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This study aimed to investigate metacognitive strategies used in Thai students’
English academic reading in these areas: (a) what metacognitive strategies the students
used, (b) how they used these metacognitive strategies, (c) how the differences in the use
of metacognitive strategies between students of high and low English reading proficiency,
and (d) what the reading difficulties that impeded the students’ reading comprehension.
The participants in this study were 20 third-year Thai students enrolled in the Bachelor’s
Degree program at Srinakharinwirot University. They were divided into two groups —
high English reading proficiency and low English reading proficiency. Interviews,
observations through think-aloud sessions, and journal entries were used to collect data.
The results revealed that the students had awareness and control of their metacognitive
strategies in their reading process. They used metacognitive reading strategies to plan,
monitor, and remediate their comprehension such as scanning the text, paying attention to
the main points, and focusing on the key words. The findings also showed that in their
academic reading the participants with high English reading proficiency used
metacognitive strategies more often than the participants with low English reading
proficiency. In addition, both high and low reading proficiency students knew various
effective reading strategies, but the group with low English proficiency could not apply
them to enhance their reading comprehension. Additional findings revealed that Thai

students have the following reading difficulties: (a) vocabulary problems, (b) grammatical



structure problems, (c) problems related to the organization of a reading passage, and (d)
problems related to the length of a reading passage. The findings provided significant
evidence that metacognitive strategies are crucial for Thai students’ English in their
academic reading. Metacognitive strategies should be applied to enhance their reading
comprehension and to resolve difficulties while reading English academic texts of Thai

students.
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CHAPTER |

INTRODUCTION

Background of the Study

In Thailand, English is taught as the first foreign language, and it is more in use
than other popular foreign languages, such as French, Japanese, or Chinese. This
predominance of English over other languages happens because Thailand is presently in
the process of shifting from a traditional economy to a market economy, a trend towards
globalization that allows foreign investment in the country. Thus, in order to perform
business transactions, Thai citizens need to communicate in English with overseas
investors.

Not surprisingly, most multinational companies with offices in Thailand prefer
recruiting employees with a very good command of English. That is, the employees
should be able to write, read, and understand contracts or exchange e-mail messages with
superiors, colleagues, or customers. Furthermore, the Thai Government is campaigning to
attract visitors to Thailand in order to stimulate tourism. This promotion increases the
number of tourists in the country and reinforces English as the chosen medium of
communication between Thais and foreigners.

Because of its importance, English has been part of the national curriculum since
1895 (Ministry of Education, 2002). In the former curriculums, English was an elective
course from elementary to upper secondary levels (Ministry of Education, 2006;
Satyarakwit & Chinnamethipitak, 2007). However, Thailand has been, and still is, highly
shaped by a changing world dominated by western economies using English for
communication. This caused the national curriculum to be revised in 1978 and 1996, and

the main focus of language teaching changed to teaching language for communicative



purposes (Ministry of Education, 2006; Soranastaporn, Chantarasorn, & Chumpavan,
2002). It is stated in the Thai National Act of 1999 that Thai students are required to study
English from grades 1 to 12. The teaching of English in the new curriculum emphasizes
the integration of listening, speaking, reading, and writing skills to meet the realistic
needs of the country.

Reading is an important part of the four necessary language skills for acquiring
knowledge and gathering information for those learning English as a second or foreign
language (ESL/EFL), for academic success, and for professional development (Wei,
2005). The main objective of English language education at primary and secondary
school levels is to teach students to read English books and to encourage them to keep up
with global development, especially in the area of information technology (IT) (Wei,
2005). Students at the university level need to understand textbooks, articles, or
magazines written in English to acquire knowledge and gather information for both their
careers and their academic studies (Wei, 2005). For these reasons, the ability to read and
understand English effectively is regarded as the most important skill for ESL/EFL
students at all levels.

Reading plays an important role in language learning, but ESL/EFL educators
have found that most students cannot read English texts effectively (Aebersold & Field,
1997). The problems impeding students’ reading success come from the
inappropriateness of the reading materials, the misunderstanding of grammatical
structures, difficulties with vocabulary, and the lack of background knowledge from the
readers’ part (Aebersold & Field, 1997; Dagostina & Carrifio, 1994; Nuttall, 2000).
According to these educators, the reading materials used in schools may not meet the
students’ need and do not facilitate their reading. Long sentences in academic texts may

be too difficult for readers to understand because their grammatical structure contains a



variety of clauses and complex forms. Furthermore, texts containing a lot of unknown
words may be equally difficult for readers to grasp, and the lack of background
knowledge on what they read may cause problems to students in understanding the idea
presented in reading passages.

The educators in Thailand investigated the reading ability of Thai students and of
employees at the workplace and found that the reading ability of Thais were at a low
level. Wongsuwan (1992), for example, found that Mathayomsuksa 6 (Grade 12) students
in the demonstration schools affiliated to the Ministry of University Affairs both in
Bangkok and in the provinces had reading problems in the following areas: (a) sentence
structure, (b) vocabulary in context, and (c) paragraph organization. The results of the
study conducted by Sucompa (1998) also indicated that Rajamangala Institute of
Technology (RIT) language teachers and students in tourism had difficulties with English
reading because they could not read and write English correspondence or e-mail messages
properly.

Similarly, Songsiri (1999) found that Mathayomsuka 6 (Grade 12) students at
Protpittayapayat School had poor reading skills in the following three areas: (a)
vocabulary, (b) grammatical rules, and (c) background knowledge. Jesdapornpun (2001)
also found that 18 technical staff at Samart Comtech had problems in reading English
texts in the following three areas: (a) unknown words, (b) limited background knowledge,
and (c) lack of understanding of grammatical structures.

The results of the cited studies revealed that Thai students and employees had
difficulties in reading English texts. The major reading difficulties are: low understanding
of sentence structure, poor vocabulary in context, weak paragraph organization, and
limited background knowledge in what they read. All of these impede Thais’ reading

achievement.



Metacognitive Strategies in Reading

Metacognitive strategies are regarded as a part of the effective strategies that
enhance learners’ reading ability (Cohen, 1998). To be able to read effectively and
intelligently, students need to refine their reading ability by integrating their prior
knowledge, language proficiency, and metacognitive strategies with the understanding of
words and sentences in a text (Hammadou, 1991). Metacognitive strategies involve
thinking about what one is doing while reading, checking the outcome of problem-
solving techniques, planning how to use an effective strategy, controlling the
effectiveness of an action plan, testing, revising, and evaluating one’s learning strategy
(Block, 1992; Salataci & Akyel, 2002). These strategies should play their roles in reading
tasks as they can help learners plan, organize or control, and evaluate or remediate the
reading process (Chumpavan, 2000; Cohen, 1998; Li & Munby, 1996; Urquhart & Weir,
1998).

According to Keene and Zimmerman (1997), there are eight metacognitive
strategies. First, experienced readers will prepare an action plan while they are reading.
That is, they are aware of their own thinking and understanding. In-depth readers
concentrate on their own thinking process and can select strategies before, during, and
after their reading. Then, these experienced readers will gather knowledge from their past
experiences, habits, beliefs, and events and situations concerning society or the world in
general to create connections with reading texts in order to access them more easily.

Second, experienced readers will try to understand the important part of a reading
text. While reading, they constantly evaluate the importance of a text at three levels of
understanding: the word level, the sentence level, and the paragraph level (Alderson,

2000).



Next, experienced readers use self-questioning. They ask themselves questions
before, during, and after the reading of a text in order to ascertain its meaning, support
their understanding, and guess its content.

Additionally, experienced readers often draw up pictures in their mind using the
five senses (sight, hearing, touch, smell, and taste) to promote emotions while they are
reading. They use this strategy in reading short stories to imagine the characters.
Moreover, according to Anderson (200), experienced readers can combine the important
information in the reading text with their personal background knowledge to create
inference beyond a written text.

Retelling or synthesizing the reading text using the reader’s own words is also
important in a reading process. When experienced readers read, they gain information,
think about it, and express the author’s meaning with their own words (Flemming, 1997).

Finally, experienced readers use a variety of fix-up strategies to remediate reading
problems and extract meaning from a text (Duffy & Roehler, 1993). The fix-up strategies
include inferring, asking questions, determining importance, and synthesizing. These
strategies help experienced readers to better comprehend what they are reading in
academic texts.

In conclusion, metacognitive strategies are effective tactics that skilled learners
use to enhance their reading ability. These strategies combine planning, monitoring, and
checking the process of reading. All of these strategies may help readers understand a
text being read.

Purpose of the Study

In Thailand, very few studies investigating the role of metacognitive strategies

used in reading by university or college students can be found. Therefore, the main

purpose of this study was to investigate what metacognitive strategies students at the



university level use in their academic reading and how they use them. In addition, the
differences in the use of metacognitive strategies between students with high English
proficiency and students with low English reading proficiency, and the difficulties that
these students encountered when reading academic texts were also investigated.
Research Questions
This study aimed to answer the following questions:
1. What metacognitive strategies do third-year English major students at
Srinakharinwirot University (SWU) use in reading English academic texts?
2. How do third-year English major students at SWU apply those metacognitive
strategies?
3. How differently do third-year English major students at SWU with high and low
English reading proficiency use metacognitive strategies?
4, What difficulties do third-year English major students at SWU encounter when
reading English academic texts?
Significance of the Study
The findings obtained from this study provide information about what students’
reading strategies are, and whether these strategies are effective or not. Such information
could be used as a guideline for teachers to find the best technique for teaching effective
reading. In addition, the findings could be useful for students who want to improve their
reading skills by helping them to select effective reading strategies. Providing that the
findings of this study are suitable for teaching reading courses, they should be added to

the existing English programs.



Methodology
Participants

Selection of the university.

Srinakharinwirot University was selected as an ideal university for this study
because of the following reasons:

Firstly, to be admitted to public universities, high school students are required to
take the examination administered by the Ministry of University Affairs (Office of the
National Education Commission, 1999). The students may select to take the examination
administered by the university that they hope to attend. Srinakharinwirot University is
one of the well-known public universities that students hope to attend and one they add to
their preference list.

Secondly, the English courses offered at Srinakharinwirot University (SWU),
especially the courses offered in the Department of Western Languages, Faculty of
Humanities, focus on helping students to improve their English proficiency
(Srinakharinwirot University Operation Center, 2007). The students enrolled in the
English courses at SWU are expected to be able to use English both communicatively and
academically.

Therefore, with these two reasons, the researcher selected Srinakharinwirot
University to participate in this study. In addition, the Department of Western Languages
of SWU gave permission to the researcher to conduct this study with their students.

Selection of the participants.

Third-year students majoring in English in the Department of Western Languages
at Srinakharinwirot University in Bangkok in the academic year 2005 were asked to
participate in this study. The researcher asked to see the University's student list. It was

found that the total number of third-year English major students at SWU was



approximately 80, of which 20 were randomly selected. They were divided into two
groups: (a) students with high English reading proficiency and (b) students with low
English reading proficiency. Each group counted 10 participants.

Instrumentation

Interviews.

Interviews were used to collect data before observing the participants’ reading in
think-aloud sessions. The 16 interview questions were developed by the researcher to
investigate the metacognitive strategies of the participants. They were evaluated by the
thesis adviser to determine their appropriateness and were then revised using her
comments and suggestions.

Observations through think-aloud sessions.

After the interview, the students were asked to read two passages in the think-
aloud sessions, as their reading process was observed. The researcher used the same
questions as the ones she used in the interview to ask the participants to explain what their
reading strategies were and how they used them.

For the participants to read, two academic reading passages were selected from a
reading book for EFL students. The first passage contained approximately 550 words, and
discussed the plagiarism habits of Australian students, while the second passage of
approximately 940 words treated of eating disorders. The thesis adviser was asked to
review the selected passages to verify their level of difficulty and to confirm that they
were an appropriate choice for the participants. It was agreed that the selected passages
were appropriate for this study.

The think-aloud sessions or the observations lasted about 60 minutes. All
interviews and think-aloud sessions were taped, and the recording was transcribed by the

researcher immediately after each interview and think-aloud session.



Journal entries.

The participants were asked to write a journal to record their reading strategies,
which they submitted to the researcher a week after the interviews and the observations
through the think-aloud sessions. They were asked to describe the reading strategies that
they used as they were reading English academic textbooks, journals, and novels by
themselves, without the presence of the researcher.

Data Collection Procedures

The data for the study were collected through the interviews, the think-aloud
sessions, and the journals written by the participants, in which they recorded their reading
strategies. To avoid ambiguities, all data were rechecked with the participants and their
consistency was examined.

Data Analysis

The data collected for this study were coded according to the following four
research questions:

1. What metacognitive strategies do third-year English major students at

Srinakharinwirot University (SWU) use in reading English academic texts?

2. How do third-year English major students at SWU apply those metacognitive
strategies?
3. How differently do third-year English major students at SWU with high and low

English reading proficiency use metacognitive strategies?

4. What difficulties do third-year English major students at SWU encounter when
reading English academic texts?

The data were then coded into the following three categories: (a) the kinds of
metacognitive strategies used and their method of application, (b) the differences in the

use of metacognitive strategies by English major students at SWU with high and low
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English reading proficiency, and (c) the kinds of difficulties the students encountered in
their reading.
Confidentiality of the Participants

The participants were informed that their names and personal data would not
appear in the study or be included in the data analysis. All information was destroyed
immediately after the study was completed.

Limitations of the Study

The participants of this study were limited to the third-year university students in
the Department of Western Languages at Srinakharinwirot University in Bangkok,
Thailand. This study was also limited to students majoring in English who completed
two of the three required English reading courses offered in the English program for
undergraduate students at the University. The students were informed in advance of the
day and time of the interview and of the observation. The students who were not willing
to participate in the study were not included and replaced by students who accepted to
participate.

Organization of the Study

Chapter I of the study introduces its background and problems. Chapter Il presents
a review of the related literature and research studies pertaining to the subject of this
thesis. Chapter 111 details the methodology of this research. Chapter IV analyzes the
results of the study, while Chapter V discusses these results and suggests

recommendations for further studies.



CHAPTER II

REVIEW OF THE RELATED LITERATURE

This chapter reviews the theoretical and research literature related to reading
problems and to the metacognitive strategies students use to succeed when reading

academic texts. It is subdivided in the following parts:

I. What is Reading?

2. Factors that Influence Reading in Second and Foreign Languages
3. Reading Problems for Students of English as a Second or Foreign Language
4. Studies Related to the Reading Problems of Thai Students

5. Reading and Learning Strategies to Enhance Reading Ability

6. Metacognitive Strategies in Reading
7. Studies Related to the Investigation of Metacognitive Strategies in Reading
What is Reading?

It seems that reading is not completely understood or cannot be described easily
(Aebersold & Field, 1997; Taverner, 1990; Urquhart & Weir, 1998). In the early 1960s,
educational psychologists argued various definitions for reading, but it still was difficult

to define it exactly.

However, they outlined two main possible wide meanings, that is, (a) reading is

the decoding process of syntactic, semantic, and pragmatic knowledge, and (b) reading is
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“the whole parcel of cognitive activities” carried out by a reader in contact with a text

(Urquhart & Weir, 1998, p. 17).

Later on, in the 1970s, reading was pervasively defined as “a means of extending
experience” (Taverner, 1990, p. 4). In other words, reading is concerned with the past
experiences reflecting the readers’ interest and their reading motivation. Hence, an easy
way to describe reading in general terms was that it involves a reader, a text, and the

interaction between the two (Aebersold & Field, 1997).

The reader or the individual is the first factor of the learning process. Readers are
unique in that they differ in the way they apply their individual experiences towards what
they read. They need to be aware of themselves as readers and base their reading process
on their past knowledge acquired in their learning of both how to read and how to apply
their reading to their everyday use. In addition, they need to know what memories they
themselves have about the sum of their life experiences gathered from the family,

community, school, society, and culture while they learned to read.

The next factor in the reading process is the text. There are many types of texts
everyday readers read such as books, labels on medicine containers, instructions on street
signs, advertisements on television, and so on. To succeed in their reading
comprehension, readers need to realize the differences in the language considerations in
different written materials — the organization of information, grammar, cohesion, and

vocabulary.

According to Aebersold and Field (1997), reading is “what happens when people
look at a text and assign meaning to the written symbols in that text” (p. 15). While
reading, readers have an interaction with the text at hand, applying to it an area of

knowledge such as content, formal knowledge, and linguistic knowledge. The interaction
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between readers and a text is constantly changing, depending upon the readers’
comprehension of what they read. That is, if readers possess more complete knowledge

about what they read, they can better understand the text being read.

In summary, it is difficult to define exactly what reading is because this definition
depends on each individual’s purposes in reading. However, a general definition accepted
by various educational researchers is that reading is the connectivity of a reader, a text,

and the interaction between the two.
Factors that Influence Reading in Second and Foreign Language

In teaching English as a second language (L2) or English as foreign language
(FL), to help their students comprehend a text the reading teacher must understand the
key factors that affect the students’ reading ability. According to Aebersold and Field

(1997, pp. 21-34), the key factors that influence students’ reading ability are as follows:

1. Cognitive development and cognitive style orientation. The age and level of
cognitive or mental development of the learners when beginning their learning of
L2 or FL influence their flexibility in learning a language. Teachers must be aware
of their students’ cognitive style and cognitive development to help them build a
personal learning style that will include a variety of strategies, and to remediate
effectively their reading difficulties (Aebersold & Field, 1997).

2. Reading performance and competence in their L1. The levels of L1 students’
reading proficiency have an influence on the development of reading skills in L2.
Even if there is no evidence that skilled readers have more potential in L2 reading
ability than poor readers, the skilled L1 readers who have flexibility in their

reading ability and adapt their reading strategies to remediate their reading
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problems more successfully transfer their own critical thinking process in L2
reading than poor readers do (Aebersold & Field, 1997; Koda, 2004).
Metacognitive knowledge. Metacognitive knowledge is the combination of
students’ ability in discussing, describing, giving the rules for their own native
language, and commenting on how they use their learning ability. Not
surprisingly, skilled readers having good command in their metacognitive
knowledge see more improvement in their reading process than poor readers do
(Aebersold & Field, 1997).

