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ABSTRACT

Purpose. This study's purpose is to Meta. MeTta Lporo 4OC/IiMKEHHS MOISrae B TOMY,

investigate the effects of explicit cognitive
reading strategy training on reading
performance and metacognitive reading
strategy awareness of Grade 9 students of
Heto Secondary School at Hosanna Town,
232, south-west of Addis Ababa.

Methodology. For this quasi-experimental
study, two parallel home-made tests, a pre-
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o6 AOC/IANTU BI/IMB eKCrTILUMTHOI KOrHITUBHOI
crparerii YATAHHS HA MPOAYKTUBHICTb YATAHHS TA
YyCBIiAOMAEHHSA  METAKOrHITMBHOI  cTpaTterii
UNTAHHS y4YHIB 9 KIACy cepeaHbOi LUKOM XeTo B
MmicTi XocaHHQ, 232 pavioHy HQ niBoeHHoMy
3axoai Big Aaaic-A6ebu, Egionis.

MeTopgororis. s
eKCrepUMeHTAIbHOro

KBQ3i-
6ys10

LbOro
[OC/IiIKEeHHS
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test and a post-test administered before
and after the intervention, respectively, and
a metacognitive reading strategy
awareness questionnaire were used. Data
were gathered from 100 participants of
experimental and control groups, 50
students from each group, before and after
14 hours strategy training within 12 weeks.
SPSS, version 25, was used to analyse data.
Independent Samples Test to compare
groups, and Paired Samples Test to
compare variables/scores of the groups
were employed during analysis.

Results. The results showed a statistically
significant difference between the pre-test and
the post-test scores of reading performance
(p=.000) of each group. However, the
Experimental Group made an increment in
reading performance, whereas the Control
Group made the opposite, a decrement in
reading performance. The relationship of both
groups was strong and positive. However,
neither group showed significant changes in
metacognitive reading strategy awareness.

Conclusion. The study concluded that
explicit cognitive reading strategy
instruction empowered  students @ to
outperform reading comprehension and
vice versa, though it did not change
students’ strategy awareness. This implies
that concerned bodies should give due

BUKOPWCTAOHO ABA MApPAsie/IbHUX TeCcTu, rpe-
TEeCT | MOCT-TeCT, NpoBeaAeH| BiAMoBigHO A0 TA
Mic/ss eKCrepUMEHTY, A TAKOXX OMUTYBA/IbHUK
YCBIAOMIEHHS METAKOrHITMBHOI  cTpaTerii
YnTaHHSA. JdaHi 6ynn 3i6paHi Big 100 y4acHUKIB
eKCrepuMeHTAsIbHOI TQ KOHTPOJIbHOI rpyr, o
50 y4HiB 3 KOXHOI rpyrv, 4o Ta nicnasg 14-
roAnHHOro HABYAHHS CTpaTerii npoTtdrom 12
TWDKHIB. 19 QHQI3y AAHWX BUKOPMCTOBYBABCS
aHaniz SPSS Bepcii 25 [lig 4ac aHanizy
BUKOPUWCTOBYBQA/IM TECT HE3A/IEXKHMX 3PA3KIB
4715 MOPIBHAHHS rpyr i TecT NApHUX 3PA3KIiB
/19 MOPIBHSHHS 3MIHHUX/OLIHOK rpy/ri.

Pe3synbTaTtn. Pe3y/ibTATVW [MOKA3A/IM, L0
ICHYE CTATUCTUYHO 3HQYyLLUQ PI3HULSA MK
pe3ynbTaTaMm YUTAHHS nepen | nicas Tecty

(p=0,000) y KOXKHIV rpyni. lMpoTte
eKcrnepmmMeHTasIbHA rpyna 36inbLwnaa
MpPoAYKTUBHICTb YUTAHHS, Toai aK
KOHTPOJIbHA rpyrna, HABMNAKM, 3MeHLUMAA

NpoAyKTUBHICTb 4YUTAHHS. CTOCYyHKM 060X
rpyn 6yam MiHUMU TA NO3MTUBHUMM. [1poTe
obuaBi rpyny He MnoKa3aau [CTOTHUX 3MIH
MEeTAKOIrHITUBHOI CTpATErii YNTAHHS.

BUCHOBOK. TakuM YUWHOM, AOOC/IIKEHHS
OiALLO  BUMCHOBKY, WO YiTKE HABYQHHS
KOrHITUBHIV cCTpaTerii YWMTAHHS [403BO/IM/I0

YYHAM  MEePEBULLNTH  PiBEHb  PO3YMIHHS
MPOYUTAHOro, Xxo4a Le He  3MIiHW/Oo
YCBIAOMMAEHHS  YYHAMM cTparerii. Lle

03HQYUQE, WO 3QUiKABEHI CTOPOHWM MAQHKTb

attention to enhancing the explicit apuaingTy  HAAeXxHy yBary  MOCUIEHHKO
approach to cognitive reading strategy eKkcrliuMTHoro  nigxogy 4O  HABYQHHS
teaching. cTpaTerii KOrHITUBHOMO YUTAHHS.

