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Metacognitive Reading Strategies among International Students 

in English-Taught Programs in Hungary 
 
Globalization has made English the dominant lingua franca, especially in higher education, creating 
challenges for non-native speakers (Bound et al., 2021; Tight, 2021). Academic reading in English poses 

significant difficulties, as students often struggle with complex texts (Aboud et al., 2019; Al-Jarrah & 

ISMAIL, 2018). IN ORDER TO ADDRESS THIS, VARIOUS INITIATIVES HAVE AIMED TO IMPROVE reading 
skills, with metacognitive strategies proving particularly effective (Brown, 2017; Grabe, 2009; Haukås 

et al., 2018). Metacognition involves reflecting on, monitoring, and regulating one's cognitive processes 

(Brown, 2017; Haukås et al., 2018). This study explores (1) the metacognitive reading strategies 

perceived to be known to international students in English-taught programs in Hungary and (2) how 
these strategies evolve with English proficiency and educational level (BA, MA, PhD). Using the 

MARSI-R inventory (Mokhtari et al., 2018), results indicate that proficiency significantly enhances the 

use of Global and Support Reading Strategies, while educational level shows no substantial effect. 
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1. Introduction 
Globalization has significantly impacted education at different tiers and within 

various fields. Not only has the content of education been impacted, but also the 

methodologies and skills taught, which claimed to be effective in better preparing 

students for today’s interconnected world (Bound et al., 2021; Tight, 2021). The 

internationalization of education has resulted in the standardization of educational 

processes, the adoption of globally oriented management approaches, and 

participation in international rankings (Salih & Omar, 2021). The process of 

globalization and internationalization has resulted in the widespread use of 

English as a medium of instruction (EMI) in higher education. English has 

become more and more prevalent as countries aim to align their educational 

systems with global standards and enhance communication across borders 

(Bezborodova & Radjabzade, 2022). 

While English as Medium of Instruction (EMI) is often positively perceived by 

instructors and students (Briggs et al., 2018; Puspitasari & Ishak, 2023), numerous 

challenges arise in its implementation, including regarding both the students’ and 

the instructors’ levels of English proficiency (Alhamami & Almelhi, 2021; 

Siddiqui et al., 2021) as well as students’ academic skills (Al-Sobhi et al., 2017). 



MHD GHAITH ALTURJMAN 

161 

 

Students are reported to face difficulties with academic reading, a crucial skill for 

success in higher education, detrimentally impacting their overall academic levels 

(Aboud et al., 2019). That is due to their insufficient linguistic knowledge, 

absence of reading strategies, and difficulties in organizing ideas and outlining 

thoughts can also further exacerbate these hurdles in reading comprehension 

(Shehata, 2019). 

Efforts have been made to address these challenges. It has been maintained that 

raising awareness about effective reading strategies, enhancing information 

literacy skills, improving text structure knowledge, and promoting critical 

thinking skills can better support students in overcoming their challenges and 

ultimately enhancing their academic reading skills in English-medium 

instructional environments (Al-Jarrah & Ismail, 2018). Efforts have also extended 

to deploy metacognitive knowledge and strategies to ameliorate students’ reading 

skills and overall comprehension in second language acquisition globally (Brown, 

2017; Haukås et al., 2018; Veenman et al., 2006). 

Thus, the two overarching questions of this research are: 

1. What metacognitive reading strategies do international readers in Hungary's 

English-taught programs report being aware of? 

2. How do metacognitive reading strategies evolve with increasing English 

proficiency as well as academic level among international readers in English-

taught programs in Hungary? 

This paper is organized as follows: Section two defines academic reading and 

reading skills and introduces metacognition as a research area focused on 

enhancing reading achievement. Section three details the methodology, including 

the research design, participant information, instruments used, and the process for 

data collection and analysis. Section four presents the data analysis, and section 

five addresses the study's limitations and offers the researcher’s 

recommendations. 

