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The present study explores the effects of meta-cognitive strategies,
working memory capacity (WMC), and syntactic awareness on Chinese
EFL learners’ L2 reading comprehension. One hundred and sixty-seven
Chinese college students who were enrolled in the required English class,
aged from 19 to 21 years, participated in this study. A questionnaire
related to meta-cognitive strategies, a reading span test, a syntactic
knowledge test, and a reading comprehension test were administered to
the participants to collect data. Descriptive statistics, one-way ANOVA,
a correlation analysis, and a multiple regression were used to analyze the
data. Results showed that there were significant differences in
meta-cognitive strategy use, working memory capacity, and syntactic
awareness among three groups of differing English reading abilities.
Syntactic awareness was the most strongly correlated with reading
comprehension. The result of a regression analysis indicated that
meta-cogitation, WMC, and syntactic awareness all showed a
statistically significant prediction for L2 reading comprehension.
Accordingly, the results suggest that instruction for developing reading
comprehension should prioritize syntactic awareness, and then focus on
the activation of WMC together with the use of reading strategies for
successful reading comprehension. From the results, some practical
implications to effectively improve L2 reading comprehension are
provided at the end.
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1 Introduction

Reading English is one of the fundamental and important skills that EFL
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learners have to master to be a competent global citizen. Reading is regarded
as a complex and dynamic process involving different types of factors, which
includes linguistic and cognitive variables. Among the linguistic factors,
syntactic awareness is an essential part of linguistic knowledge. With the help
of syntactic awareness, people can correctly understand the syntactic and
logical relationship between letters and words, distinguish the specific
meanings in instances of polysemy, and then achieve understanding of the
meaning of the sentences. Research has shown the importance of syntactic
knowledge for L2 reading comprehension (Jiang, 2001; Liu & Bever, 2002;
Sun, 2003; Tang, 2002).

As a complicated cognitive process, it is implied that reading may be
affected by various cognitive factors as readers utilize prior knowledge and
resources to decode the written text. Recently, among cognitive factors,
meta-cognitive strategy and working memory capacity have been studied as
major variables to understand the whole process of reading comprehension.
Meta-cognitive strategies are those activities that make readers aware of their
thinking while reading. Recent research has noted that meta-cognitive
strategies contributed to EFL students’ reading behaviors, indicating that
meta-cognitive reading strategies have a positive relationship with reading
comprehension performance (Ahmadi & Ismail, 2013; Carrell et al., 2012;
Latawiec, 2010; Muiiizswicegood, 1994; Phakiti, 2003; Zhang, 2009; Zhang
& Seepho, 2013).

Research efforts have been extended to examine the relationship
between working memory and language learning. The concept of working
memory is based on the idea of short-term memory from Baddeley and Hitch
(1974), which describes temporary information processing and storage.
Researchers have observed that working memory plays an important role in
advanced cognitive activities such as reading and reasoning (Conway et al.,
2007; Jarrold & Towse, 2006; Loosli & Buschkuehl, 2012; Miyake & Shah,
1999; Miyake, 2001).

So far, however, few studies have attempted to investigate how
meta-cognitive strategies, working memory capacity (WMC), and syntactic
awareness were interrelated in L2 reading. Moreover, there is no empirical
research that has ever covered the effects of meta-cognitive strategies, WMC,
and syntactic awareness in L2 reading comprehension from a comprehensive
perspective. Therefore, the present study aimed at examining: whether
meta-cognitive strategies, WMC, and syntactic awareness make an influence
on reading comprehension as independent variables; which correlations can
be found between meta-cognitive strategies, WMC, syntactic awareness, and
reading comprehension; and how meta-cognitive strategies, WMC, and
syntactic awareness predict Chinese EFL learners’ reading comprehension. In
addition, this study intended to shed light on effective ways to improve
Chinese EFL learners’ reading abilities.
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2 Literature Review
2.1 Meta-cognition and reading

Meta-cognition is the knowledge of one’s own cognitive processes (one’s
thinking) (Flavell, 1979). It is considered to be a critical component of
successful learning and a higher-order thinking skill. Two components of
meta-cognition are generally recognized: (1) knowledge about cognition, and
(2) regulation of cognition. Meta-cognition involves self-regulation of
strengths, weaknesses, and the use of strategies, such as organizing,
monitoring, and adapting. Additionally, it is the ability to reflect on the tasks
or processes of undertaking, selecting, and utilizing appropriate strategies in
intercultural interactions.

Bruner et al. (1956) proposed the concept of meta-cognitive strategy,
referring to it as the effective monitor and control of cognitive processes and
outcomes. Meta-cognitive strategy controls the flow of information, and it
monitors and guides the implementation of cognitive processes, including
planning strategies, monitoring strategies (note strategies), and regulation
strategies. In brief, meta-cognitive strategies are related to how we think and
learn.

The awareness of reading strategy use is often defined as
meta-cognition, the thinking of one’s thinking throughout the reading process
(Flavell, 1981), and it is a documented aspect of reading success among
students (Hyte, 2010). Paris and Winograd (1990) claimed that readers with
varying reading skills use different reading strategies. Latawiec (2010)
examined the effects of text structure awareness as a meta-cognitive strategy
on EFL/ESL reading comprehension and academic achievement over 3 years
of tertiary education of 115 Polish EFL learners, and the results showed a
positive correlation between the use of meta-cognitive strategies and general
reading comprehension.

To date, a number of studies have confirmed the positive influence of
meta-cognition on L2 reading performance (Dabarera et al., 2014; Yang &
Zhang, 2002). Prasansaph (2013) investigated the effect of meta-cognitive
reading strategy instruction (MRSI) on EFL secondary school students'
English reading strategy awareness and reading comprehension in Thailand.
The study conducted an eight-week intervention with 50 EFL public
secondary school students. The results of the study indicated that
meta-cognitive reading strategy instruction led to a measurable increase in
EFL students' reading achievement after eight weeks of instruction, bringing
increased use of reading strategies to the students. Furthermore, those who
use meta-cognitive strategies have higher rates of recall and spend less time
reviewing (Leopold & Leutner, 2015).

In a study conducted by Kang et al. (2016), it was reported that
Korean EFL learners’ English reading ability was strongly related to their use
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of meta-cognitive strategy. Additionally, Kim (2011) investigated information
from 161 Korean EFL university students related to integrated meta-cognitive
online reading strategy use in a mixed-methods study. This study used
in-depth information from a questionnaire, observations, and think-aloud
interviews concerning the strategies used while reading online. The findings
revealed high proficiency students tended to use meta-cognitive strategies
more often to plan, monitor, and evaluate their online reading processes,
suggesting that developing and emphasizing meta-cognitive reading strategy
can be one solution to poor reading comprehension, and that it is necessary in
EFL teaching and learning processes.

Meanwhile, literature that offers contradictory findings has emerged.
Korotaeva (2012) investigated the use of meta-cognitive strategies in reading
comprehension of Russian education majors and found out that students have
demonstrated extremely ineffective learning goals and meta-cognitive
strategies. They do not use comprehension monitoring and control of their
own cognitive activity. It can be stated that they demonstrate the “superficial”
style of learning.