Keywords: cognitive reading strategy, Knwo4yoBi cnoBa: KorHitTMBHA  cTpaTeria
explicit strategy training, metacognitive YUTAHHS, HOBYAHHS CTpaATerii, yCBIAOM/IEHHS
reading strategy awareness, reading MEeTAKOIrHITUBHOI cTparerii YUTAHHS,
performance. epeKTUBHICTb YATAHHS.

INTRODUCTION

Although reading is a complex process influenced by cultural and individual factors, it
is one of the major aspects of human communication (Oxford, 2017) for a better
understanding of written texts. Reading is an essential skill to enable readers to extract
meaning from written texts (Habok & Magyar, 2018). Frequently, equipping readers as
required at all educational levels is a vital issue for professionals in the area. Sound
reading strategies are needed to enhance students' reading ability. Scholars define
these strategies as steps, that is, actions that learners take to improve their reading
skills (Oxford & Cohen, 1992, cited in Paredes, 2010).

Studies reason the need for improving reading ability at high schools. According to
Kirsch et al. (2002), cited in Guthrie et al. (2004), comprehending ability is the basis for
better learning. Scholars such as Anderson, Hiebert, Scott, and Wilkinson (1984) in Dole,
Duffy, Roehler, and Pearson (1991) pointed out that reading is complex and demanding.
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Thus, as Lei (2010); KNEC Report (2011); Masinde (2005) in Kulo and Omulando (2014), it
is considered as a serious problem that students face in understanding written texts in
secondary schools.

Though teachers complain about doing their best to improve readers’ comprehension
ability at school, students are unable to comprehend what they are reading, and a
large number of students join secondary schools with extremely weak reading abilities
(Diller, 2007 & Hodgson, 2008 in Kulo & Omulando, 2014). In fact, there is a great
concern among educators as students' reading is declining at an alarming rate, and
students’ reading ability becomes weak when they complete secondary schools
without acquiring required reading comprehension practices (Agak, 1995 quoted by
Kulo and Omulando, 2014). This implies that developing the reading ability of
secondary school students deliberately and systematically is crucial (KIE 2006 in Kulo &
Omulando, 2014).

Above this, to be successful in comprehension ability is a serious issue of learning
English in the Ethiopian context. In fact, study reports by Smith, Stone and Comings
(2012) show that learning to read effectively and to extract the required meaning from
written texts in the English context of Ethiopia is considered to be vital. Therefore,
being able to read in English to make learning easier and to comprehend written texts
better, especially in Ethiopian secondary schools, is indispensable.

Scholars such as Karim and Qanwal (2016) have suggested that cognitive reading
strategies play considerable roles in extracting required meanings from written texts.
However, the mode of explicit or implicit training of these strategies is arguable among
scholars. Some scholars believe that an explicit mode of instruction of cognitive
reading strategy is associated with improved reading outputs of students in secondary
schools (the Institute of Education Sciences, 2010, quoted by Moore, 2015). Moore
argues that this finding is in line with the recommendations of the reading
comprehension review of the National Reading Panel (2000).

Moreover, scholars agree that using cognitive reading strategies effectively can result
in students’ awareness of metacognitive reading strategies. Concerning this, as
literature shows, cognitive strategies and metacognition work in relation to increasing
learners’ reading comprehension (Kuhn, 2000, cited in Moore, 2015). In other words, as
Moore (2015) stated by citing Pressley (2002) and Dermitzaki, Andreou, and Paraskeva
(2008), metacognitive use of strategies is positively correlated with reading
comprehension scores. In line with this, Oakhill and Cain (2007 in Moore, 2015)
discovered that students’ ability to monitor their comprehension at different age levels
significantly predicted their reading comprehension.

However, the favourable effect of cognitive reading strategies is controversial. This
effect could be controversial for some reasons. According to Manoli (2013), one of the
reasons is that the learning context (first/second/foreign language) of the reading
strategy is variable and arguable. In this regard, as scholars such as Green and Oxford
(1995) quoted by Oxford (2003), and Ali and Razali (2019), different readers of different
strategies in different English contexts perform quite differently.

As Raftari, Seyyedi, and Ismail (2012) indicated, that is why the term, reading strategy, is
variously used in different contexts. Thus, as Pawlak and Oxford (2018), this issue
deserves attention to be investigated in future research. On the other hand, several
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scholars strongly argue that reading performance of reading strategy instruction is not
context-dependent (Saks et al., n.d; Anderson, 2003 in Raftari, Seyyedi, & Ismail, 2012). As
these scholars, context distinction is diminishing, and the argument of these contexts
may be no longer important as of today. Contrary to this, Pawlak and Oxford (2018); Ali
and Razali (2019) argue that this learning context issue has continued controversial.

