of metacognitive 

strategies from global to problem-solving strategies, indicating the adaptability and 

effectiveness of MRSI across different learner profiles. 

The qualitative findings, supported by student excerpts, provide a rich narrative of 

how MRSI fosters a proactive and strategic approach to reading among engineering 

students. By emphasizing planning, monitoring, and evaluating phases, MRSI 

encourages students to actively control their reading process, leading to improved 

comprehension and a more positive attitude towards reading in English. The 

instructional focus on metacognitive strategies not only aids in overcoming linguistic 

barriers but also enhances students’ cognitive engagement with texts, thereby 

improving their academic and emotional well-being. 

Moreover, the application of MRSI extends beyond the realm of EFL classrooms, 

offering substantial benefits in any learning setting where reading is pivotal. The 

findings advocate for integrating metacognitive reading strategies across disciplines, 

suggesting that such instructional techniques can significantly bolster students’ 

comprehension skills, regardless of their subject matter. This broader application of 

MRSI promises to enhance academic outcomes across various fields of study, 

reinforcing the value of metacognitive strategies in fostering more effective and 

engaged learners. 

In conclusion, this study reaffirms the critical role of metacognitive strategies in 

academic success and provides actionable insights for educators, curriculum 

designers, and policymakers in engineering education and beyond. By embracing the 

principles of MRSI, a potent opportunity exists to elevate students’ reading 

comprehension, academic performance, and overall success. As evidenced by this 

study, the strategic development of metacognitive capabilities emerges as a critical 

factor in overcoming challenges associated with reading in a second language, 

ultimately fostering a generation of more autonomous, strategic, and proficient 

learners. 
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6.4 Implications 

This study offers significant insights into the effectiveness of Metacognitive Reading 

Strategy Instruction (MRSI) in enhancing the reading comprehension skills of Thai 

EFL engineering undergraduate students. The findings underscore the importance of 

metacognitive strategies in foreign language reading, aligning with and enriching 

existing theories (Lawrence, 2007; Pressley & Gaskins, 2006). Such strategies 

facilitate reading comprehension and empower students to become independent 

readers while fostering their critical thinking abilities.  

6.4.1 Implications for Curriculum Designers 

For curriculum designers, the findings highlight the importance of systematically 

incorporating metacognitive strategies into reading instruction. This integration 

should be an essential part of foundational program curricula and backed by thorough 

teacher training. Curriculum materials should gradually introduce these strategies to 

ensure students can develop higher-order thinking skills from the outset. 

6.4.2 Implications for Teachers 

English language teachers, on the other hand, should focus on educating students 

about the purpose, timing, and relevance of various reading strategies. Emphasizing 

metacognitive strategies can positively impact students' learning attitudes and 

significantly contribute to their reading goals. Effective teaching involves not only 

training students but also raising awareness of the benefits of these strategies. It's 

crucial to model the cognitive processes behind metacognitive strategies, which may 

require repetition and tailored feedback based on individual comprehension levels. 

Encouraging active student participation in these modeling activities, whether in 

group or individual settings, can provide valuable insights and enhance peer 

understanding. 

6.4.3 Implications for Engineering Students 

For Thai engineering students, the study underscores the vital role of metacognitive 

reading strategies in improving their reading comprehension, especially when learning 

English as a foreign language. By embedding these strategies into the curriculum, 

educators can help students become independent readers and cultivate their critical 

thinking skills. Integrating metacognitive strategies into English language instruction 

can greatly benefit Thai engineering students, enabling them to better navigate 
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complex academic texts and enhancing their overall academic performance. 

Furthermore, providing comprehensive training and support for teachers to implement 

these strategies ensures that students receive the necessary guidance and resources to 

effectively develop their reading skills. 

6.5 Limitations and Recommendations for Future Studies 

The study faces limitations due to its modest sample size, affecting the findings' 

generalizability. Future research could benefit from a larger, more diverse sample to 

enhance the study's credibility. Expanding the study to include students from various 

disciplines and universities could offer a more comprehensive understanding of 

metacognitive strategy used across different academic contexts. The reliance on self-

assessment for determining proficiency also presents a limitation; future studies might 

incorporate a more robust proficiency examination. Given that the research 

instruments were explicitly tailored to engineering content, future studies should 

consider customizing content to match the participant’s field of study, ensuring 

relevance and effectiveness in assessing reading comprehension across disciplines. 

Building on the foundation laid by this study, future research should aim to explore 

the impact of MRSI across a broader range of disciplines and educational contexts. 

Investigating the application and effectiveness of metacognitive reading strategies 

among students in various academic fields could provide valuable insights into 

enhancing reading comprehension universally. Such research would contribute to a 

deeper understanding of metacognitive strategies’ role in educational success and 

inform pedagogical practices that support students’ development as proficient, 

autonomous readers. 

6.6 Concluding Remark 

This study provides substantial insights into the efficacy of Metacognitive Reading 

Strategy Instruction (MRSI) in enhancing reading comprehension among Thai EFL 

engineering undergraduates, offering a compelling reaffirmation of the significance of 

metacognitive strategies within foreign language reading contexts (Lawrence, 2007; 

Pressley & Gaskin, 2006). The positive outcomes observed across varying levels of 

reading proficiency highlight the transformative potential of metacognitive strategies 

in fostering not only improved comprehension but also greater learner autonomy and 

critical thinking. 
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The implications of these findings are manifold, particularly for curriculum designers 

and educators in the realm of EFL education. For curriculum designers, the study 

underscores the necessity of embedding metacognitive strategy instruction within 

reading curricula to achieve educational objectives effectively. Such integration 

requires a thoughtful approach, ensuring that teachers are well-equipped with the 

necessary skills and knowledge to implement these strategies effectively. This entails 

professional development and the careful design of teacher guides and student 

materials that progressively introduce and reinforce metacognitive strategies within 

reading instruction. Given the complex nature of these strategies, which aim to engage 

higher-order thinking, initial reading sessions must be thoughtfully planned to allow 

students ample opportunity to grasp and apply these strategies meaningfully. 

For teachers, the study reinforces the importance of demystifying the use of 

metacognitive strategies for students, guiding them on when, how, and why to employ 

various strategies across different reading phases. This guidance can catalyze a 

positive shift in students’ learning attitudes and significantly impact their reading 

achievement. Teachers play a crucial role in modeling these strategies, elucidating the 

cognitive processes involved, and facilitating students' understanding and application 

of these strategies through active involvement in the learning process. This can 

include group or individual activities that encourage students to share and reflect on 

their use of strategies, further enriching the learning experience for the entire class. 

However, the study has limitations, primarily stemming from its modest sample size 

and the reliance on self-assessment for determining reading proficiency. Future 

research could address these limitations by involving a larger, more diverse sample 

and employing more robust proficiency measures. Additionally, expanding the study 

to include students from various disciplines and universities could offer a broader 

understanding of the impact of MRSI across different academic contexts. Tailoring 

research instruments to the specific fields of study of participants could further 

enhance the relevance and effectiveness of future studies. 

In conclusion, this study illuminates the path forward for enhancing reading 

comprehension among Thai EFL engineering students through metacognitive reading 

strategy instruction. By embracing the insights offered, educators and curriculum 

designers can make significant strides in improving academic outcomes for students, 



 

 

 
 123 

equipping them with the skills necessary to navigate complex academic texts and 

thrive in their educational and professional endeavors. 
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APPENDIX A: Reading Comprehension Test: Version A1 

 

This test is designed to measure candidates’ language ability in English reading 

comprehension. This booklet has three types of questions, with specific instructions 

for each type. 

 

Instructions 

1. The booklet consists of 60 items 

2. There is only one most appropriate answer for each item 

3. The booklet, including related stuff, is not allowed to take outside of the test 

room 

4. Only an hour is allotted for this test 

 

DO NOT OPEN THIS QUESTION BOOKLET UNTIL INSTRUCTED TO DO SO 

 

 

 

 

 

 

 

 

 

 

This test is used only for the research project No. 318-273/2565 

The English Language Teaching Programme 

Faculty of Humanities and Social Sciences 

Mahasarakham University  
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Section 1: This section is designed to measures’ candidates’ language ability in 

reading.  

Instructions: In this section, candidates will read several passages. 

 

Passage 1: Items 1-5 

Instructions: Study the given bar graph and choose the best answer. 

 

1. What does the bar graph intend to show the reader about? 

A. A comparison of snacks by gender  

B. A lot of preferred snacks of college students 

C. A difference in colors of students’ preference 

D. A large number of students who prefer snacks 

2. Which of the following snack food is the least preferred by girls? 

A. Fruit     B.  Vegetables  

C. Pretzels     D.  Candy 
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3. Which of the following is NOT true, according to the bar graph? 

A. The preferred snack choice of chips between males and females is the most different. 

B. Two snacks preferred by most students are chips and chocolate bars. 

C. A substantial number of more males than females preferred chips. 

D. The graph shows preferred snack choices among teenagers. 

4.  Which of the following is TRUE, according to the bar graph? 

A. Fruit is the snack food most preferred by males. 

B. Males seem to prefer vegetables, chocolate bars, and pretzels more than females do. 

C. The same number of males and females preferred popcorn as their snack food choice. 

D. Chips and fruit are the two snack foods least preferred by both males and females. 

5. What kind of snacks did females prefer more than males? 

A. Popcorn, candy, fruit and chips 

B. Ice cream, crackers, and vegetables 

C. Chips, fruit, chocolate bars and popcorn 

D. Candy, crackers, fruit and ice cream 

 

Passage 2: Items 6-10 

Instructions: Below is the survey table on housing types in Northeast of Thailand. 

Province Separate house 
Terrace house/ 

Townhouse 
Apartment Total 

Khon Kaen 1705.3 (76%) 183.4 (8%) 343.9 (16%) 2232.6 

Maha Sarakham 1344.8 (81%) 98.8 (6%) 212.7 (13%) 1656.3 

Surin 985.0 (82%) 54.9 (5%) 150.7 (13%) 1190.6 

Korat 457.0 (78%) 93.0 (16%) 35.4 (6%) 585.4 

Roi-Et 521.3 (82%) 71.1 (11%) 45.1(6%) 637.5 

Northeast 5300.7 (80%) 527.9 (8%) 832.5 (12%) 6661.1 

Number of dwellings by Province, 2019 

 

6. Among all types of housing in the Northeast, the most popular one is the _____________. 

A.   townhouse     B.   terrace house 

C.   separate house    D.   apartment 

7. The province that has the largest number of apartments is ____________. 

A.   Roi-Et     B.   Khon Kaen 

 C.   Korat     D.   Maha Sarakham 
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8. We learn from the survey that ___________ is the second most populated area in the 

Northeast. 

A.   Roi-Eet     B.   Surin 

C.   Korat     D.   Maha Sarakham 

9. According to the survey, people in Roi-Et _____________. 

A.  prefer living in apartments 

B.  own fewer townhouses than those in Surin. 

C.  avoid living in townhouses 

D.  mostly have separate houses of their own 

10.In ________, the number of townhouses is almost three times larger than that of 

apartments. 

A.   Surin     B.   Khon Kaen 

C.   Korat     D.   Roi-Et 

 
Passage 3: Items 11-15 

Instructions: Study the given pie charts and complete the following passage 

 

These charts compare the working backgrounds of 100 university students entering the 

engineering program in 2018 and 2019. The number of students with financial backgrounds 

______11_______. Those with manufacturing experience ______12_______ those with 

experience in service industries in 2018, but ______13_______ in 2019. While the number 

with manufacturing backgrounds ______14_______, the number with service backgrounds 

______15_______ in 2019. 

11. A.   remained the same   B.   was much lower  

  C.   increased slightly   D.   showed a significant change 

12.  A.   overcame    B.   outweighed 
 C.   overestimated   D.   outnumbered 
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13.        A.   there were just as many  B.   this situation was reversed 

 C.   more were accepted   D.   their experience was changed 

14.       A.   increased by only one  B.   dropped to 26 

            C.   grew from 32 to 41   D.   fell by nine 

15.       A.   rose to 40    B.   doubled between 2018 and 

            C.   stayed steady throughout  D.   decreased to 26 after  

 
Passage 4: Items 16-20 

Instructions: From the table below shows the comparison of three states of Australia. Study 

the table and choose the best answer. 

 New South Wales Victoria Western Australia 

Foundation  February 7th 1788 July 1st 1851 June 18th 1829 

Population  6,682,000 4,911,400 1,950,000 

Area  801,600 km2 227,600 km2 2,525,500 km2 

Average 

temperature  

(Jan / Jul) 

22 o C / 12 o C 

(Sydney) 

20 o C / 10 o C 

(Melbourne) 

24 o C / 13 o C  

(Perth) 

Average rainfall  

(Jan / Jul) 

102 mm / 10 mm  

(Sydney) 

47 mm / 48 mm 

(Melbourne) 

8 mm/174 mm  

(Perth) 

coastline 1,900 km 1,800 km 12,500 km 

 

16. In terms of area, New South Wales is bigger than Victoria but, _______________ than 

Western Australia. 

A.   populated     B.   smaller 

C.   recent     D.   bigger 

17. With more than six million inhabitants, New South Wales is more_____________ than 

the other two states. 

A.   populated     B.   smaller 

C.   recent     D.   bigger 

18. In January, Perth is a lot______________ than Sydney, but in July, it’s more wet with 174 

mm of rainfall. 