 

2. Literature Review  
Due to the spread of interconnectedness and globalization in today’s world, 

readers are compelled to be fluent in at least two languages. Today’s globalized 

world poses novel dynamics characterized by global integration, social mobility, 

and diverse cultural interactions, and this necessitates proficiency in multiple 

languages (Nandi, 2022). As mentioned previously, today’s global integration 

helped the rise of English as a global language, which accelerated and heightened 

the utility of bilingualism among non-native English speakers. Speakers of 

languages other than English need to be proficient in English alongside their 

native language to be able to be a part of today’s ever-changing world (Karagöz 

& Erdemir, 2022). Bilingualism was depicted as a key to opening multiple doors 

in various spheres, including employment, education, and personal interactions 

(Nandi, 2022). This resulted in considerable interest in bilingual education, 
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especially featuring the English language, and it was maintained that reading in 

two languages will bestow better opportunities (Sánchez-Pérez & Manzano-

Agugliaro, 2021).  

Researchers defined the skill of reading differently; while some researchers 

lucidly simplified the definition of reading, others targeted the manifold purposes 

for reading and the varying processes that happen while reading. For example, 

reading has been defined as "the process of receiving and interpreting information 

encoded in language form via the medium of print" (Urquhart & Weir, 1998, p. 

22), or "Comprehension occurs when the reader extracts and integrates various 

information from the text and combines it with what is already known" (Koda, 

2005, p. 4). According to Grabe (2009), however, no single definition can grasp 

the multidimensionality of the process of reading, given its unique purposes and 

ever-changing processes. He suggests that a more holistic understanding of this 

process necessitates characterizing the reading processes of fluent readers and the 

ability to answer questions like “What do fluent readers do when they read? What 

processes are used by fluent readers? How do these processes work together to 

build a general notion of reading? As a starting point, we can say that reading is 

understood as a complex combination of processes” (Grabe, 2009, p. 14). 

According to Grabe (2009), reading is a rapid, efficient, comprehending, 

interactive, strategic, flexible, purposeful, evaluative, learning, and linguistic 

process.  

The process of reading should be rapid and efficient, as research has shown that 

while reading speed can positively impact comprehension, it is not the sole factor 

in reading proficiency (Akan et al., 2023; Klimovich et al., 2023). Reading is 

fundamentally a comprehending and interactive process where readers engage 

with texts to understand the messages conveyed and create individual 

interpretations based on their background knowledge, domain knowledge, 

implicit assumptions, and personal experiences (Farooq, 2018; Grabe, 2009). It is 

also a strategic process involving the identification of key information, organizing 

text structure, and summarizing essential details (Faridah, 2022; Razkane et al., 

2023), as well as the ability to repair comprehension breakdowns (Bråten & 

Samuelstuen, 2004; Zein et al., 2020). Proficient readers adapt to new information 

and objectives during the reading process (Brandmo & Bråten, 2021; Mandokoro, 

2018), and they question and assess content for better evaluation and deeper 

understanding (Yasemin, 2020). Recurrent evaluation enhances comprehension, 

understanding, and retention (Takarroucht, 2021). Ultimately, reading is a 

complex cognitive process requiring linguistic activities such as graphemic-

phonemic connections, morpheme awareness, and syntactic analysis, all crucial 

for comprehension and meaning-making (Colé et al., 2014; Duncan, 2018). These 

skills can be polished utilizing several reading strategies, but what is the 

difference between skills and strategies? Proficiency in a complex action is linked 

to skill, whereas strategy pertains to a purposeful and structured approach 
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(Afflerbach et al., 2008). To elaborate, readers deploy strategies when they 

consciously plan their reading behavior. For example, they might thoughtfully 

plan to focus on questions before reading the text. Nonetheless, reading skills are 

automatic, with no deliberate plans. Once deploying a strategy becomes effortless 

and requires less and less thought, it becomes a skill, and this is the point of 

teaching strategies explicitly (Afflerbach et al., 2008). 

In metacognition research, three main strategies were identified: global reading 

strategies, problem-solving strategies, and support reading strategies. Global 

Reading Strategies focus on guiding students to have a reading purpose in mind 

when reading a text, which includes setting goals, previewing the structure of the 

text, finding the main idea, leveraging background knowledge, and making 

predictions (Mokhtari & Reichard, 2002; Muhid et al., 2020). Researchers ask 

whether the reader sets reading outcomes before reading, skims through the 

passage, connects with prior knowledge, and makes predictions about what the 

text will be about (Mokhtari et al., 2018). Problem-solving strategies involve the 

active and continual process of cognitive monitoring and evaluating reading 

activity when faced with problems (Mokhtari et al., 2018; Muhid et al., 2020; 

Rajasagaran & Ismail, 2022). This includes adjusting, monitoring, and evaluating 

the reading speed, rereading the text, and reading aloud (Ali & Razali, 2019). 