Another point is that strategy study results, for instance, studies that Dole, Nokes and
Drits (2009) reviewed revealed that the statistical significance of the effect of cognitive
reading strategies on reading performance between two experimental and control
groups is arguable up to the present. In fact, several studies showed discrepancies of
the effect of cognitive reading strategies on reading outcomes (Naiman et al,
1978/1996, cited in Macaro, 2006; Dole et al,, 2009; Sahan's, 2012; Manoli, 2013; Yaman &
Cakici's, 2013; Oxford & Burry-Stock, 1995 cited by Barjesteh, Mukundan & Vaseghi, 2014).

Researchers such as Dole, Duffy, and Pearson (1991), Dole, Nokes, and Drits (2009),
Pawlak and Oxford (2018), and Ali and Razali (2019) believe that research can minimize
discrepancies between the two modes of reading strategy instruction. Thus, to fill the
gap, the researchers call for further investigations.

In addition, local studies reviewed by the current researchers indicated that cognitive
reading strategies have not been studied at least separately (Filate, 2012; Bachore, 2014;
Tiruneh, 2014, Belilew, 2015; Bogale, 2018; Yadetta et al., 2017; Tekle & Nchindila, 2017;
Seid, 2017; Getachew, 2018; Gidalew and Van den Berg, 2018; Getachew et al, 2018;
Enyew, 2019). Therefore, the current study attempted to test the explicit mode of
strategy instruction to examine its practical impact on reading performance and
metacognitive reading strategy awareness in an Ethiopian secondary school.

Studies reviewed so far show that cognitive reading strategies have not been
separately investigated in experiments to show their possible effects on reading
comprehension and metacognitive reading strategy awareness when multiple reading
strategies are taught explicitly. Thus, multiple cognitive reading strategies have been
included in the experiment.

The purpose of the study is to examine which of the two explicit and implicit
approaches of cognitive reading strategy instruction significantly improves EFL
students’ reading performance and metacognitive reading strategy awareness in the
Ethiopian context. Accordingly, this study attempted to answer these two questions:

1. Isthere a difference between the reading performance of experimental and control
groups when they are taught explicit and implicit cognitive reading strategies,
respectively?

2. Does explicit/implicit cognitive reading strategy training contribute to the
awareness of metacognitive reading strategy, and (if any) which mode better
contributes?

METHODOLOGY

This is quantitative research. This study applied a quasi-experimental approach to
investigate students’ reading performance and metacognitive reading strategy
awareness of two explicit and implicit modes of cognitive reading strategy training
guantitatively. Two intact, experimental and control, groups were assigned for this
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purpose. Accordingly, the experimental group was taught cognitive reading strategies
explicitly, whereas the control group was taught the same strategies implicitly. This
approach allows for the application of statistics in the analysis of numerical data to see
relationships between the two groups.

— Participants

Students of Grade 9 of a randomly selected public school in Hosanna Town
participated in this study. From four schools in the town, Heto Secondary School was
selected randomly by using a lottery method. Two intact groups were further randomly
selected. Section A was assigned randomly as Control Group and section B as
Experimental Group.

A total of 100 students, 50 students from each group, participated in this research. A
total of 45 male (experimental = 22 and control = 23) and 55 female (experimental = 28
and control = 27) students participated in the study. All of the participants were
between 15 — 20 years of age, and, as the analysis of Independent Samples Tests
indicated, there was no statistically significant difference between the ages of the two
groups. The proportion of the participant's gender and the significance of age
difference between the groups would minimise their impact on the outcomes.

— Instruments

To collect data, two parallel teacher-made tests, a pre-test and a post-test, and a set of
guestionnaires were utilized. The researchers preferred parallel teacher-made tests to
standardised tests to fit the context and the English language ability of the study
participants.

Each test, was constructed from a fairly short passage, consisted of 25 objective items.
Out of the 25 items, five fill-in-the-blank, three true/false items, twelve multiple-choice,
and five matching items were used. The pre-test, which was administered before
commencing training, was used to see whether the reading proficiency level of the two
intact groups was similar; the post-test, which was administered immediately after the
completion of the strategy training, was used to compare each group's reading
performances and see possible differences.

Validation processes were carried out thoroughly to standardise the homemade tests.
After the researchers prepared the tests, two English teachers in secondary schools
evaluated both tests for face validity and content validity. When the teachers evaluated
the tests, they focused on aspects such as parallelism, appropriateness, wording, clarity,
difficulty level, culture bias, etc. Besides, a measurement and evaluation expert
evaluated the tests. After these validation processes, both tests were piloted in
2021/2022 academic year to gain lessons for further improvements of the tests. For
piloting, a total of 70 students, 35 from each group, took each test after and before the
intervention.