A.   bigger     B.   wetter  

C.   smaller     D.   drier 
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19. The coastline of New South Wales is much ______________ than the Western of 

Australia. 

A.   shorter     B.   smaller  

C.   longer     D.   bigger 

20. The foundation of Victoria is more ______________ than the other two states. 

A.   later     B.   recent 

C.   longer     D.   faster 

 

Section 2: This section is designed to measure candidates’ language ability in reading.  

 

Passage 5: Items 21-25 

Instructions: Choose the best answer to complete the following passage. 

There is an old story about an engineering professor who meets up with a former student ten 

years _____21_____ the student graduated. _____22_____ professor is wearing the same old 

jacket he always wore. The student is wearing beautiful new clothes and _____23_____ an 

expensive car. The professor says, “You were _____24_____ student I ever taught. How 

come you have done so well for yourself?” The student replies: “I went into the 

_____25_____ car business. Now I buy a car for $1,500 then I sell it for $3,000 and there’s 

my ten percent.” 

 

21. A.   for   B.   when   C.   after   D.   since 

22. A.   A   B.   The   C.   Another  D.   One 

23. A.   driving  B.   driven  C.   drive  D.   drove 

24. A.   the worst  B.   a worse  C.   a bad  D.   the bad 

25. A.   using   B.   uses  C.   used  D.   use  
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Passage 6: Items 26-28 

Instructions: Look at the pie charts, read the passage, and answer the questions below. 

 

26. From this passage, Khon Kaen people are facing the most serious problem with 

degradable materials in solid waste landfills. What does “degradable” mean?    

A.   Able to delay    B.   Able to demote 

C.   Able to decent    D.   Able to delude  

27. By volume percentage, what is the least used material?  

A.   Food waste for two percent   B.   Food waste for about three percent  

C.   Glass for two percent    D.   Glass for about three percent  

28. How much difference in wasted glass between by volume and by weight?  

A.   Five percent    B.   Fifth percent     

C.   Four percent     D.   Fourth percent  

  

Solid Wastes Materials in Khon Kaen Municipality  

       by Volume and Weight (2020) 

 

Khon Kaen people are facing the most serious problem with degradable materials in solid 

waste landfills. These pie graphs show waste materials both by volume and by weight. 

You can see that paper is the biggest parts both by volume (34.1%) and by weight 

(40.0%). By volume, plastic is the second (19.9%) and other are the third (18.4%). In 

terms of weight, other comes the second (18.4%), followed by yard waste (17.6%) as the 

third. Glass is the least landfill either by volume (2.0%) or weight (7.0%). 
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Passage 7: Items 29-33 

Instructions: Choose the best answer for the questions.  

 

 

 

 

 

 

 

 

 

 

 

 

29. The passage is mainly about_____________________. 

A.   advantages of the Internet   B.   disadvantages of using computers  

C.   harms from the Internet   D.   advantages and disadvantages of the 

             Internet 

30. The main idea of the passage is ____________________. 

A.   the Internet may be very advantageous for users. 

B.   it is easy to get information through the Internet. 

C.   despite its great advantages, the Internet may be harmful. 

D.   although the Internet is harmful, people should still use it. 

31. One disadvantage of using the Internet is______________________. 

A.   sending E-mails     B.   sharing knowledge 

C.   getting information     D.   seeing pornography 

32. The word “beneficial” is closest in meaning to the word_______________________. 

A.   dangerous   B.   harmful   C.   advantageous D.   suitable 

33. The word "global" is closest in meaning to the word______________________. 

A.   moving around  B.   very useful   C.   very big  D.   worldwide 

  

The Internet is a beneficial means of communication, but it may do us harm. Nowadays, 

people all over the world can share any topic of knowledge and information through the 

Internet, which is viewed as a huge global computer that has shrunken the world. 

Electronic messages can be sent to anywhere in the world within a few seconds. That is 

known as second E-mails. Despite its great advantages, the Internet many be harmful, 

too. The information on the Internet is unlimited and because of that it allows people to 

find knowledge unsuitable for them. A bad person may find out how to make weapons 

and where to get drugs. Children may see pornography through the Internet. Finally, by 

accepting new culture through the Internet and ignoring their own, people may lose their 

own local identities. 
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Passage 8: Items 34-38 

Instructions: Read the following passage and choose the best answer. 

 

34. The word “Remove” in the first step refers to___________________. 

A.   turn something into solid.   B.   change the position of something. 

C.   stick the objects together.   D.   melt something in the pot.  

35. The word “Press” in the second step refers to___________________. 

A.   move by means of pressure.   B.   move by means of traction. 

C.   move by means of pulling.   D.   move by means of lifting. 

36. The word “Reinsert” in the third step refers to__________________. 

A.   indirect something again   B.   insert something again   

C.   inject something again   D.   input something again 

37. The word “Resolved” in the fourth step refers to________________. 

A.   find a direction.    B.   find a construction.  

C.   find a solution.     D.   find a position. 

38. This passage is mainly about________________________________. 

A.   Four steps to repair the TV screen  B.   Four steps to remove batteries 

C.   Four steps to reset the TV remote control D.   Four steps to fix the batteries 

 

  

We recommend you try resetting the remote control by the following steps; 

- 1st Step: Remove the batteries from the remote control. 

- 2nd Step: Press the Power button on the remote control for three seconds.  

- 3rd Step: Reinsert the batteries with the correct polarity (-/+).   

- 4th Step: If the issue is not resolved, remove the batteries again for about one minute and 

then reinsert the batteries.  
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Passage 9: Items 39-43  

Instructions: Read the following passage and choose the correct answer. 

  

39. In corrosion, metals change state because of____________________________. 

A.   the interaction of the metal with its environment 

B.   the deterioration in metal’s appearance 

C.   the present impurities 

D.   many factors that prevent its progress 

40. Which two factors cause corrosion? 

A.   Metal’s appearance and physical properties B.   Liquid and vapor 

C.   Water and impurities   D.  Oxides and other compounds 

41. This not only changes the appearance of the metal but also results in a decrease in its 

cross-section. The underlined words are used to show_______________________. 

A.   an exemplification    B.   contrasting information   

C.   additional results    D.   a cause 

42. Which word does not mean the same as the word “rusting”? 

A.   oxidizing  B.   increasing  C.   corroding  D.   reacting 

43. The word “halts” is close in meaning to the word__________________. 

A.   occurs  B.   starts  C.   falls  D.   stops 

 

  

Corrosion 

Corrosion is a common problem in the long-term use of any objects made of iron or steel. 

Corrosion is any deterioration in the metal’s appearance or physical properties. Corrosion 

occurs when a metal changes state as a result of interaction with its environment. 

Corrosion is likely, where water is present as either a liquid or vapor. It becomes worse 

when impurities are present in damp conditions. It never starts inside a material, and 

there will always be surface evidence that indicates corrosion exists. A common example 

of corrosion is the rusting of steel. A change in iron causes it to turn into a mixture of 

oxides and other compounds. This not only changes the appearance of the metal but also 

results in a decrease in its cross-section. There are many factors to prevent its progress. 

For example, aluminium and its alloys can produce a film of oxide to protect the metal 

from further attack when exposed to air and water. Therefore, that corrosion halts. 
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Passage 10: Items 44-46 

Instructions: Read the following passage and choose the correct answer. 

 

44. According to this passage, the cause of motorcycles accident from bad weather is?  

A.   hot weather     B.   heavy heat   

C.   frozen weather    D.   heavy rain  

45. According to this passage, which problem with a motorcycle can cause accidents?  

A.   leaked tire     B.   inflated tire  

C.   deflated tire     D.   swallowed tire   

46. According to this passage, several traffic regulations are breaking EXCEPT 

______________. 

A.   Riding a motorcycle with more than two people.     

B.   Riding through a red light.  

C.   Riding on the wrong side of the road. 

D.   Drinking too much alcohol 

 

Passage 11: Items 47-51 

Instructions: Read the following passage and choose the best answer. 

 

 There were seven children in the family when we set out with mother for Khon Kaen. 

Scott was the baby and was train sick all the way from Saraburi to Nakhon Ratchasima. Judy, 

the next to the youngest, had broken a bone in her foot three weeks before and had to stay in 

her berth. Mother was expecting another baby in three months and did not always feel too 

well herself. 

                                                    Motorcycle Accidents 

                                               

There are many different causes for motorcycle accidents in Khon Kaen. Sometimes 

accidents are caused by bad weather. Heavy rain can make roads dangerous. Accidents 

also can result from problems with the motorcycle. Even a small problem like a flat tire 

can be serious. Bad roads are another cause of accidents. Some accidents happen because 

the drivers break the traffic regulations; for example, carrying more than two people or 

riding on the wrong side of the road. Finally, some accidents are caused by drinking too 

much alcohol. In fact, this is one of the most important causes of accidents. 



 

 

 
 162 

 The chance to return with her children to her parents’ home meant more to mother 

than any of us realized, and she was worried to show us off in the best possible light and to 

have her family approve of us.  

47. The family was travelling to ___________. 

A.   Khon Kaen     B.   Nakhon Ratchasima 

C.   see a doctor     D.   the hospital 

48. Judy was the _________child of the family. 

A.   oldest     B.   youngest  

C.   sixth     D.   second 

49.The person telling this story is probably ___________. 

A.   the father     B.   the mother 

C.   the grandmother    D.   an older child 

50.We can assume from this passage that ___________. 

A.   Judy was the last child in the family 

B.   Mother’s family had never seen the children before 

C.   Mother’s relatives visited the family regularly 

D.   Judy was the most misbehaved child on the train 

 

Passage 12: Items 51-55 

Instructions: Read the following passage and choose the best answer.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

How to move a heavy load 

 

It should be ensured that there are enough rollers. At least three rollers of the same diameter 

are required. If more are used, the load can be moved faster as there is no delay when the 

roller is transferred from the back to the front.  

The load is to be supported with a flat plate, if its weight cannot be supported by the load 

itself at any point along its base. It must be remembered that the plate must be thick enough 

to support the load. When the rollers are to be placed under the load, four blocks of wood of 

identical thickness that are thicker than the rollers must be selected.  

The load should be lifted with a crowbar and should be placed on the blocks. The required 

number of rollers should be placed under the load. The complete load should be lifted with 

crowbars, the wooden blocks should be removed, and the load should be lowered evenly on 

to the rollers. 
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51. Which of the following should be used to move a heavy thing?  

A.   diameter   B.   rollers  C.   load   D.   crowbar 

52. The load can be moved faster if the rollers are_____________________. 

A.   less used  B.   not used  C.   more used  D.   slower used 

53. A flat plate must be _____________________ to support the load.  

A.   shorter  B.   longer  C.   thicker  D.   thinner 

54. From the passage, crowbar is used to__________________. 

A.   open the rollers  B.   lift the rollers  C.   open the load D.   lift the load     

55. Finally, the wooden blocks should be__________________. 

A.   lifted  B.   rolled  C.   removed  D.   released  

 

Passage 13: Items 56-60 

Instructions: Below is the text about the possible causes of bushfires in Victoria, Australia. 

Read the text and choose the correct answer. 

 

Causes of Bushfires 

 

The causes of bushfires can be placed into two groups: natural causes and those caused by 

human activities. 

Natural Causes 

Lightning strikes are the cause of virtually all naturally occurring bushfires. Approximately 

26% of all bushfires on public land are due to lightning strikes. There are, on average, more 

fires started by lightning than any other individual cause.  

Human Activities 

All other bushfires on public land are started as a result of human activity approximately 74% 

of all bushfires on public land are caused by people. These include both deliberate and 

accidental ignitions. Some examples of human caused fire are discussed below. 

Campfires 

On average, campfires cause approximately 10% of bushfires that start on public land. These 

bushfires burn, on average, around 1,500 hectares of public land each year. When the 

campfire is left unattended or not properly extinguished, most of these fires start. 

Burning Off / Agricultural Burns 

Farmers may burn vegetation on their properties for a variety of reasons including weed 

control, burning of crop debris and the removal of rubbish. Agricultural burns can 
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accidentally lead to fires on public land. These fires cause over 15% of bushfires on average 

each year. Unattended burns are most likely to ‘escape’ and become bushfires. 

Equipment / Machinery 

Any equipment or machinery that generates heat or sparks is a potential cause of bushfires. 

Examples of such machinery include chainsaws, slashers, welders, grinders, and exhaust from 

vehicles. On average, fires originating from equipment or machinery result in approximately 

2,500 hectares of fires on public land each year.  

Deliberate 

One reason for bushfires is deliberate. This category includes all fires which are deliberately 

lit and result in bushfires on public land. Examples include children playing with matches or 

experimenting with fire, farmers deliberately lighting fires without necessary permits or 

authority or maliciously lit fires (fires lit with an intention to damage or destroy property). 