Monitoring strategies involve pausing and checking the coherence of the text, 

visualizing the information, paying attention to tables and charts, maintaining 

focus, and maneuvering through unfamiliar words (Mokhtari et al., 2018). 

Evaluating strategies include summarizing key information, checking whether 

predictions were correct, evaluating the information, rereading passages that seem 

difficult, judging the efficacy of their strategies, and checking their ability to 

achieve their reading objectives (Mokhtari et al., 2018). Support reading strategies 

are supplementary to the reading process: the use of a dictionary, using the mother 

tongue, reading images, the reading aloud technique, note-taking, and underlining 

(Ali & Razali, 2019). 

These three types of reading strategies have been stressed in the different 

reading achievement studies, and one of the most cited is metacognition. The 

concept of metacognition is mainly attributed to John Flavel and Ann Brown. 

Their theoretical and empirical investigations yielded insights into the reflective 

processes of learners and shed light on individuals' awareness of their cognitive 

abilities (Brown, 1978;  Flavell, 1979). Metacognition extends beyond mere 

awareness of one's cognitive processes to encompass a range of higher-order 

thinking skills and strategies. Metacognition refers to the knowledge about and 

regulation of one's cognitive activities in learning processes. It involves thinking 

about one's thinking, including understanding what one knows and doesn’t know 

and effectively managing cognitive processes. Metacognition enables individuals 

to monitor, control, and adaptively regulate their cognitive processes, thereby 
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enhancing learning outcomes and problem-solving abilities (Brown, 2017; 

Haukås et al., 2018; Mokhtari & Reichard, 2002; Veenman, 2006). 

According to Flavel (1979), the realm of metacognition follows three main 

currents: metacognitive knowledge, metacognitive experience, and metacognitive 

strategies. Metacognitive knowledge, encompassing an individual's deep 

understanding of their cognitive processes, serves as a cornerstone for effective 

learning. Person knowledge fosters self-awareness regarding one's cognitive 

strengths and weaknesses, guiding learners to capitalize on their abilities and 

address areas needing improvement. Task knowledge empowers individuals to 

decipher the intricacies of various learning tasks, enabling them to employ 

appropriate strategies tailored to each challenge's demands. Strategy knowledge 

equips learners with a diverse toolkit of cognitive strategies, facilitating adaptive 

problem-solving and efficient information processing. Metacognitive 

experiences, characterized by conscious reflections during learning, afford 

learners the opportunity to monitor their comprehension, regulate their strategies, 

and evaluate their progress, thus fostering self-directed learning and 

metacognitive competence. Through deliberate utilization of metacognitive 

strategies such as meticulous planning, insightful self-questioning, succinct 

summarization, vivid visualization, and rigorous self-testing, learners can 

optimize their cognitive endeavors, enhance learning efficacy, and cultivate 

autonomy in navigating complex academic terrain. This holistic integration of 

metacognitive elements not only elevates learning outcomes but also nurtures a 

lifelong disposition for reflective and adaptive learning practices, essential for 

thriving in today's dynamic and knowledge-driven society (Brown, 1978, 2017; 

Flavell, 1979; Haukås et al., 2018; Oxford, 1995; Van Kraayenoord, 2010).  

It is worth mentioning that although many researchers assert the effectiveness 

of deploying metacognitive reading strategies, different researchers deployed 

different instruments and revealed different results (Csíkos, 2022). To measure 

students’ metacognitive strategies, some researchers used offline instruments, like 

self-reporting questionnaires, while others used online, like observations or eye-

tracking experiments. Since this study mainly uses a self-reporting questionnaire, 

it is valid to mention that using only this tool can result in some issues. First, 

students may under or overestimate their awareness of these strategies, and even 

their reported awareness may not translate to actual and appropriate strategy use 

(Veenman, 2016). Second, students also may have to rely on their memory to 

answer the questionnaire questions, which might not necessarily reflect reality. 

Third, reading the questions may remind the students of strategies, even if they 

do not actually deploy them. Finally, some students compare themselves to 

different people to answer the questions. Some students might compare 

themselves to their peers, while others might compare themselves to a teacher, 

which can also affect the results (Veenman & van Cleef, 2019). Nonetheless, 

research also maintained the importance of using questionnaires, especially in 
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contexts where they have not been utilized enough. First,  they are easy to 

administer to larger groups of students, are less resource-intensive, cover a wide 

range of metacognitive reading strategies, and provide retrospective insights into 

how students perceive themselves, which is the first step to start from and develop 

(Veenman & van Cleef, 2019). 