In addition, the Difficult Level and Discrimination Index of items (Item Analysis) were
calculated for each item during both pilot and main studies. Based on this analysis,
each item of the tests was checked whether it was too easy/difficult and/or
discriminating. Important amendments were made based on the Item Analysis. Every
item of the tests was examined thoroughly to standardise the teacher-made test.
Finally, 25 acceptably fitted items of each test were used for the main study.
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Moreover, to determine whether the distribution of the data sets was well-modelled,
normality tests of both test scores were computed during both the pilot and the main
studies. Although the pilot study tests failed to meet a lower bound of the true
significance in some cases, the points plotted in the QQ plot showed that normal data
fell approximately on a straight line, indicating high positive correlation. Importantly,
both tests met a lower bound of the true significance in each case during the main
study. This indicated that the distribution of the scores was normal. Normality Tests
enabled which statistical methods to to analyse the current study's data.

The second tool, Metacognitive Awareness of Reading Strategy Inventory (MARSI)
version 1.0 by Mokhtari and Reichard (2018), was employed to gather data about
students’ awareness of metacognitive reading strategy before and after intervention.
The questionnaire used contained 30 items. It was in a five-point Likert scale from 1 (I
never or almost never do this) to 5 (I always or almost always do this). .93 of MARSI's
reliability was reported, indicating that it is a reasonably reliable questionnaire to
measure the awareness in question. In addition, Cronbach’s Alpha .855 was obtained
before and after the intervention during the pilot study. Similarly, Cronbach’s Alpha .915
and .925 were obtained from the self-reported questionnaire administered before and
after the training of the main study.

The same questionnaire administered before commmencing intervention was repeated
at the end of the training. The first round of self-reporting was used to understand the
students’ state of awareness of metacognitive reading strategy. The second one was
used to see whether or not the research participants showed changes in their
awareness of metacognitive reading strategy. The researchers translated the
guestionnaire items from English (foreign language) into Amharic (the students’
second language) and was put below each item of English version. This was needed to
ensure a full understanding of the respondents.

— Materials

Student textbook of Grade 9, English for Ethiopia, (Bailey, 2003) was the only source of
materials used for strategy training. Three units, from units two to four, of reading
sections of the mentioned textbook were selected for the purpose. These sections were
selected to avoid or minimize any unwanted inputs that would likely be gained
through extra practise in the activities in the textbook. If different materials rather than
the materials in the textbook were prepared and used for the training, then the
materials in the textbook could be another and unwanted source of practising reading
comprehension when taught by likely different teachers, and this could affect the
research findings of the study.

Thus, both control and treatment groups were provided with the same materials of the
reading sections in the student’s textbook but with different cognitive reading strategy
training approaches. The Control Group of the study was taught the reading materials
in the textbook and the reading strategies provided in it using a conventional
approach, whereas the Experimental Group was taught the same materials and
reading strategies in the textbook as that of the Control Group but with explicit
explanations of the strategies (Oxford, 1990). The six cognitive reading strategies
focused were repeating, reasoning deductively, analysing expressions, taking notes,
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summarising and highlighting. These strategies, presented in the students’ textbook,
did not actually invite teachers to teach them plainly.

All the reading comprehension activities and exercises designed for students in the
current Grade 9 English textbook were used with and for different purposes. To control
unwanted and likely influencing treatment, there was not an application change of the
activities and exercises in the student’'s current textbook. In other words, all the
activities and exercises practised by the groups were the same as those of the activities
and exercises practised currently by the other groups (sections) of Grade 9. Hence, the
materials in the student’s textbook and the strategies were kept constant. As the quasi-
experiment aimed to examine the considerable difference likely to be observed
between the two groups because of the two modes of training, the cognitive reading
strategies mentioned were plainly taught for the Experimental Group to the maximum.

— Data Collection Procedure

The researchers obtained ethical approval from Hosanna Town Education Office and
Heto Secondary School administrations where the research took place before
administering the research tools. The researchers also obtained participants’
agreement to participate in the study. Following this, the students of both groups filled
in the questionnaire two days before they took the pre-test. Then, the strategy training
was carried out for 14 hours within 12 weeks from 24 October 2022 to 13 January 2023.
The same well-oriented English teacher taught both groups to avoid or minimize bias
that could occur during strategy training. After the intervention, the second round of
self-reported data and post-test results were collected in January 2023. Data were
collected similarly to that of the first round, before the intervention. All the participants
took the tests under similar conditions, including time. Each test took 50 to 75 minutes
to complete. Each test was marked out of 43 and the scores were recorded carefully for
further processes of analysis using SPSS, version 25.