The study by Pammu and Amir (2014) found that Indonesian EFL
learners used different meta-cognitive reading strategies but their use of
meta-cognitive reading strategies did not correlate to their reading
performance. In other words, the meta-cognitive strategy might have brought
about explicit knowledge of strategy use, which is not yet observable in their
reading performance. The findings have also indicated that while the
meta-cognitive strategy was associated with consistent increases in reported
strategy use, it did not bring about corresponding increases in the observed
reading performance.

Also, Pei (2014) pointed out that meta-cognitive reading strategies did
not result in better reading comprehension performance of Chinese EFL
learners. Meta-cognitive reading strategies did not display any significant
differences before and after instruction both in reading comprehension test
and their reported meta-cognitive strategies uses. To the end, face-to-face
interviews were conducted with 6 participants. One point they expressed in
common is that what has been taught in the instruction program is taken for
granted for they have been instructed to do so since they were elementary
school students. Therefore, they do not appreciate the reasons why such
strategies are useful and do not show interest or enthusiasm in the instruction.

2.2 Working memory capacity and reading

Working memory is generally understood as a limited-capacity processing
and storage system that is necessary for carrying out a wide range of tasks
(Baddeley, 2003). Working memory capacity (WMC) refers to the ability to
simultaneously manipulate and store information. Baddeley’s model of
working memory (1986) constitutes the framework for most working
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memory research. It consists of three components: a central executive, a
phonological loop and a visuospatial sketchpad. The central executive is the
task control center which takes responsibility for directing attention and
allocating cognitive resources. The phonological loop stores and processes
auditory information, while the visuospatial sketchpad is responsible for
visual images and spatial relations.

In the case of reading, what is commonly used to measure WMC is the
sentence-based reading span test (RST). Proposed by Daneman and
Carpenter (1980), RST is a paradigm for reading span measurement of
working memory to explain and predict individual differences in learners'
language understanding and processing. This test generally consists of
unrelated simple sentences ending with different words. The sentence
judgement procedure measures the processing function of WM capacity,
whereas the word recall measures the storage function. The reading span is
taken to be a composite score involving each participant’s sentence
judgement score and total word recall (Waters & Caplan, 1996).

Since the concept of working memory was introduced to second
language acquisition, L2 acquisition researchers began to examine how
differences in L2 acquisition and development can be attributed to differences
in WMC. N. Ellis (2012) argued that working memory not only affects L1
learning (especially vocabulary acquisition and development), but also
applies to L2 learning.

Dixon et al. (1988) demonstrated that working memory efficiency
during reading was related to comprehension, whereas a lower WMC was
related to slower reading speed. According to Harrington and Sawyer (1992),
Japanese college L2 learners with higher working memory performed better
on the L2 reading comprehension test. Walter’s study (2004) also found that
working memory significantly correlated with reading comprehension ability.
Leeser (2010) examined how WMC affected the beginning level of Spanish
learners' reading comprehension. The results revealed that the differences in
WMC played a pivotal role in reading comprehension. In the Korean context,
Joh (2015) explored how WMC contributed to English reading
comprehension of 60 Korean college students. The results of the study
showed that WMC proved to be an independent contributor to L2 reading
comprehension.

From another perspective, Beni et al. (2007) studied age-related
differences in reading comprehension, analyzing the role of working memory
and meta-comprehension components in a sample of young (18-30 years),
young-old (65-74 years), and old-old (75-85 years) participants'. Text
comprehension abilities showed that WMC as well as different
meta-comprehension components, but not age, are the key aspects in

' To analyze the age-related differences in text comprehension, the researchers
grouped the sample into groups according to age.
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explaining the different patterns of changes in the comprehension of narrative
and expository texts.

However, some other studies reported that there is no significant effect
of working memory on language learning. Based on a small scale study of 13
German students, Chun and Payne (2004) reported that there was no
significant correlation between working memory and L2 reading
comprehension. Savage et al. (2007) demonstrated that no significant role for
working memory is evident in longitudinal studies of reading acquisition.
Existing evidence concerning working memory problems is hard to interpret
for the reading performances of poor readers. Thus, further research is needed
for a better understanding of how WMC relates to L2 reading
comprehension.

2.3 Syntactic awareness and reading

As an important part of linguistic knowledge and language understanding,
syntactic awareness is defined as the ability of an individual to reflect on the
inherent grammatical structure of a sentence (Tunmer, 1984). Syntactic
awareness promotes the ability of learners to form a meaningful syntactic
group of words to be decoded, which is a process that is especially important
for understanding written language. With the help of syntactic awareness,
people can correctly understand the syntactic and logical relationship
between words, distinguish the specific meanings in polysemic situations in
specific sentences, and then achieve language understanding.

A number of studies have highlighted the fundamental role of
syntactic awareness in the process of reading comprehension (Bowey, 1994;
Brimo et al.,, 2017; Gottardo et al., 2017; Jiang, 2001; Mokhtari &
Niederhauser, 2013; Sun, 2003; Tang, 2002). Bowey (1994) pointed out that
syntactic awareness has a significantly predictive effect for reading. One
study by Swanson et al. (2008) concluded that Spanish and English syntactic
awareness in children’s English has a significant contribution to English
reading comprehension. Conversely, Lipk and Siegel (2007) reached different
conclusions, that for students of English as a second language, English letter
recognition and speech processing in kindergarten were highly significant in
predicting third-grade reading ability, while syntactic awareness was not
significant in predicting reading ability.

Brimo et al. (2017) examined the contributions of syntactic awareness
to adolescents' reading comprehension. Path analysis was used to analyze the
direct and indirect effects of syntactic awareness on reading comprehension.
Students' syntactic awareness directly accounted for significant variance in
reading comprehension. The study confirmed the significant effects of
syntactic awareness on reading comprehension among adolescent students.
This is one of the very few studies to examine the contribution of syntactic
awareness to adolescent students' reading comprehension. A more recent
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study by Deacon and Kieffer (2018) suggested a robust role for syntactic
awareness in the development of reading comprehension.

Some studies discussed the effects of both syntactic awareness and
WMC for the reading process. Gong et al. (2009) carried out a study targeted
at higher proficiency readers and lower proficiency readers, and the results
indicated that syntactic awareness was the only predictor for word reading
and sentence reading comprehension, and a strong predictor for text
comprehension. Working memory was not a significant predicator for all
reading tasks.

Low and Siegel’s large scale study (2005) compared cognitive
processes in reading comprehension of L1 and ESL speakers. The study
examined the relative role played by three cognitive processes —
phonological processing, verbal working memory, and syntactic awareness
— for understanding the reading comprehension performance among 884
native English (L1) speakers and 284 English-as-a-Second-Language (ESL)
speakers in sixth-grade. The performance of both groups showed that the ESL
speakers lagged behind L1 speakers in terms of syntactic awareness. That
study also emphasized the importance of the three cognitive processes in
establishing a common model of reading comprehension across English L1
and ESL reading.

2.4 Present study

Most previous studies have separately probed the effects of meta-cognition
strategies, WMC, or syntactic awareness on L2 reading performance, and
there has been little concern for how the three variables together contribute to
the L2 reading comprehension.

With this in mind, the present study aimed to explore the effects of
meta-cognitive strategies, WMC, and syntactic awareness on reading
comprehension. More specifically, the study sought to answer the following
research questions:

1. Are there differences in meta-cognitive strategies, WMC, and
syntactic awareness for Chinese EFL learners with different levels of L2
reading comprehension?