 

56. What is the cause of “74% of all bushfires on public land”? 

A.   Natural cause    B.   Human activity  

C.   Campfire      D.   Deliberate 

57. What is the cause of “approximately 26% of all bushfires on public land”?  

A.   Natural cause    B.   Human activity     

C.   Campfire     D.   Deliberate 

58. What is the effect of “Campfires”? 

A.   Bushfires on public land are due to lightning strikes.     

B.   Burning of crop debris and the removal of rubbish. 

C.   Burning around 1,500 hectares of public land each year. 

D.   Lighting fires without permits.  

59. What is the effect of “Equipment / Machinery”?  

A.   Bushfires on public land are due to lightning strikes.     

B.   Burning around 1,500 hectares of public land each year 

C.   Burning around 2,500 hectares of public land each year 

D.   Bushfires on public land are due to thunderstorms. 

60. What is the cause of “over 15% of bushfires on average each year”? 

A.   Campfire     B.   Deliberate    

C.   Equipment / Machinery   D.   Burning Off / Agricultural Burns 

 

------------------ Test Ends ------------------ 
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APPENDIX B: Reading Comprehension Test: Version A2 

 

This test is designed to measure candidates’ language ability in English reading 

comprehension. This booklet has three types of questions, with specific instructions 

for each type. 

 

Instructions 

1. The booklet consists of 60 items 

2. There is only one most appropriate answer for each item 

3. The booklet, including related stuff, is not allowed to take outside of the test 

room 

4. Only an hour is allotted for this test 

 

DO NOT OPEN THIS QUESTION BOOKLET UNTIL INSTRUCTED TO DO SO 

 

 

 

 

 

 

 

 

 

 

This test is used only for the research project No. 318-273/2565 

The English Language Teaching Programme 

Faculty of Humanities and Social Sciences 

Mahasarakham University  
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Section 1: This section is designed to measure candidates’ language ability in reading. 

Passage 1: Items 1-5 

Instructions: The table below compares three states of the United States of America. 

 

 California Florida New Jersey 

Foundation  9th September 1850 3rd March 1845 18th December 1787 

Population  39,500,000 21,400,000 1,950,000 

Area  423,970 km² 170,304 km² 22,608 km2 

Average temperature  

(Jan - Aug) 
14 ๐C / 21 ๐C 

16 ๐C / 28 ๐C 8 ๐C / 17 ๐C 

Average rainfall 22.2″  

 

54.5″  

 

47.1″  

 

coastline 1,350 km 2,170 km 227 km 

 

1. In terms of area, Florida is bigger than New Jersey but ____________ than California. 

A.   populated     B.   smaller 

C.   recent     D.   bigger 

2. With almost forty million residents, California is more_____________ than the other two 

states. 

A.   populated     B.   smaller 

C.   recent     D.   bigger 

3. In January, California is _______________ than Florida, but in August, it is warmer than 

New Jersey. 

A.   warmer     B.   wetter  

C.   colder     D.   drier 

4. The coastline of New Jersey is much ______________ than the other two states. 

A.   shorter     B.   smaller 

C.   longer     D.   bigger 

5. The foundation of New Jersey is more______________ than the other two states. 

A.   later     B.   recent 

C.   longer     D.   faster 

 

Passage 2: Items 6-10 

Instructions: Below is the survey table on housing types in Northeast of Thailand. 

Province Separate House Terrace house/ Townhouse Apartment 

 

Total 

 

Khon Kaen 1705.3 (76%) 183.4 (8%) 343.9 (16%) 2232.6 

Udon Thani 1344.8 (81%) 98.8 (6%) 212.7 (13%) 1656.3 

Kalasin 985.0 (82%) 54.9 (5%) 150.7 (13%) 1190.6 

Mukdahan 457.0 (78%) 93.0 (16%) 35.4 (6%) 585.4 

Amnat Charoen 521.3 (82%) 71.1 (11%) 45.1(6%) 637.5 

Northeast 5300.7 (80%) 527.9 (8%) 832.5 (12%) 6661.1 

Number of dwellings by Province, 2019 
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6. Among all types of housing in the Northeast, which province has the highest number of 

house possession ratio? 

A.   Udon Thani     B.   Khon Kaen 

C.   Kalasin     D.   Amnat Charoen 

7. The province that has the smallest number of terrace houses is ____________. 

A.   Kalasin     B.   Mukdahan 

 C.   Khon Kaen     D.   Amnat Charoen 

8. We learn from the survey that ___________ is the third most populated area in the 

Northeast. 

A.   Khon Kaen     B.   Amnat Charoen 

 C.   Kalasin     D.   Mukdahan 

9. According to the survey, people in Mukdahan _____________. 

A.  prefer living in a townhouse 

B.  mostly have townhouses than the other provinces  

C.  avoid living in townhouses 

D.  mostly have an apartment of their own 

10. In ______, the number of townhouses is half of apartments. 

A.   Mukdahan     B.   Khon Kaen 

 C.   Amnat Charoen    D.   Udon Thani 

 
Passage 3: Items 11-15 

Instructions: Study the given pie charts and complete the following passage. 

 

 

These charts compare the working backgrounds of 100 university students entering the 

engineering program in 2018 and 2019. The number of students with financial backgrounds 

______11_______. Those with manufacturing experience ______12_______ those with 
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experience in service industries in 2018, but ______13_______ in 2019. While the number 

with manufacturing backgrounds ______14_______, the number with service backgrounds 

______15_______ in 2019. 

11. A.   remained the same   B.   was much lower increased slightly  

      C.   showed a significant change  D.   change much lower 

12. A.   outnumbered    B.   overestimated 

      C.   outweighed    D.   overcame 

13. A.   there were just as many   B.   this situation was reversed  

      C.   more were accepted   D.   their experience was changed 

14. A.   grew from 32 to 41   B.   fell by nine 

      C.   increased by only one   D.   dropped to 26 

15. A.   stayed steady throughout  B.   rose to 40 

      C.   decreased to 26 after   D.   doubled between 2018 and 

 

 

Instructions: In this section, candidates will read several passages 

Passage 4: Items 16-20 
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16. What does the above graph show to the readers? 

A.  A difference in colors of students’ preference. 

B.  A comparison of snacks by gender. 

C.  A trend of Thai people’s favorite snacks.   

D.  A number of Thai people who love snacks. 

17. Which of the following snack is the least preferred by men? 

A.  Jellies     B.   Fruits 

C.  Popcorn     D.   Nuts 

18. Which of the following is NOT true, according to the graph? 

A. The preferred snack choice of chips between males and females is the most different. 

B. The most preferred snack is the fresh fruit. 

C. Women prefer to have snacks more than men do.   

D. The graph shows preferred snack choices among both genders. 

19. Which of the following is TRUE, according to the above information? 

A.  Fruit is the snack food most preferred by females only. 

B.  Males seem to prefer, chocolate, candies and jellies more than females do. 

C. The same number of males and females preferred popcorn as their snack food choice. 

D.  Fresh fruit is the snack that has least preferred by both genders.  

20. What kind of snacks did males prefer more than females? 

A.  Thai desserts and chocolate 

B.  Chips, chocolate, and candies 

C.  Chips and nuts 

D.  Candy, candies, and popcorn 

 
Section 2: This section is designed to measure candidates’ language ability in reading.  

Passage 5: Items 21-25 

Instructions: Read the following passage 

Engineering is the application of scientific, economic, social, _____21_____ practical 

knowledge in order to design, build, maintain, and improve structures, machines, devices, 

systems, materials, and processes. _____22_____ is a field that encompasses a wide range of 

disciplines, including mechanical, electrical, civil, chemical, and aerospace engineering. 

Engineers use their expertise to_____23_____ complex problems, improve existing 

technology, and create_____24_____ innovations. They play a crucial role in shaping the 

world_____25_____us, from designing buildings and bridges to developing new medical 

technologies and exploring space.  
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21.  A.   for     B.   but  

 C.   and     D.   also 

22. A.   They     B.   The 

C.   It     D.   A 

23. A.   solve     B.   solving 

C.   solved     D.   solves 

24. A.   the oldest    B.   a oldest 

B.   the newest    D.   a newest 

25. A.   among     B.   around 

C.   above     D.   about  

 

Passage 6: Items 26-28 

Instructions: Look at the pie charts, read the passage, and answer the questions below. 

Solid Wastes Materials in Khon Kaen Municipality  

       by Volume and Weight (2020) 

 

Khon Kaen people are facing the most serious problem with degradable materials in solid 

waste landfills. These pie graphs show waste materials both by volume and by weight. You 

can see that paper is the biggest part by volume (34.1%) and weight (40.0%). By volume, 

plastic is the second (19.9%), and others are the third (18.4%). In terms of weight, the other 

comes second (18.4%), followed by yard waste (17.6%) as the third. Glass is the least landfill 

either by volume (2.0%) or weight (7.0%). 
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26. What is the best description of the above reading passage? 

A.   Categories of solid waste in Khon Kaen area.  

B.   The information about the volume and weight of solid waste in Khon Kaen. 

C.   The comparison between gradable and degradable wastes in Khon Kaen. 

D.   The sizes of solid waste materials in Khon Kaen Municipality area.   

27. From this passage, Khon Kaen people are facing the most serious problem with 

degradable materials in solid waste landfills. What does “degradable” mean?    

A.   Able to delay    B.   Able to demote 

C.   Able to decent    D.   Able to delude  

28. By weight, what is the smallest used waste material in weight?  

A.   Plastic for eight percent   B.   Glass for about seven percent  

C.   Metal for about eight percent  D.   Food waste for seven percent  

 

Passage 7: Items 29-33 

Instructions: Choose the best answer for the questions.  

The Internet is a beneficial means of communication, but it may do us harm. Nowadays, 

people worldwide can share any topic of knowledge and information through the Internet, 

which is viewed as a huge global computer that has shrunken the world. Electronic messages 

can be sent anywhere in the world within a few seconds, and that is known as the second E-

mail. Despite its great advantages, the Internet may be harmful, too. The information on the 

Internet is unlimited, and because of that, it allows people to find knowledge unsuitable for 

them. A bad person may discover how to make weapons and where to get drugs. Children 

may see pornography on the Internet. Finally, people may lose their local identities by 

accepting new cultures through the Internet and ignoring their own. 

 

29. The passage is mainly about_____________________. 

A.   advantages of the Internet   B.   disadvantages of using computers  

C.   harms from the Internet   D.   advantages and disadvantages of the 

             Internet 

30. The main idea of the passage is ____________________. 

A.   the Internet may be very advantageous for users. 

B.   it is easy to get information through the Internet. 

C.   despite its great advantages, the Internet may be harmful. 

D.   although the Internet is harmful, people should still use it. 
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31. One advantage of using the Internet is ____________________. 

A.   getting information about weapons   B.   getting drugs 

C.   sharing knowledge     D.   seeing pornography 

32. What is the best description of the word “harm”? 

A.   Giving benefits to someone.    

B.   Causing damage to someone.  

C.   Making communication with someone.     

D.   Giving things to someone.   

33. The word "unsuitable" is closest in meaning to the word______________________. 

A.   improper   B.   important   C.   impartible  D.   immaculate 

 

Passage 8: Items 34-38 

Instructions: Read the following passage and choose the best answer. 

These steps are the ways to disconnect a car battery; 

• 1st Step: Turn off your car ignition.  

• 2nd Step: Find the car battery’s negative terminal.   

• 3rd Step: Loosen the nut on the negative terminal with a wrench.   

• 4th Step: Remove the negative connector and then repeat with the positive 

terminal. 

34. Turn off your car ignition. The word “Turn off” in the first step is referred to 

as____________. 

A.   start something on turning.   B.   activate by turning a control. 

C.   function by the process of turning.  D.   stop by the process of turning.  

35. Find the car battery’s negative terminal. The word “Find” in the second step is referred to   

as____________________. 

A.   come upon by searching.   B.   leave something undone. 

C.   failure to obtain something.   D.   move by means of hiding. 

36. Loosen the nut on the negative terminal with a wrench. The word “Loosen” in the third 

step is referred to___________________. 

A.   release from a high place.   B.   release from restraint.  

C.   relieve from stress.    D.   relieve from a restricted area.  
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37. Then repeat with the positive terminal. The word “repeat” in the fourth step is referred 

to_____________. 

A.   use again in a different way.   B.   perform again.  

C.   compete with someone again.   D.   find a position. 

38. This passage is mainly about? 

A.   Four steps to repair the car battery.  B.   Four steps to fix the car battery.  

C.   Four steps to remove the car battery.  D.   Four steps to turn the car battery off. 

 

Passage 9: Items 39-43 

Instructions: Read the following passage and choose the best answer. 

Corrosion 

Corrosion is a common problem in the long-term use of any objects made of iron or steel. 

Corrosion is any deterioration in the metal’s appearance or physical properties. Corrosion 

occurs when a metal changes state due to interaction with its environment. Corrosion is likely, 

where water is present as either a liquid or vapor. It becomes worse when impurities are 

present in damp conditions. It never starts inside a material, and there will always be surface 

evidence that indicates corrosion exists. A common example of corrosion is the rusting of 

steel. A change in iron causes it to turn into a mixture of oxides and other compounds. This 

not only changes the appearance of the metal but also results in a decrease in its cross-section. 

There are many factors to prevent its progress. For example, aluminium and its alloys can 

produce a film of oxide to protect the metal from further attack when exposed to air and 

water. Therefore, that corrosion halts. 

 

39. In corrosion, why do metals change state? 

A.   Because of the interaction of the metal with its surroundings. 

B.   Because of the deterioration in metal’s appearance. 

C.   Because of the present impurities. 

D.   Because of many factors that prevent its progress. 

40. Which two factors cause corrosion? 

A.   Metal’s appearance and physical properties  B.   Liquid and vapor 

C.   Water and impurities    D.   Oxides and other compounds 
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41. This not only changes the appearance of the metal but also results in a decrease in its 

cross-section. The underlined words are used to show_______________________. 

