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ABSTRACT 

The purpose of this research project is to assess the contribution of metacognitive 

strategies to the development of reading comprehension in English among students in the 

“Bachillerato General Unificado” (BGU) at the Unidad Educativa “Ibarra” in Imbabura, 

Ecuador. This study employs a mixed-methods approach and a cross-sectional, descriptive-

correlational, quasi-experimental design. A Likert-scale questionnaire was distributed to all first-

year BGU students via the Google Forms platform, with a QR code provided to access; in 

addition, semi-structured interviews were conducted with key informants; and a checklist was 

used for direct observation in each of the classes. The results show a high level of use of 

monitoring strategies, particularly rereading, as well as a moderate level of use in setting reading 

goals. Triangulation, in turn, revealed a critical gap in the evaluation dimension: the items 

“summary” and “strategic reflection” were rated as “Never / Almost never” in all eight parallel 

groups. In light of this, a pedagogical guide titled “Reading in Action” has been developed to 

promote and further develop metacognitive strategies; it is an educational solution designed 

specifically for the B1 level in the Ecuadorian BGU. It is concluded that metacognitive strategies 

contribute positively to the comprehension of English texts, although their impact remains 

limited without explicit and systematic instruction. 

 

Keywords: metacognitive strategies, reading comprehension, English as a foreign 

language, B1 level, “Bachillerato General Unificado”. 
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RESUMEN  

El objetivo de este proyecto de investigación es evaluar la contribución de las estrategias 

metacognitivas al desarrollo de la comprensión lectora en inglés entre los estudiantes del 

programa “Bachillerato General Unificado” (BGU) en la Unidad Educativa “Ibarra”, Imbabura, 

Ecuador. Este estudio emplea un enfoque de métodos mixtos y un diseño transversal descriptive 

correlacional de carácter cuasi experimental. Se distribuyó un cuestionario con escala de Likert a 

todos los estudiantes de primer año del BGU a través de la plataforma Google Forms, con un 

código QR para acceder al mismo; además, se realizaron entrevistas semiestructuradas con 

informantes clave; y se utilizó una lista de cotejo para la observación directa en cada uno de los 

paralelos. Los resultados muestran un alto nivel de uso de estrategias de monitoreo, 

particularmente la relectura, así como un nivel moderado de uso en el establecimiento de metas 

de lectura. La triangulación, a su vez, reveló una brecha crítica en la dimensión de evaluación: 

los ítems “resumen” y “reflexión estratégica” fueron calificados con un uso de “Nunca / Casi 

nunca” en los ocho paralelos. A la luz de esto, se ha desarrollado una guía pedagogica titulada 

«Reading in Action» para promover y desarrollar aún más las estrategias metacognitivas; se trata 

de una solución educativa diseñada específicamente para el contexto del nivel B1 en la BGU 

ecuatoriano. Se concluye que las estrategias metacognitivas contribuyen positivamente a la 

comprensión de textos en inglés, aunque su impacto sigue siendo limitado sin una instrucción 

explícita y sistemática. 

 

Palabras clave: estrategias metacognitivas, comprensión lectora, inglés como lengua 

extranjera, nivel B1, “Bachillerato General Unificado”. 
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INTRODUCTION 

Motivation for the Research 

Learning English as a foreign language (EFL) in the Ecuadorian education system is one 

of the most persistent pedagogical challenges in schools and at the secondary level. At the 

Unidad Educativa “Ibarra”, first-year students in the “Bachillerato General Unificado” (BGU) 

program begin their formal English instruction at Level B1 of the Common European 

Framework of Reference for Languages (CEFR). At this level, reading comprehension is the 

most important skill; however, it is significantly hindered by students’ limited exposure to the 

language outside of class and the lack of systematic reading strategies.  

The main motivation for this study arose from direct observation in the school setting: 

students were reading English texts mechanically, without drawing on prior knowledge, without 

checking their comprehension as they read, and without reflecting on what they had learned after 

reading. This finding, which was later confirmed by three key informants interviewed, 

underscores the urgent need to investigate the role of metacognitive strategies as pedagogical 

tools for improving reading comprehension in English among students at this level. 

Problem Research 

The reading comprehension skills of first year BGU students at Unidad Educativa 

“Ibarra” show significant limitations related to their limited and independent use of 

metacognitive reading strategies. Although the institution has qualified faculty and follows a 

pedagogical approach based on the communicative method, daily classroom practice shows that 

students have not yet developed the habit of planning before reading, monitoring their progress 

while reading, or reflecting on and evaluating the text once they have finished it.  
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This problem is exacerbated at the B1 level, where the linguistic difficulties inherent in 

the foreign language are compounded by a lack of strategic awareness regarding the reading 

process itself. 

Problem formulation 

What is the contribution of metacognitive strategies to the development of reading 

comprehension in English among 1st-year BGU students at UE “Ibarra”? 

Justification  

This research is justified by its scientific, pedagogical, and institutional relevance. From a 

scientific perspective, studies such as those by Shah et al. (2025) and Tan Kan et al. (2024) 

consistently demonstrate that the explicit teaching of metacognitive reading strategies leads to 

significant improvements in reading comprehension in English as a foreign language (EFL). 

However, studies conducted at the BGU level in Ecuador remain very scarce, which gives this 

research great value in terms of its originality and contextual relevance. From a pedagogical 

perspective, this research offers the institution’s English teachers a detailed and reliable 

assessment of students’ actual application of metacognitive strategies, as well as a concrete and 

applicable teaching proposal to promote reading comprehension at the B1 level. From an 

institutional perspective, these results can serve as the basis for a curriculum review aimed at 

integrating metacognitive instruction as an explicit component of the English curriculum at the 

BGU level, in line with the competency objectives of the Ecuadorian Government’s National 

Development Plan 2021–2025 for the 21st century. 
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Significance of the Study 

The findings of this study have important implications for teachers and students learning 

English as a foreign language. Both can learn these metacognitive strategies and apply them in 

their daily lives. 

In this regard, this study highlights three impacts: linguistic, academic, and 

metacognitive. 

Linguistic Impact 

This study contributes to the development of reading comprehension in English among 

first year students in the “Bachillerato General Unificado”, as it serves as a tool to help them 

consolidate the B1 level competencies established in the Common European Framework of 

Reference for Languages, such as general comprehension of written texts, the identification of 

specific information, and the development of a functional vocabulary. 

Academic Impact 

Furthermore, this study contributes to students’ academic performance in subjects other 

than English, since the information management and critical thinking strategies developed as part 

of this project can be applied to learning in other subjects, thereby strengthening their 

independent learning habits.  

 Metacognitive Impact 

On the other hand, this study enables students to become aware of their own learning 

process by identifying the strategies they find most useful for planning, monitoring, and 

evaluating their learning, as well as by learning to apply these strategies to various English 

reading tasks. 
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Objectives 

General Objective 

To assess the contribution of metacognitive strategies in the development of reading 

comprehension in English among students in the 1st year of BGU at UE Ibarra. 

Specific objectives 

• To identify the types and frequency of metacognitive strategies (planning, monitoring, and 

evaluation) relevant to teenagers. 

• To analyze teachers’ and students’ perceptions of the contribution of metacognitive 

strategies in the development of reading comprehension.  

• To evaluate the impact of the application of metacognitive strategies on the development 

of reading comprehension. 
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CHAPTER I 

1 THEORETICAL FRAMEWORK 

This study investigates how metacognitive strategies can serve as a valuable tool to 

enhance reading comprehension in English among first-year students of the Unified General 

Baccalaureate (UGB) at Unidad Educativa “Ibarra”. To gain a deeper understanding of the 

interaction of these variables in the context of teaching English as a foreign language (EFL), it is 

essential to have a theoretical framework that links the conceptual and scientific aspects of the 

work. This chapter is primarily based on Flavell's (1979) theory of metacognition, Rumelhart's 

(1980) interactive reading model, and the contributions of Mokhtari and Reichard (2002) 

regarding metacognitive awareness in reading strategies. First, the chapter identifies the key 

variables of the study, then presents the theoretical foundations of each, and finally describes 

how they relate to each other. 

1.1 Identification of Key Variables 

This study analyzes two main variables related to learning English as a foreign language 

in secondary education. The independent variable is the use of metacognitive strategies, 

understood as conscious and deliberate actions that students employ to plan, monitor, and 

evaluate their reading comprehension (Flavell, 1979).  

The dependent variable is reading comprehension in English, defined as students' ability 

to interpret texts in that language, integrating textual information, prior knowledge, and cognitive 

structures (Grabe, 2009). It is anticipated that reading comprehension will experience a 

significant improvement through the systematic teaching and application of metacognitive 

strategies, supported by recent studies that demonstrate this effect in EFL contexts similar to 

those of the present study (Shah et al., 2025; Tang Kan et al., 2024). 
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1.2 Theoretical Foundations of Variable 1: Reading Comprehension 

1.2.1 Definition of reading comprehension 

Reading comprehension in the field of specialized literature is viewed as a complex and 

multifaceted cognitive process that goes beyond simply decoding written signs. It involves the 

active creation of mental representations, integrating the information from the text with the 

reader's prior knowledge. Grabe (2009) emphasizes that reading consists of receiving and 

interpreting encoded information in written language, and that, in a foreign language, this 

process requires managing various sources of knowledge simultaneously, such as vocabulary, 

grammar, cultural context, and cognitive mechanisms. This same perspective is shared by Diem 

and Ramadhia (2025), who consider that reading comprehension requires inferential reasoning, 

synthesis of new information, and its relation to existing cognitive schemas, making it a key skill 

for effective literacy in educational settings. 

In Ecuadorian BGU secondary education, reading comprehension in English depends on 

pedagogical, linguistic, and cognitive factors. Snow (2002) describes it as meaning constructed 

through interaction with text, influenced by reader traits like prior knowledge, motivation, and 

strategies, as well as text features and reading goals, enabling them to identify gaps in students’ 

reading skills in a timely manner and, as a result, improve them. 