— Data Analysis

To analyse quantitative data collected through tests and questionnaires, the T-Test of
SPSS, version 25, was utilized. An independent samples t-test (using the independent
samples test) was applied to compare the two groups. Paired Samples T-Test (to use
Paired Samples Test) was applied to compare scores of each group. Means of scores
and Standard Deviations (distances of scores from means) were also used. Cohen’s d
and Pearson’s correlation coefficients (Pearson’s r) were employed to determine the
strengths of mean scores relationships of tests. Spearman’s correlation coefficients
(Spearman’s rho) were computed to determine the relationships of self-reported
guestionnaire data of the groups. In each case of analysis, unless explained, 95% of the
significance level or p-value (p<.05) was used to determine whether relationships
between groups or scores were significant or not.

RESULTS

This section presents the results. Data gathered through the tests and the
guestionnaire to answer the two research questions were computed using referential
statistical tools, as mentioned earlier and indicated hereunder along with headings and
tables. Inferential data that went together or that needed to be closely explained were
merged in simplified ways, as quantified in the tables below. Hence, descriptive
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statistics and correlation coefficients have been presented together in merged tables
for simplification.

— Contribution of cognitive reading strategy to reading performance

The first research question was: “Is there a difference between the reading
performance of experimental and control groups when they are taught explicit and
implicit cognitive reading strategies, respectively?” To answer this question, scores of
pre-test (Score 1) and post-test (Score 2) of the target groups were compared using T-
Test as shown in tables 1 and 2 below. Cohen’s d and Pearson’s correlation coefficients
(Pearson’s r) were used to determine the strengths of the relationships between
groups and scores, respectively.

Table 1
Comparison of both pre-test and post-test of groups
Test Group N Mean SD t df Si.g
(2.tailed)
Pre-test Experimental 50 15.040 6.5011 -694 98 489
Control 50 15.970 6.8901
Post-test Experimental 50 16.96 7.7312 1.613 o8 .098
Control 50 14.49 7.3924

To ensure whether both experimental and control groups were significantly similar
in reading ability prior to the intervention or not, their pre-test scores were calculated
using the Independent Samples Test as presented in the pre-test row of Table 1 above.
Although the distance (SD = 6.5011 and SD =6.8901) from the means (M =15.04 and M
= 15.97) of the groups, respectively, was similar, it seemed that the Control Group
performed better (by 0.93 mean scores) before the groups were trained cognitive
reading strategies.

However, the level of significance, p-value = .489 (t= -.694, df = 98, sig .489), showed
that no statistically significant difference was shown between the two groups
concerning their reading ability before they took strategy training, as a p-value above
.05 shows an insignificant relationship. Cohen’s d calculated (d = 0.06) showed that
the effect of the relationship between the groups was weak (between 0-0.20). The
result indicated that both groups were homogeneous in reading ability before they
received strategy training.

After ensuring the homogeneity of the groups in reading ability, intervention was
carried out and post-test was administered at the end of the intervention. The post-test
results have been put in the same table above as put on the post-test row.

To check whether both experimental and control groups had improved their reading
ability after the intervention or not, their post-test scores were calculated using the
Independent Samples Test, as shown in Table 1 above. As to the distance (SD = 7.7312
and SD = 7.3924) from the means of the groups, the means (M =16.96 and M =14.49) of
the experimental and control groups, respectively, seemed different; the difference
was 2.47. However, the p-value = .098 (t = 1.673, df = 98, sig .098) showed no
statistically significant relationship between the groups. Cohen’s d calculated (d =
0.326) showed that the relationship's effect (between .20-.50) was also modest. If both
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groups had improved their reading performance, there would have been a statistically
significant difference. group however, This does not mean that neither groups
improved reading performance after they were taught cognitive reading strategies.

To check the performance change of each group after the intervention, their pre-test
(Sore 1) and post-test (Score 2) scores were calculated by using paired Samples Test. This
has been shown in table 2 below.

Table 2
Comparison of pre-test (Score 1) and post-test (Score 2) scores of the groups
Group Score N Mean SD Pearson’sr Sig
(2-tailed)
Experimental Score 1 50 15.04 6.50T11 643 .000
Score 2 50 16.66 7.3712
Control Score 1 50 15.97 6.890 584 .000
Score 2 50 14.49 7.392

Table 2 above shows that the mean score of pre-test of the Experimental Group (M
= 15.04) seemed smaller than the mean score of post-test (M =16.66) by 1.62. Again,
the distance (SD = 6.50 and SD =7.37) from the means seemed relatively different. As
the Paired Samples Test in the last column of the same table shows, the p-value,
p = .000, (r = .643, sig = .000) of the relationship of variables indicated that there
was a statistically significant difference between the variables of Experimental Group
as the p-value was 0.001.