 

3. Method 
The study comprised 75 international students currently enrolled in universities 

in Hungary, all possessing at least an intermediate level of English proficiency. 

The participants consist of 43 males and 32 females, with ages ranging from 17 

to 42 years (M = 26.51, SD = 5.486). The participants represented a diverse array 

of nationalities, including but not limited to Algerian, Brazilian, Chinese, 

Jordanian, Pakistani, Russian, Syrian, and Turkish. Arabic was the most prevalent 

native language among the participants, followed by Chinese, Russian, and Urdu. 

Despite their varied backgrounds, all participants indicated English as the 

language of instruction at their respective universities. Regarding their 

educational levels, the majority were pursuing Master's degrees (48%), followed 

by Bachelor's (29.3%) and Doctoral (22.7%) degrees. The participants self-

reported their English proficiency as follows: 12 out of 75 participants were at an 

intermediate level, 22 were at an upper-intermediate level, and 41 were at an 

advanced level.  

This research follows a quantitative design. The data was derived from a 

questionnaire (See Appendix A). The questionnaire is based on the revised version 

of the Metacognitive Awareness of Reading Strategies Inventory, hereafter 

referred to as MARSI (Mokhtari et al., 2018). This 5-likert scale questionnaire 

features 15 statements that explore three main reading skills: global reading skills 

(GRS), problem-solving skills (PSS), and support reading skills (SRS). According 

to the designers, this questionnaire has been tested for six aspects of validity: 

content, substantive, structural, generalizability, external, and consequential 

(Mokhtari et al., 2018). The questionnaire demonstrated high reliability, as 

evidenced by a Cronbach’s alpha value of 0.916. 

The data were collected online. It was sent through international students’ 

online groups. The data were analyzed in accordance with what the questionnaire 

designers recommended (Mokhtari et al., 2018). They asserted that students’ 

awareness of a metacognitive strategy can be demonstrated on a scale from one 

to five. The lower a participant scores, the less aware they can be considered. In 

this section, I grouped all items related to global reading strategies (GRS), i.e., 

having a purpose in mind when I read, previewing the text to see what it is about 

before reading it, checking to see if the content of the text fits my purpose for 

reading, using typographical aids like boldface and italics to pick out key 

information, and critically analyzing and evaluating the information read. 

Problem-solving strategies (PSS) include getting back on track when getting 
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sidetracked or distracted, adjusting reading pace or speed based on what the 

person is reading, stopping from time to time to think about what is being read, 

rereading to make sure the person understands what they are reading, and guessing 

the meaning of unknown words or phrases. Support reading strategies (SRS) 

include taking notes while reading, reading aloud to help the person understand 

what they are reading, discussing what is being read with others to check 

understanding, underlining or circling important information in the text, and using 

reference materials such as dictionaries to support reading. Then, the mean of each 

category was calculated to see which group strategy was more achievable than 

others. Then, each strategy was also investigated to see the differences between 

specific items in the three groups. After that, the participants were categorized 

according to their English language proficiency and academic level. The former 

identified four groups: pre-intermediate, intermediate, upper-intermediate, and 

advanced, and the latter identified Bachelor’s students, Master’s students, and 

PhD students to investigate to what extent the level of English or the academic 

level has any role in their metacognitive awareness. Kruskal-Wallis tests were 

employed to check the extent to which English proficiency and academic level 

affect the perceived awareness of metacognitive reading strategies, as they are 

non-parametric and do not assume normality and homogeneity of variance 

(Ostertagova et al., 2014). The analysis involved investigating the composite 

score as well as the scores of each subskill per se: global reading strategies (GRS), 

problem-solving strategies (PSS), and support reading strategies (SRS). 

 

4. Results 
First, the participants in this study showed a relatively high level of metacognitive 

awareness. The students scored 3.81 out of five in their overall awareness. 

Nonetheless, some strategies were more achievable than others; the skill that was 

the most achievable was problem-solving, scoring 3.90, closely followed by 

support reading, scoring 3.82. As for global reading skills, they were the lowest 

to be achieved, scoring 3.56. 