L2 or FL proficiency. Students’ second language proficiency influences their
reading performance. L2 reading problems come from readers’ inadequate
knowledge of the target language. In other words, readers can better understand a
target text if they have a high level of reading proficiency in the target language.
Adequate knowledge of the target language helps them solve difficulties in
reading target texts (Aebersold & Field, 1997).

Degree of difference between L1 and L2. The degree of difference between a first
or native language (L1) and a second language (L2) is evaluated within the L1 and
L2 writing system and rhetorical structure and the individual’s purpose of reading.
When a target text is too difficult and shows great differences between the native
language and the target language, it becomes more difficult for L2 readers to
comprehend it (Aebersold & Field, 1997).

Cultural orientation. Cultural orientation involves “the students’ reading attitudes
towards a text and the purpose of their reading, the types of their reading skills
and the strategies they use in L2, the belief about the reading process, their
knowledge of text types in their L1, and their background knowledge in L.2”

(Aebersold & Field, 1997, p. 34). These factors are main influences on students’
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reading in L2 or FL. When readers in L2 have adequate knowledge of their
cultural orientation in reading, it is useful for them to enhance their understanding

of a text at hand.

Additionally, according to Urquhart and Weir (1998), there are three factors that
reflected on reading attainment: (a) word recognition, (b) language, and (c) background —
or world knowledge. Word recognition itself is categorized into three areas: lexis (letter
pattern), phonics (letter sounds), and semantics (word meanings which involve strings of
letter patterns and letter sounds or strings of the relationship between lexis and phonics).
Language itself is concerned with three parts of the linguistic knowledge: (a) syntax
(grammatical arrangement of words in a sentence), (b) cohesion (linguistic devices that
hold together the words in the sentence strings), and (c) text structure (the underlying
organization of the rhetorical devices of a written text such as problem-solution, cause-
effect, chronology, and so on). Finally, background or world knowledge refers to the
individual experiences that facilitate readers’ understanding of a text.

In addition, according to Ruddell and Ruddell (1995), six key factors that enhance
effective reading achievement are (a) word analysis, (b) language knowledge, (c) prior or
background knowledge, (d) reading motivation, (e) text interaction, and (f) effective
comprehension strategies. Word analysis involves knowledge in lexis, phonics, and the
semantic meaning of words. Language knowledge is the linguistic knowledge that helps
readers infer meaning from relational or lexical elements within sentences. Background
knowledge is related to literacy and prior knowledge drawn up from personal experiences
concerning the text being read. Reading motivation is the intellectual curiosity that helps
readers make better sense of what they read. Text interaction is the reading process by

which a reader uses their language knowledge related to word meanings, sentences, and
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story structure to enhance their understanding of the reading passage. Additionally,
effective comprehension strategies are formed by the personal tactics that successful
readers normally use to help them better understand what is being read.

In conclusion, there are many educators proposing a variety of key factors that
influence readers’ reading achievement. Understanding the factors that influence reading
in L2 may help teachers to develop teaching plans for their reading classroom in order to
improve their students’ proficiency.

Reading Problems for Students of English as a Second or Foreign Language

Along with listening, speaking and writing, reading is regarded as an important
part of the four language skills necessary for acquiring knowledge and gathering
information for those learning English as a second language (ESL) or as a foreign
language (EFL). In high schools, the main goal of English language education is to teach
students to read English books, and to encourage them to keep up with global
development, especially in the area of information technology (IT). At university level,
students need to understand textbooks, articles or magazines written in English. They read
to gain knowledge and gather information for both their academic studies and their
careers. Thus, the ability to read and understand English effectively is regarded as the
most important skill for university or college students. Even though reading plays a vital
role in all EFL/ESL students’ academic lives, teachers and researchers have found that
most students fail to read English effectively (Aebersold & Field, 1997; Wei, 2005). The
problems students are confronted with come from the reading materials themselves, the
confusion regarding grammatical structures, difficult vocabulary and the lack of
background knowledge (Aebersold & Field, 1997; Dagostina & Carrifio, 1994; Nuttall,
2000). The reading materials used in schools may not interest the students, making

reading difficult for them (Aebersold & Field, 1997). Added to this, the grammatical
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structure making up long sentences may be too difficult for readers to understand
(Dagostina & Carrifio, 1994; Nuttall, 2000). For example, sentences in newspapers and
academic texts are grammatically more complex than the ones in short stories because
they contain a variety of clauses and complex structures, whereas sentences in short
stories are often simpler and, thus, more easily understood. In addition, students have
reading problems when they encounter unknown words (Chadavimol, 1998; Dagostina &
Carrifio, 1994), especially if these are key words. Furthermore, students need some
background knowledge on a text in order to understand it (Alderson, 2000; Dagostina &
Carrifio, 1994). When learners possess more background knowledge on what they read,
they can understand the main idea and more easily retain the information.

In brief, reading is one of all four necessary language skills that play an important

role in EFL/ESL students’ lives. However, it is found that ESL/EFL learners cannot

succeed in reading because they have reading difficulties in four areas, that is,
inappropriate reading materials, complex grammatical structure in academic texts,
unknown words, and lack of background knowledge. All of these four difficulties may

interfere with the proficiency of EFL/ESL readers in their English academic reading.

Studies Related to the Reading Problems of Thai Students
In Thailand, the results of various studies investigating reading ability indicate
that Thai students have low levels of reading proficiency. Wongsuwan (1992) conducted
a study to determine the reading problems of Mathayomsuksa 6 (Grade 12) students in the
demonstration schools affiliated to the Ministry of University Affairs. Four hundred and
ninety-six students were selected for the study: 266 students from Bangkok and 230
students from other provinces; 272 of them were science students and 224 art students. A

reading test was used as an investigative instrument. It was found that science and art



18

students in Bangkok and in the provinces reached an average level in three main areas of
reading ability: (a) sentence structure, (b) vocabulary in context, and (c) paragraph
organization. It was also found that there was no significant difference between Bangkok
students and students in the provinces in mean scores in sentence structures, but there
were significant differences in vocabulary in context and paragraph organization.

Sucompa (1998) conducted a study to investigate the needs and problems in using
English in the tourism industry in Thailand and at the campuses of the Rajamangala
Institute of Technology (RIT). The participants included four groups: (a) 394 workers in
the tourism industry, (b) 95 employers or owners of travel agencies, (c¢) 20 English
language teachers, and (d) 135 students in tourism. All participants were requested to
complete questionnaires to collect data that determined content, method, and duration of
the course “Technical English for English for Tourism” for higher certificate students at
RIT. SPSS was used to analyze the percentage, means, and standard deviation of the
participants’ responses to the questionnaires. It was found that workers and employers in
the tourism industry, owners of travel agencies, and students in tourism had difficulties
with English. All participants pointed out that speaking, reading and listening were more
important than writing and translation. It was also found that RIT language teachers and
students in tourism believed that tourism students had difficulties with English reading
and writing since they could not properly write English correspondence or e-mail
messages.

Songsiri (1999) conducted a study to investigate the English reading skills of
Mathayomsuka 6 (Grade 12) students. Twelve students from six classes at
Protpittayapayat School were selected to test their reading ability. They were also
interviewed to investigate their attitude towards English reading. It was found that these

students had below satisfactory level of English reading proficiency. Only 1% of the
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students earned good grades (80%-87%), and 67.5% of them were graded as poor (23%-
47%). The students were poorly skilled in vocabulary, grammatical rules, and background
knowledge. However, in investigating their attitude, it was found that they felt positive
towards English reading and that they were highly interested in improving their English
reading skills.

Similarly, Jesdapornpun (2001) conducted a study to investigate problems related
to English reading shared by 18 technicians at the company Samart Comtech. It was
found that all the participants had difficulties with unfamiliar words and with
understanding meaning from sentences and passages. When they encountered unfamiliar
words, they consulted a dictionary to translate them. However, they stated that consulting
a dictionary did not help them better understand the text. Additionally, it was found that
the participants had limited background knowledge on their reading and that grammatical
structure was the main problem that obstructed their extracting meaning from the text.

It can be concluded from the results of these studies that high school and college
students were unable to read effectively because they had problems with the following:
(a) vocabulary in context, (b) sentence structure, (c) paragraph organization, and (d)
background knowledge. All of these reading problems impeded their reading
achievement.

Reading Strategies to Enhance Reading Ability

According to Koda (2004), all readers, whether poor or experienced, encounter
reading difficulties. To solve these, they must understand the nature of their reading
problems and know how to solve them. In addition, Koda points out that experienced
readers normally apply their own effective reading strategies to remediate their reading

problems and to develop an in-depth understanding of a reading passage.
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Consequently, in recent years, educational researchers (e.g. Richardson &
Morgan, 2000; Urquhart & Weir, 1998, and so on) proposed a number of reading
strategies to improve learners’ reading ability. These reading strategies are as follows:

1. Previewing. Previewing a text is a strategy that readers use in preparing a reading
activity to recall their own knowledge about the text and its structure. This
technique helps readers predict what they are going to read and helps them adjust
an appropriate personal framework to facilitate their understanding of the reading
(Aebersold & Field, 1997).

2. Skimming. Skimming is a reading technique that looks for the general ideas or the
main point of a passage, without studying it in details. This technique is
commonly used at the start of a reading activity in order to grasp the whole picture
of a text (Urquhart & Weir, 1998).

3. Scanning. Scanning involves reading selectively in order to enhance specific
reading objectives. Here, readers quickly scan a text by looking at particular
words, phrases, sentences, headings, the table of contents, and so on (Urquhart &
Weir, 1998).

4, Predicting or anticipating. This reading strategy is used to guess the content of a
text. Readers may ask themselves questions by using their background knowledge
or experiences in order to guess what the text is about (Urquhart & Weir, 1998).

5. Rauding. Rauding involves the knowledge of sentence integration, namely the
lexical and semantic assessing of each word (Carver, 1990). Readers use
additional requirement that the meaning of each word by integrated into the
meaning of the sentences to comprehend complete thoughts contained in each

sentences in the story being read (Carver, 1990). This reading technique helps
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readers understand more completely the message that the writer intended to
communicate.

Determining essential information or identifying a stated main idea. Determining
the essential information of a text is a reading technique that concentrates on the
main points of the reading content. This strategy helps readers determine the main
points of a passage (Chumpavan, 2000; Li & Munby, 1996).

Summarizing. Summarizing is the technique of constructing a summary from a
text by preserving its meaning (Irwin & Doyle, 1992). Readers summarize to
review in their mind the main points of a text. This technique helps them
memorize what they are reading, conceptualize the main point of a text, and
transfer it into their own language (Keen & Zimmerman, 1997; Richardson &
Morgan, 2000).

Reviewing. Readers review a reading text by outlining it and trying to see the
relationships in its content. Outlining helps them understand difficult texts and
involves taking notes of the specific information that they want to remember. In
addition, readers may check short-term memory retention by trying to recall the
main and supporting points of a text (Richardson & Morgan, 2000).

Rereading or repeated reading. Repeated reading is a technique by which readers
repeat some words and phrases and review a passage after its first reading. It helps
them better recall the information and understand more details (Alber-Morgan,
Ramp, Anderson, & Martin, 2007).

Using prior knowledge. Readers relate the context of what is being read to
familiar mental representations using prior knowledge or experiences which have

been recalled from their world knowledge or personal experiences. Tapping into
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this prior knowledge helps readers better understand the text being read
(Chumpavan, 2000; Li & Munby, 1996; Urquhart & Weir, 1998).

Making Inference. Readers draw inferences on the basis of inconclusive evidence
or insufficient information. When readers infer, they use “available information to
guess meaning, predict outcomes, and fill in missing information” (O’Malley &
Chamot, 1990, p. 138). This technique helps them draw conclusions through
critical analysis, and facilitates their making predictions, building new ideas, and
finding new meanings that may be implied in the text at hand.

Imaging. Imaging is a reading strategy in which readers use visual mental images
to understand the information of a text. This technique helps readers form visual
images on the content of the text at hand (Cohen, 1998; Collins & Cheek, 1993).
Categorizing questions. Categorizing questions is a technique that readers use to
recheck their understanding of a reading passage. It helps them better grasp the
main point as well as evaluate their own understanding (Aebersold & Field, 1997;
Richardson & Morgan, 2000).

Elaborating. Elaborating is a reading technique by which readers relate the new
information of a reading passage to their prior knowledge. It helps readers
accommodate new information and better assert the additional data supporting
their background knowledge (Richardson & Morgan, 2000).

Evaluating. Evaluating is a reading strategy performed after reading. Readers
give their opinions and comments, recognize alternative views, and offer rational
positions concerning the text. This technique helps readers check and evaluate the
accuracy of their understanding, recheck what they are confused about, and find

solutions to solve the problems (Collin & Cheek, 1993).
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16. Paraphrasing. Paraphrasing is a reading strategy in which readers use the
knowledge of their native language and of the second language to comprehend the
information of a text. Normally, this strategy is used widely in translating a word

or phrase into one’s native language (Alderson, 2000).

According to Cohen (1998), the reading strategies provided in reading classrooms
help students to improve their reading comprehension. Effective reading strategies
include plans for solving problems encountered in constructing meaning and the mental
processes that readers use to understand what is being read (Duffy & Roehler, 1993).
However, successful and unsuccessful students use different strategies in their reading.
More successful readers build their own strategies and use them along a variety of the
reading strategies mentioned above (O’Malley & Chamot, 1990).

Metacognitive Strategies in Reading

In the latest decades, some educational psychologists interested in developing
readers’ cognitive process combined reading strategies with metacognitive strategies (e.g.
Cohen, 1997; Hummadou, 1991; Li & Munby, 1996; Muﬁiz—Swicegood, 1994; O’Malley
& Chamot, 1995; and Rubin, 1993). According to these educators, students can be taught
independently to employ specific reading strategies during the reading process, especially
in metacognitive processes — those process in which readers carefully “consider thoughts
in problem solving situations though the strategies of self-planning, self-monitoring, self-
regulating, self-questioning, self-reflecting, and self-reviewing” (Muniz-Swicegood,
1994, p. 83).

In addition, according to Hummadou (1991), reading comprehension involves
understanding words, sentences, and a text, and a complex integration of the readers’

background knowledge, language proficiency, and metacognitive strategies.
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Metacognition, therefore, is considered by these educators to be a necessary element for
enhancing reading tasks (Cohen, 1998; Rubin, 1993).

Metacognition refers to thinking about what one is doing while reading. It
includes checking the results of the problem-solving techniques, planning how to use an
effective strategy, controlling the effectiveness of an action plan, testing, revising and
evaluating one’s learning strategy (Block, 1992; Salataci & Akyel, 2002).

According to Rubin (1993), metacognition involves “both students’ knowledge
about their cognitive processes and their ability to control them” (p. 11). She pointed out
that successful readers activate learning and controlling strategies for their learning
success. That is, when successful readers use metacognition for getting information on
learning, they know what to do, how to do it, and when to do it properly.

Metacognition consists of three basic parts: (a) developing a plan of action, (b)
monitoring or controlling the plan, and (c) evaluating the plan (Pressley, 2002). Firstly,
readers develop a plan of action before they read a text. For example, they might evaluate
what they need to do first. Next, while they are reading the context, readers using
metacognition monitor this plan of action. They may ask themselves what important
information they need to remember or what they need to do if they cannot understand the
context. Finally, when these proficient readers evaluate their plan, they ask themselves
how they might apply the reading strategies to other reading problems or whether they
need to go back and resolve any misunderstanding.

Besides, metacognition involves the ability to use strategies to solve problems
when learners have difficulties in their learning (Conley, 1992). It is “thinking about the
learning process, planning for learning, monitoring the learning tasks, and self-evaluating
the learning tasks after the tasks have been completed” (O’Malley & Chamot, 1990, p. 8).

Metacognition allows learners to control their own cognition by structuring a plan,
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forming a strategy, monitoring or organizing, and evaluating the learning process. Thus,
metacognitive strategies involve “pre-assessment and pre-planning, on-line planning and
evaluation, and evaluation and post-evaluation of learning activities and of language
events. Such strategies allow learners to control their own cognition by coordinating the
planning, organizing, and evaluating of the learning process.” (Cohen, 1998, p.7)

According to Cohen (1998), the metacognitive strategies of reading are divided
into three parts: (a) pre-reading (planning) strategies, (b) while-reading (monitoring)
strategies, and (c) post-reading (evaluating) strategies.

The pre-reading strategies are related to scanning and guessing what a text is
about. It helps them decide which books or articles are appropriate to the specific purpose
of their reading. After they decide whether the reading material is suitable, readers may
guess the information from its context, think about its topic, and ask themselves questions
(Cohen, 1998).

The while-reading strategies are related to self-questioning, self-monitoring and
problem-solving (Cohen, 1998). In self-questioning, readers pay attention to their reading
by asking themselves questions on the significance of the text. In self-monitoring they
concentrate on their strategy and check their comprehension. And with problem-solving,
readers can find solutions to their reading problems.

The post-reading strategies involve evaluation and response to evaluation. Skilled
learners can evaluate their strategy by asking themselves what they are trying to do, how
well they use this strategy, or what else they can do concerning the passage. All of these
questions help them evaluate whether their course of action is effective, and respond
accordingly (Alderson, 2000).

According to Keene and Zimmerman (1997), metacognitive readers use the

following eight metacognitive strategies when they read: (a) planning for action before,
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during and after reading, (b) using background knowledge (c) deciding what is important,
(d) self-questioning, (e) creating mental pictures, (f) inferring, (g) retelling or
synthesizing, and (h) using fix-up strategies for reading problems.