The effect size (r = .643) in the same table showed that the relationship of the
variables was strong and positive (if the pre-test score of the Experimental Group
increased, the post-test score of it would also increase and vice versa).

The same table, Table 2, above shows the relationship between the pre-test and post-
test scores of the Control Group. In the table, the means of the pre-test (M = 15.97) and
post-test (M = 14.49) scores seemed slightly different (by 1.48); the pre-test score
seemed a bit better than the post-test score. However, the distance (SD = 6.89 and SD =
7.39) from the means seemed similar (the difference is only 0.502).

When the significance level was calculated, as shown in the last column of the
table, the p-value, p = .000 (r = .584, sig =.000) showed a statistically significant
difference between the two variables; p-value was below 0.001. The effect size (r =
.584) shown also indicated that the relationship of the variables was strong and
positive (if the pre-test score of the Control Group increased, the post-test score would
also increase and vice versa).

This implies that training cognitive reading strategy explicitly would desirably improve
students’ reading performance and vice versa.

— Contribution of Cognitive Reading Strategy Training to Metacognitive
Reading Strategy Awareness

The second research question was: “Does explicit/implicit cognitive reading strategy
training contribute to the awareness of metacognitive reading strategy, and (if any)
which mode of the two better contributes?” To answer this second question, the first
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round self-reported mean score (Score 1) and second round self-reported mean score
(Score 2) of metacognitive reading strategy awareness (strategy awareness) of the
groups were compared using T-Test as shown in Tables 3 and 4 below. Accordingly,
Cohen's d and Spearman’s correlation coefficients (Spearman’s rho) were used to
determine the strength of the relationships between the groups and the scores,
respectively.

Table 3
Comparison of first and second round self-report scores of the groups
Round Group N Mean SD t df Sig (2-tailed)
1st Experimental 50 99.36 24.025 -.768 o8 444
Control 50 102.72 19.465
ond Experimental 50 101.54 18.945 2270 98 .025
Control 50 92.50 20.84

In Table 3 above, the means (M = 9936 and M = 102.72) of self-reported scores of
both experimental and control groups, respectively, seemed to be relatively similar.
However, the distance (SD = 24.025 and SD = 19.465) from the means seemed to be
slightly different. As the p-value, p =.444 (t=-.768, df=98, sig=.444), was greater than .05,
there was no statistically significant difference between the two groups concerning
strategy awareness prior to the intervention; as Cohen’'s d (d = 0.03) showed, the
strength of the relationship was weak, which was between O — 0.20. This means that
the groups were similar in their strategy awareness before the intervention.

In the same table, Table 3 above, the mean scores (M = 101.54 and M = 9250) of
experimental and control groups, respectively, depicted that slight difference was
observed between the two groups. The respective groups' Standard Deviations (SD =
18.945 and SD = 20.84) also showed that the groups seemed to have slightly different
distances from their respective means. As the p-value, p =.025 (t =2.270, df =98, sig =.025)
showed, statistically significance difference between the groups was observed
concerning self-reported scores of strategy awareness. As Cohen'’s d (d = 0.454) showed,
the effect of the relationship was modest, which was between 0.21-50. The next table is
used to compare the paired scores of the groups before and after the intervention.

Table 4
Comparison of It and 2" self-reported mean scores (Score 1and Score 2)
Group Score N Mean SD rho Sig (2-tailed)
. Score 1 50 99.36 24.025 -107 459
Experimental
Score 2 50 101.54 18.945
Score 1 50 102.72 19.465 129 370

Control
Score 2 50 92.50 20.840

Table 4 above shows the comparison of self-reported mean scores of each of the
experimental and control groups before (Score 1) and after (Score 2) the intervention in
the Paired Samples Test. Little difference (218) in the mean scores of strategy
awareness of the Experimental Group between score 1and score 2 (Mean = 99.36 and M
=101.54) was observed. Differences in Standard Deviations (SD = 24.025 and SD =18.945)
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from the means were also observed.

However, as this difference could not tell us the significance level of the relationship, it
needed to calculate the level of significance and check. Accordingly, the p-value, p =
459, (rho = -107, sig = .459), which was above .05, indicated no statistically significant
relationship between self-reported scores of the strategy awareness of the group
before and after the intervention.

The strength of the relationship's effect (rho = -.107) was weak and negative. This means
that if score 1 of strategy awareness were high, score 2 would be low, and vice versa.
This finding is interesting and questionable, and it needs further investigation, as the
group with special treatment did not show improvement of metacognitive reading
strategy awareness.