Furthermore, reading comprehension in the context of English as a foreign language is 

described as a multidimensional process in which the reader constructs the meaning of a written 

text through the simultaneous interaction between word recognition and language comprehension 

(Jeon & Yamashita, 2022). This process requires English learners to decode the text and use their 

linguistic knowledge to interpret its message, which poses a challenge if their proficiency in the 

target language is not yet sufficient (Grabe & Stoller, 2020). In this regard, reading 
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comprehension in the teaching of English as a foreign language (EFL) depends not only on the 

accuracy of word recognition but also on the reader’s ability to synthesize information, make 

inferences about meaning, and connect the ideas presented in the text. 

1.2.2 Theoretical perspectives on reading comprehension 

Theories of reading comprehension have shifted from simple, linear models to more 

complex, interactive, and dynamic approaches that emphasize the constructive nature of reading. 

In bottom-up models, understanding builds gradually from basic units such as phonemes, 

morphemes, and words up to the overall meaning. Conversely, top-down models involve the 

reader using prior knowledge to form global hypotheses that help interpret smaller text 

components (Rumelhart, 1980). Modern research indicates that skilled readers engage both 

processes simultaneously, resulting in what are called interactive models. 

Rumelhart's (1980) interactive model shows that reading comprehension results from the 

interaction of orthographic, lexical, syntactic, semantic, and pragmatic knowledge, which operate 

simultaneously and influence each other. This has important implications for teaching English as 

a foreign language, emphasizing that comprehension issues arise from gaps in vocabulary, 

grammar, and integrating multiple knowledge areas. Metacognitive strategies are crucial for 

coordinating and monitoring this process, especially when some knowledge sources are limited. 

The schema theory, introduced by Bartlett (1932) and later expanded, shows how readers 

use their existing knowledge to understand new information with familiar schemas (Iqbal et al., 

2025). In EFL contexts, cultural differences and themes in English texts and Ecuadorian students' 

experiences can lead to incomplete schemas, hindering comprehension. Activating prior 

knowledge through metacognitive strategies helps bridge this gap, aiding understanding. 
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Recent researchers' active vision of reading expands the interactive view to include 

executive functions like comprehension control and inference, emphasizing metacognition's role, 

as Flavell (1979) noted, supporting processes in printed and digital reading (Moort, 2025). 

1.2.3 Relevance of reading comprehension in the present study 

Students who transition from basic education to higher education or who enter the 

Unified General High School program in Ecuador encounter content that requires a higher level 

of English proficiency. Not only do the words change, but the texts also discuss topics that are 

not part of everyday life, which creates certain difficulties when vocabulary is limited and 

grammar becomes more complex. Jeon and Yamashita (2022), after reviewing several studies, 

confirmed that even teachers noted that understanding what one is reading in a second language 

is more challenging than knowing how to spell each word. That said, the problem is not 

decoding; rather, students are unable to put the puzzle together because they are missing 

linguistic pieces. 

From another perspective, Chamba-Zarango and Aguilar-Gordón (2025) found that future 

Ecuadorian high school graduates struggle when the teacher asks them to share their opinions, 

ask questions, or offer general ideas on the topic; it’s not that they don’t want to, but rather that 

no one has taught them to think aloud while reading. This shortcoming is most noticeable in 

English because students are already focused on mentally translating the text and lack the 

necessary tools for analysis. Sevy-Biloon et al. (2023) reached a similar conclusion, noting that 

at a public university, first-semester students approached academic texts in English with a sense 

of bewilderment that revealed years of inadequate strategic training. The authors attributed this 

situation to the fact that, during high school, students had not acquired the tools that would allow 

them to tackle texts on their own.  
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The data from the EF English Proficiency Index (2025) is revealing, as Ecuador ranks 

83rd out of 123 countries with 466 points, placing it in the lowest tier, ahead of only Mexico and 

Colombia. Reading comprehension is one of the skills with the highest score (488), but it 

remains far below international standards.  

This seems particularly concerning, because the Plan de Desarrollo 2021-2025 (2021) 

states that without real educational improvement, the country will not be able to compete 

effectively in the global economy. Given these findings, the importance of reading 

comprehension in this research study is particularly significant, as it is the means by which 

knowledge is acquired. 

1.3 Theoretical Foundations of Variable 2: Metacognitive Strategies 

1.3.1 Definition of metacognitive strategies  

Metacognitive strategies are deliberate, conscious, goal-directed actions that individuals 

employ to plan, monitor, and evaluate their cognitive processes during complex tasks. Flavell 

(1979), in his pioneering work on the systematic study of metacognition, characterized these 

strategies as the knowledge an individual possesses regarding their own cognitive processes and 

products, as well as related aspects; this includes an understanding of the relevant properties of 

information, the nature of tasks, and strategies for processing information. This core concept 

delineates two primary components: metacognitive knowledge, which pertains to declarative 

beliefs about oneself as a learner, the tasks, and the strategies available; and metacognitive 

regulation, which involves the processes of planning, monitoring, and evaluating that the 

individual activates during task performance. 

In reading research, Mokhtari and Reichard (2002) define metacognitive awareness of 

reading strategies as readers' understanding of their own skills and the factors influencing their 
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reading, they emphasized that metacognition was an indicator of significant success in reading, 

and after thorough psychological validation, they developed the Metacognitive Reading 

Strategies Awareness Inventory (MARSI), which classifies the three strategies into three types: 

general planning strategies, problem-solving strategies for overcoming difficulties, and support 

strategies that involve using resources and external help. This study used this framework to 

assess and teach metacognitive strategies to students at BGU. 

Afflerbach et al. (2008) explain that metacognitive reading strategies involve deliberate 

actions aimed at specific goals, in which readers actively engage during reading. This 

distinguishes them from the automatic skills typical of expert readers. Their intentional and 

flexible nature makes these strategies suitable for direct teaching and adaptable to various 

reading situations, supporting the development of explicit pedagogical methods like the one 

proposed in this study. In the context of self-regulated learning, Zimmerman (2000) further 

emphasizes this by describing the cyclical process where students plan, monitor, and evaluate 

their learning efforts, especially important in EFL reading due to the additional cognitive 

challenges of learning a foreign language.  

1.3.2 Theoretical perspectives on metacognitive strategies 

Theoretical perspectives on metacognitive strategies have progressed from Flavell's 

seminal 1979 model to more comprehensive frameworks that incorporate self-regulation, 

motivation, and social learning. Paris et al. (1983) were among the first to break down the 

concept of the three interlocking components: declarative knowledge (knowing what the 

strategies are), procedural knowledge (knowing how to apply them step by step), and conditional 

knowledge (recognizing when and why one strategy may be more useful than another in a given 
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situation), According to these authors, a reader cannot become independent until they have 

mastered these three stages otherwise, their learning remains incomplete.  

Explicit instruction in metacognitive reading strategies demonstrates substantial and 

consistent evidence from international EFL research. Shah et al. (2025), in a comprehensive 

review of studies conducted between 2018 and 2025, identified that all the reviewed studies 

indicate that metacognitive reading strategies enhance reading comprehension by actively 

engaging learners' cognitive abilities. They emphasize that explicit teaching fosters greater 

independence and engagement among students. 

Similarly, Tang Kan et al. (2024), through another systematic review, underscore the 

beneficial impacts of metacognitive strategies on improving English comprehension, particularly 

when these strategies are methodically incorporated into the curriculum. This confirms that the 

metacognitive approach is an empirically validated method for teaching reading within EFL 

environments. 

Experimental research consistently indicates that interventions centered on metacognitive 

instruction significantly enhance reading comprehension. For example, Noipa and Phusawisot 

(2025) conducted a study with engineering students in Thailand that involved explicitly training 

them in metacognitive strategies. As a result, the students improved their scores on final exams 

and demonstrated more autonomous attitudes toward planning, monitoring, and evaluating their 

reading habits. 

Along the same lines, Klimova et al. (2024) noted that college students learning English 

as a foreign language (EFL) who use MARSI tend to prefer problem-solving strategies over 

general and support strategies. They also identified gender differences in strategy use, 

highlighting the diagnostic value of the tool and the need for personalized interventions. On the 
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other hand, Khellab et al. (2022) used the Cognitive Approach to Academic Language Learning 

(CALLA) model to teach students specific metacognitive reading strategies, which led to 

exponential improvements in reading awareness and comprehension. 

Instead, Metacognitive strategies interact with motivational and emotional factors 

affecting reading. Bozgun and Can (2023) found that reading metacognitive strategies correlate 

with self-efficacy in critical reading, mediated by reading motivation that enhances learner 

autonomy. This supports the idea that metacognitive strategies serve as cognitive tools and 

motivational factors in the context of teaching English as a foreign language. For its part, Salehi 

and Bolandifar (2025) have shown that teaching students to develop metacognitive awareness of 

reading strategies can reduce anxiety related to reading in a foreign language, since students who 

have strategies for overcoming difficulties experience more positive feelings, which in turn 

promotes learning.  

Anggia and Habók (2024) investigated metacognitive awareness of online reading 

strategies among college students and found that general, problem-solving, and support strategies 

were associated with better comprehension of English reading, which promotes learning. 

Problem-solving and support strategies were associated with better comprehension of English 

reading material, which varies depending on students’ proficiency levels and digital habits, 

highlighting the complexity of the issue. Similarly, Babashamasi et al. (2022) found that explicit 

instruction in metacognitive strategies improves independent reading outcomes and encourages 

the frequent use of these strategies, which is particularly important due to the increased use of 

digital learning platforms. 

In their systematic review of the literature on metacognitive reading strategies in the 

context of English as a foreign language (EFL), Yulita and Napitupulu (2023) conclude that 
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these strategies reliably improve both students’ reading comprehension and their reading habits. 

They also highlight significant differences influenced by cultural contexts. 