The first, planning for action, happens before, during, and after the reading
process. Proficient readers have an action plan to manipulate their thinking and
comprehension. Their planning goes as the following:

1. Rephrase the headings or title as a question to give them a reading direction.

2. Examine the subheadings, illustrations, and so forth, as a direction to identify
significant information in the selected reading.

3. Read the introductory paragraph, the summary, and the questions for study at the
end of the selection.

4. Read the first sentence of every paragraph, which contains generally, though not
always, the main idea of the paragraph.

5. Evaluate their reading by answering questions that arise from reading the text.

6. Write a brief summary of what they read from skimming information in the text.

(Patricia, 2001, p. 3)

All these techniques help the readers identify or understand the basic framework
of the selected text and interpret or evaluate what is written. These techniques related to
the readers’ action plan occur throughout their reading process — including before and
after, and help them understand and remember the information.

Second, what is called prior or background knowledge comes from the readers’
past experiences, habits, beliefs, and events and situations concerning society or the world
at large, and creates connections with reading texts (Keen & Zimmerman, 1997; Ruddell
& Ruddell, 1995). In addition, according to Ruddell and Ruddell (1995), proficient

readers possess literary background and prior knowledge of the story, on which they draw
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upon to identify the story schema, such as folktale, which is helpful in inferring the
meaning of storytelling necessary for the understanding of a story and its outcomes.
Therefore, proficient readers may construct knowledge structures in their memory, which
organize their environment and experiences, and allow them to adapt to new experiences
(Ruddell & Ruddell, 1995). Furthermore, while using their background knowledge,
readers can add information that is not explicitly provided in a text by connecting this
new information to the existing one. This technique helps readers to understand and
remember information more easily (Keen & Zimmerman, 1997; Ruddell & Ruddell,
1995).

Determining the key information of a reading passage is related to identifying its
main idea, topic sentences, and key points (Alderson, 2000; Patricia, 2001). According to

Patricia (2001), reading passages normally combine the following:

1. The main idea. The main idea refers to the key information of the passage being
read.

2. Topic sentence. The topic sentence refers to the main idea being presented in a
paragraph.

3. Supporting sentences. The supporting sentences involve specific details, facts,

evidences, and explanations to ascertain and to give credibility to the writers’
point of view.

4. Transitional devices. The transitional devices refer to connective devices (e.g.
conjunction words such as in addition, furthermore, however, and so forth), that
move the authors’ information from one angle to another. They also bridge one

paragraph to the next by creating a logical development of information.
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When readers understand the chain of the framework of a reading passage, they
may better determine and understand its key information or main points. In addition,
readers may better summarize the entire content.

In addition, self-questioning refers to the many questions that readers ask
themselves while reading in order to clarify their understanding (Chumpavan, 2000).
Proficient readers tend to engage in this technique to determine whether they understand
what they are reading (Chumpavan, 2000, Li & Munby, 1996). Similarly, Harvey and
Goudvis (2000) stated that the purpose of self-questioning is to “construct meaning,
enhance understanding, find answers, solve problems, find specific information, acquire a
body of information, discover new information, propel research efforts, and clarify
confusion” (p. 22). Readers, for instance, while reading the first sentence in the EFL
academic textbook, may ask themselves, “What is ‘plagiarism?’” They then read the
sentence and the paragraph again to guess the meaning of this word and consciously
predict that it refers to “steal or use the ideas of others.”

This technique may occur throughout the reading process — before, during, and
after (Keen & Zimmerman, 1997). In pre-reading, proficient readers may use this strategy
to anticipate what the upcoming text is about. They may also use this strategy to clarify
confusion that occurred while reading or to recheck whether or not they understand
accurately. Finally, they may ask themselves questions to evaluate and conclude the
information they have just read, whether their understanding is accurate. If they find
themselves still confused, they may reread the text to ascertain their understanding.

Additionally, according to Keen and Zimmerman (1997), imaging or visualizing
often is an effective technique that makes the text come alive as it draws pictures in the
readers’ mind. According to the Cambridge International Dictionary of English (1995),

the term “imagery” or “imaging” refers to the use of words, pictures, films, and so forth,
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in order to describe ideas or situations. When proficient readers use imagery to help them
understand a text, they often draw pictures in their mind using the five senses — that is,
sight, sound, touch, taste, and smell in order to pay attention to their emotions while they
read (Keen & Zimmerman, 1997). In general, readers use this technique in reading short
stories in order to help them imagine the characters, scenes, or situations. In addition, this
technique may increase readers’ level of motivation because when they imagine pictures,
the story becomes alive.

Inferring is a reading process that goes beyond the literal meaning of a text.
According to Keen and Zimmerman (1997), to infer is to go beyond literal interpretation
and to open a world meaning by using background knowledge and experiences in order to
reach beyond a simple understanding of the written texts.

In addition, still according to Keen and Zimmerman (1997), we may infer the
information of a text by creating “an original meaning, a meaning born at the intersection
of our background knowledge (schema), the words printed on a page, and our mind’s
capacity to merge that combination into something uniquely ours” (p. 149). In other
words, this technique combines the readers’ background knowledge (schema) with the
text and helps them draw conclusions through critical analysis, and predict new ideas and
new meanings implied or not stated directly in the reading passage (Alderson, 2000; Keen
& Zimmerman, 1997; Harvey & Goudvis, 2000).

Retelling or synthesizing is more than summarizing the parts. It requires critical
thinking involving the whole text. According to Keen and Zimmerman (1997),
synthesizing occurs before, during, and after the reading process since this technique
involves asking questions, predicting, imaging, organizing and discussing the
information, and determining the key points of this information. That is, when proficient

readers synthesize a text, they use all the strategies mentioned above to help them. In
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addition, when they do this, they may create a new set of information by adding opinions,
predictions or evaluations that go beyond the reading message.

Finally, fix-up strategies are effective tactics that proficient readers use to help
them reach high levels of comprehension — word level, sentence level, and text level.
According to Miller (2002), for readers to develop their schema, mental images, and
lower their anxiety when they meet with problems in reading, they may need to use these
fix-up strategies — inferring, asking questions, determining what is important, and
synthesizing the text being read.

In addition, according to Miller (2002), these strategies need to be taught
systematically overtime by reading teachers. That is, teachers should use these strategies
as an instructional framework or as guidelines to help their students strengthen their
understanding and solve problems in reading.

In summary, metacognitive strategies are useful techniques combining various
reading strategies. Readers may use these strategies to help them effectively plan,
monitor, evaluate, and remediate their comprehension before, during and after their
reading process.

Studies Related to the Investigation of Metacognitive Strategies in Reading

Educators both in foreign countries and in Thailand have conducted studies
investigating the effectiveness of metacognitive strategies in reading comprehension.
They found that metacognitive strategies influence students’ reading proficiency.

Ra-Ngubtook (1993), for example, conducted a study to compare the effectiveness
of ‘direct’ and ‘embedded’ metacognitive learning strategy training in English reading
comprehension in upper high school students. Direct metacognitive learning strategy
training involves traditionally teaching students to improve their metacognitive learning

in their daily reading course. Embedded metacognitive learning strategy training also
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teaches students to improve their metacognitive skills, but by adding metacognitive
lessons within the frame of the traditional reading course. Teachers may choose to add
metacognitive lessons during group reading activities, or they may decide to do this in a
traditional reading course. In this study, both models were used as training practice for
two groups of Mathayomsuksa 5 (Grade 11) students. The findings showed that both
direct and embedded metacognitive training models were not significantly different in
raising reading comprehension. However, it was found that the mean scores of the
students instructed by the direct training model were higher than those of the students in
the embedded training model. This study showed that metacognitive strategies were
helpful for improving students’ reading proficiency. Therefore, to help students increase
their reading comprehension, metacognitive strategies should be investigated.

Li and Munby (1996) performed a qualitative research on metacognitive
strategies. The research was conducted with two native speakers of Chinese, one male
and one female, both graduate students in the Social Sciences Master’s Degree program at
Queen’s University, Canada. The participants were chosen for their low background
knowledge of Western social sciences, a constraint that compelled them to use problem-
solving strategies when reading. Interviews, think-aloud sessions and journals were used
to evaluate these two students’ reading comprehension. The study found that, in their
reading, the students used personal background knowledge, translation, self-questioning,
summarization and prediction. It was also found that one student used key words and the
other used Chinese to resolve problems when reading difficult passages. Furthermore,
when the passages were hard to think about in English, these EFL students immediately
reverted to their own language. Therefore, the researchers concluded that the participants

used metacognitive strategies to succeed in their comprehension.
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Chumpavan (2000) investigated the metacognitive strategies that two Thai
students used in learning English as a foreign language (EFL). These participants had
enrolled in the Bachelor’s and Master’s Degree programs in Communication and
Economics at Illinois State University. Interviews, field observation via think-aloud
sessions, and the participants’ journals were used to gather information on the students’
metacognitive reading strategies. It was found that while they were reading, they were
also planning, monitoring and remediating their reading comprehension. Therefore,
Chumpavan concluded that the participants used metacognitive strategies such as prior
knowledge and experience, grammatical knowledge, self-questioning and summarization
to facilitate their reading comprehension. She also found that the participants did not use
translation in their reading process because it was very time-consuming. Furthermore,
unfamiliar words in sentences and paragraphs, and grammatical structure problems were
the main reading problems for these participants.

Dhieb-Henia (2003) conducted a study to investigate the reading processes of
EFL/ESL students while they were reading articles related to biology. Two groups of 34
and 27 students enrolled in biology classes in two science institutions were selected.
Institution A was to be the experimental group using metacognitive training. Institution B
was the control group, using the control method or traditional teaching. In addition, 12
students from group A were added in retrospection, that is, the action of looking back on
the past actions to investigate whether using metacognitive strategy training was more
effective than group B who using traditional training did. All participants were tested by
using a tailor-made instrument specially designed by the researcher over material
presented in a pre-test and a post-test that framed the training program. The study found
that training in the use of metacognitive strategies increased the reading efficiency of the

participants.
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Phakiti (2003) conducted a study to investigate the relationship between the test
takers’ use of cognitive and metacognitive strategies in EFL reading test performance.
Qualitative and quantitative data analyses were performed in the study. Three hundred
and eighty-four students from a northern Thai university were asked to participate. They
were tested with 85 multiple-choice questions on reading comprehension in the final
examination of the fundamental English course. After the test, 75 students were
categorized as highly successful (test score of 70% or above), 256 as moderately
successful (test score between 46% and 69%), and 53 as unsuccessful (test score of below
45%). Eight test-takers, four from the highly successful group and four from the
unsuccessful group, were then randomly selected to be interviewed after their reading
activity. The findings showed that the use of cognitive and metacognitive strategies
increased the students’ reading test performance. It was also found that highly successful
students made use of metacognitive strategies more often than the moderate and
unsuccessful test-takers.

Finally, Huy (2005) conducted a study to investigate the effects of extensive
reading on the subjects’ perceptions about their reading ability and metacognitive
strategies. Six students majoring in computer science at the Saigon Institute of
Information Technology in Saigon, Vietnam, were asked to participate in the study. Pre-
and post-questionnaires were used to explore the students’ perception about their own
reading ability and use of metacognitive strategies while they performed extensive
reading. Semi-structured pre- and post-interviews were also used to obtain further
information. All the students, furthermore, were asked to write their reflections about
their reading experience and performance during the seven weeks of the study. The
findings revealed that extensive reading played a vital role in facilitating the students’

reading ability and increased their motivation in reading. The findings from the pre-
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questionnaire and pre-interview also showed that the students had some knowledge about
metacognitive strategies before extensive reading, but that they did not select the proper
strategies to facilitate their reading ability. In turn, the findings from the post-
questionnaire and post-interview showed that extensive reading gave more chance for the
students to practice and to select effective cognitive and metacognitive strategies to
enhance their reading achievement. In addition, the findings showed that both types of
strategies were useful for improving the participants’ extensive reading.

The conclusions from all these investigations pinpoint to the fact that
metacognitive strategies play an important role during the reading process of ESL/EFL
students. These strategies help learners plan, organize, control or monitor, and evaluate
their reading. Therefore, it would be beneficial to investigate, as the present study does,

the importance of metacognitive strategies in Thai students' reading ability.



CHAPTER Il

METHODOLOGY

The purpose of the study was to investigate: (a) what metacognitive strategies the
participants used in their reading, (b) how they applied each metacognitive strategy, (c)
how Thai students with high English reading proficiency and students with low English
reading proficiency used metacognitive strategies differently, and (d) what reading

difficulties impeded the participants’ understanding in their academic reading.

This chapter describes the key elements of the research methodology of this study,
namely: (a) the selection of the university and the selection of the participants, (b) the
instrumentation, (c) the procedures for data collection, (d) data analysis, (¢) the validity of

the research methodology, and (f) its reliability.

Participants

Selection of the University

In Thailand, the admission to study in State universities is determined by using the
scores of the applicants who take the entrance examination administered by the Ministry
of University Affairs. As per the request of the Ministry, before taking the examination,
each applicant needs to list a choice of 4 universities she or he wishes to attend to.
Srinakharinwirot University (SWU) is one of the favorite universities that applicants hope
to attend to and add to their preference list.

In addition, according to the SWU’s website (2007), when it was established in
1949, it counted 13 faculties. It is well-known and preferred by students who hope to
attend at the university level. Every year, approximately 13,500 students enroll at this

university (Srinakharinwirot University Operation Center, 2007).
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Furthermore, Srinakharinwirot University offers English courses for all major
students. Especially, the courses offered in the Department of Western Languages,
Faculty of Humanities, focus on improving students’ language proficiency to meet the
need of the country (Srinakharinwirot University Operation Center, 2007). The students
enrolled in the university hope to attain a high level of English language proficiency. For
these reasons, the researcher chose students at SWU as participants in this study. Also,
the university gave permission to the researcher to conduct a study with their students.
Selection of Participants

The participants in this study were composed of 20 Thai students majoring in
English in the Bachelor’s Degree Program at SWU. The researcher asked the Department
of Western Languages at SWU to examine the list of third-year students majoring in
English. It was found that they numbered 80, of which 20 were selected as participants.
The researcher then contacted the students attending two required courses in the second
year of the English program, Reading Techniques (EN 221) and Analytical and Critical
Reading | (EN 321), offered by the University in the academic year 2005, and asked to
see their final grades at the end of the semester. Following this, the researcher divided the
participants in two groups — one group was comprised of students with high English
reading proficiency and the other group with students of low English reading proficiency.
The students who, in their final grades, had earned A, B+, and B formed the high English
reading proficiency group, and students who had earned C+, C, D+, D and E were
assigned in the low English proficiency group. The high English reading proficiency
group was formed of 10 students attending EN 221. As for the low English proficiency
group, only seven students were found in EN 221, so the researcher looked for three more

students in EN 321 to reach the number of ten students. The selected students in both
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levels of proficiency were contacted by phone to ask for their participation in the study.

Their participation was voluntary.
Instrumentation

The instruments employed in this study to collect the data comprised (a)
interviews, (b) observations through think-aloud sessions, and (d) journal entries. What
follows is a description of the methodology that was applied to the use of these three

research tools.
Interviews

Qualitative research interviews focus on “understanding the complexity of human
world by means of conversations” (Wang, 2002). This technique is a powerful
investigative tool and helps researchers produce very rich and valuable data (Punch,
2005; Wang, 2002). It facilitates access to peoples’ experiences and their conceptions of
experiences. Furthermore, interviews help the participants feel confident in providing
information and assist a researcher in approaching the participants’ cognitive reading
process. As a result, in this study, interviewing was employed as a major instrument in

order to obtain information on the metacognitive reading strategies of the participants.

The participants of the study were interviewed on their everyday use of reading
strategies by being asked 16 interview questions as guidelines (see Appendix A). For their
convenience and to promote their self-confidence, the questions were asked in their native
Thai language. All data were transcribed by the researcher immediately after each
interview. To prevent any ambiguities in the transcription, the researcher asked the

participants to clarify the data over the phone.
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Observations through Think-Aloud Sessions

Another method for data collection was observing all the participants through
think-aloud sessions. Think-aloud sessions are “readers’ verbal self-reports about their
thinking process — to obtain information about how they attempt to construct meaning
from texts” (Wade, 1990, p. 442). This technique is commonly used in qualitative studies
in order to clarify and support further information obtained from interviewing the

participants.

In this study, the researcher applied this technique to understand the participants’
reading process. Thus, the participants were requested to read two English passages
selected from an academic reading book for EFL students, entitled “IELTS Preparation
and Practice: Practice Tests with Annotated Answer Key”, on the pages 19 and 34-35, of
which Sahanaya and Hughes, published in 2002. The first passage was entitled “Call for
Online to Beat Internet Cheats,” which discussed ways to fight against students’
plagiarism in Australia. The second one was entitled “Eating Disorders,” and was related
to two eating disorders - Anorexia Nervosa and Bulimia Nervosa. The length of the first
passage was approximately 550 words. The second one counted approximately 940
words. The two passages were different in length in order to determine whether this
difference had any effect on the participants’ reading ability. The chair of the thesis
committee was asked to read the selected passages to ascertain that their level of
difficulty and their length were well suited to the participants’ reading abilities and to

approve of their topics.

The researcher observed the participants as they were reading and asked the same
questions in the interview (open-ended questions such as ‘Can you tell me what you do

first when you read?) to prompt them to describe their reading strategies. The native Thai
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language of the participants was used to help them feel comfortable and understand better
while communicating with the researcher. Each personal observation through a think-
aloud session lasted between 60-80 minutes. If there were any ambiguities concerning
their reading strategies, the participants were asked to clarify them during the interviews

and the observations through think-aloud sessions later, through telephone calls.
Journal Entries

All participants were asked to write a journal to describe their strategies when
they were reading by themselves. The reading materials the participants wrote about were
unspecified and could have been academic journals, newspapers, magazines, or general
textbooks. The purpose of writing these journals was to investigate if the participants used
the metacognitive strategies they mentioned in the interviews and think-aloud sessions.