2. What is the relationship between meta-cognitive strategies, WMC,
syntactic awareness, and L2 reading comprehension?

3. How do meta-cognitive strategies, WMC, and syntactic awareness
predict L2 reading comprehension gain?

3 Method

3.1 Participants
Participants in the study were 167 university students from four intact classes,
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from a university located in Jilin Province, China. The age of the participants
ranged from 19 to 21. All were sophomores majoring in electric engineering
and automation; economic management; mechanical manufacture and
automation; and accounting, and they were enrolled in an English course as a
compulsory subject. All participants volunteered to take part in the study and
none had spent time in English-speaking countries. Participants were at
intermediate English level and obtained a scaled score from 339 to 596 out of
750 in CET 4 (College English Test 4) and a scaled score from 387 to 552 out
of 750 in CET 6 (College English Test 6%), which are China’s official national
English proficiency tests. The basic information of the participants is shown
in Table 1.

Table 1. Distribution of the Number of Men and Women Randomly Sampled

Valid data Frequency Percentage Valid percentage Cumulative percentage
Male 114 68.26% 68.26% 68.26%

Female 53 31.74% 31.74% 31.74%

Total 167 100% 100% 100%

3.2 Instruments

The instruments prepared for this study included the Meta-cognitive
Awareness of Reading Strategy Inventory questionnaire, a reading span test, a
syntactic awareness test, and a reading comprehension test.

Meta-cognitive Awareness Reading Strategy Inventory (MARSI)

The Meta-cognitive Awareness Reading Strategy Inventory (MARSI;
Mokhtari, & Reichard, 2002) was used to measure the participants’ use of
meta-cognitive strategies. It consists of 30 items that measure three factors:
Global Reading Strategies (13 items), Problem-Solving Strategies (8 items),
and Support Reading Strategies (9 items). The global factor involves
strategies related to the global analysis of text. The problem-solving factor
reflects repair strategies that are employed when texts are difficult to read.
Practical strategies like taking notes and consulting a dictionary are included
in the support factor.

Reading Span Test

The Reading Span Test (RST), adapted from Waters and Caplan's
(1996) modified version of Daneman and Carpenter (1980), was used to
measure the participants’ working memory capacity. The advantage of this
modified version is that it can simultaneously measure the two major
functional elements of working memory processing and storage. It was

2 CET 6 is in a higher rank than CET 4, learners could take CET 6 test only if they
have passed CET 4, i.e., they have got the score over 425 out of 750 in CET 4.
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employed to measure and give an index for WMC. While reading sentences,
participants were required to do two tasks: (1) decide whether the sentence
was semantically plausible, which aims to assess whether participants
processed the sentences, and (2) recall the last word of each sentence, which
aims to evaluate their storage ability.

There are 70 sentences in the experiment. They are all common
declarative sentences, and are between five and nine words long. For the
purpose of the test, half of the sentences are unreasonable. Sentences are
randomly divided into groups which contain five sentences in each group.
The presentation of each sentence is a three seconds interval. When each
sentence is presented, the participant needs to determine whether the sentence
is reasonable or not (processing function). At the end of the presentation of
each sentence, the subject needs to recall the last word of each sentence in the
group (storage function). These words are common non-compound nouns and
are between one and three syllables in length. There is no semantic
association for the last word in each group. For example, in a three-sentence
group, the participants will see three sentences in sequence: "Dogs always
bark at strangers", "The cook is baking the chicken", and "The jacket doesn’t
believe in the bull". They need to fill in \ or x in parentheses on the answer
sheet to check the rationality at the end of each sentence. When the three
sentences have been rendered, the subject writes down the last word of each
sentence. One point is given for every correct judgment of a sentence and one
point for each word recalled, regardless of order of occurrence, case, or
singular or plural form. The final score is the mean of the two parts.

Measuring WMC in L1 was popular in cognitive psychology and
studies in L2 learning. This version of WMC test could help to avoid
conflating WMC and L2 proficiency. However, since the participants in this
study are college students and of intermediate level proficiency based on their
performance in CET 4 and CET 6, the L2 RST was used in this study to
examine the WMC instead of the L1 RST. In the case that misunderstanding
of unfamiliar words may disturb the results, some words were provided with
Chinese interpretation in bracket.

Syntactic Awareness Test

The syntactic awareness test was adapted from Shiotsu and Weir
(2007). 1t is a simplified and validated version of the original Educational
English Test (TEEP) grammar test developed by Weir (1983). The new
modified version used in this study contains 32 multiple choices, requiring
the subject to fill in the missing blanks with the appropriate structure. The
de-contextualized nature of the test ensures the constructive validity of the
metric, i.e., it expects all items to test syntactic knowledge rather than lexical
or sentence semantics. Shiotsu and Weir (2007) pointed out that a syntactic
knowledge test should attempt to lower the demand for semantic processing
and minimize contextualization as much as possible. Each item is assigned
0.5 points, so the total score is 16. The reliability of the test is estimated to be
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0.75 based on the alpha measurement.
Reading Comprehension Test

The reading test battery called “Asian and Pacific Speed Readings for
ESL Learners” (Quinn, Nation, & Millett, 2007) was used to measure the
participants reading comprehension ability. The battery contains twenty
550-word readings, each of which are followed by ten comprehension
questions. The readings are based on topics related to Asia and the Pacific,
and are written within the 1,000 most frequently used words of English. The
grammar features are restricted by limiting the number of relative clauses,
passives, and difficult time references in order to equalize the difficulty of the
readings. Cobb (2008) and Fraser (2007) claim that reading speed will
decrease when there are unknown words or unknown grammatical structures
in the text, or when the reading purpose is other than general comprehension.

According to Nation (2005), a reasonable goal for skilled L2 learners
is around 250-300 words per minute when the reading materials contain no
unknown vocabulary or grammar and have easy content. Based on the matrix
for words per minute, the reading speed of 250 words per minute means that
a student would read any reading passage used in the current research in 2
minutes and 10 seconds. Therefore, the reading test battery “Asian and
Pacific Speed Readings for ESL Learners” was believed to be reliable for
measuring reading comprehension ability in the present research.

3.3 Procedures

The four tests were conducted in two successive sessions in July 2018 in
regular English classes. After all the participants were accounted for, the
researcher spent five minutes explaining the objective of the experimental
procedure. In order to more effectively and efficiently manage the experiment,
the researcher explained in Chinese. In the first session, the Meta-cognitive
Awareness of Reading Strategy Inventory questionnaire, a syntactic
awareness test, and a reading comprehension test were taken collectively and
measured in a paper-and-pencil manner. The participants were given 15
minutes to complete the Meta-cognitive Awareness of Reading Strategy
Inventory questionnaire, 20 minutes to answer the syntactic awareness test,
and 10 minutes for the reading comprehension test. Three readings (pencil
and paper test) from Asian and Pacific Speed Readings for ESL Learners
(Quinn, Nation, & Millett, 2007) were distributed to participants. The first
passage was not used for measuring reading comprehension gain in this study,
but was for practice, and it helped the participants become familiar with the
test in order to avoid the possibility that unfamiliarity might affect the scores.
The second and third passage were scored and analyzed by the researcher.
Considering the participants’ English proficiency level in this study, five minutes
was given for each reading passage. A week later, the WMC test was performed
by individual method and took approximately 10 minutes for each participant.
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3.4 Scoring

With regard to the reading span test, one point was awarded to each correct
answer and no points for an incorrect answer, giving 14 points in total. For
the syntactic knowledge test and reading comprehension test, 0.5 points were
awarded to each correct answer, no point for an incorrect answer, giving 16
points for syntactic knowledge test and 10 points for reading comprehension
test. For the meta-cognitive strategy questionnaire, which uses a five-point
Likert scale ranging from always or almost true to never or almost never true,
the points were calculated for each item using the scale.