A.   an exemplification     B.   contrasting information  

C.   additional results     D.   a cause 

42. Which word means the same as the word “damp”? 

A.   oxidation  B.   moisture  C.   corroding  D.   dryness 

43. The word “decrease” is closet in the meaning to the word__________________. 

A.   growing up  B.   growing higher C.   growing away D.   growing less 

 

Passage 10: Items 44-46 

Instructions: In this section, candidates will read several passages. 

                                                                    Car Accidents 

 

Car accidents are, unfortunately, a common occurrence on the roads today. They can happen 

for a variety of reasons, such as distracted driving, speeding, and driving under the influence 

of drugs or alcohol. Car accidents can cause serious injuries or even fatalities and result in 

significant property damage. It's important for all drivers to be aware of the risks and to take 

steps to minimize them, such as driving defensively, following traffic laws, and avoiding 

distractions while driving. 

 

 

44. According to this passage, there are several car accidents except?  

A.   speeding     B.   distracted driving   

C.   alcohol     D.   bad weather  

45. According to this passage, which serious situation comes from car accidents except?  

A.   fatalities     B.   damages  

C.   injuries     D.   drugs   

46. Which step is the one that the drivers should be aware of to minimize accidents?   

A.   Driving aggressively.     

B.   Avoiding traffic regulations.  

C.   Following traffic regulations. 

D.   Facing distractions while driving.    

  



 

 

 
 175 

Passage 11: Items 47-51 

Instructions: In this section, candidates will read several passages. 

There were seven children in the family when we set out with Mother for Khon Kaen. Scott 

was the baby and was train sick all the way from Saraburi to Nakhon Ratchasima. Judy, the 

next to the youngest, had broken a bone in her foot three weeks before and had to stay in her 

berth. Mother was expecting another baby in three months and did not always feel too well 

herself. 

The chance to return with her children to her parents’ home meant more to mother than any of 

us realized, and she was worried to show us off in the best possible light and to have her 

family approve of us.  

47. The family was travelling by ___________. 

A.   a train      B.   an airplane 

C.   a car      D.   a bus 

48. Judy had to rest in the train’s _________. 

A.   seat      B.   sofa 

C.    bunk      D.   mat 

49. The person telling this story is probably ___________. 

A.   the father      B.   the mother 

C.   the grandmother     D.   an older child 

50. We can assume from this passage that ___________. 

A.  Judy was the last child in the family 

B.  Mother’s family had never seen the children before 

C.  Mother’s relatives visited the family regularly 

D.  Judy was the most misbehaved child on the train 
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Passage 12: Items 51-55 

Instructions: Read the following passage and choose the best answer.  

How to move a heavy load 

 

It should be ensured that there are enough rollers, and at least three rollers of the same 

diameter are required. If more are used, the load can be moved faster as there is no delay 

when the roller is transferred from the back to the front. The load is to be supported with a flat 

plate if the load itself cannot support its weight at any point along its base. It must be 

remembered that the plate must be thick enough to support the load. When the rollers are to 

be placed under the load, four blocks of wood of identical thickness that are thicker than the 

rollers must be selected. The load should be lifted with a crowbar and placed on the blocks. 

The required number of rollers should be placed under the load. The complete load should be 

lifted with crowbars, the wooden blocks should be removed, and the load should be lowered 

evenly to the rollers. 

51. Which of the following should be used to move a heavy thing?  

A.   diameter   B.   rollers  C.   load   D.   crowbar 

52. The load can be moved faster if the rollers are_____________________. 

A.   less used  B.   not used  C.   more used  D.   slower used 

53. A flat plate must be thick enough to __________________the load. 

A.   carry  B.   lift   C.   elevate  D.   ride 

54. From the passage, ________________is used to lift the load. 

A.   flat plate  B.   crowbar   C.   block  D.   wood     

55. Finally, the wooden blocks should be__________________. 

A.   lifted  B.   rolled  C.   removed  D.   released  
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Passage 13: Items 56-60 

Instructions: Below is the text about the possible causes of bushfires in Victoria, Australia. 

Causes of Bushfires 

 

The causes of bushfires can be placed into two groups: natural causes and those caused by 

human activities. 

Natural Causes 

Lightning strikes are the cause of virtually all naturally occurring bushfires. Approximately 

26% of all bushfires on public land are due to lightning strikes. There are, on average, more 

fires started by lightning than any other individual cause.  

Human Activities 

All other bushfires on public land are started as a result of human activity approximately 74% 

of all bushfires on public land are caused by people. These include both deliberate and 

accidental ignitions, and some examples of human-caused fires are discussed below. 

Campfires 

On average, campfires cause approximately 10% of bushfires that start on public land. These 

bushfires burn, on average, around 1,500 hectares of public land each year. Most of these fires 

start when the campfire is left unattended or not properly extinguished. 

Burning Off / Agricultural Burns 

Farmers may burn vegetation on their properties for various reasons, including weed control, 

burning of crop debris and removing rubbish. Agricultural burns can accidentally lead to fires 

on public land, and these fires cause over 15% of bushfires on average each year. Unattended 

burns are most likely to ‘escape’ and become bushfires. 

Equipment / Machinery 

Any equipment or machinery that generates heat or sparks is a potential cause of bushfires, 

and such machinery includes chainsaws, slashers, welders, grinders, and exhaust from 

vehicles. On average, fires originating from equipment or machinery result in approximately 

2,500 hectares of fires on public land each year.  

Deliberate 

One reason for bushfires is deliberate. This category includes all deliberately lit fires that 

result in bushfires on public land. Examples include children playing with matches or 

experimenting with fire, farmers deliberately lighting fires without necessary permits or 

authority or maliciously lit fires (fires lit to damage or destroy property). 
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56. What is the cause of “26% of all bushfires on public land”? 

A.   Natural cause    B.   Human activity  

C.   Campfire      D.   Deliberate 

57. What is the cause of “approximately 74% of all bushfires on public land”?  

A.   Natural cause    B.   Human activity    

C.   Campfire     D.   Deliberate 

58. What is the effect of “Agricultural Burns”? 

A.   Bushfires on public land are due to lightning strikes     

B.   Burning of crop debris and the removal of rubbish. 

C.   Burning around 1,500 hectares of public land each year. 

D.   Lighting fires without permits.  

59. Which one is the potential cause of bushfires from “Equipment / Machinery”?  

A.   Lightning strikes.     

B.   Improper extinguishing. 

C.   Heat and spark. 

D.   Lighting fires without any permissions. 

60. What is the cause of “2,500 hectares of fires on public land each year”? 

A.   Campfire     B.   Deliberate    

C.   Equipment / Machinery   D.   Burning Off / Agricultural Burns 

 

 

 

 

 

------------------ Test Ends ------------------ 
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APPENDIX C: Reading Comprehension Test: Version B1 

 

This test is designed to measure candidates’ language ability in English reading 

comprehension. This booklet has three types of questions, with specific instructions 

for each type. 

 

Instructions 

1. The booklet consists of 50 items 

2. There is only one most appropriate answer for each item 

3. The booklet, including related stuff, is not allowed to take outside of the test 

room 

4. Only an hour is allotted for this test 

 

 

DO NOT OPEN THIS QUESTION BOOKLET UNTIL INSTRUCTED TO DO SO 

 

 

 

 

 

 

 

 

 

 

 

This test is used only for research project No. 318-273/2565 

The English Language Teaching Programme 

Faculty of Humanities and Social Sciences 

Mahasarakham University 
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Passage 1: Items 1-5 

Instructions: Look at the classification of Combustion Engines, then choose the best answer. 

 

 
 

 

 

 

 

Combustion engines can be (1) ______________into two (2) ________________: 

petroleum and diesel. Petroleum is (3) _______________ motor cars, motorcycles and 

scooters. (4) _______________of diesel are ships, buses, (5) ___________________, and 

heavy lorries.  

 

Passage 2: Items 6-10 

Instructions: Match each warning with its possible result.  

warning possible result 

6. Watch out!  There’s no guard on the 

machine. 

a. You might burn your hands. 

7. Danger!  There are live wires on the wall.  b. You could injure your back. 

8. Take care!  It’s very heavy. c. You might result in a fire accident. 

9. Look out!  The glass is very hot.  d. You could get an electric shock. 

10. Do not smoke near the gas station. e. You might trap your hand in the machine. 

 

(6) ___________    (7) _________    (8)__________    (9) __________    (10)_________    

 

  

a. Examples b.   classified  c.   railway engines 

d.   including e.   groups  f.   motorcycles 
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Passage 3: Items 11-15 

Instructions: Study the diagram below that shows the manufacturing process of soft drinks. 

Then, complete the process description.  

 

 

 

 

 

There are various steps in the manufacturing process of soft drinks. First, the fruits are (11) 

_________________ from the garden. Second, they are (12) _________________ to the 

factory where they are sorted, cleaned and crushed to extract the juice. After that, the juice is 

(13) _________________ with water and syrup. This creates the final drink. In the meantime, 

bottles are sterilized. Next, they are (14) _________________ before scaling and labeling 

simultaneously. Finally, the finished product is (15) _________________to the supermarket 

to be sold. 
 

Passage 4: Items 16-20 

Instructions: Choose the best answer to complete the passage below.  

 

 

 

 

 

 

 

 

  

a. filled   b.   delivered  c.   shipped 

d. harvested  e.   mixed  f.   brought 

Milk is produced on dairy farms. The milk is (16) _________ __________ to a factory 

by tanker. At the factory, the milk is weighed and then it is tested. Next, the milk is (17) 

_______________ into cream and milk. After this, the milk is (18) _________________ 

at a temperature of 220๐ C. Then, it is (19) ______________ Next, the milk is bottled. 

After this, the bottles of milk are (20) __________________ into crates. Then, the milk 

is delivered to customers. Finally, the milk is consumed. 

a. cooled   b. packed  c. pasteurized 

       d.   separated  e. delivered   f. melted 
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Passage 5: Items 21-25 

Instructions: Match the data changes with the correct expression (verb).     

 

 

 

 

Passage 6: Items 26-30 

Instructions: Study the graph below and write TRUE or FALSE statements.  

 

 

 

26. The automotive sales volume in January 2021 is about 65,000 units.           ________ 

27. The highest automotive sales volume of 2021 is in December.    ________ 

28. The sales volume in December increased from November to 20,000 units.  ________ 

29. The sales volume from March to May decreased by 25,000 units.    ________ 

30. The lowest automotive sales volume of 2021 is in July.     ________ 
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 a. rise   b. decrease  c. fluctuate 

        d. recover  e. expand   f. remain stable 
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Passage 7: Items 31-35 

Instructions: Read the passage, then write your answer.  

 

How to Escape from a Fire 

  

 

 

 

 

 

First, plan a fire escape route and practice it once a year. Secondly, change the smoke alarm 

batteries twice a year, and test your smoke alarm monthly. Thirdly, listen to the smoke alarm. 

After it rings, don’t stay in your room, you must get out immediately. 

Next, go close to your door with your backhand, not your palm. If it is cool, open it slowly 

while facing the door and looking at where you’re going.  If it’s hot, dial 911.  If there is no 

phone in the room, get a flashlight or something light-colored and wave it at the window, 

signaling for help. Then, crawl down on the floor after opening it. The cleanest air is found at 

the bottom. Get out of where the fire is and leave the house. After that, go to a neighbor’s 

house and call 911. Finally, wait until the fire department comes. 

 

31.  Why do people die in fires? 

____________________________________________________________________

____________________________________________________________________ 

32.  What are the three parts of the fire triangle? 

____________________________________________________________________

____________________________________________________________________ 

33.  How often should you test your smoke alarm? 

____________________________________________________________________

____________________________________________________________________ 

34.  What should you do to signal for help if you don’t have a phone? 

____________________________________________________________________

____________________________________________________________________ 

35.  Why do you need to crawl down off the floor? 

____________________________________________________________________

____________________________________________________________________ 

 

 

40 % of the time people die in fires. It’s because they 

just stay in their room and hide in their closet or even 

under their bed.  A fire cannot happen without the 

three parts of the fire triangle: heat, oxygen, and fuel.  

Follow these steps to escape.  
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Passage 8: Items 36-44 

Instructions: Read the passage below to complete the table and write your answer for the  

questions. 

 

 

 

 

 

 

Anglo-French Concorde and Boeing 747 

 

The Boeing 747 is the largest passenger jet airliner in the world. It is 70.51 meters long 

with a wing span of about 60 meters. Its cabin is 6.1 meters wide, and cable of taking 

up to ten seats and two aisles. Its wide body soon earned the name of ‘Jumbo Jet’. In 

comparison, the Anglo-French Concorde is much thinner and sleeker in appearance, 

with a far narrower cabin allowing for only four seats across and one aisle down the 

middle. In many other ways too, the Boeing is completely different from the Concorde. 

The Concorde, for example, is smaller than the Boeing 747, its total length being 62 

meters and its wing span is 26 meters. The Boeing 747 takes up to 500 passengers 

while Concorde’s normal capacity is 144. Moreover, unlike the Concorde, the Boeing 

747 has a small upstairs lounge. The Boeing’s flight deck is also on the second floor in 

front of the lounge. Both aircraft are similar in that they have four powerful engines. 