The table below lists all skills and subskills that were investigated, along with 

their scores from the highest to the lowest. 
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Table 1. The Most and Least Frequently Used Metacognitive Reading Strategies 

 
Strategy Type Items Mean SD 

PSS Rereading to make sure I understand what I’m reading. 4.29 1.10 

SRS Underlining or circling important information in the text. 4.14 1.21 

PSS Guessing the meaning of unknown words or phrases. 4.13 0.99 

PSS Adjusting my reading pace or speed based on what I’m 

reading. 

3.98 1.25 

SRS Taking notes while reading. 3.97 1.21 

GLS Critically analyzing and evaluating the information read. 3.85 1.25 

SRS Using reference materials such as dictionaries to support my 

reading. 

3.77 1.18 

PSS Stopping from time to time to think about what I’m reading. 3.72 1.31 

GLS Previewing the text to see what it is about before reading it. 3.69 1.33 

SRS Discussing what I read with others to check my understanding. 3.66 1.17 

SRS Reading aloud to help me understand what I’m reading. 3.56 1.22 

GRS Having a purpose in mind when I read.] 3.53 1.39 

GRS Checking to see if the content of the text fits my purpose for 

reading. 

3.49 1.39 

PSS Getting back on track when getting sidetracked or distracted. 3.41 1.33 

GRS Using typographical aids like bold face and italics to pick out 

key information. 

3.26 1.35 

 

The table shows that predominantly, the strategies perceived to be known for 

the student are problem-solving strategies, with three out of five of them in the 

top five most frequently perceived to be used. On the other hand, global reading 

strategies appear to be perceived as less achievable for the students, with three of 

them out of five occupying the bottom five in the list. This result answers the first 

research question in this paper. 

The second question investigates how metacognitive reading strategies evolve 

with increasing English proficiency as well as academic level. The data from the 

MARSI questionnaire was used, and different statistical tests were used to answer 

this question. The following procedure is followed to answer this overarching 

question. 

 

1. How do all metacognitive reading strategies evolve with increasing English 

proficiency? 

2. How do different categories within all metacognitive reading strategies 

evolve (PSS, GRS, SRS) with increasing English proficiency? 

3. How do specific groups differ in particular: pre-intermediate, intermediate, 

upper-intermediate, and advanced? 

4. How do all metacognitive reading strategies evolve with increasing 

academic levels? 

5. How do different categories within all metacognitive reading strategies 

evolve (PSS, GRS, SRS) with increasing academic levels? 
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6. How do specific groups differ in particular: BA, MA, and PhD students? 

 

Kruskal-Wallis tests were employed to answer the first two sub-questions. The 

first analysis assessed the impact of English level of proficiency on metacognitive 

reading strategies. The impact of English proficiency on all metacognitive reading 

strategies proved to be positive and statistically significant (p = .016). This result 

demonstrates that readers with higher levels of English proficiency report higher 

awareness of metacognitive reading strategies. However, not all metacognitive 

strategies are affected equally. Both global reading strategies and support reading 

strategies showed a positive relationship with the following values, respectively 

(p = .002) and (p = .046). Nonetheless, students’ perceived knowledge of problem-

solving strategies was not statistically significant (p = .161). 

Further, Mann-Whitney U tests were deployed to identify which groups differ. 

The results revealed that students with advanced English proficiency differ 

significantly from students with pre-intermediate (p =.026) or intermediate level 

of proficiency (p =.011). However, no significant differences were found between 

the following groups: (1) pre-intermediate and intermediate levels (p =.450), (2) 

the pre-intermediate and upper intermediate levels (p =.296), (3) the intermediate 

and upper intermediate levels (p =.416), or (4) the upper intermediate and 

advanced levels (p =.089). These findings suggest that the Advanced level 

significantly differs from lower levels, especially both the Pre-Intermediate and 

Intermediate levels, while the other comparisons do not show significant 

differences. 

 
Figure 1. The Effect of English Proficiency on Metacognitive Reading Strategies 

 

 

  

 

 

  

 

 

 

 

 

 

 

As depicted in the figure, the perceived knowledge of metacognitive reading 

strategies tends to increase with higher proficiency in English, suggesting a 

positive relationship. 

Students’ academic levels showed different results. First, students with more 

degrees do not report more awareness of metacognitive reading strategies (p 
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=.089). None of the subskills showed any remarkable differences: problem-

solving strategies (p=.614), global-reading strategies (p=.105), and support-

reading strategies (p=.122). 