In addition, Del Valle (2024) reported a significant improvement in the reading 

comprehension of tenth-grade students following the implementation of a program of 

contextualized metacognitive strategies, thereby demonstrating the effectiveness of this approach 

in addressing the common reading difficulties faced by high school students in Latin American 

contexts. 

1.3.3 Relevance of metacognitive strategies in the present study 

Metacognitive strategies are crucial to this research because they serve as the primary 

explanation for the variations in English reading performance among students enrolled in the 

Ecuadorian BGU. Chamba-Zarango and Aguilar-Gordón (2025) highlight that the students in 

Ecuadorian schools generally lack sufficient knowledge of metacognitive strategies, suggesting 

that their natural development cannot progress effectively without explicit instructional 

guidance. Pazmiño Moreira and Solórzano Solórzano (2025) support this observation by stating 

that traditional teaching methods remain prevalent in Ecuador due to limited teacher training, 

scarce institutional support, and inadequate technological resources. These conditions underscore 

the importance of developing innovative pedagogical approaches grounded in metacognition. 

A key reason this variable is relevant for the current study is its practicality within the 

Ecuadorian educational setting. Pazmiño Moreira and Solórzano Solórzano (2025) note that 

active metacognitive interventions can be carried out using standard classroom supplies and 

integrated into regular schedules, without requiring extra budgets for specialized resources. This 

makes them particularly suitable for the Unidad Educativa “Ibarra”, where budget limitations are 

common. Additionally, Sevy-Biloon et al. (2023) conducted a research-action study in Ecuador 
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that showed the use of reading strategies enhances comprehension and motivation among 

Ecuadorian EFL students with basic proficiency. This confirms that strategic instruction remains 

effective even for learners with limited language skills. These local precedents support selecting 

metacognitive strategies as the independent variable and highlight the importance of explicit 

instruction as a pedagogical intervention at the Ecuadorian secondary education level. 

González-Torres and Vargas-Saritama (2025) discovered that adding metacognitive 

resources to Ecuadorian EFL students' reading habits improves both their performance and 

motivation in learning English. Likewise, Del Valle (2024) observes that contextualized 

metacognitive strategy programs in Latin America produce significant average gains in reading 

comprehension. These regional findings support this study's goal to provide localized evidence 

that can guide teaching methods and influence educational policies on English education in 

Ecuador. This aligns with the Ecuadorian Government's 2021–2025 National Development Plan 

(2021), which highlights the importance of developing 21st century skills at all levels of 

education. 

1.4 Theoretical Relationship Between the Variables 

Building on Flavell's (1979) theory of metacognition, Rumelhart's (1980) interactive 

reading model, and current empirical findings, this study asserts that metacognitive strategies, as 

an independent variable, have a direct impact on reading comprehension in English, the 

dependent variable, through three main mechanisms. First, planning strategies mentally prepare 

readers by activating relevant prior knowledge, establishing reading goals, and predicting the 

content's structure. This reduces cognitive load during active reading and helps create coherent 

mental models (Mokhtari & Reichard, 2002). Second, monitoring strategies enable readers to 

detect inconsistencies, ambiguities, or gaps in understanding in real-time, supporting corrective 



 

 

15 

 

actions like re-reading or inference-making. These strategies aid in maintaining comprehension, 

especially in EFL contexts where linguistic challenges are common. 

Thirdly, assessment strategies encourage critical reflection on both processes and 

outcomes, transforming the reading experience into a form of strategic learning that can be 

applied to future texts and contexts (Paris et al.,1983).  

1.5 Conceptual Model of the Study 

The model underlying this study suggests that explicit instruction in metacognitive 

strategies has a direct effect on reading comprehension in English for first year BGU students; 

however, although this relationship exists, it does not operate in isolation, as stated by Tang 

Kang et al. (2024) found in their systematic review that the effectiveness of these strategies 

depends on how they are implemented; if instruction is limited to merely naming the techniques 

without practicing them, no effect will occur.  

Noipa and Phusawisot (2025) provide further evidence, showing that students who 

received systematic training in the three phases of metacognition not only improved their scores 

on follow-up tests but also developed greater autonomy, suggesting that the transfer of strategies 

requires intentional training rather than mere theoretical exposure. 

Khellab et al. (2022) provide a more detailed explanation of the mechanism through their 

CALLA model, they argue that improvement does not occur immediately, but rather when 

students become aware that they are reading, how they do so, and why they do so. Therefore, this 

model does not assume a mechanical relationship between the variables; rather, it recognizes that 

students themselves may use strategies with varying degrees of effectiveness depending on their 

personal and institutional contexts. 
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At the Unidad Educativa “Ibarra”, these factors will be incorporated into the analysis and 

interpretation, following a mixed-methods research framework (Creswell & Plano Clark, 2018). 

1.6 Alignment with the Research Design 

This chapter's theoretical framework guides the development of research questions, 

methodology, and data collection tools. Using Mokhtari and Reichard's (2002) model of 

metacognitive strategies, the study creates a twelve-item Likert scale questionnaire that assesses 

planning, monitoring, and evaluation aspects to be given to 240 first-year BGU students. 

Additionally, defining reading comprehension as a multidimensional dependent variable 

influences the choice of instruments that measure both educators' perceptions and reading 

outcomes. This supports the use of a mixed-methods approach that integrates quantitative and 

qualitative methods (Creswell & Plano Clark, 2018). 

The study's specific objectives correspond with the key components of the theoretical 

framework as follows: the first goal, identify the types and frequency of metacognitive strategies 

used by adolescents, relates to Mokhtari and Reichard’s (2002) taxonomy. The second, analyze 

teachers' and students' perceptions of the contribution of metacognitive strategies, draws on 

Flavell’s (1979) perspective of metacognitive knowledge as a crucial factor affecting strategic 

use. The third, evaluate the impact of applying these strategies on reading comprehension 

development, aligns with existing empirical research, especially studies by Shah et al. (2025), 

Tang Kan et al. (2024), and Del Valle (2024), which demonstrate how metacognitive 

instruction can significantly enhance reading comprehension in EFL students. Consequently, the 

theoretical framework not only underscores the importance of the research problem but also 

helps interpret the findings from the empirical phases. 
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1.7 Chapter Summary 

This chapter outlines the theoretical foundation guiding the investigation into how 

metacognitive strategies enhance reading comprehension in English among first-year BGU 

students at the Unidad Educativa “Ibarra”. It draws on Flavell's (1979) metacognition theory, 

Rumelhart's (1980) interactive reading model, Mokhtari and Reichard's (2002) taxonomy of 

metacognitive strategies, and recent empirical research to establish key concepts for the study's 

two main variables.  

First, reading comprehension is defined as a higher-order cognitive process that is 

influenced by various factors and can be improved through the teaching of certain strategies. The 

following variables are metacognitive strategies, which are described as conscious actions aimed 

at developing independent readers capable of planning, monitoring, and evaluating their reading 

comprehension. This chapter also identifies the linguistic, cognitive, and affective factors that 

influence reading in the context of EFL in Ecuador.  

We have also reviewed the evidence supporting the effectiveness of these strategies in 

various EFL settings, including studies conducted in Latin America. We examined the 

relationship among variables that work together to improve reading comprehension. This 

approach is based on systematic reviews, experimental studies, and prior research on the 

Ecuadorian context. The resulting conceptual model, along with the coherence between the 

theoretical framework and the proposed methodology, provides a solid foundation for the 

following chapters, which are devoted to data collection, analysis of results, and discussion. 

Taken together, this framework highlights the scientific and contextual relevance of studying 

metacognitive strategies in English reading comprehension in Ecuadorian secondary education 

and provides the keys to interpreting the findings that will be presented later. 
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CHAPTER II 

2 MATERIALS AND METHODS 

2.1 Type of research 

This study employed a mixed methods approach, which enhanced the reliability of the 

results, as it combines qualitative and quantitative methods. As described by Creswell and 

Creswell (2023), the mixed methods approach combines numerical and textual data within a 

single study to achieve a stronger integration, yielding results that go beyond what each method 

could offer on its own. The quantitative component measured the frequency of use of 

metacognitive strategies through a Likert questionnaire, while the qualitative component 

explored the perceptions of teachers and authorities through semi-structured interviews and a 

direct observation sheet. 

 The type of research was descriptive-correlational. The descriptive scope characterized 

the level of use of metacognitive strategies in the three dimensions: planning, monitoring, and 

evaluation, as well as the perception of reading comprehension in relation to the use of these 

strategies in reading performance (Johnson & Christensen, 2020). The design was non-

experimental, cross-sectional, since the variables were observed in a natural context without 

manipulation, and data collection was carried out at a single point during the 2025-2026 

academic year. 

2.2 Research techniques and instruments 

Three data collection techniques were used. The first was a survey, administered to 

students through a 12-item bilingual Likert questionnaire (English-Spanish), adapted from the 

Metacognitive Reading Strategies Inventory (MARSI) by Mokhtari and Reichard (2002). The 

survey was divided into three parts: planning, monitoring, and evaluation, respectively, with a 
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five-point response scale ranging from “Never” to “Always.” The survey was administered 

digitally using the Google Forms platform. Students accessed the form by scanning a QR code 

with their cell phones using mobile data provided by the researcher, the survey was conducted 

during English class to avoid interruptions. 

The second technique was the interview, which was conducted in three different formats. 

The vice principal was asked 7 questions in Spanish; the English area coordinator was asked 10 

questions in English; and finally, an English teacher was asked 10 questions in English in the 

same manner. The interviews were audio recorded with explicit consent and transcribed for 

thematic analysis (Kallio et al., 2022).  

The third technique was the direct observation of the student questionnaire, planning, 

monitoring, and evaluation, from the perspective of the researcher as an external observer in the 

classroom.  

2.3 Research questions  

• What types of metacognitive strategies, such as planning, monitoring, and evaluation, do 

first-year BGU students at the Unidad Educativa “Ibarra” use during reading 

comprehension in English, and how often do they employ them?  

• What are the perceptions of the vice-rector, the area coordinator, and the English teachers 

about how metacognitive strategies contribute to the development of reading 

comprehension in English among first-year BGU students? 