The same table, Table 4 above, is used to compare the paired self-reported scores of
the Control Group in the same way as that of the Experimental Group. As shown in the
table, a difference (by 10.22) of the mean scores of strategy awareness of the group
between score 1 and score 2 (M = 10272 and M = 92.50), respectively, was observed. A
little difference in Standard Deviations (SD = 19.465 and SD = 20.840) from the
means was also observed.

However, as this difference could not tell us the significance level of the relationship, it
needed to calculate the significance level and check. Accordingly, the p-value, p =
370 (rho = .129, sig = .370), which was above .05, indicated that a statically significant
relationship was not seen between self-reported scores of strategy awareness of the
Control Group before and after the intervention. The strength of the relationship's
effect (rho =.129) was also weak and positive. If score 1 of strategy awareness were high,
score 2 would also be high and vice versa.

DISCUSSION

This study investigated effects of explicit cognitive reading strategy training (simply
strategy training) on reading performance and metacognitive reading strategy
awareness (simply strategy awareness). The findings showed a statistically strong
relationship of both groups' reading performance, unlike strategy awareness.

Both experimental and control groups were homogeneous in reading ability
in the beginning, before they received strategy training (p= .100). The mean score
results of the two groups after the strategy training also showed the statically
insignificant difference between the two groups (p =.080) as p-value is >.05.

Each group showed a statistically strong difference of reading performance in the
post-test scores. When the mean scores (M =15.04 and M = 15.97) of pre-test and (M =
1696 and M = 1449) of the post-test of experimental and control groups,
respectively, were compared, the mean scores of the Experimental Group was
smaller in the pre-test but far greater in the post-test than that of the mean scores
of Control Group.

However, as the level of significance, p-value, of both groups was <.001 (p = .000),
both groups showed strong significant changes of reading performance after they
received strategy training. To put this unambiguously, the reading performance of
the Experimental Group significantly increased because the group was taught the
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reading strategy explicitly, whereas the reading performance of the Control Group
significantly decreased because the group was not taught the reading strategy
explicitly or because the group was taught reading strategy implicitly.

In other words, the reading performance of the Control Group decreased because the
group was indirectly (implicitly) taught conventional reading strategies as in the
students’' textbook. The results of each group align with some findings of studies
indicated in the literature, as presented hereunder.

Some earlier findings of explicit cognitive reading strategy training seem controversial
(Dole et al., 2009), Suyitno, 2017). For instance, Zarei and Tondaki (2018) found that no
significant difference between the effects of implicit and explicit techniques on
reading comprehension was shown. On the other hand, the Experimental Group of
the current study outperformed reading performance after the group was taught
cognitive reading strategies explicitly in the Ethiopian secondary school context of
reading in English.

This finding goes with the argument that these strategies are considered
extremely powerful learning tools (O'Malley, Chamot, Stewner-Manzanares, Kupper, &
Russo, 1985) in GCriffiths (2003) to improve students’ reading performance in every
context. It also goes with the finding of Li et al (2022); these researchers found that
students who received explicit reading strategy instruction significantly improved
their reading comprehension.

Regarding this, Oxford (2003) argued that developing the awareness of reading
strategies can be achieved through preparing for and conducting reading strategy
instruction. Thus, it is possible to put that training cognitive reading strategies
explicitly can improve students’ reading performance considerably; it has been found
that when teaching explicit cognitive reading strategies increases, students' reading
performance also increases and vice versa.

However, the Control Group of the study did not improve reading performance after
the strategy training; it did not even keep the performance that was obtained before
the strategy training. Instead, the group's performance decreased significantly after
the intervention was carried out. Despite this, several scholars, as Oxford (1990)
indicated, argued that implicit instruction needs to be encouraged. Such scholars try
to demonstrate “how active learning techniques implicitly stimulate the use of
language learning strategies” (Oxford, 1990, p.232).

In addition, this finding goes against what researchers such as Dole, Duffy, Roehler
and Pearson (1991) suggested for future research. Based on their review of the literature,
these scholars suggested that, certainly, both younger and older students can learn
reading comprehension processes in indirect ways, and indirect instruction plays a great
role in helping students become better comprehenders.

As Carver (1987) suggested in Dole, Duffy, Roehler & Pearson (1991), comprehension
strategies should (perhaps can only) be learned indirectly. However, the present study's
results go against these scholars' suggestions. Those students who were taught
cognitive reading strategy implicitly (indirectly) could not improve their reading
performance.

In spite of the outcome of the current study, reading strategy learning context is a
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controversial issue among scholars (Kostikova et al, 2020), (Wendaferew, Berlie, 2024).
According to the review of 27 studies on the teaching of cognitive and metacognitive
reading strategies for second/ foreign language learners, Ali and Razali (2019) showed
that through the process of reading, the learner becomes an active participant in
producing interaction with the writer of the text by using various reading strategies;
however, building such a connection between the reader and the written information
of the text is complex and it can be quite difficult for students of English as a foreign
language to apply different types of reading strategies.