The consistency of the findings among these three instruments was later examined.

Data Collection Procedures

The data were collected from February 20 to March 5, 2006. The procedure for
the interviews went as follows: the researcher conducted one face-to-face interview with
each participant who described his or her reading strategies by answering 16 open-ended
questions that the researcher wrote on a form used as a guideline (see Appendices A and
C). The interviews were audiotaped and the recordings were transcribed by the researcher
immediately after each interview. If ambiguities arose concerning their reading strategies,
the participants were asked to clarify them either while they were interviewed or over the

telephone after the interview.

Observations through think-aloud sessions were also performed in this study to

monitor the participants’ metacognitive reading strategies as they were reading English
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academic texts. After the interview, in one-on-one sessions, the researcher provided each
participant with two passages and asked questions after each paragraph for the participant

to report on his or her reading strategies while reading (see Appendix D).

The interviews and observations through think-aloud sessions lasted 120 minutes
per participant. That is, the interviews lasted approximately 30 minutes and the
observations though think-aloud sessions 80 to 90 minutes. All data were audio-recorded
and transcribed immediately after each meeting. To avoid ambiguities, all data were

rechecked with the participants.

After all interviews and observations through think-aloud sessions, the researcher
asked each participant to start writing a journal to record her or his reading strategies (see
Appendix E). The journal entries concerned their reading such materials as academic
English textbooks, scientific journals, newspaper, novels, and so forth. The consistency
of all the data obtained for each participant through the interview, observation, and
journal was examined.

Data analysis.

Coding is an effective method to analyze the data of verbal protocols such as
interviews and observations (Green, 1998). Coding is “the relationship between what are
termed task-independent process categories and performance on the task in question”
(Green, 1998, p. 69). Thus, the data collected for this study were coded according to the

following research questions:

1. What metacognitive strategies do third-year English major students at
Srinakharinwirot University (SWU) use in reading English academic texts?
2. How do third-year English major students at SWU apply those metacognitive

strategies?
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3. How differently do third-year English major students at SWU with high and low

English reading proficiency use metacognitive strategies?

4, What difficulties do third-year English major students at SWU encounter when
reading English academic texts?

The data were categorized into three groups (a) the kind of metacognitive
strategies used and the way these strategies were used, (b) how English major students at
SWU with high and low English reading proficiency use metacognitive strategies
differently, and (c) the kind of problems the participants encountered in their reading. All
ambiguous answers were rechecked with the participants. The Thai transcription of the
data was translated into English by the researcher, and a native speaker of English was
asked to verify its accuracy. Some examples of transcriptions from the interviews and the
observations through think-aloud sessions are provided with the findings presented in

Chapter IV.

Confidentiality

To protect the participants’ personal information, they were informed that the data
collected would be kept confidential, that the audiotapes of the interviews would be
stored safely, that their real name would never appear in the study, and that the data

would be destroyed after the study was completed.

Validity
In the present study, the research questions were formulated based on the
metacognitive theory and a review of the related literature. The questions to be asked in
the interviews and think-aloud sessions were examined by the thesis adviser beforehand

to ascertain their validity and appropriateness. Their relevancy to the purpose of the study
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was also confirmed. All the questions were recognized as valid and appropriate by the

thesis adviser.

Furthermore, to ensure the validity of this study, the participants were asked to
verify the accuracy of the transcriptions and, if any inacurracies were found, to clarify
them immediately after the interview or later over the phone.

Reliability

With regard to the reliability of the data collected for this study, the researcher
used interview questions (see Appendix A), two reading passages (see Appendix B), the
transcriptions of the interviews and observations through think-aloud sessions of each
participant, and journals written by participants to ensure their consistency (see samples
in Appendices C, D, and E). All three instruments were categorized following the Keen
and Zimmerman'’s categories of metacognitive strategies and a review of the related
literature. Furthermore, the thesis adviser was asked to examine the accuracy of the data,
examine the steps of data analysis, and give valuable alternative insights on data analysis

and categorization.



CHAPTER IV

FINDINGS

The purpose of this study was to investigate what metacognitive strategies third-
year university students use in their English academic reading and how they apply these
strategies. The differences in the use of metacognitive strategies between students of low
English reading proficiency and students of high English reading proficiency, and the
difficulties they were faced with in their English academic reading were also investigated.
Therefore, this study was conducted to answer the following research questions:

1. What metacognitive strategies do third-year English major students at

Srinakharinwirot University (SWU) use in reading English academic texts?

2. How do third-year English major students at SWU apply those metacognitive
strategies?
3. How differently do third-year English major students at SWU with high and low

English reading proficiency use metacognitive strategies?

4. What difficulties do third-year English major students at SWU encounter when
reading English academic texts?

The data were collected by interviewing 20 third-year students majoring in
English in the Department of Western Languages at Srinakharinwirot University in
Bangkok, Thailand, in the academic year 2005. These participants included ten students
of high English reading proficiency and ten students of low English reading proficiency.
The data were collected through personal interviews, observation through think-aloud
sessions, and journal entries. In the interviews, open-ended questions were used as

guidelines for each participant to investigate his or her reading strategies. The data from
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the interviews and the observations through think-aloud sessions were then transcribed,
and the consistency of all three instruments was also examined.

This chapter presents the findings derived from the analysis of these data,
following the order of the four questions listed above. Some examples chosen from the
transcripts of the interviews or the observations and from the journal entries are provided.
The original interviews and observations were transcribed in Thai language and
subsequently translated into English by the researcher. A native speaker of English with
an excellent knowledge of Thai language was asked to confirm the accuracy of the

translation.

The Metacognitive Strategies the English Major Students at SWU Used
and How Each Was Used by Them in Their Reading

The data were analyzed combining Research Questions 1 and 2 and showed that
participants in this study actively used various metacognitive strategies in order to
understand their English academic reading. According to the participants, the reading
strategies that they used included scanning the text, using mental linkage, paying attention
to the main points, determining the topic sentences, focusing on the key words, using
background knowledge, guessing meaning from contextual clues, consulting the
dictionary, using grammatical structure, rereading, summarizing after reading, translating
English into Thai, and asking oneself questions.
Scanning the Text

The participants in this study previewed what they were about to read by looking
at the title and looking for the headings; they then thought about them and tried a rough
scanning of the English academic texts. They thought that scanning the text was helpful

for them to predict the message that the author wanted to communicate, to get some ideas
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of what they were going to read, and to understand the overview of their English
academic reading texts.
Student 2: At first, | scan all the passage to find the main idea. Then, | read it
once again to get the details. (Think-aloud)
Student 5: I will scan the title, headings, and table of contents first, and then
look at the topic sentence of each paragraph. (Interview)
Student 13:  First, I scan the whole information of the text to see what it is
about. And I ask myself if I know about this or not. (Interview)
Using Mental Linkage
The participants in this study thought that it was necessary to look at the title of
the book and read the table of contents before reading. After scanning through the
passage, the participants created a mental image of the text from its title. Then, they used
a mental image to predict what was going on while they were reading the text. They
thought that picturing and linking mental images to what they were reading helped them
understand the text better, and have a higher level of motivation in reading. The
participants added that they always used this strategy when they read novels and books.
Student 4: Firstly, I read the topic and try to understand it first, and |
imagine what it could be about. (Interview)
Student 9: After reading, | imagine and think about the important
information of the passage. (Think-aloud)
Student 15:  After reading the title, | will start reading immediately. But if |
read a title that | understand well, I will guess what the text might

be about. (Interview)
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Paying Attention to the Main Point

The participants realized that it was necessary to find the main idea of a reading
text. While they were reading, they tried to look for the main idea. Thus, they underlined
the key sentence that they believed contained this main idea or the key information of
each paragraph. They said that they looked at the first sentence of a paragraph to find its
main idea because they had been taught to do so in the reading course. If the main idea
was not found in the first sentence, they tried to define it by themselves. After finding it,
they looked at the supporting details of the passage. They found the main idea by using
the five wh- questions — who, what, when, where, and why, while reading. They thought
that it helped readers understand the overall picture of the passage, while knowing the
supporting details defined it better.

Student 2: I look for the topic of the passage to know what this passage is
about; then | read the main idea for each paragraph and maybe
skip the supporting details if they are too hard to understand...|
think the main idea is the most important...It’s the main theme of
the passage, which is what it is talking about. Supporting details
are helpers to help readers understand the passage better. (Think-
aloud)

Student 5: When | read, | try to get details from the passage by looking at its
theme. In my opinion, the main idea is more important than the
supporting details because the main idea gathers the whole
paragraph into one sentence. It is the key information which the
writer wants to tell the readers. The supporting details explain the

main idea further. They help readers more easily understand the
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details of the main idea, and they are described in more than one
sentence. (Interview)

I generally look for the main idea and the supporting details and
the most important part for me is the main idea. It’s a sentence or
group of sentences that tells us about the main point of the
passage or what the writer wants to present, while the supporting
details are details that explain and give further information on the
main idea...I focus on the main idea because it gives us the key

information of the passage. (Think-aloud)

Determining the Topic Sentences

According to the participants in this study, the main idea was important. Thus,

they also realized that the topic sentence was a necessary piece of information in their

English academic reading. They found that the first sentence of each paragraph mostly

formed the topic sentence. They underlined it in each paragraph in order to read it again

after their first reading. If they could not find the topic sentence of a paragraph, they

would guess the main idea by themselves. If they had difficulties reading each paragraph,

they would read the topic sentence again, but more intentionally, and then read the

supporting details again to understand what the paragraph was about.

Student 1:

Student 2:

| also look at the topic sentence. Mostly, it’s the first sentence of
each paragraph. It is the most important within the paragraph. It
tells the readers what will be found in it. (Interview)

While reading, I tried to find what the topic sentences of each
paragraph were. If | could not find it, I would conclude the whole

information of the paragraph by myself. (Journal entries)
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The topic sentence is the first sentence of each paragraph in the
passage, which is like the introduction of all details in those
paragraphs...l focus on the main idea first in order to know the
writer’s idea and read the supporting details to understand his

opinion clearly. (Interview)

Focusing on the Key Words

While the participants were reading, they underlined some repetitive words, words

that were likely related to the title of the passage, and some words that might be important

and facilitate their understanding. The participants linked the key words to their prior

knowledge. They said that this technique was helpful to memorize what they were

reading and to focus strictly on the main point and key words. They also said that when

they underlined the key words, they did not lose their concentration because they focused

only on these words linking them to the main idea of each paragraph.

Student 3:

Student 5:

Student 10:

I will mark the words or sentences which I don’t understand and
try to read the article again to find out their meanings...1 just
mark or underline the repetitive words and unknown words; and
then try to read their context to catch the meaning of the context.
(Think-aloud)

| focus on the theme of the story. Furthermore, | look for the
important words or sentences in it, and find the key words to
answer in my mind the questions related to the questions words —
who, what, when, where, why, and how. (Think-aloud)

I will recall the title of the passage and remember it and see its
equivalent in the passage itself. Then, I try to understand its topic.

(Interview)
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Using Background Knowledge

The participants of the study said that background or prior knowledge was very

important for reading, especially in the English academic texts. When they had prior

knowledge of the reading passage, they could predict the information it contained. In

addition, it was easy for them to grasp the ideas of the English academic text.

Furthermore, the participants said that their personal background knowledge helped them

better understand the idea of a text and also increased their interest in the text at hand.

They found that they had difficulties in reading if they did not possess any background

knowledge.

Student 7:

Student 9:

Student 10:

When you have background knowledge of what you are going to
read, it gives you a positive advantage to understand the context
more easily, especially in technical articles such as science or
history articles. (Interview)

| use my personal background knowledge or experiences to help
me understand the context more easily because when | have some
knowledge of the story before I read it | can understand the
information better. (Interview)

My personal experience can help me easily understand the whole
passage. In comparison, for a passage for which | have no
background knowledge, I still can understand it, but | waste a lot

of time trying to do this. (Think-aloud)

Guessing Meanings from Contextual Clues

While reading, participants in this study guessed the meaning of unknown words

from contextual clues, by looking at connections in the sentences around these words. If

they could not guess the meaning of these unfamiliar words, they would determine
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whether these were key words of the sentence or passage. If they were important words
and needed to be understood, the participants looked them up in the dictionary. However,
if they were not necessary words, the students skipped them and simply concentrated on
the key word forms of the sentences — subject, verb, object, and complement.

Student 1: | try to guess the meaning of unknown words by looking at the
words before and after the sentences to find out and guess a
suitable meaning for these unknown words, or by using a
dictionary. (Interview)

Student 8: If I really understand the words, | will skip them and try to
understand the contextual clues around the unknown words...1I try
to read the context around the unknown words again and again
until I understand them. (Think-aloud)

Student 16:  When | see unknown words, | will read clues around them. If |
cannot really understand them through the contextual clues, | will
check their meaning by using the dictionary and find out their
synonyms in order to remember them. (Interview)

Consulting the Dictionary

Consulting the dictionary is an easy reading technique that helps readers to find
the meaning of unknown words. The participants thought that, for English academic
reading, if they could guess the meaning of unknown words from the text, it was not
necessary to look up the meaning in the dictionary. Thus, they tried to guess the meaning
of new words from contextual clues or by looking at the sentences in the text. If these
various strategies could not solve their vocabulary problem, they would finally consult
the dictionary. They added that consulting the dictionary was an easy way for them to

understand the meaning of new words but that it was time-consuming.
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Student 4: Mostly, if they are the subjects or verbs of a sentence and | cannot
understand the text without skipping them, I would look in the
dictionary. However, the use of a dictionary depends on whether |
can understand the whole text without those unfamiliar words. If
it is difficult and I cannot skip the unknown words, | have to
consult the dictionary. (Interview)

Student 15:  The dictionary is important sometimes when the contextual clues
are not enough to clarify my understanding...When I find
difficult words, I use the dictionary to find their meaning. (Think-
aloud)

Student 20:  If | have reading problems, I will look for the meaning of
unknown words in the dictionary or guess their meaning from the
context. Using the dictionary is quite important sometimes
because if the unknown words are really important and | don’t
understand what the passage is about, it is necessary to use the
dictionary to find their meaning. (Think-aloud)

Using Grammatical Structure

According to the participants, they did not much focus on grammatical structure.
In general, they would read through the whole paragraph or passage and try to understand
the main theme of what they were reading. However, they accepted that grammatical
structures could help them understand a text better when they read a very long and
difficult English academic text. Thus, when they read English academic texts containing
long and complex sentences, they took time to find the head noun, subject, verb, and
object of those sentences. They said that if they did not separate the clauses and find the

subject, verb, object and complement of each clause, it was too difficult for them to
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understand the text. However, while reading books and other texts of which they have
background knowledge and which did not include complex sentences, they did not rely on
the use of grammatical structure as much as they did with specified academic texts.

Student 2:  Sometimes, | use grammatical structure to define the subject, verb,
and object in the complex sentences, because if | read them
straightaway, | cannot understand them. (Interview)

Student 5: When | face some long sentences and | do not know what the
head noun, verb, and complements of those sentences are, | have
to find them by separating them into what they are. But, when |
read general books I do not do this; I just grasp the main point of
the passage. (Think-aloud)

Student 10: I rarely rely on the use of grammatical structure when reading
books. But when | read academic texts, | use it sometimes if the
text is hard to understand because it combines difficult and
complex sentences. (Interview)

Rereading

The participants in this study reread the English academic texts as soon as they
finished the first reading. Sometimes, they did not reread the whole text but only the
sentences they had underlined in each paragraph. They said that they reread only these
sentences to save reading time. The researcher also found that the participants read again
after finishing their first reading to get clearer ideas and to make sure they accurately
understood the important idea.

Student 2: | will read roughly, then read the passage again asking myself
questions when | do not understand the context. After reading it

thoroughly again, | try to clarify my understanding. (Think-aloud)
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Student 7: After reading, | will review the main idea of the article to confirm
whether | clearly understand the context. (Think-aloud)

Student 8: After reading, | will read the passage again and again until |
believe I understand it better. (Interview)

Student 15:  After the first reading, | reread this article or use the dictionary to
find the words of which I didn’t know the meaning. (Journal
entries)

Summarizing after Reading

After the first reading, the participants summarized the information of the passage
in order to ascertain the accuracy of their understanding. The participants said they
summarized the important information of the passage in their mind using Thai language.
In addition, after rethinking and summarizing the main point of the passage and knowing
what they were still confused about, they then reread the passage. The participants in the
study said this technique was helpful to facilitate their comprehension. After summarizing,
if they recognized that they still misunderstood some parts, they reread those parts to
clarify their understanding.

Student 3: After reading, | try to summarize the main point of the article.
However, if | don’t understand something, | will reread it.
(Interview)

Student 5: After reading, | asked myself about the story to check my
understanding. Then, | summarized the story in my own words in
my mind. (Journal entries)

Student 8: | tried to summarize the main idea in my head. Then, | would

begin to scan it again. (Journal entries)
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Student 14:

Translation
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In my mind, I will rethink about what I’ve learnt or remembered
from the passage...It helps me confirm whether I understand the
whole passage or not. (Interview)

After | finish my reading, | will list the main points of the passage

in my mind. (Think-aloud)

According to the participants, translation was used when they could not

understand what they directly read in English. The participants read the passage in

English and shifted their thought from English to the Thai language. They also said that

they did not translate word by word from English to Thai, but that they read throughout a

paragraph and summarized into Thai the overall meaning of what they had read. However,

they also mentioned that it was time-consuming to translate a passage into Thai, and that

it blocked the continuity of their reading. They added that if the passage was easy and did

not have too many difficult words, it was not necessary to translate it.