However, while there are two turbofan engines at the front of each of the Boeing's 

wings, there are two turbojet engines at the rear of each of the Concorde’s delta-shaped 

wings. The Concorde’s great advantage is its speed. It is capable of flying long 

distances at supersonic speed. Its maximum cruising speed, for example, is 2,333 km/h, 

compared with the Boeing 747’s 978 km/h. Thus, the Concorde can halve the time 

normally taken for journeys by the Boeing 747 and other conventional aircraft. 
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Keywords Anglo-French Concord Boeing 747 

36. length   

37. wing span   

38. max. passengers   

39. max. speed   

40. cabin   

41. engines   

 

42. Why did the Boeing 747 get the name ‘Jumbo Jet’? 

___________________________________________________________________________

___________________________________________________________________________ 

43. How much is the Boeing 747 longer than the Anglo-French Concord? 

___________________________________________________________________________

___________________________________________________________________________ 

44. How fast is the Concord? 

___________________________________________________________________________

___________________________________________________________________________ 

 

Passage 9: Items 45-50 

Instructions: Read the passage, then complete the table below. Write only a, b, c, d, e, f and 

g in the table. 

 

CLIMATE 

For the last hundred years, the climate has been growing much warmer. This has had 

a number of different effects. Since the beginning of the 20th century, glaciers have been 

melting very rapidly. For example, the Muir glacier in Alaska has retreated 2 miles in 10 

years. Secondly, rising temperatures have been causing the snowline to retreat on the 
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mountain all over the world. In Peru, for example, it has risen as much as 2700 feet in 60 

years. 

As a result of this, vegetation has also been changing. In Canada, the agricultural 

crop line has shifted 50 to 100 miles northward. In the same way, cool climate trees like 

birches and spruce have been dying over large areas of Eastern Canada. In Sweden, the tree 

line has moved up the mountains as much as 65 feet since 1930. 

The distribution of wildlife has also been affected, with many European animals 

moving northwards into Scandinavia. Since 1918, 25 new species of birds have been seen in 

Greenland, and in the United States, birds have moved their nests to the north. 

Finally, the sea has been rising rapidly increasing rate due to the causes mentioned 

above, the melting of glaciers. In the last 18 years, it has risen by 6 inches, which is about 

four times the average rate of rise over the last 9000 years. 

a) Cool climate trees die. 

b) Sea level rises rapidly by 6 inches. 

c) The Muir glaciers in Alaska have retreated 2 miles in 10 years. 

d) Snowlines on mountains retreated around the world. 

e) Crop line in Canada shifts 50-100 miles northward. 

f) Tree line in Sweden moved 65 feet since 1930. 

g) European animals move to Scandinavia. 

Cause Effect Examples 

Climate has 

been growing 

warmer 

Glaciers melt very rapidly. (45) __________________________ 

(46) __________________________ 

Snowlines of mountains in Peru have 

risen 2700 feet in 60 years. 

Vegetation changes (47) __________________________ 

(48) __________________________ 

(49) __________________________ - Many animals move northward.        

- New birds are seen in Greenland.      

- Birds in the US move to the north. 

(50) ___________________________  

 

------------------ Test Ends ------------------ 
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APPENDIX D: Reading Comprehension Test: Version B2 

 

This test is designed to measure candidates’ language ability in English reading 

comprehension. This booklet has three types of questions, with specific instructions 

for each type. 

 

Instructions 

1. The booklet consists of 50 items 

2. There is only one most appropriate answer for each item 

3. The booklet, including related stuff, is not allowed to take outside of the test 

room 

4. Only an hour is allotted for this test 

 

 

DO NOT OPEN THIS QUESTION BOOKLET UNTIL INSTRUCTED TO DO SO 

 

 

 

 

 

 

 

 

 

 

This test is used only for research project No. 318-273/2565 

The English Language Teaching Programme 

Faculty of Humanities and Social Sciences 

Mahasarakham University 
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Passage 1: Items 1-5 

Instructions: Look at the classification of Electronic Components and then choose the best 

answer. 

 

 
 

 

 

 

Electronic components can be (1) ______________into two (2) ________________: 

passive and active components. Passive components include (3) _______________ and store 

energy. (4)_______________ are (5)___________________ and semiconductor devices.  

 

Passage2: Items 6-10 

Instructions: Match each warning with its possible result.  

warning possible result 

6. Take care!  It’s very heavy. a. You might burn your hands. 

7. Do not smoke near the gas station. b. You could injure your back. 

8. Watch out!  There’s no guard on the 

machine. 

c. You might result in a fire accident. 

9. Look out!  The glass is very hot.   d. You could get an electric shock. 

10. Danger!  There are livewires on the wall. e. You might trap your hand in the machine. 

 

(6) ___________    (7) _________    (8)__________ (9) __________   (10)_________    

 

  

a. Examples b.   classified  c.   active components 

d.   tube devices e.   types  f.   dissipate energy 
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Passage3: Items 11-15 

Instructions: Study the diagram below that shows the waste recycling process. Then 

complete the process description.  

 

 

 

 

 

There are several steps of waste recycling process. First, the wastes are (11) 

_________________. Second, it is (12) _________________ to the receiving waste 

management factory. After that, the wastes are (13) _________________ at the factory to 

separate the usual and hazard wastes. Next, they are (14) _________________ to have the 

new objects from wastes. Finally, the (15) ________________ objects report will be settled 

and reported.  

  

a. processed b.   delivered  c.   recycled 

d. sorted  e.   picked up  f.   reported 
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Passage4: Items 16-20 

Instructions: Choose the best answer to complete the passage below.  

 

 

 

 

 

 

 

 

 

 

 

Passage5: Items 21-25 

Instructions: Match the data changes with the correct expression (verb).     

 

 

 

 

  

How is crude oil turned into finished products? The crude oil is (16) 

___________________ into different (17) ______________and gases. These liquids are 

used to make petrol, paraffin, and (18) ______________. The heavier liquids are in less 

demand from customers so are turned into lighter products that are in demand. One of the 

(19) ________________ is called catalytic cracking. It breaks down some of the heavy 

liquids from the distillation column. The heavy liquids are changed into simple and more 

(20) ________________ liquids and gases. Cracking is just one of many chemical 

changes in an oil refinery. 

a. diesel fuel  b.   processes  c.   useful 

       d.   liquids   e.   boiled  f.   turned into 

 

 a.   rise   b.   decrease  c.   fluctuate 

  d.   recover  e.   expand  f.   remain stable 
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Passage6: Items 26-30 

Instructions: Study the graph below and write True or False statements.  

 

 

 

26. The automotive sales volume in January 2022 is about 69,000 units.    ________ 

27. The highest automotive sales volume of 2022 is in December.     ________ 

28. The sales volume in November decreased from September to 10,000 units. ________ 

29. The sales volume from January to March increased by 17,500 units.    ________ 

30. The lowest automotive sales volume of 2022 is in July.      ________ 

 

Passage7: Items 31-35 

Instructions: Read the passage, then write your answer. 

 

How to Escape from a Fire 

 

 

 

First, plan a fire escape route and practice it once a year. Secondly, change the smoke alarm 

batteries twice a year, and test your smoke alarm monthly. Thirdly, listen to the smoke alarm. 

After it rings, don’t stay in your room, you must get out immediately. 
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40 % of the time people die in fires. It’s because they just 

stay in their room and hide in their closet or even under 

their bed.  A fire cannot happen without the three parts of 

the fire triangle: heat, oxygen, and fuel.  Follow these steps 

to escape.  
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Next, go close to your door with your backhand, not your palm. If it is cool, open it slowly 

while facing the door and looking at where you’re going.  If it’s hot, dial 911.  If there is no 

phone in the room, get a flashlight or something light-colored and wave it at the window, 

signaling for help. Then, Crawl down on the floor after opening it. The cleanest air is found at 

the bottom. Get out of where the fire is and leave the house. After that, go to a neighbor’s 

house and call 911. Finally, wait until the fire department comes. 

 

31. Why do people die in fires? 

____________________________________________________________________

____________________________________________________________________ 

32. What are the three parts of the fire triangle? 

____________________________________________________________________

____________________________________________________________________ 

33. What should you do after the smoke alarm rings? 

____________________________________________________________________

____________________________________________________________________ 

34. If the door is cold, how should you open it? 

____________________________________________________________________

____________________________________________________________________ 

35. Why do you need to crawl down off the floor? 

____________________________________________________________________

____________________________________________________________________ 

 
Passage8: Items 36-44 

Instructions: Read the passage below to complete the table and write your answer to the 

questions.  
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Anglo-French Concorde and Boeing 747 

The Boeing 747 is the largest passenger jet airliner in the world. It is 70.51 meters long 

with a wing span of about 60 meters. Its cabin is 6.1 meters wide, and cable of taking up to ten 

seats and two aisles. Its wide body soon earned the name of ‘Jumbo Jet’. In comparison, the 

Anglo-French Concorde is much thinner and sleeker in appearance, with a far narrower cabin 

allowing for only four seats across and one aisle down the middle. In many other ways too, 

the Boeing is completely different from the Concorde. The Concorde, for example, is smaller 

than the Boeing 747, its total length being 62 meters and its wing span is 26 meters. The Boeing 

747 takes up to 500 passengers while Concorde’s normal capacity is 144 . Moreover, unlike the 

Concorde, the Boeing 747 has a small upstairs lounge.  

The Boeing’s flight deck is also on the second floor in front of the lounge. Both 

aircraft are similar in that they have four powerful engines. However, while there are two 

turbofan engines at the front of each of the Boeing's wings, there are two turbojet engines at 

the rear of each of the Concorde’s delta-shaped wings. The Concorde’s great advantage is its 

speed. It is capable of flying long distances at supersonic speed. Its maximum cruising speed, 

for example, is 2,333 km/h, compared with the Boeing 747’s 978 km/h. Thus, the Concorde can 

halve the time normally taken for journeys by the Boeing 747 and other conventional aircraft. 

Keywords Anglo-French Concord Boeing 747 

36. length   

37. wing span   

38. max. 

passengers 

  

39. max. speed   

40. cabin   

41. engines   

 

42. Why did the Boeing 747 get the name ‘Jumbo Jet’? 

____________________________________________________________________

____________________________________________________________________ 

43. How much is the Boeing 747 longer than the Anglo-French Concord? 

____________________________________________________________________

____________________________________________________________________ 
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44. How fast is the Concord? 

____________________________________________________________________

____________________________________________________________________ 

 

Passage9: Items 45-50 

Instructions: Read the passage, then complete the table below. Write only a, b, c, d, e, f and 

g in the table. 

 

CLIMATE 

For the last hundred years, the climate has been growing much warmer. This has had 

a number of different effects. Since the beginning of the 20th century, glaciers have been 

melting very rapidly. For example, the Muir glacier in Alaska has retreated 2 miles in 10 

years. Secondly, rising temperatures have been causing the snowline to retreat on the 

mountain all over the world. In Peru, for example, it has risen as much as 2700 feet in 60 

years. 

As a result of this, vegetation has also been changing. In Canada, the agricultural 

crop line has shifted 50 to 100 miles northward. In the same way, cool climate trees like 

birches and spruce have been dying over large areas of Eastern Canada. In Sweden, the tree 

line has moved up the mountains as much as 65 feet since 1930. 

The distribution of wildlife has also been affected, with many European animals 

moving northwards into Scandinavia. Since 1918, 25 new species of birds have been seen in 

Greenland, and in the United States, birds have moved their nests to the north. 

Finally, the sea has been rising rapidly increasing rate due to the causes mentioned 

above, the melting of glaciers. In the last 18 years, it has risen by 6 inches, which is about 

four times the average rate of rise over the last 9000 years. 

a) European animals move to Scandinavia. 

b) The Muir glaciers in Alaska have retreated 2 miles in 10 years. 

c) Sea level rises rapidly by 6 inches. 

d) Treeline in Sweden moved 65 feet since 1930. 
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e) Crop line in Canada shifts 50-100 miles northward. 

f) Snowlines on mountains retreated around the world. 

g) Cool climate trees die. 

Cause Effect Examples 

Climate has been 

growing warmer 

Glaciers melt very rapidly. (45) _________________________ 

(46) __________________________ 

Snowlines of mountains in Peru have 

risen 2700 feet in 60 years. 

Vegetation changes (47) _________________________ 

(48) _________________________ 

 

(49) __________________________ 

- Many animals move northward.        

- New birds are seen in Greenland.      

- Birds in the US move to the north. 

(50) __________________________  

 

------------------ Test Ends------------------ 
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APPENDIX E: Student Attitudes Questionnaire (SAQ) (English Version) 
 

INSTRUCTIONS: 

This student attitudes questionnaire is designed for 30 statements to examine the 

engineering undergraduates’ attitudes on metacognitive reading strategies instruction 

based on their opinions. Students are instructed to mark a single checkbox 

corresponding to their opinion in the provided space, using the following criteria: 

 1 means “I strongly disagree.” 

 2 means “I disagree.” 

 3 means “I neither agree nor disagree.” 

 4 means “I agree.” 

 5 means “I strongly agree.” 

Student responses are considered to be not correct or wrong and will not affect their 

academic scores in any way. Students are free to respond, and these answers will be 

valuable for metacognitive reading strategies instruction development and will be 

most beneficial if students provide the most possible true answers.   