3.5 Data analysis

The participants were divided into three subgroups: high level, middle level
and low level, based on their overall mean score in the reading
comprehension test. The reliability of the Meta-cognitive Awareness Reading
Strategy Inventory (MARSI) was measured using Cronbach’s alpha. The
result of Cronbach’s alpha was .868, revealing a very high reliability. A
one-way ANOVA was conducted using the reading comprehension score as
the dependent variable, and meta-cognitive strategies, WMC, and syntactic
awareness as independent variables.

In addition, descriptive statistics and correlation analyses were employed
in the study to see if there were any correlations between meta-cognition,
working memory, syntactic awareness, and reading comprehension. Furthermore, a
multiple regression was used to examine the predictive power of meta-cognition,
working memory, and syntactic awareness on reading comprehension.
Statistical data analysis was conducted using SPSS 24.0 for Windows.

4 Results

The results of data analysis are presented in the following section based on
the research questions.

4.1 Differences in meta-cognitive strategies, WMC and syntactic
awareness among groups with different reading comprehension

For the first research question, the differences in the performance of
meta-cognitive strategies, WMC, and syntactic awareness among different levels
of English reading comprehension was probed. Descriptive statistics for the
reading comprehension scores in Table 2 showed that the mean score of the
reading comprehension test (N=167) was 6.93 and the mode average was 8. The
standard deviation was 2.34, the maximum value was 10, and the minimum
value was 1. It can be seen that there is a big difference in reading
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comprehension among participants, and the overall reading level is very unstable.

Table 2. Descriptive Statistics of reading comprehension

N M SD Variance  Mode Minimum Maximum
RS 167 693 234 5.46 8 1 10
Note: RS = Reading Score

Table 3 displays the distribution of participants according to their
reading comprehension score. According to their score in the reading
comprehension test, the participants were divided into three groups, high,
middle, or low group. As seen in Table 3, the high-reading comprehension
group consisted of 78 students whose scores ranged from 8-10 out of 10, the
middle reading comprehension group consisted of 60 students whose scores
ranged from 5-7 out of 10, and low-reading comprehension group consisted
of 29 students whose scores ranged from 1-4 out of 10.

Table 3 Distribution of Participants in Reading Comprehension

Level N Score range
High 78 8-10
Middle 60 5-7

Low 29 1-4

Descriptive statistics was conducted on the meta-cognitive strategies,
WMC, and syntactic awareness for the three groups. It was found that all the
scores of the high group were distinctively higher than those in the middle
and low reading group. As Table 4 indicates, the high group gained the
highest scores of meta-cognitive strategies, WMC, and syntactic awareness:
M=107.756, SD=9.170 in meta-cognitive strategy, M=9.808, SD=1.438 in
WMC, M=10.872, SD=2.060 in syntactic awareness. Obviously it seemed
that there were differences in the means of meta-cognitive strategies, WMC,
and syntactic awareness among the three groups.

Table 4. Means and Standard Deviations for Meta-cognitive Strategies, WMC
and Syntactic Awareness among Three Groups of Reading Comprehension

Groups MCS WMC SA
Low Mean 79.759 6.379 4.586
N 29 29 29
SD 15.783 1.083 1.881
Middle Mean 95.183 8.275 8.517
N 60 60 60
SD 13.801 1.354 2.236
High Mean 107.756 9.808 10.872
N 78 78 78
SD 9.170 1.438 2.060
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Total Mean 98.377 8.662 8.934
N 167 167 167
SD 15.947 1.841 3.078

Note: MCS = Meta-cognitive Strategies, WMC = Working Memory Capacity,
SA = Syntactic Awareness

A one-way ANOVA was undertaken to statistically investigate the differences
among groups for meta-cognitive strategies, WMC, and syntactic awareness. The results
in Table 5 shows that there were significant differences among the groups in
meta-cognitive  strategy (F=58.271, Sig=0.000), syntactic awareness (F=96.882,
Sig.=0.000), and WMC (F=71.707, Sig.=0.000).

Table 5. Results of One-way ANOVA

Test Sum of df Mean F Sig.
Square Square

MCS Between Groups  17526.568 2 8763.284 58.271 0.000
Within Groups 24686.665 165 150.528
Total 42213.234 167

WMC Between Groups  262.479 2 131.240 71.707  0.000
Within Groups 300.155 165 1.830
Total 562.635 167

SA Between Groups  851.540 2 425.770 96.882 0.000
Within Groups 720.736 165 4.395
Total 1572.275 167

Note: MCS = Meta-cognitive Strategies, WMC = Working Memory Capacity,
SA = Syntactic Awareness

4.2 Correlation between meta-cognitive strategies, WMC, syntactic
awareness, and reading comprehension

The Pearson correlation analysis was employed to examine the second research question
regarding the correlation between the three variables and reading comprehension. As the
results depict, there were fairly close correlations between meta-cognitive strategies,
WMC, syntactic awareness, and reading comprehension (respectively, .676, .697, .750).
Syntactic awareness tumed out to be the most highly correlated with reading
comprehension.

Table 6 Pearson Correlations between Variables

SA WMC MCS
RS 750** .697* .676™*

*Correlation is significant at the 0.01 level (2-tailed).
Note: RS = Reading Score, MCS = Meta-cognitive Strategies, WMC = Working
Memory Capacity, SA = Syntactic Awareness
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4.3 Regression analysis of meta-cognitive strategies, WMC, and syntactic
awareness for reading comprehension

A multiple regression was performed to examine the predictive effect of
meta-cognitive strategies, WMC, and syntactic awareness with respect to reading
comprehension. The results are shown in Table 7, Table 8, and Table 9. According
to Tables 7 and 8, the adjusted R square was 0.659, with an F value of 108.029 (df=
167, sig=.000), which means meta-cognitive strategy, WMC, and syntactic
awareness accounted for 66% of the total variance in the participants’ reading
comprehension performance. Table 9 shows that syntactic awareness (t=5.928,
B-value=0.399, Sig.=0.000), WMC (t=3.867, B-value=0.242, Sig.=0.000), and
meta-cognitive strategies (t=4.610, B-value=0.290, Sig.=0.000) all had significant
predictive effects on reading comprehension.