• To what extent does the implementation of metacognitive strategies promote the 

development of reading comprehension in English among first-year students at BGU in 

the Unidad Educativa “Ibarra”? 
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2.4 Participants  

The research was conducted at the Unidad Educativa “Ibarra”, a public institution located 

in the city of Ibarra, Imbabura Province, Ecuador. The population of the quantitative component 

consisted of all first-year BGU students for the 2025-2026 academic year: 240 students 

distributed across eight parallel classes (A-H) of approximately 30 students each. By surveying 

the entire population, the study adopted a census design, which eliminates sampling error and 

maximizes the representativeness of the results (Fink, 2023). The ages of the participants range 

from 15 to 16 years old. For the qualitative component, the vice-principal of the institution, the 

English area coordinator, and first-year BGU English teacher participated, acting as key 

informants. 

2.5 Procedure 

The development of the research followed four phases process. In the first phase, the 

instruments were validated through expert judgment. MSc. Mauro David Villacrés Benalcázar 

evaluated the Likert questionnaire, the three interview guides, and the observation chart on 

January 26, 2026, awarding the highest rating on all quantitative criteria and determining that the 

12 items in the quantitative questionnaire should remain unchanged.  

In the second phase, data was collected using the bilingual Likert questionnaire, which 

was published on Google Forms. It was administered in person across the eight parallel classes 

during English class hours. The students scanned the QR code of the form with their phones, 

using mobile data shared by the researcher, which allowed for responses to be obtained more 

securely and automatically. It is worth mentioning that the observation table was filled out while 

the students were responding to the survey. During the same week, individual interviews were 

conducted with the vice-principal, the area coordinator, and the level teacher. All interviews 
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were recorded in audio with the explicit consent of the participants to ensure the accuracy of the 

transcription, following the recommendations of Kallio et al. (2002). 

In the third phase, data processing and analysis took place. The survey results 

(quantitative data), which were exported from Google Forms to Microsoft Excel, were classified 

by metacognitive processes and items, and the frequencies and percentages were calculated for 

subsequent presentation in bar charts. Meanwhile, the qualitative data from the interviews were 

transcribed and analyzed to identify possible correlations with the survey results, the data from 

the observation forms were processed in the same manner, and the data were compared with the 

survey data to determine similarities or differences between self-reported information and 

observed information.  

In the fourth and final stage, the results were interpreted within a theoretical framework, 

which led to the formulation of impacts, conclusions, and recommendations for the study. 
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CHAPTER III 

3 RESULTS AND DISCUSSION  

The results obtained in this study are presented in this chapter. Data were collected 

through a survey of the 240 first-year BGU students at the Unidad Educativa “Ibarra”, as well as 

interviews with the institution’s vice principal, the English department coordinator, and the 

English teacher, along with an observation chart administered to the eight classes. The results are 

organized according to the three dimensions of metacognitive reading strategies: planning, 

monitoring, and evaluation, and are presented along with their respective analysis, interpretation, 

and discussion. 

3.1 Results of the student survey  

The survey consisted of twelve items, which were rated on a five-point Likert scale 

ranging from “Never” (A) to “Always” (E). It was administered to 240 first-year BGU students 

with the aim of determining the frequency with which metacognitive strategies are used when 

reading. 

3.1.1 Section A: Planning Strategies (Before Reading) 

Question 1: Before reading a text in English, I look at the title and images to anticipate the 

content.  

Figure 1. 

Previewing content through titles and images 
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Note: Own elaboration based on survey data. n= 240 

 

The data in Table 1 show that 34,58% of students almost always look at the title and 

images before reading to anticipate the content, and 34,17% always do so. On the other hand, 

24% say they do so sometimes, while only 4,58 % almost never and 2,50 % never use this 

strategy.  

This suggests that students approach reading tasks with at least some level of 

metacognitive planning, even though it has not been explicitly taught as a formal strategy. 

Scanning titles, headings, and images is recognized as a fundamental global planning 

strategy that establishes the cognitive context for reading comprehension. Berenji (2021) notes 

that goal-oriented pre-reading activities, including preliminary visual scanning, help students 

contextualize and define learning objectives before engaging with the text. 

Question 2: I think about what I already know about the topic before I start reading. 
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Figure 2. 

 The student is familiar with the topic before reading 

 
Note: Own elaboration based on survey data. n= 240 

The results of the figure reveal that 49,58% of students only sometimes activate their 

prior knowledge before reading, the most common response, while 23,33% say they do so almost 

always and 14,17% always; a notable 9,17 % almost never do so, and 3,75 % never do. 

Therefore, more than half of the students do not systematically activate prior knowledge before 

beginning to read a text. 

Activating prior knowledge is a key strategy before reading, as it allows readers to 

connect new information with existing cognitive frameworks, thereby facilitating 

comprehension. The fact that only one-third of students consciously apply this strategy suggests 

that students interact with texts without first establishing a frame. 

The results confirm the importance of activating prior knowledge before reading. Suharni 

et al. (2023) emphasize that metacognitive strategies enable readers to understand their cognitive 

abilities and interact effectively with texts, with the activation of prior knowledge being a key 

strategy.  
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Question 3: I set a goal before reading. 

Figure 3. 

Goals before reading 

 
Note: Own elaboration based on survey data. n= 240 

The results shown in Figure 3 indicate that setting goals before reading is the weakest 

planning strategy among participants. The largest group, at 37,08%, says they set a reading goal 

only sometimes; a concerning 17,92% almost never do so, and 9,58% never set goals before 

reading, meaning that 27.5% of students almost completely lack this habit. Only 23,75% almost 

always, and 11,67% always set a goal, representing 35,42% of those who set goals consistently. 

The fact that fewer than half of students systematically set reading goals reflects a 

significant metacognitive deficit. Students who read without a clear purpose tend to process the 

text passively rather than strategically, which undermines the quality of their comprehension. 

The importance of setting pre-reading goals has been widely documented. Benji (2021) 

describes global reading strategies, which include setting goals for texts, as deliberate and 

carefully planned activities that allow readers to monitor and direct their comprehension process.  
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3.1.2 Section B: Monitoring Strategies (During Reading) 

Question 4: As I read, I check to see if I am understanding the text. 

Figure 4. 

The student checks their understanding as they read 

 

Note: Own elaboration based on survey data. n= 240 

The results in Figure 4 indicate that self-monitoring of comprehension while reading is 

relatively high among students. A total of 36,25% always check their comprehension while 

reading, and 28,33% do so almost always, for a combined total of 64,58% who consistently 

engage in self-monitoring. Another 26% do so sometimes, while only 7,92% almost never, and 

1,67% never engage in self-monitoring of their comprehension. 

The high percentage of students who monitor their reading consistently is a positive 

finding, as it suggests the emergence of metacognitive awareness during the reading process. 

However, the remaining students either do so only occasionally or never at all, indicating that 

this group reads without self-assessment and may fail to notice comprehension errors when they 

occur. 
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Self-monitoring is a problem-solving strategy that research identifies as influential for 

EFL learners. Nilforoushan et al. (2023) found that EFL students with greater language 

proficiency demonstrate greater use of metacognitive reading strategies, suggesting that the 

subgroup that rarely engages in self-monitoring could benefit from proficiency-targeted 

scaffolding that makes self-checking a visible and practical routine. 

Question 5: When I don’t understand a word or phrase, I try to deduce its meaning from the 

context. 

Figure 5. 

The student infers the meaning of difficult words from the context 

 

Note: Own elaboration based on survey data. n= 240 

The results in Figure 5 show a relatively even distribution among the top response 

categories. The largest group, 30,83%, always uses contextual clues to deduce unknown 

vocabulary, and 26,67% do so almost always, representing 57,5% of consistent users. An 

additional 30% use this strategy sometimes, and 12,5% use it rarely or never, suggesting a 

moderate gap in this strategy. 
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This may indicate a preference for resolving vocabulary obstacles independently without 

interrupting the reading process or immediately resorting to external translation tools or 

dictionaries. 

Klimova et al. (2024) found that problem-solving strategies, such as context inference, 

are the most common among first-year EFL students at BGU, which is consistent with the results 

obtained here. 

Question 6: I reread parts of the text when something is unclear 

Figure 6. 

The student rereads the parts that were unclear 

 

Note: Own elaboration based on survey data. n= 240 

The results in Figure 6 reveal that rereading is the most commonly used strategy among 

the students surveyed: a surprising 42,50% of students always reread when something is unclear, 

and 29,17% do so almost always, for a total of 71,67%; only 18,75% do so sometimes, and a 

small minority, 9,59%, almost never or never reread. 
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This finding confirms that students demonstrate the ability to identify contradictions or 

gaps in information while reading and to implement a direct corrective solution, establishing a 

solid foundation for teaching more structurally complex monitoring techniques. 

Mokhtari and Reichard (2002) confirm that this strategy helps students understand a text, 

as they classified rereading as a highly relevant problem-solving strategy within MARSI. 

Bozgun and Can (2023) also demonstrated that the frequent use of problem-solving strategies 

such as rereading is positively associated with reading self-efficacy, which reinforces the 

importance of this finding. 

Question 7: I adjust reading speed according to the difficulty of the text. 

Figure 7. 

The student adjusts their reading speed 

 

Note: Own elaboration based on survey data. n= 240 

The results in Figure 7 show a wide variation in the adjustment of reading speed. While 

25.42% almost always and 25% always adjust their reading speed, 37.08% adjust their speed 

sometimes, which is the highest category. However, 8.75% almost never and 3.75% never adjust 

their reading speed, indicating a lack of adaptive behavior when reading. 
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The high concentration of responses in the middle category reveals that the ability to 

adjust reading speed is not a skill that has been developed uniformly across the group. This self-

regulatory behavior requires the reader to maintain a dual focus of attention: assessing the 

intrinsic difficulty level of the text and controlling their own processing pace, which involves a 

higher level of metacognitive development than that required for purely mechanical actions. 