Student 4:

Student 5:

Student 8:

Translating in Thai depends on the difficulty of the article or the
essay. If it’s easy to understand in English, it is unnecessary to
translate it. If it’s a difficult one, | need to translate it. (Interview)
If the sentence is easy and the writing style is not complex, |
don’t translate it into Thai. On the other hand, if a sentence is too
complicated, | need to translate it. (Interview)

| translated some parts of an article into Thai, but not often. |
translated it when the sentences confused me or when my

concentration had broken down. (Journal entries)
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Student 19:  Sometimes, | translate it when it includes very long sentences,
complicated grammar, and difficult words. | translate because it
helps me understand the passage more clearly. (Think-aloud)

Self-Questioning

The participants in the study said that they used self-questioning to clarify their
understanding before, during, and after the reading process. Before reading, they mentally
asked themselves questions to anticipate what the academic texts would be about. While
reading, they then asked themselves questions to confirm the accuracy of their guessing.
In addition, when they had problems while reading long complex sentences, they asked
themselves who, what, when, where, why, and how questions to help them define the
main point of the passage. After the first reading, they asked themselves more questions
to recheck their understanding.

Student 8: | ask myself questions when | sometimes don’t understand the
sentences. Also, after I finish reading, | summarize the context by
asking myself wh-questions, just 2 or 3 questions. It helps me
understand what the article is about. (Interview)

Student 9: | asked myself questions when | cannot understand a paragraph
and | tried to read it again until | understand it. (Journal entries)

Student 10: I asked myself what the main point is or what the story was about.

It helped me focus on the passage well. (Journal entries)

The Differences in the Use of Metacognitive Strategies between SWU English Major
Students of High and of Low English Academic Reading Proficiency
The participants in this study, of both high and low English reading proficiency,

knew what effective metacognitive strategies enhanced their comprehension in reading
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English academic texts. However, differences were found in the use of each
metacognitive strategy between participants of high and of low English reading
proficiency. The following illustrates these differences between these two groups:
Scanning the Text
Before reading, the low English reading proficiency group scanned the text to
form an overall picture of its content by looking at the title, and they then continued to
read the passage slowly to get the main ideas. Contrasting with this group, the participants
of the high English proficiency group looked at the title of the passage, thought about
how this title related to their knowledge and experiences, and then predicted the content
of the passage. After predicting what the passage was about, these participants looked at
the first sentence of each paragraph to understand the overall key information of the
reading passage. Then they slowly continued to read.
Student 8 (LPG): Firstly, I try to know what the scope of a passage is and what
it is about by roughly reading it. (Interview)
Student 10 (LPG): First, I will scan the whole passage to find what it is about.
Then, | continue to read the text at hand slowly. (Think-Aloud)
Student 3 (HPG): Before I read the essay, | scan the whole of it and mark the
words or sentences | don’t know or understand. (Journal
entries)
Student 7 (HPG): | will scan the title and then look at the topic sentence of each
paragraph...Actually I thoroughly read the passage only
without looking for the main idea and the supporting details.

(Interview)
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Using Mental Linkage

In terms of mental linkage, the participants of the low English reading proficiency
group hardly used any to predict what the author was discussing in the passage. They
stated that they normally did not rely on this strategy because it was difficult for them to
predict the content of a text. Therefore, they simply read the English academic texts and
tried to comprehend the information slowly. Whereas the participants with high English
reading proficiency used this strategy more often than the other group. They stated that
when they drew up the information from English academic texts they could understand it
better. While reading and using mental linkage, they tried to create a visual relationship
among the various thoughts, knowledge, and experiences they related to the text being
read. They added that this strategy helped them understand better what they were reading.

Student 5 (LPG): After reading the title, I will start reading immediately. But if
I read a title that | know well, I will guess what the text might
be about. (Think-aloud)

Student 7 (LPG): After reading the title of the passage, | continue to read the
information of the passage slowly...I think it's hard for me to
think about the information of the passage. For me, to read the
passage and try to follow its information slowly is enough to
understand it. (Think-aloud)

Student 4 (HPG): First, I read the title or heading and try to understand it, and |
imagine what it could be about. (Interview)

Student 9 (HPG): Today, | read a novel. When | read, | tried to imagine all the
protagonists. | think it helped me understand this novel better.

(Journal entries)
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Paying Attention to the Main Points

With respect to paying attention to the main points, the participants in the low

English reading proficiency group used this strategy less often because it was difficult for

them to search for the main points. In addition, they stated that finding the main points

took a long time. Therefore, they preferred to read and follow slowly the information

contained in the English academic texts. Opposed to this, the participants in the high

proficiency group gave much credit to this strategy because it helped them understand

more easily the concepts of the English academic texts they were reading. They said that

finding the main idea of a passage was the most important strategy in reading because

when they found it they could understand the whole information of a text.

Student 3 (LPG):

Student 8 (LPG):

Student 5 (HPG):

When I read | never look for the main idea and the supporting
details. It depends on the topic. If | don’t know the topic such
as medical news or scientific news, | will concentrate more on
the supporting details because it’s hard to find the main idea.
(Interview)

I never look at both the main idea and the supporting details. |
just read what comes in the passage. However, | think the
main idea is more important than the supporting details
because it tells me what the author is writing about. If I know
the main idea, it’s easy to understand the passage. (Think-
aloud)

When | read, | try to get the details of the passage. | try to get
the theme of the passage. | think the main idea is more
important than the supporting details because it takes each

paragraph into only one sentence. It tells what the passage is
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about. The main idea is an important sentence that the writer
wants to tell the readers, and the supporting details explain the
main idea further. They make the readers understand the main
idea clearly and they form more than one sentence. (Think-
aloud)

Student 9 (HPG): I generally look for the main idea. The most important for me
is the main idea. It’s a sentence or a group of sentences that
tells us about the main point of the passage or what the writer
wants to present, while the supporting details explain and give
further information on the main idea. (Interview)

Determining the Topic Sentences

In terms of determining the topic sentences, the participants in the low English
reading proficiency group looked at the first sentence of each paragraph to understand the
key information of this paragraph. They stated that in the English reading course, they
were taught that the first sentence of a paragraph usually represents the topic sentence of
that paragraph. However, when they found that the first sentence was not the topic
sentence, they continued to read to the end of the paragraph, not paying attention to what
the topic sentence was. Opposed to these participants, the participants of the high English
reading proficiency group tried to determine what the topic sentence was by looking at
the first sentence of each paragraph first, but if they found that this first sentence was not
the expected topic sentence, they looked further down at the middle and at the end of the
paragraph. In addition, when they could not find any topic sentence in a paragraph, they
tried to conclude its overall key information by themselves.

Student 7 (LPG): | look for the topic sentence of each paragraph. Generally, it’s

the first sentence of each paragraph. (Interview)



Student 8 (LPG):

Student 9 (LPG):

Student 1 (HPG):

Student 6 (HPG):

Student 9 (HPG):
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| think the topic sentence is the first sentence of each
paragraph ... It [the topic sentence] is a statement that helps
the readers know what each paragraph is about and wraps the
writer’s idea in one sentence. (Interview)

I search for the topic sentence of each paragraph every time
that | read general textbooks. However, if I didn't find what
the topic sentence was, | would stop looking for it [topic
sentence] and continue to read the textbook. (Journal entries)
I also look at the topic sentence. Mostly, it’s at the beginning
of each paragraph. It is the most important sentence within
the paragraph. It tells the readers what will happen in it.
(Interview)

When | read, | focus on the topic sentence of each paragraph
and on the first paragraph because it is the main sentence
which tells the readers what the paragraph will be about. It’s
often the first sentence of the paragraph...In addition, when |
have a reading problem, I will read more carefully the topic
sentence and the supporting details to understand what the
article is about. Moreover, | will check in the dictionary the
vocabulary that | don’t understand or know. (Think-aloud)

| try to look at the topic sentence at the beginning of each
paragraph. If I cannot find it, | look at the other sentences in

the paragraph or conclude it by myself. (Interview)
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Focusing on the Key Words

With respect to the technique of focusing on key words, the participants with low
English reading proficiency did not use it while reading a passage. They did not waste
time underlining or highlighting words in the text at hand. Instead, they preferred to read
through to the end of a passage only because they said that it was less time-consuming. In
contrast, the participants with high English reading proficiency highlighted and
underlined some important words related to the title and some synonyms or words that
were often repeated in the passage. They said that this strategy motivated their reading
and helped them focus on the important points of the passage because they paid more
attention to those underlined words and thus better retained the information of the text
being read.

Student 1 (LPG): 1 think it’s not necessary to mark or underline the words
because it wastes time when reading a passage. Just
understanding the reading content is enough for
understanding an academic text. (Interview)

Student 4 (LPG): 1 just read the passage and try to understand the content
slowly. Just reading the passage slowly, | can understand its
concept. (Think-aloud)

Student 3 (HPG): | marked the words or sentences which | didn’t understand
and tried to read the article again to find out their meaning... |
just marked or underlined the words and tried to read their
context to catch the meaning of the context. (Journal entries)

Students 5 (HPG): | focused on the theme of the story. In addition, | looked for

the key sentence of the story, and | would find the key words
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such as who, what, when, where, why and how. This helped
me better concentrate on the passage. (Journal entries)
Using Background Knowledge
With respect to using background knowledge, the participants with low English
reading proficiency commented that when using this strategy, they could understand
better the information of a reading passage. Therefore, they tried to understand a text and
predict the meaning of unknown words by relating their prior knowledge or experiences
to the text being read. However, if they did not have any knowledge or experiences about
the text, they would read only the information that they knew well by skipping unknown
words, phrases, and unclear sentences. In turn, the participants with high English reading
proficiency realized that background knowledge and experiences were very important in
their English academic reading, though they also paid attention to other reading strategies
to understand a text. They stated that when they had no background knowledge on a text,
they varied their reading strategies, using, for example, grammatical structure or guessing
meanings by using contextual clues. They said that their background knowledge helped
them increase their reading interest and better supported their understanding of a text.
They also added that when they did not understand some words, they could use their
background knowledge to guess their meaning.
Student 3 (LPG): | think it’s helpful because we will use our personal
background experience to judge or analyze what we read.
(Interview)
Student 9 (LPG): When | have some knowledge about the story I read, it helps
me understand what it is about. Especially if it’s an interesting
story, it helps me concentrate better and | understand the text

better. (Journal entries)
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Student 2 (HPG): | can understand the passage quite more easily if | have some
background knowledge on what | read. Like in the first
passage, | know the word “plagiarism.” And in the second
passage, | have some knowledge about anorexia and bulimia.
Thus, | can read and understand the text more easily. (Think-
aloud)

Student 9 (HPG): I use my personal background knowledge or experience to
help me understand the text because when | have some prior
knowledge about the story, | can understand it better. (Think-
aloud)

Guessing Meaning from Contextual Clues

With respect to guessing meaning from contextual clues, the participants in the
low English reading proficiency group used this strategy to remediate their vocabulary
problems in their English academic reading. When they faced unknown words, they
looked for the connections around these words to guess a suitable meaning. If they could
not predict the meaning of unknown words, they looked up the words in the dictionary. In
contrast to this group, the high English reading proficiency group said that guessing the
meaning of unknown words from contextual clues was helpful for them, but when they
could not guess a suitable meaning, they skipped those words if it was not necessary to
understand them or they tried other strategies such as using grammatical structure,
consulting the dictionary, and determining the topic sentences.

Student 1 (LPG): 1 tried to guess the meaning of unknown words by reading
what comes before and after them, to think of a suitable
meaning for them or by using the dictionary sometimes.

(Journal entries)



Student 4 (LPG):

Student 1 (HPG):

Student 5 (HPG):

Consulting the Dictionary
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First, I guessed the meaning of the text around the words or
opened the dictionary sometimes when | didn’t know the
words. (Journal entries)

First, when I find unknown words, I will guess their meaning
and guess the meaning of the text. I then check the text
around the words and try to guess their meaning. (Think-
aloud)

When | have reading problems, I use the context around the
unknown words to help me use those words whether they
have a positive or negative meaning. | may also check
whether the unknown words have a prefix or suffix and try to
guess their meaning from the prefix and suffix and root word.

(Think-aloud)

In terms of consulting the dictionary, it was found that the participants in the low

English proficiency group used this strategy very often. They said that this was the easiest

way for them to find the meaning of words correctly and precisely. Therefore, when they

encountered unknown words, they immediately checked their meaning in the dictionary.

On the other hand, the participants in the high proficiency group tried to avoid consulting

the dictionary, and they used other strategies to find the meaning of unknown words.

After guessing the meaning of unknown words, they looked in the dictionary to verify

whether their guessing was accurate. They stated that looking for every unknown word in

the dictionary was time-consuming and that it interfered with the continuity in reading.
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Student 2 (LPG): Usually, I look in the dictionary when | find unknown
words...The dictionary is important for reading because there
are many difficult words. (Interview)

Student 8 (LPG): 1 always use the dictionary when | cannot understand or guess
the meanings of the confusing words. Actually, the use of a
dictionary is very important for me because when | cannot
understand the confusing words | cannot read the others.
(Interview)

Student 1 (HPG): | do not consult the dictionary, because it will slow down my
reading. | will guess the meaning of unknown words by
looking at the relationships in the passage or by trying to
understand the whole passage. (Think-aloud)

Student 4 (HPG): | mostly open the dictionary. When | see unknown words that
are key words and | cannot understand the text without
skipping them, I look in the dictionary. However, using a
dictionary depends on whether | can understand the whole
text even if I skip those unknown words. If it’s difficult and |
cannot skip those words, | have to consult the dictionary.
(Interview)

Using Grammatical Structure

With respect to the use of grammatical structure, it was found that the participants
in the low English reading proficiency group did not use this strategy to help them
understand complex sentences. They said that separating the subject and the predicate in
each sentence was difficult for them to do. On the contrary, the participants of the high

English proficiency group tried hard to understand complex sentences by using
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grammatical structure as a support to solve the problems of sentence structure. They

commented that using grammatical structure helped them understand “who does what?”

and “what does what?” in the reading passage.

Student 1 (LPG):

Student 3 (LPG):

I just read though the end of the passage. | do not use the
knowledge of grammatical structure. | think it's not necessary
for me to do that. Just reading line by line is enough ... | think
separating what the subject, the verb, the object, and the
complements are in each sentence was difficult for me to do.
(Think-aloud)

I think that grammatical structure cannot help understand a
reading passage. When | see complex sentences, | just read
through to the end of the paragraph and just understand the
whole paragraph. I think it’s enough for me to understand the

passage. (Interview)

Student 5 (HPG): When | read long sentences and | do not know what the head

Student 7 (HPG):

noun, verb, and complements of those sentences are, | have to
find them by separating the subject, verb, object, and
complements. (Interview)

| use grammatical structure to understand the reading
passages, especially in academic reading. | think long
sentences that contain various verbs and complements are
difficult to understand. Separating subject, verb, and object

helps me understand the sentence more easily. (Think-aloud)
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Rereading

In terms of rereading, the low English reading proficiency participants reviewed
the English academic texts after their first reading by rereading all from beginning to end.
They stated that the second reading was to gain the whole information of the text and
better understand its content. On the contrary, the high English reading proficiency
participants reviewed the English academic texts after the first reading by rereading only
the underlined topic sentences of each paragraph and by paying attention to some
confused parts. They stated that the second reading was to summarize and recall precisely
the key information.

Student 6 (LPG): When | have reading problems, I will read the confused part
again and try to understand it. (Interview)

Student 7 (LPG): I always stick to these words or the confused part and try to
understand them. However, if | really cannot understand, |
will skip them and try to understand the contextual clues
around the words. If | still do not understand after the first
reading, | will reread it. (Think-aloud)

Student 4 (HPG): After the first reading, | usually read the passage again.
However, if | have no time, | will read only the underlined
sentences to grasp the idea of the passage. (Interview)

Student 5 (HPG): When | have a reading problem, I continue to read until the
end of the passage. Then, | go back and read again where |
have reading problems to find the meaning. (Interview)

Student 6 (HPG): After the first reading, | reviewed the main idea of the article

to check whether I understand clearly. (Journal entries)
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Summarizing after Reading

In terms of summarizing, the participants of the low English reading proficiency
group occasionally used this strategy after the first reading. However, they said that they
preferred to reread the whole content of the difficult English academic texts, because they
found it difficult to summarize them. On the contrary, the participants of the high English
reading proficiency group used this strategy more often. They stated that they
summarized the information after the first reading so as to get its main points and to
recheck their understanding. If they still had difficulties with some parts after their
summarization, they then reread the passage.

Student 2 (LPG): After the first reading, | would review the textbook again to
get more information. (Journal entries)

Student 3 (LPG): Never. | just read through the passage and | will reread it after
the first reading if | cannot understand it. (Interview)

Student 6 (LPG): Yes, | summarize it and think about the kind of knowledge |
get from the passage. If it’s a difficult passage, | will reread it
all to try to understand it. (Interview)

Student 3 (HPG): After the first reading, | tried to summarize the main point of
the passage. After | knew what | didn’t understand, | reread it
to find its meaning. (Journal entries)

Student 10(HPG): I will rethink about what I’ve learnt or what | remember from
the passage. It helps me to confirm whether | understand the
whole of it or not. (Think-aloud)

Translation
Translation was an effective strategy used more often by the participants in the

low English reading proficiency group than by the ones in the high English reading
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proficiency group. The participants in the low proficiency group liked to rely on
spontaneous translation when they did not understand an English academic text. They
believed that thinking about the English content into their own language helped them
better understand the information than when they did not translate it. Whereas the
participants with high English reading proficiency avoided translating into Thai all the
words of English academic reading passages because it was time-consuming. If they
could understand the text in English, they avoided using this strategy. Instead, they used
other strategies such as determining the topic sentences or guessing meaning from
contextual clues to help their understanding.