Part 1: Personal Information  

Name – Surname_______________________________________________________ 

Gender_______________ Age_______ Program / Year ________________________ 

Part 2: Attitudes Questions Towards Metacognitive Reading Strategies Instruction 

After reading each statement, do a checkmark on the number (1, 2, 3, 4, or 5) to show 

the frequencies of the actual attitudes.  

No. STATEMENT SCALE 

1 I consistently take the time to plan my reading, finding it essential 

for a better understanding. 

1 2 3 4 5 

2 Setting specific goals for my reading tasks is a crucial step that 

enhances my comprehension. 

1 2 3 4 5 

3 Trying different planning strategies is an exciting way to explore 

and enrich my reading experience. 

1 2 3 4 5 

4 Planning my reading provides structure and guidance, helping me 

stay focused on the reading material. 

1 2 3 4 5 

5 Creating a detailed plan for my reading is an essential step that 

significantly improves my overall experience. 

1 2 3 4 5 

6 I consider that planning the reading strategies is so beneficial.   1 2 3 4 5 

7 Flexibility in planning approaches, allowing me to explore various 

methods. 

1 2 3 4 5 
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No. STATEMENT SCALE     

8 I recognize the importance of planning my reading tasks, and I 

make an effort not to skip this step. 

1 2 3 4 5 

9 I adapt my reading strategy based on the type of material, ensuring 

a tailored approach for each. 

1 2 3 4 5 

10 I believe that planning significantly impacts my overall reading 

experience. 

1 2 3 4 5 

11 I am attentive to time constraints, ensuring that I allocate my time 

wisely during reading sessions. 

1 2 3 4 5 

12 Monitoring my comprehension is a crucial aspect that significantly 

contributes to my overall reading satisfaction. 

1 2 3 4 5 

13 I consistently check my understanding as I progress through a text, 

ensuring a thorough grasp of the content. 

1 2 3 4 5 

14 Adjusting my reading pace based on comprehension is a practice I 

find valuable for a more effective reading experience. 

1 2 3 4 5 

15 I actively consider the effectiveness of my reading strategies, 

reflecting on my approach to enhance comprehension. 

1 2 3 4 5 

16 I believe that being aware of time limitations contributes 

significantly to my reading. 

1 2 3 4 5 

17 Monitoring my comprehension enhances my overall reading 

achievement. 

1 2 3 4 5 

18 I consistently notice when I lose focus while reading, and I actively 

address it. 

1 2 3 4 5 

19 I find it important to adapt my reading pace based on the 

complexity of the material. 

1 2 3 4 5 

20 Reflecting on my reading habits interest me; I prefer to read 

without analysing my approach. 

1 2 3 4 5 

 

21 I actively evaluate the success of my reading experiences, seeking 

continuous improvement. 

1 2 3 4 5 

22 Achieving reading goals and objectives is a priority for me, as it 

enhances my overall reading comprehension of the material being 

read. 

1 2 3 4 5 

23 I have confidence in the effectiveness of my reading strategies, 

believing they significantly impact my comprehension of the text.  

1 2 3 4 5 

24 I regularly reflect on my reading skills and habits, engaging in self-

assessment for continual growth. 

1 2 3 4 5 

25 Comparing the effectiveness of different reading strategies is a 

valuable practice that helps me refine my approach. 

1 2 3 4 5 

26 I recognize the importance of verifying whether I comprehend the 

content or task during reading. 

1 2 3 4 5 

27 Note taking is the appropriate strategy that promote reading 

comprehension.  

1 2 3 4 5 

28 I see value in restating information in my own words to deepen my 

understanding of the content. 

1 2 3 4 5 

29 I put my concentration on the text content for the appropriateness 

of the reading purposes.  

1 2 3 4 5 

30 I believe that evaluating my own performance and progress through 

reading tasks is important; I just read. 

1 2 3 4 5 
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APPENDIX F: แบบวดัเจตคติทีม่ีต่อการสอนกลวธีิการอ่านแบบอภิปัญญา (ฉบับภาษาไทย) 

ค าช้ีแจง:  
แบบวดัเจตคติน้ีเป็นแบบสอบถามเพ่ือตรวจสอบความคิดเห็นเจตคติต่อการสอนกลวิธีการอ่านแบบอภิ
ปัญญาของนกัศึกษาคณะวิศวกรรมศาสตร์ในระดบัปริญญาตรีจ านวน 30 ขอ้ ใหน้กัศึกษาพิจารณาตามขอ้
ท่ีก าหนดใหท่ี้ตรงกบัความคิดเห็นของนกัศึกษา โดยการท าเคร่ืองหมายกากบาทลงในช่องว่างท่ีก าหนดให้
เพียงขอ้ละ 1 ช่อง ซ่ึงมีเกณฑด์งัต่อไปน้ี 
 5 หมายความวา่ “เห็นดว้ยอยา่งยิ่ง” 

4 หมายความวา่ “เห็นดว้ย” 
 3 หมายความวา่ “ไม่แน่ใจ”  

2 หมายความวา่ “ไม่เห็นดว้ย”  
1 หมายความวา่ “ไม่เห็นดว้ยอยา่งยิ่ง” 

การตอบค าถามของนกัศึกษาไม่มีการตดัสินว่าถูกหรือผิด และไม่มีผลต่อคะแนนเรียนของนกัศึกษาแต่
ประการใด นักศึกษามีอิสระในการตอบอย่างเต็มท่ี ค าตอบของนักศึกษาจะมีประโยชน์อย่างยิ่งต่อการ
ปรับปรุงวิธีการสอนกลวิธีการอ่านแบบอภิปัญญา และจะมีคุณค่ามากท่ีสุดเม่ือนกัศึกษาตอบค าถามตรงกบั
ความเป็นจริงมากท่ีสุด 
ส่วนที่ 1: ขอ้มูลส่วนตวั  
ช่ือ-สกลุ 
________________________________________________________________________________  
เพศ______________________    อาย_ุ______________    สาขาวิชา/ชั้นปี_____________________ 
ส่วนที่ 2: ค าถามเก่ียวกบัเจคคติท่ีมีต่อการสอนกลวิธีการอ่านแบบอภิปัญญา 
หลงัจากอ่านค าบรรยายแต่ละส่วน ท าเคร่ืองหมายกากบาทไปยังตัวเลข (1, 2, 3, 4, หรือ 5) แสดงความถ่ี
การแสดงเจตคติท่ีตนเองมีตามความจริง  

ข้อที ่ เน้ือหา ระดบั 

1 ฉนัวางแผนการอ่านของฉนัเพ่ือท าใหเ้ขา้ใจไดดี้ยิง่ข้ึนอยูเ่สมอ  1 2 3 4 5 

2 การก าหนดเป้าหมายเพ่ือการอ่านของฉนันั้น ถือเป็นขั้นตอนส าคญัในการเพ่ิม

ความเขา้ใจ 

1 2 3 4 5 

3 การใชก้ลยทุธ์การวางแผนท่ีหลากหลาย เป็นวธีิการท่ีน่าต่ืนเตน้ท่ีเสริมสร้าง

ประสบการณ์การอ่านของฉนั 

1 2 3 4 5 

4 การวางแผนการอ่าน ช่วยใหฉ้นัเห็นโครงสร้างและวธีิการท่ีช่วยใหฉ้นัจดจ่อกบั

ส่ิงท่ีอ่าน 

1 2 3 4 5 
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ข้อที ่ เน้ือหา ระดบั 

5 การวางแผนในการอ่านอยา่งละเอียดเป็นขั้นตอนท่ีส าคญัท่ีช่วยส่งเสริม

ประสบการณ์ในการอ่านอยา่งยิง่ 

1 2 3 4 5 

6 ฉนัคิดวา่การวางแผนใชก้ลยทุธ์การอ่านนั้นมีประโยชน์  1 2 3 4 5 

7 ฉนัชอบความยดืหยุน่ในการวางแผนการอ่าน เพ่ือท าใหฉ้นัส ารวจวธีิการอ่าน

อยา่งหลากหลาย  

1 2 3 4 5 

8 ฉนัตระหนกัถึงความส าคญัในการวางแผนการอ่าน และฉนัพยายามไม่ขา้ม

ขั้นตอน 

1 2 3 4 5 

9 ฉนัปรับใชก้ลยทุธ์การอ่านตามประเภทของเน้ือหา เพ่ือใหไ้ดม้าซ่ึงกลยทุธ์ท่ี

เหมาะสม 

1 2 3 4 5 

10 ฉนัเช่ือวา่การวางแผนการอ่าน ช่วยส่งเสริมประสบการณ์การอ่านได ้ 1 2 3 4 5 

11 ฉนัตระหนกัถึงขอ้จ ากดัทางดา้นเวลา เพ่ือใหม้ัน่ใจวา่ฉนัใชเ้วลาในการอ่านอยา่ง

เหมาะสม 

1 2 3 4 5 

12 การสงัเกตการอ่านเพ่ือความเขา้ใจ เป็นขั้นตอนท่ีส าคญัเพ่ือช่วยใหฉ้นัเกิดความ

พึงพอใจในการอ่าน 

1 2 3 4 5 

13 ฉนัตรวจสอบความเขา้ใจของฉนัอยา่งต่อเน่ือง เพ่ือท าใหม้ัน่ใจวา่ฉนัเขา้ใจเน้ือหา

ของสิงท่ีอ่านอยา่งแทจ้ริง 

1 2 3 4 5 

14 การปรับความเร็วในการอ่านไดต้ามความเขา้ใจ เป็นแนวปฏิบติัท่ีมีคุณค่าและ

ส่งเสริมประสบการณ์ในการอ่านอยา่งมีประสิทธิภาพ 

1 2 3 4 5 

15 ฉนัใหค้วามส าคญักบัการพิจารณาประสิทธิภาพในการใชก้ลยทุธ์ในการอ่าน ซ่ึง

สะทอ้นวธีิในการอ่านเพ่ือความเขา้ใจของตนเอง 

1 2 3 4 5 

16 ฉนัเช่ือวา่การตระหนกัดา้นขอ้ก าจดัของเวลาช่วยพฒันาการอ่านของฉนั       1 2 3 4 5 

17 การเฝ้าสงัเกตการณ์ความเขา้ใจในการอ่านส่งเสริมผลสมัฤทธ์ิในการอ่านของฉนั       1 2 3 4 5 

18 ฉนัสงัเกตเม่ือฉนัไม่จดจ่อกบัการอ่านและรีบจดัการทนัที 1 2 3 4 5 

19 ฉนัคิดวา่การปรับความเร็วในการอ่านเน้ือหาท่ีมีความซบัซอ้นต่างกนัมี

ความส าคญั 

1 2 3 4 5 

20 ฉนัสนใจการสะทอ้นนิสยัในการอ่านของตนเอง ฉนัชอบอ่านโดยไม่ตอ้ง

วเิคราะห์วา่ใชว้ธีิการอ่านแบบใด 

 

1 2 3 4 5 
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ข้อที ่ เน้ือหา ระดบั 

21 ฉนัมกัประเมินความส าเร็จในประสบการณ์อ่านของตนเอง เพ่ือใหเ้กิดการพฒันา

อยา่งต่อเน่ือง 

1 2 3 4 5 

22 ฉนัใหค้วามส าคญักบัการบรรลุเป้าหมายและวตัถุประสงคใ์นการอ่าน เพราะส่ิง

เหล่าน้ีช่วยใหฉ้นัมีความมัน่ใจ  

1 2 3 4 5 

23 ฉนัมัน่ใจในประสิทธิภาพของการใชก้ลยทุธ์ทางดา้นการอ่านของฉนั และเช่ือวา่

ส่ิงเหล่าน้ีช่วยพฒันาความเขา้ใจในการอ่าน 

1 2 3 4 5 

24 ฉนัมกัจะสะทอ้นทกัษะและนิสยัในการอ่านของฉนั เพ่ือการประเมินและการ

พฒันาตนเองอยา่งต่อเน่ือง  

1 2 3 4 5 

25 การเปรียบเทียบประสิทธิภาพของกลยทุธ์การอ่านท่ีแตกต่างกนันั้น ถือเป็นการ

ฝึกฝนท่ีมีประโยชน์และช่วยใหฉ้นัสามารถปรับกลวธีิในการอ่านได ้ 

1 2 3 4 5 

26 ฉนัใหค้วามส าคญักบัการตรวจสอบความเขา้ใจในเน้ือหาขณะก าลงัอ่าน 1 2 3 4 5 

27 การจดบนัทึกเป็นวธีิการท่ีเป็นประโยชน์ และเพ่ือส่งเสริมความเขา้ใจในการอ่าน 1 2 3 4 5 

28 ฉนัเห็นคุณค่าของการจดบนัทึกความเขา้ใจของตนเอง 1 2 3 4 5 

29 ฉนัใหค้วามส าคญักบัการพิจารณาเน้ือหาของส่ิงท่ีอ่าน เพ่ือความเหมาะสมกบั

วตัถุประสงคใ์นการอ่าน 

1 2 3 4 5 

30 ฉนัคิดวา่การประเมินความสามารถและความกา้วหนา้ในการอ่านมีความส าคญั 

ฉนัเพียงตอ้งอ่านเท่านั้น 

1 2 3 4 5 
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APPENDIX G: INTERVIEW  

 

Low reading proficiency students 

Students 1 (L1)   

T:  How do you establish reading goals? 