Speed regulation helps students with comprehension, provided that the teacher acts as a 

guide. Tang Kant et al. (2024) noted that self-regulation strategies for reading pace require 

guided practice with texts of graded difficulty to develop autonomously in EFL.  

3.1.3 Section C: Evaluating Strategies (After Reading) 

Question 8: After reading, I think about whether I understood the main idea of the text. 

Figure 8. 

The student understands the main idea of the text 

 

Note: Own elaboration based on survey data. n= 240 

The results in Figure 8 show that post-reading comprehension checks are relatively 

evenly distributed. A total of 57.08% assess their understanding of the main idea almost always 
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(32.08%) or always (25%) after reading. Another 33.33% do sometimes, while 9.58% almost 

never or never engage in this post-reading reflection. 

The notable dispersion of responses concentrated in the middle ranges suggests that, 

despite its accessibility, post-reading reflection does not yet qualify as a fully established practice 

in the methodological repertoire of all students. 

Noipa and Phusawisot (2025) documented that post-reading reflection on the main idea is 

the most accessible assessment strategy for EFL students and that its instruction fosters positive 

attitudes toward the reading process.  

Question 9: I mentally summarize what I have read. 

Figure 9. 

The student summarizes what they have read 

 
Note: Own elaboration based on survey data. n= 240 

In Figure 9, the results show that the use of mental summarizing is inconsistent among 

first-year BGU students. The most common response is “Sometimes” at 36.7%, while 26.7% do 

so “Almost always” and 18.3% “Always,” representing 45% of those who practice it regularly. A 
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concerning 13.3% almost never and 5.0% never summarize, totaling 18.3% who rarely use this 

assessment strategy. 

This means that a majority of students disregard or sporadically engage in the structuring 

of a revised mental summary; it is indicated that students mechanically conclude the act of 

reading without consolidating the content through active scaffolding, thereby reducing the 

effectiveness of long-term retention. 

These findings align with those of Yulita and Napitupulu (2023), who identified post-

reading summarization as the metacognitive strategy with the greatest impact on reading 

comprehension in EFL, but also as one of the least frequently used by students without explicit 

instruction. 

Question 10: I reflect on which strategies helped me most to understand the text 

Figure 10. 

The student recognizes which strategies help them understand the text 

 

Note: Own elaboration based on survey data. n= 240 

The data presented in Figure 10 show that reflection on the strategies that help in 

understanding a text is equally sporadic. While 28.33% almost always and 18.33% always reflect 
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on which strategies were useful, the most common response is “sometimes,” at 35.42%. A total 

of 17.91% almost never evaluate the strategies used after reading. 

Based on these findings, it can be inferred that the large number of responses in the 

middle and lower ranges reveals that this facet of metacognition is in an incipient phase within 

the analyzed group. 

These findings contrast with those of Flavell (1979), who posited that conditional 

metacognitive knowledge—knowing why and when to use strategies—is the most difficult 

component to develop and the one requiring the most pedagogical mediation. It is important to 

note that mastering this strategy can reduce reading anxiety and improve self-efficacy in EFL 

(Salehi and Bolandifar, 2025). 

Question 11: I identify which parts of the text were most difficult for me. 

Figure 11. 

The student identifies the most difficult parts while reading 

 

Note: Own elaboration based on survey data. n= 240 

Figure 11 shows a moderate to positive trend regarding the identification of difficult parts 

of the text. A total of 48.4% of respondents almost always (29.58%) or always (18.75%) identify 
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the most difficult parts. An additional 36.67% do so sometimes, while only 15% almost never or 

never use this evaluation strategy. 

These results reflect the existence of a rudimentary recognition of one’s own 

comprehension limitations, though without the consistency required to build a structured habit. 

This suggests a key mediating role between monitoring and reflective evaluation of the final 

product, helping students detect their conceptual weaknesses to adjust their strategies in future 

interactions with the language. 

Babashamasi et al. (2022) documented that students who systematically identify their 

post-reading difficulties demonstrate greater autonomy and improvements in their 

comprehension scores than those who do not. 

Question 12: I consider how I can improve my comprehension in Future English reading. 

Figure 12. 

Students believe they can improve their English reading skills in the future 

 
Note: Own elaboration based on survey data. n= 240 

Figure 12 shows that the most positive responses were regarding assessment strategies. A 

total of 56.7% of respondents consider this almost always (32.2%) or always (24.2%) to improve 
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their comprehension in future readings. On the other hand, an additional 32.9% do so sometimes, 

while only 10.4% rarely or never reflect on whether they could improve. 

The positive responses suggest that students demonstrate a notable predisposition toward 

self-improvement in future scenarios. This forward-looking orientation represents a highly 

enriching pedagogical asset for teachers, as it reveals that students possess a keen interest and 

commitment to their own linguistic progress. 

These results align with those of González-Torres and Vargas-Saritama (2025), who 

reported that Ecuadorian EFL students with positive attitudes toward learning English 

demonstrate greater openness to strategic instruction and better comprehension performance. The 

combination of a high level of motivation with a deficit in specific reflective strategies indicates 

that the institution has a favorable affective starting point upon which to build a specific 

metacognitive instruction program. 

3.2 Results for interview 

Semi-structured interviews were conducted with three key informants: the English 

teacher for the first-year BGU students, the English Area coordinator, and the vice principal of 

the Unidad Educativa “Ibarra”. The interviews explored pedagogical and institutional 

perspectives on the use of metacognitive strategies in reading comprehension. Key responses for 

each question are shown below: 

3.2.1 Interview with the Vice Principal 

Table 1.  

Vice-principal’s responses 

Question Vice-Principal’s Response 

1. ¿Qué estrategias metacognitivas en 

relación con la comprensión lectora se 

Considero que en general las estrategias metacognitivas no se 

usan de manera común o directa dentro de la Unidad Educativa, 

puesto que en su mayor parte son usadas de manera superficial 
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usan en la Unidad Educativa 

“Ibarra”? 

para poder activar el concomimiento de los estudiantes antes de 

arribar un texto de conocimiento, por otra parte es claro que las 

estrategias metacognitivas si están en nuestro sistema ya que los 

docentes, lo aplican de manera inconsciente al debatir por un 

tema o incluso al evaluar sus asignaturas con preguntas de opción 

múltiple o preguntas abiertas, donde los estudiantes generan la 

pregunta del porqué de las cosas 

2. ¿Qué importancia se les da a las 

estrategias metacognitivas para 

mejorar la comprensión lectora en los 

alumnos de primer año de BGU? 

 

Como se mencionó antes, las estrategias metacognitivas en la 

lectura, no se les da tanta relevancia como una asignatura como 

tal, a pesar de ser importantes para los estudiantes que están 

empezando su etapa de desarrollo cognitivo superior no se las 

enseña de manera directa, cada docente tiene su función de saber 

llevar su clase de saber planificar, monitorear y evaluar sus 

lecturas, pero en general es una habilidad que los mismos 

estudiantes adquieren a lo largo del periodo académico por lo que 

su relevancia queda más en la capacidad y necesidad del 

estudiante por superarse. 

3. ¿Cómo cree que debería instruirse a 

los estudiantes a controlar su 

comprensión mientras leen en inglés? 

Es una buena pregunta, pues actualmente las nuevas generaciones 

de estudiantes incluso de padres ya no leen libros y por ende ya 

no adquieren conocimiento y léxico lector, pero considero que si 

se encuentra un tema que les llame la atención se debería enseñar 

como una habilidad inconsciente ósea que ellos puedan usarla de 

manera natural, sería como un juego donde el docente pide sus 

opiniones antes de leer, que saben tema y a partir de ahí, durante 

la lectura, identificar ideas generales, subrayar lo que les sea clave 

y por qué no para terminar hacer preguntas, esto no se percibiría 

como estar enseñando como llevar una lectura sino más bien 

adaptar a los estudiantes a leer sin aburrirse o sin sentirse 

presionados. Esta práctica constante fortalece su autonomía y 

mejora su comprensión en lengua extranjera. 
4. ¿Qué dificultades cree que encuentran 

los alumnos al aplicar estrategias 

metacognitivas en las tareas de 

lectura? 

Creo que uno de los problemas más grandes que podrían tener los 

estudiantes es durante la lectura o como usted dice durante el 

monitoreo ya que no están acostumbrados a dar opiniones 

respecto a lo que leen o incluso no están acostumbrados a 

reflexionar sobre lo que leen, en general suelen leer de manera 

pasiva o de corrido, generando que no entiendan el contenido del 

texto, sino que se enfocan en terminar la tarea, lo que provoca 

baja comprensión la no adquisición de vocabulario o no saben que 

responder después de la lectura, lo que también puede provocar 

bajas notas. 

5. ¿Qué estrategias cree que deberían 

utilizar los estudiantes cuando tienen 

dificultades para comprender un texto 

leído? 

Lo que yo suelo o solía recomendar a mis estudiantes es releer 

claro que al ser un texto en inglés puede ser más difícil entender 

la idea general, pero en si el tratar de hacer inferencias del texto al 

leer otra vez puede generar un entendimiento sin la necesidad de 

traducir, al volver a leer también pueden detectar palabras clave o 

que ya conocen y a partir de este ejercicio pueden deducir el 

significado de nuevas palabras a treves del contexto, así pueden 

ser más autónomos mejorar su capacidad y no depender de la 

tecnología o traductores. 
6. ¿Cómo influyen las estrategias 

metacognitivas en el rendimiento de 

los alumnos en la comprensión 

lectora? 

Creo que, si de alguna manera los estudiantes aprenden a usar las 

estrategias metacognitivas de manera inconsciente, pueden influir 

de manera extremadamente positiva en su rendimiento 

académico, ya que les permitiría ser conscientes de cómo están 

leyendo, saber si realmente están comprendiendo el texto. Les 

ayudaría a ser más autosuficientes pues el material que necesitan 

lo tienen en la mano, y con el podrían aclarar sus dudas, corregir 
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Note: Own elaboration based on the responses from Vice Principal at Unidad Educativa 

“Ibarra” 

The Vice Principal confirms that metacognitive strategies are highly valued at the 

institutional level, but she also identifies critical problems during their implementation in the 

classroom, since students focus only on completing the task rather than becoming aware of their 

own learning; she also notes that they lack the vocabulary needed to respond when they fail to 

understand something. 