Student 2 (LPG): Yes, | translate a passage into Thai, quite all of the passage,
because it is quite complex in grammatical structure. | then
translate from English into Thai in order to help me better
understand the passage. Thus, | have to translate it to make
sure that | understand it correctly. (Think-aloud)

Student 5 (LPG): | always translate into Thai because English is not my native
language. If | do not translate into Thai, | will not understand
the meaning, especially in a difficult specific context.
(Interview)

Student 4 (HPG): Translating English into Thai depends on the difficulty of the
article or essay. If it’s easy to understand, it’s not necessary to
translate. If it’s a difficult one, | need to translate it into Thai.
(Interview)

Student 5 (HPG): If the sentence is easy and the writing style is not complex, |
don’t translate into Thai. On the other hand, if the sentence is

too complicated, | need to translate it. (Think-aloud)
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Student 8 (HPG): | translated some parts of an article into Thai, but not often. |
translated into Thai when the sentences confused me or when
I could not understand the English academic text at the
moment. (Journal entries)

Self-Questioning

With respect to self-questioning, the participants in the low English reading
proficiency group did not ask themselves questions as often as the participants with high
English reading proficiency. They occasionally used this strategy when they were
confused in some parts of the text being read. It is then that they asked themselves
questions to clarify their understanding. However, they said that it was not always
necessary to use this strategy because they preferred to comprehend the text at hand by
reading it slowly. On the contrary, the participants with high English reading proficiency
used this strategy more often. They said that when asking themselves questions they can
pay more attention to what they read. They further stated that this strategy helped them to
understand more easily the key information of the English academic texts.

Student 3 (LPG): Sometimes, | ask myself questions when | face unknown
words and I find their answers. If | don’t know the answers, |
will stick to those unknown words until I know their meaning.
However, | prefer reading to the end of the passage and
review the confused part later. (Interview)

Student 10(LPG): | often ask myself questions when I don’t understand some
parts of a paragraph. | then reread it and try to grasp its main
point. If I cannot find the main idea of the paragraph at that

time, | will read through to the end of the passage and after
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this first reading, | will go back to find the meaning ... But |
think it's not important to do this. (Think-aloud)

Student 8 (HPG): | ask myself questions when | want to check my
understanding of a passage. Most of the questions are the 5
wh- questions, such as who, what, when, where, why, and
how, to know the main point of the passage. And after the
first reading, | will again ask myself questions to summarize it.
(Interview)

Student 10(HPG): I always ask myself questions to concentrate on what | read.
Especially when I don’t understand a long and complex
sentence, | will ask myself questions to find its meaning.

(Think-aloud)

Problems in English Academic Reading

Following the researcher’s observations and interviews of the participants, it was
found that they had various problems in their reading. They mentioned vocabulary
problems, grammatical structure problems, problems related to the organization of the
passage, and to the length of the text. The following is an analysis of the data related to
the participants’ reading difficulties:
Vocabulary Problems

According to the participants, vocabulary was the biggest difficulty in English
academic reading. They said that when they were confronted with a lot of unknown
words in a reading passage, it was difficult for them to understand it. They also took a
long time to find suitable meanings to these words. To solve this reading problem, they

developed their own strategies. In general, they guessed the meaning of the new words
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from contextual clues, by looking at the connectives around the words, and by using their

prior knowledge.

Student 1:

Student 20:

Unknown words, because there are many unknown words in
English academic texts. Some of them, | have to try to guess their
meaning from their context. (Interview)

It’s all about the vocabulary that I’ve never learned before. It’s

difficult for me to understand the passage. (Think-aloud)

Grammatical Structure Problems

Grammatical structures are sometimes a problem in English academic reading.

The participants said that it was difficult to understand the structure of complex sentences.

If the complex sentences were long and the participants had no background knowledge of

the passage, grammatical structure interfered with their reading. The participants said that

reading consisted of understanding the main point of the text at hand. However, they

added that if they had to understand the deeper meaning of a whole text, they needed to

understand its grammatical structures to figure out the meaning of some complex

sentences.

Student 5:

Student 15:

It’s not a big problem if grammatical structure is basic and not
difficult to understand. On the other hand, when there are long
sentences or complicated grammatical structures, it can
sometimes create reading problems to me. (Interview)
Sometimes, grammatical structure is a problem when it’s

complicated and the sentences are too long. (Think-aloud)

Problems Related to the Organization of the Passage

The organization of a passage was also a problem in academic reading. When the

participants read a passage that was not well-organized, it was difficult for them to find
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the main point. If they read long and complex sentences and the academic text was not
well-organized, they took a long time to understand it because it was hard to grasp its
main point. On the other hand, a well-organized passage was helpful for the participants
who then understood it more easily. The participants said that when they read well-
organized writing, they could understand it and find the main point without much
difficulty. In the researcher’s observation, when the participants read a passage that was
not well-organized, their motivation in English academic reading decreased.

Student 4: A poorly organized text makes it more difficult to understand its
main idea. (Interview)

Student 13: A well- organized passage helps me understand it faster. When |
read a long passage that is not well-organized, it’s difficult to find
its main point. (Think-aloud)

Problems Related to the Length of the Passage

According to the participants in this study, the length of a passage affected their
interest. They had difficulties with reading passages that were very long. When they read
long sentences, their attention and their motivation in reading decreased. The participants
said they also easily missed the main point of a reading passage when they read passages
that were too long. When they did not understand some paragraphs, they ignored them,
and read the other ones.

Student 2: A passage that is too long and uninteresting bores me and
decreases my attention. | just read to the end of the passage,
without rereading, not even once. (Think-aloud)

Student 19: A story that is more than half a page is too long, boring, and hard
to concentrate on. It’s also difficult to find its main point.

(Interview)
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Summary of the Chapter

The results of this research showed that the participants in the study used
metacognitive strategies to plan, to control, and to evaluate all their reading processes —
before reading, during reading, and after reading. In all, they used 13 metacognitive
strategies — scanning the text, using mental linkage, paying attention to the main points,
determining the topic sentences, focusing on the key words, using background knowledge,
guessing meaning from contextual clues, consulting the dictionary, using grammatical
structure, repeated reading, summarizing after reading, translating from English to Thai,
and self-questioning. These strategies facilitated their understanding. In addition, it was
found that the participants with high English reading proficiency used various
metacognitive strategies to help them understand academic texts. Opposed to them, the
participants of the low English reading proficiency group used few metacognitive
strategies to help them with their reading. Additional findings showed that there were
various reading difficulties that students struggled with in their reading — vocabulary
problems, grammatical structure problems, and problems related to the organization of
the passage and to the length of the text. All of these reading difficulties interfered with
the participants’ reading comprehension, decreased their motivation in reading, and

increased their reading time.



CHAPTER V

DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS

The purpose of this study was to investigate the participants’ use of metacognitive
strategies while they read English academic texts. The participants were composed of 20
third—year students majoring in English in the Department of Western Languages at
Srinakharinwirot University in Bangkok, Thailand. The data for the study were obtained
through interviews of the participants, observations through think-aloud sessions, and
journals. In the interview, open-ended questions were used as guidelines for each
participant to investigate her or his reading strategies. The data from the interviews and
the observations were then transcribed and the consistency between the three instruments
was examined.

1. What metacognitive strategies do third-year English major students at

Srinakharinwirot University (SWU) use in reading English academic texts?

2. How do third-year English major students at SWU apply those metacognitive
strategies?
3. How differently do third-year English major students at SWU with high and low

English reading proficiency use metacognitive strategies?

4, What difficulties do third-year English major students at SWU encounter when
reading English academic texts?

This chapter discusses the findings derived from the analysis, following the order
of the four research questions listed above. Recommendations for further studies are

given at the end of the chapter.
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Discussion for Research Questions One and Two:
Metacognitive Strategies the English Major Students at SWU Used and
How Each Was Used by Them in Their Reading

The data found in the current study show that the participants were well aware of
their reading tools and that they could control their cognitive activities while reading
English academic texts. The findings obtained from the interviews, think-aloud sessions,
and journal entries reveal that the participants used their metacognitive strategies to plan,
to control, and to remediate their comprehension in their reading process. The findings of
the current study are consistent with the findings of previous studies which state that
second or foreign language learners use metacognitive strategies to facilitate their
academic reading (Chumpavan, 2000; Dhieb-Henia, 2003; Li & Munby, 1996; O’Malley
& Chamot, 1990; Ra-Ngubtook, 1993).

The current study revealed the significance of metacognitive strategies for
students in their English reading process. This finding is consistent with Chumpavan
(2000) who investigated the metacognitive strategies used by Thai students studying at
Illinois State University in the U.S. The participants had been in the U.S. for more than
two years, and their English was highly proficient. The study, set in an environment
where English was used as a second language, focused on the kind of metacognitive
strategies the students used and on how they used them. She found that the participants
applied their metacognitive strategies to plan, to monitor, and to remediate their reading
comprehension.

Similarly, this current study confirms the claim from the previous studies that the
participants used their metacognitive strategies to facilitate their understanding of English
academic reading and varied their reading strategies to help them understand English

academic texts. They mentioned that they resorted to the following 13 metacognitive
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reading strategies to enhance their reading comprehension: scanning the text, using
mental linkage, paying attention to the main points, determining the topic sentences,
focusing on the key words, using background knowledge, guessing meaning from
contextual clues, consulting a dictionary, using grammatical structure, rereading,
summarizing, translating from English into Thai, and self-questioning. All of these
techniques were helpful for them to understand English academic texts.

With respect to pre-reading activities, the participants in the current study
previewed the reading passage by looking at the title and thinking about it, by quickly
reading the table of contents, by scanning the text, and by using background knowledge
and mental linkage to predict the content before reading.

In terms of while-reading activities, in the current study, the participants read the
academic reading passage using a wide range of metacognitive strategies to enhance their
understanding. These metacognitive strategies included using personal background
knowledge and experiences to understand the text at hand, and using self-questioning to
anticipate the content and to clarify their understanding of it.

While reading, the participants faced difficulties, but they were able to facilitate
their understanding by using various problem-solving metacognitive strategies such as
focusing on the key words to increase their concentration; paying attention to the main
points and determining the topic sentences for each paragraph in order to find the main
information; using grammatical structure to understand the meaning of the content; using
contextual clues and consulting the dictionary to guess the meaning of new words; and
translating from English into Thai to facilitate their understanding of long and complex
sentences. All of these strategies are problem-solving techniques that enhanced their

reading comprehension.
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With regard to post-reading activities, the participants in this study performed a
self-evaluation after reading an academic passage. They summarized and reread it to help
them understand more information and recheck their understanding.

Overall, it was obviously revealed in this study that the participants performed
self-regulation in reading English academic passages. They used their cognitive process
to plan, to control, and to remediate their comprehension.

Additionally, the results of this study are similar to the results of another one
conducted by Li and Munby (1996) which concluded that academic strategies do not exist
independently but that they relate to the particular content of reading. The participants
were able to vary their reading strategies in accordance to how well they understood their
reading materials and how difficult the materials were. Similarly, the participants in the
current study used much more metacognitive strategies to understand difficult texts,
whereas they used fewer metacognitive strategies if they read texts with less complicated
grammatical structure.

In conclusion, metacognitive strategies play a vital role for students’ English
reading achievement. Each student developed her or his own reading skills by using
metacognitive strategies to manage self-regulation actively towards achieving an effective

reading process of English academic texts.

Discussion for Research Question Il1:
The Differences in the Use of Metacognitive Strategies between SWU English Major
Students of High and of Low English Academic Reading Proficiency
The results from the present study revealed differences in the use of each
metacognitive strategy between students with high English reading proficiency and

students with low English reading proficiency. It can be seen from the findings of the
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present study that the students with low English reading proficiency group knew what
effective metacognitive strategies enhanced their reading ability. However, they failed to
apply each metacognitive strategy effectively. To comprehend English academic texts
effectively, they preferred making use of easier metacognitive strategies such as
translating from English into Thai, consulting the dictionary, rereading the information,
rather than developing more complex metacognitive strategies.

The plausible reasons for this come from their low reading competence, a negative
attitude towards the text being read, low reading motivation, and a lack of out-of-class
reading practice. Additionally, they could not control their cognitive thinking to enhance
their reading ability as the participants with high English reading proficiency did. All of
these factors made them unable to develop their critical thinking process in reading so as
to understand the text more deeply.

In contrast, to facilitate their understanding of English academic texts, the
participants with high English reading proficiency made better use of metacognitive
strategies. It can be concluded from the findings in the present study that to enhance their
reading ability effectively, they knew what metacognitive strategies they needed to use
and how to use each of them. The main possible reason for this might come from their
good control of their cognitive processes in reading. Therefore, they varied their
metacognitive reading strategies to understand the text at hand and effectively solve their
reading problems. In addition, their high level of language competence, more out-of-class
practice, and a positive attitude towards what they read might have affected their reading
attainment. Therefore, a greater development of students’ English academic reading
ability should also improve their existing cognitive thinking, motivate them to have a
positive attitude towards what they read, and persuade them to increase their reading time

outside the classroom. All of these should improve students’ reading proficiency.
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Discussion of Research Question IV:
Problems in English Academic Reading

The findings in this study are consistent with the research findings from
Chumpavan (2000), who states that vocabulary and grammatical structure problems were
the main obstacles met by second language students in their reading. A lot of unknown
words and complex grammatical structures make it much more difficult for students to
understand academic texts.

Similarly, the participants in this current study were also found to have difficulties
when they faced a lot of unknown words and complicated grammatical structures. Most
of them indicated various difficulties in their English academic reading, but the majority
reported that unknown words were their biggest problem. They had to use various
metacognitive strategies to help them guess the meaning of these new words such as
finding relationships in the context around these words, recalling their background
knowledge, or consulting the dictionary to recheck and clarify the accuracy of their
guessing. The plausible cause of difficulties in vocabulary might stem from their lack of
reading practice outside the classroom, especially of reading of technical texts pertaining
to science, medicine, and so on. Thus, it was difficult for them to guess the meaning of
unfamiliar words.

With respect to grammatical structure, the possible explanation for the
participants’ difficulties in reading passages with embedded grammatical structure might
be their lack of language competence. The participants might not have been proficient
enough to understand long complex sentences. Thus, they were rarely concerned with
grammatical structure. Instead, they compensated their lack of understanding by
thoroughly reading a passage and by only grasping the key information. These methods

impeded their understanding because they could not get clear ideas of a whole passage.
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Additionally, the participants in this study reported further two reading problems,
that is, problems related to the organization of a passage and problems related to the
length of a passage, both of which interfered with their understanding English academic
texts. The participants found that when they read a passage that was very long and not
well-organized, it was difficult for them to sharpen their understanding. They had to
concentrate hard and pay a lot of attention to the passage being read.

The plausible cause of problems related to the organization of a passage and
problems related to the length of a passage and the ensuing decrease in the students’
concentration and motivation in reading might be their lack of reading practice outside
the classroom. Thus, when they read very long or not well-organized English academic
texts, the participants easily lost concentration and developed a negative attitude towards
the text being read. Consequently, when they were weary of reading very long and
unorganized passages with complicated grammatical structure, they did not clearly
understand what they were reading. All of these aspects interfered with the participants’

reading enhancement.

Implications of the Study
From the findings in the present study, it can be seen that metacognitive reading
strategies are helpful to enhance students’ reading ability effectively. Therefore, they
should be implicated in diagnostic reading courses in order to encourage students to
facilitate their understanding of English academic texts. For instance, when students are
faced with unknown words, English instructors should suggest them to look for the
connectives around these words and help them predict a suitable meaning before looking

for the definitions in the dictionary.
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In addition, familiarizing students with the use of various effective metacognitive
strategies in English academic reading will help them develop their cognitive process and
thus their choice of effective metacognitive strategies and will decrease their mistakes or
difficulties in reading, because when cognitive thinking processes are developed, readers
select the metacognitive strategies that solve their reading difficulties and facilitate their

understanding of English academic texts.

Recommendations for Further Studies
Recommendations for further studies are presented as follows:

1. This study was conducted with 20 third-year students studying at Srinakharinwirot
University, Bangkok. In further studies, a larger number of participants should be
asked to participate to ascertain the reliability of the present study.

2. In further studies, age and gender differences should be investigated in order to
understand better how these variables influence students in their choice of
metacognitive strategies and how they apply each of them.

3. Students majoring in other fields, such as nursing, computer science, and sciences,
should be asked to participate in further studies to see if the results are comparable
to the ones concluded with students majoring in English.

4. Vocabulary is the main reading problem; thus, further studies should investigate
what strategies help language learners to solve vocabulary problems and to retain
vocabulary.

5. Metacognitive strategies play an important role in student learning. In further
studies, the use of metacognitive strategies in other language skills, such as
listening, writing and speaking, should be investigated, to confirm that these skills

are enhanced the same way as English academic reading was in the present study.
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Conclusions

This study aimed to investigate the use of metacognitive strategies by English
major students at SWU in their English academic reading. It focused on the kind of
metacognitive strategies the participants used in their academic reading and how they
applied these strategies. In addition, the differences in the use of metacognitive strategies
between students with high and low English reading proficiency, and the difficulties they
faced were also examined.

Data were collected from three instruments — interviews, observations though the
think-aloud sessions, journals written by participants. The participants in the study
counted 20 third-year university students majoring in English in the Department of
Western Languages at Srinakharinwirot University in Bangkok, Thailand, in the academic
year 2005. The findings were crucial in providing information about the use of
metacognitive strategies in English academic reading. The participants in the study
consciously applied metacognitive strategies to plan, to monitor, and to remediate their
reading comprehension. In addition, the use of metacognitive strategies was effective in
solving their reading problems. The findings assure the evidence that metacognitive

strategies are crucial in English academic reading for Thai students.
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Interview Questions

What do you do first when you read?

When you read, do you look for the main idea and the supporting details? What is
the most important for you: the main idea or the supporting details?

Could you determine the differences between the main idea and the supporting
details?