S: My goal is to read the question first in order to find the answers. 
 

T: Can you describe your reading approaches for general information? 

S: I look for overall contexts to find which words I can remember, and I will 

 know the meaning if I can find keywords. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  I read through each paragraph one-by-one. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I focus on remembering the main words and understanding the overall 

 meaning after class. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: Like this one “fire extinguisher”, I will look at “fire” first or this sign “triangle” 
 as my context clues. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: I will set my own questions for each paragraph to find the answers. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: For reading, I will read repeatedly because it helps me to understand better.   
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: When I can translate the contexts more effectively. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: I often rely on my personal experiences to try and grasp the meaning. 
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T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Summarizing is valuable for me in understanding difficult English texts. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: When retelling has become an essential strategy for me. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Identifying the main idea in texts has become a crucial skill for me. 
 

T; OK, thank you for your interview. 
S: Thank you.   

 

 

Students 7 (L2)   

T:  How do you establish reading goals? 

S: I aim to read the questions first because I need to save my time. 
 

T: Can you describe your reading approaches for general information? 

S: I will look at the questions first because I need to save my time. Then I will 

 find the answers and then underline. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  I will read the topic, question, and contexts respectively.    
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I will look at the questions first because I need to save my time. Then I will 

 find the answers and then underline. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: I will find the familiar words first then guess from the context clues and use 

 translation tool for the words that I can’t translate. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: I question myself about what information is needed to answer the questions. 
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T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: I often go back and reread to ensure I capture all the details.    
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: When I can't translate some words, I use a dictionary application. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: English texts become much easier when I can relate the material to my own 

 background knowledge. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: I understand the material, such as summarizing and rephrasing key points.   
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: I've noticed that when I retell what I've read, it helps me understand it better. 

 It's like I'm actively participating in the material. 

 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: After my reading sessions, I make it a point to identify the main idea. 
 

T: How do you feel about the activities that the teacher led you to do? 

S: Teachers will consistently offer guidance and support whenever I encounter 

 difficulties. Empower me to muster the confidence to communicate openly and 

 inquire further. 

 

T; OK, thank you for your interview. 
S: Thank you.   

 

 

Students 9 (L3)   

T:  How do you establish reading goals? 

S: My reading goal is to read the question first.  
 

T: Can you describe your reading approaches for general information? 

S: I will read and translate the context first. 
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T: How do you determine what sections of a text to read and when to read them? 

S:  I will look at the questions first and then use the skimming technique to see 

 the related contexts.    
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I usually read through the whole passages. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: I will look at the surrounding words. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: I set my own questions for each part of the context. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: If I don’t understand the contexts, I could look at them again to find the main 

 ideas.    
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: When I use translation tools for the words that I can't translate. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: I approach English texts by drawing connections to things I already know. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Summarizing has been instrumental in helping me organize information from 

 complex.   
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: To me, the process of retelling academic texts involves focusing on the 

 essential concepts. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: I've learned to recognize the main ideas in texts. 
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T; OK, thank you for your interview. 
S: Thank you.   

 

Students 11 (L4)   

T:  How do you establish reading goals? 

S: My reading goal is to find the familiar words first then guess from the context 

 clues. 
 

T: Can you describe your reading approaches for general information? 

S: I will look at the questions first and observe the paragraph for some familiar 

 words. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  I will find the familiar words first then guess from the context clues and use 

 translation tool for the words that I can’t translate. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I will find the main points from the context to look for some wh-questions.   
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: If I don't know a word, I look at the words around it to guess what it means. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: Setting questions helps me keep focusing on the contexts. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: I will go back to rereading again and again if I don’t know the contexts well.    
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: When I know that translation tools are valuable for me. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: For me, background knowledge is crucial for understanding English academic 

 texts. 
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T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: I've found that summarizing English texts helps me break down the 

 information. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: I found that retelling or synthesizing is really helpful. It's like a reflective 

 process that allows me to engage deeply with the contexts. 

 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Identifying the main idea of a text is like finding the puzzle pieces. 
  
T: What would you like to say about this course? 

S: The homework assigned by teachers after a lesson prompts me to review what 

 I've learned. I take pride in completing it independently, without needing to 

 rely on friends to copy or submit the work for me. This sense of 

 accomplishment comes from being able to deliver my assignments personally. 

  

T; OK, thank you for your interview. 
S: Thank you.   

 

 

Students 13 (L5)   

T:  How do you establish reading goals? 

S: I set my reading goal to read the context first and then look for any other 

 supports. 
 

T: Can you describe your reading approaches for general information? 

S: I will read the context first, then look at the symbols, and underline and 

 highlight.  
 

T: How do you determine what sections of a text to read and when to read them? 

S:  I will read the questions and observe the context. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I use underlining and highlight techniques for unfamiliar words.   
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: When I see a new word, I try to guess what it's talking about. 
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T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: I will set my own questions to cope with any reading problems. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: Rereading is important to ensure the contexts information.    
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: When translation tools allow me to overcome language barriers. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: I've noticed that relying on my prior knowledge has been really helpful. It 

 gives me a starting point to understand difficult passages. 

 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Summarizing the information helps me understand English texts. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: When I retell or synthesize academic texts, I focus on extracting the most 

 important information. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Focusing on identifying the main idea after reading sessions significantly 

 boosts my understanding. 
 

T: What do you get after completing this course? 

S: Previously, I struggled with reading and comprehending English. However, 

 engaging in activities has boosted my confidence, even though my 

 understanding may not be perfect. 

 

T; OK, thank you for your interview. 
S: Thank you.   
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Moderate reading proficiency students 

Students 3 (M1)   

T:  How do you establish reading goals? 

S: I carefully consider the subjects, visuals, and situations before making reading 

 the questions my primary priority in order to meet my reading objectives. 
 

T: Can you describe your reading approaches for general information? 

S: I take notes on unfamiliar words, and I refer to pictures to understand the 

 topic.   
 

T: How do you determine what sections of a text to read and when to read them? 

S:  Reading a passage multiple times while paying attention to nearby words 

 helps me understand better. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I find it beneficial to read repeatedly, focusing on the surrounding words to 

 grasp meanings.   
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: I guessed from the sentence that I didn’t know the meanings and then I looked 

 at the other sentences to see the related contexts. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: For exercises, I try to set the questions first and then check my answers by 

 reading the context again. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: I've seen some improvements lately. My reading speed has increased, and I 

 find myself understanding unfamiliar words and contexts better. 

 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: I try to summarize the main ideas in Thai after reading the entire passage, 

 rather than translating word-for-word. 
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T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: I've learned to blend my background knowledge with other reading strategies 

 when facing complex English texts 

 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Summarizing English texts requires me to carefully select the most important 

 information by focusing on key points. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: Writing summaries or retelling academic content has become an essential part 

 of my study routine. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Recognizing the main idea strengthens my comprehension and solidifies my 

 understanding of complex academic content.  

T: What do you get after completing this course? 

S: I recall my teacher's lessons on word analysis, where I learned about prefixes, 

 suffixes, and their meanings. For instance, "er" often indicates a person or 

 machine. The word "un" at the beginning is the opposite of the meaning of the 

 word. When encountering unfamiliar words, I apply this knowledge to break 

 down the word and understand its components, which helps me comprehend 

 the sentence or content better. 

 

T; OK, thank you for your interview. 
S: Thank you.   

 

Students 5 (M2)   

T:  How do you establish reading goals? 

S: To be sure, I start with the questions and actively look for the answers in order 

 to meet my reading goals. 
 

T: Can you describe your reading approaches for general information? 

S: It is like whenever I read English firstly, I was confused and did not know how 

 to read, but after the course, I can read with flow.    
 

T: How do you determine what sections of a text to read and when to read them? 

S:  Reading English used to be confusing, but after the course, it's become easier 

 and more fluent. 
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T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I will read the questions first and observe the paragraph for some familiar 

 words. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: Yes, I do it very often. Sometimes I guessed it wrong, so I checked by the 

 dictionary application. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: I question myself about whether I understood the main points. I create mental 

 questions while reading to keep myself actively involved. It aids in better 

 understanding and retention. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: I read word by word repeatedly, relying on context clues and surrounding 

 words to make educated guesses about their meanings.   
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: When I suggest that translation plays a key role for me when I struggle with 

 certain English texts. After reading the passage in English, I mentally switch to 

 Thai. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: When I encounter unfamiliar vocabulary in English texts, I try to prioritize 

 words that I can relate to my own experiences. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: I use various techniques, such as summarizing and self-questioning, to ensure 

 I've grasped the material accurately. 
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T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: I've found that summarizing or synthesizing the information really helps me 

 get a deeper understanding. It's like I'm piecing everything together, which 

 makes it easier to grasp the concepts. 

 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: I make it a priority to identify the main idea of the text to synthesize 

 knowledge effectively and gain deeper insights. 

T: How do you feel about the activities that the teacher led you to do? 

S: Upon encountering vocabulary outside of class or during assessments, I find 

 myself recalling the words taught by my teacher during our classroom 

 activities. This fills me with joy and excitement as I realize that I am able to 

 remember and recognize these words. Although my understanding of their 

 meanings might not be entirely precise, the ability to recall them brings me 

 great satisfaction. 

 

T; OK, thank you for your interview. 
S: Thank you.   

 

Students 10 (M3)   

T:  How do you establish reading goals? 

S: I usually read the context first and then check over the questions to make sure 

 I've met my reading objectives. 
 

T: Can you describe your reading approaches for general information? 

S: I read the context first, looked at the questions, and then underlined and found 

 the answers. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  I start by reading the passage, then look at questions, underline key parts, and 

 find the answers. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I will read the context first, look at the questions and then underline and find 

 the answers. 
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T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: I will look at the surrounding words. I will recall the vocabulary and look at 

 the pictures if any. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: I often pause while reading to question myself about the meaning of specific 

 words or phrases. It ensures better comprehension. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: When dealing with challenging texts, I find it helpful to adjust my reading 

 speed to ensure thorough comprehension. 
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: I've found that translation into Thai is helpful when English passages are 

 difficult to comprehend. After reading the paragraph, I mentally translate it 

 into Thai. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: My ability to understand academic English texts has improved as I've learned 

 to integrate my background knowledge with other reading techniques. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Summarizing serves as a powerful tool for me in organizing information from 

 academic English texts. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: Retelling or synthesizing academic texts allows me to take ownership of the 

 material. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: My perception to learning has changed as a result for identifying books' key 

 concepts 
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T; OK, thank you for your interview. 
S: Thank you.   

 

Students 12 (M4)   

T:  How do you establish reading goals? 

S: In keeping with my reading objectives, I read each sentence carefully to get 

 the major point. 
 

T: Can you describe your reading approaches for general information? 

S: I will guess from the surrounding words. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  For questions, I read them first, find keywords, and then go through each 

 sentence to get the answer. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I will read the context first, look at the questions and then underline and find 

 the answers. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: When I don't understand a word, I read the sentence again and try to guess its 

 meaning based on the other words. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: Setting questions for myself is a habit. It helps me stay engaged and reinforces 

 my understanding of the material. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: When faced with challenging passages, I adjust my reading speed accordingly, 

 if I encounter unfamiliar terms or complex sentences. 
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: After reading the text in English, I will translate the main points in Thai to 

 reinforce my comprehension. 
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T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: Over time, I've realized the importance of leveraging my prior experiences to 

 enhance my comprehension of English texts. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: I will use summarizing as a powerful tool in organizing information from 

 academic English texts.  
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: Retelling or synthesizing is a process of sense-making. It helps clarify my 

 understanding and strengthens my comprehension. 

 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Figuring out a text's core idea is like finding the thread that connects 

 everything. I can do it better because of this planned post-reading strategy. 

T: What would you like to say about this course? 

S: I enjoy group work assignments where teachers provide homework related to 

 topics that interest us, particularly tasks involving the production process. The 

 teacher organizes each group to collaboratively review and refine their 

 previous work. The following week, we present our work for evaluation. The 

 teacher provides feedback, noting whether it's correct or needs improvement. 

 If correct, the teacher records a video clip and sends it promptly. This process 

 not only enhances our ability to work in groups but also teaches us to create 

 and present our work in English. Collaborating with friends, we learn new 

 skills and tackle tasks we've never encountered before. 

 

T; OK, thank you for your interview. 
S: Thank you.   

 

Students 15 (M5) 
 

T:  How do you establish reading goals? 

S: Prioritizing reading the questions over exploring the circumstances is a regular 

 practice that supports my reading objectives. 
 

T: Can you describe your reading approaches for general information? 

S: Looking at the pictures and gaining new vocabulary from games. 
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T: How do you determine what sections of a text to read and when to read them? 

S:  To learn new words, I look at pictures and play language games, making it a 

 fun way to expand my vocabulary. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I use skimming to find the answers from each sentence. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: If there's a word that I don't know, I will check if there are other words nearby 

 that give me a clue. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: Before moving on to exercises, I set the questions independently, then cross-
 check my responses with the text to ensure accuracy. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: Sometimes I need to slow down and reread sections to fully understand them, 

 while other times I can skim through familiar contents. 
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: Translation into Thai becomes necessary for me when English passages pose 

 comprehension challenges. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding of a text as you read? 