There is also a certain discrepancy between the institutional vision and the reality in the 

classroom; although planning and monitoring frameworks are defined at the administrative level, 

the assessment phase, particularly reflection on what is being learned, remains underdeveloped in 

practice with students. To bridge this gap, it is necessary to translate institutional policies into 

structured and coherent classroom protocols that go beyond a simple understanding of the 

strategies and focus on their routine implementation. 

3.2.2 Interview with English Area Coordinator  

Table 2.  

English Area Coordinator's responses 

Question Coordinator’s responses 

1. How do you understand the concept of 

metacognitive strategies in relation to 

reading comprehension in English? 

For me, metacognitive strategies refer to the reader’s 

awareness, that is, how students recognize what they 

already know about a text, what they understand, and, 

most importantly, how they identify the parts they find 

most difficult to understand.  

sus errores, adquirir conocimiento sin la necesidad de 

intervención externa. 

7. ¿Qué estrategias metacognitivas para 

la comprensión lectora son utilizadas 

por los docentes de inglés? 

Es de mi conocimiento que los docentes de inglés usan en mayor 

parte las estrategias metacognitivas pues activan a sus estudiantes 

con vocabulario, tiene lecturas que son de interés para los jóvenes 

pues es una asignatura que avanza junto con la modernidad, 

intentan que los estudiantes comprendan el texto sin necesidad de 

traductor digital, y claro evalúan su entendimiento con preguntas 

donde refuerzan los contenidos, donde pueden hacer ejercicios 

prácticos , considero que el trabajo de un docente de inglés es 

maravilloso pues es un reto donde se trata de agregar una ventaja 

a las nuevas generaciones. 
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2. How important do you think metacognitive 

strategies are for improving reading 

comprehension in 1st BGU students? 

I believe that effective use of metacognitive strategies 

can be very important for students because they can 

improve their comprehension and, consequently, their 

acquisition of knowledge. They are also very important 

because they turn students into active readers, and I 

also believe that the use of these strategies would not 

be limited to our subject but rather that learning and 

applying them would be of great importance across 

various subjects. 

3. What activities do you recommend using to 

help students plan their reading before 

starting a text? 

Before to start reading a text, I would recommend 

skimming the headings, and perhaps looking at the 

images, so the student can get a sense of what the text 

might be about, and then set a goal for yourself, which 

would be to determine whether the predictions made 

are accurate. 
4. How do you suggest encouraging students 

to monitor their comprehension while 

reading in English? 

What generally works well is conducting a guided 

question activity to try to summarize several 

paragraphs in a single sentence. It’s also a good idea to 

use images to illustrate events that occurred in the text, 

so that students can understand the context of the 

reading. 
5. What strategies do you recommend using 

when students have difficulty 

understanding a text they have read? 

As teachers, we serve as guides for our students, and 

the best recommendation that I can give is for them to 

ask us for help or feedback. This way, they can clear 

up any doubts and avoid feeling frustrated. If we’re 

unavailable or if it’s during an assessment, I 

recommend that students use the overall context to 

figure out difficult vocabulary.  
6. Do you promote explicitly teaching or 

modeling metacognitive reading strategies 

(e.g., predicting, questioning, thinking 

aloud)? Explain your answer. 

Yes, even if I don’t teach it directly, that is, during a 

class, it’s usually necessary to draw on prior 

knowledge to keep the discussion flowing. Even when 

I´m explaining a topic, asking students questions 

encourages them to think or share their own examples, 

which makes for a more interactive class and, as a 

result, greater understanding. 
7. What activities do you recommend using 

after reading to help students assess their 

comprehension?  

What I recommend are guided questions, for example, 

asking, “What was the topic about?” or “Who were the 

main characters?” This helps students think, recall, and 

identify the relevant parts of the text, thereby gaining a 

better understanding of what they’ve read. 
8. What difficulties do you observe students 

having when applying metacognitive 

strategies in reading tasks?  

 

In my experience, I have noticed that students do not 

know how to organize their thoughts while reading; 

that is, they read the text passively, without pausing, in 

a linear fashion, and then translate the text word for 

word, which may indicate that they lack sufficient 

vocabulary, have difficulty formulating questions, etc. 
9. In your opinion, how do metacognitive 

strategies influence students' reading 

comprehension performance? 

I believe that, if implemented effectively, it can have a 

powerful and direct impact on student performance, as 

it would not be limited to simply reading a text but 

would focus on understanding what is written. It would 

change the way students approach a subject, and they 

could even apply these strategies in other subjects to 

gain a deeper understanding. 
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10. What suggestions do you have for 

improving the teaching of metacognitive 

strategies in reading classes? 

While it is true that teaching advanced critical thinking 

skills is difficult, I would suggest an explicit teaching 

approach, in which we as teachers guide students to 

understand what they read. Perseverance is also 

recommended, since in life nothing is learned in a 

single class, everything takes time, especially skills 

that are currently being lost. 

Note: Own elaboration based on the responses from the English Area Coordinator at “Unidad 

Educativa Ibarra” 

The English area coordinator notes that students’ main difficulty lies in metacognitive 

development, specifically, in their difficulty organizing their reflective processes while reading. 

She also advocates for the teaching of metacognitive strategies, which should be consciously 

applied in all English classes. 

The interview responses partly align with the survey results, as they reveal limited use or 

establishment of goals and mental summaries; the recommendation to adopt visible and 

internalized strategies in the classroom points to the need to externalize metacognitive processes 

so that students can use them independently. 

3.2.3 Interview with English Teacher 

Table 3.  

English Teacher's responses 

Question Teacher’s Response 

1. How do you understand the concept of 

metacognitive strategies in relation to 

reading comprehension in English? 

In my opinion, I think it refers to the reader's 

awareness that is, when students recognize what they 

already know, what they understand, and which parts 

of the text might be difficult for them. 

2. How important do you consider 

metacognitive strategies for improving 

reading comprehension in 1st year BGU 

students? 

I believe that, when implemented effectively during a 

one-hour class, these activities can be truly effective in 

improving reading comprehension, in other words, they 

could help students become active readers. 

3. What activities do you usually use to help 

students plan their reading before starting 

a text? 

What I usually do during my classes or while reading is 

first to draw on their prior knowledge, what they 

already know about the topic at hand and what ideas 

they have, and then to set reading objectives, what 

we’re going to learn from this topic. This way, we can 

take a quick look at the titles, headings, and images to 

make predictions, share opinions, and so on. 
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4. How do you encourage students to monitor 

their understanding while reading in 

English? 

The key to motivating students is to provide texts that 

interest them, such as sports, science, technology, 

reviews, and topics that are relevant without straying 

from the class subject. We can also motivate students 

by modeling and reinforcing the content, perhaps by 

asking questions, identifying difficult words or 

concepts, or even adjusting their reading speed. 
5. What strategies do students commonly use 

when they face difficulties understanding a 

reading text? 

The strategy students use most often is rereading. 

Through this strategy, students can identify words they 

may have overlooked, use contextual clues, and 

identify main ideas. I have even seen cases where they 

break the text down into smaller parts so they can use 

inference to understand it. If necessary, students also 

ask for help. 
6. Do you explicitly teach or model 

metacognitive reading strategies (e.g., 

predicting, questioning, thinking aloud)? 

Please explain. 

In general, metacognitive strategies are not taught 

directly during class, but are integrated subtly. First, 

when a text is introduced, students are asked to make 

inferences based on the title and explain why it is 

important; next, students are asked to identify words 

they already know; followed by a guided practice 

session in which students underline phrases that are 

easy to understand, and finally, they reflect on which 

explanation was most helpful to them while reading, or 

which strategy helped them overcome comprehension 

difficulties.  
7. What activities do you use after reading to 

help students evaluate their 

comprehension? 

The activity I use most often after a reading is 

brainstorming. With this activity, students can actively 

participate in discussing what was covered, and based 

on this, we can also create a general summary that 

highlights the main ideas and some details. It also helps 

us organize our understanding of the content, since 

guided questions can help us form a clearer 

understanding. 

8. What difficulties do students face when 

applying metacognitive strategies in 

reading tasks? 

The difficulty students face when applying 

metacognitive strategies is that they do not do so 

naturally, but rather in a robotic manner, since they are 

not accustomed to forming their own opinions, they 

often focus solely on completing the activity. This also 

leads to difficulties such as a limited vocabulary, lack 

of language practice, and reliance on translation tools; 

however, what affects them most is low motivation, 

fear of failure, and a lack of self-confidence. 
9. In your opinion, how do metacognitive 

strategies influence students’ reading 

comprehension performance? 

In my opinion, metacognitive strategies have a strong 

and positive influence on students’ reading 

comprehension performance because they help learners 

become active, aware, and strategic readers rather than 

passive decoders of text. 

10. What suggestions do you have for 

improving the teaching of metacognitive 

strategies in reading classes? 

The best suggestion for teaching metacognitive 

strategies in reading is to try to use a wider variety of 

texts, diversify the content, and keep the content up to 

date. This way, students will want to read and will 

want to learn what is being taught. Another suggestion 

is not to leave all the work to the students, we know 

they have the ability, but it’s better to guide them in the 

right direction, clarify their doubts, and, above all, help 

them reflect on the purpose of this learning. 
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Note: Own elaboration based on the responses from the English teacher at “Unidad Educativa 

Ibarra” 

The English teacher demonstrates extensive knowledge of English reading skills and has 

shown practical, indirect knowledge of metacognitive strategies during her classes, as she is able 

to identify when students have a limited vocabulary, rely on external tools, or fail to reflect on 

their reading.  