In line with this, Raftari, Seyyedi, and Ismail (2012) strongly argued that the lack of a
clear-cut definition of reading strategies is largely due to the way the term has been
used in different contexts, such as first language, second language, or foreign language
learning. On the contrary, earlier studies such as of Saks, Leijen and Taht (n.d.)
concluded that, though cognitive reading strategies have a direct effect on all four
language competencies, the effect of learning strategies on learning outcomes does
not depend on the learning context, but are transferrable to other foreign language
learning contexts.

In line with this, Anderson’s (2003) study, cited in Raftari, Seyyedi, and Ismail (2012),
answered two questions concerning differences between ESL and EFL contexts and
concluded that perhaps the EFL/ESL distinction is diminishing. These scholars claimed
that the traditional dichotomy between EFL and ESL may not be as important today as
in previous years. However, the controversy of context has continued (Pawlak & Oxford,
2016; Ali, & Razali, 2019)) and this indicates that reading strategies to be applied by the
students of a foreign language setting need due and further consideration of
investigation.

Pawlak and Oxford (2018) argue that the contexts in which language learning
strategies are explored deserve attention in future research because they believe that it
is of paramount importance to strike between the broader contexts in which strategy
studies are conducted in different educational levels and types of programmes within
these contexts. Thus, to some extent, the current findings can be taken as the context
of language learning may not be as serious as some researchers argue.

Concerning the effect of strategy training on the awareness of metacognitive reading
strategy, both groups did not show improvement of the expected awareness.
When each group’s scores of 1t and 2" round self-reports were compared, as
p-values of the experimental (p = .459) and the control (.370) groups were greater
than .05, no statistically significant difference was shown for both groups, the
strength of the relationships for both groups was also weak.

This means that explicit cognitive reading strategy training could not significantly
impact students’ awareness of metacognitive reading strategy though several
researchers such as Kuhn (2000) cited in Moore (2015) indicated reading strategies and
metacognition work in increasing learners’ reading comprehension. In this regard,
Oxford (2003) also argued that developing the awareness of reading strategies can be
achieved through preparing for and conducting cognitive reading strategy
instruction.

However, the results of the current study go against the arguments that metacognitive
reading strategies significantly contribute to EFL students’ reading performance. Like
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the current study, the findings of several studies such as of Mahrdad, Alghar, and Alghar
(2012) of Iranian EFL students, and Pie (2014) of Chinese EFL students, of Meniado (2016)
of Saudi EFL students confirmed that metacognitive reading strategy contribute
insignificantly to students' reading performance.

These two contradicting issues indicate that the impact of cognitive reading strategy
instruction on EFL students' reading performance is arguable, and, thus, further
investigations that involve running EFA on Metacognitive Reading Strategy Awareness
Inventory to see any underlying factors are needed.

CONCLUSIONS

The main objective of this study was to investigate the effect of explicit cognitive
reading strategy training on learners’ reading performance and their reading
metacognitive reading strategy awareness. Based on the study's findings, it is possible
to conclude that teaching students cognitive reading strategies explicitly has a power
of improving students' reading performance of secondary school considerably
though its effect does not show significant changes on metacognitive awareness of
reading strategy.

As the results revealed, the students taught cognitive reading strategies explicitly
showed strong and desirable improvement in their reading performance. On the
contrary, students who were not taught cognitive reading strategy explicitly or those
who were taught cognitive reading strategies implicitly/indirectly decreased their
reading performance unexpectedly.

Thus, this control group showed strong significant difference between the
variables (scores) before and after the strategy training. In short, teaching cognitive
reading strategies explicitly can improve reading performance of Ethiopian
secondary schools, particularly Grade 9 EFL students.

The results imply that English teachers need to give due attention to teaching
their students cognitive reading strategies so that secondary school students in
Ethiopia can considerably improve their reading performance. The findings also imply
that the current students’ textbook of Grade 9, “English for Ethiopia”, needs revision to
incorporate an explicit mode of strategy teaching.

Moreover, English teachers in Ethiopian secondary schools should be encouraged to
teach cognitive reading strategies accordingly. Furthermore, the findings indicated that
further investigations on the effects of explicit cognitive reading strategy training on
students’ awareness of metacognitive reading strategy are needed because students
who were taught cognitive reading strategies in both explicit and implicit approaches
could not improve their awareness of metacognitive reading strategy.

Thus, future studies may run EFA on Metacognitive Awareness of Reading Strategy
Inventory to see whether it has any underlying factors. The effects of cognitive reading
strategies can also be investigated in different aspects, such as forming experimental,
control and comparison groups. The contribution of each strategy in question can be
another point to study.
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