What is a topic sentence?

What do you focus on while you read this article?

What do you do if you have a problem in understanding what you are reading?
What should you do when you see unfamiliar words?

What do you do when you finish reading?

After you read, do you mentally summarize what you read?

Do you think the use of dictionary is important when you read? If so, please
explain why. If not, please also explain why.

Do you translate the articles or the passages you read into Thai? How often? And
please explain why you need to translate into Thai.

Do you think grammatical structure is a problem for you when you read? If so,
please explain why. If not, please explain why.

When you do not understand the difficult words, what do you do?

Do you use your personal background experience to help you understand the text?
If so, please explain why. If not, please also explain why.

Do you use self-talk or ask yourself questions while reading? If so, how often, and
explain why.

What problems do you have when you read?
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READING PASSAGE |

Call for Online Essays to

Beat Internet Cheats

Jane Richardson

Academics are being encouraged to require all students to submit their essays and
assignments electronically, to make it easier to beat web cheats at their own game.

The University of Melbourne’s academic board has approved a tough university-
wide attack on the contemporary plague of electronic plagiarism. The Melbourne action
follows other moves nationally that indicate the extent of university anxiety about online
cheating in an era when a ‘whatever you can get away with’ attitude often prevails.

The Australian Vice-Chancellors Committee is assessing plagiarism software that
can detect whether student work has been downloaded in part or entirely from the net.
And an Australian Universities Teaching Committee project is investigating the scale of
the problem and issues in the online assessment of student work.

The Melbourne academics want the university to set up its own anti-plagiarism
website with constantly updated information on electronic checking software and an
essay bank for cross-checking. The academic board’s report on plagiarism says
Melbourne has not tried to quantify the extent of electronic cheating, but states that it
clearly exists and has the potential to undermine confidence in student assessment.

The board says that despite existing anti-cheating strategies, such as regular
rewording of questions and changes to require reading and research, the problem of
electronic plagiarism is acute where large numbers of students are doing the same

exercise or where students are able to submit essays on questions of their own choices.
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The board’s report lists existing plagiarism-detection methods such as the
University of California’s commercial website (www.plagiarism.org) where lecturers pay
to have student essays checked against each other and a database of student papers and
web materials. But Melbourne’s academics believe it is possible for students to rephrase
and restructure material to beat this type of system.

‘Moreover, there is an increasing sophistication of electronic translators which
paraphrase plagiarized material, hence making its detection more difficult,” the report
says.

“This solution potentially requires the instructor to check up to five websites for
each essay: a not insignificant task where large classes are concerned.”

The Melbourne academics believe the knowledge that student work will be
checked on cheat-detector websites will help to deter cheats. The report says a holistic
rather than ‘catch and punish’ approach works best and it sets out procedures and
penalties for students caught cheating, ranging from redoing the assignment to facing
academic misconduct charges.

Melbourne’s head of computer science Leon Sterling said yesterday electronic
cheating was an issue in computer science departments worldwide.

‘Sometimes people just don’t pose programming assignments because they worry
it’s too easy to copy. We think that’s the wrong way to teach. But we regularly run
comparison software to check if students’ assignments are similar,” he said.

Professor Sterling’s department already requires students to submit work
electronically. He said it was often small, telltale signs that gave away the plagiarism —
abnormal spacing, or changing the names of variables, but then including comment that

referred to the old names.
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Professor Sterling said the university was making it clear to students that ‘just
taking someone’s file, editing it and submitting it as your own isn’t acceptable to us here’.

(Sahanaya & Hughes, 2002, p.19)
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READING PASSAGE II

Eating Disorders

Anorexia Nervosa
Definition and Epidemiology

Anorexia nervosa is characterised by a weight loss leading to a body weight of at
least 15% less than normal for age and height. In addition, there is an intense fear of
gaining weight, a disturbance in the perception of body shape (e.g., feeling fat when thin),
a denial of the seriousness of the low weight and the absence of normal menstrual cycles.
Who is at Risk?

The risk group for anorexia nervosa is young women aged 15-25 years. Girls with
poor body image and who frequently diet or use extreme weight control techniques are
particularly at risk. However, it is important to note that it also affects both younger and
older age groups and men. In Australia, the prevalence of anorexia in teenage girls has
been estimated at approximately 1 in 1,000, making it an unusual disorder.

Other potential risk factors are activities that require lean body mass such as ballet
dancing, gymnastics and modelling. Presence of a chronic illness such as diabetes, and
family history of anorexia also increase risk. In the United States and United Kingdom
there appears to be a higher incidence of anorexia nervosa in children of middle to upper-
middle class families. This trend is not as obvious in Australia.

Onset of Anorexia Nervosa

Very often anorexia nervosa starts with dietary restriction of particular food types

(e.g., meat or fat in foods) and/or kilojoule restriction. Eating patterns become gradually

more restrictive. This may be accompanied by an abnormal increase in exercise. Often
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family and friends are unaware of the severity of weight loss for some time and usually
there is considerable reluctance in the individual to seek medical or psychological advice.
Psychological Problems

Even though people diagnosed with anorexia clearly have difficulties with eating,
psychological problems are usually vitally important. These individuals tend to have very
low self-esteem and lack confidence in their friendship groups. While they feel pressured
to perform well, they lack a sense of control over their lives. It has been suggested that
restricting food intake is one way to regain a sense of control and confidence over life. It
is ironic that severe weight loss is typically counter-productive to these aims.

Nutritional Issues

As weight loss progresses the effects of starvation are evident. Most physiological
and biochemical changes are created by the nutritional deprivation. There is poor
circulation, increased sensitivity to the cold, heart and kidney problems, along with poor
concentration and mood changes.

As starvation progresses the preoccupation with food and eating increases, so that
much of the day may be occupied with thoughts of food and related issues. Eating
behaviours are frequently abnormal and may involve rituals, difficulties in making
decisions about food and unwillingness to eat food prepared by others or unless the
precise composition of the food is known.

If anorexia develops before growth has been completed, growth will stop during
the period of starvation; puberty will be delayed if it has not already been reached.
Absence of menstruation and the associated estrogen deficiency, together with restricted
calcium intake in adolescents who have not attained peak bone mass, may result in
permanent skeletal abnormalities, and in risk of stress fractures in groups such as dancers

and athletes. Regular moderate exercise appears to protect against loss of bone density.
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Bulimia Nervosa
Definitions and Epidemiology

Bulimia nervosa is characterised by recurrent episodes of binge eating followed
by purging behaviour, such as vomiting or excessive exercising. This is a rapid
consumption of a large amount of food in a discrete period of time associated with a lack
of control. In addition, binges are followed by attempts to control the effects of the binge
on weight by either purging (e.g. vomiting or taking large quantities of laxatives) or by
restricting kilojoule intake or by engaging in vigorous exercise. There is persistent over-
concern with body shape and weight and beliefs regarding self worth are associated with
body shape. People with bulimia nervosa may be of a wide range of weights.

Who is at Risk?

The risk group for bulimia nervosa is women 15-30 years old. In contrast to
anorexia nervosa, bulimia nervosa is a frequently occurring problem at approximately 2-
4% of the at-risk population. While not being as life-threatening as anorexia, bulimia does
cause enormous physical and psychological distress and is associated with suicide
attempts. The risk of bulimia is spread through all occupations and socio-economic
groups. The risk factor common to all people who develop bulimia is strict dieting for
weight control.

Onset of Bulimia Nervosa

Dieting is an extremely common phenomenon in women in our society — in fact, it
is a way of life for many. When people diet, they very often become so hungry they
cannot resist bingeing and then feel guilty and disgusting with themselves. Following a
binge they will often reinstitute their diet and a little later binge again. In desperation,
following a binge many people resort to more extreme purging methods. Thus the

binge/purge bulimic cycle becomes a habit.
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Psychological Problems

People who become bulimic often start with low self-esteem and feel very
dissatisfied with their bodies. It is not surprising, however, that when they develop the
symptoms of bulimia their level of self-hate and disgust increases. This is often associated
with severe depression and even suicidal thoughts. People with bulimia may become
socially withdrawn. Because the person with bulimia does not have the outward
appearance of ill-health it is possible for someone to have bulimia for many years without
their work colleagues or even family being aware of a problem.
Nutritional Issues

The most serious nutritional problems in bulimia are related to electrolyte losses,
particularly potassium and chloride, which are lost in large amounts through vomiting or
laxative use. Low potassium levels can cause weakness, dizziness and heart failure.
Problems with fluid balance, dehydration and fluid retention may also occur. The medical
problems related to bulimia may be severe and life-threatening.

(Sahanaya & Hughes, 2002, p.34-35)
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Interview Data

Student A

I: What do you do first when you read?

A: | read the title and try to understand it first. Then, I read all the information

further.

I: When you read, do you look at the main idea and the supporting details? And

what is

details?

the most important for you between the main idea and the supporting

A: Of course, | look for the main idea and the supporting details. Both are important.

I will underline what the main points of each paragraph to help me better

concentrate on the key information of the passage.

l: Can you determine the differences between the main idea and the supporting

details?
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Yes, one essay or article has one main idea and each paragraph has minor ideas
which support the main idea; the topic sentence of each paragraph usually is the
main idea of that paragraph. The supporting details support the topic sentence.
They provide further details supporting the topic sentence and help readers gain
better understanding.

What is a topic sentence?

Usually, a topic sentence is the first sentence of a paragraph and it is the main idea
of that paragraph.

What do you focus on while you read?

| focus on the topic sentence of each paragraph. If the passage is too difficult, |
will focus only on the main point of the passage. In turn, if the passage is easy, |
will focus on the general information of the passage.

What do you do if you have a problem in understanding what you are reading?

I usually underline the topic sentence. If | can’t understand one paragraph | will
reread it. And if the passage contains complex sentences and complicated
grammatical structure, | will divide the sentence structure into subject, verb,
object, and complement. This technique helps me understand complex sentences
more easily.

What do you do when you see unfamiliar words?

If some words are just modifiers which give only additional information, 1 will
pass them. If they are the subjects or verbs of that sentence, and | can’t understand
the text without understanding them, I will look them up in a dictionary.

What do you do when you finish reading?

| reread because | want to clarify my understanding of the parts that I’m confused

about. And this helps me memorize the information of the passage better.
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So after you read, you mentally summarize what you read?

Normally, I will reread the passage. But, if it is a difficult article or essay, | will
summarize it by listing the items such as cause and effect, or problem and
solution, and the chronological order in the passage.

Do you think the use of the dictionary is important when you read? If so, please
explain why. If not, please explain why.

Yes, it’s important. The use of a dictionary depends on whether | can understand
the whole text without those unfamiliar words. | sometimes open the dictionary to
recheck whether my guessing is correct.

Do you translate the articles or passages you read into Thai? How often? And
please explain why you need to translate into Thai.

| don’t often translate an English passage into Thai. I think it depends on the
difficulty of the article or essay. If it is easy to understand, it is not necessary to
translate it into Thai. If it’s a difficult one, | need to translate to help me
understand the passage better. But it’s time-consuming.

Do you think grammatical structure is a problem for you when you read? If so,
please explain why. If not, please explain why.

Yes, if the grammatical structure is complicated, it requires more effort to
understand. | have to divide complex sentences into head noun, verb, and object.
This helps me understand a complex sentence more easily.

When you do not understand the difficult words, what do you do?

If some words are just complements of the sentence, | would skip them. If they are
the subjects or verbs of that sentence, and | can’t understand the text without
understanding them, I look them up in a dictionary. Sometimes, | try to guess their

meaning by looking at the connections around them.
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I: Do you use your personal background experience to help you understand a text? If

so, please explain why. If not, please also explain why.

A: Yes, personal background helps me understand a text better. If I don’t have any

knowledge about what | read, I have to try harder to understand the passage.

I: Do you use self-talk or ask yourself questions while reading? If so, how often, and

explain why?

A: Sometimes | use self-talk to recheck my understanding. If | cannot understand

something in the passage, | will review those parts after the first reading. It’s a

way to help me understand the text better.

I: What problems do you have when you read?

A: The main problem is that | cannot understand some unknown words and

complicated grammatical structure. It usually occurs with a formal essay, an

article which use both complicated grammar structure and a lot of technical terms.

Also, a poorly organized text makes it more difficult to understand.

€

(]
N,

£2Q

e B

%o B

TwiInNasiuswiasrinadnelies
TUUINLRDRZITNEUATII 9 faudz usNfasrIilannufmaAyTadTa9N
suAeeslsrzaruain g Atieliidnlazesienulassiug dzinsiunedny
¢34 Adnaauaini g Adminiiain lrwd lidhlafezdalneauds
L= =3 v 1 d 1 v 1

wzdvlifiazdasnduaziBoadnsaunitagudiez

dl 1 dl v v o Qs - - =} 1 -
LIANNIB W uao"l@mlammmmy (main idea) w3alamanugas (supporting
details) wiatlannz uaa 2 audes lvdudmaysniutasannninnues

ez nydn main idea MAYIINAIIBEAZINIIZINATUBNTIERINE WA

1
a

' . . & Q@ A L oA v o .
a¢'ls &u supporting details Aaziiludannuniinduiiatioliidrla main
L= d.

- dﬁl J 1 1 Y dl v - - & o 1 s 1 v
idea AN LL@IY]’]E]Y]EE@]LLQ’J main idea ﬂﬁ']ﬂﬂ.l‘ﬂii(@ﬂt L‘WT]&J‘W]S’JHI%LT]

[

i lagdsziduimanvaiiosnew



€

£2e

IFe B

6
N,

108

HaIRNNTOULNANNUUANGIITZING main idea nU supporting details ‘¢t
winllanng

Main idea azuanfsinnlszasdvasgidoudzinfanzls Wi fezuanSe
sulagriaudnieadasnuaslsthe sau supporting details alWdoyauaz

>

TMuaziBad1e g NakuayuuazaTunads main idea Aaazluaziianuday
aendl3ey
#a9fiain topic sentence faazlsa:
fAad1...topic sentence 1Huszluainfiviligduiinteni (paragraph) 7
dunaiisazls AeaniGuuluwic reading lasmluudiiuazagndzlon
wInNVadudas paragraph ez suazaaudiannii las viezls fluu walns
. A o v . = A . .
at4ls Fadualivinla topic sentence 1:fia1agf supporting details wnu
v A A ! @ A a A v @ @ A P SO
6 inaezdudayaiuiduiialiidhlatayaiduiniues
LA ULAZATI ﬁq@aul'cnLﬂuﬁmﬂumsémvlmm
A a . A & 1 A P a o o A ' A
fa A lafluzas AadrenuaninawauSeaalanesllFes g udunein
a o A & o A @ A& o o o Ay, @ A
anvaziivadnidudianizionaazging niduddagynlionadin wieh
dwly laes

=1

[ a &£ ' v o 1
7 muawﬂmm mmﬂumimu Waine ﬂ']x‘ivlﬁﬂz

[

] 2
1 o o Y =

nazfiaagnduu LRAANLNENNNIZTN LAl e Az Lwiﬁwaugadﬂajmmmﬁ
andhlaiuldaieg fazdhaly udrfinssmananananovasdn lifiun
u‘%uwﬁa%ismﬁauﬁ'}ﬁfuag

v dlﬂl v 1 o ‘ﬂl 1 7" 1 v o 1
LLmluﬂ‘mﬂuaavmLaaﬂ’m"l,umUgammnamaﬂuaamama"l,iﬂ:
Aazitladny dz w1 lisnansndadnyle AaeNe1EIUAIANURNILVDIN

@
Py @

lndmuIunfiagseu g dnliiantuen

uU
wavrhadelamasanawauag
& o @ " = o a & A& v & v A = !
Atauuaa L lafeznauawlnidnasomilds uanmdnausaziazain
Tnainanuatas wad linafzdununmmanzaniniulsifuiing
DI
naandway dedldasllaanuddyesiasndwlulalvua:

ez fa ﬁﬁdﬁlﬁﬂﬁ’]uﬂﬁLL?ﬂ%Uﬁ%tﬁﬁﬂgﬂN’]ﬂN’]Ua%ﬂu‘;ﬁ Massnun
Y 0 o o A A o A a vl

azdasastlannudrAniueanan ineNazirTasnaulddaues

v a 1 vAa a AAa o & 1 Y o & o =1

wasAaI NIl TanTuwisdaNusdwlunisaulnues s udn vinlun

Fudluwaz 1l vin'ludelddntn sruaTuisaiuas



109

i&a B: LA UAS ﬁ'uﬁuﬂummaﬁém%'ummzﬂz LWﬁzika"L&iaflmméflmLﬁa
o A A o & A & a Ao AN W o L & .
[N laSaINaNw leNIna A Sﬁmkmﬁ]m@ag‘nmﬂvlmmﬂﬁ]agamauuﬂz
L% 6u v 2 d' d' v 1 | 1 3 o =S I
ACEEGITS wadleudadasnasanwmdume inglnuas vas'lny waavinlunsuwla a8
aUNBAILAL

wEe B! U19a3Inutad: azutatlaaalasizalsluanaudana: nsudatdnlneg
[ v v dl ﬂ; 1 Wd; 1
rglidnlaiTasnatwlaaauay

Aaumwoll  desdadileveihonaldudymlunsdwvesiasinuas

#ifa B: fndungueaz liduidym ﬂzymﬁa%ﬂﬁzyﬁqmamhk fa drawriunni
AFumwsoll  udadanadesaddwriing desrnaedelias

#ixa B: ﬁﬁmmmwvxmmlaoﬁwﬁwﬁmmnﬁuwﬁagiau6] FnATTiues

Asumwall  desldldanuiniagudriau (personal background knowledge) 1aslunns
aulnuaz o1k vinludeldes d1lals vinluteld Trwafuisainay

fi#e B: ISGE nm‘ﬁmﬁmmjﬁﬁmﬁ'm%aaﬁmﬁwé’oém ﬁua:ﬁwﬁﬂﬁwwﬁﬂaﬁm
A Y a £ Y A o A o A A & o
AW LA TALANEIU me"l,mm’;mgmmﬂmsaaﬂmu %%ﬂ@aawmmulu

° o A A & o '

nIviaNuEnlaTasnawINnAw L aaaas

;&” vl daslanuaasluizninsnanaiuting maua: o1 uaavindes vy e
DPUNUIRANAMEUAS

an . =3 ) a v g; 1 d! e & o Q./g: 1 g dl J

fi7a B: AEDNNAIDINAILDITNILNNATIAS TanwATIavNRaslaswialTaIu1InTw

oo oA A = | ' ! @ a A v . w
wein L wisagndng ﬂ"ﬂgvl,l]ﬂ’]llﬂz L‘Wi’]z’nmmmLﬂlﬁlﬁlLia\ma’va@@agLLa’J

(- v 1 = v
Aaumwoll  Jawludasaalunsduiderlsine:
78a B: w”tmmim fa %Hﬁ'ﬂ%%ﬂﬁ'\naLﬁ'mﬁ'uﬁwﬁ'wﬁﬁm}éwmlﬁavbjLﬁﬁlmaua
az uarnazlmamwnuinlunivinanunlannununsuafha
Student B
I: What do you do first when you read?
B: Firstly, I will scan the passage thoroughly and I then find out what the main point

of the passage is. Scanning the passage helps me understand its overall

information. If there are some parts that | do not understand when I scan the

passage, | will skip them because | have to read the whole passage closely again.
I: When you read, do you look for the main idea and the supporting details? What is

the most important for you?
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Yes, | do. | think the main idea is more important because it tells us what the
passage is about. On the contrary, the supporting details are added information
that helps me clearly understand the main idea. But in the end, the main idea is the
most important to help us understand the main point of the passage.