The teacher’s views align with research, which highlights the need for explicit instruction 

and the modeling of metacognitive strategies. The identified challenges highlight that, while the 

teacher attempts to implement advanced strategies, students have not yet adopted these behaviors 

as habits, suggesting a need for increased exposure and gradual practice so that these strategies 

become behaviors genuinely implemented by the students. 

3.2.4 Results from the observation table 

The observation table includes twelve indicators that were applied to the eight first-grade 

BGU classes (from A through H) at the Unidad Educativa “Ibarra”. Each indicator was evaluated 

using the Likert scale, as in the survey, ranging from “Never” to “Almost always.” The table 

below summarizes the results obtained from all classes, showing the groups categorized by 

frequency level and the overall trend for each indicator. 

Table 4.  

Aggregated results from the observation table. 

Indicator Never Almost 

Never 

Sometimes Almost 

Always 

Overall Trend 

1. Before reading a text in English, students look at 

the title and images to anticipate the content. 
  C/ E A/ B/ D/ F/ 

G/ H  

Almost Always 

2. The student thinks about what they already know 

about the topic before they start reading. 
  B/ C/ D/ E/ F/ 

G 

H Sometimes 

3. The student sets a purpose before reading.  A/ B/ C/ 

G/ H  
D/ E/ F  Almost Neves - 

Sometimes 

4. While reading, the student checks to see if they are 

understanding the text. 
 A/ G B/ C/ D/ E/ F/ 

H  

 Sometimes 
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5. When students do not understand a word or 

phrase, they try to deduce its meaning from the 

context. 

  A/ B/ C/ H D/ E/ F/ G Sometimes - Almost 

Always 

6. The student rereads parts of the text when 

something is unclear. 

 E A/ B/ C/ D/ F G/ H Sometimes 

7. The student adjusts their reading speed according 

to the difficulty of the text. 

 E/ F/ G/ H A/ B/ C/ D  Sometimes 

8. After reading, the student thinks about whether 

they understood the main idea of the text. 

 F/ G/ H A/ B/ C/ D/ E  Sometimes 

9. The student summarizes what they read either 

mentally or in writing. 
A/ F/ G/ 

H 

B/ C/ D/ E   Almost Never 

10. The student reflects on which strategies helped 

him or her most in understanding the text. 
A/ F/ G/ 

H 

B/ C/ D/ E   Almost Never 

11. The student identifies which parts of the text were 

most difficult. 

 F E/ G/ H A/ B/ C/ D Almost Always 

12. The student considers how they could improve 

their comprehension in future English readings. 

  E A/ B/ C/ D/ 

F/ G/ H 

Almost Always 

Note: Own elaboration, analysis based on classroom observation data (2025). The letters 

indicate which parallel groups (A–H) were observed at that frequency level for each indicator. 

Table 4 reveals clear patterns across the three phases of metacognitive strategies. 

Regarding the planning strategy (indicators 1 through 3), the most consistent behavior is that 

students glance at the titles and images beforehand, with the majority doing so “almost always.” 

Meanwhile, the use of prior knowledge of the topic (indicator 2) shows that students use it 

“sometimes,” whereas setting goals, question 3, is the weakest, as most courses rated it as 

“almost never” or “sometimes.” As for monitoring strategies, indicators 4 through 7, checking 

for understanding (indicator 4) and inferring vocabulary from the text (indicator 5) show 

moderately positive trends, whereas rereading, indicator 6, is used frequently in most courses, 

and adjusting reading speed, indicator 7, is consistently reported at a “sometimes” level. 

Likewise, regarding evaluation strategies (indicators 8 through 12), the most striking finding is 

that mental summarization (indicator 9) and reflection on strategies (indicator 10) both scored 

“never” in four of the eight groups, suggesting these are among the weakest metacognitive 
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behaviors observed. On the other hand, identifying difficulties (indicator 11) and reflecting on 

future improvements (indicator 12) were rated as “Almost always” in most of the groups. 

The results in the observation table essentially align with and reinforce the survey 

findings, as they confirm that the evaluation stage, particularly the synthesis and reflection on the 

strategies used, is a weak link in the reading process of students at the Unidad Educativa 

“Ibarra”. The consistency of this finding across several grades suggests that this is a systemic 

problem, rather than an individual one, rooted in the way reading tasks are organized and carried 

out in the classroom, rather than in individual differences among students. The fact that students 

identify problems and reflect on how to improve demonstrates that they possess a certain degree 

of self-assessment ability; however, they lack a formal process to guide the transformation of this 

ability into higher-order metacognitive behaviors in reading. 
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4 CHAPTER IV 

4.1 Proposal 

4.1.1 Proposal Title 

Reading in Action: A guide based on Metacognitive Strategies to promote reading 

comprehension. 

4.1.2 Justification for the Proposal 

The results of surveys conducted among first year students at BGU indicate that they 

have difficulty understanding texts in English, which is mainly due to their lack of clear 

strategies for preparing before reading, checking their comprehension while reading, and 

assessing what they have learned after finishing the text. 

Given this need, the “Reading in Action” approach is justified, as it guides students 

throughout the entire reading process, rather than focusing exclusively on vocabulary or 

repetition. 

This proposal directly addresses the problem by integrating metacognitive strategies into 

each activity; in this way, students not only improve their understanding but also learn to identify 

and apply strategies that are effective for them personally. It can be implemented during the 

regular school day, since the proposed activities are integrated into the topics and content 

typically taught at this grade level. 

4.1.3 Proposal Objective  

To develop reading comprehension in English among first year BGU students at the 

Unidad Educativa “Ibarra” through a learning guide based on metacognitive strategies. 
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4.1.4 Development of the Proposal 

This proposal consists of a learning guide comprising four units, each of which includes 

four reading comprehension lessons. The topics were selected based on the interests of students 

at this level: social media and technology apps; entertainment, music, sports, and health; as well 

as travel and the environment. 

Each lesson follows the same structure, so that students can gradually learn to use 

metacognitive strategies:  

• Planning: At the beginning of each lesson, students draw on their prior 

knowledge, make predictions about the text’s content, and set reading goals. In 

this phase, they also review important words using a word bank, matching 

exercises, and fill in the blank texts. 

• Monitoring: As they read, students review their predictions and assess their 

understanding through activities such as true or false questions, distinguishing 

between facts and opinions, organizing information, and writing summaries. 

• Evaluation. At the end of each reading, students reflect on their own learning 

process, identify the most useful strategies, and evaluate their own performance. 

Digital tools are used to develop instructional materials. With the help of AI-based 

image-generation tools, illustrations are created to accompany certain texts. This ensures that the 

images are tailored to the topic of each learning unit and are appropriate for the students’ level. 

In addition, “Grammarly” is used to review and optimize texts, correct grammatical errors, and 

simplify and clarify the language used in reading passages and assignments. The use of these 

tools is limited exclusively to their role as support resources in the development of instructional 

materials. 
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5 Impacts  

This section presents an analysis of the impacts generated by this research proposal. 

Since the proposal was implemented in the students’ teaching and learning process, the analysis 

is based on the results obtained during its implementation. In accordance with the proposal, three 

types of impacts are identified: 

• Linguistic Impact 

• Academic Impact 

• Metacognitive Impact  

To analyze these impacts, a numerical scale is used to evaluate various indicators. That 

scale is presented below. 

Table 5.  

Numerical Impact Level 

Number Level of impact 

-3 

-2 

-1 

0 

1 

2 

3 

High negative impact. 

Moderately negative impact. 

Low negative impact. 

There is no impact. 

Low positive impact. 

Moderately positive impact. 

High positive impact. 

Note: Adapted from Posso (2018). 

Formula to collect results.  

IL (Impact Level) =
Σ

number of items
= 

12

4
=3 

Σ = The results for each indicator are added together. 

4= number if indicators included in the table.  
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5.1.1 Linguistic Impact 

Table 6.  

Linguistic Impact Indicators 

Indicators -3 -2 -1 0 1 2 3 

Develop reading comprehension through activities 

aligned with the B1-level descriptors of the 

Common European Framework of Reference for 

Languages. 

     

 X 

Expand students' functional vocabulary.      X  

It helps students develop the ability to identify 

specific information and main ideas in academic 

texts. 

     

 X 

Develop critical reading skills by identifying facts 

and opinions in the texts studied. 

      

X 
 

Total       10 

Note: Own elaboration 

 

Linguistic Impact =
Σ

number of items
= 

10

4
= 2,5 

 

Linguistic Impact = Moderately High Positive Impact 

 

The proposal includes reading comprehension exercises that are directly aligned with the 

CEFR B1 level descriptors and enable students to develop this skill gradually and with guidance. 

For this reason, these indicators have a high positive impact. 

Consistent work on functional vocabulary in each learning unit has expanded the 

students' vocabulary; however, since this is a cumulative process that extends beyond the scope 

of the proposal, its impact is considered moderately positive. 

The monitoring activities incorporated into each lesson helped students identify certain 

key information and messages in the texts they wrote, which had a highly positive impact 

The ability to distinguish between facts and opinions in the analyzed texts has fostered 

students' critical reading skills; however, since this is a skill that requires constant effort, its 

impact is considered moderately positive. 
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5.1.2 Academic Impact  

Table 7.  

Academic Impact Indicators 

Indicators -3 -2 -1 0 1 2 3 

Development of information organization skills 

through the use of prediction, summarization, and 

outlining strategies applicable to reading in other 

subjects. 

    

 X  

Integration of interdisciplinary content, such as 

the environment, health, and social issues into 

reading comprehension practice. 

    

  X 

Development of critical thinking and its 

application to other areas of learning. 

    
 X  

Promoting independent learning through the 

setting of reading goals. 

    
 X  

Total       9 

Note: Own elaboration  

 

Academic Impact =
Σ

number of items
= 

9

4
= 2,25 

 

Academic Impact = Moderately positive impact 
 

The tools for organizing information used in the proposal such as predictions, summaries, 

and outlines, can also be applied to other subjects; however, their successful implementation 

depends on teacher support, so their impact is assessed as moderately positive. 