Table 7. Model Summary

Model R R Square Adjusted R Square Std. Error
1 .816% .665 .659 1.365
a. Predictors: (Constant), meta-cognitive strategies, WMC, syntactic awareness

Table 8. Summary Statistics from the Multiple Regression Analysis: ANOVA

ANOVA?
Model Sum of Squares df Mean Square F Sig.
1 Regression  603.571 3 201.190 108.029 .000°
Residual 303.567 164 1.862
_Total 907.138 167

a. Dependant variable: reading comprehension
b. Predictors: (constant), meta-cognitive strategies, WMC, syntactic awareness

Table 9. Results of Regression Analysis

Coefficients®
Model B Std. Error Standardized Beta  t sig.
1 (Constant) -2.624 723 -3.631 .000
MCS .042 .009 .290 4.610 .000
wMC 307 .079 242 3.867 .000
SA .303 .051 .399 5.928 .000

a. Dependant variable: reading comprehension
Note: MCS = Meta-cognitive Strategies, WMC = Working Memory Capacity, SA =
Syntactic Awareness

5 Discussion

For the first research question, the results of the ANOVA showed there were
statistically significant differences in meta-cognitive strategies, WMC, and
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syntactic awareness among groups according to participants’ reading
comprehension score. The high group performed better than the middle and
low groups in meta-cognitive strategy, WMC, and syntactic awareness, while
the low reading comprehension group had the lowest score in meta-cognitive
strategies, WMC, and syntactic awareness. This indicates that meta-cognitive
strategies, WMC and syntactic awareness play vital roles in L2 reading
comprehension as independently significant variables.

With regard to the second research question, the Pearson correlation
analysis 1illustrated that meta-cognitive strategy, WMC, and syntactic
awareness were highly correlated with reading comprehension gain
(.676, .697, .750). In particular, it showed that syntactic awareness was the
most strongly correlated with reading comprehension. The findings also
support Cain (2007) who asserted that syntactic awareness may promote the
development of reading in context. Likewise, Cupples and Holmes (1992)
held the view that good readers outperformed average readers in terms of
accuracy on syntactic tasks. Readers’ L2 linguistic competence was a
significant predictor in using reading-oriented skills and the employing of
reading-oriented skills was related with L2 reading comprehension (Park,
2001).

As for the third research question, a multiple regression analysis
verified that meta-cognitive strategies, WMC, and syntactic awareness were
significant predictors of L2 reading comprehension as criterion variables.
Syntactic awareness was the most critical factor in L2 reading comprehension
in terms of the relative contribution of three variables to L2 reading
comprehension. Collectively, these results accord with recent studies (Brimo
et al.,, 2017; Peng et al., 2018) indicating that meta-cognitive strategies,
WMC, and syntactic awareness have positive effects on learning a second
language.

Putting all the results together, syntactic awareness is proven to be the
most significant predictor of reading comprehension at different levels. This
result is consistent with most studies on syntactic awareness and L2 reading
(Bowey, 1994; Jiang, 2001; Lipk and Siegel, 2007; Sun, 2003; Tang, 2002;
Tunmer & Grieve, 1984), supporting Nassaji’s (2003) statement that syntactic
awareness could distinguish between adult L2 learners with high reading
level from those with low reading level.

When the direct contribution of each predictive variable was analyzed
using standardized Beta (B), the highest independent predictor was found to
be syntactic awareness, and it made a significant contribution to explaining
the variance of reading comprehension. With the findings of Jiang’s (2001)
and Tang’s (2002) studies indicating syntactic awareness as the most
significant predictor in overall reading comprehension ability, these results
serve as strong evidence that linguistic knowledge (mainly EFL syntactic
knowledge) is important for successful EFL reading comprehension
(Gottardo et al., 2017; Mokhtari & Niederhauser, 2013)
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At the same time, the results of this study showed that WMC was also
a significant predictor in L2 reading, supporting McLaughlin’s (1995)
argument that working memory could be an integral part of foreign language
learning because it plays a vital role in second language acquisition. In this
study, the working memory scores of the high and middle groups were
significantly higher than those of the low group. From this, it can be seen that
working memory plays a certain role in the reading process. The difference in
WMC between individuals can have a significant impact on the speed and
accuracy of information processing of cognitive activities. As L2 reading
comprehension belongs to a higher level of cognitive tasks, readers need to
undergo a series of processes such as decoding phonetic information,
memorizing information in context, and establishing psychological
representation to complete the cognitive task of reading comprehension.
During these processes, a large amount of WMC can be used. As a result, the
limited WMC may affect the individual's understanding of cognitive tasks.
When the working memory demand exceeds the capacity range, the
individual's ability to process and store cognitive tasks may be weakened.
This may explain the results of this study that learners with low WMC did
not perform as well as learners in the middle and high groups.

In addition, the present study found out that meta-cognitive strategy
use was an important variable in L2 reading comprehension. The high group
showed more frequent use of meta-cognitive strategy than those in the middle
and low group. However, the findings indicated that the strategy use did not
function as strong a predictor of learners’ reading comprehension gain as
syntactic awareness. This may mean that although students frequently use
meta-cognitive reading strategies, they may not be successful in their reading
comprehension due to lack of adequate syntactic knowledge.

The results of the study confirmed that syntactic knowledge is a
superior predictor of performance on reading comprehension tasks. Therefore,
EFL reading comprehension instructors are recommended to include
syntactic awareness instruction in their pedagogy, parallel with their attempts
to increase the use of meta-cognitive strategies and WMC in order to enhance
the learners’ reading comprehension ability.

6 Conclusion & Implications

This study aimed to examine the effects of meta-cognitive strategies, WMC,
and syntactic awareness on the reading comprehension of EFL learners in the
Chinese context. The results indicated that meta-cognitive strategies, WMC,
and syntactic awareness had significant effects on reading comprehension.
Among these variables, it was found that syntactic awareness was the most
significant predictor for Chinese EFL learners’ reading comprehension
abilities. From the results, it can be drawn that the participants with better
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syntactic awareness, higher WMC, and more frequent use of meta-cognitive
strategies are likely to achieve better performance in L2 reading
comprehension.

These results provide some implications on how to effectively teach
L2 reading comprehension to EFL college students. First and most
importantly, as language learning has its own laws, syntactic knowledge is
the foundation of language learning, and the mastery of basic knowledge
cannot be neglected at any time. Without a solid language foundation, other
factors cannot play a substantial role. Whether it is necessary or not to raise
the similarities and differences between English and Chinese grammatical
structures is not for this paper to discuss, but incorporating them into the
various skills of EFL, such as listening and, predominantly, reading, is a
necessary element of instruction and practice at every level of EFL. The more
highly proficiently in English syntax these readers become, the greater their
chances to become skilled English readers as well. Syntax awareness could
be increased through more practice of sentence grammatical structure in and
after class to further understand the syntactic relationship between words,
distinguish specific meanings in specific sentences, and then achieve
language understanding.

Secondly, the influence of WMC should also be paid more attention.
American psychologist Miller (1956) proposed that in order to facilitate the
memory, people can classify closely related information units into a small
group, that is, chunks. Learners can combine isolated items (small lexical
chunks) in memory material to form meaningful larger chunks based on prior
knowledge (Anglin & Miller, 1968; Consortium et al., 2018; Peng et al.,
2018).

From the perspective of information processing, a chunk is the
organization or re-encoding of information and subsequent storage in
long-term memory. Chunks can be a word, a phrase, or one or more sentences.
The linguist Gui (2003) put forward that reorganizing and re-encoding
several sub-blocks into large blocks can reduce the number of memories,
improve memory efficiency, and reduce the load of working memory.