Mann-Whitney U tests were also utilized to detect whether any of the groups 

differ. The results revealed that BA students and MA students do not significantly 

differ (p=.653), and the same applies to students between MA students and PhD 

students (p=.109). However, the closest to being considered statistically 

significant was between BA students and PhD students (p =.077). Nonetheless, it 

is not enough to be considered statistically significant. This result shows that 

students’ academic levels do not correspond to higher awareness of metacognitive 

reading strategies. These strategies are supposed to be explicitly taught, even at 

higher academic levels. 

 
Figure 2. The Effect of Academic Level on Metacognitive Reading Strategies 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

The figure visualizes how higher levels of education do not necessarily 

corroborate with higher awareness of metacognitive reading strategies, as students 

report.  

 

4.1 Discussion  
The findings of this study underscore the significant relationship between English 

proficiency and the use of metacognitive reading strategies among international 

students in English-taught programs in Hungary. This supports the primary 

hypothesis that learners with higher proficiency levels are more adept at 

employing metacognitive strategies such as planning, monitoring, and evaluating 

their reading processes, or at least how they perceive their reading behaviour. 

These strategies enable students to navigate complex academic texts more 

efficiently, aligning with the work of Brown (2017) and Grabe (2009), who 

highlight the value of metacognitive awareness in language learning. However, 

these strategies would vary significantly across educational levels (BA, MA, 
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PhD)—and were not supported. This discrepancy could be due to the 

homogeneity of the participant sample, as the majority were highly educated and 

self-reported advanced proficiency levels. This lack of diversity may have 

dampened the potential for significant differences between educational levels, 

suggesting that metacognitive strategies are more closely tied to language 

proficiency than to academic standing. This finding diverges from previous 

studies (e.g., Bound et al., 2021; Tight, 2021), which indicate that academic 

demands might shape reading strategy use. The observed homogeneity in 

educational background and proficiency limits the generalizability of these 

results, as students at varying proficiency and academic levels may exhibit 

different patterns of strategy use. 

Another key point is the lack of a significant correlation between metacognitive 

reading strategies and academic level. While metacognitive strategies are clearly 

essential for navigating English-language texts, their direct influence on academic 

performance appears to be mediated by other factors, such as the specific 

academic tasks students face or broader intellectual abilities. This aligns with 

Aboud et al. (2019) and Al-Jarrah & Ismail (2018), who found that metacognitive 

skills alone may not suffice for academic success. These findings suggest that 

while metacognitive strategies are essential for language proficiency, they may 

not guarantee a higher academic level, especially in diverse academic contexts. 

From another perspective, the result showing no significant relation between 

someone’s academic level and their use of metacognitive reading strategies may 

be explained by the fact that these strategies should be taught at all levels. In other 

words, explicit instruction in metacognitive strategies is essential across all 

educational levels, as they do not develop on their own. Educators should be 

encouraged to explicitly teach these strategies rather than assuming they will 

naturally develop. To achieve this, educators can encourage reflection on learning 

processes and offer tools that enable students to observe their comprehension and 

development in reading. 

These results must be interpreted with caution, as limitations in the study design 

may have influenced the findings. First, the sample size, particularly the 

overrepresentation of advanced English speakers, may have skewed the results. 

Moreover, the reliance on self-reported data introduces the possibility of bias in 

measuring both proficiency and strategy use; it only shows what students believe 

they do, rather than what they actually do while reading. Moreover, the study 

ignored the extent to which students’ native language or academic background 

affects their reading behaviour in English and mainly focused on the academic 

level rather than academic performance. Future research should address these 

limitations by recruiting a more diverse sample and employing objective measures 

of both English proficiency and academic level. It would also be valuable to 

explore the influence of discipline-specific demands on strategy use, as different 

fields may require different reading approaches. Investigating these nuances 
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would offer a more comprehensive understanding of how metacognitive reading 

strategies contribute to academic success. 