By linking interdisciplinary topics such as the environment, health, and social issues to 

reading comprehension, the initiative directly contributes to a holistic learning process for 

students, which has a highly positive impact. 

Critical thinking, which is fostered through the analysis of facts and opinions, can be 

applied to subjects such as Social Studies or Language and Literature; however, its development 

goes beyond the scope of this proposal, so its impact is considered moderately positive. 
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Setting reading goals fosters independent reading habits that can be applied to all subjects 

and have a moderately positive impact on students' overall academic performance. 

5.1.3 Metacognitive Impact 

Table 8.  

Indicators of Metacognitive Impact 

Indicators -3 -2 -1 0 1 2 3 

Planning the reading process by activating prior 

knowledge and establishing a reading purpose. 
      X 

Monitoring reading comprehension by identifying 

difficulties and selecting strategies to address 

them. 

      X 

Self-assessment of reading performance through 

reflection on the strategies used. 
      X 

Promoting self-regulation in the reading process 

through continuous monitoring of the reader's own 

strategies. 

      X 

Total       12 

Note: Own elaboration  

 

Metacognitive Impact =
Σ

number of items
= 

12

4
= 3 

 

Metacognitive Impact = High positive impact 

 

According to Flavell’s model, students’ planning of the reading process, through the 

activation of prior knowledge and the setting of goals, formed the basis of the metacognitive 

process discussed in this proposal; this process is believed to have a high positive impact. 

Actively monitoring their understanding by asking themselves questions and testing their 

predictions allowed the students to monitor their own reading process as they progressed, as 

described by Brown in the monitoring phase; this is considered highly positive impact. 
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Assessment and self-reflection on their own understanding at the end of each reading 

allowed students to evaluate what they had learned during the reading, in line with the models 

proposed by Flavell and Pintrich; this is considered to have a high positive impact. 

Strengthening self-regulation in the reading process through ongoing observation of 

students’ own strategies integrated the previous phases into a continuous cycle throughout the 

entire program, in accordance with Pintrich’s self-regulated learning model; this represents the 

most significant contribution and explains the highly positive impact.   

Overall Impact 

Table 9.  

Overall Impact Matrix 

Impact Type Impact Level 

Linguistic Impact 2,50 

Academic Impact 2,25 

Metacognitive Impact 3,00 

Total 2,58 

Note: Own elaboration  

 

General Impact =
Σ

number of items
= 

2,50 + 2,25 + 3,00

4
= 2,58 

 

Metacognitive Impact = Moderately high positive impact 

 

The overall average of the three types of impacts shows that the proposal had a 

moderately high positive effect on student development. The metacognitive impact is the most 

significant, which is consistent with the central focus of the research, while the linguistic and 

academic impacts complement this finding by demonstrating benefits in both learning and 

students’ overall academic performance. 
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6 Conclusions 

1. Flavell’s (1979) theory of metacognition, supplemented by Mokhtari and Reichard’s 

(2002) MARSI inventory, forms the central theoretical foundation of this study and 

provides a precise operational framework for identifying, classifying, and teaching 

metacognitive reading strategies to EFL students at the B1 level. 

2.  International scientific evidence consistently confirms that teaching metacognitive 

reading strategies leads to significant improvements in reading comprehension among 

EFL learners, thereby validating the relevance of its application in the Ecuadorian BGU 

context. 

3. The mixed-methods approach adopted which combined a Likert-scale questionnaire, 

three semistructured interviews, and a direct observation checklist, allowed us to gain a 

comprehensive understanding of the study that none of the approaches alone would have 

provided. 

4. The survey design, which surveyed 240 first year students at BGU divided into 8 classes, 

along with the validation of instruments and the use of digital tools, ensured the 

representativeness, content validity, and logistical feasibility of data collection within the 

institutional context. 

5. First year BGU students at the Unidad Educativa “Ibarra” demonstrated a high level of 

use of metacognitive monitoring strategies, with rereading when encountering difficulties 

being the most consistently reported item on the entire questionnaire. This indicates that 

students employ spontaneous, reactive strategies but lack a diverse and intentional 

repertoire of strategies. 
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6.  Setting a reading purpose turned out to be the least frequently used metacognitive 

strategy in the entire questionnaire, with 27.5% of students reporting that they never or 

almost never use it, which indicates that reading in English is predominantly carried out 

as an undirected decoding exercise. 

7. The triangulation between the questionnaire and the checklist revealed a systematic and 

significant gap in the assessment dimension; sections such as “summarizing” and 

“reflecting on strategies” fell in the “moderate to high” range, while direct observation in 

the parallel classes showed low scores in the “never” or “almost never” categories, 

confirming that metacognitive behaviors are virtually absent in the classroom without 

explicit teacher scaffolding.  

8. The three informants, the vice principal, the English area coordinator, and an English 

teacher, all agreed that metacognitive strategies are a valuable tool for transforming the 

reading process; they identified planning as the least developed cognitive skill; and they 

unanimously recommended explicit and consistent instruction as an essential condition 

for students to develop this skill independently. 

9. The teaching guide “Reading in Action,” organized into four instructional units, each 

with four activities, is structured around the B1 level “Can Do Statements” of the CEFR 

and grounded in the phases of planning, monitoring, and evaluation, constitutes a direct, 

contextualized, and viable response to the metacognitive gap identified among first-year 

BGU students at the Unidad Educativa “Ibarra”. 

10.  The “Reading in Action” guide can be implemented using basic classroom materials, if 

necessary, without requiring an additional budget or specialized equipment, making it 

relevant and sustainable for education. 



 

 

102 

 

11. The systematic integration of metacognitive reading strategies into B1-level English 

instruction during the first year of the BGU program at the Unidad Educativa “Ibarra” 

contributes significantly to the development of reading comprehension, to bridging the 

gap between aspirational and autonomous use of these strategies, and to the development 

of active, reflective, and strategically aware readers in the educational context.  

7 Recommendations  

1. English teachers in their first year at BGU are encouraged to familiarize themselves with 

Flavell’s model (1979) and the MARSI model by Mokhtari and Reichard (2002), and to 

incorporate them as theoretical frameworks in curriculum planning, in order to design the 

teaching of metacognitive strategies in a well-founded and systematic manner. 

2. It is recommended that the administrators of the Unidad Educativa “Ibarra” promote 

teacher training in the area of metacognitive reading strategies and include in their 

training programs an analysis of studies such as those by Shah et al. (2025) and 

González-Torres and Vargas-Saritama (2025), in order to provide scientific support for 

the school’s teaching practices. 

3. For future research on metacognition in reading in English as a Foreign Language (EFL) 

classrooms, it is recommended to use similar mixed-methods approaches and incorporate 

a triangulation of questionnaires, interviews, and direct observation, since this 

combination revealed significant discrepancies between self-reported and observed use of 

evaluation strategies, discrepancies that would have gone unnoticed had a single 

instrument been used.  

4. Future researchers are advised to use digital surveys via QR codes as a strategy for large-

scale data collection, as these allow responses to be recorded simultaneously, paperless 
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and automatically, which significantly reduces the time and resources required compared 

to traditional paper-based survey instruments. 

5. English teachers are encouraged to use materials that treat rereading as a starting point for 

introducing more advanced reading strategies, such as drawing conclusions and adjusting 

reading speed. To do so, they should use reading aloud as a model, as well as step by step 

guided exercises, in order to expand students’ strategic repertoire beyond everyday 

reactions. 

6. It is recommended to explicitly and systematically incorporate the setting of a reading 

goal as an initial activity in all English classes that include reading texts, so that students 

gradually internalize this metacognitive aspect as a natural part of their reading process 

before tackling a text. 

7. It is recommended that English teachers, in sessions that include texts, use structured 

summarization activities after reading, such as summarizing in a single sentence or 

guided reflection on the strategies used, in order to bridge the gap between what students 

say they do and what they actually do independently in class. 

8. It is recommended that the Unidad Educativa “Ibarra” may implement instructional units 

on metacognitive reading strategies as part of the English curriculum for the first year of 

the BGU. To this end, the school should draw on the documented consensus of key 

informants and verified scientific findings to ensure that the teaching of these strategies is 

explicit, consistent, and uniform among English teachers. 

9. English teachers for first year students at BGU are encouraged to use the “Reading in 

Action” guide during the first block of the academic period and to adapt the texts for each 
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activity to the content of the current curriculum, with the aim of integrating 

metacognitive instruction, rather than replacing regular English classes. 

10. English teachers are encouraged to use the “Reading in Action” guide because, compared 

to the pedagogical effects documented in this study, it requires no additional resources 

beyond the basic materials.  

11. It is recommended that Ecuador’s Ministry of Education incorporate the explicit teaching 

of metacognitive reading strategies as a cross-curricular competency into the BGU 

English curriculum, using contextualized research studies such as this one as a model, 

and that it promotes ongoing teacher training in the area of reading metacognition in the 

teaching of English as a foreign language (EFL) as a national policy to foster 21st-

century skills among Ecuadorian students.  
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Appendix A. Request for Instrument Validation 
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Appendix B. Vice Principal Interview Instrument 
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Appendix C. English Area Coordinator Interview Instrument 
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Appendix D. English Teacher Interview Instrument 
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Appendix E. Student’s Survey Instrument 
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Appendix F. Checklist Instrument 
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Appendix G. Request for Authorization to Conduct Surveys for Academic Purposes 
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Appendix H. Authorization for the application of data collection instruments 
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Appendix I. Vice Principal’s Interview Evidence 

 

Appendix J. English Area Coordinator’s Interview Evidence 
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Appendix K. English Teacher’s Interview Evidence 

 

Appendix L. Student’s Survey Evidence 
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Appendix M. Request for socialization  
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Appendix N. Acceptance of socialization  

 


		2026-10-28T08:27:18-0500


		2026-10-28T17:37:47-0500