Can you determine the differences between the main idea and the supporting
details?

The main idea tells the author’s purpose and tells the scope of the paper. And the
supporting details give information and details to support and explain what the
main idea is and how important it is.

What is a topic sentence?

I think a topic sentence is a statement that leads a reader to know what each
paragraph will talk about. As | was taught in the reading course, it normally is
found in the first sentence of each paragraph. It tells us all these questions, that is,
what, when, where, why, and how. If | do not understand the topic sentence, | can
look at the supporting details to understand the information more clearly.

What do you focus on when you read?

| think 1 don’t focus on anything. Normally, | read word by word. However, |
think I may have focused on some specific words because | try to understand and
don’t want to skip them.

What do you do if you have a problem in understanding what you are reading?

| stick to that problem and try to understand it. However, if | think I really can’t
understand it, I will skip it and try to guess the meaning of the unknown words
from the connections around them.

What do you do when you see unfamiliar words?
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I will use the dictionary. If | can’t, I will try to guess the meaning of unfamiliar
words from the contextual clues around them.

What do you do when you finish reading?

If I don’t understand, I will read it again. Also, if | have a lot of time, | will reread
the whole passage. If not, I will only pay attention to the main point of the
passage.

After you read, do you mentally summarize what you read?

Yes, | do. After the first reading, a lot of information on the passage is in my
mind. Thus, the summarization of the key information of the passage is a way to
organize better memorization.

Do you think the use of a dictionary is important when you read? If so, please
explain why. If not, please also explain why?

Exactly, it is so important to me because | can’t understand completely. | always
get stuck on the words that | don’t understand.

Do you translate the articles or the passages you read into Thai? How often? And
please explain why.

| do sometimes. | will translate into Thai when | don’t understand an unfamiliar
sentence structure. It is helpful for me to make the reading clearer.

Do you think grammatical structure is a problem for you when you read?

For me, grammatical structure isn’t a problem. My problem is unknown words.
When you do not understand difficult words, what do you do?

| try to guess the meaning of unknown words by using the contextual clues around
the unknown words.

Do you use your personal background knowledge to help you understand the text?

If so, please explain why. If not, please also explain why.
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Yes, | do. It helps me to understand a passage clearer when | have some
knowledge about what | am reading. If not, | have to try harder to understand the
passage.

Do you use self-talk or ask yourself questions while reading? If so, how often, and
explain why?

Sometimes, | ask myself some questions. It helps me to read more carefully.
However, if the passage is easy, | do not ask myself questions because | can
understand it clearly.

What problems do you have when you read?

I’m not sure but | always worry about the words that | don’t understand and | take

a lot of time to understand their meaning.
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Samples of Observations through Think-Aloud Sessions
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Student C

I: What do you do first when you read?

C: | look at the thesis statement first and look at the title to know what it is about. |

do this because English teachers have taught that usually the author tells the main

point of the passage in the first paragraph; thus, I read this part for grasping the
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general information. However, sometimes | do not read the title because | want to
read the passage thoroughly and first make a prediction on what it is about. This
technique helps me recheck my understanding and helps me summarize easily the
general information.

Do you look at the main idea and the supporting ideas of the passage?
Absolutely, yes.

What is the most important between the main idea and the supporting details?

It should be the supporting details because the main idea tells us only the main
point of the passage so that we don’t know clearly the whole information. But
looking at the supporting details, we can understand the entire details of the
passage when reading the various explanations and examples given by those
supporting details.

Please explain to me the differences between the main idea and the supporting
details.

The main idea is the general information of the passage. It tells us about the
overall passage, what it is about. The supporting details give us more information
and also more complete explanations.

What was the main idea of passage A?

Umm...It was about how to avoid the plagiarism of students in Australia.

What is a topic sentence? And what was the topic sentence in the 2" paragraph?
And how do you know it?

I’m not sure. It should be the main point of a paragraph. I think the topic sentence
of the 2" paragraph is the first sentence of the paragraph. | know this because the
other sentences give us further information and support the first sentence in order

to understand it more clearly.
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Do you have any focusing point when you read the passage?

Yes, | do. I look at words relating to the title of the passage, and keep these words
in my mind. For example, when | read this passage | know that it should be about
the plagiarism of students in Australia. | then focus in my mind on the word
‘plagiarism’ as a main point and look for further supporting details to help me
understand the text better.

What do you do when you have a problem in understanding what you read?

| have some difficulties with some unknown words of the passage A. To solve this
problem I consulted the English-English dictionary. But, if | cannot open the
dictionary, | will look at the relationships with the unknown words and try to
guess an approximate meaning.

What do you do when you face unfamiliar words?

If I can open the dictionary, | will open it to help me know the meaning of those
unknown words. If not, I will look for contextual clues and justify whether they
are significant words. After the confirmation, if they are significant or key words
of the paragraph, I will look up the dictionary or look for connections around them
to guess their meaning.

What do you do after you finish reading?

After reading, | will summarize the key information of the passage.

Why do you have to summarize the passage?

Generally, I have to summarize a passage because when | read it without
summarization | might forget it all after the first reading. If | summarize it after
the first reading, it helps me better memorize the information.

Do you think the dictionary was important for reading passage A?
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Yes, the dictionary was important because this passage was a difficult text with a
lot of new words such as ‘assessing’, ‘sophisticated’, and so on. But, | normally
would not open the dictionary. | open the dictionary when | see unknown words
because | would understand their correct meaning. It helps me confirm whether
my guessing is correct.

Did you translate the passage A into Thai?

Yes, | did but | preferred to paraphrase the whole paragraph rather than translating
it word by word because | wanted to practice my translating English reading into
Thai. However, | would translate into Thai only if it was a difficult text like an
academic reading passage because translating into Thai helped me understand
more clearly because Thai is my language.

Do you think grammatical structure is a problem for you when you were reading?
No. I think the main problem in reading should be a vocabulary problem, like
some difficult academic words in science or physics, and so on.

What do you do when you do not understand the difficult words?

| split those unknown words into their base forms such as prefix and suffix; for
instance, the word “definition’, I will then divide it into “define + tion” and guess
that it comes from “define’ in verb form and ‘definition” in noun form. Then, I try
to guess the meaning of those unfamiliar words. If | can guess their meaning, |
will not consult the dictionary.

Do you use your personal background experience to help you understand the text?
Absolutely. It is very important for me. For example, concerning this passage, |
have had some knowledge about “plagiarism’ which my teacher taught in class. If
I have no knowledge about this word before, | would not understand it clearly

because | would not have correctly known the importance of plagiarism.
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I: Do you use self-talk or ask yourself questions while reading?

C: Yes. Sometimes, | do it. Especially when | see unknown words | may ask myself

questions to recheck my understanding of those meaning. It also helps me

understand the passage better.

I: What problems do you have when you read an academic text?

C: | think it should be a combination of a lot of unknown words and the passage is

not well organized; thus, it is hard for me to follow the information.
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Student D

I: What do you do first when you read?
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| read the title of the passage, and read all information through the passage. But |
do not focus on anything first because | don’t know what the passage is about.

Do you look at the main idea and the supporting details of the passage?

No, I just read it thoroughly and I will conclude the whole information of the
passage by myself after the first reading.

What do you think it was the most important between the main idea and the
supporting details?

| think the supporting details are more important than the main idea because only
looking at the main idea I cannot correctly understand the general idea of the
passage. It might be the supporting details that give some explanations on the
passage. It helps me understand the reading passage better.

Can you explain the differences between the main idea and the supporting details?
Yes. The main idea is the key information of the passage. However, sometimes
there are a lot of key points in a passage, and then we cannot understand the whole
of it correctly. We have to look at the supporting details to understand the other
information, and the supporting details are added information that helps me
understand more clearly the main idea or the main point.

What was the main idea of this 2" passage?

The main idea of this passage was about the eating disorders which included two
diseases, that is, anorexia and bulimia.

What was the topic sentence in the 1% paragraph?

It was the first sentence of this paragraph. | knew this because the heading of the
paragraph was the definition and the first sentence of this paragraph gave the
meaning of anorexia. It was associated with the heading. Also, the other sentences

gave further information on anorexia, thus, they should be the supporting details.
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What do you focus on while reading this passage?

In this passage, | look at the headings, that is, the two diseases, anorexia and
bulimia. Then, I look at what are under the subheading and read more information
there.

What do you do when you had a problem understanding what you read?

| think my problem concerns a lot of unknown words. I will look up the dictionary
to understand their meaning. However, | also have some knowledge about some
new words; thus, | opened the dictionary to recheck whether my guess is correct.
What do you do when you saw unfamiliar words such as “nervosa”?

| skip it because I think it may be the name of a disease. | then look at the
information around this word instead. For other unknown words, | would read the
passage through before and recheck their meaning after the first reading if they
were key words of the passage.

What do you do when you finish reading?

I do not do anything because it’s like extra information for me only. But, in
general, I will summarize all information again to help me better memorize the
key information of the passage. Anyway, if | read textbooks, | may reread the
passage and | will then summarize its key information to memorize the
information better.

Did you have any background knowledge about passage B on bulimia and
anorexia?

Yes, | did. | had read about eating disorders before. And my friends have some
experience about these diseases. So, | understood this passage fairly well.

Do you think background knowledge was important for academic reading?
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Yes. Academic texts are difficult for me to understand all information correctly if
I don’t have some knowledge about it before. But when | have some knowledge
about the texts, it helps me understand the passage better. Also, it increased my
interest.

Do you use self-talk when you read?

| ask myself what the passage is about and I also ask myself what knowledge |
gain from it.

Do you think the use of the dictionary is important for reading?

For this passage, it was not important, because | knew about the diseases before.
When | compared it to the first passage, opening the dictionary was important
because it had a lot of difficult words. But in general, looking up the dictionary
helps me better understand the text and the meaning of the unknown words.

Do you translate what you read into Thai?

As usual, | read the passage and tried to understand it without translating it into
Thai. But if it is an academic text which is full of unknown words and
complicated grammatical structure, | may translate it because I cannot understand
it when | read instantly. So, I try to translate from English into Thai slowly. This
tactics helps me better understand difficult academic texts.

Do you think the use of the grammatical structure is important when you read?
No, I don’t think so. | think just reading a passage thoroughly is enough for my
understanding.

What do you do when you did not understand the difficult words?

| try to guess the meaning of difficult or unknown words by looking at the

contextual clues around them. However, if they are interesting words that | may
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have seen before but I could not remember those meaning, | would open the
dictionary to recheck my understanding.
I: Please tell me again what problems you have when you read academic texts?
D: The main reading problem is the unknown words. For me, | think the use of
English grammar do not help me understand the text better. Knowing lots of

words should be more helpful for me than knowing grammatical structure well.
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Student E

I: What do you do first when you read?

E: I read thoroughly. Generally, other people may read the title and then read all the

passage, but I read all the passage first because when I read it | instantly know

what the main idea is.
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Do you mean that you looked at the main idea and the supporting details of the
passage?

Yes.

What is the most important for you between the main idea and the supporting
details? Can you tell the differences between the main idea and the supporting
details of a reading passage?

The main idea is the most important for me. The main idea is the key information
telling us what the passage was about. The supporting details helped us more
clearly focus on the main idea or the key information. However, sometimes the
supporting details may be more important because if we know only what the
passage is about but do not have any other explanations or examples, it might be
hard for us to understand correctly the message that the author tells us.

What was the main idea of the passage A?

Overall the passage was about the problems of students that cheated on their essay
by using the internet and of the teachers trying to prevent this cheating by using an
internet program to recheck their students’ homework. When | read it, | clearly
understood that the students were cheating.

What is a topic sentence in general?

A topic sentence is the key information that introduces the whole idea of a
paragraph.

What did you focus on while you read passage A?

When | knew what the author was talking about, I looked for the other
information supporting my understanding. For example, the passage told us that
there are problems with students cheating, so | looked for more information

supporting the cause of the problem and looked at what the solution was.
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What do you do if you had a problem in understanding when you are reading?

It should be unknown words. So | may look at the context around these words to
guess their meaning.

What do you do when you see unfamiliar words?

I go back to read the heading of the passage and try to guess the meaning of
unfamiliar words. For example, if the passage is about the medical field, but we
do not know some words in the passage, | may guess that the unfamiliar words
would be names of diseases, symptoms, or some technical terms in medicine.
When | know what kind of passage is or what the feel of the passage is, | would
guess the meaning of unfamiliar words.

What do you do when you finish reading?

Personally, after the first reading, | will summarize in my mind what the passage
was about. If I do not mentally summarize the information, | may not correctly
understand the scattered information and | may not understand what the passage
was about. If I summarize the information, | can recheck my understanding of it.
If I have some problems in some parts of my reading, | could reread those parts to
clarify my understanding.

Do you think the use of the dictionary is important when you are reading?

No, it is not important. | think it’s not important to carry the dictionary anywhere.
I may open the dictionary when the words are really important to know the
meaning of unknown words. But, | think it is unimportant in general.

Do you translate the articles or the passages you read into Thai?

In general, | do not translate the texts from English into Thai. When | read an
English passage, | will slowly absorb the information. If we translate word by

word, we may mistranslate because some words had more than one meaning. Also,
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it takes a lot of time to translate into Thai. Thus, it is not important for me to
translate.

Do you think grammatical structure is a problem for you when you read?

If it is easy and do not combine a lot of complicated sentence structures, it is not
important. In turns, if the reading texts are an academic text or a novel that are full
of difficult words and complicated grammatical structure, so it may also be hard to
understand directly, grammatical structure may be a problem for me to understand
the information.

When you do not understand the difficult words, what do you do?

I look at their root or the word form and guess their meaning. If | don’t guess their
meaning, | will conclude the whole meaning of the sentence by using the
sentences around the difficult words instead.

Do you use your personal background experience to help you understand a
reading passage? If so, please explain why. If not, please also explain why.

| am not sure whether it is important or not. But, when we more practice reading
books, newspapers, and so on, we will better concentrate and better understand a
passage than people who did not practice. For example, | have some knowledge
about this passage, and it helps me understand the text better and read it faster too.
Do you use self-talk or ask yourself questions while reading?

Yes, | always ask myself questions. When I read, | concentrate on the passage in
order to answer the following questions, i.e. what, when, where, why, and how.
These questions normally stay in my mind. This technique helps me understand
the passage and better grasp its main point.

What problems do you have when you read?
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When | read a passage about which | have some background, the main reading
problem is the unknown words. On the contrary, if we read a passage of which we

knew nothing about, we would have a lot of problems such as unknown words,

grammatical structure, and so on.
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Student F

Today, | read an English textbook. I scanned the table of contents to find a
specific chapter. Before I read the reading content, | read the heading and the
introduction of the chapter. | then read the information in the chapter. It was a slightly
difficult text because it contained a lot of difficult words | didn’t understand, such as
denotative, connotative, figurative. However, I continued to read until the end of the
paragraph and tried to guess the meanings of those difficult words by looking at the
relationships between them. In case, they [the unknown words] were less significant
words such as adjectives and adverbs, | skipped them. If they were key words of the
sentence and | really didn’t know their meaning, I looked them up in the dictionary. It
helped me ensure that | understood precisely the true meaning of these words. In this
chapter, I translated some phrases or sentences into Thai because it was difficult to read
and understand in English. After finishing the first reading, | summarized it and listed
some questions | was confused about and read some parts of this chapter again to make

sure that I could understand accurately the overall information.

Student G

Today, | read a novel, which was a very difficult and thick one. Before | read, |
scanned the context of the novel, and then I tried to predict what the text was about. Then,
I read all the information in this novel. It was descriptive, so | read through the end of the
chapter I11. This novel contained very difficult words that I could not understand. So, |
tried to guess the meaning of those words by separating the word forms — prefix, suffix
and root words. In any case, if | still could not find their meaning, | opened the dictionary
to find a more appropriate and suitable meaning. However, | sometimes found the

meaning of some unknown words; I still opened the dictionary to make sure whether or
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not | understood it accurately. As | mentioned, this novel was a very difficult one, so |

reread it twice to try to understand its meaning more correctly.
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