Thus, in L2 reading teaching, teachers can help learners expand the
limited capacity of working memory through practice based on a lexical and
grammatical collocation. If reading materials can be carried out in chunks or
lexical collocation and processed, the reader can use existing schema stored
in the brain to understand and memorize the information of the reading
materials in a top-down manner. This high-level schema activation helps
predict, analyze, and integrate new information (An, 2013).

It is especially beneficial that L2 learners are familiar with the
background knowledge of the reading material, and the higher the probability
that schema is activated in the mind, the higher the reading success rate. L2
reading teachers should encourage students to extend L2 reading beyond the
classroom and expand their knowledge to increase the amount of background
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knowledge schema information. The increase in background knowledge helps
to reduce the requirements of the internal cognitive load and efficiently
implement schema automation (Chen, et al., 2014). Unconscious automatic
processing can greatly reduce the cognitive load of learners.

Thirdly, better reading comprehension ability will be obtained when
meta-cognitive strategies are used more often. As the results indicate the
value of raising awareness about the usefulness of meta-cognitive strategies
in the reading process, teachers need to make more effort in encouraging
learners to use meta-cognitive strategies more frequently. Teachers'
understanding of the meta-cognitive strategies of reading and learner's
academic achievement is absolutely necessary. Therefore, in English teaching,
teachers need to provide students with a variety of well-designed types of
meta-cognitive strategies, while students should have sufficient opportunities
to practice these provided strategies.

Among the three categories of meta-cognitive strategies, the support
reading strategies need more emphasis and practice. Teachers can guide
students how to take notes and consult a dictionary effectively while reading.
Reading strategies are in fact problem-solving strategies employed by readers
to cope with reading texts. The major implications for EFL reading strategy
instruction should focus not on individual strategies, but on meta-cognitive
awareness-building and the use of reading strategies, raising students'
abilities to employ multiple reading strategies.

As one of the best ways to capture thoughts and bring them back in
visual form, mind maps can help learners become more organized, remember
more, and solve problems more effectively, beyond just note-taking. Some
people read words accurately but don’t derive anything more than a
superficial understanding of the words (weak concept imagery). “Talking it
out” or drawing a concept map helps to fully engage the individual in the
process, and helps one to understand what one knows, what one doesn’t know,
and what one wants to know (Malekzadeh & Bayat, 2015). Mimicking the
way our brains think and then bouncing ideas off of each other, rather than
thinking linearly, mind mapping is a very intuitive way to organize thoughts.
Ideas are generated very quickly with this technique and further encourages
exploration along various creative pathways. Meta-cognition is often defined
as “thinking about how you think”. That is, being mindful of one’s own
thought processes and understanding how one takes in and processes
information in order to solve problems. Teachers should make full use of
meta-cognitive strategies and other reading strategies either simultaneously
or in sequence, to improve learners’ reading flexibly and effectively.

The current study also has some limitations. One limitation is that the
number of participants in the current study is not sufficient enough to confirm
a generalized conclusion. Another limitation lies in the reading
comprehension test. It would be beneficial if future research could apply
various reading comprehension test formats to measure more diverse aspects
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of reading proficiency, such as academic reading, narrative reading, and
practical reading In addition, the WMC test can be measured by psychology
software to measure the learner’s response time and accuracy to ensure the
reliability of the experimental data. Employing several tasks tapping into
different aspects of the working memory system to measure WMC is strongly
recommended. Tasks should be designed for either verbal, numerical, or
figural-spatial stimuli and responses, or mixtures of two of these content
domains. It is still necessary to conduct in-depth research on the factors that
affect learners’ reading performance with L2 learners from different L1
backgrounds. The findings of such studies might help teachers to gain more
insight into EFL learning and teaching.

References

Ahmadi, M. R., & Ismail, H. N. (2013). The Importance of Meta-cognitive
Reading Strategy Awareness in Reading Comprehension. English
Language Teaching, 6 (10), 235-244.

Anglin, J. M., & Miller, G. A. (1968). The role of phrase structure in the
recall of meaningful verbal material. Psychonomic Science, 10 (10),
343-344.

An, S. Y. (2013). Schema theory in reading. Theory and Practice in
Language Studies, (3) 1, 130-134.

Baddeley, A. D. (2003). Working memory and language: An overview.
Journal of Communication Disorders, 36 (3), 189-208.

Baddeley, A. D. (1986). Working memory. London: Oxford University Press.

Baddeley, A. D., & Hitch, G. J. (1974). Working memory. In G. Bower (Ed.),
The psychology of learning and motivation (Vol. 8, pp. 47-90).
New York: Academic Press.

Beni, R. D., Borella, E., & Carretti, B. (2007). Reading comprehension in
aging: the role of working memory and metacomprehension. Aging
Neuropsychology & Cognition, 14 (2), 189-212.

Bowey, J. A. (1994). Grammatical awareness and learning to read: A critique.
In E. M. H. Assink (Ed.). The developing body and mind. Literacy
acquisition and social context (pp. 122-149). Oxford, England:
Harvester Wheatsheaf/Prentice Hall.

Brimo, D., Kenn, A., & Treeva, F. (2017). Examining the contributions of
syntactic awareness and syntactic knowledge to reading
comprehension. Journal of Research in Reading, 40 (1), 57-74.

Bruner, J., Goodnow, J., & Austin, J. (1956). A study of thinking. New York:
Wiley.

Cain, K. (2007). Syntactic awareness and reading ability: Is there any evidence
for a special relationship? Applied Psycholinguistics, 28(4),
679-694.

105



Wei Shen and Hyesook Park

Carrell, P.L., Pharis, B.G., & Liberto, J.C. (2012). Meta-cognitive Strategy
Training for ESL Reading. Tesol Quarterly, 23 (4), 647-678.

Chen, J. M., Chen, M. C., & Sun, Y. L. S. (2014). A tag based learning
approach to knowledge acquisition for constructing prior
knowledge and enhancing student reading comprehension.
Computers & Education. 70,256 -268.

Chun, D. M., & Payne, J. S. (2004). What makes student click: Working
memory and look-up behaviors. System, 32, 481-503.

Cobb, T. (2008). Commentary: Response to McQuillan and Krashen.
Language Learning & Technology, 12, 109—114. Retrieved from
http://1lt.msu.edu/voll2num1/cobb/.

Consortium, L. R., Jiang, H., & Farquharson, K. (2018). Are working memory
and behavioral attention equally important for both reading and
listening comprehension? A developmental comparison. Reading &
Writing, 1-29.

Conway, A. R. A., Jarrold, C., Kane, M. J., Miyake, A., & Towse, J. N. (Ed.).
(2007). Variation in working memory. Oxford: Oxford University
Press.

Cupples, L., & Holmes, V. M. (1992) Evidence for a difference in syntactic
knowledge between skilled and less skilled adult readers. Journal
of Psycholinguistic Research, 21 (4), 249-274.

Dabarera, C., Renandya, W. A., & Zhang, L. J. (2014). The impact of
metacognitive  scaffolding and monitoring on reading
comprehension. System, 42, 462-473.

Daneman, M., & Carpenter, P. (1980). Individual differences in working
memory and reading. Journal of Verbal Learning and Verbal
Behavior, 4, 450-466.