 

5. Conclusion  
This study contributes to the growing body of research on metacognitive reading 

strategies by examining their use among international students in English-taught 

programs in Hungary. Although the data emerged from only a questionnaire, it 

still gave retrospective insights into what students believe they do, which can be 

the first step to build on. Students’ perceptions indicate that English proficiency 

is a key factor in the frequent use of metacognitive strategies, particularly Global 

Reading Strategies (GRS) and Support Reading Strategies (SRS). However, 

educational levels—whether students are at the BA, MA, or PhD level—do not 

appear to influence strategy use significantly. Additionally, while these strategies 

are instrumental in helping learners navigate academic texts, their direct impact 

on the academic level remains unclear, as other factors seem to mediate this 

relationship. The study's limitations, including a homogeneous sample and self-

reported data, restrict the generalizability of the findings. Future research should 

aim to include more diverse participants and consider other academic and 

cognitive factors that might influence both metacognitive strategy uses and 

academic success. 

Additionally, further studies could explore how discipline-specific academic 

demands shape the use of reading strategies, as well as examine the long-term 

development of metacognitive skills across different academic levels and 

contexts. In practical terms, these findings underscore the importance of 

incorporating metacognitive strategy training into English language education, 

especially for students seeking to enhance their reading abilities. Educators should 

emphasize the development of these skills not only to improve language 

proficiency but also to better equip students to tackle complex academic tasks. 

Although the direct link between metacognitive strategies and academic level 

remains uncertain, the development of these strategies clearly plays a crucial role 

in successful language learning. Future research could explore the integration of 

metacognitive strategies within specific academic curricula, offering a more 

targeted approach to enhancing both reading skills and academic performance. 
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Appendix A 
Metacognitive Awareness of Reading Strategies Inventory-Revised (MARSI-R, 

2018) 

 
GENERAL INFORMATION: 

Name: _________________      Age: ______  

 
Gender: Male / Female / Prefer not to say 

 

I consider myself (Check one): 
1. ______ An excellent reader 

2. ______ A good reader 

3. ______ An average reader 
4. ______ A poor reader 

 

Instructions for Completing the Inventory 

 

The statements listed on this inventory describes 15 strategies or actions readers use when reading 

academic or school-related materials such as book chapters, journal articles, stories, etc. 

 
Directions: 

 

Step 1: Read each statement to indicate whether you are aware of and/or use these strategies 

when you read. 
 

Step 2: Use the following scale to show your strategy awareness and/or use: 

 
1. I have never heard of this strategy before. 

2. I have heard of this strategy, but I don’t know what it means. 

3. I have heard of this strategy, and I think I know what it means. 
4. I know this strategy, and I can explain how and when to use it. 

5. I know this strategy quite well, and I often use it when I read. 

 

Step 3: After reading each strategy statement, place the numbers (1, 2, 3, 4, or 5) in the spaces 
preceding each statement to show your level of awareness and/or use of each strategy. 

 

Example: ______ Sounding words out when reading 
Place the number 1 in the blank space next to the strategy if you’ve never heard of it before; place the 

number 2 next to the strategy if you’ve heard of it, but don’t know what it means; and so on. 

There are no right or wrong answers to the statements in this inventory. It takes about 7-10 
minutes to complete the inventory. 

 

Metacognitive Awareness of Reading Strategies Inventory-Revised (MARSI-R, 2018) 

 
Strategy scale: 

 

1. I have never heard of this strategy before. 
2. I have heard of this strategy, but I don’t know what it means. 

3. I have heard of this strategy, and I think I know what it means. 

4. I know this strategy, and I can explain how and when to use it. 

5. I know this strategy quite well, and I often use it when I read. 
After reading each strategy statement, place the numbers (1, 2, 3, 4, or 5) in the spaces preceding each 

statement to show your level of awareness and/or use of each strategy. 
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Strategies 1-15 

______ 01. Having a purpose in mind when I read. 
______ 02. Taking notes while reading. 

______ 03. Previewing the text to see what it is about before reading it. 

______ 04. Reading aloud to help me understand what I’m reading. 

______ 05. Checking to see if the content of the text fits my purpose for reading. 
______ 06. Discussing what I read with others to check my understanding. 

______ 07. Getting back on track when getting sidetracked or distracted. 

______ 08. Underlining or circling important information in the text. 
______ 09. Adjusting my reading pace or speed based on what I’m reading. 

______ 10. Using reference materials,,,,, such as dictionaries to support my reading. 

______ 11. Stopping from time to time to think about what I’m reading. 
______ 12. Using typographical aids like bold face and italics to pick out key information. 

______ 13. Critically analyzing and evaluating the information read. 

______ 14. Rereading to make sure I understand what I’m reading. 

______ 15. Guessing the meaning of unknown words or phrases. 
 

 

 
 

 

 