S: I've developed a strategy of using my background knowledge as a foundation 

 for understanding English. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Summarizing has revolutionized how I approach studying English texts. It's 

 like creating a roadmap that guides me through the complexities. 
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T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: Retelling or synthesizing academic materials is like weaving together threads 

 of knowledge that create my comprehension and retention. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Through practice, I've become adept at identifying the main idea in texts to 

 recall key details long after I've finished reading. 

T; OK, thank you for your interview. 
S: Thank you.   

 

High reading proficiency students 

Students 2 (H1)   

T:  How do you establish reading goals? 

S: I always set clear reading objectives for myself. It keeps me focused and 

 motivated throughout my study sessions. Having these goals helps me track 

 my progress and ensures I'm actively engaging with the material. 

  

T: Can you describe your reading approaches for general information? 

S: I quickly scan the questions to understand what information is required before 

 delving into the text. Skimming the passage gives me a broad understanding of 

 the main ideas, while scanning helps me locate specific details mentioned in 

 the questions.   
 

T: How do you determine what sections of a text to read and when to read them? 

S:  I summarize each section to solidify my understanding further. Once I've 

 grasped the main concepts, I engage in active recall exercises to reinforce my 

 memory. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I recognize substitution or connection words, enabling me to comprehend the 

 context more effectively, thereby enhancing my understanding of the overall 

 message. 
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T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: Yes, I employed skimming and scanning, focusing on the questions first and 

 underlining unfamiliar words to deduce their meanings, typically examine 

 suffixes and context clues as my strategy to infer the meanings of unfamiliar 

 words. 
 

T: Could you explain how you engage in self-questioning to enhance your 

 comprehension? 

S: Formulating questions before and during reading helps me target key 

 information, ensuring a comprehensive understanding. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: I deliberately review passages that are difficult for me and dynamically modify 

 my reading speed. By using this method, I can make sure I understand the 

 material and pick up on its subtleties. 
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: I prioritize summarizing the main ideas in Thai after reading the entire 

 paragraph, rather than translating word-for-word. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding  of a text as you read? 

S: Integrating my background knowledge with other reading strategies has 

 become second nature to me when tackling challenging English texts. It's like 

 weaving together different threads of understanding. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Summarizing English texts has become second nature to me. It's a skill that 

 allows me to distill complex information into its essential components, 

 facilitating deeper understanding. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: Retelling or synthesizing academic materials has become second nature to me. 
 By articulating complex ideas in my own words, I deepen my understanding 

 and solidify my grasp of the material. 
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T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: For me, identifying the main idea of a text is a fundamental step in post-
 reading analysis by synthesizing key details into complex academic content. 

T: How do you feel about the activities that the teacher led you to do? 

S: Participating in group work has been a learning experience for me, especially 

 since English isn't my strongest subject. Through group activities, I've come to 

 understand my responsibilities better. The division of tasks within our group 

 has made me realize my significance and contribution, which fills me with 

 pride. 

 

T; OK, thank you for your interview. 
S: Thank you.   

 

Students 4 (H2)   

 

T:  How do you establish reading goals? 

S: Setting reading goals has been transformative for me. It has helped me 

 overcome my fear of English and stay committed to improving. Keeping 

 reading goals in mind during exercises and exams has enhanced my 

 concentration and determination to succeed. 
 

T: Can you describe your reading approaches for general information? 

S: Before diving deep into the text, I skim through to grasp the overall structure 

 and main ideas. Scanning helps me pinpoint keywords or phrases mentioned in 

 the questions, which guides me to the relevant sections of the passage. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  In addition to focusing on main ideas, I make a conscious effort to note any 

 supporting details that strengthen my comprehension. After analyzing the 

 context, I create mental summaries to connect the information. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I focus on the context and main ideas, ensuring that I grasp the fundamental 

 concepts and themes presented in the text. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: Indeed, context clues, particularly word forms and structures, often guide me 

 in deducing meanings during reading. 
 



 

 

 
 219 

T: Could you explain how you engage in self-questioning to enhance your  

 comprehension? 

S: Setting self-questions before engaging with the context keeps me actively 

 involved, fostering a deeper understanding. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: Rereading is a strategic practice I employ to dissect intricate passages and 

 extract essential information. Adjusting my reading speed accordingly allows 

 me to maintain focus and comprehension. 
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: After reading the text, I mentally summarize the main points in Thai to ensure 

 comprehension, although I find that translating every word disrupts the flow of 

 my reading. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding  of a text as you read? 

S: I've found that my prior experiences play a pivotal role in my ability to 

 comprehend complex English passages. By drawing on what I already know, I 

 can unlock deeper layers of meaning within the text. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Checking comprehension is a critical step in my reading process. I employ a 

 range of strategies, including summarizing and paraphrasing, to ensure I've 

 fully grasped the material. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: I've found that retelling or synthesizing is an effective way to consolidate my 

 learning. By reconstructing the content in my own words, I reinforce key 

 concepts and enhance my comprehension. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Recognizing the main idea in texts comes naturally to me now. After reading, I 

 quickly condense important details to grasp the central message. 

T; OK, thank you for your interview. 
S: Thank you.   
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Students 6 (H3)   

T:  How do you establish reading goals? 

S: Setting reading goals has been crucial for me. It gives me direction and 

 purpose in my study sessions. I've found that having specific goals  keeps me 

 motivated and accountable for my learning, which has contributed  to my 

 progress. 

 

T: Can you describe your reading approaches for general information? 

S: I start by getting a general sense of the passage through a quick skim. Once I 

 have an overview of the content, I switch to scanning, focusing on specific 

 sections to extract key details. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  Alongside word memorization techniques, I practice visualization to deepen 

 my understanding of abstract concepts. I find it helpful to create personal 

 connections to remember complex terms and ideas. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I usually use skimming as a quick method to grasp the overall structure and 

 content, and if the context is numbered, I swiftly navigate through the key 

 points  for efficient comprehension. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: My go-to strategy involves memorization, especially before exams. I review 

 the text, take notes, and pay attention to context clues to guess word meanings. 
 

T: Could you explain how you engage in self-questioning to enhance your  

 comprehension? 

S: Self-questioning plays a pivotal role in my reading strategy ensuring I extract 

 meaningful information, contributing to improved reading efficiency. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: Whether faced with dense sections or familiar content, I adapt my reading 

 speed  accordingly to ensure optimal comprehension and then reread them 

 again. 
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T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: Though I prefer to engage directly with English texts, there are instances 

 where  translation into Thai becomes necessary for full comprehension. 
 

T: How do you utilize your background knowledge to enhance your 

 understanding  of a text as you read? 

S: When faced with unfamiliar concepts in English texts, I rely on my 

 background knowledge to fill in the gaps. It's like having a toolkit of 

 strategies to overcome comprehension challenges. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Creating visual summaries helps me see connections between concepts and 

 reinforces my understanding. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: Retelling or synthesizing academic texts allows me to engage with the 

 material on a deeper level. By distilling complex information into clear and 

 concise summaries, I strengthen my understanding and retention. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: After completing my reading sessions, I effortlessly identify the main idea of 

 the text. This strategic approach allows me to synthesize knowledge 

 effectively. 

T: What do you get after completing this course? 

S: My teacher advised me that when reading English sentences, it's normal not to 

 understand every word. They suggested skipping unfamiliar words and 

 focusing on the surrounding context. Following their advice, I skip unknown 

 words and try to grasp the overall meaning as best as I can. Later, I make sure 

 to look up these words in the dictionary to verify their accuracy. 

 

T; OK, thank you for your interview. 
S: Thank you.   
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Students 8 (H4)   

T:  How do you establish reading goals? 

S: My reading objectives have been a game-changer since it keeps me focused 

 during reading sessions and ensures I make consistent progress. I've realized 

 the importance of establishing clear reading goals to keep me motivated and 

 help me measure my improvement over time. 
 

T: Can you describe your reading approaches for general information? 

S: My reading process starts with a quick glance by skimming. To explore the 

 details, I transition to scanning for systematically searching any specific 

 information needed to answer questions. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  In my efforts to remember content, I often engage in discussions or teach the 

 material to someone else. I dedicate time to reviewing previously learned 

 material periodically to maintain retention and prevent forgetting. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I underline important phrases or concepts while simultaneously focusing on 

 the context without initially considering the topic, thereby aiding in the 

 identification of crucial information. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: When faced with unfamiliar words, I read word by word, relying on context 

 clues and surrounding words to make educated guesses about their meanings. 
 

T: Could you explain how you engage in self-questioning to enhance your  

 comprehension? 

S: Setting my own inquiries as checkpoints during reading reinforces my grasp 

 on the material and elevates my reading efficiency. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: It's important for me to dynamically adjust my reading speed. I accomplish this 

 by slowing down on thick passages and accelerating on topics I already know.  
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T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: While I strive to comprehend English texts without translation, there are 

 occasions where I find it necessary, especially with highly intricate passages.  
  
T: How do you utilize your background knowledge to enhance your 

 understanding  of a text as you read? 

S: Reflecting on my reading journey, I've come to appreciate the significant 

 impact  of background knowledge on my comprehension skills. It's like having 

 a solid  foundation upon which to build my understanding. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: On my experience, I've found that summarizing is not just about condensing 

 the text but about extracting key insights. It's like uncovering the underlying 

 meaning to deepen my comprehension. 
 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: For me, retelling or synthesizing is not just about regurgitating information but 

 about truly understanding it. By rephrasing the content in my own words, I 

 internalize the material and make it my own. 
 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: Identifying the main idea of a text is like distilling the essence of the material 

 for me to derive significant insights and strengthen my understanding of 

 complex concepts. 

T; OK, thank you for your interview. 
S: Thank you.   

 

 

Students 14 (H5)   

T:  How do you establish reading goals? 

S: I always set my reading goals as my first priority for my learning journey and 

 keeps me motivated to achieve my objectives. I've affirmed that setting and 

 keeping reading goals helps me stay disciplined and committed to improving 

 my English skills. 
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T: Can you describe your reading approaches for general information? 

S: To start, I take a quick skim at the passage to understand its general content. 
 Once I have a basic understanding, I focus on scanning, searching for 

 information that will assist in answering questions. 
 

T: How do you determine what sections of a text to read and when to read them? 

S:  Before diving into a text, I preview headings, subheadings, and summaries to 

 get a sense of the structure and key points. While reading, I pay attention to 

 bolded or italicized words, as they often indicate important terms or concepts. 
 

T: While reading, what methods do you use to pay attention to the main points of 

 a text such as focusing on key words or phrases?  

S: I will find the keywords strategically, especially when pressed for time or 

 unsure  about the relevance of the entire sentence, allowing me to extract 

 pertinent information swiftly and efficiently. 
 

T: When encountering unfamiliar words or concepts, how do you guess their 

 meanings from context clues? 

S: When encountering 'fire extinguisher,' I pay attention to words like 'fire' and 

 'safety equipment' nearby. This helps me understand it's probably a device used 

 to put out fire. 
 

T: Could you explain how you engage in self-questioning to enhance your  

 comprehension? 

S: By formulating questions both prior to and during reading, I strategically 

 target  essential information, which enriches my comprehension and ensures a 

 thorough understanding of the text. 
 

T: Can you provide an example of how you employ problem-solving strategies 

 like rereading or adjusting your reading speed to overcome comprehension 

 challenges? 

S: A crucial component of my problem-solving strategy is dynamically adjusting 

 my reading speed and strategically rereading. I can successfully explore hard 

 books thanks to these strategies. 
 

T: Which situations do you find yourself using translation as a strategy to aid in 

 understanding? 

S: After reading, I summarize the main ideas in Thai to reinforce comprehension, 

 although I am mindful of maintaining the flow of my reading. 
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T: How do you utilize your background knowledge to enhance your 

 understanding  of a text as you read? 

S: Utilizing my background knowledge has become an intuitive part of my 

 reading process. It's like having a compass that guides me through the 

 complexities of English academic texts. 
 

T: After finishing a text, how do you typically go about summarizing its main 

 points? 

S: Using concept maps has improved my approach to studying English texts. It's 

 like creating a blueprint that illuminates the structure and summarizes my 

 understanding of its complexities. 
 

 

T: Could you describe a time when you've used retelling or synthesizing as a 

 strategy to reinforce your understanding of a text after reading? 

S: Retelling or synthesizing academic materials is a reflective practice for me. By 

 summarizing key points in my own words, I deepen my understanding and 

 build a strong foundation of knowledge. 

 

T: What factors do you take into account and how do you assess a text's main 

 point of significance? 

S: I've mastered how to identify the main idea in texts, which has developed my 

 approach to post-reading analysis. By synthesizing key details, I enhance my 

 comprehension and gain deeper insights of academic content. 

T: What would you like to say about this course? 

S: Each group is presented in front of the class, enabling us to identify both the 

 strengths and weaknesses of their work. We engage in self-evaluation as well 

 as peer evaluation, utilizing clear scoring criteria. Each group is responsible 

 for rating the performance of the other groups, fostering a structured and 

 constructive feedback process. 

 

T; OK, thank you for your interview. 
S: Thank you.   

 

  



 

 

 
 226 

APPENDIX H: Consent Form (CF) (English Version) 
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APPENDIX I: Consent Form (CF) (Thai Version) 
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APPENDIX J: Participant Information Statement (PIS)  

(Thai Version) 
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APPENDIX K: Participant Information Statement (PIS) 

(English Version)  
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