Deacon, S. H., & Kieffer, M. (2018). Understanding how syntactic awareness
contributes to reading comprehension: Evidence from mediation
and longitudinal models. Journal of Educational Psychology, 110,
72-86.

Dixon, P., Lefevre, J. A., & Twilley, L.C. (1988). Word knowledge and
working memory as predictors of reading skill. Journal of
Educational Psychology, 80 (4), 465-472.

Ellis, N. C. (2012). Formulaic language and second language acquisition:
Zipf and the phrasal Teddy Bear. Annual Review of Applied
Linguistics, 32 (1), 17-44.

Flavell, J. H. (1981). Cognitive monitoring. In W. P. Dickson (Ed.),
Children’s oral communication skills (pp. 35-60). New York:
Academic Press.

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of
cognitive developmental inquiry. American Psychologist, 34 (10),
906-911.

Fraser, C. A. (2007). Reading rate in L1 Mandarin and L2 English across five

106



The Effects of Meta-cognitive Strategies, Working Memory Capacity and
Syntactic Awareness on L2 Reading Comprehension

reading tasks. The Modern Language Journal, 91, 372-394.

Gong, S. Y, Cai, X. X,, Jing, Y. E., & Han, Y. P. (2009). The Relationship
between English Phonological and Syntactic Awareness, Working
Memory and English Reading in Grade One of Junior Middle
School. Journal of Educational Science of Hunan Normal
University, 1, 57-59.

Gottardo, A., Mirza, A., Koh, P. W., Ferreira, A., & Javier, C. (2017).
Unpacking listening comprehension: the role of vocabulary,
morphological awareness, and syntactic knowledge in reading
comprehension. Reading & Writing, 1, 1-24.

Gui, S. C. (2003). Jiyi he Yingyu Xuexi [Memory and English Learning].
Foreign Languages Studies, 3, 2-8.

Harrington, M., & Sawyer, M. (1992). L2 working memory capacity and L2
reading skill. Studies in Second Language Acquisition, 14, 25-38.

Hyte, H. (2010). Optimal silent and oral reading rates for reading fluency:
Graded reading levels. 4 Reading Horizon Post. Retrieved from
http://www.readinghorizons.com/blog/author/Heidi.aspx.

Jarrold, C., & Towse, J. N. (2006). Individual differences in working memory.
Neuroscience, 139, 39-50.

Jiang. R. (2001). Yufa zhishi dui muyuzhe yu dier yuyan xuexizhe yuedu
moshi de yingxiang [The influence of grammatical knowledge on
reading mode of native speakers and second language learners]
(Unpublished doctoral dissertation). Beijing Language and Culture
University, Peking, China.

Joh, J. (2015). Exploring working memory capacity as an independent
contributor to L2 discourse comprehension: A study of Korean
Learners. Language Research, 51(2), 443-473.

Kang, J. M., Park, H. S., & Jang, S. Y. (2016). The relationships of the use of
English reading strategies and reading ability of Korean English
learners. The Journal of Humanities & Social Sciences, 7(5),
889-907.

Kim, N. H. (2011). Integrated meta-cognitive online reading strategy use by
Korean EFL university students (Unpublished doctoral dissertation).
Indiana University, Bloomington, Indiana Indianapolis, Indiana.
Retrieved from https://www.learntechlib.org/p/125058/.

Korotaeva, 1. V. (2012). Metacognitive strategies in reading comprehension of
education majors. Procedia - Social and Behavioral Sciences, 69 (2),
1895-1900.

Latawiec, B. (2010). Text structure awareness as a meta-cognitive strategy
facilitating EFL/ ESL reading comprehension and academic
achievement. International Journal of Learning, 5, 25-48.

Leeser, M. J. (2010). Learner-Based factors in L2 reading comprehension and
processing grammatical form: Topic familiarity and working
memory. Language Learning, 57 (2), 229-270.

107



Wei Shen and Hyesook Park

Leopold, C., & Leutner, D. (2015). Improving students’ science text
comprehension through metacognitive self-regulation when
applying learning strategies. Metacognition and Learning, 10 (3),
313-346.

Lipk, P., & Siegel, L.S. (2007). The development of reading skills in children
with English as a second language. Scientific Studies of Reading, 11
(2), 105-131.

Liu, Z. Q., & Bever, T. G. (2002). Jufa fenxi zai waiyu yuedu zhong de
zuoyong [The role of syntactic analysis in foreign language reading].
Foreign Language Teaching and Research, 3, 210-224.

Loosli, S. V., & Buschkuehl, M. (2012). Working memory training improves
reading processes in typically developing children. Child
Neuropsychology, 18 (1), 62-78.

Low, P. B., & Siegel, L. S. (2005). A comparison of the cognitive processes
underlying reading comprehension in native English and ESL
speakers. Written Language & Literacy, 8 (2), 131-155.

Malekzadeh, B., & Bayat, A. (2015). The effect of mind mapping strategy on
comprehending implicit information in EFL reading texts.
International Journal of Educational Investigations. (2) 3, 81-90.

McLaughlin, B. (1995). Aptitude from an information-processing perspective.
Language Testing, 3, 370-380.

Miller, G. A. (1956). The magic number seven, plus or minus two: Some limits
to our capacity for processing information. Psychological Review,
63, 81-97.

Miyake, A., & Shah, P. (Ed.). (1999). Models of working memory:
Mechanisms of active maintenance and executive control. New York:
Cambridge University Press.

Miyake, A. (2001). Individual differences in working memory: Introduction to
the special section. Journal of Experimental Psychology: General,
130, 163-168.

Mokhtari, K., & Niederhauser, D. S. (2013). Vocabulary and syntactic
knowledge factors in Sth grade students' reading comprehension.
International Electronic Journal of Elementary, 5 (2), 157-170.

Mokhtari, K., & Reichard, C. (2002). Assessing students’ metacognitive
awareness of reading strategies. Journal of Educational Psychology,
94 (2), 249-259.

Muiizswicegood, M. (1994). The effects of meta-cognitive reading strategy
training on the reading performance and student reading analysis
strategies of third grade bilingual students. Bilingual Research
Journal, 18 (18), 83-97.

Nassaji, H. (2003). Advanced ESL reading comprehension. Modem Language
Journal, 87 (2),261-276.

Nation, I. S. P. (2005). Reading faster. PASAA, 36, 21-35.

Pammu, A., & Amir, Z. (2014). Metacognitive reading strategies of less

108



The Effects of Meta-cognitive Strategies, Working Memory Capacity and
Syntactic Awareness on L2 Reading Comprehension

proficient tertiary learners: A case study of EFL learners at a public
university in Makassar, Indonesia. Procedia - Social and
Behavioral Sciences, 118, 357-364.

Paris, S. G., & Winograd, P. (1990). How metacognition can promote
academic learning and instruction. In B. F. Jones & L. Idol (Eds.),
Dimensions of thinking and cognitive instruction (pp. 15-51).
Hillsdale, NJ: Lawrence Erlbaum Associates.

Park, H. (2001). The effects of L2 linguistic competence on L2 reading.
Journal of Pan-Pacific Association of Applied Linguistics, (5) 1,
91-103.

Pei, L. (2014). Does metacognitive strategy instruction indeed improve
Chinese EFL learners’ reading comprehension performance and
metacognitive awareness? Journal of Language Teaching &
Research, 5 (5), 1147-1152.

Peng, P., Barnes, M., Wang, C., Wang, C., & Li, S. (2018). A meta-analysis
on the relation between reading and working memory.
Psychological Bulletin, 144 (1), 48-76.

Phakiti, A. (2003). A closer look at the relationship of cognitive and
metacognitive strategy use to EFL reading achievement test
performance. Language Testing, 20 (1), S36-S37.

Prasansaph, S. (2013). Effects of metacognitive reading strategy instruction
on EFL tenth grade students’ reading comprehension and reading
strategy awareness. In R. McBride & M. Searson (Eds.),
Proceedings of SITE 2013--Society for Information Technology &
Teacher Education International Conference (pp. 3551-3557). New
Orleans, Louisiana, United States: Association for the
Advancement of Computing in Education (AACE).

Quinn, E., Nation, I.S.P,, & Millett, S. (2007). Asian and Pacific speed
readings for ESL learners. Wellington: English Language Institute
Occasional Publication. Retrieved from
http://www.victoria.ac.nz/lals/staff/Publications/paul-nation/Speed-
reading-whole.pdf.

Savage, S., Lavers, N., & Pillay, V. (2007). Working memory and reading
difficulties: What we know and what we don’t know about the
relationship. Educational Psychology Review, 19 (2), 185-221.

Shiotsu, T., & Weir, C. J. (2007). The relative significance of syntactic
knowledge and vocabulary breadth in the prediction of reading
comprehension test performance. Language Testing, 24 (1), 99-128.

Sun, X. M. (2003). Dier yuyan xuexizhe jufa zhishi yu yuedu nengli [Second
language learners' syntactic knowledge and reading ability]. Journal
of Yunnan Normal University, 1 (5), 35-39.

Swanson, H. L., Rosston, K., Gerber, M., & Solari, E. (2008). Influence of
oral language and phonological awareness on children’s bilingual
reading. Journal of School Psychology, 46, 413-429.

109



Wei Shen and Hyesook Park

Tang, J. J. (2002). Yufa zai yuedu zhong de zhongyaoxing [The importance of
grammar in reading] (Unpublished doctoral dissertation). Huazhong
Normal University, Wuhan, China.

Tunmer, W. E., & Grieve, R. (1984). Syntactic awareness in children. In
Tunmer W. E., Pratt C & Hrriman M. (Eds.), Metalinguistic
awareness in children (pp. 92-104). New York: Springer Verlag.

Walter, C. (2004). Transfer of reading comprehension skills to L2 is linked to
mental representations of text and to L2 working memory. Applied
Linguistics, 25, 315-339.

Waters, G. S., & Caplan, D. (1996). The measurement of verbal working
memory capacity and its relation to reading comprehension. The
Quarterly Journal of Experimental Psychology, 49A, 51-79.

Weir, C. J. (1983). Identifying the language needs of overseas students in
tertiary education in the United Kingdom (Unpublished doctoral
dissertation). University of London, London, England.

Yang, X. H., & Zhang, W. P. (2002). A study on metacognition and Chinese
college student English reading comprehension. Foreign Language
Teaching and Research, 3,213-218.

Zhang, L. J. (2009). Chinese senior high school EFL students' metacognitive
awareness and reading-strategy use. Reading in A Foreign
Language, 21 (1), 37-59.

Zhang, L., & Seepho, S. (2013). Meta-cognitive strategy use and academic
reading achievement: Insights from a Chinese context. Electronic
Journal of Foreign Language Teaching, 10 (1), 54-69.

110



The Effects of Meta-cognitive Strategies, Working Memory Capacity and
Syntactic Awareness on L2 Reading Comprehension

Appendix

Meta-cognitive Awareness of Reading Strategies Inventory
Gender: Age: Grade: Major:
Years of Studying English:

Experience of Studying or living abroad: (Yes/No)

DIRECTIONS: Listed below are statements about what people do when they
read academic or school-related materials such as textbooks, library books, etc.
After reading each statement, circle the number (1, 2, 3, 4, or 5) that applies to
you using the scale provided. Please note that there are no right or wrong
answers to the statements in this inventory. Five numbers follow each
statement (1, 2, 3, 4, 5) and each number means the following:

1 means “I never or almost never do this.”

2 means “I do this only occasionally.”

3 means “I sometimes do this.” (About 50% of the time.)
4 means “I usually do this.”

5 means “I always or almost always do this.”

[TYPE STRATEGIES SCALE

IGLOB (1. Ihave a purpose in mind when I read. 1 g B B B
SUP 2. Itake notes while reading to help me understand what I read. 1 p B W 5
(GLOB 3. Ithink about what I know to help me understand what I read. 1 2 B MU B
IGLOB  H. Ipreview the text to see what it’s about before reading it. 1 2 B WU b
SUP 5. When text becomes difficult. I read aloud to help me understand what I read. 1 2 45
SUP 6.1 summarize what I read to reflect on important information in the text. 1 B B W 5
[GLOB  [7. Ithink about whether the content of the text fits my reading purpose. 1 2 B H Pk
PROB 8. Iread slowly but carefully to be sure I understand what I'm reading. 1 2 B U B
SUP ©.I discuss what I read with others to check my understanding. 1 2 45
(GLOB  [10. I skim the text first by noting characteristics like length and organization. 1 2 B H B
[PROB  [11. I try to get back on track when I lose concentration. 1 B B K 5
SUP 12. I underline or circle information in the text to help me remember it. 1 2 B U B
PROB  |[13. I adjust my reading speed according to what I'm reading. 1 PR 4 |5
[GLOB  |14. I decide what to read closely and what to ignore. 1 2 B P B
SUP 15. I use reference materials such as dictionaries to help me understand what I read. 1 B B W 5
[PROB  [16. When text becomes difficult, I pay closer attention to what I'm reading. 1 2 B MU p
(GLOB  |17. I use tables, figures, and pictures in text to increase my understanding. 1 2 B U B
[PROB  |18. I stop from time to time and think about what I'm reading. 1 2 B u p
[GLOB  |19. I use context clues to help me better understand what I'm reading. 1 P B K 5
SUP 20. I paraphrase (restate ideas in my own words) to better understand what I read. 1 2 B MU Pk
PROB  [21. I try to picture or visualize information to help remember what I read. 1 2 B MU Pk
[GLOB  [22. I use typographical aids like bold face and italics to identify key information. 1 2 4 5
(GLOB  [23. I critically analyze and evaluate the information presented in the text. 1 B B KB B
SUP 24. I go back and forth in the text to find relationships among ideas in it. 1 p B W 5
[GLOB  [25. I check my understanding when I come across conflicting information. 1 2 B U B
IGLOB _ [26. I try to guess what the material is about when I read. 12 5
PROB  [27. When text becomes difficult. I re-read to increase my understanding. 1 B B K B
SUP 128. I ask myself questions I like fo have answered in the text. 1 B B B B
[GLOB  [29. I check to see if my guesses about the text are right or wrong. 1 g B W 5
PROB  [30. I try to guess the meaning of unknown words or phrases. 1 2 B M B
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